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Dear Graduate Teaching Assistant,

Welcome to graduate studies at Virginia Tech! I am sure that your time spent here will be challenging,
rewarding, and the first step in a successful career in your chosen discipline.

Congratulations on being selected a Graduate Teaching Assistant. Your assistantship is not only a means
of support for you, but also a very important function for the university. Your part is critical in carrying
out the university’s teaching mission. The contents of this handbook will hopefully provide you with
information that will help you in carrying out your teaching and related duties.

There is another aspect to your GTA assignment that may not seem important to you at this moment, but
you should consider as you carry out your responsibilities. While you are helping your students, you are
also obtaining valuable training and experience for yourself. Whether you eventually find yourself in an
academic career, or in a career in government or private industry, your ability to impart your knowledge to
others (that which we sometimes narrowly call “teaching”) will play a large part in your overall success.

I wish you all the best in your time at Virginia Tech. If you find yourself in need of information or advice,
please don’t hesistate to call on the Graduate School.

Sincerely,

Karen P. DePauw, Ph.D.
Vice Provost of Graduate Studies
Dean of the Graduate School

Land-Grant University- Putting Knowledge to Work
An Equal Opportunity/ Affirmative Action Institution
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FOREWORD

Dear Teaching Assistant:

This handbook has been designed and written with one purpose in mind: to help you to fulfill
successfully the instructional responsibilities which Virginia Polytechnic Institute and State Univer-
sity has asked you to assume. In order for you to obtain the maximum benefit from this handbook,
there are several things you should bear in mind.

1. This handbook need not be read at one sitting. It is a reference book and can be used as
you would use any reference work. To familiarize yourself with it, read the table of contents and
then consult the sections which are relevant to the task you are undertaking. Sections of the hand-
book which are not relevant to you now may be useful to you later in the term or in the future when
you may be given different TA responsibilities.

The handbook is organized around three types of information: planning and teaching,
campus resources, and university rules and procedures. You might want to peruse each of these
sections now, but read them more carefully when specific teaching needs arise.

For example, if you have teaching responsibilities, you will find it useful to read the sections
on course planning and the  first day of class before meeting your students. If you have  responsi-
bility for leading a discussion section and are unsure  how best to proceed, look at the section on
teaching techniques.

Before you grade exams, papers, or other assignments, read the  section on grading and
review the policy and procedures section for a description of the quality which should be  repre-
sented by each letter grade. If you would like computer scoring of your exams, consult the section
on campus  resources.

2. This handbook does not provide you with all the information, suggestions, and teaching
tips you need in order to carry out your instructional responsibilities. Many departments have their
own handbooks that will provide you with advice that is more specifically related to the special
teaching issues, problems and challenges of your academic discipline.

3. Your graduate student peers who have taught previously and the faculty are valuable
resources for helping you with your first teaching experience. You should feel free to call on these
people for advice and assistance.

4. While we hope this handbook will help you, we also ask that you help us. We recognize
that there may be many ways that we can improve upon it. You, the users, are the people who can
best advise us on future additions to the work. We are therefore asking that you give us as much
feedback as possible so that future instructors at Virginia Tech will have an even more useful
guide. For your convenience, the last page of this handbook is a pre-addressed comment sheet
that can be removed and returned to us with your comments.

As you acquire teaching experience, you will develop your own ideas, approaches, and
successful ways to interact with students. The purpose of this handbook is to share with you the
experience and advice of others to help you develop your teaching style and skills. We wish each
of you success and personal fulfillment in your teaching endeavors.

Please note that much of this handbook is reproduced with permission from Teaching at Carolina
(1988), published by the Center for Teaching and Learning at the University of North Carolina.
Certain sections have been adapted or added to, providing information specific to Virginia Tech.
We are indebted to Dr. Joel J. Schwartz for his cooperation in permitting the use of this work.
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ture and Urban Studies, Arts and Sciences, Business,
Educationand Human Resources, Engineering, and Forestry
and Wildlife Resources. About 70 majors are  available to
undergraduates. On the post-graduate level, masters and
doctoral degrees are offered through the Graduate School
and professional DVM degrees are offered through the Vir-
ginia-Maryland Regional College of Veterinary Medicine.
There are more than 70 master's and 80 doctoral degrees.
Undergraduate and graduate instruction at the university is
carried out by 1,466 faculty members and 600 graduate
teaching assistants.

   The Students

Of the university's 26,000 on-campus students, 85
percent (22,000) are undergraduates. Of the undergraduates,
41 percent are women, 4.5 percent are African American,
and 7.4 percent are Hispanic, Asian, Native American or
Alaskan Natives; 5.2 percent are international.

In recent years, fifty-four percent of entering freshmen
have come from the upper 10 percent of their high school
classes and 35 percent scored above 1200 on the SAT
exam. In 1995, 17,236 students applied for enrollment. Of
these, 75 percent were accepted and 39 percent of accepted
students enrolled, for a freshman class of about 5,000 stu-
dents. Most of our students come from larger schools in met-
ropolitan areas and are generally well prepared for college
work. Some, however, come from small rural schools and
may encounter some difficulty in adjusting to academic life in
a major university community.

As many of you will recall, entering college provides
students with new freedoms and responsibilities. The former
are much easier to assume than the latter, and Graduate
Teaching Assistants need to take this into account as they
plan to work with students through the academic year.

TYPES OF TA RESPONSIBILITIESTYPES OF TA RESPONSIBILITIESTYPES OF TA RESPONSIBILITIESTYPES OF TA RESPONSIBILITIESTYPES OF TA RESPONSIBILITIES

Teaching Assistants at Virginia Tech perform a wide
variety of duties related to instruction, from teaching entire
courses independently to grading tests and papers for a
faculty member. Even within these categories there is no
standardization of responsibilities across departments. We
have listed below four types of TA-ships with a brief descrip-
tion of the duties generally associated with them. Subsequent
sections in this Handbook provide guidelines for specific
teaching tasks such as grading and lecturing.

                    Grading

Although this is one of the least glamorous jobs, it is
also one of the most important (and most difficult). Grading
exams and papers for a a course which you are not teaching

Because the authority to define TA  job responsibilities
and benefits has been delegated to individual departments,
there are no job guidelines that apply to all TA’s across de-
partments in the university. Therefore, you may find a great
deal of variability in the duties of TA’s here at Virginia Tech.
Your individual department will determine your job responsi-
bilities, the number of work hours expected, salary, period of
employment, job title, and other specifics. Your paycheck will
normally come bi-weekly, and you may pick it up at the
Cashier’s Window in Burruss Hall or you may elect for direct
deposit to your bank.

Your job will be to assist faculty in teaching under-
graduate classes. The degree of your involvement in these
classes will be determined by your department and by the
professor you will be working with. Some departments have
organized training programs and specifically defined expecta-
tions. Other departments will have less formal ways of giving
you information, and you will have to ask questions to find out
about various aspects of your job. Good resource people to
talk to include the professor you are working with, the depart-
ment chairperson, the department secretary, and other TA’s,
especially ones who have worked with the course before.

 VIRGINIA TECH CAMPUSVIRGINIA TECH CAMPUSVIRGINIA TECH CAMPUSVIRGINIA TECH CAMPUSVIRGINIA TECH CAMPUS

AND STUDENT PROFILEAND STUDENT PROFILEAND STUDENT PROFILEAND STUDENT PROFILEAND STUDENT PROFILE

Your expectations of students’ abilities and interests
are probably based on your own undergraduate experience,
but that may not always be a useful comparison. This profile
of the academic background of Virginia Tech students should
help you understand the similarities and differences between
your own undergraduate experience and the one at Virginia
Tech. Following is a brief overview of the university structure
and the undergraduate students who were on campus in
1995. This information provides only a broad context. Once
you begin your teaching duties, you will want to find out more
specific information on the background, skills, needs, and
interests of the students assigned to your classes, labs, or
discussion groups.

  The University

Virginia Polytechnic Institute and State University be-
gan its history in 1872 as a Land Grant College established
under the Morrill Act and named Virginia Agricultural and
Mechanical College. After almost 90 years when students
were mostly male and members of the Corp of Cadets, in the
’60s and ’70s the university emerged to become the co-edu-
cational, major research university it is today. In that time, its
enrollment grew from a few thousand to almost 26,000 state-
wide. The university today consists of eight undergraduate
academic colleges: Agriculture and Life Sciences, Architec-

           INTRODUCTION TO THE JOB INTRODUCTION TO THE JOB INTRODUCTION TO THE JOB INTRODUCTION TO THE JOB INTRODUCTION TO THE JOBIIIII
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One of the most rewarding experiences for TA’s is the
opportunity to teach a course independently. It is also a
heavy responsibility because the investment of time is much
greater than most TA’s expect. Fortunately, these assign-
ments are not usually given to inexperienced or untrained
TA’s. Full-course teaching requires at least some mastery of
teaching techniques, basic knowledge of methodologies and
procedures, and an appreciation of the abilities of the stu-
dents you will be teaching. In special cases such as studio
instruction in the fine arts, students require more individual
attention, but the experience tends to be rewarding for both
teacher and student.

As you read Section II of this handbook, “Class Plan-
ning and Teaching,” think about how the duties of your par-
ticular job relate to the topics in that section (even if you will
not have full course responsibility). Although you may not be
directly involved in all aspects of planning and teaching a
course, a working knowledge of each phase will help you
understand how your duties fit into the overall teaching pro-
cess.

In some—but not all—departments, a “course coordina-
tor” supervises a group of TA’s who teach sections of the
same course (or even a related set of courses), but most
TA’s are assigned to work for a particular professor in one or
more of that professor’s courses. In either case, the kind of
relationship you have with your supervisor will affect on your
performance as a TA.

Whether you are working as a discussion leader or a
grader, or in a subordinant role, having a clear definition of
your duties is critical. If you don’t ask questions, the course
professor will often assume that you know what you are sup-
posed to do. If possible, you should try to get your duties in
writing to reduce the chances of misinterpretation.

You should ask for precise answers about:
• the purpose of the discussion sections and the amount of
    freedom TA’s have to choose method and content;
• the extent TA’s will be involved in exam writing and grading;
• the course professor’s attendance requirements;
• information about teaching and any practice situations that
   may be available;
• the kind of teaching (lecture, discussion, recitation) the
   TA’s are expected to engage in;
• methods for feedback and evaluation of TA teaching (espe-
   cially videotaping).

In addition, regular meetings with the course pro-
fessor are indispensable for handling problems and con-
cerns as they come up during the semester. The profes-
sor can use some of the meeting time to explain com-
mon student difficulties with the upcoming content and can
suggest specific ways TA’s should teach it. It TA’s will be
responsible for helping develop exams, these meetings

presupposes a great deal of coordination with the faculty
member in charge. Usually, although not always, “graders”
are also called upon to assist in the construction of exam
questions, which requires an intimate knowledge of the
course and of the teacher’s intentions. It is vitally important
that the grader receive complete instructions regarding grad-
ing procedures, the range of “correct” answers for each ques-
tion, and how to spot possible cases of cheating. Guidelines
for insuring uniformity of standards among graders (since
there is often more than one) are also essential. If the course
professor does not automatically provide this information, you
should ask for it.

