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Introduction

The profession of college teaching is anomalc s among
professions: college teachers receive little or no training in
the activity that consumes most of their career--teaching. It
is assumed that if they know the content of their discipline,
they can effectively communicate it, organize it, test it, and
inspire others to understand it, remember it and appreciate
it. That is quite an assumption!

For the Graduate Teaching Assistant, that assumption holds
significant consequences. When a graduate student accepts a
teaching position, he or she assumes a role which is viewed
as the institution®s most significant responsibility. #Most
often, this role involves providing the new student to the
Unive 3ity experiences sgerving as the cornerstone of his or
her career. And the success of that astudent's satisfaction
and achievement highly correlate with teacher effectiveness.
There are many who say that the most effective teachers should
be responsible for introductory courses, yet it is the graduate

teaching assistant most often assigned those classes.

The resource booklet that follows has evolved over the
past three years ard represents a university-wiCe response

to the concerns and exigencies of Graduate Teaching Assistants
at 014 Dominion University. It is an attempt to pull together
both localized and generic information on teaching for GTAs

at 01d Dominion. It covers topics that range from how to lead
classroom discussions to tracking down a missing pay check.
Several sources have been particularly valuable to us in

preparing this booklet. One "model®” for us was Questions and

Ansvers: A Handbook for Teaching Assistants, produced by the

Faculty Development Center at Mississippi State University.
The booklet is meant both to ctand alone as a reference manual
and to accompany a GTA Teaching Jastitute (held the week before
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Fall semester classes begin). This Institute is initiated and
supported by the Office of Academic Affairs and coordinated by
the Center for Instructional Services, with help from a self-
selected Faculty Committee for GTA Orientation. 1It, too,
represents an effort on such a scale and deals with a gamut of
issues and concerns related to self-concept, teaching, testing,
grading and interacting with students.

We wish all GTAs a marvelous and memorable, yet
manageable year ahead, juggling multiple responsibilities
and personalities! It will stretch you, no dcubt, but
hopefully gratify you as well. We hope you will call upon

CIS it there is any vay we can be of assistance to you.

Anne Raymond-Savage, Ph.D.
Director

Sally Jorgensen, Ph.D.
z=2nciate Director

Center for Instructional Services

Revised July, 1987
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II. SELP-CONCEPT: THE CENTER OF IT ALL

A. The "Identity Crisis®™ of the GTA

Graduate students who have teaching responsibilities within a
university may find it to be a schizoid experience. On the one hang,
they are students who are asked to assume the role of teachers, thus
they are perceived as faculty by their own students. 1Indeed, it is
likely that many students, particularly in lower division courses, do
Dot clearlv differentiate between a Graduate Teaching Assistant and
faculty status when they deal with instructors. On the other hang,
among faculty and administrators, GTA's are generally perceived as
students, not colleagues. Graduate students themselves often identify
and empathize with the student role, yet this may prove to be both an
asset and 1iability in their own teaching. Compounding the "identity
crisis® for older graduate students (who have come from a professional
work situation) is the reversion to student status and the economical
retrenchment that usually accompanies it. At the very least tnere is a
jolt to self-confidence--the very self-confidence needed to be an
effective teacher.

Graduate students are engaged in courses and inquiry at an advanced
level within their discipline, often in a small class format; yet they
must adjust the organization of the material and their explanations to
an introductory level, appropriate for large, heterogeneous groups.
Another counterweight in this psychological balancing act is the fact
that depth and rigor are called for in research (and advanced
inquiry),and th'’s may confiict with the breadth and relevance called
for in teaching introductory level courses.

Despite these cross-currents, a point of accord within the univer-
sity community is the importance of lower division courses within the
mission of higher education in general and the life of the under-
graduate in particular, They are the threshold to higher education for
the undergraduate student and introduce him/her to a wide variety of
disciplines (sometimes for the first or only exposure of their life-
time), as well as to each discipline's particular purview on the world.
These courses should stimulate curiosity, while also laying the foun-
dation of knowledge and self-discipl ine for upper division work.

