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ABSTRACT

This manual is the final report on a two-year project

to enhance tha effectiveness of teaching assistants. It is designed

as a workbook for persons conducting instructional programs for 1
" teaching assistants and is specific to teaching assistants in 1

engineering and the natural sciences. The manual contains an

introduction and six chapters. Chapter one discusses the motiva*ion |

and beginning processes involvad in the project. Chapter two is a i

list of recommendations for persons beginning similar programs, and l

chapter three discusses user experiences. Chapter four is a review of

selected literature, while chapter five gives a detailed description ‘

of the develorment and use of a teaching assistant survey. The final |

chapter contains 12 modules designed and used by participants in this ‘

project. They are: (1) The MNedia Show; (2) The Workshop, (3) i

Enhancing the Effectiveness of a Course Staff; (4) Kncw Your

Audience; (5) Planning by Objec*tive; (6) Initiating Consultation with

Faculty; (7) Consulting with Course Staff; (8) Vvideo Taping Teaching

Assistants; (9) Problem Solving; (10) Helping Students in Difficulty;

(11) Teaching Triads; and (12) Student Evaluation of Teaching

Assistants. fach module contains a brief overview, a guide explaining

the objective, and a detailed outline of the procedure to be

followed. (DHT)
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Introductory Statement

Many graduate students hold appointments as Teaching Assist-
ants while earning advanced degrees. There has been a real need
to develop a “short course" including instructional aids aimed
at enhancing latent awareness and skills of the many graduate
students undertaking teaching responsibilities for the first
time.

This handbook contains procedures and hints for undertaking
a program of helpful instruction for teaching assistants.

The principal program developers are:

‘ Prof. Malcolm Burton - Associate Dean, Engineering
Dr. GCeorge Meixel, Jr. - Ass't. Prof., Engr. Basic Studies

Dr. Robert Gardner - Dircctor, Advising and Counseling

Dr. Mary Ott!— Engineering Research Associate

Mr. Lowell Ballinger - Graduate Student




THE BEGINNING: HOW WE STARTED THE SUBTLE PROCESS OF CHANGE

Much can be learned through history: plans can be viewed in
terms of results, successful operations with desiragle routines can
be duplicated, previous mistakes can be avoided, and experience can
be accrued without paying the price of time in attending the "school
of hard knocks". This brief historical account of the beginning of
the Teaching Assistant Profect at Cornell, sponsored by the
Susquehanna Fund, provides all these things offering valuable
instruction to anyone interested in increasing the efficiency of
teaching assistants at their institution.

Our recognition that the effectiveness of teaching assistants
needed to be improved was hardly original; There exists a fairly
large body of literature documenting the increasing role these persons
play in education and decrying their general lack of preparation and

' is routinely discussed at the lunch

training. The "problem of TA's'
tables where faculty gather at every ifustitution. Few dispute the
problem.

Our first step in seeking a solution was to gather a diverse
group around a table and brainstorm -~ a common group technique in
which thoughts are offered without evaluation -- possible specific
problems and solutions for the situation. That was good, but the
longer we talked, the more complicated things became: problems
and possible solutions multiplied almost uncontrollably. As one might
expect, each participant approached the problem in terms of his/her

specific background. That might have been disastrous except for the

composition of the group, which included a secondary school teacher,

a teaching assistant, a graduate student in education, a professor, a
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counseling psychologist, an administrative staff member with
extensive teaching‘experience, and a support staff member versed
in social science and group dynamics. All except one had had
experience as a teaching assistant.

While we were very successful at providing a hotbed of ideas,
we were less adept at beginning to do something. Much time was spent
trying to reach consensus concerning important ideas and issued, but
the group did not agreé on the relative importance of the ideas, and
consensus on the best way to proceed was impossible. Ultimately the
various group members selected areas in which to work. The assign-
ments, which reflected predilections in brainstorming, are instructive:
one person began an extensive literature search to determine what
other institutions were doing, another began to research "modules"
on specific teaching skills, ancther began a project designed to
evaluate the perfofmance of teaching assistants during the course of
the term, This phase of our project can be visualized by referring
to Flgure 1,

While this produced significant personal satisfaction, it was
not the most efficient way to proceed. Moreover, all these solutions,
it should be noted with care, were aimed at the teaching assistants.
They were the problem, and we were going to remake them,

Within a few weeks, conflict developed in the group, with
one component accusing the others of not understanding teaching
assistants, of not understanding the university system, and insisting

\ . wad
that the ideas of others wculdn't, indeed couldn't, work., Out of
the ensuing uproar an exceptional thing happened: we realized that
maybe we didn't know what we were talking about and despite the

extensive brainstorming and consultation, we had not correctly hnalyzed
)
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the problem. At that moment we also realized that we had fallen
into the trup that has precluded teaching assistant development
projects for many years. We were expounding our prejudice based
on our individually limited experiences. Some retrospectively
brilliant individual suggested we undertake a survey of faculty,
teaching assistants and students to find out what problems were
perceived by these groups and to determine whether there were
significant differenceé in the things each group considered important.
One individual took responéibility for this project, and it was
added to the tasks enumerated earlier.

As the work continued, the level of frustration increased as
the begiuning of the fall term approached, and disagreement and

controversy within the group became more clearly defined. On the

_one hand, there were those committed to the original approach of

doing something "to' or "with" the teaching assistants themselves;

on the other hand there were those who believed it was essential to
adopt a "consulting mode" of contracting with specific courses for
assistance, then working with teaching assistants, professors, and
the department structure in a number of different areas. While the
background for these two aporoaches were personal feelings, the
survey did provide impowtant data for both groups. Not only did the
data clearly show that almost every course and every professor used
teaching assistants differently, with different expectations of the

assistants, but they also showed there were a number of areas of

common skills that could be expected of almost all teaching assistants.

The group could not reach consensus on "the one way to go'' --
so we went both ways. One group nrepared a fall workshop and

specific skills modules for teaching assistants, Design A. (Figure 1).

fl




The other set about finding a professor or group of professors who
were willing to contract their assistants, Design B. This latter
group developed modules, or adapted them, as the situation required
during the course of the term. Our work for the summer is summarized

in Figure 1.

Production Design B
N\

. presentation . dndirect assistance to TA

. media show survey needs

. packaging . consult with course

personnel assist as needed

%

PERSONNEL >

SUMMER
STUDY Design A

,,,«~v—”"" . modules to be

used by TA's

GROUP

Rescarch Test . orientation
. sclected bibliography . evaluation of ow to system
. "state of the art" programs . first day
. evaluation of TA . planaing by
performance objectives

. basic skills

Figure 1

Late in the summer and early in the fall, we began to put our

plans into practice. New teaching assistants were invited to a
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special workshop which included modules on orientation, planning

by objectives, and first day in class. The reaction of the teaching

assistants to these modules was monitored through a written evalua-
tion, and the results analyzed to further improve these basic units.
Halfway through the term, the performance of participating assistants
vis evaluated, and the results explained to them, so that they might
« prove in those areas where a nced existed.
fWhile this activity was going on under Design A, which involved

+Licct assistance to teaching assistants, others were active with
o iom B These persons finished the summer survey of needs, compiling
d.o o for professors, assistants, and undergraduate 'students. The
. v.alts were enalyzed to assess arcas where improvement seemad most

roabte.  Shortly thereafter, Design B personnel began a search
.+ a appropriite consultee, ultimately choosing a large, sophomore-

v v

Lol pluates course that had four faculty and sixteen assistants as

rree/teachiing personnel.  Design Group B negotiated an agreement
Coovide biweokly discussion meetings, and modules on know your

cae e, worh ing with students in difficulty, a mid-term evaluation

a7 oeformance, a videotape of classroom performance, a course

vt o, and a course diary of tips to pass on to succeeding

¢ e citions of teaching assistants. Activities over the fall are

od wp in Fisuce 2.
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Test ‘ Design B

.

. mid-term evaluatjons . survey completed

of TA's

. evaluation of Fall . selection process for

Workshop consultee begun

Research Design A
. bibliography completed . Workshop presented
. library search completed first day skills--wmodule script

. state of the art assessed planning by obj.--module script

. on site visits slated orientation =—-— wodule script

. modules evaluated by participants

Yigure 2

In the spring, Design B group became active in the consulting
work with physics, and successfully cowpleted the promised aciivities.
Subsequent evaluation showed that this consulting received uniform high
praise from both assistants and professors. During this period,

Design A group continued to function, using video—-taping procedures
with extremely effective teaching assistaats to produce new modules

on leading discussion, questioning, classroom mechanics, and problem

solving. These were designed for use by individual teaching assistants.
but it quickly became apparent that they were also invaluable for use
in a consulting mode. Had they been available, they could have been

used very effectively by Design B group. Our work for the spring is

10

. data analyzed and presented



J
represented by Figure 3.
|

Production

. media presentation

mid-term evaluation of TA's

SPRING . work begun on additional modules
» Design B ' j
Design A . physics selected as consultee %
. work begun on additignal . consulting contract finalized i
modules: . modules utilized %
teaching mechanics know your audience
, questioning working with students in
“-= problem solving dif ficulty

video-taping classroom tochniques
course evaluation

bi-weekly meetings

Figure 3

In the early stages of the second summer, we evaluated the
year's work and began a new design cycle. This design welds together
Designs A and B by utilizing an introductory scheme to help users
decide whether the best mode of operation in thelr situation is
direct assistance or consulting. Once this decision is reached,
the user is advised in a second module of the best way to proceed.
Thereafter, additional modules are selected on the basis of guldelines
contained in module 2, with all of these additional modules being

specific in nature, many of them covering basic teaching skills.




What did we learn from our work over the year? The following-

' points seem to stand out:

l. Having a diverse group was a definite plus, as this
gave us flexibility and resulted in ferment of ideas.

2. Relatively uniformed brainstorming in a freewheeling
fashion took too much_time in the beginning: we would
have been much more efficient in our work Lif we had
begun with tﬁe institutional survey.

3. We failed to initiate contacts with "users" early. Too
frequently we operated in a vacuum, developing ildeas to
comp letion that were not acceptable to the faculty
supervisors of the teaching assistants in a particular
class.

4. Implementation is a more difficult hurdle than ideation.
The problem was not the difticulty of developing helpful
ideas, but in implewmenting them within the system. We
did not allocate time proportional to the difficulties
involved.

5. Developing two different approaches to the problem was
a good tack, as opposed to attempting consensus on
one approach. Tn retrospect, the two approaches turned
out to be not that different; one simple precedes the

other in tine.

ERIC
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RECOMMENDATIONS TO SOMEONE JUST BEGINNING

' 1. Begin with a data base--it will be specific to your
institution, make you knowledgeable, offer a starting
point for further discussions, give you a population

™~ from wvhich to form a group.

2. Make any group that will initiate action diverse. Ferment
is good, skills of individuals often will compliment
each other of compensate for weaknésses.

3. Working with teaching assistants is a subtle piocess of
change. A good model for understanding that process is

i
available in "Components of an Effective Faculty
Development Program'" by Bergquist and Phlllips*.
Recognize that action will include the personal dimension
for faculty and teaching assistants, the instructional
pcécess for these petsons, and cogld well impact the
departmental organization. Consequently,‘identify and
enlist potential consumers in the process us early as
possible.

4. Develop your program in response to the consumer. It
appears té be_an ercor to develop in advance, then put
the package "up for sale”. Develop a basic packége of

modules that have flexibility, that can be used by

different persons in different settings.

*William H. Bergquist and Steven R. Phillips, "Components of an
Effective Faculty Development Program', Journal of Higher Educationm,

Vol. XLVI, No. 2, March/April, 1975, pp 177-211.
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Determine who is interested in helping teaching assistants
and why. Is there support from faculty, or is it a directive
from administration? Is it recognized that extensive commit-
ment is required for any degree of success, or is it

assumed that a patch-up job will suffice? Be prepared

for resistance. Change is often viewed as a threat.

In the beginning, make it clear that you cannot promise

a quantitati;e evaluation of your impact. Change is a

subtle process, hard to document. While you can possibly
document an increase in the percelived effectiveness of
teaching assistant's performance in class by students,

the more important factors may be in personal changes by

faculty and altered structural changes in the department.

What clse might you do? That is up to you. Keep in mind "as -
®
your first principle that every situation is diflerent, every
institution is unique. Things that have been successful at Cornell,
may be a disaster for you. Hopefully our experience in getting
started will help you avoid the basic pitfalls, but you will huave
to take it from there. At lecast you have one significant advantage

over us——-you don't have to start f[vom sccratch.

14
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EXPERIENCE OF USERS

- Video Tape Modules

Following are some of the responses from those who have used
the materials and strategies developed through the auspices of the
T.A. Project. While not definitive in themselves they do provide
some notion as to the value of the project for the participants,
and are offered as a sampling of reactions upon the implementation

of various materials and strategies developed by the project team.

ERIC

The fact that the video-tape represented a packaged module
rcady for use was received favorably by several departments
(Chemistry, Math, Physics). "The format is one of the most
effective I've scen" was a common comment.

Teaching assistants from the Department of Chemistry asked
tor more such modules dealing bogh with questioning and problem
solving.

