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Introduction 1

Introduction to UNC

Campus and Student Profile

To be a successful teacher, you need to know
something about the institution in which you
teach and about the undergraduates who take
your classes. This knowledge is particularly im-
portant if you come from out of state or another
country. Every university has a unique history
and special culture that can influence classroom
teaching in subtle ways. Your students’ academic
and cultural backgrounds also directly affect as-
pects of instruction, so the more you know about
them, the more effective you can be as a teacher.

The following profile is based on data from the
1990-1991 school year and is intended to provide
a broad context for understanding UNC and its
students. Your task as a teacher is to find out more
specific information about the institution and
your department and about the background, skills,
interests, and needs of the students in your classes.
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The University

The University of North Carolina at Chapel Hill is
the flagship of the 16-campus university system.
UNC was chartered in 1789 and opened its doors
in 1795, making it the first state university to
admit students. From one building, 41 students,
and two professors, the University has grown to
162 major buildings, 23,852 students, and 1,900
full-time faculty teaching in more than 100 fields.

In addition to full-time faculty members, there are
many lecturers, part-time faculty, and, in an aver-
age year, about 1,200 graduate teaching assistants.
The University is composed of 14 colleges and
schools with more than 70 departments, related
centers, and institutes. These colleges and schools
offer 67 Bachelor’s, 88 Master’s, and 61 Doctoral
degrees, as well as professional degrees in den-
tistry, medicine, pharmacy and law. The Univer-
sity has two divisions: Academic Affairs and Health
Affairs (see list below for schools in each divi-
sion). Of the 1,900 full-time faculty, 46% are in
Academic Affairs and 54% are in Health Affairs.

Academic Affairs
College of Arts and Sciences
School of Business Administration
School of Education
School of Information & Library Science
School of Journalism
School of Law
School of Social Work

Health Affairs
School of Dentistry
School of Medicine
School of Nursing
School of Pharmacy
School of Public Health

As with all research universities, UNC’s reward
system is based very heavily on measures of re-
search productivity. However, the University also
has a long tradition as a teaching institution. As a
result, in many departments good teaching is
assumed to be the goal (and the personal respon-
sibility) of every faculty member or TA, without
regard to extrinsic rewards. To reward outstand-
ing teaching, the University, various philanthro-
pists, and the student government have all funded

teaching awards that carry both prestige and sig-
nificant honoraria. Some schools and departments
also make teaching awards.

Remember that UNC is a state university, and
although it enjoys a national reputation for its
leading research role, one of its missions is to
educate the people of North Carolina. By law, at
least 82% of UNC's total student body must be in-
state, and currently the figure is closer to 84% in-
state, which means that the vast majority of your
students will be from North Carolina. Given UNC's
national reputation, new faculty members and
TAs from other states may have unrealistic expec-
tations about the undergraduate population. When
these expectations are not fulfilled, new teachers
can become disillusioned and feel unprepared to
teach effectively. Developing a more accurate pic-
ture of UNC students, their abilities, and their
needs, will help you prepare for a successful
teaching experience.

The Students

In fall semester 1990, there were 23,852 students
enrolled at UNC. Approximately 65% (15,463) of
these students were undergraduates, 27% were in
graduate programs, and 7% were in professional
programs. Almost all of the undergraduates enroll
in programs in the Academic Affairs Division
(13,848 students in 1990).

Among undergraduates, women outnumber men
59% to 41%. Approximately 85% of undergradu-
ate students are white; 10% are black; 5% are
Hispanic, Asian, American Indian or Alaskan na-
tives. Eighty-four percent of the undergraduates
come from North Carolina, representing every
one of the 100 counties in the state. Although
there are out-of-state students from most regions
of the country, the majority come from states on
the eastern seaboard. Students from foreign coun-
tries make up less than 1% of the undergraduates
and over half of these students come from western
Europe and Canada.

You can expect freshman students to have a wide
range of academic abilities. Some students have
very sophisticated academic backgrounds while
others have only the basic skills required for
enrollment at the University. Out-of-state stu-
dents have higher SAT scores as a group than in-
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state students. In 1990-91 the average SAT score
for enrolled in-state students was just over 1120;
for out-of-state students the average was 1293. In-
state students generally come from the top 6-7% of
their graduating class while out-of-state students
come from the top 4-5%. The University received
15,172 undergraduate applications in 1990 (6,446
in-state, 8,726 out-of-state) and accepted 5,530.
Of the in-state applications, 64.7% were accepted,
but only 15.6% of the out-of-state applications
were accepted. In the Fall, 1990, semester, 3,252
students enrolled: 2,649 in-state and 603 out-of-
state students. It is obvious that out-of-state stu-
dents have a much harder time getting into UNC
than in-state students, and those who make it are
generally very good students with strong aca-
demic backgrounds.

Between 55 and 60% of freshmen graduate in four
years and between 70 and 75% will graduate in
five years. Eventually, about 80% will complete
their undergraduate degrees here. These gradua-
tion rates are higher than the average for major
public research universities in the Southeast and
compare favorably with national averages as well.

North Carolina

Since the vast majority of UNC'’s undergraduates
are from North Carolina, you need to know some-
thing about the state to understand their back-
ground. North Carolina has a population of 6.5
million people, but there are only 10 cities with
populations over 55,000 and only 5 cities with
populations of over 100,000. The largest city,
Charlotte, has over 395,000 people, but 245 towns
have a population of 1,000 or less. For some
students, their first class at UNC will have more
people than their hometowns. Many students may
have no experience with the kind of urban life that
iIs common in the Northeast and little understand-
ing of the culture and sociology of large cities.

North Carolina has a centralized public education
system with a State Department of Public Instruc-
tion and a State Superintendent of Education. The
state mandates a minimum standard course of
study for both the core and elective curriculum in
all public schools from kindergarten through 12th
grade. For graduation, all high school students
must earn twenty Carnegie Units, including four

courses in English, two in math, two in social
studies, two in science, one in physical education
and health, and nine additional courses that are
determined by the local school board. Students
who expect to go to UNC-CH must also take a
foreign language, college preparatory math, and
three courses in science. Local school boards can
go beyond the minimum curriculum set by the
state and offer a variety of electives and advanced
courses. North Carolina high schools, which vary
greatly in size, also vary in the number of teachers
with higher-level degrees, the number of Honors
and Advanced Placement courses offered, and in
the student-teacher ratio.

North Carolina has some innovative educational
programs for public school students, including
the School of the Arts, the School of Science and
Math, and numerous special programs, but the
state currently ranks 49th in SAT scores. And
although the state ranks 12th in the nation in the
amount of money it spends, per capita, on higher
education, it is only 40th in per capita funding for
elementary and secondary education.

You can conclude from this picture of the state’s
public school system that most students at UNC
have not had to face the competition and educa-
tional demands that would prepare them for work
at a nationally ranked university, even though
they are drawn from the top 6 to 7% of their high
school graduating classes. Many students also
lack experience in academic self-discipline, and
most have had their planning imposed upon them.
They are nonetheless quite capable of doing high-
level work and will work hard if you let them
know you have high expectations for their perfor-
mance and if you provide them with sufficient
structure and direction.

Many environmental factors can conspire to trap
students into academic jeopardy. For the first time
in their lives many of them will face the need to
monitor and take responsibility for their own
behavior, and they may be overwhelmed by the
rich social and recreational life in Chapel Hill. As
a university town, Chapel Hill has a cosmopolitan
ambiance compared to many of the small towns
and cities in which the majority of students grew
up, and it affords many potential distractions.
UNC's varsity sports program is a major source of
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entertainment for undergraduates, and sports may
preoccupy some of them to such an extent that
their studies will suffer. The campus also has a
very active fraternity and sorority system, which
places additional demands on the attention of a
substantial number of students. Finally, many
undergraduates are the first members of their
families to attend college, and because the experi-
ence is unique and UNC is so large, they can feel
alienated or lost.

You should also be aware that approximately 30%
of all undergraduates receive some type of finan-
cial aid, and many work part-time for their entire
college careers. Although the majority of UNC
students are middle-class, there are many from
families of modest means. If a student is not
performing well in a course, it may be because of
a heavy work schedule rather than lack of skill or
motivation to learn.

You will need to take all these factors into account
as you teach and counsel students. Although you
cannot (and should not) play the role of parent to
your students, by learning as much as you can
about them and taking an interest in them as
individuals, you can educate them and help them
to succeed as college students. There are a number
of suggestions for learning about your students in
the section called “The First Day of Class.”
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b

Course Ianning
& Teaching

Planning and Design

Many college teachers use a simple, content-cen-
tered planning model. The operative planning
questions are:

» How much of this content can | cover?
« How much time do | have to cover it?

= Should | emphasize breadth or depth of
coverage?

« \WWhat materials will | need to teach the
course?

This model provides no guidelines for selecting
the content to be covered, and it is obviously
impossible to include all the material that is rel-
evant to a given course. Teachers often have
difficulty with this problem, particularly in new
courses, and one of the most common student
complaints about college courses isthat they try to
cover too much material. This focus on content




6 Planning & Teaching

can also lead to an emphasis on learning factual
information rather than mastering higher-level
thinking skills. Research has shown that retention
of factual content beyond the final exam is mini-
mal; most of it is lost within a few weeks. Of
course, factual content that the student continues
tousein other classes does tend to be retained, but
this kind of repetition usually occurs only in the
student’s major. Think about undergraduate
courses you took in fields unrelated to your cur-
rent discipline and ask yourself how much factual
content you can recall today.