If lower division courses are considered to play such an important
rcle, then it follows that Graduate Tiaching Assistants who teach or
assist with these courses are vital to the university. They deserve a
great deal of support and supervision at all levels--tne departmental,
school and university level. They need good role models--since most of
us teach as we are taught. They also need opportunities for processing
their experiences and constructively evaluating their performance,
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I, B. Ten myths about teaching

"Teaching can be pretty scary at times, but many teachers make things
worse by believing in ten teaching myths, The more of these you sub-
scribe to, the less likely it is chat teaching can be fun."

1.

9.

10.

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

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

I can never admit that I am unsure or wrong in the classroom.
My students must respect me because I am their teacher.

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

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

My students must learn everything I teach,

Students are basically lazy, untrustworthy, and probably
not very bright,

This is my students' most important class.

I must teach better than my colleagues do.

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

- by Douglas Bernstein
from a brochure for a conference on
"Teaching Undergraduate Psychology"

4<11




II, C. One GTA's experience

"Al though it occurred over two quarters ago, the experience I want
to describe is still quite vivid in my mind. 1In retrospect, I realize
that though I saw it as my 'trial by fire' initiation into teaching at
the time, it was a useful experience. It helpedme to crystallize my
role as a TA at the outset.

I felt a great deal of apprehension and a sense of inadequacy when
I began to teach. I was a first-year graduate student from a liberal
arts background. I found it quite disconcerting that 'they' (I wasn't
sure who it was whc had had enough confidence in me to appoint me in
the first place) e pected me to teach something to studente who may
have had nearly as much education as I. My sense of anxiety was
further heightened by the fact that the subject matter of the class I
was to teach was r.mewhat peripheral to my field of specialization and
by the fact that it would be my job in quiz sections to amplify the
professor's lectures, rather than being able to tal. about what I knew
best.

My first section went quite well, I thought. The professor had
introduced a few very basic concepts, which I thought I understood
fully. I had tried to explain them to the students so that they also
under stood them. Buoyed with a sense of some self-confidence, I pre-
pared to present my second sect‘on with the same material, but it
didn't go as smoothly. A few of the brighter students began to ques-
tion me about subtle nvances in the concepts which I had failed to
consider. I began to feel incompetent. As they continued to probe, my
answers became more and more contradictory and incoherent. My embz:ras-
sment increased because I realized that I, who had always been a
student and therefore a passive receiver cf definitions, didn't fully
understand these basic concepts well enough to answer othe.s'
questions. Because of this and my impressioun that a teacher should
know everything, I kept muddling around getting myself and the students
more confused. Finally, I managed to change the subject, but as I left
the classroom I felt that I had lost their respect. They woulcd be
intent on tricking or embarrassing me from then on.

I was apprenensive about that particular section the next week.
During the week, I thought about my role in the classroom. I spent a
long time preparing for the section nd thoroughly "reprepared” the
concepts I'd tried to review before. mnappily, the next week's section
went much better. In fact, I enjoyed it. It became my favorite
section.

The change, of course, was entirely within me. I knew that I did
have gaps in my knowledge of the subject. Why not admit that and let
the students know that I was learning too? I saw that it would be
ineffectual for me to place myself above them as some omniscient pur-
veyor of knowledge. How could I be, when almost the only reason I was




in front of the class was because I had had a few more courses in the
subject than they had?

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

I learned from the experience the importance of honesty with your-
self and your students. 1It's much mare comfortable for you and for
them to realize that even as you're iscussing topics with them, you're
learning yourself.”

-from How to succeed as a New Teacher: A Handbook
for Teaching Assistants. Change Magazine Press.
1978.




II, D. The special situation of the international TA

A significant number of Teaching Assistants on U.S. campuses are
from other countries: the experience can be mutually beneficial to both
parties--expanding our scope, our humanity and our knowledge.,

The experience of the international GTA can be a riveting one,
however, since the "normal" fears and anxieties of being a Teaching
Assistant are greatly compounded for the GTA coming from foreign soil,
where educational norms and experiences, as well as language, may be
vastly different. International GTA's deserve our understanding and
support, but--above all--our admiration!