Tha individual in charge of teaching assistants for the Physics
Department stressed the poltential usefulness of a video-tape module
designed to teach creative probl;m solving.

Various professors from Mechanical, Electrical, and Acrvospace
Enginecring voiced unanimous desire for a problem solving module
of the kind we proposed and developed.

The head of the Department of Mathematics said the questioning
module was the "best thing I've seen with respect to helping TA's".

The staff from the Educational Center at Syracuse University
commented on the '"'reality and practicality of the video-tape

approach".




O

ERIC

Aruitoxt provided by Eic:

—\—

-13-

Consultant Process

One of the faculty participants in the efforts designed to
improve course effectiveness through meetings with faculty and
teaching assistants said, "This is the first course in which I

hava been involved where people didn't head for the door when

_someone began talking about course improvements'.

The Chairman of the Department of Physics indicated that
student and faculty ratings of teaching assistants in the course

. . )
were consistently higher than any he could remember.

Midterm Evaluation

Students commented on the effectiveness of providing input while
there was still time during the term for a teaching assistant to

respoad.

16




‘ A REVIEW OF SELECTED LITERATURE

Introduction:

Much has' been written in the last decade on the training and
evaluation of teaching assistants and the improvement of their
teaching ability. Numerocus Universities have initiated improvement
programs, for various reasons, [rom undergraduate student dissatis-
faction with their teaching assistangs to the desire to train future

professors more effectively. Very little has been reported abor

v
PS ~

programs in engineering or the physical sciences.

The training programs that have been decscribed are extremely
varied. WYorkshops, seminars, regular courses, lectures, internships,
micro-teaching, peer evaluation and other modes have been tried, and

‘ most have had considerable success. MHowever the authors on one
paper1 suggested that the "Hauthorne effect" may be the cause of thelr
success. (that we try havder when we have a new function or new
idea, and that the increased effort is respousible for most of the
success.) This view is overly critical, and does not account for the
many failures which also have occurred. llowever, the inverse Hawthorne
elfecl Lends to assure failure.

Successful programs have several common conditions. Tirst, the
projects have officlal sanction froﬁ top administrators such as
department chairmen and deans. Unsupported graduate students are
unable to do it alone. Second, each program demands considerable
input in time, energy, effective planning, and communication with

. people. Third, some official policy that good teaching is recognized

and rewarded is required.

ERIC 17
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Are Teaching Assistants Teachers?

The article by W. J. Lnenicka2 proposes a basic dilemna. Teaching

assistants are asked to perform as teachers, although they often are
not trained as teachers, nor instructed how to teach. Even though
academically qualified to teach, based on prior completion of the
course content, most teaching assistants are woefully unprepared
pedagogically to confront their classes. The usual teaching assistant
is inexperienced, unrehearsed and somewhat disinterested in the job,
which is incidental to his graduate degree requirements, the prime
reason for his attendance at the University. Lnenicka insists that
the problem is primarily an administrative one; that Department
Chairmen pay little attention to the practice of good teaching by
full-time faculty, aud avoid supervising the teaching activities of
teaching assistants.

Lnenicka concludes that the situation is not hopeless; that
"a carefully prepaved training program could do much even during
one academic year to produce competence out of incowpetence, to
produce a trained teacher instead of an untrained hack...".

Various authors have questioned whether teaching assistants
are apprentice professors or faculty slaves. Probably reither
characterization 1s correct. Although an appreciable number of
teaching assistants may aspire to a professorial appointment,
many are not so inclined. WNeither, today, are graduate students
al'raid to discuss their teaching assignments with their faculty.
However, the question correctly indicarcg the possible problems in
the relationship between the teaching assistant and his professor.
One faculty member may assume that tge teaching assistant is his

slave, required to follow his instructions without question. Another

18
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faculty member may genuinely feel that the teaching assistant should
have full frecedom to teach the course, even though he has never
taught before. Teaching assistaunts should be teachers, and most
often are competent in the subject matter of the course. However
they may be completely unable to "put it across™.

Teaching assistants, are involved with instructica of under-
graduates in many of the lirge beginning courses in most universities.
Most often their experiences as teaching assistants provide their
only opportunity to learn to teach. Stockdale and-Wochok3 point

out that most institutions hire teaching assistants to facilitate

instruction of large groups of undergraduates, in return for financial

support for their graduate studies. Training of future college
teachers is not considered the primary purpose of the teachiug
assistantship. These authors point out that supervision and training
of Leaching assistants in a sample of 44 of the 50 largest graduate
schools varied from nothing Lo a few formal training prograws,
primarily in the larger departments. The usual type of training
program reported consists of an initial orientalion and instrqction
meeling followed by periodic meetings during the term, usually to
clarify administrative problems. Only 40 per cent of the respondents
reported thal the faculty supervisor visited a teaching assistant in
class one or more times during the term.

In those schools which had training programs for teaching

4

ass istants, four common trends were reported.3 The first is concrete
instructional information} explaining procedures which have worked
best with students. The sccond dedls with planning of class sessions,
sections, and sometimes the entire course content. Ihe third,

listed by one-third of the respondents, involved the structuring of

19
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examinations, and the philosophies of grading. The fourth involved
the philosophy of higher education or the specific philosophy of

the course, listed by less than one quarter.

Specific Program

Various programs arc described in the Stockdale and Wochok
paper, the most elaborate being at the University of Michigan. The
objectives of the Michigan program were to develop a plan for train-
ing college teachers, enhancing the image and increasing the
responsibility of teaching assistants, and the development of reliable
evaluation of the effectiveness of the program. Their procédure
was a stepped one. Begiuning teaching assistants have direct super-
vision and frequent opportunity to watch cxperienced teachers.
Teaching assistauts having one or two years of experience move up
to their own course, still with guidance from experienced teachers.
Finally, teaching assistants at Michigan become Craduate Supervisors,
taking over the guidanca qf less experienced teachers. Variations of
the plan ave used in Botany, History, Philosophy and Physics using
videotaping of assistants, micro-tcaching, practice teaching, ectc.
The evaluation of the effectiveness of the Michigan program is not
yel avallable.

Pascala describes various Lechniques for "Imparting Teaching
Skills to Graduate Students" at McGill University. The techniques
are offered in a "course" and include student motivation, sewminar
and discussion group skills, lecturing skills, evaluation, and
instructional design. No cvaluation of the program is offered.

Buckcnmycrs describes a progrvam at Dayton School of Business

designed to prepare graduate students to teach. The program began

20
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with faculty concern over the teaching effectiveness of graduate
students, and generated a large commitment of time at the beginning

of the fall semester. The teaching seminar is a full-time two-week
program between the faculty and the teaching assistants in a relaxed
atmos?here in the faculty lounge. The later was specifically mentioned
as an important factor to 2nhance cooperation. The author candidly
admits that the seminar has done little to change attitude of faculty,
bqt that the graduate student teachers have definitely improved.

He implies that faculty attitude is the serious problem.

Muhlestein and DeFaciol, at the University of Missouri, describe
a required course for graduate teaching assistants on improving the
quality of instruction in the undergraduate laboratories. A
feature of the course was the treatmgnt of teaching assistants as
professionals rather than slaves. Evaluation shows the course to be
successful, although the authors point to the "Hawvthorne effect"
described earlier.

Braddock6 advocated reversing the "Peter Principle" to help
inexperienced graduate assistants to teach. He suggests heavy
involvement of inexperienced and experienced colleagues in a teaching
enhancement program. Seminars designed to accomplish numerous
objectives were given at the University of Iowa, involving all
levels of teachers, with the primary instruction by active teachers.
The seminars generated much iuteraction and were praised by nearly
all participants.

Authors from the University of Idaho7 describe how they prepare
teaching assistants to teach. The authors describe how teaching
assistants seek ways to develop their teaching skills on their own,

and 1f ineffectual, lack of faculty supervision is involved. At

21
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Idaho the teaching assistants sought faculty help with the result
that a microteaching laboratory was developed. Through micro-
teaching and video taping their performances, apprentice teachers
are able to develop their instructional skills. This is the only
report of a teaching enhancement effort beginning through the
demand by the teaching assistants.

A study8 at the University of Minnesota shows that a

systematic teacher training program for teaching assistants with

student evaluatlons, videotaped presentations, and instructional

seminars can have significant influence on student and instructor

performance in the classroom.

Faculty Attitudes

Hangano9 points out that a program for improving teaching on
a campus should begin with apprdi§al of the fuaculty attitudes toward
imp rovement., Programs for improving teaching are rave for faculty
or for tecaching assistants. Mangano states that "faculty attitudes
represent one of the greatest barriers to change".

Cleland,lo in describing attewpts at formal in-service cducation
at Kalamazoo College, notes that "most of the roadblocks are
attitudes'". He concludes that "since change in higher education
could best be achieved by aiming at the attitudes of the faculty,
it seems a logical place to begin an instructional improvément
program".

It seems evident that faculty attitudes towacd teaching would

have a strong influence on teaching assistants. This has been shown

at Cornell.
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We concluded that improvement of the teaching effectiveness
‘ of the teaching assistant depends upon faculty attitudes, and
cooperation, peer pressures from other teaching assistants, and

the development of skills and confidence to meet the normal and

unusual classroom problems.
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DEVELOPMENT AND USE OF A TEACHING ASSISTANT SURVEY

The effective development and utilization of a survey proceeds
through several steps. The different stages, however, center upon
a single consideration: How will tne survey help those involved
better approach the teachlng assistant situation and build a founda-

tion and rationale for appropriate interventions? N

Initial Phase Development

A survey instrument provides for the discovery of the parameters
describing the functioning ;f the ideal teaching assistant as well
as an indication of specific teaching assistant performance. Since -
teaching assistants are utilized in a variety of ways there must be
considerable lattitude in the questionnaire.

The ultimate purpose is to help both teaching assistants and
faculty define and understand the teaching assistant's role.

Surprisingly, it became apparent that such definition while important

- -

4
! rarely occurs by itself. The questionnaire becomes a vehicle for

comnunication between faculty and teaching assistants with respect

to a common understanding of the teaching assistant's responsibility
in the particular course.
As a means of accomplishing this a number of common sanuse
descriptive itemsare hypothesized. The results are then distributed
to the faculty, teaching assistants and students with instructions
to change, modify and add to the items in any way. Interviews are
subsequently held with the participants asking them to respond in terms
of the meaning of the various items and any modifications.
' The result is a "pool" of items with some probability of a

common or shared meaning among faculty, teaching assictants, and
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students.

. A new form of the questionnaire must then be dist:r.j.but:ed to
faculty and teaching assistants asking for their item analysis comments
in terms of ambiguity, meaning, etc. When these two steps are
bypassed, and the final questionnaire prepared without direct
consultation with faculty, teaching assistants, and students, the
final data is not useful,

This enables a final version to be prepared and distributed
to a large sample of faculty teachiing assictants and students. The

results can be utilized in some of the (ollowing ways.

Data Utilization
It is usclul to analyze the data in terms of three categories.
a. Where faculty, teaching asgistants and studcpts agree
. about the importan:c of an Ltem, and agree that the
tcaching assistaats neéd more skill.

b. Where the three groups agreae concerning the importance
of the item, and that th skill is commensurate with
the importance,

c. Where there was disagreement by students, who felt the
teaching assistants neceded more skill in the particular
acteas involved.

Meeotings with selected Caculty should be held to familiarize

them with survey results, and to provide them with the basis for a
mean ingful approach to cnhancing teaching assistant effectiveness in
their particular courses. {

To accomplish the latter, discussion of those areas of the
‘ :

teaching function in which theve is substantial agreement by
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everyone that teaching assistants possessed less skill than that
indicated by the importance is the best beginning point.

After a brief presentation of total results, the faculty are
asked to rank the items in terms of do-ability. This helps identify
chose areas in which they may have effective control or influence.
(For example, certain things such as teaching assistant selection
procedures may be beyond control. Discussion of factors beyond the
control of the participants is ineffectual and frustrating.)

A valuable aid for implementing this survey proved to be a

neutral party. A third party (someone other than course staff)

can be extremely helpful in constructing, administering and presenting

results of the survey. This "consultant" is also useful in the
sense that poor communication between faculty, students and teaching
assistants often appcars at the core of a number of the items rated
as important and needing fuprovements. (See the questionnaire and
analysis.) .

By enabling laculty, teaching assistants and students to
define their own situation a communication basis is established.
This can only be aqcomplished if it takes place with the participa-
tion and involvement of the key individuals.

The questionnaire becomes a vehicle whereby those involved
define gnd identify che various‘aSpects of a teaching assistant's
function. Assumptions being made by the various people connected
with the course become evident. It is not unusual for assumptions
to form the basis for a number of actions, sometimes appropriately,
sometimes not.

By clarifying the actual situation and identifying realistic

options the faculty gain control over their course. Since their

27




participation is essential this provides a basis for real
‘ improvemeut in the course.
Interestingly, the above prpcedure is more effective than
simply teaghing‘the teaching assistants a certain number of pre-
determined "skills". i

One form of a survey and the resultant data analysis follows.

it is to be used as a model but not a substitute for the process

described.
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Following is a list of functions or skills a T.A. may be required to

do or to possess.
number with respect to:

Please note each item and circle the appropriate

1. TIts importance for the ideal functioning of a T.A.
2. The degree to which it is usually possessed by new T.A.'s.
In responding please use your present understauding (whether or not

it is based upon cxisting experience).