Typically, discussion sections are scheduled for
very large classes in order to provide an opportunity for
student involvement, for questions, or for discussion of
the week’s lecture topic. Some discussion sections are
intended as problem sessions in which the students and
the TA work through a set of questions related to the
lecture. Other types of sections have specific content
objectives, and the TA is expected to teach the mate-
rial through lecture or other means. Usually the discus-
sion leader must also grade students in his/her section,
either for “participation” or for more substantive levels
of performance. In some departments the discussion
leaders are also expected to share grading duties for
the entire course. As in the case of grading, being a
discussion leader requires a great deal of coordination
(and cooperation) with the teacher responsible for the
course.  It is essential that the course professor clarify
the purpose of the discussion sections and make certain
that the TA’s involved in the course understand all
course policies and procedures.

Laboratory instructors in the sciences fulfill somewhat
the same function as discussion leaders in other fields; how-
ever, their duties are usually much more well defined. Typi-
cally, lab instructors are responsible for performing experi-
ments or demonstrations which are essential to the course
work in the large sections. Often the TA also supervises the
students as they perform experiments or complete exercises
set forth in a lab manual. The degree to which the lab work is
integrated with the other course work directly affects the TA’s
job, and in cases where the coordination is poor or the lab
manual inadequate, a conscientious TA will try to compen-
sate for these shortcomings. Finally, lab instructors are also
responsible for the physical safety of their students, and must
teach lab safety as well as academic content. (The Environ-
mental Health and Safety Service is a valuable resource for
this aspect of the job). You may call them at 231-3944. Visit
their web site at www.ehss.vt.edu.

Full-Course Teaching

Leading Discussion/Recitation Sessions

Lab Instruction

Working With The Course Professor/

      

Coordinator



          8

should also explore the testing techniques preferred by the
course professor and the specific criteria used for grading
test items. The course professor should help the TA’s de-
velop a sound grading plan for discussion sections that stan-
dardizes criteria across sections in order to reduce the grad-
ing variations which will occur otherwise. In some situations,
TA’s are allotted a small percentage of the final grade to
reflect “class participation” in their discussion sections; the
criteria for this grade should also be worked out in advance
with the course professor.

Regular conferences also provide opportunities for TA’s
to share particularly successful teaching techniques—many
times TA’s develop especially original and effective methods
on their own, but unless these ideas are shared, only a few
students will benefit. These meetings are an appropriate
forum in which to bring up suggestions for improving the
course and for passing on information about how well stu-
dents are handling difficult parts of the course (and what
should be done to help them).

With regular meetings, the supervisor can handle situa-
tions that arise between and among TA’s in the course. For
example, some TA’s may give their sections higher grades to
give “their” students an edge in the final course grades; some
TA’s may simply cancel class when there’s a big weekend or
an important basketball game coming up; some TA’s will
work harder than others, holding special review sessions,
giving extra handouts, and tutoring students who are having
difficulties. Unless these issues are handled with dispatch,
they can undermine TA morale and have a deleterious effect
on the course as a whole.

If regular conferences are not scheduled by the profes-
sor in charge, you might suggest that such meetings be held
(citing the reasons given above). Even if the course professor
does not wish to meet, there is no reason the TA’s them-
selves could not confer regularly to work out course problems
and share teaching insights.

As a graduate student, you are probably much closer in
age to the undergraduate population than are faculty mem-
bers, a situation which has both advantages and disadvan-
tages. You are likely to share some of their values, interests
and tastes, giving you an edge in communicating with them.
However, the relatively small difference in age makes it nec-
essary to distance yourself from your students in some way
so that you don’t fall into such easy familiarity that you be-
come a “buddy,” for this is an inappropriate relationship for a
teacher to have with his/her students.  Remember that you
have to evaluate their work and assign grades, activities
which are difficult enough without the ethical burdens im-
posed by a “buddy” relationship. You should strive for an
“arm’s length” distance from your students—close enough to
be helpful and friendly, and far enough away that you don’t
feel any inappropriate obligations to them.

You should be flexible about deadlines or course re-
quirements in the face of extraordinary circumstances, but be
firm when confronted by importunate appeals to your soft

heart. For example, if a student misses a test because of a
medical crisis, automobile accident, or similar unanticipated
emergency, he or she should be allowed to make up the test
(or perform some equivalent task such as writing a research
paper) given appropriate verification of the emergency. On
the other hand, missing a test because he/she decided to
stay at the beach an extra day after Spring Break cannot be
justified by any amount of special pleading.

 If students want to continue a discussion in the snack
bar after class, you would have an excellent opportunity to
carry your instructor’s role beyond the limits of the classroom
and also to get to know some of your students better. One
should be cautious, however, in meeting students for purely
social pursuits, since social interactions tend to encourage
the confiding of personal problems and the development of
more intimate relationships. Remember, for most students
the college experience is their first time away from home, and
the university is a large, unfamiliar institution. Many students
are seeking the kind of intimacy and caring they enjoyed back
home, and if you try to meet their emotional needs you may
find yourself drawn into inappropriate relationships. Listening
to their personal problems with sympathy and understanding
will help them handle the stree of school; being too encourag-
ing of such disclosures can make it difficult for you to exer-
cise good judgment in allowing exceptions to course require-
ments or in assigning grades.

In your attempts to distance yourself from your stu-
dents, try not to succumb to the temptation to become too
authoritarian. Students tend to see all teachers (at least ini-
tially) as authority figures, so the role can easily be over-
played. Being too rigid is just as bad as being too flexible.
Beware also of trying to impress students with your erudi-
tion—they know so much less than you do about your subject
that you will only appear unnecessarily pedantic (or even
pompous). One of the danger signs of this condition is a
tendency to ridicule student’s questions and comments. Ridi-
cule and sarcasm will quickly alienate the class and stifle any
student incentive to engage in dialogue.

Also, you should accept the fact that, for one reason or
another, you may develop personality conflicts with certain
students. If this happens, remember that the classroom is not
an appropriate arena for airing these conflicts. Settling prob-
lems of this sort is best accomplished one-on-one, preferably
on neutral territory, and as soon as possible after you have
become aware of the problem.

There is a possibility that your own insecurities as a
teacher could affect your relationship with students, but you
will soon discover that most of your fears are groundless. For
example, nervousness (stage fright) generally evaporates by
the end of the first week of the course as you begin to learn
your students’ names and the class is no longer a room full of
strangers. Some TA’s are afraid that students may ask ques-
tions about the material that they can’t answer, but in fact this
situation rarely occurs. (If you don’t know the answer to a
question, admit it and promise to provide the answer in the
next class—they will respect your intellectual honesty.) Simi-
larly, Virginia Tech students are not generally unruly (in class)
and they are rarely rude or challenging to their instructors;

33333

       Relating to Students



      9

indeed, the problem is not how to handle unruly students but
rather how to arouse their intellectual curiosity and encourage
such debate.

Finally, remember that you begin each semester with
the good will and respect of your students; they will forgive
many mistakes if you show them you care about their suc-
cess in the course and try to be just and fair in your evalua-
tion of them.

    ROLE IN ADVISING
Another part of your role as a teacher involves

advising students on various problems. Although it is
natural to want to help others in need, you should try
to make a distinction between problems related to
schoolwork (about which it would be appropriate to
provide advice) and personal problems (about which it
would be inappropriate to offer advice even if you were
a trained counselor). In other words, if students aren't
performing well because they have  poor study habits,
you can certainly suggest ways to improve those hab-
its, but if students come to you for advice about emo-
tional problems (e.g. depression, anxiety, phobias),
listen sympathetically, but refer them to the Student
Health Services or Counseling Services. For more spe-
cific information on referrals to student support ser-
vices, see “Student Problems and Referrals.”

You are able to offer a unique view of the profes-
sion for undergraduate that should not be overlooked.
The smaller age difference between GTA and under-
graduate may allow for a level of communication not
always possible with advisors and academic support
personnel. You may know more about the reasons for
pursuing a graduate degree, formulating professional
goals, the importance of certain courses, and relevance
of the undergraduate to the graduate experience. On a
personal level, you are closer to the demands made on
the undergraduate , and often have just been success-
ful in coping with problems arising from the academic
and social demands of an undergraduate experience.

There are various facets of attaining professional com-
petence and the GTA can help foster this attainment. You
can direct students to consider courses that fit their capabili-
ties. Encouraging the development of a broad-based curricu-
lum is valuable, as you know that academic diversity is
needed to succeed in a career. You can encourage students
to challenge themselves, to strengthen their ability to commu-
nicate, and if they are interested in a career in your subject
area, you can help them develop a real interest and focus.

Aside from academic and professional aspects,
you can also assist in the development of personality.
Where possible, encourage leadership capabilities. This
is necessary in all fields of endeavor. You can also help
instill pride and enthusiasm for the professional field. Most
importantly, you can be a role model by demonstrating
strengths in scholarship, integrity, organization, fairness, and
professional appearance.

THE GTA ROLE IN ADVISINGTHE GTA ROLE IN ADVISINGTHE GTA ROLE IN ADVISINGTHE GTA ROLE IN ADVISINGTHE GTA ROLE IN ADVISING
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Although this section will be most useful for TA’s
with full course responsibility, the principles on which it
is based can be applied to the design of many different
kinds of instruction. For example, whether you are a lab
instructor in Chemistry or a discussion leader in Political
Science, you can design far more effective demonstra-
tions and class discussions if you base your lessons on
learning outcomes (“What should students understand
or be able to do when they leave the class?). If you are
a grader, this section will help you understand how test-
ing relates to teaching and vise-versa.

If you are responsible for teaching an entire
course, you will probably be required to plan the course
and develop the syllabus as well. Ideally, you should
start this task several months in advance of the semes-
ter in which the course is taught, not only because the
process of planning takes a long time but because text-
book orders, film requests, and typing and duplicating
course handouts and other materials typically require
long lead times. But even if you are asked to teach a
course on short notice, you should know and try to
follow as many of the planning guidelines as possible.
Realistically, most TA’s do not have sufficient time to
develop courses as fully as the guidelines suggest (even
given ample warning) since they must also attend
classes, perform research, write papers, prepare for
comprehensive exams, and write theses and disserta-
tions. However, we offer these ideas as the ideal model
to which you should aspire in your future teaching ca-
reer, and we hope that these guidelines will at least help
you think about some of the issues involved in course
planning and provide some practical hints to make your
task easier.

If you “inherit” a course that someone else has
planned and taught, you can use these guidelines to
analyze the design and modify it to suit your interests
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 professors feel that you must
teach a course at least three times before it really
works well. In the last analysis, only you can decide how
much time and energy you can afford to devote to the
process of course planning (and teaching) without dam-
aging your own academic program.

Most college courses are designed around a body of
material selected by teachers on the basis of their profes-
sional judgment about its relevance to the course. The plan-
ning model generally used is a simple one: the richer the
content, the better the course. Unfortunately, this model fails
to provide consistent results—some students learn the mate-
rial well, but many do not. Research has shown that retention
of factual content beyond the final exam is minimal at best;
approximately 90% is lost within a month. However, students
will retain processes (problem-solving strategies, analytical
approaches, patterns of thought, and critical thinking skills)
and will remember factual details insofar as this type of con-
tent is related to the process involved. Of course, factual
content which the student continues to use is retained, but
this phenomenon usually applies only to the student’s major.
For verification, think about undergraduate courses you took
in the fields completely outside your current area of interest
and ask yourself how much course content you can recall
today.