Perhaps the two greatest sources of potential difficulty are lan-
guage and differing norms and expectations across educational systems.
"Language", of course, encompasses vocabulary, pronunciation, grammar
and syntax. Vocabulary will generally increase with exposure to new
words and frequent practice. The problematic areas within vocabulary
are more likely to be slang and idiomatic speech. 1In instances where
students use slang or idiomatic phrases, the GTA should ask that stu-
dents rephrase their statements using standard English, or ask for a
fellow student to "translate® GTA's should take an open and curious
attitude toward learning and trying out new words. (Assume the first
trial will probably not be quite correct; this is equally true of
native speakers using a word for the first time which they have perhaps
only seeninprint.) If possible, live amongor spend timewith native
speakers in order to get practice with English. Opportunities for
formal lessons (either in a group or via individualized audio-
tutorials) in English vocabulary, grammar and syatax might be helpful,
as well.

Pronunciation i1s also an area that should improve with attentive-
ness to native speakers, practice, and feedback. Working with an
audiotape might be of value. Perhaps the most important strategies the
non-native GTA can adopt in the classroom are to speak slowly and
clearly and provide back-up visuals to communicate key vocabulary words
(such as chalkboard, overhead transparen~y or handout).

It is 1ikely that international GTA's are never so aware of their
own cultural norms and mores as when they are standing in an American
college classroom. Their assumptions about education in general and
teacher and student roles in particular may not mix well with the
informality of American classrooms or the high level of student ques-
tions and retorts, or (sometimes) low level of student motivation.
Perhaps the best advice to help the international GTA accul turate
him/herself to these foreign classroom dynamics is to observe other
classes by faculty or TA's in the department. Most importantly, s/he
should not interpret informality, questions or low motivation as chal-
lenges to his/her authority. Establishing too informal and friendly
relationships with students can also create problems, however, espec-
ially at grading time. (It is worth noting, however, that low motiva-
tion is the one category of the three that may be a symptom of a
curable problem: See Section IV, B. in this booklet.)

One potential problem area for GTA's is humor. Humor is one of the
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most untranslatable, idiosyncratic dimensions of society. GTA's
attempts to be humorous may come out wrong or be misinterpreted by
students, and vice versa: student humor may be misunderstood by the
GTA. It may be wise to avoid making jokes or trying to be humorous;
instead, simply adopt a relaxed, congenial attitude and solicit
students' help where needed.

Another area where communication signals may get confused is in the
realm of body language, or nonverbal communication. For example,
cul tures may vary in whether touching is appropriate between casual
acquaintances. (Touching another person's arm is generally the only
acceptable touching behavior in the U.S. between casual or professional
acquaintances.) Another cultural variation involves how closely casual
or professional acguaintances stand to talk to each other: our accep-
table distance is about 18" One has to be a careful observer to
perceive subtle differences; however, they can be important in estab-
lishing trust and effective communication with peers and students.

Campus resources that can be of assistance to international GTA's
are:

1. Admissions Office for International Students
(Assists with application process and admissions
requirements for international students, as well as
providing information on academic programs.)

2. Center for International Programs
(Coordinates community outreach activities and programs in the
area of international studies, as well as student exchange
programs.)

3. English Language Center (ELC)
(ELC offers programs in English as a Second Language for
International Students and members of the local international
community; intensive courses range from beginning to advanced
levels. Also offers the Speak Test and the TOEFL and follow-up
consultation.)

4. Office of International Faculty and Student Services
(Provides advising and counseling to international students
about the University and the community in an effort to prepare
them for their arrival and adjustment to the United States.
Also offers a variety of prog:rams and activities to encourage
interaction between international students and Americans.)

5. Writing Center
(Services include assistance, courses and classes in written
communication skills for international students.)




III. PLANNING FOR TEACHING
A. Choosing instructional approaches and media

If one takes a wide angle view of alternative ways to organize and
deliver courses, a very broad array of options becomes apparent, parti-
cularly as new technologies of instruction are developed. Computer-
based instruction and testing, video-based courses and live
transmission of courses with 2-way audio and video are expanding our
horizons. Quality interaction between teacher and student is still at
the core of these alternatives, however, as is the human factor in
organizing and designing creative and maximally meaningful learning
experiences for students.