Planning for the first day of
classes

Constructing exams, quizzes
Grading homework
Crading exams, quizzes

Maintaining the vespect of
class

Helping students in diffi-
culty

Perceiving where students
"are"--bored, confused,
attentive, etc.,

Techniques of leading a
class via:

a.  lecturing

b. leading a discussion

¢c. problem solving
flandling course complaints
Developing course structure

Blackboard presentation aud/
or usc of visual aids

Overall class planning

Being flexible and meeting
unexpected situations

Inviting and answering
questions

Defining and comrunicating
class objectives

Relating personally to
students

Conducting review sessions
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Importance for
T.A."'s job

Extent to which new

T.A.'s possess the skill

or attitude

(l=least iwmportant; 7=most) (l=hardly ever;7= almost
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Receiving feedback
a. from students to T.A.

b. from faculty to T.A.
c. from T.A. to T.A.

Giving feedback
a. from T.A. to students

b. from T.A. to faculty
¢. from T.A. to T.A.
Demonstration of experiments

Tcaching laboratory pro-—-
cedures

Helping students interpret
experimental results

Relating personally to
faculty

Positive attitude (on T.A.'s
pirt) to course witerial

Ability to motivate students

Understanding vhat the T.A.
is expected to do

T.A.'s motivation to do a
zood job

Teaching concepts to studeunts

[{ a4 progran to ¢nhance T.A. effectiveness were Jdeveloped weuld the

following be helpful?

Importance for
T.A., 'S jOb
(l=least important;7=most)
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a. General lecture as to course requirements for the T.A.

b. Teaching the T.A. basic communication skills and/or audio

visual nmethods
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c. Video tape feedback for T.A.'s own evaluation of his teaching

d. Regular meeting of T.A.'s to discuss mutual problenms,
responsibilities, etc.

e, Other

The things a T.A. nceds to know in order to be effective will be learned

best on his cwn through the actual experience of being a T.A.

disagree
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DEFINITION OF A MODULE

Lach module is an experience-based organized learning unit
for group study designed to increase teaching effectiveness in a
single area. The objective of a module is to gederate learning
through an activity or series of activities with minimal cognitive
input from the leader or from written material. Each module contains‘

a brief overview, plus a giide explaining the objectives. of the

material, and a detailed outline of the procedure to be followed.

33
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MODULE 1

. THE MEDIA SHOW

. R
Jutroduction:

To dramatize the differing viewpoints of teaching assistants
and {acully concerning the needs of students, and the need to
develop elfective communication as a prerequisite to effectlive
teaching, a media show was developed. This three-projeccor, audio
taps varable is effective as the first prescntagion concerning the

intrrpersonal conflicts which may block effective enhancement of

teadhing.

Ghjoctive:

An objective of the media show is the legitimization of
Yeoovsultants”, who have no direct responsibility for teaching the
crrre, as advoeates for the enhanced effectiveness of teaching,
in 1 rofe that is not immediately threatening to cither the
{fooalty or the teaching assistants. An effective consultant can

Gdicoipate rapidly the adversary situation between facully and

tooching assidtants which otherwise tends to develop.

Procodure:
1. BDegin the media presentation without extensive introduction.
2. AL the conclusion of the Parable presentation the group
leader should ask typical members of the audience whether

the concerns and problems of the various groups were

presented accurately.

ERIC :
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3.

Following brief responses, the group should progress to

defining the problem and working on solutions.

General Notes:

1.

2.

When ;he media presentation is shown to audiences of
faculty and teaching assistants, the usual response is
that the show does not present anything new. Responses
have been variations on "we know all that'". However,
audiences who did not view the media show at the outset
were prone to tignore the importance of interpersonal
rclationships and to become bogged down in discussion of
their own views of how teaching assistants could be more
effective, a topic which has been discussed for many years
without notable improvement of teaching assistant

ef fect:iveness.

If teaching effectiveness could be improved by {iat,

it wvould have been accomplished long ago. The media show
leads students, teaching\assis;ants, and professors toward
more understanding of the problem and the interpersonal
actions that are necessary to its solutlon.
Do not assume that the media show will be the sole topic
of the mecting with facuity and teaching assistants. It
is an introduction to the problem. It is most effective
vhen followed immediately by a meaningful discussion, in
which faculty and teaching assistants describe their

individual teaching philosophies through discussion of the

show. A further discussion of the problem, but not of the

“




show, is vital. This can be accomplished by a verbal

' introduction to subsequent models.
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MODULE 2

THE WORKSHOP

Introduction:

It is important that the f{aculty and their teaching assistants
get to know each other and the cducatlonal consultants. Recognition
of the workshop, as a joint effort of all participants to analyze
potential problems and.concerns and to plan procedures to be employed
throughout the term is stresses.

Objective:

To develop rapport between faculty, teaching assistants, and
staff consultants and to develop objectives of the Tecaching Assistant
Program through group participation.

Procedure:

The fol Louiny procedures have been used successfully at Cornell.

1. Plan a three-hour mecting in a large rooa having'movahle
furniture. Avoid a "classroem” appearance.

2. Have relreshments such as beer, soft drinks, chips, ectc.,
available when participants arvive.

3. Have cveryone prepare and wear a nametag, emphasizing first
names. This assures some activity on the part of each
participant.

4., Master of ceremonies will divide total group into small
work group having stundents, faculty, and staff wherever
possible.

5. M. C. will assign the following task to each group.

Learn the name and some background material about each

group member so that you will be able to introduce other

members of the working group to the larger group.

37
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8.

10.

M.C. will call on some persons to introduce others and

tell a little about them. ‘The purpose of this exercise

is to emphasize equality and faculty involvement, to gain

information about participants, and to reduce anxieties.

Media presentation to entire group (15 minutes), see Module 1.
Ask for issues raised by the media presentation. List on
newsprint,

M.C. will ask each small group to discuss their impressions

of a T.A.'s responsibilities and to list their hopes and

anxietlies about their teaching responsibilities for the

coming term.

A spolkesmar for each of the vork groups should present
p g

|
|
|
|
|
|
1
1
1
the group information to the total session. The M.C.
will list salient points on a blackboard or newsprint.
Following presentation of lists, open dlscussion by
entire group ol issves ralsed,
- issues that usually are raised include

. teaching engincers or scientists ~ a special case

. how does rthe teaching assistant perceive the aceds of

his audicnce
recognizing individuality in students

. first day problems

. how to prepare for an coanduct recitations

. how to respond to questions

Focus on one of the issues raised in 9, choosing an issue

for whiich a module is available.

33




‘ -33- |

Evaluation:
’ It is important that the variocus presentations, beginning with
the initial workshop be evaluated. A copy of the evaluation for

the initial Cornell Teaching Assistant Workshop is included as

Appendix A.
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APPENDIX A ' :
' " “End~of~Workshop Questionnai}"e
_ Name
Department
Date '
A, We ate interested in learning which <ctLvit1es you would like
to participate in this semester. Please indicate as follows:
Check column 1 if you are not interested in the activity. '
Check column 2 if yoﬁ are somewhat interested.
Check column 3 if you are very intercsted. A
Check column 4 if you would like to plan or help carry ouL the
activity.
- e T T !
1 .2 3 _ 4
1. 1. Written materials on teaching,
. A N il
2, 2. Staff resource persons working-
' with individual TA's or groups
.' 3d. 3. Brief workshops on: '
’ Al a. Onrdnxzatton of discussion and,
asking’ questiOn
3b. i b. teaching students problem solving -
3c. c. activities to enhance effective-
ness of course staff
“F
4. Fvaluation of teaching 1nulud1ng
ha. ) a. student evaluations
4b. N b. video-taping
he. ) ' c. mid-tern workshop to discuss
meaning of evaluations
- 3. 5. Morkshop on production and use of
- - - media
_ 6 . ] 6. Bi-monthly newsletter
7. , ) 7. Bi-monthly seminars
3. 8. Tuture get-togethers of this group to
9. g 9. Evaluation of T.A. Project
. 10. : 190. Other




-

B.

~33B-
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There were four segments of thz workshop: d T
(1) * Getting acquainted (Tuesday night)

(2): Dynamics of Teaching (Wednésday’ A.M.)

(3) 1Iastructional Planning (Wednesday Noon)

(4) First Day ard Personalization of Teaching (Wednesday P.M.)

The first four columns below refer to these four segments. The
fifth column refers to the workshop as a whole.

Please check each goLumn for which the followlng descriptions
are true for you.

1. It was well - organized.

2. It was interesting.

9. 1t was useless.

3. It was too long. ) R
4, It was too short. N w -
5. It was fun. S bbb ’
\ N .
6, T leafned new skills. R B
7. I'll use skills T learned ‘
~ in teaching. - |
8. It is worth repeating k |
for other 1.A.'s. . - . i
|
\

10. I didn't attend.

“@<
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c. Pleag, complete the following sentenve ;
P R~
‘ ) 1. If I were planning this workshe- £ would have left out
1. broken up the Wednesday ses. .on °

2. teaching experience =- sounss good, but didn't add to
my knowledge. Time tco limitod. Observation of actual

s teaching would be better.-
3. —ue— .
v 4. —— T
5S¢ === ,
6. Some of the steps leading to coucrete proposals.

) For instance the cxercise about the horses. :
7. Instructional planning.

8, ===

9, s=—=- i ./. .
10. Objective planning. - e -
11, === "

2, If T were planuning ;/}S/Workshop I would have included these

other activities.-—
1 —

e e -

2. More lists of suggestions and discussion of particular
problem° (how to foster cooperation, etc.)

3. Maybe an initial meeting of interest in general to all
l A.'s then (perhaps after further mectings, such as
occurred this time) specialization to special interest

. sroups of T.A.'s, e.g. lab instructors, recitation
leaders.
S¢  meem— < e
6. =——-
7. Possibly giving talks before 1/2 the group, instead of

one other person (with one obsdrver) to get a feeling
of facing a larger numbev of people.

8. There secmed "to be no d;[[crunLlaLLon between teaching
in lectures, where one has control over goals, etc., and
recitations where the T.A. must follow what the professor
dictates. ’

9. group dynamics; meodel teaching by a "professional.

10. wore practical material; haudouts, lectures, films, ectc.

R .

3. The best thing about this workshop was
1. nmeeting people
- 2. discussion of "objectives" :

3. the exchange of ideas about teaching, but s specifically,

T thought the discussions of specific successful teaching’
" methods was most interesting \\\

4. dynamics of teaching

5. free lunch -= very fine people leading the workshop!

6. To become aware of all the possible problems arising;

, to learn some couctete things to do
« 7. Getting to know other T.A.'s, what they felt, what
problems they have faced in teaching before, etc.

-

ERIC - 42

3
s %




8.

9.
10.

\_

Opportunity to get lots of different outlooks; but
still on réelated areas (i.e., not languages, humanities,

etc.) ,
exposuré to different vicwpoints and personalities
contact with other T.A.'s ,

4. The worst thing about this workshop was.

1. Wednesday was too long
2. too many questions and problems, too few suggested
solutions; also, too much concern about evaluating
the workshop in process
3. bad beer on Tuesday night .
4 . - o N
5. ———
6. some exercises were too long :
7. length. The continuous activity was tiring. It would
be better broken into parts. .
8. Some interesting (small group) discussions got interrupted
9. length
10. not énough practical material
11. PR
D. llas the workshop chauged your feelings about being a T.A.?
* ] 1f so, in what respects?

1. gained scme confidence, started thinking about my responsi-
 bilities as a T.A. ,
2. somewhat discouraged: other T.A:'s fcel powerless to change

’I - their traditional role as problem-solver and question-answerer.
* Somewhat ,encouraged: I may be able to pick up some good
suggestions about specific situations.

3. made me a little more apprchensive (but that's: the price

of increased awareness). .

Aruitoxt provided by Eic:
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_ MODULE 3

ENHANCING THE WORKING EFFECTIVENESS

OF A COURSE STAFF

Introduction:

Quite commonly the faculty member in charge of a course has
\

little confact with the téachiﬁg~assistants untll the start of the

oS
course is imminent; sometimes not until the course actually has begun.
This situation creates addltlonal problems and anxieties for boch the
senior instr ctor and‘the assistants. Most often, little attention is
given to the faculty-teaching assistant relationships. The faculty
memper expécts full cooperation, but offérs little instruction about
the problems that he forsces du;ing the term or how he expects to

handle them. TIn turn, the teaching assistants offer little assistance

to the faculty member in understanding the students.

>

~

Objectives:

This module is to Foster respect, good will, and effective
communication between the faculty and the teaching assistants. It
has been found that this module can be presented most effectively

>

by a third party acting as moderator.

Procedure:

}.' Intfoductién and explanation
a. Present a complete agenda of the module
b. Give the goals of thé module
c. Explain the role of the staff consultant

d. Provide an opportunity for questions
Note: It is important that the participants know
: what will be happening so that their apprehensions are
reduced. The agenda should be followed precisely. There
should be no surprises.
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2

2.

3.