           Focus of the Course

Thinking about a course from the standpoint of student
learning (in addition to the content) will allow you to make
better choices about the most appropriate material to include
in the course (since it is impossible to include all the material
relevant to a given course). The first step in this process is to
identify the knowledge, skills, and attitudes which you expect
students to have by the end of the course. In most math,
science, language and physical education courses, these
outcomes are generally 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 cases, course
planning is simplified because the learning outcomes are
generally agreed upon (and usually already fixed by the cur-
riculum). However, consider courses in the social sciences
and humanities; what should students be able to do, to know,
to understand in a course in history, music, art, anthropology,
sociology, or philosophy? These kinds of courses require that
you think carefully about the meaning of these areas of
knowledge for the lives and education of undergradu-
ates. 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 with changing circumstances (consider the differ-
ence between teaching undergraduates at Stanford and
teaching at a community college).

For example, an instructor in an anthropology course
decided that one of her basic goals would be for students to
recognize and come to terms with their ethnocentrism and
improve their concept of cultural relativity. Another underlying
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theme of her course was the interaction between environ-
ment and culture and the effect on human behavior, both
adaptive and maladaptive, and she expected her students to
be able to use examples from the course to explain this con-
cept. Her basic goals (and she had several more) shared the
course in several ways. She chose study materials through
which students could master the goals of the course, and she
reiterated and emphasized the goals frequently so students
could see the connection between their activities and the
desired outcomes. She also deleted a great deal of material
taught in a previous course which was irrelevant to the goals
she had set.

Another TA, in designing a history course, decided that
his students should be able to address a historical problem
with the tools and approaches professional historians use
(although on a less sophisticated level). He then planned
experiences and exercises which enabled them to learn and
practice the approaches and strategies used by historians.
He chose the reading material for the course only at the end
of his planning activity. In other words, the content and the
daily class activities you plan for students must grow directly
from (and be appropriate for mastery of) the course goals.

          Basic Planning Questions

There are rational, systematic ways to make these
planning decisions, and to assist you in the task we
have created a set of questions that you should ask
yourself as an initial planning exercise. The answers to
these questions should guide and inform the remainder
of your planning activity.

1.What is the place of this course in the curriculum? Is it
a prerequisite for higher-level courses? If so, what do in-
coming students in these higher courses need to know? Is
the course “peripheral” to the main thrust of the departmen-
tal curriculum? 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 overall course goals.)

2.What kinds of skills and knowledge can you expect of
students who register for the class? What level of per-
formance can you expect from them? (It is helpful to talk to
experienced TA’s and faculty about the typical Virginia
Tech undergraduate’s capabilities and achievement level—
for example, the average first-year student reads at an
11th- grade level.)

3.Given their incoming levels of skills and knowledge,
how do you want students to “be different” by the end
of the courses? Specifically, what skills and knowledge
should they be able to demonstrate, and how will you mea-
sure their mastery of these things? (In the example of the
history course above, a research paper would be one way
to measure the desired outcome, but an oral final exam or
even a set of short essays, if they were carefully designed,
might be appropriate as well.)

4.Having defined the course goals and objectives, what
kinds of learning experiences seem appropriate for

students attempting to master your objectives? What
textbooks, monographs, or other reading materials are
available, at what levcontent” — may form the core of your
course, but you should always try to think in terms of active
learning experiences, both in-class and out-of-class. For
example, you could lecture on religious sects and their
practices, but if students were sent out into the community
to observe local examples firsthand, they would learn—and
remember—a great deal more from the experience.

 5.What themes, fundamental principles, or synthesizing
ideas does the course involve? (If you can identify these
elements of your course, they can serve as unifying
themes for the entire body of material; they become the
threads which hold the courses together for the students.
For example, a course in anthropology might center on
“ethnocentrism vs. relativism,” and “fixation vs. change,”
among other things.)

  Course Calendar

When you have found answers to all these ques-
tions and written them down), you will be ready to
begin the next stage of course design, which involves
planning specific activities for each class meeting and
integrating them into a coherent whole. First you will
need an official university calendar for the semester in
which you will be teaching. The calendar specifies the
first and last class days and final exam days, indicates
holidays and other events that might affect class
schedules, and specifies deadlines for drop-add, grade
reports, and similar items. (Section Section III, “Manage-
ment Issues,” for the academic calendar.)

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 hours. In other words, you
must teach your students everything you have planned
in what amounts to a single standard work-week. Taking
your notes about goals, objectives, and strategies
(from the questions above), you can now begin to block
out the semester’s activities. Remember 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 (however, you
should plan on giving some kind of test before the
drop/add deadlines). 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, subdivide them
into individual class sessions on more specific topics. Try to
avoid having sessions on closely related material span major
holidays.

    Planning Individual Classes

Having outlined the major and minor divisions of the
course and provided for quizzes and exams, you can move
on to planning individual classes. Perhaps the best way to
proceed is to take a single sheet of paper for each class, turn
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it sideways and divide it into three columns labeled “objec-
tives”, “teaching methods”, and “evaluation” (see Figure 1).
This procedure pre-empts the impulse to sit down and imme-
diately write lectures for each class session. Some course
material may be appropriately taught via lectures, but if you
first consider the objectives for the day, you may decide (for
example) that class discussion is a more appropriate method
for your students to master the objectives for the day. You
can then write “class discussion” under the “methods” column
and list specific instructions about how you will conduct the
discussion. You may decide that several different activities
are necessary for students to master the objectives. For
example, a short lecture followed by an in-class writing as-
signment and a simulation exercise, summarized at the end
of class by another short lecture. (Assigned reading materials
and homework exercises are often overlooked as learning
experiences by which students can master some objectives
outside of class.) Note that “objectives” do not describe what
the teacher is going to do, or even what the students are
going to do — they describe what students are supposed to
learn. Objectives are not activities, they are learning out-
comes.

When you consider the “evaluation” column, you may
decide that some measurement of class participation is an
appropriate evaluation of an objective, or you may sketch out
a short quiz or list possible essay questions for a major exam.
Whatever form the evaluation takes, it must be designed to
measure your objectives—the intended learning outcomes for
the lesson.

This planning format virtually compels one to base
classroom activities on specific learning outcomes, to enter-
tain a variety of instructional strategies, and to consider ap-
propriate 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. Looking over your
work at this point, you need to check for discontinuities in the
“flow” of the course. For example, you should check that the
discrete sections of the course fit together well, and that you
have provided ways to ensure that your students understand
these relationships. Short lectures are useful for introducing
and providing an overview of an uncomping 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 which they perceive between the new material
and previous units.

This is also an appropriate stage to check on the length
and sequencing of reading assignments and how they relate
to in-class activities. If you simply lecture from the reading
assignments, students quickly learn that 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 the reading material to in-
class activities, students will be confused about the impor-
tance and relevance of the readings. Ideally, reading material
should be amplified and illuminated in-class so that students
understand the context of the materials and perceive its rela-
tionship to the course as a whole. You can tell if you haven’t
succeeded in this regard when students ask questions such

Figure 1. Table of Specifications for a TestFigure 1. Table of Specifications for a TestFigure 1. Table of Specifications for a TestFigure 1. Table of Specifications for a TestFigure 1. Table of Specifications for a Test
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First-year students may not be able to handle the level
(and amount) of reading material that you might wish. You
can expect more of juniors and seniors, of course, and even
freshmen need to be challenged and “stretched” by their
reading. After all, nothing can replace the experience of read-
ing original works. The danger lies in setting challenges so far
beyond student’s capabilities that they become demoralized.
Publishers’ representatives can provide information on the
reading level of the texts they sell, and colleagues in your
department can tell you which texts and other materials they
have used successfully.

     Readability

Determining readability requires, first of all, that you
actually read the material yourself (or at least as much of it as
you have time to). If you are trying to choose a textbook, you
need to evaluate the author’s approach to the subject, the
layout of the chapters, and its pedagogical features. With
regard to content, the book should be correct, precise, and
accurate (and the same criteria should be applied to all
monographic materials). You should look for clear explana-
tions of complex ideas and for a variety of concrete examples
to illustrate the concepts covered. Check for logical organiza-
tion within chapters and throughout the entire 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: chap-
ter outlines, summaries, thought questions, lists of important
terms and definitions, colored or bold-faced type for signifi-
cant features of the content, and so forth.

      Content

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

You should be cautioned about using the
“teacher’s edition” of the textbook or the “teacher’s
manual” which may accompany the book. It is easy to
be seduced into teaching a course from the textbook
author’s viewpoint rather than from your own (which is
why textbook selection should follow, rather than pre-
cede, the selection of your course objectives). Beware,
too, of the convenient lists of multiple-choice questions
in the teacher’s manual—many (if not most) of them
violate the principles of good test construction. Some-
times these questions can serve as starting points for
writing your own, but resist the temptation to use them
wholesale.

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 I 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 the
relationships between and among other course activities as
well—written exercises, exams and quizzes, homework
assignments, topical discussions, lectures, etc. A well-de-
signed course is a carefully crafted network of ideas. Stu-
dents should not have to guess why they are reading a par-
ticular book or writing a particular paper, nor should they
waste time or suffer needless anxiety trying to “psyche-out”
the instructor’s intentions. Make plans to tell students the
objectives and outcomes for each class session and to re-
mind them how the day's activities fit with the "big picture" of
the course.

Now that you have read about the process of course
development, you must decide how much of it you will be
able to perform, given the limitations and constraints under
which you work. In several departments, TA’s are required to
take a seminar in college teaching (for credit) before they are
allowed to teach courses on their own. If you are in one of
these departments, you can use the entire planning model
and design your course in some detail, since you will have
one or two semesters in which to work. If your department
provides less comprehensive training (or prefers “on the job”
training) you may only be able to use portions of the model.
For example, you might try to plan a few units which occur
later in the semester using the detailed model, or (as you
teach) make notes about how you will alter the course in
subsequent semesters.

     TEXTBOOKS, MANUALS,TEXTBOOKS, MANUALS,TEXTBOOKS, MANUALS,TEXTBOOKS, MANUALS,TEXTBOOKS, MANUALS,

AND READINGSAND READINGSAND READINGSAND READINGSAND READINGS

In most college courses, readings of one kind or an-
other carry the burden of the course content; hence they are
central to the educational experience of your students. If you
are a discussion leader, lab assistant, or grader, you should
read all the materials which have been assigned to the stu-
dents. Not only will this exercise help you identify potential
trouble spots (e.g. particularly difficult material or areas of
scientific controversy), it will sensitize you to the nature of the
student experience in the course (and thereby give you some
basis for evaluating student complaints about the reading
assignments). In grading essay tests, you must be familiar
with the sources on which the essays are based, whether
these sources contradict one another, or whether they con-
tain errors of fact or interpretation. If you have independent
teaching responsibility, you may be allowed to select your
own reading materials for the course. (For consistency’s
sake, some departments require that all teachers of a par-
ticular course use the same texts, and a faculty committee
makes the selection.) The most important considerations in
choosing reading materials are: reading level, readability,
content, cost, and amount (number of pages per week).