By contrast, the planning model presented in this
section focuses on the student rather than on the
content. The operative planning questions are:

= In what ways will students be better thinkers
when they finish the course?

e What should students be able to do with the
knowledge and skills gained in the course?

= What portions of the content are germane to
these learning goals?

« What kinds of tasks should students perform
in order to achieve these goals?

This model addresses content mastery and the
intellectual skills that students should have when
they finish the course. It shifts the responsibility
for learning back on the student because planning
decisions are made on the basis of activities that
students must perform. It also makes selection of
material easier, since course goals dictate the
content that will be included. Moreover, students
tend to remember factual details longer if the facts
are associated with higher-order thinking pro-
cesses such as problem-solving, analysis, and criti-
cal thinking. This model can be applied to the
design of any kind of instruction, from single
lectures to entire curricula, and many teachers
have reported that they have used it to improve
their presentations at professional conferences.

How to Begin

It's best to start planning your course several
monthsahead of the semester inwhichitistaught.
Good planning requires thought and reflection,
and mundane details often require long lead times:
ordering textbooks, requesting films, getting copy-
right clearance for duplicated materials, and typ-

ing and duplicating course handouts. But even if
you are asked to teach a course on short notice,
you should try to follow as many of the planning
guidelines as possible.

Most faculty members and some teaching assis-
tants are completely responsible for designing the
courses they teach, but some departments require
that certain courses follow guidelines that insure
uniformity of instruction. Ifyouarea TA, you may
inherit a course that someone else has planned
and taught. Even in cases where you must con-
form to a previous plan, you can still use these
guidelines to modify the course to suit your inter-
ests and needs. It is certainly easier and less time-
consuming to adapt a well-planned course than to
develop one from scratch. Remember too, that no
teacher—even the best—will create a great course
on the first try. As a matter of fact, some instruc-
tors feel that you must teach a course at least three
times before it really works well.

The Basic Planning Model

We have created a set of questions for you to
consider at each stage of the course planning
process. This list covers the most important ele-
ments of course design.

1. What is the place of this course in the cur-
riculum? Is it a prerequisite for higher-level
courses? If so, what do incoming students in
these higher courses need to know? Is the
course peripheral to the departmental cur-
riculum? If so, what purpose is it supposed to
serve? Where does the course fit in the
overall education of the students? Answering
these questions will help you define the
course goals.

2. What kinds of skills and levels of knowledge
can you expect of students who register for
the class? What level of performance can you
expect from them? It is helpful to talk to
experienced faculty about the typical UNC
undergraduate’s capabilities and achievement
level—for example, the average incoming
freshmen reads at an eleventh-grade level.

3. Given their incoming skills and knowledge,
how do you want students to “be different”
by the end of the course? Specifically, what
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skills and knowledge should they be able to
demonstrate, and how will you measure their
achievement of these goals? (In the next
section, you will find a useful system for
identifying goals and objectives, and subse-
quent sections provide tips on testing and
grading.)

. What themes, fundamental principles, or
synthesizing ideas does the course involve?
For example, a course in art history might
have a particular approach to interpreting
works of art that is used throughout; a course
in anthropology could use ethnocentrism as a
theme. These elements can serve as unifying
themes for the entire body of material; they
become the threads which hold the course
together for the students.

. What are the major instructional units into
which the course naturally divides? If there
are no natural divisions, what logical and
convenient divisions can be imposed on the
course? It is important to break material into
chunks so that students can more easily
assimilate it. Without some subdivisions, a
course may be too complex for the average
student to comprehend.

. What kinds of learning experiences seem
appropriate for students to master the course
goals and objectives? What textbooks, mono-
graphs, or other reading materials are avail-
able, at what level are they written, and how
closely do they match your conception of the
course goals and objectives? (For further
help, read the section entitled “Textbooks,
Manuals, and Readings.”) Are there films or
videotapes that explain some topics better
than you could in a lecture? Are there indi-
viduals whose expertise in certain areas
would make them ideal guest speakers?
Would your students learn some things better
if they took a field trip to a local site? How
will you involve students actively in their
learning, both inside and outside of the
classroom? (See the section on active learning
strategies.)

. How will you evaluate student achievement
of objectives? Evaluation methods should be

appropriate to the objectives and need to be
planned when you design the course. (The
section on testing and grading will help you
make these kinds of decisions.)

Focus of the Course

Your answers to the first four questions above will
help you determine the focus and outcomes of the
course. In most math, science, language, and
physical education courses, the outcomesare well-
defined: students must be able to work certain
kinds of problems, solve specific equations, read
and speak a language at a particular level of
mastery, or demonstrate certain physical skills. In
these courses planning is simplified because the
place of the course in the curriculum and the
learning outcomes are generally agreed upon. On
the other hand, departmental curricula may not
be revised often enough to meet changes in the
undergraduate population, and this may mean
that course outcomes are inappropriate for the
needs of current students.

By contrast, course goals in the social sciences and
humanities are usually not as easily defined. What
should students be able to do, to know, or to
understand when they finish a survey course in
history, music, art, anthropology, sociology, or
philosophy? These courses require the teacher to
think carefully about the meaning of these areas of
knowledge for the lives and education of under-
graduates. If they never take another course in
your field, what would you want them to know
about it? Of course, there is no single, objective
answer to that question—not only will specialists
in your field disagree, but the answer will vary
from department to department and from institu-
tion to institution.

Defining goals and objectives is indispensable to
course planning. For convenience, we will make a
distinction between goals, which are general state-
ments of the aims of the course, and objectives,
which are more specific statements of the pur-
poses of individual units or lessons. In writing
goals and objectives, remember that they do not
describe what the teacher is going to do; they
describe what the students are going to learn. One
way to focus planning on learning outcomes is to
ask yourself how you want the students to be
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different by the end of the course. Do you want
them to have some of the skills that professionals
in your field share, at least at a rudimentary level?
Do you want them to be able to interpret phenom-
ena in a special way? With what intellectual skills
should they leave the course? You might also
consider non-cognitive goals (How will the stu-
dents’ attitudes change over the course of the
semester?), since attitudinal goals may be as im-
portant as cognitive goals in some courses.

Compare the two statements of course goals given
below. Which statement provides more informa-
tion to the students? Which one seems to be a
clearer guide to the concepts covered inthe course?
Which one provides a better framework from
which to plan the rest of the course?

Example A

Sociology 112—Social Stratification

The focus of this course is on contemporary
social stratification in the United States. How-
ever, we will also cover the historical develop-
ment of stratification, different theoretical
perspectives on the origins of social equality,
stratification in communist societies, and theo-
ries of world stratification.

Example B

Sociology 10—American Society

By the end of this course, you should be able to
do the following:

1. Recognize and define the basic concepts of
society and the ways in which sociologists
use these concepts in constructing explana-
tions for individual and group problems.

2. Explain how American institutions are main-
tained or changed by individuals or groups in
society.

3. Analyze a selected number of American
institutions using the basic concepts and
theories of the sociological perspective.

4. Analyze selected past, present, and future
problems of American institutions using the
knowledge you have gained in 1, 2, and 3,
above.

If you state your course goals in terms of student
performance, as in Example B, you will have a
much better foundation on which to build the
course. You can then work backward from these
goals to select material that is most appropriate for
achieving them.

Course Themes

Some courses have themes, principles, or funda-
mental postulates that lend continuity and pro-
vide perspectives on the entire course. These
themes will provide convenient intellectual pegs
on which to hang concepts and other course
material. In an Anthropology course, a teacher
articulated several themes: the difference between
nature and culture in Western thought; the rela-
tion between Western cultural values and other
cultural values; the interaction between environ-
ment and culture and its effect on behavior.

The teacher referred to one or more of these
themes in each class, providing students with a
way to organize and discuss the course concepts.
In some courses, a model of analysis can be used
in the same way. The model is introduced at the
beginning of the course and used throughout as
students explore the content.

Planning for Instruction

The last three questions in the planning model
above relate to the next stage of course design,
which involves dividing the course into manage-
able pieces, choosing activities for each class,
providing for quizzes and exams, and integrating
these elements into a coherent whole. The major
and minor divisions of the course should follow a
logical order that can be easily grasped by stu-
dents. The breaks between divisions provide natu-
ral points for quizzes and exams and allow stu-
dents to synthesize course material in manageable
pieces. Sometimes the textbook dictates the order
and sequence of these divisions, as in some math,
chemistry, or language courses. Courses that fol-
low a linear historical survey will usually have
natural breaks in the narrative, and courses that
are organized topically can be divided by topic. It
is wise to avoid using a textbook that presents
material in a sequence that differs widely from
your course plan, but if you must use such abook,
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provide careful instructions for students to mini-
mize confusion. Starting with major instructional
units, decide how many days to devote to each
one, and list the readings associated with each
unit. Once you have worked out the larger units,
divide them into individual class sessions.

Once you have decided on the major and minor
divisions, you can block out the semester’s activi-
ties. You will need an official university calendar
for the semester in which you will be teaching. If
you don't receive one in the mail, check with your
department secretary for a copy. The calendar
specifies the firstand last class days and final exam
days, indicates holidays and other events that
might affect class schedules, and specifies dead-
lines for drop-add, grade reports, and similar
items. Try to avoid having sessions on related
material span major holidays. Remember, too,
that major exams will take entire class periods to

administer, and it is a good idea not to schedule
them for the day before or the day after a major
calendar break. Most teachers try to give some
kind of test or graded assignment before the drop-
add deadline, which is six weeks from the start of
the semester, so students can drop the class if they
are not doing well. If you count the number of
hours that you will actually be in the classroom,
you will probably find that the total is less than 40.
In other words, you must teach the entire course
in what amounts to a single standard work-week.