Getting Acquainted Exercise

a. The exercise wili facilitate the involvement of the
.participants by helping them become comfortable talking
with each other about themselve; and their feelings.

Also it Vill introduce them to the need for good listening

skills.

b. Specifics -~ ) A

l.. Triads are E&rmed.. The only criterion for grouping
ié not to know the other membérs of the triad.

2. Participants‘in ecach group name themselves A, B, C.

3. Participant A takes three‘@inutes to tell participants
B and C as much about himself as he feels comfortabléA
in doing. Participant B repeats this process. Partici-
pant C rcpeats this prgcoss.

4. 'Together, participants B and C take two minutes to tell
participant A what they hcgrd him say and what they,
infer from what he has said and left unsaid. Partici-

N t pants C smd A repeat this process. Participants A
and B rapeat this process.

5. Discuss any differences or misunderstanding that‘Qere
uncovered.

The "Other Meeting" Exercise. An exercise to ;ntroduce the

tosl of group process observation. )

a. To beéin 1eafhin% grvoup skills, participants nust first
be able to observe some of the dynamics of group behavior.
This exercise, while focussing on issues of faculty -

teaching assistant - student interactions, will introduce -

the tool of group-process.observation.
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Specifics -

1. Groups of 9 to 15 are foLmed. Criterion for form;
ation is to know as few of the other group members as
possible.

2. Each group designates one third of its members as

\
"sroup watchers".

N

3. The group watchers gather with the facilitator and are
given "group observation help sheets'". These sheets
are explained and questions are answered. The group

7

watchers from each group divide up the remaining
by

o

~ members of their group so tpét each watcher has two
people to observeé. -

4. While the group watchers are meeting, all otﬁer group
members individually vead ard answer five "agree -
disagre:" statéments on issues of faculty - teaching
aésistant -~ student interactions. ‘

5. The éroups reassemble and arrange“themselves s; that
the group watchers can observe the disc§ssion.

6. The members of the group have twenty minutes to reacﬁ
a consensus on the answexrs to the five questions. They -
';hould avoid voté‘takihg as a means of reaching this goal.

7. The discussion ends and the group watchers have five
minutes t; collect their thoughts.

8. The group watchers take fifteen minutes to tell their
group wﬁat they saw.

9. The group draws up a list of five things that helped
the group and five things that hindered the g;oupl The
group picks one of its group watchers to present this

.

list to all the gréups.’
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10. Each group presénts its list. A grand list is made.

11. Discussion.

*
~

»” Yo R '
Skills Required of Teaching Assistants N

&

A survey. of teaching assistants and faculty is needed to
determine’ the, viewpoint of éach concerning necessary
teaching skills. For this the survey instrument shown in

Appendix A is used.

2
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. MODULE 4 ..

KNOW YOUR AUDLENCE

Introduction:
In a University sectting, many things cgntribute to the particular

population of students forming the audience within a given course. 1In
some cases, courses are populatedgby students from one particular unit
or discipline, such as a physics course for engineers. Sometimes,
courses are "rehuired", and motivation for learning may not be nmuch in
‘evidence, as when iiberal arts students take courses to meet a distribu-
tion recquirement. ‘There are numerous other factors that affect %hg
make-up of a course audieﬁcc, and these are important for instructors

. :
to know, because they directly affect performance, often causing
inexperienced teaching assistants to become heodlessiy discouraged and °

X

to get down on themselves. It is important thercfore to hiave teaching
assistants aware of the needs of the audience, and to conduct class

-

accordingly.

Purpose:

The purpose of the module is to have teaching assistants become

H

avarc of the assumptions they make and the impact this has on their

effoctiveness as instructors.

Objectives: . i
L. To have teaching assistants recognize the fact that they make,
many assumptions about the audience before they begin tﬁ teach.
2. To have a teaching assﬁstants explicate the assumptions they
are making abo;t the present audience taking the course.

3. " To have tecaching assistants check their perceptions against

S
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General Preparatiions: "

those of other assistaﬁts in the couése.

To have teaching assistants generate ways for establishing
the .characteristics of .a given audience.

To have teaching assistants discuss the impliéations which
these percéptions have fotr instruction-+both method and
content.

To have teaching assistants develop suitable mcthods for
handling conElicLs produced by incompatible assumptions.
To have’teachiqg asgistants discgss_the impact which

incorrect assumptions have on their performance, through

the creation of negative feedback.

Plan an informal meeting, with adequate work space for students
to write down Qarioug points. Either gheets of newsprint or
blackboavrd space works well.

The meeting should be carly in the texm. IF experienced
teaching assistants who have taught the course before are
available it is possible to have the ﬁeeting before the

term begins, using these persons as resources or instructors.
The leade? should be familiar with the exercises described
below, and have first-hand knowledge of teaching, particularly

the teaching of the course involved, or the leader should be

closely associated with students populating the particular

course.

~—
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The leader should be armed with ideas on each of the
discussion topics, taqgenerate @iscussibn and to provide

direction when needed.

.

Generally speaking, the main points of the meeting can be .

>
e T AT 1 . o o8 < ot ¢ e vz e

realized in an hour to an hour and fifteéen minutes.

Suggestion Discussion Points and Exercises:

The opening vemarks should be prepared by the leader, demon-
stratiné”%;ééipersonal experience the fact that the teacher
frequently makes $§sumptions about students in a given class
land illustrating tge kinds of assumptions that can b; made.
For exzample, the leaher might say: '"Today we will consider

!
the assumptions we make, as teachers, about the class we teach,
and the impact this has on our effectiveness. I will begin by
sharing some examples from my expeurience, so yéu gét an idea of
what we“are talking about. My first prcricnce as a teaching
assistqnt was in history, actually a Survey of Western Civili-~
zaEion, and T was assigned an eight é'clock section, which was
for the purpose of discussion. ‘This turned.ouf to be a disaster ‘-
for me, because three qubrters of the class sat in the back few
rows and slept. After about the fourth week, I had run out of
ideas to Stimu1§te these students: T was convinced I had missed
‘m§ calling, [ dreaQed the class, and abhorred the dullgrds who
called themsclves students, in part because they were completely
disintércsted in what I had to say, which was, after all, quite

*

important to me.

NS

3
I finally cornered anexperienced teaching assistant to get

his ideas. He suggested that I check to determine which college —
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these students were enrolled in. It was his guess that most

of the clase were engineers, that they were in my section
7

because it was the only time available in their schedule, that
Qhey took the course because they were required to, and that
tgéy spend rost of the night before working 'till two in the
morning on their computer programs.” < |

"{ checked and he was right. Insubsequently negotiated
a differant time for the class to meet, I lowered my expect-;
ations abo their pérformunce, I pitched discussion points to
an envyived Sy point of view--and I_quickiy became much more
sucee wful."
Foliooing o intvoduction such as the hbove, ask each teaching
asgintent fo rake a sheet of newsprint and write the assump-
ticas he oo about his current class. A few hints may help.
Soms voasiLilit Les are:  what college are your students in, why
are L L ing yoru cohrse, what other course is more important
o, What kind of a background do they have, do most of
thair emamivri Long come at the same time in the term, are
most af then Ceeslmen, sophomores, juniors, seniors, is

%
this course 1 required course, are students intuitively
Lpter sated o the subject matter, etc.
After the t..cbing assistants have spent time on this, have
thew et testher in pairs to discuss.their assumptions.

:

Whot  ssumpLlicas ara shaved? Can they agree on a common set
of wasmmptions? Then have the group get together to list
nigh frequeacy items, and discuss whether these have any
basis jn fact, oxr vhether they are, in fact, simply commonly

i

held assumptions.
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When 3 is finished, have the group discuss plans for
accurﬁtely de;er@ining characteristics of a class
population. Is a juestionnaire appropriate? How 16ng
should it be? What items should be included? Should
this be incorporated as an activity for all assistants
in this course?

What implications do the agreed—on assumptions have for
teaching, in'terms of content or methodology. 'Is the
course germane to the intérests of the audience? How
could it be made so? What kiuds of things %ﬁght be done
to dmprove this aspect of the course? What expegiences
have teaching assistants had in this area?

Clearly, inaccurate assumptions can block the teaching
process. Generally tecachers know when the process is not
going well? How can thoy determing what the block is? If
the block is an assumption, how can conflict be avoided?
Evan if the assumption caunot be chanéed?

Do students make incorrect assumptions about teaching
assistants? Can the problem for assistants be better
;ﬁderstood from this light? What are some common assump-

tions about teach'ng assistants? .Do these block the learning

process as well?

52 ,




:
|

i

)

“RIC -

—

PRI A v 7ext Provided by ERIC

Conclusions: -

The meeting may be’ concluded by having an experienced person
comment on the topilcs raised, and the assumptions described. Often,
more subtle, but equally important assumptions will be visible to suth

persons, and sharing these will bring greater awareness of the part of

teaching assistants.




MODULE 5
. PLANNIN\G EY OBJECTIVES
Introduction: . . ~.\H
Behavioral objectives are statéments which descfibe what the student”
&ill be able to do at the end of instruction. Objectives that are mnot
stated in behavioral (or performance) terms tend to be fuzzy to both the
teacher and the student, aud way lend themsclves to frustrating misinter-
pretation. The abstraét, non-measurable qualities of ndnbeﬁdvioral.ob~
jectives (understanding, appreciating, knowing) are important in terms of
overall course design and may be a start;ng point fér writing behavioral
objectives, but generally abstract qualities are not helpful in planning
effective instruction or in communicating to the student what is expected
of him. Bchavioral objectives arve.important tools for planning, communi-
catiug; and evaluating instruction.
To be effective, behaviotal objeckives must contain three elements:
- 1. The behavior the student will be asked to perform. These
are verhs of action--sketching, idcnziEylng, listing, solving.
2.~ The gggﬂjg&gég umder which the student will be asked to perform.
\\;ﬁis would include expected procedures, time limits, or other
ragtrictions.
3. The criteria of acceptable parformance, and hov the parfornance
. will be measured.
Objective:
The‘participant will be able to distinguish between behavioral and
nonbehavioral objectives by wriling nonbehavioral objectives in behavioral
terms and will write behavioral objectiveé for his own c0ufse. The teach-

‘ ing assistant will identify the effectiveness of teaching with behavioral

objectives by observing and discussing student and teacher behavior.

Aruitoxt provided by Eic:
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‘ ‘ Procedure: .
' ' . 1. Compare the following nonbchavioral and beha\}ioral objéctiveé
forcghe necessary elements of 1. behavior, 2. conditions and
3. criteria, " :
Nonbehavioral - Behavioral
A, The studcng will learn linear A. The student must be‘ableltov
Ce equations. correctly solve at least seven

simple linear equations within
a period of thirty minutes

o

;,'
‘ B. ‘'The student will know the B. Given a human skeléton, the
human skeleton. student must be able to corréctly
identify by labeling at least 40
S of the following bones; there will
5 / be no penalty for guessing.
C. Tlie student will understand C. Given a properly operating XX-1
how to operate the XX-1 radar tadar system and a standard kit
system. of tools, the learner must be
N ‘ able to adjust the range marker 2

of thé PPL to acceptable round-

ness within a-périod of 45 seconds.
. ‘ ) Acceptablé roundness is defined

as a2 deviation of one-eighth inch
or less from a standard templateu

<

With each of the behavioral objectives, the teacher knows precisely

. what he must accomplish in the lesson. At the same time it is clear-to the

student what he is to learn and how that learning will be measured. The
- #]

- nonbehavioral objcctives in each case, though accurate in terms of a

* -~

eneral goal, are so vague as to allow great variances in teaching and
* 2

actual learning outcomes while oﬁﬁering no guide for evaluation.

el

When precise objectives are used in a course taught by more than one
¥

person, conflicts and confusion mﬁy arise if the objectives are not
clearly unlerstecod by all. Ideally, after preliminary goals have been
dete%mined, behavioral objectives should be established for an entire

course and by all members of the teaching staff. The teaching assistant

" who wishes to plan by behavioral objectives should be certain of his

understanding of the general goals of the course so that his behavioral”

PO

£]2Jﬂ:‘ objectives are in concert with the intentions of the Professor.
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2, Show video tapes of two ten-minute lessons given by a teaching |

’ assistant. The first lesson was prepared and taught without
& )
R - . N\
prepared behavioral objectives; the second was pla?ned and
}
, taught with the guidance of prepared behavioral objectives.

Conduct group discussion of the following: \
. \
b " A, differences in the general teachirg style or specific

i

- techniques between the two lessons

‘

B. Differences in format or procedure and their appropriateness

&

for accomplishing the objectives ' .

<

s
C. Differences in the students' behavior during the lesson-=

attitude, interest, attention
"-l"
. D. Differences in the kind or extent of learning that took place

~

3. Divide total group iuto pairs. Each group will write behavioral
objectives for one lesson in the area of competence of the group
. and will then design a lesson presentation based on the behav-

ioral objectives :

4. The work vill be presented and critiqued, working in small group
’ \
R of 6~8 persons.
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\ MODULE 6

INITTATING CONSULTATION WITH FACULTY

ERg

b

The greatest impact on the training of teaching assistants is
achieved when the project staff works directly with the faculty as well

[

as with the teacying assistants in a specific course. fhe inclusion of
the faculty hembers is.ver; important because they set the tone of the
instructional group. Faculéy generally administer the c&urse, assign teach-
ing assistants to specific roles in the coursé, set the pace of the course,
and so forth. Moreover, faculty have direct experience with the coursé
in question qnd the shafing of this experience can>p1ay a major part in the
teaching assistant training procesé. Trying to t;ain teaching assistants
without directly Involving Eéculty,is thercfore very inefficient.