   Reading Level
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Amount of Reading

The amount of reading you can require of your students
depends upon several factors. Freshmen are not as capable
of handling a heavy reading load as are 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 five or six courses per
semester, and assigning a disproportionate amount of read-
ing 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, how-
ever, because there may be some disagreement about how
much is “reasonable.”

        Cost

If a textbook meets all your criteria but costs $75.00,
you should carefully consider the cost-benefit ratio for your
students (similarly, a monograph and a half-dozen paper-
backs may cost a considerable amount). Students taking five
or six classes may be paying several hundred dollars for their
books alone. Even any wealthy students at Virginia Tech may
try to do without a book if they think its cost is exorbitant.
Moreover, most students do not keep their college textbooks
for life. They are unlikely to get even a third of the price they
paid when they sell the books.

   Alternatives

If you discover that no single text or set of mono-
graphs meets your needs, you may wish to create your
own textbooks from many disparate sources (assuming
you have sufficient lead time). The local copy centers
will usually make the necessary requests for copyright clear-
ance, which is the only legal barrier to using journal articles,
chapters from monographs, and various other printed
sources. These collections of readings cost a great deal less
than most textbooks, and they are tailor-made to meet your
course objectives. Of course, you need to consider the read-
ing level of the individual articles you have chosen to include
in the coursepak, but you have slightly more flexibility in this
regard with a collection of this sort.

  Lab Manuals

When you must use a textbook someone else has
selected, subject it to the same forms of analysis outlined
above in order to determine its suitability for your needs. You
may have to make up deficiencies, interpret difficult material,
select additional reading material, or supplement the book in
various other ways.

If you are a lab assistant in one of the natural sciences,
carefully examine the lab manual you will have to use in your
teaching. Some manuals consist of little more than one or two
typewritten pages for each exercise, with crude drawings of
the apparatus, sold as a coursepak at one of the local dupli-

cation services. Others may be lengthy, expensively printed
books, with pictures of materials and apparatus not available
in your laboratory. Even when the manual is well-produced
and appropriate for the experiments you will need to demon-
strate, it may not match information contained in the main
course textbook. In any case, it will be your responsibility to
overcome problems and deficiencies in the lab manual
through careful planning and clever stratagems. TA’s who
have taught the same labs in the past are an excellent source
of information in this regard.

 DEVELOPING A SYLLABUS DEVELOPING A SYLLABUS DEVELOPING A SYLLABUS DEVELOPING A SYLLABUS 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 a syllabus is to pro-
vide a “road map” for students to enable them to get through
the course successfully. Research has shown that students
who are instructed in 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 excellent
medium for providing the kind of information students need to
guide their own learning. Moreover, a syllabus can point out
connections between various parts of the course and there-
fore help students understand the course as an integrated
whole.

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 benefits they are to derive
from the experience. A professor once pointed out that there
seemed to be inverse relationship between the length of his
syllabi and the length of the line at his office door—if he put
more information in the syllabus, fewer students troubled him
with elementary questions about the organization of the
course (and he had more time to consult with students about
more significant questions). Once you have decided upon the
rules, procedures, and requirements for the course and have
articulated them to your students in your syllabus and in
class, you should never arbitrarily change these elements—
this is the equivalent of unilaterally changing a legal contract
after it has been signed. Students will feel justifiably indignant
if you change the rules in the middle of the game.

Don't assume that the syllabus is enough nor that shar-
ing it with students on the first day of class will ensure that
they understand it. It is wise to re-visit the syllabus often
during the course, referring back to it for clarification so that
you communicate clearly with students what each require-
ment is and how the activities contribute to the overall course
objectives.

The syllabus is an important document for the teacher
as well as for the students, since it is one of the few tangible
records of the course itself. It provides an account of your
activities and it reflects your conceptualization of the course
as a whole, proof of which may be important for job applica-
tions. When you accept a faculty appointment at a college or
university, your course syllabi may become part of your pro-
motion/tenure file.
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Although every syllabus is unique to the course it repre-
sents, the following elements should appear in every one:

      Basic Course Information

1.Name of the instructor, office location(s), office hours, and
    telephone number(s).
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 (preferably written in terms of
what the students will gain from the course).

2.Your teaching formats (lecture, lecture/discussion, lab work,
field work, etc.) and their implications for students.

3. A detailed explanation of course procedures involving (for
example) papers, homework assignments, and outside
activities, lab work, field trips, and so forth.

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

5.Grading procedures and scales. (See section on testing
and grading in this manual.) List every activity that will be
graded (e.g., projects, quizzes, exams, homework, papers,
lab work, class participation), how each will be graded, and
the exact percentage of the grade each one represents.
Also explain the procedures by which you will determine
the final grade.

6.An explanation of the formats you will use in quizzes and
exams. Also, if you intend to use “pop” quizzes, you should
warn students about them in this section.

7.Guidelines for writing reports, research papers, reviews,
etc. These guidelines should include the preferred format
for each assignment, advice on how to research and write
the papers, and the criteria which will be used to grade
them.

8.Policies about class absence (and lateness), missed ex-
ams, late papers, cheating, and plagiarism. For example,
you should clearly delineate the types of source materials
and the extent of collaboration permitted on homework and
other assignments. (You may wish to refer to the section of
this Handbook on the Honor Code for specific information
about the teacher’s responsibility with respect to the Code.)
Try not to scold students in this section, but be specific and
firm.

9.Strategies for success in the course. If you were a student
in your 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 bud-
get your time?  What would your note-taking strategy be?
(Remember that many undergraduates have poor study
skills, and anything you can teach them about how to study
and learn will improve their performance.)

10.The schedule of classes, with meeting dates, topics, and
appropriate readings; deadlines for papers, projects and
assignments; school holidays; and test dates. Include your
expectations for class participation. If you intend to use

group or team projects, specify the behaviors that students
must employ to be successful. Plan to address these in class.
Be clear about the consequences for non-participation.

Additional Material

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

Although you may feel that a syllabus of this length is
excessive, you will discover that students appreciate your
effort to creat a truly useful syllabus, particularly if you take
time to review it on the first day of class and show them its
features. Some teachers have carried these guidelines even
further and developed course manuals which include the
assignments and activities for an entire semester, with hand-
outs, illustrations, and special instructions for each class day.
Of course, as a TA you probably won’t have time to create a
manual, but you might keep the idea in mind for your future
teaching career.

Finally, don’t be afraid to ask faculty members and
other TA’s for copies of their syllabi for inspiration in creating
your own. Although your syllabus should express your own
teaching goals for the course, there is no need to “reinvent
the wheel” on your own. Those who have taught in 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.

       TEACHING  TECHNIQUESTEACHING  TECHNIQUESTEACHING  TECHNIQUESTEACHING  TECHNIQUESTEACHING  TECHNIQUESEEEEEACHING
TECHNIQUES

In the section on course planning, you were encour-
aged to think of various ways to achieve the objectives you
devised for the course, to try to free yourself from thinking
only in terms of lecturing as a teaching method. In this
section we will briefly survey some of the methods you
might use (including appropriate uses of the lecture)
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 preference.
Remember, however, that student learning styles are diverse,
and if you want to be an effective teacher you will need to
employ a variety of methods. For example, although some
students prefer to learn through listening to a well-crafted
lecture, others learn best experientially—they must be al-
lowed to participate actively in the learning exercise. Some
students prefer to learn primarily through reading, and they
need well-chosen textual material to get the most from your
course. Still others learn best through interactive lecture, with
the opportunity for give-and-take with the teacher. There are
many distinct learning preferences and combinations of pref-
erences, and the best teachers provide a variety of learning
experiences in order to tap the learning potential of a wide
range of students. You may choose to vary your classroom
routine period by period, lecturing one day, holding discus-
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sions the next, showing a film the next, and so on, but varying
methods within the class period is a better technique because
it promotes interest and excitement.

There are many books on college teaching which can
provide detailed advice on how to implement a variety of
teaching techniques, so we have chosen to focus on the two
methods most widely employed in higher education—lecture
and discussion (and to suggest additional possibilities
for further examination on your own.)

       Lecturing

The “traditional” 50-minute college lecture (in
which the teacher does all the talking) is an ancient
teaching method, but its survival into the 20th century
attests more to its ease of use — and low expense—
than to its effectiveness as a teaching tool. When it is
done well, lecturing can both inform and inspire stu-
dents, but when it is done poorly, it can confuse and bore
them. Since it is likely that the lecture will remain the domi-
nant form of teaching in higher education for the foreseeable
future, you should be aware of its advantages and limitations.

From the standpoint of cognitive psychology, the tradi-
tional lecture format suffers from a variety of handicaps. In
the first place, the average attention span of a passive lis-
tener is only about 15 minutes, so if you talk uninterruptedly
for longer than 15 minutes it is likely that your students
are no longer fully “tuned in.” Second, in the aural learn-
ing process we gradually transfer bits of information
from short-term into long-term memory, a process
which takes time and which usually requires repetition
of the material. We therefore need “blank time” in
which no new information is being presented to inter-
rupt the encoding process. Successful lecturers often
plan for a "pause" in their delivery every 10-15 min-
utes. During this "pause"students can begin to process
the information. By posing a simple question related to
the content of the lecture and asking students to think
of an answer and/or pair up to discuss their answers,
the lecturer can initiate processing of the information
and keep students focused and actively engaged. If you
present 50 minutes of new information (and remember,
most of this information is “new” to your audience),
your students cannot process it in any meaningful way.
Third, since human perception is subject to error and
interference, what your students heard (and thought
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. Finally, higher-order learning cannot be
accomplished passively. Students will not learn to think criti-
cally or to solve problems unless they can practice those
skills; merely listening to someone talk about critical thinking
is not sufficient.

Lectures are useful for communicating information that
your students could not get in any other way. In some fields,
for example, the latest scientific advances may occur so

rapidly that the only practical way to teach classes in the
subject is through lecturing. The lecture’s ability to synthesize
and interpret material for students is particularly useful in
extremely complex subjects. Moreover, if the teacher has
good rhetorical skills, lectures can be inspirational as well as
informative. A 15-minute “mini-lecture” can provide an orien-
tation to new material; prepare students for a film, an experi-
ment, or a field trip; or summarize crucial points elicited from
a class discussion. (Beware, however, of allowing short lec-
tures to stretch into ever longer ones until you are back
at the 50-minute mark.)

Interactive Lecturing

Many teachers have discovered that a highly interac-
tive, question-and- answer lecture style can provide the dia-
logue critical to an effective learning experience. Instead of
providing all the information yourself, you elicit much of it
from your students through “unfinished statements” and direct
questions. For example: “The two things the textbook listed
as causes of this phenomenon were...?” and “John, compare
how the two authors you read for today treated the issue?”
Provocative 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 students to ask questions about the material,
thereby opening up two-way communication in the class-
room. You should carefully prepare the questions you intend
to ask, however, so you know that they will help build the
lecture, not lead to irrelevant tangents.

The interactive method not only overcomes many of the
disadvantages of the traditional lecture, it provides incentives
for students to keep up with their reading and other class
preparations. Even if you are a successful practitioner of this
lecture style, you should try to incorporate other teaching
methods that provide for more active student involvement in
the learning experience.