When you have blocked out the course and are
satisfied that its parts are well-integrated, you will
be ready to consider the objectives for each class
period. Think of each class as having three ele-
ments: objectives, methods, and evaluation. It is
helpful to create a table for each class as in Figure
1, to plan for each of these elements. This proce-
dure pre-empts the impulse to sit down and auto-

Instructional Planning Chart

Figure 1

Lesson on Stratification and Social Mobility

Evaluation

Objectives

Teaching Methods

Students will be able to:

Explain social stratification,
including its measurement in a
given situation.

Compare and contrast the argu-
ments concerning the inevitability
of stratification.

Discuss and evaluate a given social
policy from the standpoint of the
sociology of stratification.

Describe and identify the Func-
tionalist and Conflict approaches
to stratification.

Before class

Answer questions in study guide
handout, based on the reading
assignment in chapters 12 and 13
of the textbook.

In class
Fifteen minute mini-lecture on the
four systems of stratification.

Twenty-minute class discussion
on U.S. social policies designed to
reduce poverty (based on ques-
tions in study guide and readings
for today’s class). Five-minute
summary of important issues
raised in the discussion.

Two student presentations to
compare and contrast Marx's and
Weber's view of class. (20 min.)

Fifteen minute mini-lecture on
Functionalist and Conflict
approaches to stratification.

Essay questions on Mid-term: the
four systems of social stratifica-
tion, comparison of Marxian and
Weberian views on class, compari-
son of Functionalist and Conflict
approaches.

Short quiz next class on elements
of U.S. social policy raised in class
discussions.
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matically write lectures for each class session.
Some course material may be appropriately taught
via lectures, but if you consider the objectives for
the day, you may decide that class discussion (or
a formal debate or homework assignment) would
be a more appropriate and effective method. You
can then write “class discussion” under the meth-
ods column and make notes about how to prepare
students for the discussion and how you might
conduct the exercise. You may decide that stu-
dents will need several different activities to mas-
ter the objectives. For example, a short lecture
might be followed by an in-class writing assign-
ment, a guided discussion on the reading, fol-
lowed by a short summarization lecture at the end
of class. (Assigned readings and homework exer-
cises can be used to get students to master some
objectives outside of class—remember, class time
is limited and very precious.)

The taxonomy in Figure 2 is useful for this stage
of planning because it provides clear distinctions
between lower and higher levels of learning. We
include the taxonomy here because it will help
you select the outcomes you desire. Don’'t worry
about whether a particular objective falls under
application or analysis, just use the list as a guide
for your planning. For example, if you find that
most of your objectives fall in the lower end of the
taxonomy, ask yourself whether some higher-
level objectives might also be appropriate. In the
content-centered method of course planning,
teachers tend to emphasize recall and comprehen-
sion, but most teachers would prefer to emphasize
the upper levels (synthesis and evaluation). There
are other systems for classifying learning out-
comes, but this one has been used in psychology
and education for many years, and it is simple and
easy to understand.

The sample objectives in Figure 1 are stated in
such away that their evaluation is clearly implied.
On your planning chart, the evaluation column is
for notes about the specific kind of evaluation you
will use for each objective. For example, you may
decide that some measurement of class participa-
tion is an appropriate evaluation of an objective,
or you may sketch out a short quiz or list of
possible essay questions for a major exam. What-
ever form the evaluation takes, it should clearly
measure the objectives for the session.

This planning format helps you focus classroom
activities on specific learning outcomes, to enter-
tain a variety of instructional strategies, and to
consider appropriate methods of evaluation at the
initial planning stage (rather than after you have
taught the material). This format can also be
applied to planning a single lecture, demonstra-
tion, or other individual unit of instruction.

As you look over your work at this point, check
the “flow” of the course. For example, be sure that
sections of the course fit together well and that
you have provided ways for your students to
understand these connections. Short lectures are
useful for providing an overview of an upcoming
unit, and they can be supplemented by short class
exercises in which you ask the students to look
over the next unit and identify the connections
between the new material and previous units.

This is also a good time to check the length and
sequence of readings and how they relate to class
activities. If you simply lecture on the reading
assignments, students quickly learnthat they don't
need to come to class or that they don't need to do
the reading. On the other hand, if you fail to relate
reading material to class activities, students will
be confused about the importance and relevance
of the readings. Reading material should be illu-
minated in class so that students understand the
context of the material and perceive its relation-
ship to the course. Exercises that require students
to use material from the reading can be very
effective for this kind of integration. You can tell
you haven't succeeded in this regard when stu-
dents ask questions such as “How much of this
reading will be on the exam?,” “Do you just want
us to get the general point from the reading or do
you want us to memorize facts?,” or “Do | need to
read it for class on the assigned day or just before
the exam?” You should also ask yourself how well
you have clarified relationshipsamong other course
activities—written exercises, exams and quizzes,
homework assignments, topical discussions, or
lectures. A well-designed course is a carefully
crafted network of ideas. Students should not
have to guess why they are reading a particular
book or writing a particular paper; nor should
they waste time or suffer needless anxiety trying to
fathom the instructor’s intentions.
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Taxonomy of Educational Objectives

Figure 2

1. Knowledge: The recall of specifics and universals,
involving little more than bringing to mind the
appropriate material.

Examples:

a. Define the term “short term memory.”

b. Identify the five major Prophets of the Old
Testament.

¢. Who won the battle of Waterloo?

d. Write the equation for the Ideal Gas Law.

e. What are the five sections of a research report?

f. List the characteristics peculiar to the Cubist
movement.

g. What are gram-positive bacteria?

2. Comprehension: The ability to process knowledge
on a low level such that the knowledge can be
reproduced or communicated without verbatim
repetition.

Examples:

a. From a “story problem” description, set up the
mathematical manipulation needed to solve the
problem.

b. Describe in prose what is shown in graph form.

c. In one sentence give the point of a written pas-
sage.

d. From a blueprint describe the article depicted.

e. Given an experimental paradigm, state the
question to be asked.

f. Translate the following paragraph from Der Spiegel
into good English.

3. Application: The use of abstractions in concrete

situations.

Examples:

a. Relate the principle of reinforcement to classroom
interactions.

b. Describe an experiment to answer the question of
the effects of weight on the fall of an object.

¢. Determine the centroid of a plane figure.

d. Write a short poem in iambic pentameter.

e. Train a rat to press a bar.

f. Apply shading to produce depth in a drawing.

g. Reduce the following circuit by Thevenin’s
theorem and find the current.

4. Analysis: The breakdown of a situation into its
component parts.
Examples:
a. Identify the assumptions underlying a geometric
proof.

b. Given an argument for the abolition of guns,
enumerate the positive and negative points
presented.

c. Analyze the following oscillator circuit and
determine the frequency of oscillation.

d. Given a research design, identify the predictor and
criterion variables and the constraints on external
and internal validity.

e. Evaluate the reliability of the following vapor-
liquid equilibrium data using the Gibbs-Duhem
equation.

5. Synthesis: The putting together of elements and
parts to form a whole.

Examples:

a. Write a logically organized argument in favor of a
given position.

b. Given a set of data derive a hypothesis to explain
them.

c. Given two opposing theories design an experiment
to compare them.

d. Design an overhead condenser for a distillation
column which will condense 75.0 percent of the
vapor. Specify number and size of tubes, flow rate
of cooling water required, and control equipment
for maintaining necessary pressure in shell-side of
container.

e. Construct an original work which incorporates
five common materials in sculpture.

f. Write a short story relating a personal experience
in the style of a picaresque novel.

6. Evaluation: The making of judgments about the
value of material/methods.

Examples:

a. Given an argument on any position, enumerate
the logical fallacies in that argument.

b. Given the data available on a research question,
take a position and defend it.

c. Given any research study, evaluate the appropri-
ateness of the conclusions reached based on the
data presented.

d. In a given clinical situation, select the most
reasonable intervention and predict the main
effects and possible side effects.

e. Evaluate a work of art, giving reasons in your
evaluation.

f. On the basis of operating data for the past six
months, decide whether the company should buy
steel used in our manufacturing process from
Company A or Company B.

From Svinicki, M. (n.d.). Handbook for new faculty. Austin, TX: Center for Teaching Effectiveness, University of Texas at Austin.
Based on Bloom, B. (Ed.). (1956). Taxonomy of educational objectives. New York: David McKay.
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Now that you have read about the process of
course development, you can decide how much of
it you can use in your teaching situation. Some-
times faculty members and TAs are assigned
courses at the last minute and don’'t have much
time for planning, but if you find yourself in this
situation you can still use elements of the plan-
ning model. For example, you might work on
course units that occur late in the semester, or as
you teach, make notes about how you will alter the
course in subsequent semesters.