The array of options can roughly be classified acrcording to 1)
overall delivery mode, 2) presentation mode, 3) learning activities and
4) accountability techniques (ways that students are accountable for
understanding and mastering the material). Overall delivery mode
refers to the major source and orJanization of the instruction--by
teacher, computer or television; at on- or off-campus sites; in large,
small or individualized formats, etc. These decisions are probably
alrcady made for the courses GTA's are responsible fcr. There may be a
wider margin for lesson-to-lesson instructional decisions, however.
Some of the alternatives one can choose are

1. lecture (with or without instructional aids)

2. uemonstraticn (directly or vicariously through media, such as
film, videotape, slide-tape, or computer)

3. self-assessment instruments and questionnaires

4. question-and-answer (using teacher or student questions), guided
discussion, debate, panel presentation or interview

5. problem-sol vii.,g and hypothesis-testing exercises, case analy-
sis, and use of critical incidents as "interest triggering"
exercises (film/videotape can also serve this purpose)

6. role play, simulations and instructional games

7. grouping alternatives {(for in-class and out-of-class activi-
ties), dividing class into smaller groups centered around a
particular tagk or decision

8. individualized/independent learning opportunities, inclu“ing
modular, self-paced instruction for mastery of particular objec-
tives

9. hands-on practice or direct performance (lab activities)

10. alternative media and materials such as chalkboard and overhead
projector; handouts, exercise sheets and workbooks; 35mm slides

ERIC °16




with or without accompanying audio tape; computer (for demon-
stration or individualized use); film; video-tape (3/4" or 1/2"
format), filmstrip. (A .ew and powerful technology is computer
irteractive videotape or videodisc.) Media can be commercially
prepared or self-produced. (See section VIII, C. Center for
Instructional Development, for request of audio-visual equipment
and production of overhead transparencies and audio-visual
materials.)

Choose the appropriate and most effective approaches for presenting
ideas, information and examples, as well as for providing opportunities
for students to grapple with and demonstrate their understanding of the
material. Each approach has its advantages and disadvantages relative
to instructional objectives and level of mastery desired for students.
Factors like preparation time and in-class time required, as well as
availability of equipment or facilities, also come into nlay.

Strive for a good ™match"™ between instruction, practice and
testing: for example, teaching material at a rote, factual level and
testing for higher level problem-solving skills reflects a mismatch.
In this case, students need practice in problem-solving prior to being
tested on that competency. Also, demands on students need to be
sequenced from simple to more complex learning levels; students should
be well-prepazed for higher levels such as analysis, application and
evaluation/judgement.

10
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IXI, B. Preparing lessons

Write down your expectations and objectives for what you want

students to know, explain and/or be able to do. (e.g., The student
will be able to define..., to contrast..., to calculate certain
problems.,., etc.)

Locate sources of information, e.g., bibliographies in the text,
other textbooks, your own undergraduate course notes, professors in
the department, and other GTA's. Use several sources and build
upon the information. Don't merely re-state what is in the text,
or the students will lose interest., (They will also stop reading
the text if you are "spoon-feeding" it to them.)

Select three to five main points to cover. Reduce the material to
a timed outline and select effective examples to illustrate each
point. (See Section IV, C, 2. on Using Examples.)

Try to organize the lecture around a logical framework for the
topic: cause-effect, chronological order, problem-solution,
topical, pro-con, advantages vs, disadvantages, principl e-examples-
practice.

Consider the full array of presentation options and learning
activities to choose from, Plan to actively involve students in
their own learnirg and to vary the "stimulus" every 20-30 minutes,
switching, for example, from lectur2 to discussion, exercises or
media presentation. Build in time for questions. ({(Another reason
for diversifying presentation modes and learning activities is that
diverse learning styles of students can in turn he allowed for and
respended to.)

One way to organize a lecture is: 10 minutes of definingandgiving
examples of a basic concept, followed by 10 minutes of questions
and answers about the concept, followed by 10 minutes of applica-
tion/exercises for students. Sample questions should be written
down on the outline for easy reference.