Preparation

Preparing a lecture is an exercise which requires think-
ing from the viewpoint of your intended audience. When you
begin to speak, the first questions in students’ minds are
“What is this lecture about?” “What will it cover?” and “Why is
it important?” Beginning a lecture without surveying its scope
and intent is equivalent to writing a book without a table of
contents. Ask yourself the question “If I only had five minutes
to talk on this subject, what would I say?” The answer to that
question is the essence of your intended message, and
should comprise part of your introduction. You should make
the structure of the lecture clear at the outset—the best lec-
turers 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 helps place it in context for students and indicates its
relative importance in the course as a whole.

By the time you finish the introduction, the students
should know how the lecture will be organized, the most
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important concepts it contains, and where it fits in the larger
body of knowledge which they are studying. Ideally, the intro-
duction should also include some attention-grabbing element
to pique their interest and provide some intellectual excite-
ment. For example, in a biology class you might set the stage
for your lecture on cell biology by asking rhetorically “How is
a giraffe like a potato?” (at the end of the lecture, you should
be able to elicit the answer from the students themselves). In
a literature class, consider the opening remark: “Shortly be-
fore Hemingway killed himself, he confessed....” (In
math-related courses, it is also a good idea to begin the
lecture with a short review of important concepts
taught in the previous class, and allow time for ques-
tions about the material—this technique helps lay a
more solid foundation for the day’s lecture.)

Supplemental Materials and Visuals

The body of your lecture flows naturally from an
effective introduction and should be carefully planned
to allow for internal summaries, clear transitions, and logical
sequences of development. In your lecture outline, you
should note the elements that you intend to elicit from stu-
dents and should write out the questions you intend to ask (to
make sure you are not just asking for simple recall of mate-
rial). Most good lecturers don’t rely totally on the spoken
word, but use diagrams, drawings, charts, and other graphic
aids (consider the difficulty of describing a double helix with-
out using any pictures). Any drawings you intend to put on
the blackboard should be included in your notes and, ideally,
copies provided to your students. If you are teaching a sub-
ject which requires a great deal of writing on the blackboard,
you should plan the way you will proceed (e.g. from top to
bottom, left to right) so students will be able to follow the
sequence of the material (and so you won’t need to erase the
material before they have had a chance to take notes on it).
Watch the students and take note of what they are doing. Are
they able to "keep up" with you? Monitor your speed of deliv-
ery. Pause, if necessary, to "keep them with you."

Using overhead transparencies or slides or a
powerpoint presentation to show this kind of material will
enhance its effectiveness. Projectable media allow you to use
color for coding ideas (and to add interest) and sequence
information in order to construct complicated concepts gradu-
ally. By preparing these materials ahead of time, you won’t
have to use class time to draw them on the blackboard and
you can show them repeatedly in the same class period (and
in subsequent classes for review). But leave enough time for
the students to copy the drawing and make notes. If the con-
tent is basic to the course, you need only develop the slides
or overheads once in order to use them every time you teach
the class. Although media materials do take extra time to
prepare, they are generally worth the effort, and the staff of
the Department of Teaching and Learning (226 War Memorial
Hall, 540-231-5347) will teach you how to use the Self-Ser-
vice Media Lab so you can make these materials yourself.

Examples

As you prepare your notes, be sure to provide relevant
examples of the ideas and concepts in the lecture. From
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 information which we
already possess. Note the relationships which can be drawn
between new material and that which has been covered
earlier, and note especially the connections which can be
made to the underlying themes of the course.

If you are teaching problem-solving, think carefully
about all the steps in the solution and write them down
so you will be sure to elucidate them in class. As laymen
in your field, students cannot be expected to make the
leaps of logic which experts make in solving problems,
so you should list the steps explicitly for the students
and invoke the steps as you work illustrative examples.
By using several examples which illustrate the key point,
the lecturer can tap in to the "power of redundancy" which
contributes to student understanding.

Concluding a Lecture

Finally, every good lecture has a conclusion of some
sort. Just as the introduction provides a launching pad for the
lecture, the conclusion provides a landing field and a final
sense of accomplishment and closure. The conclusion
should answer questions posed at the outset, summa-
rize the main concepts, and show how the lecture ob-
jectives have been accomplished. As with every other
aspect of the interactive lecture, this information can
be elicited from your students by clever questioning.
After all, if you did a good job in the presentation, they
should be able to provide the conclusions.

Although you shouldn’t include any new material in the
conclusion, you should use the opportunity to provide a
“bridge” to the next lecture. Giving students a statement to
ponder, a question to answer, or a problem to solve before
the next class period are techniques which can help
prepare for the next class period.

Timing

The best presenters take care of concerns about iming
by practicing (rehearsing)their presentation to test out the
timing aspects. Not all lectures go exactly as planned, but by
practicing to get an idea of the time it will take to deliver the
content the lecturer can gain a sense of comfort (reduce
anxiety) and make modifications before the actual
lecture.You may discover that your material takes only 40
minutes of a 50-minute period, but resist the temptation to
start on the next lecture. Instead, you should use the time to
review previous material, answer questions, or provide inter-
esting anecdotes about the day’s topic. Similarly, you should
try to avoid trying to cover so much that you run out of time
and have to carry material over into the next class (although
even the best teachers occasionally find themselves in this
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situation). If you discover that you have at least 20 minutes of
material left (and five minutes remaining in the period), you
should use the time to summarize and reinforce the concepts
you have already covered—don’t simply stop talking at the
end of the period.

Timing problems are particularly troublesome when
you have planned a course for 50-minute periods (three times
a week) and are instead assigned a 75-minute class which
meets twice a week (or vise-versa). Well-designed lectures
cannot be indiscriminantly truncated or spliced together; they
should stand on their own as complete units which accom-
plish a particular set of objectives. If you need to change
lectures to comply with a different class length, look first to
the objectives for each session and redesign the presenta-
tions on the basis of including or excluding certain objectives.
For example, if you had planned to base a 50-minute lecture
on a 25-minute film (for a 75-minute class), you might decide
that most of the lecture objectives could be accomplished
without the film. If they cannot, you must consider if all the
objectives are essential to the course, trimming those of
lesser importance in order to shorten the lecture. In some
cases you will need to consider an entirely different approach
to the subject to achieve the objectives you have in mind.
Don’t be afraid to abandon a lecture that seems to be un-
workable; there are usually other methods which will be just
as effective (and perhaps more so).

             Leading Discussions

When students are actively involved in manipulating
ideas and information, they have a much greater chance of
learning and using them. Indeed, it is doubtful that certain
kinds of knowledge and skills can be mastered in any other
way. A “structured discussion,” in which the teacher leads
and facilitates the dialogue, can afford excellent opportunities
for such active learning. Unfortunately, creating such a learn-
ing experience is not as simple as it might seem. One of the
most common complaints among college teachers involves
the difficulty of getting class discussions to work. It is
best to "train" students in the procedures for success-
ful class discussion. By setting clear expectations for
participation in discussion and defining the behaviors to
be used, teachers can increase the potential for suc-
cess! Essentially, three conditions must be met for a
successful structured discussion to take place:

1.Preparation. You should plan class discussions as care-
fully as you plan your lectures. In this case, planning con-
sists of devising sets of questions that will elicit an effective
discussion and of providing specific instructions for your
students so they can be prepared as well.

2.Motivation. Students must be convinced that they will
derive some learning benefit from discussion. They have
learned, over the years, that many—if not most—class
discussions devolve into pointless bull sessions, so you
ought to make your objectives perfectly clear at the outset
and then guide and facilitate the discussion to ensure that
the outcomes are achieved.

3.Absence of Fear. You must try to foster a spirit of open
inquiry in the classroom. If students find that their com-
ments are ignored, belittled, ridiculed, or treated as irrel-
evant, then, out of fear or frustration, they will cease partici-
pating in any discussions.

4.Feedback. Give students positive (as well as constructive)
feedback following a class discussion. Include specific
behaviors that contributed to the success for the discus-
sion. Summarize key points. Show gratitude for the contri-
butions students have made to the learning.

The decision to use the discussion method should be
based on clearly formulated goals, and your preparation
should include careful consideration of these goals. Ask your-
self, “What should my students do, think, or feel at the end of
the discussion that they couldn’t before it began?” Do you
want them to sharpen their debate skills, to be better able to
state their opinions about some issue, or to marshal evidence
from the subject matter of the course to support their state
ments? Should they gain a better appreciation for the abilities
of their classmates in solving problems? Should they be
better able to interpret events or phenomena related to the
subject matter of the course?

Goals and Outcomes

Take time to analyze your goals for the class and pre-
pare a list of questions designed to achieve the desired out-
come. In a structured discussion, questions are the fuel that
drives the dialogue. Questions should be organized in a logi-
cal hierarchy, so that you will be able to lead the students “up
the ladder” of analytical thinking. At the lowest level, ques-
tions requiring factual recall will establish the general back-
ground and will help you determine the level of student
preparation for the discussion. At the next level, interpretive
questions require students to reach a conclusion based on
evidence adduced from the reading (or some other kind of
assignment). Since interpretation requires inference and
reasoning from evidence, student answers will often
differ in style and substance, offering many opportuni-
ties for disagreement and debate. In most cases of
interpretation there are no right or wrong answers, only
stronger or weaker arguments for particular positions.
At the highest level, evaluative questions demand judg-
ments based on factual knowledge of the material, in-
terpretations voiced during the discussion, and the applica-
tion of concepts drawn from the course as a whole. (See
examples of these types of questions in Figure 2).

Make sure the topic to be covered is known to the
students well in advance of the class period. Provide them
with appropriate reading materials and a set of thought ques-
tions to guide their reading (and to help them prepare for the
discussion). You can also use films, field trips, experiments,
position papers, demonstrations, or similar activities as dis-
cussion material; in each case, students need only be given
the appropriate kinds of guides in order for them to prepare
for the discussion. This preparation will enable them to read
more effectively, to focus on the vital parts of the subject
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FIGURE 2: Examples of Questions forFIGURE 2: Examples of Questions forFIGURE 2: Examples of Questions forFIGURE 2: Examples of Questions forFIGURE 2: Examples of Questions for

    a Class Discussion    a Class Discussion    a Class Discussion    a Class Discussion    a Class Discussion

ing your responses so their sincerity is not in doubt. To some
degree, the students themselves can become the arbiters of
correctness (if you have created a healthy atmosphere of
debate and exchange). Also, encourage students to ask
questions of each other; you will frequently find that they will
raise issues central to the discussion spontaneously (if they
are properly prepared).

Try to maintain an outgoing, friendly attitude yourself,
and to establish a relaxed atmosphere in class. You provide
the model that students follow; if you are defensive and feel
threatened, 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.

Although the discussion leader should not be primarily
responsible for answers, sometimes they need to be supplied
to keep the discussion in motion. But don’t ever be afraid to

matter, or to concentrate on the important outcomes of an
activity (such as a film or a field trip); it also puts them at
ease about what will happen during class, since they know
they will be ready.

Although the physical attributes of your classroom can
enhance or detract from discussions, you should not hesitate
to use the discussion methods even if you teach in an amphi-
theater with desks bolted to the floor. However, if your class-
room has movable chairs, have the students move them into
a circle to facilitate face-to-face interchange.