On the other hand, certaln, conditions are important for successful
javolvement of faculty. These conditions are demonstrated in this module.

-

Objective: - ’

¢

To develop cooperation bétween teaching faculty and the teaching
enhancemeﬁt project stafflin a way that involves active participation by
the faculty in a teaching enhancement project.

Procedure:
1. One or more teaching faculty members must be interested in
participatiné in a project for teaching assistants and must
agree to take part in workshops and meetings.

a. This interest is best developed through preliminary

contacts between facﬁlty and project. staff,

(%




2.

ERIC

Aruitoxt provided by Eic:

~49-

b. Faculty will discuss téaching assistant training in informal
conversations, such és at 1unch_time, but tend to take a
negative approach: "You won't be able to find enough thiﬁgs
‘to discuss. 1 tried it aﬁd it didn't)@ofk. If you want to
work with my course, I will be happy to offer you the chance."

c. The medi; show, Module 1, is exceliéht as an introductory
;nd idea provcking presentation.

All faculty ;n a given course who control, or work closely

with teaching assistants must~agree to pariicipate gctively in

thc'training process.

a. An ‘effective method of enlisting the support of other
faculty in a course is to ask the principal faculty member

1y

to discuss his agreement td participate with the other
faculty gnd then to have him introduce the project staff
to the other faculty.

b. "Active participation" needs to be detailed. Tor some
facﬁlty, this will mean agreeing to take part in all of
the activities planuned for the teaching assistants, such
as vidcotaping of class sections, student evaluations, and
staff meetings. By their participation in these activities,_
faculty legitimize the activities in the efes of the teaching
ass istunts. TFor other faculty only a moré limited involve-
ment wiii be possible. However, in either case,.faculty and
broject staff should share goals and ideas for working with

teaching assistants early in the planuning stages for the

project.

> -
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3. Define the roles of the faculty ané the project staff in

teaching assistants training.

P

%3

|
|
. i
) |
a. Faculty should delegate some of their authority for |

teaching assistant training to the project staff.
'

b. The faculty should maintain their responsibility for the v

+

supervision-of the teaching assistants in their daily

T gyt
%

teaching responsibilities.
4. Faculty and project sthff should share goals and .ideas for -
their course with teaching assistants early in the planning
A N ) <
stages of the cooperative project. -
a. In early discussions with teaching assistants, the faculty ”
should discuss the possible activities and requirements of
the enhancement project. Lt is important to allow teﬁching
‘ . assistoents to express their concerns.
b. The faculty should ;et examples for the teaching assistants.
For example, if it is decided that the teaching asdisthnts
. should be videotaped during the project to allow for
constructive criticism of teaching techniques the faculty
- ‘ 2lso should Se videotaped.
5. The role and responsibilitles of the project staff as a service .
agent should be defined.
[
a. To provide infommation about the student body in the course.
- ‘ b. T6 organize mid-term feedback Erom students concarning
course %ectures, recitations, laboratories.
c. To discuss videotapes of faculty and teaching assistants

to Lllustrate features of teaching, such as response to

' questions, questioning students, etc..

Q . ' 61)
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d. To organize video-taping of recitation teachers, and”

~

a process by which video-tapes are reviewed.

-
M 1 "

General Discussion:

This point touches on an important concern in thé consulting’ - ~ «

_ $
process—-defining the roles and responsibilities of the faculty and the

+
.vl

project staff in teaching assistant training. Our view is that faculty .

.

(9 N

agree to delegate some of their authority for teaching assistant training " 4‘

. * IS
to the project staff, but maintain their responsibility for the supervision °
of the teathing assistants in their. ongoing teaching responsibilities.
Thus the communication between faculty and projeét staff needs to be quite

. N

good. The place to start this communication is an initial shaiing of
goals aﬁd ideas fér working with teaching assistants. Examples of goals
-are improving the quality of recitation teaching, having lab tedching
assistants explain the laboratory work more effectively, improving ques-—
tioning skills and discussion skills. Clearly there are many avenues for . ‘
reaching such goals, and the project staff should be ready to suggest some.
to the faculty. However, the staff would do well to listen to the Ffaculty
members suggestions as well as théir reactions to ideas of ways to
accomplish goals, because the support of the fagﬂ}Ly is necessary for the-.
successful implementation of these ideas. For example, in one course
the facully were very interested in having teaching assistants video-taped
in their classes. Because the faculty were behind this idea, they were

willing to serve as examples and to be video-tdped thcmselves. Then, with

the agreement of one of the faculty members, his video-tape was used as

an example of the process when it came time to encourage the teaching
assistants themselves to be vidoo-taped.
Having agreed on the goals and outlines of a cooperativé effort for

teaching assistant training, it is important for the faculty to introduce
ad
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the project staff to the teaching assistants in the course, and to express

their support for the project. This introduction should occur prior to the

-

start of the course, if possible a number of weeks before the course begins,
so that there is an opportunity for teaching assistants to adjust to the

idea of a training program. At this introductory meeting, project staff

¥

should indicate their experience in both teacher training and in the

general subject matter of the course. Tor example, one's participation
in training of chemistry teaching assistants will appear more legitimate

to teaching assistants (and perhaps to faculty also) if one has a back=

’

ground in science or in engineering.

-\
s

In this initial discussion among teaching assisgants, faculty, and
project staff, one should discu:s the possible activities and requirementé
qf the project. (it is useful for faculty to indicate that they consider
participation in the training part of the teaching assistants course ,
responsibility.) In this regard, it is likely that teaching assistants
will be concerned about the amount of time which'will be requirced of them.
Teachiﬁg assistants must be recassured that the time requirements will not

be excessive.
N = 4
K ‘The fi:culty should indicate the nature of the sharing of respon-

3
-

sibilities among [aculty aund staff. Tecaching assistants need to know to

*

whom they are responsible in regarvd to teaching (namely faculty) and in

»

regard to tégcher training (project staff).

ILf the faculty and project staff have agreed on a number of

activities for the training process, it is helpful to mention a few of

them at this initial meeting. 1In particular, one should discuss activi- .

ties which might initially bhe somewhat -threatening, such as video-taping
ka »

of teaching assistants. The faculty and staff should be supportive of“

°

Y
\
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teaching assistants reactions to the threatening nature of some activi-
ties, thereby deveéloping a helpful rather than confronting relationship
among faculty, staff and teaching assistants.

In planning fof'the project, faculty and staff should discuss the

content and length of the initial workshop if one is planned. and the

frequency and scheduling of meetings during che project.

iV

ok
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~with the primary objective of creating the opportunity for teaching

MODULE 7

CONSULTING WLTH COURSE STAFF

Introduction:

5
.

Following the initiation of consultation between project staff
and faculty, it is important that continuous consultation be maintained

throughout the semester. This module dddresses that form of consulting.

Q@jectivcg:‘

During the course, the project staff serves as a support agency,
assistants and faculty to discuss teaching issues. The consultants' work
with the course staff occurs primarily in group meetings with faculty and
teaching assistants.

Procedure:
1. Schedule group meetings at approximately biweekly intervals
during the scmester, for one hour ‘per meeting. These
meetings should be independent of, and in addition to the
occasional staff mectlings. |

2. Serious discussion of teaching issues should be started at

a meeting of course staff about one week after the course
begins.

At this meeting, the consultﬁnts are in a sense proviug
their worth to the course staff. Therefore, it fs useful to
be of obvious service. TFor example this is a good time for
the consultants to acquaint the teachers with the éharacter-
istics of the student population in the course. This
information can be obtained by talking to the person responsible

for student advising in the college in which the students are

- 6 4 .




tegistered. It is important to remember that teaching

' assistants and faculty often teach students from outside their
own fields. Thus teachers need to become acquainted with the
students' characteristics. For example, what yeagﬁare thé
students? What other courses are they taking? What cohrses
are prerequisite to this course? How do most of the students
feel about taking this'cou}se? Is the course required or
optional for these sg;d?nts? ' . ) .

A sccond helpful thing one can do is to acquaint the teaching
assistants and faculty with the resources which are available
ot campus for helping students. in addition, one can point out
the person or persons whom teachers can notify or contact for
bhelp if they sense that a student is in serious difficulty.
‘ Cae such person is the director of student advising and

counseling in the student's college. Danger signs for

<

students such as lack of attendance, failure to turn in

humcwoék, ete. should bé mentioned with strategies offered

for finding out whether the students are in real difficulty:
) These two areas of discussion should provide cnough

.dnformation so that teachers can better unde}stpnd their .

- . students' interests and needs. They also should be sufficient=
y

ly interesting Lo provoke discussion among the teaching

i

acsistants and faculty.

-

4. At the next scheduled mecting, make arrangements for a
mid-term student evaluation of teachers. The details of
this process are discussed in Module 12 "Student Evaluation of

‘ ) Teaching Assistants". One might also try to elicit teach.ing

65 ’
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assistants comments on their experiences in the classroom at
this early stage in the course.

At the next group meeting one could begin the procegs of
video-taping and review. One way to do this is to video;

tape oneVof the course faculty and use this tape in the
group meeting to illustrate a teaching issue,‘such aé
questioning styles. We found this is a very useful practice
in three reséects. First, the faculty member made a good
appearance on the %ape and did‘not appear bothered by .
having the camera in his clagssroom. Second, by using the

tape in a constfuctive rather than destructive fashion—-

Lthat is, pointing out gocd features and suggesting possible

areas of improvement without harsh cfiticism~—the teaching
assistants sav an example of our style of wvideo review.

Thivd, the teaching asslstants learned some pointers on (question-
ing styles.

After discuesing a tape in this fashion, one should ask
teaching assistants and faculty to, sign up for a specific date
aad time Lor their classes to be viﬁeo—taped. One ca also

>

ask them to indicate whom they would like to serve as the

berson reviewing the tape with them. ‘This could be either a

mewber of the consulting team, a faculty wember, or a fellow
teaching assistant. The video-tape process will probably ueed
to be spread over a few weeks. We found that most of the
teaching assistauts found the experience valuable and that
faculty as well as teaching assistants learned from seeing °

themsclves on tape.,
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5. Mecting to Consider Speccific Course Problems. About the
‘ " middle of the term, one may begin to encounter problems specific
to this course group. It is important to see that these

problems are aired. For instance, we had the experience that

our agenda for a meeting was superseded by the desire of a

\

faculty member to discuss the nature of the topics included
in the course. Because we considered our role to include

facilitating communicaltion between teaching assistants and

Lol

faculty, we were happy to encourage this discussion.

6. Other possible topics for these group meetings iﬁclude the.
use of obje;;1ves, problem solving techniques, the use of
questions of diftarent types, methods for teaching in an open
1gboratory, the vationale for the course an& so'forth. In
choos.ing tovics one should be carveful to choose those
pertiuent to the particular course and to the levels of
experiecnce of the teachers. By means of both strugtured and( -
unstructured discussions -one should attempt to increase

commun ication among the course staff.

EVATLUATLION OF THE CONSULTATTON PROCESS

A useful method for evaluating the consultation process is to -
discuss the successes and failures of the term's activities in the last

group meeting. One way to ho this Is to ask the teaching assistants and

faculty to give their reactions to specific areas that were treated, sdéh
as the discussion of the characteristics of the students, or the video-
taping and review process. One should ask teaching assistants and
faculty whether the course staff functioned differently than the usual

e
‘ pattern. For example, it is very useful to know whether the teaching

67
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assistants and/or faculty discussed teaching issues outside the

group meetings more often than is characteristic of other courses.

”
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MODULE 8

VIDEO TAPING TEACHING ASSISTANTS

~

b

Introduction:
Studies indicate (lleaton, 1975) feedback in terms of current perform-

ance is a way of enhancing the effectivenes; of teaching assistants. Cer-

tainly oue of the most powerful ways of proyidlng fecedback is through

actual video taped pcgformance. ’

There are, in addition to the mechanics of the video-taping itself,

several considervations to be borne in mind, if the medium is to be used

with oplimum efféctivenss. The crucial isstues are identified and dis=

cussed,
Purpose: V v
The purposc &f this module is to increase the effectiveness of
teaching assistauts'by video taping their classes and discussing their
¥

methods and performn*cc.

General Statement:s

To be video Laped can be an iutimidating experience as it provides
a taithful rceproduction of all that happcus. Furthermore, many pcople
concentrate upon what Lhey pereeive as less than satisfaétdry in their
performance to the exclusion of what they do well. - !

As a result the ldea of being video taped is perceived as the baéis
for a Ea;lt-picking‘or blame-Lixing experience. It is essential, there-
fore, in bolh the presentation and subsequent follow through, to emphasize
the "e¢ducational neutrality" of the cxperience. It should be a means of
feedback, not of "evaluation" in the sense of establishing blame.