Make notes large enough to read. Rehearse at least once or twice
before class to gain confidence, time the lecture and become
independent from your notes.

--many of the ideas presented in this section were

taken from Questions & Angwers: A Handbook for
Assistants by Patty H., Phelps, Faculty
Development Center, Mississippi State University.

18



III, C. Preparing support materials
1. Sylliabus components

The syllabus of a course is a road map for students: it tells them
where they've going, "why" they're going and how to get there. 1In
other words, it should communicate the purpose and scope of the course
and requirements, expectations and standards of judgement (criteria for
grades). ZIssignments should be spelled out (and, ideally, examples of
past students' products should be provided or made available on Library
reserve). The more informational the syllabus, the less dependent the
students should be upon the instructor. Consegquently, valuable class
time and office hours need not be taken up with administrative details.
A syllabus can provide or refer students to eitner simplified or more
advanced readings and practice. In a sense, it represents a coptract
from the instructor to the students. As with most contracts, it should
be clear and unambiguous.

The lists below represent both essential and optional components of
a syllabus. Adapt it for your subject matter, course objectives and
assignments. An example of a syllabus is also provided.

Essential Components:

l. 1Instructor's office location, office hours and phone number (home
phone is optional)

2. Full information about required textbook and readings

3. Description of course (see ODU Catalog)

a. Total number of credit hours

b. Prerequisite courses

c. Credit composition (lecture and/or lab)

d. Background information and brief description

4. Value of course

a. Why the course is important to the curriculum
b. What are the benefits and practical applications of the course

S. Goals and objectives

a. Overail course goals

b, Specific objectives per unit of study stated in desired student
outcomes. Specify objectives in all three domains of learning,
if applicable:

1. cognitive----information, concepts, ideas, philosophical
paradigms

2, affective----attitudes, erotions, assumptions

3. psychomotor--skills, piocedures, performance, self-expression
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a.
b.

C.
d.
e,

6. Course outline including major units and sub-topics
7. Attendance requirements and effect, if any, on grades

8. Course assignments and projects

Due dates

Format suggestions/requirements (minimum or maximum length,
typed or handwritten, etc.)

Degree/type of research expected

Weight of each assigmment/project toward final grade

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

Optional Components:

a.

b.

l, Teaching procedures

Various activities to be employed:

l, lecture

2, discussion

3. question and answer panel
4. other

Level of participation expected of students

Reading list for simpler or more advanced readings by topic (note
level)

3. Vocabulary lists (with or without definitions)

4. "Progress" checklist for student to track due dates and check off
completion of readings, assignments and projects

--main ideas takzn from Questions and Abnswers: A

Handbook for ITeachina Assistants by Faculty
Development Center, Mississippi State University.
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Instructor:
Office:
Hours:

Text:

Course
Objectives:

Class Format:

Assignments and
Evaluations:

Attendance:

SAMPLE SYLLABUS
(+he information is fictitious)
INTRODUCTION TO SOCIOLOGY
SOC 200

Dr. Matthew Bowden
834 Harper Hall

8:30-9:30 a.m. (M=-F)
11:00 a.m. ~ 1:00 p.m. (M-F)

Sociology by Jon She; ard, New York: West Publishing, 1981l.

The objectives of the course are three-fold:

(1) To present a survey of the discipline itself, in-
cluding a consideration of the scope, methods, and
theoretical orientations of sociology,

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

(3) And finally, to gain an appreciation of the problem-
solving capabilities of the sociological mode of in-
quiry.

Classes will be run on a lecture/discussion basis. Since

class discussions fuuction to make readings more meaning-

ful and the learning process more interesting, you are
expected to read the assignments in a manner which will
allow you to raise and to answer questions. Involvement
in class discussions is encouraged. Films are used as
well. They are a serious part of the presentation, and
material from them will be included on the exams.

Material to be covered during the quarter is divided into
six units, and outlines of each unit are attached. The
outlines afford a briet overview of matrnrial to be covered
in each unit, as well as instructional objectives consid-
ered central to an understanding of the subject material.