During the discussion, you should try to involve every-
one in the class; therefore, you probably should direct your
questions to students by name. If you rely primarily on volun-
teers, some students will tend to monopolize the discussion
and others will tend to “coast” on the responses of those who
are more talkative. Also, resist the temptation to answer your
own question when a student doesn’t answer immediately.
Students need at least 20 to 30 seconds to think about an
answer. WAIT for answers; for every few seconds of addi-
tional “wait time,” the response rate increases dramatically.
Phrase your questions carefully so they will be clear to the
students; rephrase the question while waiting for a response.
If it is obvious that a student cannot answer your question,
direct it to another student; return to the original student later
on with a different questions (in order to give them a second
chance).

To maximize student involvement, many teachers use
a technique called "THINK-PAIR-SHARE." The teacher
poses a question, allows time for individuals to think of an
answer (or write it down), and then ask students to pair up
and share their individual answers. Then answers can be
solicited from one or several pairs. This technique ensures
100 percent involvement with the teacher's question.

Basic,Factual  quest ionsBasic,Factual  quest ionsBasic,Factual  quest ionsBasic,Factual  quest ionsBasic,Factual  quest ions

What are the causes of sleep?

What are the exact benefits of sleep?

Name and describe the four stages of sleep
as outlined in the text.

Support ing, Interpret ive Quest ionsSupport ing, Interpret ive Quest ionsSupport ing, Interpret ive Quest ionsSupport ing, Interpret ive Quest ionsSupport ing, Interpret ive Quest ions

How do the views of the textbook author
regarding  sleep apnea compare with those
of the author of the research article you read
for today? .

What views does your text author hold re-
garding the basic causes of sleep disorders?

Given the information in the text and other
readings, what would you conclude about
the relationship between the various sleep
disorders?

Evaluat ive,  Problem-solving Quest ionsEvaluat ive,  Problem-solving Quest ionsEvaluat ive,  Problem-solving Quest ionsEvaluat ive,  Problem-solving Quest ionsEvaluat ive,  Problem-solving Quest ions

Einstein required 12 hours of sleep each
night. Nietzsche slept only four hours per
night. What do you thinktheir sleep patterns
reveal about their different varieties of
genius?

A poet once wrote that “death is the brother
of sleep.” In the light of the research articles
you read, do you think the poet was close to
the truth?

Questions

There are many types of questions which you can use
to facilitate the discussion. For example, to elicit more infor-
mation, ask for clarification: “Could you please explain that
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 concepts, ask for
other students’ reactions to a student’s statement: “Bill, what
do you think about Jim’s response to that last question?” or
“Mary, would you care to add anything to Jim’s response?”
As the discussion ranges over various viewpoints and inter-
pretations, periodically you may need to redirect attention to
the material: “How does your observation relate to the article
we read for today’s discussion?” or “We still haven’t an-
swered the basic question, which is ....”

Don’t ridicule wrong answers. Instead, try to extract a
“kernel of truth” (or at least an interesting point of contrast)
from wrong answers and help the students find their own
mistakes (a process which improves their thinking skills).
Provide encouragement and praise for correct answers, vary-
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Additional Strategies

Case studies are appropriate for the learning processes
of information analysis, decision-making, or problem-solving.
The method, originally developed at Harvard, requires the
development of a set of cases which reflect real problems or
issues inherent in the course material. For example, in an
Anthropology course, a case could describe the artifacts
discovered in a real or hypothetical excavation and the stu-
dents, as a group, would be expected to infer information
about the life and culture of the people who lived at the site
(based, of course, 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
subdivided into smaller groups in order to work on the case,
with the teacher spending time among them to facilitate the
process. Over the course of a semester, cases can be made
more complex and challenging as students become more
knowledgeable about the material (but beware of creating
cases which are too difficult for them to solve).

The development of case studies for a course is time
consuming and requires research into the method in order to
do a good job (learning how to write a case with enough
information, but not too much, for example). Once you have
written the cases, however, they may only need one or two
revisions in order for them to run successfully semester after
semester. Remember that students need to master a com-
mon knowledge base before they will be ready to tackle a
case study, and they need to understand clearly the steps in
the analytical process they are to employ. Finally, beware of
the tendency to provide the answers yourself (the whole point
of the exercise is to exercise the students’ mind, not yours).

Case Studiessay “I don’t know.” Offer to find out the answer if you can, and
provide it during the next class meeting. Students will respect
your intellectual honesty and be more willing to admit it when
they don’t know something.

At the end of class, spend a few minutes summarizing
the main points of the discussion, or (preferably) ask mem-
bers of the class to summarize what they have learned. Sum-
marization will help students focus on the important outcomes
of the discussion and will also help them appreciate the fact
that class discussions are important learning opportunities—
just as important as lectures or other kinds of instruction.

As you consider alternative modes of instruction, keep
in mind that student learning depends primarily on what the
students do, both in class and out of class, rather than on
what the teacher does. Your task, then, is to identify the kinds
of activities through which students can master the course
objectives; written exercises, reading assignments, tests,
group work, discussions, individualized instruction, field trips,
observations, experiments, and many other kinds of experi-
ences may be necessary for students to learn the things you
want them to learn. Each strategy points toward certain kinds
of learning and away from others—one doesn’t teach the
names of phyla by discussion. In this section, we will touch
briefly on a few of these strategies; the literature on college
teaching contains many more strategies worth investigating.

Peer Teaching

Research has shown that students who are required to
teach something learn that material better than if they are
simply taught the material in conventional ways. In other
words, teaching is a more effective learning strategy than
being taught. Preparing to teach and teaching require active
thought about the material, selection and analysis, and pro-
cessing the concepts into one’s own thoughts and words. It
makes sense, then, to use this principle in the classroom to
increase learning. Pairing students at learning tasks is more
effective than having students work alone (which is a good
pedagogical reason for having “lab partners” in the natural
sciences). In virtually any subject, you could make a reading
assignment requiring students to prepare questions on the
main points of the selection, then divide the class into pairs of
students who alternate asking and answering the questions
they had prepared. During the session, you can move from
pair to pair, giving feedback and asking and answering ques-
tions yourself. In math-related courses, students could make
up original problems to solve (after completing their home-
work assignment). Instead of dreary “oral report” format 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 answered test questions on that
topic.

Simulations

Related to case studies, simulations also provide stu-
dents with decision-making practice, but in a different—and
possibly more engaging—format. Since they are based en-
tirely on real-life situations, simulations present students with
choices and constraints which reflect those they would face in
the real world. For example, in one simulation, the class
becomes a city council meeting in which the location of a
halfway house for juvenile offenders must be decided. In this
instance, students are given particular roles to play: member
of the police department, representatives of neighborhood
associations concerned about property values, social workers
trying to reintegrate juvenile offenders into society, and other
people with legitimate and often conflicting—concerns. The
goal of this simulation is to  agreement about the placement
of the halfway house, and in the process students practice
negotiation skills, problem-solving, and reaching compromise.

Simulations are even more difficult and time-consuming
to write than case studies, and they usually take more time to
execute in class as well, although the teacher’s role is less
directive than in the case study method. They also require
more explanation prior to the exercise and, when completed,
a careful exposition of what has been learned by relating the
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In-Class Exercises

Class time can be used for focused activities affording
practice in essential skills. For example, in math-related sub-
jects, after fifteen to twenty minutes of instruction on a par-
ticular kind of problem, you could require students to work
examples at their desks for fifteen minutes. Students can be
asked to work the problem individually or in pairs. This tech-
nique forces them to apply the concepts they have just been
taught, and usually elicits questions and inquiries that they
did not think to ask during the lecture (while at the same time
providing a useful antidote to boredom). Since students typi-
cally defer their homework problems until the night before the
next class, they often lose the thread of the explanation by
that time—this technique helps overcome the problem by
providing immediate practice. Also, in math-related courses,
requiring students to work homework problems on the black-
board provides an opportunity to correct misconceptions and
to ask additional questions about other homework problems
while they are at the board.

In the social sciences and humanities, requiring short
in-class writing exercises is the analog to working math prob-
lems 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 assignment,
or a short essay summarizing the student’s impression of a
class discussion. The variety of these short writing assign-
ments is endless, and they need not take huge amounts of
class time—some can be accomplished in 10 minutes. After
the teacher reads the short assignments, it is helpful to give
students feedback. A simple summary statement to the whole
class or sharing some examples of effective response can
promote positive, continued future involvement.

    THE FIRST DAY OF CLASS  THE FIRST DAY OF CLASS  THE FIRST DAY OF CLASS  THE FIRST DAY OF CLASS  THE FIRST DAY OF CLASS

 Your first face-to-face contact with students is critical
to the success of the rest of the course. Initial impressions
can be changed only with difficulty, so you need to pay care-
ful attention to your objectives for the first day of class.

In general terms, you need to accomplish three objec-
tives:
• Introduce yourself to the students and the students to each

other
• Answer students’ questions and calm their anxieties about

the course.
• Provide a sample of the course content.  (Note: You will
   need the entire class period to accomplish these things, so
   don’t plan on dismissing class early—you have important
   work to do.)

You can set the tone for the entire course in the first
few minutes of the initial class period by conducting a “get-
acquainted exercise” before moving on to procedural matters.
For example, after introducing yourself with some information
about your background, scholarly interests, and teaching
philosophy, reassure them that all their questions about the
course will be answered before the end of the period. Then
ask the students to learn the name, place of birth, and one

students’ experiences to the general principles involved.
Nonetheless, simulations can be very effective in teaching
problem-solving and in developing students’ self-confidence.

Games

Games and simulations are closely related, and there
are mixed varieties of simulation games, non-simulation
games, and non-game simulations. For our purposes, games
will be defined as activities in which there are winners and
losers, definite sets of rules for “moves,” and even, fre-
quently, props or other paraphernalia. For example, in one
game, players are randomly assigned to several different
groups and provided with colored markers which represent
money. They are told to maximize their cash through negotia-
tions and trade with other groups, but the rules of trading
markers are actually stacked against certain groups—they
literally cannot win. This game allows students to experience
in a small way life in a rigid class society in which improve-
ment 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 devoted to their use in edu-
cation.

Assignments, Out-of-Class Exercises

Written assignments can be more original and exciting
than the usual round of term papers, book reports, and home-
work assignments. Students are capable of producing fairly
sophisticated work if the assignment is clearly explained and
carefully structured. For example, one might make an assign-
ment requiring observation of something related to the course
material (e.g. city council meeting, fundamentalist revival,
ballet, construction site, archeological excavation, bus sta-
tion, or protest march). Of course, students would need to
understand the objective of the exercise and you would need
to teach them how to take the observational notes from which
they would write their reports.

Since many students have poor writing skills, you may
find it desirable to assign shorter papers and provide for re-
writes until the product is acceptable. In general, many short
writing assignments may be preferable to a single long paper,
depending upon the goals of the course and the level of stu-
dent skills. Regardless of the length of the assignment,
clearly written instructions are indispensable (giving assign-
ments orally is not a good practice). Students can find help in
the university’s Writing Center (231-5436).

Providing study guides in the form of thought
questions will help students concentrate their attention
on the more important material in reading assignments.
The same technique is also valuable preparation for
viewing films, listening to guest lectures, going on field
trips, or any other experience which require focusing on
specific aspects of the event.
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Motivation

interesting fact (e.g. heroes, favorite sports, favorite music,
etc.) about the people sitting the desks to their left and right.
After five minutes, have the students introduce each other in
sequence around the room. An exercise of this sort estab-
lishes a friendly atmosphere from the outset—it sends stu-
dents the clear message that you are interested in them as
individuals.