Textbooks, Manuals, and

Readings

In most college courses, readings carry the burden
of conveying content, hence they are central to the
educational experience of your students. Read all
material you assign your students, to judge rel-
evance and identify potential problems of inter-
pretation or elements of controversy. In grading
essay tests, you must be familiar with the sources
on which they are based, whether these sources
contradict one another, and whether they contain
errors of fact or interpretation. For the same
reasons, it is important to read the course materi-
als if you are a discussion leader, lab assistant, or
grader, even though you have not had a hand in
choosing the readings. The most important con-
siderations in choosing reading materialsare: read-
ing level, readability, content, cost, and number of
pages per week.

If you must use a textbook someone else has
selected, subject it to the analysis outlined below
to determine its suitability. You may have to make
up deficiencies, interpret difficult material, select
additional reading material, or supplement the
book in other ways.

Reading Level

On average, UNC undergraduates enter the Uni-
versity reading at approximately the eleventh-
grade level, which means that they may not be able
to handle the level and amount of reading material
you assign. You can expect more of juniors and
seniors, of course, and even freshmen need to be
challenged by their reading. After all, nothing can
replace the experience of reading original works.

The danger lies in setting challenges so far beyond
students’ capabilities that they are overwhelmed.
Publishers’ representatives can provide informa-
tion on the reading level of texts they sell, and
colleagues in your department can tell you which
texts and materials they have used successfully.

Readability

Determining readability requires thatyou read the
material yourself. If you are choosing a textbook,
evaluate the author’'s approach to the subject,
layout of the chapters, and its pedagogical fea-
tures. With regard to content, the book should be
correct, precise, and accurate (the same criteria
applies to all monographic materials). Look for
clear explanations of complex ideas and for a
variety of concrete examples to illustrate con-
cepts. Check for logical organization within chap-
ters and throughout the book. Chapters or units
must be of manageable length for students to
master in the time allowed, and should have
pedagogical features which will help them read
and understand the content: chapter outlines,
summaries, thought questions, lists of important
terms and definitions, colored or boldfaced type
for significant content, and so forth.

Content

Sometimes publishers sell student workbooks to
accompany the textbook, and these can be useful
if they contain exercises and assignments that
correspond to your objectives for the course (don't
automatically assume the workbook is a good
idea—examine it as critically as the textbook).

You should also be cautious about using the
teacher’s edition of the textbook or the teacher’s
manual that may accompany the book. Itis easy to
be seduced into teaching a course from the text-
book author’s viewpoint rather than from your
own (which is why textbook selection should
follow, rather than precede, the selection of your
course objectives). Beware, too, of the convenient
lists of multiple-choice questions in the teacher’s
manual—many of them violate the principles of
good test construction (see the teaching tech-
niques section of this handbook for guidelines on
using multiple-choice tests). These questions can
serve as starting points for writing your own, but
resist the temptation to use them wholesale.
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Amount of Reading

The amount of reading you can require of your
students depends upon several factors. Freshmen
are notas capable of handling a heavy reading load
as upperclassmen, and care should be taken to
adjust the amount of reading, or the time allowed
for completion, when the required material is
extremely challenging (even for upperclassmen).
Remember, too, that undergraduates usually take
four or five courses per semester, and assigning a
disproportionate amount of reading for one course
may make it difficult for them to get all their
coursework done. Once again, teachers in your
department can provide advice in this regard. Ask
several of them, however, because there may be
disagreement about how much is reasonable.

Cost

If a textbook meets all your criteria but costs
$75.00, consider the cost-benefit ratio for your
students (similarly,amonograph and a half-dozen
paperbacks may cost a considerable amount).
Students taking four or five classes may be paying
hundreds of dollars for their books alone. Al-
though there are wealthy students at UNC, they
are in the minority, and the average student is
painfully aware of the cost of books. Some will
even try to do without a book if they think its cost
IS exorbitant. Moreover, most students do not
keep their textbooks for life. They are unlikely to
get even a third of the price they paid when they
sell the books back to Student Stores. One way to
reduce costs for your students is to place materials
on reserve at the Undergraduate Library.

Alternatives

If you discover that no single text or set of mono-
graphs meets your needs, you may wish to create
your own textbook from different sources (as-
suming you have sufficient lead time). Local copy
centers will provide forms for requesting copy-
right clearance, which is legally necessary for
copyingjournal articles, chapters frombooks, and
various other printed sources. These anthologies
usually cost a great deal less than textbooks, and
can be tailor-made to meet your course objectives.
Of course, you need to consider the difficulty level
of the individual articles you have chosen to
include in the anthology. It is also a good idea to
write an introduction for each article to provide

some context for the readings. The best teachers
also include sets of questions for students to
answer as they read the articles.

Lab Manuals

If you teach a class in one of the natural sciences
that requires a laboratory section, carefully exam-
ine the lab manual. Some manuals consist of little
more than one or two typewritten pages for each
exercise, with crude drawings of the apparatus,
sold as a package through a local copy center.
Othersmay be lengthy, expensively printed books,
with pictures of materials and apparatus not avail-
able in your laboratory. Even when the manual is
well-produced and appropriate for the experi-
ments, it may not match information contained in
the course textbook and you will need to make
adjustments and corrections when you teach that
material. Ifyou arealab TAin alarge department,
you may have to overcome problems and deficien-
cies in the lab manual by yourself. TAs who have
taught the same labs in the past are an excellent
source of information.

Developing a Syllabus

The syllabus is the end-product of your course
planning activity, and it is written primarily—
though not exclusively—for your students. The
major purpose of asyllabus is to provide a map to
help students navigate the course successfully.
Research has shown that students who are told
what they are supposed to learn and how they are
to be evaluated perform better than those who are
not so instructed. The course syllabus is an excel-
lent medium for providing this information. A
professor once pointed out that there seemed to be
an inverse relationship between the length of her
syllabus and the length of the line at her office
door—if she putmore information in the syllabus,
fewer students troubled her with elementary ques-
tions about the organization of the course (and
she had more time to consult with students about
more significant questions). Moreover, a syllabus
can point out connections between various parts
of the course and therefore help students under-
stand the course as an integrated whole.
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A syllabus is also a kind of contract between you
and your students. It specifies the duties and
responsibilities of both parties and clearly states
the benefitsthey are to derive from the experience.
Once you have decided upon the rules, proce-
dures, and requirements for the course and articu-
lated them in your syllabus (and reviewed them in
class), you should never arbitrarily change these
requirements—it is the equivalent of unilaterally
changing a legal contract after it has been signed.
Studentswill be justifiably indignantifyou change
the rules in the middle of the game.

The syllabus is an important document for teach-
ers and students, since it is one of the few tangible
records of the course. It provides an account of
your activitiesand itreflects your conceptualization
of the course asawhole. If you area TA, syllabi for
courses you have taught may be important for job
applications. At some institutions, course syllabi
become part of your personnel file.

Although every syllabus is unique to the course it
represents, you should strive for a syllabus that
provides a complete picture of the course. The
following list will help you create that kind of
picture for your students.

Basic Information

1. Name of the instructor, names of teaching
assistants, office location, office hours, and
telephone number. Also, the specific circum-
stances under which students have permis-
sion to call you at home.

2. Title of the course, course number, semester,
and year.

3. Building and room in which the class meets;
days and hours of class meetings.

Course Description

1. Statement of course goals (written in terms of
what the students will gain from the course).

2. The teaching methods and strategies you will
use and their implications for students.

3. A detailed explanation of course procedures
for papers, homework assignments, other
outside activities, lab work, field trips, etc.

4. All required texts, readings, workbooks;
other materials they will need for the course
(e.g., dissecting kits, calculators).

5. Grading procedures and scales. List the
activities that will be graded (e.g. projects,
quizzes, exams, homework, papers, lab work,
class participation), how each will be graded,
and the percentage of the grade each one
represents. Also explain the procedures by
which you will determine the final grade.

6. An explanation of the types of questions you
will use in quizzes and exams. Some teachers
append examples of test questions from
previous semesters. If you intend to use
unannounced quizzes, you should tell stu-
dents about them in this section.

7. Policies about class absence, lateness, missed
exams, late papers, cheating, and plagiarism.
For example, clearly delineate the types of
source materials and the extent of collabora-
tion permitted on homework and other
assignments. Try to avoid a scolding tone in
this section, but be specific and firm. You will
find important information about the Honor
Code and the specific responsibilities of
student and teacher in a subsequent chapter
of this handbook.

8. Strategies for success in the course. If you
were a student in this class, how would you
approach the course? What pitfalls can you
warn the student against? How would you
prepare for the quizzes and exams? How
would you budget your time? What would
your note-taking strategy be? Many under-
graduates have poor study skills, and any-
thing you can teach them about how to study
and learn will improve their performance.

9. The schedule of classes, with meeting dates,
topics, and appropriate readings; deadlines
for papers, projects, and assignments; school
holidays; and test dates.

Additional Material

If duplicating charges are a problem in your de-
partment, you can make this material available for
purchase at a local copy center.
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1. Guidelines for writing reports, research
papers, reviews, etc. These guidelines should
include the preferred format for each assign-
ment, advice on how to research and write
papers, and the criteria which will be used to
grade them.

2. Handouts and readings.
3. Examples of test questions.
4. Samples of written assignments.

Although you may feel that a syllabus of this
length is excessive, you will discover that students
appreciate the effort you make in creating a truly
useful syllabus. Take time to review it on the first
day of class and refer to it from time to time during
the course so that students will understand its
importance in the course.

Ask other teachers for copies of their syllabi.
Although your syllabus should express your own
teaching goals for the course, there is no need to
reinvent the wheel. Those who have taught the
course before have had to solve many of the same
problems, and their solutions can provide a rich
source of ideas for your own syllabus.