Since faculty in a course have the evaluative capacity in one form

or another, their participation becomes essential if teaching assistants

69




are to have freedom from threatened censure which ultimatcly makes
‘ video taping an effective, less threatening experience.

) It is difficult to pérticipatc in an unfamiliar experience if
there is a lack of clarity concerning how the results will affect the
individual.

Raising questions and helping to define goals and strategies is a
useful way of conceptualizing the experience in a useful manner. ‘The
aim should be to articglate goals and strategies with an awareness of
instructor and student interchanges. This, in turn provides a basis for . .
considering options available to the instructor. To develop the ability
or awarcness or these issues (as well as options) is, in itself, a strong
motivaliion to use what appears most effective.

: - Timing:

The ideal situation would be to have two video tabings‘one third and
two thirﬁs of the way through the course. This allows modificatiouns
suggested by the first cxpericnce to be applied and improvement In style,
teuhnlques, etc. té be noted on the second.

T€ two tapings arve not possible one taping and review alloving

time for application during the term is appcopriate. Clarity of non-

fal

punitive aims is essential. An effective way of promoting it is through
the following utilization of course faculty.

Faculty Parttcipﬁfion:

5

As a means of providing a constructive atmosphere teaching faculty
may also‘be video'tqped. Their williﬁgness to be video taped is a sure
indication that they regard the experience as helptul and constructive.

Preliminary analysis of a previously video taped faculty perFformance

‘ can prove very instructive not only with respect to what is learned from
a video example but also as a way of demonstrating the method and/or style
ERIC o | 70
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by which the tapes will be reviewed.. It provides an opportunity for a

learning experience and takes some of the mystery out of what will happen.

Reviewing Procedure:

Three methods of reviewing tapes have been evaluated., It is essen-
tial that the tapes be reviewed with somcone other than the barticipant
to provide the opportunity for dialogue: The most effective means for
learning from the tapes is wﬁen ;ﬁculty, pecrs (other teaching assistants)
and a third party or‘outside consultant were the reviewers. Initial
results indicated that the third party reviewer was helpful. ‘Perhaps
because of neut;al status apnd increased Eamiiiarity with a helpful
wethod of review. tonetheless, all three appear feasible as reviewers
if they understand a constructive procedure.

Whatever the ultimate method chosen the review need not become an
evaluation of the deviation or adherence to a certain set standard.
Rather the reviewer cen vse the ‘various class interchanges, presentations

3
and situations to raise open ended questions about the teachers goals,

and student duntevaction and awareness. lelpful commentary can also be

"provided by sharing how che observer experiences the style; confusing,

clear, helpful, etc.

Review should not be done immediately following the taping. At
that time neither the teaching assistant nor.the consultant can be'
objective and both tend to recall what they think was done rather than

what the tape shows was done.
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MODULE 9

. ' . PROBLEM SOLVING

Introduction:

Teaching assistants in the sciences and engineering find that much
of their instructional duty involves helpingistqdents solve quantitative
problems. To accomplish this effectively, the teaching assistant must
develop and use a philosophy ol problem solving techniques. This module
will help the teaching assistant to recognize how students react to
problem solving techniques.
Purpose :

To have teaching assistants understand the techniques of teaching
problem solving and to apply these tochniques to their classroom activities.
Procedure: .

Teaching assistants should have some expecicnce meeting small ;
recitation classes prior to undertaking this module.

The module involves viewing Lwo videctaped sequences of an
euzperienced tcaching nssis&ant conducting a recitalion class in which
quantitative problewns are solved. [n videotaped discussion between the
teaching assistant and an educational consultant following the class, the
teaching_philosophy of the tcachiﬁg assistant. is reviewed Qnd the cffect
of his teaching techniques on the class are studied.

An effective method for conducting this module is to have teaching
assistants &iscuss with the educational consultant how they would handle
the presentation of a quantitative problem to a recitation cldss, then

view the first videotape of a teaching assistant in action. This should

@

' be followed by a general discussion of what the instructor did well, and
how his effectiveness could be enhanced. The teaching assistants should
FRIC 72
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then view the post-class analysis conducted by the instructor and the
’ consultant.

The second videotape of the presentation of a more difficult

quantitative problem to the students by the experienced teaching assistant

and the subsequént analysis by the teacher and the educational consultant

v

should follow.

Mote: Since there is no one correct way to teach problem
solving, the video tapes and discussion should be

considered as prescentation of successful models.

Other approaches can be equally successful.

o '723
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MODULE 10

. i HELPING STUDENTS IN DIFFICULTY

Iatroduction:

A University or College is an institution where responsibility
is usually not clearly;defined, or is defined very broadly. One area
in which responsibility often is not well defined, is that for providing
assistance to students who are having difficulty. While facuity are
responsible for teaching and instruction, they ighoreﬁthe problems of
students having difficulty. The faculty can assume this responéibility
personally or make it the province of others. Since teaching assistants
are often closest to students, this task may be assigned to “hem, or
it may fall to them by default. Whether assisting such students is a
' problem requiring a formalized program is a moot point: these students
are with us, and even though we wish they weould go away, someone has

to deal with them. Who?

Purposa:

The purpose of this medule is to have coursé persoanel discuss
the role of the teaching assistant in helping studeants who have diffi-,
culty. This includes not only agsigning or accepting responsibility,
but récognizing why students experience difficulty and what might be '
done to help them.

Objectives:
The following are not behavioral objectives per sc because the
. main thrﬁst is noé learning $pecific skills as much as it is raising

consciousness. The points listed belov are crucial:

. . 1. Have teaching assistants recognize that helping students in
\

difficulty is not a fixed responsibility but is negotiable

<
£

Q (if it is for this course).
ERIC
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2, HaQe teaching assistants negotiate, or receive from the course
. superviser (faculty),a general unders‘tanding of who has specific
responsibility for helping such students in this course. p
3. Have Eeaching assistants agree on how they will meet their
responsibility. This includes: -
a. Scheme for détermining who ﬂeeds assistance.
b. Description of any formalized help progfam (extra
recitation sessions). t
c. Generation of additional informal help programs (indivi=
. dualized tutoring, etc.).
‘ ‘ d. Exploration of creative approaches (braigst;;ming)f
4. lave teaching assistants realize behavior patterns common to
those wﬁo nced help. ’ -
5. Have students beccome aware of other resources, persoils or
agencies on campus whom they can elist In helping a studeat.
6. Have Leaching assistants consider the triage problem. How
do you determine where tc-put your effort?

Goneral, Preparation:

This exercise is best accomplished in a group including alllcourse
personnel. Plang should.be discussed with the course supervisor or faculty
member (s) in advance: s0 that they are aware that, their opinion on
responsibility will be asked for. It should also be determined in

advance whether they consider this a negotiable point. .

The meetings are usually most successful if done in a small room,

. o
around a circular table, so that there are no obvious leaders. It a

regtangular table is used, remove the chairs from the end.

’ . This meeting can vary drastically in the amount of time required.

An hour is Gsually minimal. It is best to choose a time that is somewhat
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open—ended, so that half the group doesn't leave when the hour is up.

K

The leader is responsible for: planning an agenda, presenting’ the

points to be considered, keeping 'the discussion germane, and holding

»

to a time schedule. If the leader is not familiar with working ﬁith
students who have academic problems, he should (take the responsibiiity
for) invite an approriiately experieﬁced person as*a group resource.

Suggested Discussion Points and Exercises:t

1. The first poiut of discussion should be: Who has the responsi=
bility for assistance? or "What is the respénsibility of each
perso; connected with this course?" Usuall§ no one will know
the answer, it is best to preface these questions with an intro-
ductjon to the problem similar to the one at the opening of

1
this module. , When you raise the key'question after your intro-~
dugtion, éssistants will usually turn and look at the professor.
He/she shéuld be prepaved for this., If that person has a
strong idea, he should present it. If not, he might say:
"that's a good question: I don't have a hard and fast answer.
Maybe we should distcuss it lnformally." If that is agrecable,
call for informal opinions, giving your own ideas if necessary
to begin the discussion. This discussion should be general
rather than spécific. When it becomes specific move on to 2.
2. Raise the question of consecnsus. '"'Do we need to argue on these
points, or on a winimum assistance prqgram?"v Point up the fact
that if each. teaching aésistant does it differently, students

in the course are treated unfairly. Work to get tcaching

assistants to agree to a minimum level so that there is some

degree of uniformity. That could be done by listing individual

A
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minimums on newsprint otr a_blackboa}d. By raising the
question, the point will be made.
Hg?e,the assistants discuss the causes and cures of academic

¢
difficulty. This can be stimulated fairly easily by asking:
Tn your opinion, why do students have trouBle and what is

>

successful in helping them back on the track?” Again, it may
be helpful to list these items in two columns on newsprint or

on the blackboard. Some itcms you may want to stimulate if

they do not occur spontancously: inadequate background, poor

-
~

at requirved skill (such as math), heayy course load, poor
study habits, anxiety in taking examinations, poor under-
standing of essential coucepts. Suggcgkibn: kcy to keep
these focussed on -acadenic causes. ‘

aise the question of underlying causes. That is, "Does it
sometimes happen that cvents outside the course influence
performance? Have any of you ever known of students who
failed because of a. family death?" The idea is to get the
assistants into a discugsion of academic proglems brought on

¥

by events beyond control, and to think about various kinds of
| .

}things that cause these kinds of problems. 'Who can best solve
these problems?" You should be prepared with a resource list--
such as mentgl health facilities, etc. lelp ASsistants get
into the notion of the importance of discovering the why behind

. R 3
the observed poor pcrfgimance, and to recognlze that often the

why is not trivial, and far beyond the scope of a tecaching

assistant’'s expertise.




-

Raise the question: "How can we recognize students who are
having difficulty?" One obvious way is performance on objectiﬁe .
nleasure: problem séts, quizzes, examinations. What are the
shortcomings of this method? Often it takes too long to make

the determination; by the ﬁ&%e one is sure, nothing effective

}

can be done. Are there other ways? Are there distinguishing

behavior patterns of students in difficulty. There seem to be

at least two—-an& these may help initiage discussion.

a. The ghost. Students who don't attend the first classes,
don't turn in homework, or come but don't answer questions,
etc. What to do when these éyspﬁbms are observed? This
should be decided‘b§ teaching assistants, and be consistent
with their view of responsibiliity. Some alternafives:
call student dirvectly, contact his resident adviser, contact
his faculty adviser, do‘dothidgfj

b. The clinging”vine. The student who sits in front of the
élass, asks continual quespions. Pesters you after class..
Wants help with problem sets. Sccks list of available
tutors. What should one do for these symptoms? Call
faculty adviser and check on past performance? Call
student directly? Call resident adviser? Do nothing at
all? Refer student to resburce to discuss need for this
behavior?

Present ressurce person to sum up discussion, share experiences

and observations. This person may want to pass on hints, or

point out varilous recources that are available. May also wént

to comment on different types of therapy or course of action

that seems most successful for given symptoms or behavior patterxns.

78‘ . . ’
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\ 7. As "homework" present triage problem. In any given situation

‘ in wh’ich there are casulaties and manpowe¥ is short, how do you
determine who you want to save? Where do you allocate manpower
and resources? How do you define who is "savable"? Who makes .
~ . this definition? 1Is it better to spend time with students

making D?

ERIC S |
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MODULE 11

TEACHING TRIADS

Introduction:

Most new teaching assistants have had no teaching expegience, no
educational theory, and no opportunity to observe oéher teachers wifhout
having the intimidation of being part of the teacher's class. The

teaching triad device provides actual experiénce in teaching, observing,

L3

s . s {
and criticizing.

Purpose:

To provide an actual teaching-learning expefience for all partici-
pants, particularly new teaching assistants, which will enhance their
avareness of the important group dynamics occuring in this situation.

To provide everyone Qith the opportunigy to b the expert, the
student, and agcxitian.observer.

To tvecognize and help devalop cffective teaching-learning sltuation.

" Procedure:  f

The basic grouping is a triad 3 people). The assignments A-teacher,
B-student, C-observer will be rotated so that each person will experience

interacting in the various roles. Aftar each teaching Jcarning experience

" the participant will have the opportunity to record their reaction

privately to be used in a later discussion which will conceptualize this

experience.




Design of Module:

‘ Time

5 min.

5 min.

2 win.

5 min.

15 min.

- ERC

What to do

-

Get acquainted with your triads by introducing yourself
as fully as you desire.

Prepare a five minute presentation on whatever you like
eg. waterskiing, airplanes, cooking, plasma physics,
bicyeling, ctc.

Decide who in each triad is A, B, C. (If you try to
do this by concensus it might take the rest of the day).

Explain initial functions of A, B, and C. .
A-Teacher, B-Student, C-=0bserver,

a. Teacher will have 5 min. -to make a preséntation
to the student.

b. After 5 min. there will be a 2 min. question period.

c. After 7 min (total elapsed time 5 ‘t there will
be a 2 min. period when the teacher must para-
phrase the students question (to the satisfaction
of the student) before the teacher can proceed
with bis response.