You want to appear well-organized, accessible to stu-
dents, enthusiastic, helpful, and fair—all of which are qualities
students value highly in their teachers. If you have followed
the guidelines in the previous sections of this handbook, you
should have a well-designed syllabus as evidence of superior
planning and organization. Spending a portion of the first
class meeting discussing the layout of the course and the
policies and procedures that will govern it will underscore
your interest in the course and the care with which you have
planned it. If you review the syllabus one section at a time
and show students how it can help them master the course
material, they will be more likely to read it carefully and use it
as a course guide. Your fairness and objectivity will be indi-
cated by a clear explanation of how course grades will be
computed. If you emphasize your willingness to meet with
students outside class (by appointment if they cannot make
your office hours), you indicate your interest in their success
and your desire to help them when they have difficulties.

Make sure you have copies of the textbook(s), lab
manuals, or other reading materials to show on the first day.
When they have had a chance to buy the books, require that
they bring them all to class one day so you can describe the
kinds of information you expect them to get from their read-
ing. For example, many textbooks have special features
which students can use to guide their studies—special head-
ings, “boxes” of information, boldface type, definitions, etc.
You would be surprised how many students fail to recognize
their features as important reading guides.

Part of the first class meeting should be spent simply
getting acquainted. Sharing information about yourself, and if
class size permits, getting students to share information
about themselves, is an excellent ice-breaker which will
also help you establish rapport with the class. Some
students never learn the names of any of their class-
mates, which effectively means that they can’t contact
them for help or advice. (Since students “speak the
same language,” they are often better able to explain a
concept than the teacher can.) Some teachers distrib-
ute a class roster, with names and telephone numbers,
so that students can call one another when they have
problems.

It is also extremely important that you learn your
students’ names, and you should begin this process on
the very first day. There are a variety of methods which can
make your task easier if you have a poor memory for names.
For example, some teachers’ require their students to bring in
passport-size photos (with names clearly inscribed), while
others use a polaroid camera to take quick snapshots of

students on the first day of class. Your students can also be
videotaped, filing past the camera one at a time and giving
their names (and any other background information you re-
quire). You can watch the tape repeatedly until you learn their
names.

The first day of class is also an excellent time to ad-
dress the issue of student motivation. Many instructors com-
plain about the difficulty of motivating students in lower-divi-
sion courses that are requirements for graduation, but stu-
dent motivation is an issue of every class and you would be
wise to think of ways to enhance it.

Motivation for learning consists of a complex of interre-
lated factors but, in practical terms, these translate into three
basic principles:
• Appreciating the value of the learning experience. (What’s in

it for me?” “When and where will I ever use this learning?”)
• Having an expectation of success. (“Will I be able to make

the grade I want in this course?"  “Will I be able to learn the
skills in this course?”)

• Believing that performance is related to rewards. (“How
much work will I have to do to get the grade I want?” “Will
this course take more time than it is worth to me?)

Learning About Your Students

The more you learn about your students, the better you
can teach them, and there are a variety of methods for gath-
ering this kind of information. For example, you can distribute
3-by-5 cards on the first day and ask them for some basic
information: full name; first name or nickname they prefer to
be called: campus address and phone; home address and
phone; major or intended major; any special health conditions
they think you should be aware of; why they are taking the
course, and what they expect to get out of it. Depending on
the nature of the course, you may want to ask additional
questions, but the suggestions above should form the core of
the information. If you ever need to get in touch with a par-
ticular student, you will have campus and home addresses on
file (since students move frequently, the addresses
given in the University Directory are not always cur-
rent). Also, knowing where the students come from will
be useful when you are trying to develop relevant ex-
amples to illustrate course concepts (rural students
may not understand examples taken from inner-city
life). If a substantial number of students indicate that
they are taking the course simply to fulfill a require-
ment, you may need to spend more time on motivation;
if they indicate that they are in the course because
they are intrinsically interested in the subject you might
be able to take them much further into the subject than you
originally planned.

In addition to the 3 x 5 cards, you may wish to develop
a student profile in a more informal way (if your class is small)
by asking students to sign up for a time to meet with you
during the first week of class. You can then interview them

First Impressions
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individually to elicit information about their skills, interests,
and needs, and generally get to know them better.

Consider giving the class a non-graded “pretest” cover-
ing material you think they should already know and some
material that you intend to cover in the course (this technique
can be especially enlightening for teachers of courses with
prerequisite requirements.) Their performance will provide
important information about how much “remediation” you may
have to do or, possibly, how much of your course material
they already know. Similarly, you could ask them to write a
non-graded essay on some aspect of the course which you
assume they know something about. Their essays will pro-
vide a quick measure of their knowledge and their writing
skills and may afford insights about their preconceptions or
misconceptions about the course material. For example, in a
course which focuses on a foreign country or region, you
might ask them to write what they know about life in that
country; in a course in music appreciation, they could write
about their favorite composers.

As you plan the activities that will satisfy the two “get
acquainted” objectives, remember to leave sufficient time to
give the class a sample of the course content and your teach-
ing style. For example, you could plan for a mini-lecture or
discussion on a course topic they already know something
about; show a short film or videotape related to the course
content; or devise a lecture or some participatory activity
through which they would learn about the nature and scope
of the questions the course is intended to answer.

You may discover that you can combine several of
these activities in some clever fashion—there are no
hard-and-fast rules as long as you achieve the objec-
tives. By the end of that first meeting, however, your
students should have a clear idea of your expectations for
their performance, know what to expect in every stage of the
course, and be convinced that they made the right choice in
selecting your course.

TESTING AND OTHER FORMSTESTING AND OTHER FORMSTESTING AND OTHER FORMSTESTING AND OTHER FORMSTESTING AND OTHER FORMS

OF STUDENT EVALUATIONOF STUDENT EVALUATIONOF STUDENT EVALUATIONOF STUDENT EVALUATIONOF STUDENT EVALUATION

As the title of the section implies, testing is only
a specialized part of the evaluation of learning. Every
time you ask a question in class, monitor a student
discussion, or read a term paper, you are evaluating
learning. Moreover, the evaluation process (whether it
involves examinations or not) is a valuable part of the
teaching process. The primary purpose of evaluation is
to provide corrective feedback to the student; the
secondary purpose is to satisfy the administrative re-
quirement of ranking students on a grading scale. Pa-
per and pencil tests are simply a convenient method to
fulfill both functions.

One can think of an entire spectrum of tests ranging
from the so-called objective tests, in which narrowly defined
questions call for very specific responses, to the so-called
subjective tests, in which broadly defined questions call for
broadly synthesized answers. Unfortunately, the objective/

subjective labels imply that the nature of the tests themselves
automatically makes them either more or less subjective,
when in truth multiple-choice questions can be so badly con-
structed that both taking them and grading them become
highly subjective activities. On the other hand, well-conceived
essay questions can require virtually “objective” responses.
Owing to limitations of space, we cannot provide an exhaus-
tive explanation of the types of tests and rules for writing
them, but we will offer a few guidelines for each type.

Test Content

First, however, we will make some suggestions about
how one decides what will be tested. The obvious answer is
that you should test the learning objectives for the course, but
the complex nature of most college courses (and the limited
time for taking exams) means that you will need to sample
the universe of items for any given unit or course. If your
course is well-designed, important concepts will be empha-
sized in class more than less important concepts and should
therefore form the core of your examinations, but beyond this
rough guideline you need a tool to ensure a fair sampling of
student learning.

 Figure 3 is a “sample table of specifications” for the
test. Down the left-hand side of the page you can list the
important concepts of the unit you are testing. The vertical
columns are three levels of learning labeled, in this instance,
“recognition and understanding,” “simple application,” and
“complex application.” These columns could be labeled “low,”
“medium,” and “high,” if you like, but whatever labels you
choose, you should have a clear idea about what they repre-
sent. As you construct questions on the unit, enter their num-
bers in the appropriate boxes in the matrix. If you find your-
self writing large number of questions which fall into the “re-
call” column, it will be instantly apparent. Note that some of
the squares in the matrix will be blank and some squares will
contain larger numbers of questions than others. These fre-
quencies should parallel the emphasis and importance of the
concepts being tested.

The underlying principle in creating good exams is a
simple one: questions must be couched in such a way that
one neither rewards the “test wise” student nor penalizes the
student who is not as astute in the matter of taking tests; a
good test measures learning, a bad test measures skill in
taking tests. For this reason, extremely complex multiple-
choice items or convoluted essay questions are not appropri-
ate for testing. True-false questions, with the possible excep-
tion of math questions, should also be avoided, since they
tend to penalize the knowledgeable student (who tends to
read too much into the questions) and reward the less knowl-
edgeable (whose level of knowledge may be just enough to
guess the correct answer). Statistically, students have a 50-
50 chance of guessing the correct answer anyway.

Some additional issues arise in testing in math and the
natural sciences, since students are required to work prob-
lems on their exams. Answers may be right or correct but
differ in accuracy and completeness, so the type of answer
and the degree of precision you expect must be clearly speci-
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fied. You must also decide how much “work” the student will
be required to show and whether partial credit will be allo-
cated for incomplete answers.

Finally, all tests should give complete, clearly-written
instructions, time limits for each section, and point values
assigned to different questions or groups of questions. The
question sheets should be clearly typed and duplicated so
that students have no difficulty reading them. If your tests
require optical scanning sheets, make sure students know
where to buy them and how to use them (#2 pencils, com-
plete erasures, avoid folding or crumpling).

When grading exams, strive for fairness and impartial-
ity by keeping the identity of the student whose paper you
are grading secret from yourself until you have finished the
entire set of tests. Some teachers ask students to use their
social security number (or some other code) instead of their
names on exams to insure anonymity.

Multiple-Choice Questions

First, write the stem. It should deal with a clearly-
stated central thought, expressed as briefly as possible.
Stems should be positively-phrased except in rare instances,
and then the negative word should be capitalized and under-
lined. Multiple-choice questions normally have four or five
options, only one of which should be unequivocally correct. If
you write items in which more than one answer is correct
and the student must pick out all the correct responses, you
are essentially asking sets of true-false items, with all their
attendant problems.

All of the options must be plausible; humorous “throw
away” options defeat the purpose of having multiple options,
which is to reduce the possibility of getting the correct an-
swer by chance. Ideally, each of the incorrect options should

be chosen by an equal number of students (one assumes
that in a well-prepared class the majority will choose the
correct response). Avoid wording which gives away the cor-
rect answer—for example, using “always” and “never” in the
responses or writing options which are grammatically mis-
matched with the stem (articles, tense, verb-subject agree-
ment, etc.). Randomly assign the position of the correct re-
sponse—some teachers use “c” as the correct option 80
percent  of the time. The use of “none of the above” or “all of
the above” as options is rarely justified, because they make
guessing the correct answer easier for some students and at
the same time unduly confuse others. (Note: If multiple-
choice questions are used in math-related subjects, “none of
the above” may be necessary to keep students from working
backward from the answers to select the correct one.) Finally,
avoid trick questions at all costs—they have no legitimate
testing function.