The staff of the Center for Teaching and Learning
is available for consultation on all aspects of
course planning, from conceptualization of the
course to writing the syllabus, so please call on us
if you have questions.

Teaching Techniques

In the section on planning and design, you were
encouraged to think of ways for studentsto achieve
the objectives of the course and to free yourself
from thinking exclusively of lecturing as a teach-
ing method. In this section we will survey the
appropriate uses of the lecture, briefly examine
some alternative teaching methods, and suggest
ways to organize the class period.

Learning Styles

The selection of teaching methods and strategies
must be based, to some extent, on your own
teaching preferences and unique style. Remem-

ber, however, that students learn in many differ-
ent ways, and some research suggests that their
learning preferences are substantively different
from those of the faculty. For example, some
students learn best when they have an opportu-
nity for give-and-take with the teacher; others
prefer to learn primarily through reading and
lectures; and some students learn best on their
own, by performing tasks related to the course
material. There are many learning preferences and
combinations of preferences, and the best teach-
ers apply a variety of methods to tap the learning
potential of awide range of students. You can vary
your class routine period by period, lecturing one
day, holding discussions the next, showing a film
the next, and so on, but varying methods within a
class period is a better technique because it pro-
motes greater interest and excitement.

There are many books on college teaching that
provide detailed advice on a wide variety of teach-
ing techniques (see the reading list at the end of
this chapter). In this survey we will focus on the
methods most widely used in higher education—
lecture and discussion—and outline several other
methods that you can explore on your own.

Lecturing

The traditional fifty-minute college lecture in
which the teacher does all the talking is an ancient
teaching method, but its survival into the twenti-
eth century attests more to its ease of use—and
low expense—than to its effectiveness as a teach-
ing tool. When they are done well, lectures can be
informative and even inspirational, but when they
are done poorly, confusion and boredom result.
Since it is likely that the lecture will remain the
dominant teaching method in higher education
for the forseeable future, you should be aware of
its advantages and limitations.

The traditional lecture format suffers from a vari-
ety of handicaps. First, higher-level objectives
such as analysis or critical thinking, cannot be
taught in a lecture. Students cannot learn these
skills unless they have an opportunity to practice
them; listening to a lecture about critical thinking
or problem-solving is simply not sufficient.

Second, the average attention span of a passive
listener is about fifteen minutes, so if you talk




16 Planning & Teaching

uninterruptedly for longer than fifteen minutes it
is unlikely that your students will stay “tuned in.”
The only sure way to overcome this problem is to
switch to some kind of activity in which students
are directly involved.

Third, intheaural learning process students gradu-
ally transfer bits of information from short-term
into long-term memory, a process that takes time
and usually requires repetition of the material.
Teachers therefore need to build “blank time” into
lectures—periods in which no new information is
being presented to interrupt the encoding pro-
cess. If you present fifty minutes of new informa-
tion (and remember, most of the content will be
new to undergraduates) your students cannot
process it all in a meaningful way. To allow time
for encoding, after you introduce a new concept,
provide ancillary information, anecdotes, and il-
lustrations that elaborate on the concept.

Fourth, since human perceptionissubjecttoerror
and interference, what your students heard (and
think they understood) is not necessarily what
you said—as an occasional peek at their class
notes will undoubtedly confirm. Unless you carry
on a dialogue with students, you can’t know the
nature of their perceptions or misperceptions.

Fifth, students need help discriminating between
important and less important material in lectures.
You should provide frequent verbal and physical
cues during the lecture—for example, walking
between the first rows of students and stating in a
raised voice, “These three points are vital.” Good
lecturers also write outlines of their main points
on the blackboard, or distribute outlines of the
lecture at the beginning of class.

Finally, another problem with lecturing is that it
reinforces the impression that the teacher is the
font of all knowledge, that truth exists and resides
in the instructor. Teachers often decry the ten-
dency of undergraduates to believe that there are
Right Answers to everything, but lectures often
reinforce this impression by presenting the mate-
rial as a polished and complete package. A skillful
lecturer works to overcome this impression by
writing lectures that raise as many questions as
they answer and by alluding to other interpreta-
tions of the material.

When used skillfully, lectures can be a useful part
of your teaching repertoire. For example,lectures
are most effective for conveying information that
your students could not get any other way. In
some fields scientific advances occur so rapidly
that the only practical way to teach the subject is
through lecturing. Lectures can also be used effec-
tively to synthesize and interpret material for
students, which is particularly useful in extremely
complex subjects. Short lectures can provide an
orientation to new material; prepare students for
afilm, an experiment, or afield trip; or summarize
crucial points elicited from a class discussion.
Beware, however, of allowing short orientation
lectures to stretch into ever longer ones until you
are back at the fifty-minute mark. If you are good
at lecturing, you can communicate your excite-
ment about the material and even inspire students
to emulate your enthusiasm.

Interactive Lecturing

Many teachers have discovered that a highly inter-
active, question-and-answer technique overcomes
the problems of the traditional lecture and makes
it an effective learning experience. Instead of
providing all the information yourself, you try to
elicitmuch of it from your students through direct
questions or unfinished statements. For example:
“The two things the textbook listed as causes of
this phenomenon were...?,” and “John, how did
the two authors you read for today interpret this
issue differently?” Evaluative questions can elicit
even more sophisticated information: “Linda, what
do you think some of the limitations of this
theoretical approach might be?” At the same time
you can encourage studentsto ask questions about
the material, thereby opening up two-way com-
munication in the classroom. However, you should
carefully prepare the questions you intend to ask
so they will help build up the lecture and not lead
down irrelevant pathways (you will find useful
guidelines for constructing questions in the sec-
tion on discussion-leading, below). Interactive
lecturing overcomes many of the disadvantages of
the traditional lecture, and provides incentive for
students to keep up with their reading and other
class preparations, since they know they will be
asked to deliver opinions or answer gquestions in
every class.
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Introducing the Lecture

Preparing an effective lecture requires that you see
it from the viewpoint of your intended audience.
When you begin to speak, the first questions in
students’ minds are: “What s this lecture about?,”
“What will it cover?,” and “Why is it important?”
Beginning a lecture without surveying its scope
and intent is equivalent to publishing a book
withoutatable of contents. Ask yourself, “If | only
had five minutes to talk about this subject, what
would I say?” The answer to that question is the
essence of your message, and should constitute
part of your introduction. You should also make
the structure of the lecture clear at the outset—the
best teachers provide a blackboard outline of the
major points they intend to cover and the order in
which they will cover them. Relating the lecture
topic to previous and subsequent course material
places it in context for students and indicates its
importance in the course as a whole.

By the time you finish the introduction, the stu-
dents should know how the lecture will be orga-
nized, the major concepts it contains, and where
it fits in the larger body of knowledge that they are
studying. Ideally, the introduction should also
include some attention-grabbing elementto pique
their interest and provide some intellectual ex-
citement. For example, a lecturer on cell biology
might begin by asking rhetorically “How is a
giraffe like a potato?”—at the end of an effective
lecture the teacher should be able to elicit the
answer from the students. Consider this opening
remark from a literature class: “Shortly before
Hemingway killed himself, he made a statement
that I think encapsulates all of twentieth-century
literature”—the teacher did not reveal the state-
ment until the end of the class. In math-related
courses, it is a good idea to begin the lecture with
a short review of important concepts from the
previous class, and allow time for questions about
that material—this technique helps lay a more
solid foundation for the day’s lecture.

Body of the Lecture

The body of your lecture will flow naturally from
an effective introduction and must be carefully
planned to allow for summaries, clear transitions,
and logical sequences of development. In your
lecture outline, note the points that you intend to
elicit from students and write out the questions

you intend to ask (make sure you ask for more
than simple recall of material). Most good lectur-
ers don't rely totally on the spoken word, but use
diagrams, drawings, charts, and other graphic
aids—imagine the difficulty of describingadouble
helix without a model, or at least a picture. You
should include in your notes any drawings you
intend to put on the blackboard and, if they are
particularly complex, provide copies to your stu-
dents. If you are teaching a subject that requires a
great deal of writing on the blackboard, write
clearly and large enough so that students at the
back of the room can see and understand your
points. Plan the way you will proceed (e.g., from
top to bottom, left to right) so studentswill be able
to follow the sequence of the material and so you
won't need to erase anything before they have had
a chance to write it down.

Use of Examples

As you prepare your notes, be sure to develop
relevant examples of the ideas and concepts in the
lecture. Fromresearch in cognitive psychology we
know that many concrete examples are necessary
for concept formation and that new information is
learned better when it is related to concepts that
we already possess. Draw attention frequently to
the relationship between new and old material,
and note especially any connections to the under-
lying themes of the course. If possible, draw par-
allels between course material and real-life expe-
riences that students might share.

If you are teaching problem-solving, think care-
fully about all the steps in the solution and write
them down so you will be sure to explain them in
class. As laymen, students cannot be expected to
make the leaps of logic which experts routinely
make in problem-solving, so you should list the
steps explicitly for students and invoke the steps
as you work illustrative examples.

Concluding the Lecture

Every good lecture has a conclusion. Just as the
introduction provides a launching pad for the
lecture, the conclusion provides a landing field
and provides a sense of accomplishment and clo-
sure. In the conclusion you answer questions
posed at the outset, summarize main concepts,
and show how lecture objectives have been ac-
complished. Consider eliciting this information
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from your students rather than doing it yourself.
If you did a good job in the presentation, they will
be able to provide the conclusions.