. A

d. The observer will keep time, mak:e unotes on the
teaching learning interaction awnd onforce the
ground vules on the (perhaps fuzzily explained)
desiga. The observer should note helptul actions
by the teacher as well as blocks to learning which
appear. (might use a guided respounse sheat)

e. After 9 min. cach pevson will complete a private
reaction shect, to ba used privately after all
have had a chance to teach, as reference for dis~
cussion. The sheet will include notes on effect-
iveness of communicatioa (helps/blocks/, emotional
reactions, other non-verbal quever, etc.

f. Repeat a - e with assignments rotated.
g. Repeat a - ¢ with assignments rotated.
Processiug Eeaching triad experience
a. What happened -
(1) Did you learn anything
(a)- Content

(L) About teaching (what helps?): -
" (what hinders)




IS

' . b. Generate date on newsprints - i
HELPS ‘ HINDERS
; .




¥

" MODULE 12

STUDENT EVALUATION OF TEACHING ASSISTANTS } o

Introduction: \

\
In our experience, a program of student evaluat}bn of teaching
' \
assistapts can be an effective method for improving inqt:hction. In thls

N\
module, guideiines will be presented for the following aspecgi\of such a
N\

?rogtam: ©

1. the purpose of evaluation by students

2. sources -of evaluation items

-

3. the criteria for selection of evaluation items

-«

4. procedures for conducting the evaluation

&

5. methods for providiug feadhack td teaching assistants

Purpose: ) . .

.

Student evuluation of lLastructors way serve many purposes, .including

feedback from students to the instructor, establishmeut of norms wheréby

ERY

. " M 2 A}
instructors can be judged, and assistance to students in course selection.
Tn a teaching assistant *training program, student evaluation of instructors

should emphéslze the first of these purposes--=the improvement of teaching

-

by means of Ffeedback of cvaluatloas to teaching assistants. The primary

¢ -
concern is improving instruction, rather than judgment about teachers.

This purpose controls the evaluation process in a number of major respects,

including the timiﬁg of the evaluation, the types of items selected, the b \

A

form vf feedback and the confident¢a11ty of the results. ,
. The timing of the evaluation‘uuould maximize the‘possibility for -

teaching assistants’to act on the information feedback they receive. Thus

. @ Cid

the feedback ought to occur by mid-term, rather tﬁan at the end of thé term.

«

e )
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The items selected ought to be specific rather than global in charvracter

so that the teaching assistant has guidance on ways to improve with respect

to each item. It-is helpful in this regard for the teaching assistants
to see the evaluation items very early in the teim so that they learn
what aspects of teaching are considered important and so that they beco&e
acquainted with certain teaching characteristics which haven't previously
concerned then. Thé form nf feedback ought to give teaching assistants

4

their own results and a means of comparison with peers, and some indication

*
P -

of ways of 1mprov1ng teaching din those areas where problems are apparent,
Finally the evaluation should be conducted in a ganner which prese&ves the
coni identiality of the results. Tt will be much easier fof teach}ng
a%sistantq,to cooperate with an evaluation aund to benefit from the feed-

back 1if they know that their weakvesseo will not be c°posed to thelr

- -

pueers or to their supervisors.

Sonrces of Yvaluation Items:

A large number of student evaluation forms have been developed.
Thesa brov@de an excellent source for selegtion of items.
A comprehensive study of evaluation items was conducted by the

Center [or Research and Development in Higher Education at the University ;

"6frCﬁliEornLa at Berkeley. Their handbook Evaluating University Teaching1

is a useful sourée of items. Their work also points out the need for a

fairly broad scile of allowed responses to items (e.g., a range of 1 to 7)

N

due to student's tendency to use only the upper half of rating scales.

Iy, llildebrand, R. C. Wilson, and E. R. pienst, Evaluating Univerxsity
Teaching, (Berkeley, California: Center for Research and Development in

Higher Education, 1971).

i

~ -
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Another source of items is the Midsemester Student Ihstructionalv

‘ Report which was developed by the Educational Testing Service. Centra2

has reported the results of using this questionnaire as part of a feedback
proqess. ¥
Other sources of itemg are the many evaluation questionnaires which
have been deyeloped for use at individual colleges or universities, )
These include the Confidential Guide Student Questionnaire used at
Rennselae? Polytcchnlc'instityte, the Course and Faculty Evaluation
Questionnaitve used at Queens College of the City University of New York,
and the Cornell Taventory for Student Apprqisai of Teaching and Courses.

Additional information about the development of the program is given in

Appeﬁdix A

k4

Criteria Ffor Selectien of fvaluation Ttems:

“

The purpose of student evaluation of teaching assistants, namely
jmprovement of toaching by means of feedback, provides the first criterion
for dtem selection. This is the criterion that all items be sufficiently

gpecific in chavacter so that the teaching assistants will understand what-
.behaviors they nded to change to obtain better evaluations. Tor ex;%plc,

! “

% global item such as "Overall, how would you rate the discussion leader?"
! .

ény be of some use o a parson seeking to compare instructors, but is of

»

! . . e

little use to a teaching assistant who wants to learn how to improve his
i i N .

- . o

or her teaching. A specific item such as "Does the teacher present

maﬁerial in a well-organized manner?" would be more useful in providing

kY

guidance to an individual.

o
\ZJ. A. Centra, "Do Student Ratings of Teachers Improve Instruction?"
-~ Change (April 1973), 12.

“
¥
o | ~
. A
!

i
|
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/
A sccond criterion is based on subjective views of important
‘ teacher attributes. Decision must be made about which aspects of teaching

are most important for evaluation. Clearly all aspects of teaching cannot
be evgluated. In this regard, items related to the five factors identi-
fied by the Berkeley Study (sce footnote 2) should be considered.

Thqée Eactofs‘are: ,
1. analytic/syathetic approach

2. or;anization}clarity

3. ianstructor—group interaction

4. instructor—individual student interaction
5. dyh§mism/euthusinsm.

~

Grouping items accordin,; to these categovies and then selecting
the mosi pervtinent items within each categery works well. In addition
it is uscful ko include soune perforimance requirvements on an evaluation

»* .
K]

form. One such jten wight be ”fhc amonnt of elfort T invest in this
course is ' .

1 = very little 5 = very great."
[tems of this type give the teuching assistant a context for the students’
“evalualiocus. Tor instance, a teaching assistant might justifiably inter-
pret students' ratings of his or her teaching differently depending on the
amount. ol effort studeats invest in the course asba whole.

An evaluation form for recitation instructors which was developed
utilizing the critervia discussed here is included in Appendix B.

Procedures for Conducting the Evaluation:

Appropriate procedures for carrying out a stident evaluation of
teaching assistants vary with the nature of the group with which one is

‘ working. Tirst copsider procedures for a group of teaching assistants who

* *

El{l‘fc \o 8 6 )
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teach a single course. Then consider how the procedures should differ
N +
‘ . for teaching assistants who teach diverse courses in a single department

of in various departments.

o
13

Teaching msistants in a single course present a fairly ideal
situation for providing evaluative feedback from students to teaching
'assiétants. The situation is pnrticularly good if the faculty in the ¥
course are willing to pe evaluated along with the teaching assisﬁants.'
torking with teaching assistants and faculty in a single course allows
focus of the evéiuation on aspects of teaching which are important in
that specific course: Further, "norms' for evaluation derived from
the evaluations of all th; teachers in the course can be developed.

The first step in a student evaluation fecedback program in this

o

case should be an 'ecarly warning'. That is, at the start of the tern
' discuss with the teaching assistants and ’)faculr.y those aspects of teaching
to be evalqated. This may be accomplished by.distributing a list of
possible items from which the questionnaire items will be selected. The
teaching assistants and faculty then make recomaendations for choice of
. iycms. Alternatively, questionnaire items mayvbe selected and then the
final instrument distributed. o )
The major purpose of carly discussion of questionnaire items is to
point out importané aspects of teaching to teaching assistants, and théreby
to make them aware of these in their teaching.
The second step in the procedure is to have the teaching assistants'- -
agree to participate in the feedback program. Clearly, the success of a
. feedback p}ogram is dependent on the cooperation of the teaching assistants

and faculty involved in the program. Thus at an early stage in the term

. the teaching assistants and faculty should agrée to participate.

>

\f
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Seck agreement for participation by the second or third week of
the term. &t this time, describe the planned feedback prggrar with
teaching assistants and faculty, probably at a group meeting. if the
faculty want ali)teaching assistants to participate and will themselves
agrée to participating in the progra@, they should express t?is to the
group.

, .

The person or persons who will conduct Fhe evaluation should discuss
the purpose of the evaiuation, the timipg and procedures by which the
evaluation and feedback will be conducted, and the degree to which
evaluations will be kept confidential. By the #nd of the meeging,
teaching assistantS'agd faculty should be asked to signify their willing-
ness to participate in the program.

The timing and procedures by whichk the student evaluations are .
obtained are the next steps to consider in the feedback procesé. The
evaluation process shoul@ occur about four weeks iunto the term so tﬁht
student feedback can be used b} teaching assiétants during the remaindet
of the term. It may also be useful to repeat the evaluation-feedback
process at the end of the term for comparison purposes.

The questionnaire should be brief, so that it can be comple;ed
within ten minutes. TForms should be sﬁort cnough so that tﬁc information
from each student fits on a single computer card, and should include space

»

for the name of the teaching assistant. As discussed earlier, items

which aré selected for use should be relatively specific, and a sufficiently

broad range of responses should be ‘allowed to counter students' tendency
‘to use only the upper half of a rating scale.
The questionnaires should be given to the instrfuctors for distri-

bution to the students. Questionnaires should he completed by students

during class time and collected by the instructor when they are complete.

b o 88 | o
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The questionnaires should be returned to the person who is organizing the

‘ ‘evaluation. All teaching assistants should distribute the -questionnaire

-~

under Eairiy similar circumstances to assure that the teaching assistant
results will be comparable. For example, the absence of the teaching
assistant dufing the completion of thé I tionnaires may affact the
results bBecause students may be less gene.-us if the teaching assistant
is not present.

At this time, it is useful for teaching assistants to rate their
. own teacihiag, using the same form usad by the students, and tp provide

this information Lo the person cowducting the feedback for purposes .of
1S O *

cowparing the students' and the teaching assistants evaluation.

L)

The next step in the evaluation process Is the computer analysis of

the questionnaires. Coupleted questionaaires should be coded for

couputer processing and duta should be key punched or read by optical

e

scamsting equipaent.  The data nay ba analyzed using programs such as

the Statistical Packuage for the Social Scieaces (SPSS),3 othaer available

.

grhms, or onds own program. Among ithe $SP8S programs, the Codebook,
Condescriptive, and Breskdown subprograms are pnrticularly uscful.

The data should be analyscd ko obtain the means, standacd deviations
and number of responses for ecach questicnnaire item, both for each parti-
cipant and for the total group. The means for the total group may'ﬂu used

as "norms". This information can then be tabulated for return to the

individual instructors, A more extensive analysis of the data would include

3 * t

the distribution of tesponses Lo each item.

v

jN. H. Nie, Dl H. Bent, and C. H. Hull, Statistical Package for. the
Social Scicnces (New York: McCraw Hill, 1970).

’
. ]
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If working with teaching assistants in diverse courses within a single | '
. department, a number of thé steps described above may need' to be .
modified. A single questionnaire form may be suitable if the courses
afé'not dissimilar in teaching methods. ,However, it may be more diffi-
cult to include course faculty in the evaluation process if only a few
teaching assistants €rom any given course are involved.
Once again, teaching assistants should sce the questionnaire items

carly in the term. It is important that teaching assistants agree to
participate, either at a group weeting or by written communication.

Minimal faculty involvement may cause lower levels of teaching assistant

participation in the program. Further, teaching assistants may fcel less

a

group pressure to participate than when everyone in their course pattici-
pates.
I The rest of the evaluation process can be managed as in the carlier

example. towever, the optimum timing for questionnaire distribution may
p 3

differ in the various courses. Finally, it may be useful to develop

~

separate "noms' for the teaching assistants in each of the different
. courses if there are enough teaching assistants in eaéh course to make
this fecasiblz.

In regard to student evaluation of teaching assistants who teach
courses In more than one department, the situation_is similar to that of
working with teaching assistants in various courses in a single departient.
However, even less mutuality of experience and purpose exists than in the
former case because of the difference in subject areas: It will be more
difficult to obtaln agreement on common questionnaire items and on timing,

and it is less satisfactory Lo use one sét of norms for the entire group

. of teaching assistants. In this case it would be useful to provide norms

v —————
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for the teaching assistants in each department.

‘ T Methods for Providing Feedback to Teaching Assistants: ’

»

There are two basic approaches to gi@ing feedback to teaching
. ?
asgistants. The first is to give results to teaching assistants in -

printed form, with some explanation or comparativée informatidn included.

The sccond is to discuss the results with each of the teaching assistants ‘

~

individually.
Feedback by means of rtabulated rcsults is quite straightforward. For

example, completing the means, standard . deviations and nunbers of responses '

for each item-questionnaire form for an individual teacher. The same

information for the entire group of tegihing asslstants can be given on

this form. I[ the teaching assistants have given their own self-evaluations,

they should be weturned for comparison.