There will be 4exams during the semester and a final com-
prehensive exam administered during finals week the second
week of December. Exams will consist of multiple choice
and short essay questions. Grading is on a standard :
scale. Exams will each count 20% of you. grade. The dates
of exams are: Sept. 9 Oct. 21

Sept. 30 Nov. 18

Regular attendance is expected and records of class at-
tendanc” will be maintained. Anyone absent for more than
20 percent of the classes (10 class p..riods) will receive
a failing grade for the course. This policy is consistent
with that outlined in the College Bulletin.
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UNIT ¥ SOCIOLOGY: WHAT IS IT? HOW DOES IT WORK? WHAT DOES IT STUDY?

This unit is intended to serve as an introduction to sociology
and will provide a fourdation for the remainder of the course. Follow-
ing and introductory cverview of the discipline itself, we will become
acjquainted with the manrer in which the sociologist employs the scier-
tific methods in sociological research. Finally, we will examine
briefly the ~nnstituent subunits of society which together comprise the
structure of society, zud which represent the primary foci of the
sociologist's study.

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

unit Qutline
A. The Scciological Perspective
l. The development of szciology
2. The uses of sociology
3. Theoretical orientations to the study of sociology
B. Scientific Method and Sociology
l. 1ypes of research design
2. Dpata collection and analysis
3. Difficulties and ethical consideration in research
C. The An.lysis of Social Stxucture
1. The components of social structure
2. Types of social interaction
3. Levels of societal complexity
D. A Critical Review of the Reading Assignment

Unit Objectives Upon completi:n of thig unit, you will be able to:
1. Define "sociology", and discuss the specific foci of the soci-
ologist.
2. Compare the sociological foc's to that of other sccial sciences.
3. List the factors contributing to the emergence of sociology as
a discipline.
4. CLCiscuss the factors contributing to sociology's establishment
in the U.S.
5. Understand the uses of the sociological perspective.
6. Define "theoretical orientation”.
7. Identify the three gereral th2oretical ovientations used in soci-
ology today, and list the assumptions of each.
8. Discuss the contributions made by Comte, Spencer, Durkheim, Marx,
and Weber.
2. List the phases cf the scientific mcthod as employed by sociolo-
gists, and discuss what each phase entails.
10. Compare the various research designs in terms of strengths and
weaknesses.
11l. Discnss difficulties peculiar to sociological research.
12, Enumerate the ethical priorities of the research sociologist.
13. Define "social structure".
14. Describe the components of social structure.
15. Understand the relationship between status and role.
16. Distinguish between "institution" and "group".
17. Describe the different levels of sociental complexity.
18. Discuss the contributions of Tonnies, burkheim, and Redfield re-
garding conceptualization of society(ies).
19. Enumerate and define types of social interactionm.
20. List the functions of conflict.
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21. Identify the following terms: ;

sociology random sample

theoretical orientation theory J
structural-functionalism verifiability )
conflict theory validity !
symbolic interactionism macrostructurs ’
causation status (ascribed/achieved)
correlation role ;
correlation coefficient role strain

variable role conflict

hypothesis role set

mode/mean/median group

positivism institution

verstehen society

serendipity control

UNIT II CULTURE, THE INDIVIDUAL, AND SOCIETY

The subject matter of sociology involves three interrelated
dimensions, the cultural dimension, the dimension of the individual,
and thirdly, the social matrix. The latter can be thought of as the
stage where individuals collectively interact according to cultural
rules; this dimension will be examined in depth in Unit III.

The present unit begins with a consideration of culture and
examines the significance culture holds for the individuals comprising
society. Then, we shift attention to the individual, specifically, to
the ways in which individuals develop an identity and in so doing learn
to "fit" into social niches and behave accordingly. In spite of cul-
tural rules and socializing process, there will occur behavior which
violates cultural rules and sociental expectations. Accordingly, de- |
viant behavior, its causes and consequences, will constitute a major
focus of this unit.

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

Unit Outline

A. Culture
1. Biology, behavior, and culture
2. The concept of culture: a working definition
3. Components of culture
4. Culture as an adaptive tool

B. Socialization and the Self
1. Socizlization: the biological and cultural interface
2. The development of the "self": five theoretical approaches
3. Agents of socializatio