Although you shouldn't teach any new material in
the conclusion, you can use the opportunity to
provide a bridge to the next lecture. Giving stu-
dents a statement to ponder, a question to answer,
or a problem to solve will help them prepare for
the next class period.

Timing

Occasionally, your material may take only forty
minutes of a fifty-minute period, but resist the
temptation to start on the next lecture. Instead,
use the time to review material, answer questions,
or provide anecdotes about the day’s topic. You
should also avoid trying to cover so much that you
run out of time and have to carry material over
into the next class (although most teachers occa-
sionally find themselves in this situation). If you
discover that you have twenty minutes of addi-
tional material and only five minutes remainingin
the period, summarize and reinforce the concepts
you have already covered—don't lecture right up
to the last minute or go over class time.

Timing problems are particularly troublesome
when you have planned a course for 50-minute
periods, meeting three times a week, and are
assigned a 75-minute class that meets twice aweek
(or vice-versa). Well-designed lectures cannot be
indiscriminately edited or spliced together; they
stand on their own as complete units that accom-
plish a set of objectives. If you followed the course
planning model in the previous section, you will
have objectives for each class session and know
which ones are the most important. To accommo-
date a longer class period, see if you can combine
some of the more important objectives from adja-
cent lessons; for a shorter session, discard some of
the less important objectives in your original plan.
In some cases, you may need to consider an
entirely differentapproach to the subjecttoachieve
the objectives you have in mind. Don't be afraid to
abandon a lecture that seems unworkable; there
are usually other methods which will be just as
effective (and perhaps more so).

Leading Discussions

When students are actively involved in manipu-
lating ideas and information, they have a much
greater chance of learning the material and using
it. Indeed, it is doubtful that higher levels of
knowledge and skills can be mastered without
direct student involvement. A structured discus-
sion, in which the teacher leads and facilitates the
dialogue, affords excellent opportunities for this
kind of active learning. Discussions of this type
have been used effectively in classes of several
hundred students, so class size is no barrier to the
the method. Three conditions must be met for a
successful discussion to take place:

1. Preparation. Discussions must be planned as
carefully as lectures. First, you need to pre-
pare sets of questions that will elicit informa-
tion and provoke higher-level thinking on the
part of the students. Second, you need to
prime your students for the discussion by
assigning thought questions on the topic
ahead of time.

2. Motivation. Students must be convinced that
they will derive some benefit from discussion.
They have learned, over the years, that many
class discussions devolve into pointless bull
sessions. To change this expectation, you
need to make your objectives perfectly clear at
the outset, guide the discussion to insure that
the objectives are achieved, and make sure
that the students know the objectives were
achieved. As students make important points,
write them on the board and review them at
the end of the discussion.

3. Absence of fear. Work to establish a spirit of
open inquiry in the classroom. If students find
that their comments are ignored, belittled,
ridiculed, or treated as irrelevant, then, out of
fear or frustration, they will not participate in
discussions.

A good discussion is based on clearly formulated
goals, and your preparation should start with an
analysis of these goals. Ask yourself, “What should
my students do, think, or feel at the end of the
discussion that they couldn’t before it began?” For
example, you might expect students to demon-
strate an ability to articulate their opinions about
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a controversial issue and support arguments with
evidence from the subject matter of the course.
Another discussion objective might be for stu-
dents to show they can interpret events or phe-
nomena related to the course material. The objec-
tives may address the development of thinking
skills, specific questions related to the subject
matter, or both, but in any case you need to have
the outcome clearly in mind.

Preparing Questions for Discussion

The Socratic Method is based on the principle
that, through adialogue with the teacher, students
can be led to discover solutions to problems on
their own. In a structured discussion, questions
posed by the teacher drive the dialogue in much
the same way. But if you want to lead the students
up aladder of analysis, discussion questions must
be organized in a logical hierarchy (see Figure 3).
At the lowest level, “knowledge” questions re-
quiring factual recall establish the general back-
ground and will help you determine the level of
student preparation for the discussion. At the next
level, “application” questions ask studentsto reach
a conclusion based on evidence from the reading
or other assignments. Because these questions
require interpretation, inference, and reasoning
from evidence, student answers will differ in style
and substance, offering opportunities for disagree-
ment and debate. In cases of interpretation there

are usually no right or wrong answers, only stron-
ger or weaker arguments for particular positions.
At the highest level, “evaluation” questions de-
mand judgments based on factual knowledge of
the material, application of concepts, and evalua-
tion of evidence. Notice that these three categories
roughly parallel the levels of learning outlined in
Figure 2.

Preparing the Students

Make sure the discussion topic is known to the
students well before the class in which it will take
place. Choose reading material that raises impor-
tant and difficult issues. You can also use films,
field trips, experiments, position papers, demon-
strations, and other assignments as sources of
discussion material, but always provide students
with sets of questions to help them prepare for the
discussion. Thought questions will enable them
to read more effectively, to focus on the vital parts
of the subject matter, and to concentrate on the
important outcomes of an activity such as a field
trip. Students will also be more at ease about
participating in the discussion, since they know
they will be prepared.

Some classroom layouts are more conducive to
the discussion method than others. If your class-
room has movable chairs, arranging them in a
circle will facilitate face-to-face interchange and

Examples of Questions for a Class Discussion

Figure 3

Knowledge questions

Application questions

Evaluation questions

Did Descartes believe in God?

What is the difference between a
sodium atom and a sodium ion?

What three conditions must be
met for something to qualify as a
business asset?

How do you know how many
times to use I'Hépital’s rule in a
given (differential calculus)
problem?

How would you explain the
connection between confidence
interval construction and hypoth-
esis testing?

How well do American secondary
schools fit Weber's definition of
bureaucracy?

What do you think might have
been the result if the cotton gin
had been invented 20 years earlier
than it was?

In this case study, what would
you do about amortizing equip-
ment costs if you were the chief
accountant?

A poet once wrote that “death is
the brother of sleep.” In light of
the research articles you read, do
you think the poet was close to
the truth?
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create a more egalitarian atmosphere. However,
even if you teach in an amphitheater with desks
bolted to the floor, you can still use the method
successfully if you move out into the room to
conduct the dialogue.

Conducting the Discussion

During the discussion, try to involve everyone in
the class by directing questions to individual stu-
dents (preferably by name). If you rely on volun-
teers, some students will monopolize the discus-
sion and others will not speak up. Some teachers
feel awkward about directing questions to par-
ticular students, but if you establish this practice
from the first day of class and treat them with
kindness and respect, they will accept the method
without complaint.

Resist the temptation to answer your own ques-
tion when a student doesn’t answer immediately.
Students need at least 20 to 30 seconds to think
about a complex question. Wait for answers; for
every few seconds of wait time, the response rate
increases dramatically. Phrase your questions so
they will be clear to the students; rephrase the
question while waiting for a response. If a student
cannot answer your question, direct it to another
; return to the first student later with a different
question to give him or her a second chance.

There are many types of questions that you can
use to facilitate the discussion. For example, to
elicit more information, ask for clarification:
“Couldyouplease explainthat further?” or “Could
you restate what the author said in your own
words?” Questions requiring substantiation of
assertions force students to think in terms of
support or evidence in the discussion: “What did
the author say that supports your point of view?”
or “Where did you find that in the reading?” To
involve other students and to elaborate key con-
cepts, ask for other students’ reactions toastudent’s
statement: “Bill, what do you think about Jim’'s
response to that last question?” or “Mary, would
you careto add anythingto Bill's response?” As the
discussion ranges over various viewpoints and
interpretations, you may need to redirect atten-
tion to the material: “But how does your observa-
tion relate to the article we read for today’s discus-
sion?” or “We still haven’'t answered the basic
question, which is ...”

Provide encouragement and praise for correct
answers, varying your responses so they don't
sound mechanical. If you create a healthy atmo-
sphere of debate and exchange, students will
become the arbiters of correctness and will chal-
lenge students whose responses are not well
thought out. Encourage students to question each
other; if they are well-prepared, students will
spontaneously raise issues central to the discus-
sion. Don't ridicule wrong answers; try to extract
akernel of truth or an interesting point of contrast
from poor responses. Instead of correcting stu-
dents yourself, help them identify their own mis-
takes so they can improve their thinking skills.

An outgoing, friendly attitude will establish a
relaxed atmosphere in class. You provide a power-
ful behavioral model for students; if you are defen-
sive, they will imitate your behavior and the
discussion will become a series of quarrels and
recriminations. If you are willing to entertain
alternative viewpoints and treat their ideas with
respect, they will adopt the same standards and
the discussion will be successful.

Sometimes studentswill raise questions the teacher
cannot answer. Don't ever be afraid to say “I don't
know.” Offer to find out the answer and report it
at the next class meeting. Students will respect
your intellectual honesty and may begin to under-
stand that no one knows all the answers.