' If it decs not scem feasible to discuss each t:-eachln,{’, assfstants

evaluation with the individual, the teaching assistaunts (aud faculty) may

meet as a proup with the consultant to review the evaluations. 1In this .
3 rou]

- -
v

»
mode, it is move difficult to mointain the confidentiality of individual

evaluations, but very important that confidentiality be respected. llowever '

<

the overall results may be used to initiate a discussion of students'
¢

o

attitudes toward the course. Individuals who wish to discuss personal
evaluations with the consultant should be encouraged to-do ;o.

Feedback by means of individual discussions/with teaching assistants
:s very ti&e«consuming but can be rewarding because individual evaluation$
may be revi;wed in complete c¢onfidence. The type of written information

discusged in the previous example is also ugeful fo¥ consultations, and in

this case it could serve as thé basis for the consultation. The teache;‘s

'’
-
. .
- Iy
« .
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assessment of his or her own teaching may be compared with the average :
I values of the ratings received from the students, with discrepancies
being discussed and explained. This discussion allows teaching issues

or cgassroom problems to be investigated in depth. .

In addition, the teacher's evaluation may be compared with the —

"norms" for other teaching assistants in the same course. In this dis=
cussion aveid teacher discouragement by citing and discussiﬁg favo;abie
copparisons as well as any uﬂfavorable ones. Again, focus on teaching
issues and of the classroom at@osphcre. If the QeachiugngSistant is

>

willing, it is appropriate subscquently to video~tape the teacher and

to review the tape with the teaching assistant, to continua the feed-

back process and to assure positive action toward improvement. .

-
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APPENDIX A

‘ DEVELOPMENT OF THE QUUSTLONNAIRE AND PROGRAM
' /

Ed

,Thelprogram is similar to one used by Pambookian at the University
. of Michigan. The purpose was to.enable recitation (discussion) teachers
. to learn student feedback during the semester so that they could attempt
. |
to improve their teaching. Teachers were asked to rate their own teaching, -
’ |
in addition to being rated by studeunts, so Lhat each teacher would qou%ider |
cach of the tenchiﬁg behaviors inciuded on the questionnaire.

The questionnai;e was developed by selecting items from five teacher
evaluation questionnaires. TLems were selected which covered six wain :
factors of recitation instruction, i.e. analytic/synthetic approach,

5
organiz.ation/clarity, instructon/group interactiou, instructor/individual
. - student intervaction, d,namisa/enthusiasm, and parformdnce requiroments.

An fvitial set of items dvawn from the Berkeley ligher Education
Ceulor questionnaive was scut Lo ene of the pacticipating teaching assis—A
tants fdr his comments. These were taken into account in the final =
sclection of items. 'The enclosad copy of the questionnaire lists the
twenty items {inally selected. Part A of the qucstioquairc asks students

3

to rate their recitation inastructor on Lhe 20 items. Part B asks for

information concerning the course difficulty and work load. Part C asks

-

students to assess the importance of cach of the 20 items from Part A.
During the 7th Qeek of the semester, nine teachers voluntarily
distributed the questiounaires to their classes for completion and,reﬁﬁrq
’ to the course consultant. Six were math Leachiﬁg assistants, two were in’
chemist¢y, and one was in physics. 1In addition to the ratings from students,

‘ . teachers included self ratings on items A 1-20, answered questions 'B 1-5 by
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stating what they thought students

would respond to the

Se questions, and
<,
Eave their owm ag

sessment of the importance of the items by completing .
Part C, .

what he encounters in the classroom, and (2) balancing off negative ’
evaluations with those which appear to be more positive, :

Data weve analyzed and\tabulated by means of SPSS computer programs.
A record was mnade of each teaching assistants responses to the questionnaire,

students’ responses,

’1

* &
the nean value of hig

and the overall mean value of
the responses from all” of. the student respondents,

). - - s - s (]
Teaching assistants were then 1nd¢v1dually glven the results of the

evaluations. Each sossion lasted

' brief exploration of the qature of the cours

about a half hour and beg

an with a N

e and of the type of students
being taught. ‘then cach teacher ﬁas given a.tabulation including (1) the
average ratings for all of the teachers for each of the 20 items; (2) the
Raean value of the students' assessment of the importance~of each itém;

(3) the mean value of the students' assesgment of the importance of each
) item; (4) the teacher's self=rating on each item; and (5) the average ¢

value of the students' rating on each item,

-

The discussion then centeved on these tabulated results, Rach

teacher's assessment of the Importance of the individual items was compared,
at least in g general way,

e i -

with the average value of his or het students®

ratings of importance., Any large discrepancies were noted and discussed,

Further, each teacherts rating of his or her own teaching was compared: with ;
s . the average value of the ratings received from students. Again any E
‘ discrepancies were discussed. Thig comparison allowed' an investigation.
i ° | /
&) '
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of the types of teaching being attempted by the teachers. For instance,
one teacher received fairly good ratings on items related to ;ergonal-
ization of the class and class discussion, but relatively low f&iings

on kinowledgeability and class organization. This contrast became
intkl1igiblo when the teacher explained that he had been attempting to
serronalize his mathematics class and to involve his students in discussion.

Ly

Fraally, different perceptions of the difficulty level. of the course were
discrssed.  These were learned from Part B of the questionnaire. TFrequently
toachers thought that their particular course was one of the most difficult

‘et the students were studying, and learned that students felt otherwise.,

©
~

Two teachers requested detailed Yesults of their evaluations for
wen of their ciasses. In response they received a cowmputer print-out of
‘e Uroquesey distribution of vesponses to cach qucgtion in Parts A and
4 oof Lhe questionunaive for each of their class sections.

Typicn]l} ¢ach teaching assistait vas asked questions about the
cructhre of the course he or she was teaching, the degree of-teaching
;5hiwinnt—Yuuulty contact, and so forth. The appropriake suggestions

weie wade to thé teachaers about ways to lmprove theilr teaching.

fn assessing the process of evaluation and teedback the individual

tvache v invelved considered the program useful. Uowever, most of the

~

L

teachers who volunteeved for the evajluation were fairly coxperienced and
vare rated faivly highly by icir studeuts. Furthermore, the nine:
teachaers evaluated }ﬁitially were teaching in eight different cdu§§es,
30 Lhat it was somewhat difficult to develap an overall picture oi\the
functioning of ady single course.

1t would have been more fruitful to work with a group of teaching

assistants in one course who weré required or at leas: strongly urged to

95
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participate. Then the two major difficulties with the present program,
the voluntary and diffuse nature of the program, might bé overcome.
A mid-semester feedback is now iqclﬁded in all courses where the

Teaching Effectiveness Program is used.

Sample Questionnaire: - .

The questiomnaire developed at Cornell follows:

@ .

s

(A

i
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APPEyDIX B

Time of Class

A. Please indicate how well the following phrases describéuyour
.recitation instructor. Use a scale from 1 to 7, where

i

1 means "not at all descriptive"

and .
7 means "very descriptive" s

Use integers. 1f, you have too little information to reply to an 1tem, leave

the corresponding space blank. et
1 demonstrates,that he or she is knowledgeable in rthe subjéct area
____“2; nakes difficult topics ;asy to understand
3. diécusseé the aesthetic value of the subject
) .____%- presehts material in a well-organized manner
5. selecéé appropriate topics for discussion ‘
6. has §E;&ents‘apply ;oncepts to demonstrate'undefstanding
7t 1s accessible to.students outside of class -
3
_1__—8. makes helpful comments on written av"ignments
9. 1is well prepared for class -
_10. idenéifies what he or she considers important
- 11. emphasizes conceptual understanding i
i .
12, encéﬁrages\é&ggents to ask questions . 1 .
.13, conveys enthusia;m“about the subject ~
14. is willing to explain something in another way if it is not |

clear at first ! -
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19. expdcts high quality work ) .

kes classes iﬁtellectually stimulating

B. The following five items relate to the course as a whole. Please rate
each item on a spale of 1 to 5 as indicated.

1. The amount gf effort I invest in this course is

1 = very little 5 = very great

&

2. The amount of work required for this ceurse, in relatlon
| to other courses, is

1 = much less than for most of my courses
5 = much more than for most of my courses
}

3. The difficulty level of this course is g

]

1 = much easier than for most of my courses ®
5 = much harder than for most of my courses

4. My interest level in this course, in comparison ‘to other
courses I am taklng, is

, 1:= much lower than in other courses .

) much greater than in other courses

5. The reason I registered for this course is

. 1t sounded iptéresting.
. I was interested and it is required.
. “simply because it is required.

W N =
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EVALUATION OF QUESTIONNAIRE FOR ONE COURSE

’ ' o

P214 Midsemester Student ééedback

!

A. Pléase indicate how well the following phrdses describe your
recitation instruétor. Use a scale from 1 to 7, where
\ . '

1 means "not at all descriptive"
T and i
7 means "very descriptive."

Use integers. If you have too little informaticn to reply

to an item,
or it seems irrelevant, leave the corresponding space blay

Ko

%%6 JTQZ 2?13 1. demonstrates that he is knowledgeable in the subject area
285 1.33 1 5.07 . 2. nmakes diéficult topics ecasy to undergtand ‘
;;5 «1.64 1 4.48 3. ;discuss;s the:ggsthetic value of the subject "
287 | 1.37V 5.33 _ 4. presents mateéial in a well—orgauized'mnnner
2854 1.23 | 5.72 5.‘ selects approptiate topics for discussion
244 1.50 . 4,21 6 hés stgdents a}%ly concents to demonstrute'undv atanding
‘ ;;4 1.45 | g.lo o 7. 1s accessible to students outside of c¢lass
'L257 1.77 4,55 8. ';;kes he%gful comments on writken assigruocots
;éb 1.19 | 5.80 9. is well prepa;ed for class i h . ; N
285 i.16 5.77 10. identifies what lie considers important
278 ‘1.23 5.57 11l. emphasizes conceptual understanding
282 i.lh 5.78 12. encou;ages students to ask questions %m: \
582 1.37 5.42 13. conveys enthusiasm about the éubject -
279 i.12 5.86 4. is willing to eéplain something in arother way if
it is not Slear at first
265 1.24 | 5.43 15. ‘démonstrates genuine interest in students
2847 1.24 | 5.49 16. answers questions satisfactorily | .
zﬁg 1.49 | 4.58 ‘ 17. eﬁcou;éges students to share their knowl.dge in class
2721 1.42 | 5.36 i8. ‘;ets a pace for the class which is correct for yoﬁ
‘ 235 'l.i7 5.3% 19. expects high quality WOrk‘ C
267 '1.387 4.88 éO. makes classes intellectuallxqgtimulating §

99




ERIC

A uitoxt provided by ERic

B. The following six items relate to the course as a whole. Please rate

each item on a scale of 1 to 5 as indicated:

N o= ™
288 | .89 | 3.35
238 .86} 3.46
287 | .80 | 3.62
© by i1z |2

P ek

1

very little

e

" 1. The amount of effort I invest in this course is

)5 = very great -

H
i

2. The amouut of work required for this course, in

relation

3. The difficulty level

1 =
5

t

1=

5

4. My interest level in

t

to other

1
5

10
2

——— e e v

——— s

to other courses, is

much less than for most of my courses
much more than for most of my courses

much easieér
much harder

-

of this course is
{

than for most of my courses
than for most of my courses

this course, in compatrison

courses T am taking, is

mucht lower than in other courses
much greater than in other courses

5. ‘The reason I registered for this course is

Tt souynded interesting.
I was interested and it is required.

3.~ simply because it is required.

!

6. lecture and recitation are

1.
2.
.

|

|
.

very well coordinated !
"~
modevately well coordinated

not well coordinated‘

b
o2

ol
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C. On a scale of 1 to 7 please indicate héw well the following phrases
describe the. course 1ecFurer.
1 means '"'mot at all descriptive"
] and .
7 means "vefy descriptive." N .
276 .43 ; 5.4) l: demonstrates that he is knowledgeable in the subject area
276 .51 3.16 . 2. makes difficult topics easy to und;rspand
253 .68 4.51 3. discusses the aesthetic value of the subject \
277 .77 4.39 . 4. presents material in a well—orgénize; manner ‘
252 .59 1 4.63 . 5. selects app}opriate topics for discussion
218 .70 1 3.64 6. has students apply concepts to demonstrate understanding
143 .67 3.29 7. dis accessible to students outside of class
119 .61 2.40 81 makes helpful comments pn written assignments ,
277 5; 5.27 ‘ 9 is.well prepared ﬁbr class - ‘ 1
264 B4 1 .12 10. ddentifies what he cohsiéérs imporgant
278 .86 4.28 11. cemphasizes conéeptual un#erstnn?ing “
262 .62 3.45]- 12. encourages students to zsk questions )
l277~ L0 4039 13. conveys‘enthu§iasm about the subje;t
743 | 1.61 | 3.77]  14. is willing to explain something in another way if
( it is not cleak gt first : Co
261 .66 | 3.73 15. demonstrates genuine interest in students
257 .60 3.80 16. answers questions sétisf;cﬁortly
242 .52 2.68 | 17. encourages students to share their knowledge in classl
1263 67 | 4.06 18. sets a pacé‘for the class which is correct for you .
177 .55 4.77 19. expects high quality work )
272 77 ”‘3.43 20. makes classes intellectually stimulating