At the end of class, spend a few minutes summa-
rizing the main points of the discussion, or ask
members of the class to summarize what they have
learned. Summarization helps students focus on
the important outcomes of the discussion and will
also help them appreciate the fact that class dis-
cussions are important learning opportunities—
just as important as lectures or other kinds of
instruction.
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Alternative Strategies and

Active Learning

As you consider various modes of instruction,
keep in mind that student learning depends pri-
marily on what the students do, both in and out of
class, rather than what the teacher does. Your task
is to select activities through which students can
master course objectives: lectures, discussions,
written exercises, reading assignments, tests, group
work, individualized instruction, field trips, ob-
servations, experiments, and many other kinds of
experiences may be necessary for studentsto learn
the things you want them to learn. The choice of
strategies is affected by a number of consider-
ations: the level of the objectives, the abilities of
the students, your teaching skills and preferences,
the size of the class, and many other factors.
However, since college is supposed to help stu-
dents sharpen their higher-order thinking skills,
strategies that promote active involvementin learn-
ing should be the goal of every teacher.

Interactive lecturing and structured discussions
are methods that promote a degree of student
involvement, but in this section we will briefly
describe some additional active learning strate-
gies—there are many more in the literature on
college teaching. We have provided a list of books
at the end of this chapter for further reading, and
the staff of the Center for Teaching and Learning
will be happy to assist you in developing teaching
strategies that promote active learning.

Peer Teaching

Research has shown that students who are re-
quired to teach something learn concepts better
than if they are taught the material in conven-
tional ways. In other words, teaching is a more
effective learning strategy than being taught, and
it makes sense to use this principle in the class-
room to increase learning. Pairing students at
learning tasks is more effective than having stu-
dents work alone (a good reason for having lab
partners in the natural sciences). Peer teaching
can easily be incorporated in most classes. For
example, you could make an assignment in which
students must prepare their own questions on the
main points of a reading selection; in class, have
studentswork in pairs or small groups, alternately
asking and answering questions they have pre-

pared. During the session, you can move from
group to group, giving feedback and asking and
answering questions yourself. Students are more
willing to share their views in small groups and
often develop deeper insights about the material
than they would working alone. In math-related
courses, students could be required to make up
original problems to solve (after completing a
regular homework assignment). Instead of the
dreary oral report so often used in social science
classes, why not require students to prepare a
lesson on the topic? Their grade could depend, in
part, on how well the class answers test questions
on that topic. Exercise caution in using this strat-
egy, however, for undergraduates not only need
instructions about how to teach a lesson, they
should also know the criteria you will use for
evaluating their performance.

Cooperative Learning Groups

Many teacherswill occasionally break their classes
into small groups for discussions, but only a few
use the technique as a fundamental teaching tool.
A class can be divided into learning teams that are
periodically given instructional tasks to complete,
either in or out of class. Research has shown that,
with careful planning, this technique increases
the efficiency and effectiveness of learning.

Groups of six or seven work best because this size
is small enough for everyone to participate in
problem-solving or debate, yet large enough for a
spectrum of views to be represented. To work
successfully, groups require a wide variety of
viewpoints and intellectual skills, so it is impor-
tant to make them as heterogeneous as possible.
The individual data cards that you collect on the
first day of class can yield important information
about your students’ backgrounds and prepara-
tion and make it easier to create heterogeneous
groups. A professor of political science who uses
long-term groups in his class tries to insure that
each team has someone with a math background
and at least one political science major. He creates
groups with maximum diversity with respect to
major, gender, race, and other characteristics.

The tasks that you assign for group work should
challenge students to analyze phenomena, solve
problems, apply theories, exercise judgment, or
perform some combination of these activities.
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Clearly-written instructions are vital to the suc-
cess of this kind of exercise, which means that the
teacher must analyze the task carefully and break
it down into its component parts. During the
exercise, the teacher moves from group to group,
answering questions, clarifying instructions, giv-
ingadvice, and observing the group process. Group
exercises can be designed for 15 to 20-minute
periods, and need not consume an entire period.

In awell-designed group activity, there should be
little need for direct intervention by the teacher. It
is true that many teachers are uncomfortable with
the loss of direct control that accompanies small-
group work, but remember that you still govern
the process and outcome by the instructions you
provide for the groups. Small groups can be used
with a variety of other techniques, such as peer
teaching, case studies, and simulations; imagina-
tive teachers are discovering new ways to use the
technique every day. At UNC, many English com-
position instructors have successfully structured
their courses around cooperative learning groups,
and teachers in some high schools are using the
technique in math classes.

Case Studies

Case studies are appropriate for learning informa-
tion analysis, decision-making, or problem-solv-
ing. The method, made famous by the Harvard
business school, requires the development of a set
of cases that reflect problems or issues in the
course material. For example, inan Anthropology
course, a case might describe the artifacts discov-
ered in a real or hypothetical excavation. The
students, as a group, would be expected to infer
information about the life and culture of the
people who lived at the site,based on knowledge
and techniques they had learned in other parts of
the course. Depending upon the nature of the
material and the sophistication of the students,
cases can be quite lengthy and complex. Classes
can be divided into small groups to work on the
case and the teacher can circulate among them to
facilitate the process. Over the semester, cases can
be made more complex and challenging as stu-
dents become more knowledgeable.

The development of case studies for an entire
course requires research into the method to mas-
ter its subtleties. Cases must provide enough

information to elicit analytical thought, but not so
much that the solutions are obvious. This process
can be very time-consuming, but once the cases
are written, they may need only a few revisions to
run successfully semester after semester. Remem-
ber that students need to master acommon know!|-
edge base before they will be ready to tackle a case
study, and they need to understand clearly the
steps in the analytical process they will use. Fi-
nally, managing the discussion of case studies
requires techniques that differ from generalized
discussion methods, and it would be helpful to
observe a teacher experienced in the method be-
fore trying it yourself.

Simulations

Like case studies, simulations provide students
with decision-making practice, but in a different,
more engaging, format. Since simulationsare based
on real-life situations, they present students with
choices and constraints that reflect real-world
problems. For example, a class in political science
might simulate a city council meeting to decide on
the location of a halfway house for juvenile of-
fenders. Students are given particular roles to
play: members of the police department, repre-
sentatives of neighborhood associations, social
workers trying to reintegrate juvenile offenders
into society, and others with conflicting concerns.
The task facing the class is to come to agreement
about the placement of the halfway house. The
instructional objectives are threefold: to practice
negotiation skills, problem-solving, and techniques
for reaching compromise.

Simulations are more difficult and time-consum-
ing to write than case studies, and they usually
take more time in class, although the teacher’'s role
is less directive than in the case study method.
They also require more explanation before the
exercise and, when completed, a careful exposi-
tion of what has been learned by relating students’
experiences to the general principles involved.
Nonetheless, simulations can be very effective in
teaching problem-solving and in developing stu-
dents’ self-confidence.

Games

Games and simulations are closely related, and
there are mixed varieties: simulation games, non-
simulation games, and non-game simulations. For
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our purposes, games will be defined as activities in
which there are winners and losers, definite sets of
rules for “moves,” and which frequently require
props or other paraphernalia. For example, in a
game used in sociology classes, players are ran-
domly assigned to several different groups and
provided with colored markers which represent
money. They are told to maximize their cash
through negotiations and trade with other groups,
but the rules for trading markers are actually
stacked against certain groups—they literally can-
not win. This game allows students to experience
in asmall way life in a rigid class society in which
improvement of one’s condition is made difficult
or impossible by the society’s economic rules.
Although it is possible to devise games yourself,
hundreds of instructional games and simulations
have been published by organizations involved in
education and training. The Center staff will help
you research the literature for games that are
appropriate for your objectives.

Written Assignments and Out-of-Class
Exercises

Written assignments can be more original and
exciting than the usual term papers, book reports,
and homework assignments. Students are capable
of producing fairly sophisticated work if the as-
signment is clearly explained and carefully struc-
tured. Forexample, you might require students to
observe and report on a city council meeting,
fundamentalist revival, ballet, construction site,
archeological excavation, bus station, or protest
march. Of course, you would need to teach them
how to take observational notes and suggest an
organizational framework for the final report.

Since many students have poor writing skills, you
may find it desirable to assign shorter papers and
provide for re-writes until their work is accept-
able. In general, many short writing assignments
are preferable to a single long paper, depending
upon the goals of the course and the level of
student skills. Regardless of the length of the
assignment, clearly written instructions are indis-
pensable (giving such assignments orally is usu-
ally not effective). The reference division of the
Undergraduate Library providesaterm-paper con-
sultation service that assists students with writing
assignments. Make sure your students know about
this service and encourage them to use it.

In-Class Exercises

Class time can be used for focused activities in
which students can practice essential skills. For
example, in math-related subjects, after fifteen to
twenty minutes of instruction on a particular kind
of problem, you could require students to work
examples alone for fifteen minutes. This tech-
nique forces them to try to apply the concepts that
have just been taught, and usually produces ques-
tions that they did not think to ask during the
lecture (and also provides a powerful antidote to
boredom). Since students typically defer their
homework problems until the night before the
next class, they often lose the thread of the expla-
nation by that time—immediate practice in class
helps reinforce the explanation. Also in math-
related courses, requiring students to work home-
work problems on the blackboard provides an
opportunity to correct their errors and miscon-
ceptions and to ask questions about other home-
work problems while they are at the board.

In the social sciences and humanities, requiring
short in-class writing exercises is analogous to
working math problems in class. These exercises
can take many different forms, for example: a
paragraph defending or attacking a particular point
of view, a one-page analysis of a reading assign-
ment, or a short essay summarizing the student’s
impression of a class discussion. The variety of
these short writing assigments is endless, and they
need not take huge amounts of class time—many
can be accomplished in ten minutes or less.
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Media and Visual Materials

In higher education teachers often fail to exploit
the instructional advantages of audiovisual mate-
rials. Teachers in some disciplines use media very
heavily; others use none at all. We know that
learning is enhanced by the use of visual aids
because pictorial representations and symbols
clarify verbal explanations and provide additional
clues for memory. Effective teachers plan ways to
engage the visual sense as an important part of the
teaching process, regardless of what they teach.

Visual aids are most often used to illustrate or
reinforce lecture material, but they can also be
used to stimulate discussion and encourage stu-
dent participation. For example, one award-win-
ning teacher at UNC introduces statistical graphs
by first asking students what they think a particu-
lar graph would look like, based on material they
have already read or discussed. He then displays
the graph and initiates a discussion about the
accuracy or inaccuracy of student predictions
about the material. Another master teacher uses
short segments of videotaped interviews to stimu-
late discussion about counseling techniques. These
“trigger tapes” often show ambiguous or even
deliberately incorrect techniques, depending on
the teacher’s objective for the discussion.

Visuals can also be packaged in self-instructional
units that students can use outside of class (e.g.,
workbooks, videotapes, and slide-tape programs),
thereby saving class time for more important
learning objectives. You can place audiovisual
materials on reserve in the Undergraduate Library
and students can use them in the Non-Print Mate-
rials section nearby.

Blackboards

Every classroom at UNC has a traditional chalk-
board or the new white board that uses dry mark-
ing pens. Blackboards are such simple devices that
teachers who have used them for years may never
have considered some of the basic requirements
for using them effectively.

The first requirement is that your writing should
be large enough so students in the back of the
room can read it; you may need to practice writing
large and legibly. Some teachers with poor hand-

writing print on the board to insure legibility. The
seating arrangements in some classrooms may
keep students in the back from seeing anything
written on the lower quarter of the board, so check
with them to determine how much of the board
they can see and don’t write below that area. You
may block their view when you are writing on the
board, so stand out of the way after you have added
something. “Talking to the board” is one of the
most common teaching errors, so hold what you
have to say until you have finished writing (unless
you have a very strong voice).

Planningyour use of the blackboard is very impor-
tant. Review your class notes to determine the
material you want to write or draw on the board,
then decide the most logical way to proceed,
planning your work so students will have ample
time to record important material before it is
erased. For example, one section of the board
might be reserved for a topical outline or an
important graph to which you refer throughout
the class period. You could plan to fill other
sections of the board from the top down with
supporting information or drawings that follow a
sequential pattern, then erase them as you need
more space. Students will usually copy everything
you write on the board, so you need to allow time
for this, especially if you use pictures or diagrams
that you alter as you go along. Instead of erasing
and redrawing,use dotted lines or colored chalk to
show changes so students will be able to follow
your explanation better. The details in complex
drawings are often illegible on a chalkboard, so it
IS better to use another medium, such as an
overhead transparency, for a complex image.

Overhead Transparencies

Most people have little difficulty using overhead
projectors because the technology is very simple.
Some teachers use the projector as a surrogate for
the blackboard, writing and drawing on clear
acetate sheets with colored pens, but the medium
has many advantages over the traditional black-
board. Transparencies can be prepared ahead of
time to present more complex and polished im-
ages than are possible if drawn on the spot. Some
teachersalso duplicate the transparencies on hand-
outs to insure that students get complete and
accurate images. This step also insures that stu-
dents don’'t have to divide their attention between
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copying a diagram and listening to the teacher’s
explanation.

Transparencies can be drawn by hand with col-
ored pens on clear acetate, but the common prac-
tice is to reproduce material on a copy machine
that accepts acetate. The latter technique results
in serviceable black-and-white transparencies.
Some photocopying firms have color photocopy
machines that produce full-color transparencies
from colored originals, but the service tends to be
expensive (about $4.00 per page). Many experi-
enced teachers prefer to produce their transparen-
cies on athermal copy machine, since the image is
darker and a selection of colored acetate is avail-
able. The Self-Service Lab at CTL has a thermal
machine and a supply of acetate for use by faculty
and teaching assistants—the service is free, but
there are restrictions on the number of transpar-
encies ateacher may make per semester. If you use
computer graphics programs to produce visuals,
the Center staff may be able to convert these files
directly into transparencies on special printers,
subject to hardware and software compatibility.
Please call CTL for further information.

When using prepared transparencies, be sure that
you give students sufficient time to analyze and
copy the images in their notes (providing them
with paper copies will speed up this process).
Also, remember to turn off the projector when you
have finished talking about the image on the
screen, otherwise the image will provide a strong
stimulus that can distract students’ attention from
the rest of your message. The on-off switch is an
effective device for changing the focus of their
attention from the screen to you and then back to
the screen, as your narrative dictates. Mounting
your transparencies in cardboard frames will make
them easier to handle, and you can write your
notes on the frames so your explanation will not
be interrupted by having to refer to other notes.

Slides

Slides are as simple to make and almost as easy to
use as overhead transparencies, but they do have
some limitations in the classroom. Slides require
afairly dark room, and often this means that there
is insufficient light for note-taking. Moreover, the
distance between the projector and screen make it
difficult for the teacher to control the projector

and point out important elements on the screen
(and long remote control cords have a tendency to
malfunction). On the other hand, the projector is
easily transportable, and slides are much easier to
store than transparencies.

Many teachers make slides on research trips to
illustrate phenomena or show locations that are
otherwise inaccessible to students, and some de-
partments have collections of slides that cover
subjectareas commonly taughtin the curriculum.
You can also make slides of pictures in books,
magazines, or photo albums using the copystand
in CTL’s Self-Service Lab. If you wish, you can
combine a set of slides with a taped narration to
create a slide/tape program students can use in the
same way they might view a videotape.

Random access to slides in a carousel tray is very
difficult, and it is wise to plan the sequence of
slides so you won't need to back up or use a slide
out of order. If you need to refer to a slide more
than once in a presentation, have duplicates made
and insert them in the appropriate places. If you
want to interrupt the slide sequence, insert a
plastic slug or black slide at that point in the
sequence (unless the projector you are using goes
automatically to black when thereisnoslide inthe
slot). When the screen goes black, students will
immediately shift their attention back to you.

Videotapes, Videodiscs, and Films
Videotapes are replacing films in the classroom
because they are so much easier to use, and, with
video beam projectors, the video image can be
quite large. Although videodiscs have many ad-
vantages over videotape (such as instant random
access to any part of the disc), they are not yet
widely used in instruction because of their ex-
pense and lack of software.

The key to using film or video effectively is careful
planning. Films or tapes should never be used as
fillers for times when you plan to be out of town.
Films should serve clearly-stated learning objec-
tives and be carefully integrated into the rest of the
course. Remember that you will be turning your
class over to the medium for asignificant length of
time, so the film should provide something im-
portant to your students’ understanding of the
material. If only a portion of a film is relevant to
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the course, just show that portion rather than
waste time with the entire program. If a film is too
long tofitinto the class period, show part of it one
day and part of it another day.

To insure that students derive maximum benefit
from the film or video, it is a good idea to provide
them with a short viewing guide that directs them
to focus on particular aspects of the program and
to answer questions about it. Viewing guides
provide a basis for class discussions that relate the
film to other course material and are also a conve-
nient source of test questions (see example in
Figure 4).

The Undergraduate Library’s Non-Print Materials
Collection and the Learning Resources Services in
the Health Sciences Library have films and videos
for instructional use. They can also help you
locate films through film catalogues and com-
puter data bases. In some cases they will handle
rental arrangements, although rental fees and
postage must usually be paid by the teacher.

Viewing Guide Figure 4

Film: “Killing Us Softly”
Soc 20: Social Problems

1. Ads are shown in this movie to be agents of
socialization. In other words, we learn different
values, attitudes, and behaviors from them. Be
able to provide three examples of ads that
socialize us in some way and be able to explain
what we “learn” from these ads.

2. Does this movie deal more with advertising
trends or simply with examples that highlight
specific points? Provide support for your answer.

3. This film focuses on women—how are men
portrayed in advertisements? How are other
social groups portrayed?

4. Are there any changes in the presentation of men
and women in ads lately that suggest a tendency
away from the images shown in the movie?

Microcomputers

Microcomputers can enhance instruction in a
variety of ways, and teachers are finding novel
applications for the technology every day. As an
alternative to classroom instruction, computers
allow students to learn material on their own, at
their own pace. They can provide learning experi-
ences that simulate real-life problems, both in and
out of class. Teachers can also use microcomput-
ersas apresentation medium that goes beyond the
traditional advantages of audiovisual aids.

Instructional software is now available for every
subject area in higher education, providing indi-
vidual drill and practice sessions, tutorials, or
simulations that students can use on their own. In
addition, teachers can assign projects that require
the use of software for data processing or analysis.
UNC's microcomputer labs are distributed across
campus to provide access to computers for stu-
dents who don't have their own machines, so an
increasing number of teachers are making these
kinds of assignments.

If you decide to assign microcomputer projects,
first check with other members of your depart-
ment to find out the kinds of projects they assign
and the software they use. Although there are
thousands of programs on the market, many of
them are poorly designed or inappropriate for
college-level work, so experienced teachers choose
and test software carefully before using it in their
courses. Once you have selected a piece of soft-
ware, familiarize yourself with its features and
apply it to the tasks you will assign to students.
You will find that software descriptions and their
actual performance can differ in important re-
spects. Also check on the compatibility of th