Matching Questions

 Matching questions can be thought of as types of
multiple-choice questions, and many of the same principles
apply to writing them. The student is presented with two re-
lated lists of words or phrases and must match those in one
column with those in a longer column of alternative re-
sponses. Obviously, one should use only homogeneous
words and phrases in a given set of items to reduce the pos-
sibility of guessing the correct answers through elimination.
(A list which includes names, dates, and terms is obviously
easier to match than one containing only names, for ex-
ample.) Try to arrange the lists in alphabetical, chronologi-
cal, or some other logical order. Keep the lists short—ten to
twelve items—and make sure they are both typed on the
same page of the exam.

FIGURE 3: Sample Table of Specifications for a TestFIGURE 3: Sample Table of Specifications for a TestFIGURE 3: Sample Table of Specifications for a TestFIGURE 3: Sample Table of Specifications for a TestFIGURE 3: Sample Table of Specifications for a Test
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correct answer; essay questions are at the other extreme of
difficulty. In writing completion items, one must take care to
give the student sufficient information to answer the question,
but not enough to give the answer away. For example, ar-
ticles (a, an, the) and specific antecedents can provide too
many clues. Preferably, blanks should occur at the end of the
statement and the required responses should be short.
Sometimes multiple-choice questions can easily be converted
to completion items, which provides a degree of flexibility in
creating subsequent tests on the same material.

Short-Answer Questions

 Short-answer items can take a variety of forms:
definitions, descriptions, short essays, or various mix-
tures of these three. Specific instructions are the key to
successful short answer questions of all types. Any
question which requires students to generate their own re-
sponses needs clear and unambiguous directions setting
forth the precise parameters of the expected answer. For
example, if you ask for definitions of terms, your instructions
should outline both the expected length of the response and
the specific elements you require in a complete definition.
Your directions might limit the response to “two sentences
which must contain a description of the term’s literal meaning
and its application to the course.” On a typed exam, leaving
only enough space for the response length you desire may
help, but unless the instructions are specific in this regard,
students may cram whole paragraphs of tiny writing into the
space provided.

 The requirement of specificity is not only for the stu-
dents’ benefit in answering the questions, but also to make
the answers easier to grade. Along with the directions, you
should also list the number of points each question is worth,
and for longer questions with higher point scores the relative
worth of each section of the answer should be made clear.

Essay Questions

 Essay questions are considered by many teachers to
be the ideal form of testing, since they seem to require so
much more of the student and therefore presumably measure
higher-order learning. But essay questions which require no
more than a regurgitation of factual occurrences do not mea-
sure higher-order learning. Essays also appear to be easier
for the teacher to construct, although time saved in prepara-
tion is more than overbalanced by the time required for grad-
ing. Actually, good essay questions are considerably harder
to write (and easier to grade) than is widely supposed. Al-
though the guidelines for creating essay questions given
below are written from a social-science/humanities perspec-

tive, most of these rules also apply to devising “long prob-
lems” in problem-solving courses in the sciences.

 First, you should outline (in writing) your best approxi-
mation of the correct answer, with all of its subsections
clearly in place. Decide on the total number of points the
essay will be worth and assign points to each subsection.
When you have read over your outline several times and are
satisfied that the essay will measure the appropriate course
objective, you should think through the instructions students
will need to answer the question fully and with the scope and
direction you intend. Describe the expected length of the
answer, its form and structure, and any special elements
which should be present in the answer.

 If you are asking for student opinion on an issue, your
criteria for grading should be based on the standards for
logical argument and clearly set forth in the directions. As
with all tests, you will benefit by asking a colleague to read
through the questions to check their validity and verify that
the instructions are clear. Giving students a choice of essays
to answer is not a good practice, because it is very difficult to
construct roughly equivalent questions, and the net effect is
that of giving two (or more) different exams of varying diffi-
culty on the same material.

When grading essay questions, first fold the blue
book over so that the names are not visible (even bet-
ter, ask students to use their social security numbers
rather than their names) for fairness’ sake. If there is
more than one essay on the test, grade each essay
separately by reading all of the first essays, all of the
second, all of the third, and so forth, shuffling the sets after
each one. Sort the answers into piles as you grade them so
you can judge whether a particular essay is of the same
quality as others in its grade category.

Throughout this process, the outlines of the cor-
rect answers should be the yardstick against which you
judge the essays. If you have thought carefully about
the answers and constructed appropriate outlines, stu-
dents should not be able to surprise you with “better” answers
than yours. However, as you read the essays you should be
open to legitimate interpretations of the questions different
from your own and, in a few cases, even be prepared to
abandon your answer key altogether. In devising your model
answer, you may have failed to anticipate the effects of an
ambiguous lecture or other anomaly in teaching the material,
or you may have phrased the question in such a way that
students could misinterpret what you wanted.

Finally, you should write comments on the exams,
providing feedback and advice on how to improve and
complimenting students on well-written or well-argued es-
says. Your comments should be short and incisive rather
than extensive and discursive. Strive for a few analytical
comments on the good aspects of the essay and a few on the
points that need improvement—too many comments tend to
overwhelm students and cause them to miss the main points
of your critique. If you deduct points for poor grammar or
spelling, you might use a blue pen to highlight those mistakes
and a red pen for corrections regarding content and ideas.

Completion Questions

 Unlike multiple-choice and matching items, comple-
tion questions only require the student to select the correct
answer. Completion questions are at one end of the spec-
trum of questions which require the student to supply the
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Distributing your model answers with the corrected essays
can alleviate some of the burdens of writing comments on the
exams.

Assigning course grades is one of the most difficult
tasks you will face in teaching. Because every teacher is
allowed to develop his or her own grading system (within
certain limits) and because standards are very personal and
idiosyncratic, grades are not a currency which has uniform
value—an “A” from one teacher may be the equivalent of a
“C” from another. Some teachers incorporate nonacademic
elements into their course grades: attendance, effort, attitude,
and the like. Others include certain academic elements (such
as improvement in performance) which are difficult to mea-
sure and which may only reflect differences in preparation or
background. All teachers are forced by the system to com-
bine a variety of disparate elements into a single course
grade: verbal skills, ability to memorize, retention of factual
information, ability to synthesize material, etc. As a Teaching
Assistant, you should first investigate your departmental
policies on grading practices; if there are no established
policies, you will need to decide on your own. If you are grad-
ing for a professor, they should explain the policies and pro-
cedures to you in complete detail, and if any problems de-
velop in the system you should let the professor know imme-
diately (especially if students express confusion or dis-
satisfaction with the grading scheme).

Methods of Assigning Grades

Grades can be assigned in two basic ways: with re-
spect to other students’ performance in the class (norm-
referenced) or with respect to a set of learning criteria (crite-
rion-referenced). The first type of grading scheme is the most
widely used at all levels of education and it has several
advantages. The norm-referenced system, or “grading
on the curve,” is familiar to students and teachers
alike—they understand and accept it—and administrators
looking at student records know how to interpret these kinds
of grades. Moreover, norm-referencing means that relative
class standings (and therefore grades) should remain the
same in spite of poorly organized courses or bad teaching.

By contrast, criterion-referenced systems are not as
popular; they are especially rare in higher education. The
“criteria” are performance standards and levels set by the
instructor at the beginning of the course. In the more sophisti-
cated systems, the criteria are the complete set of learning
objectives for the course, divided by level of difficulty. The
simplest criterion scheme is one in which the instructor de-
cides on the total number of “points” it is possible to earn in
the course (e.g. 500, 800, or even 1,000) and sets the cutoff
points for equivalent letter grades for each level of perfor-
mance. If earning 700 points in an 800-point system will re-
sult in an “A” grade, and everyone in the class exceeds 700,
everyone will get “A’s."

The advantages of criterion-referenced systems consist
primarily in their consistency and certainty. The grades
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earned will be equivalent year after year, even if many more
“A’s” are earned in some years owing to a larger number of
especially bright students enrolling in some classes. Since
the criteria are known from the outset, the effort required to
earn a particular grade is clear to students. Finally, in the
more sophisticated applications, grades correspond more
fully to student mastery of course concepts.

One may also combine aspects of both systems in the
same grading scheme. For example, instead of having prede-
termined cutoff levels in the point system, you could let the
highest number of points actually earned represent the total
and adjust the cutoff levels accordingly.

Regardless of the system you choose, it should above
all be fair. Students have a highly developed sensitivity to
unfair systems. If they believe your grading system is unjust
or impossibly difficult, their motivation and morale will suffer.
For example, a rigid “normal distribution” scheme in which a
fixed percentage of the class must fail and only a set number
will be able to earn “A’s” is sure to cause trouble. The bright-
est and most competitive students will feel that you have
unfairly reduced their opportunities, and weaker ones who
normally accept the possibility of failure will be angry if it
appears to be inevitable.

The way the system works should also be easy for
your students to grasp; it should be completely described in
your syllabus so they have an early opportunity to clarify
anything they don’t understand about it. Finally, the system
should enable students to monitor their progress at every
stage of the course, which requires graded exercises, quiz-
zes, or exams early in the semester—especially before the
“drop” deadlines. If your system meets these criteria and if
you are satisfied that it accurately reflects student learning, it
is a good system.

In the last 10  years the evaluation of teaching has
become a more widely accepted practice in higher education,
but the methodologies employed vary widely from school to
school (and even from department to department). As a
Teaching Assistant, your teaching performance will be evalu-
ated as a matter of course, and you should try to learn as
much as possible about the purposes of the evaluation and
the measurement techniques which will be employed. More-
over, when you win your first faculty appointment (presum-
ably as an untenured assistant professor) your teaching will
be evaluated as part of the promotion/tenure review. Obvi-
ously, the more you know about evaluation, the better you will
be able to handle the process, both now and in the future.

Purposes of Evaluation

Teaching evaluation can be performed for two different
(and sometimes conflicting) purposes:  (1) to provide feed-
back to the teacher for correction and improvement, and (2)
to help make decisions regarding promotion, tenure, or merit
raises (or, in the case of TA’s, further teaching assignments).
The first is diagnostic and therapeutic, the second is judg-

Evaluation of Teaching
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mental and administrative, and these purposes are mutually
exclusive. Moreover, if a new teacher is shown to have a
serious teaching problem in the first evaluation and is not
given an opportunity to correct the situation before a deci-
sion is made regarding promotion or pay, the evaluation
process is punitive rather than helpful.

Even if your department were not interested in evaluat-
ing your teaching, you have a professional responsibility to do
so, since it is the key to teaching improvement. Also, evalua-
tions often form a critical part of job interviews, especially if
the college for which you are interviewing is a “teaching insti-
tution” (but even “research institutions” tend to demand proof
of one’s teaching ability in this period of heightened national
concern about the quality of undergraduate education).

Types of Evaluation

Thinking of evaluation as diagnostic and therapeu-
tic can make the practice a natural part of your teach-
ing repertoire. Evaluation for feedback and improvement
should be a continuous process from the first day of
class. Your daily interactions with your students and
their performance in class and on your tests provide a
constant stream of information about your teaching (if you are
attuned to it). However, systematic data collection can pro-
vide more information (with a higher degree of detail) than
these informal channels, and you should begin it early in the
course.

 For example, after the first two or three weeks of the
semester (when things have settled down and students have
had a chance to formulate some opinions about the course),
stop the class ten minutes before the end of the period and
ask them to take out a sheet of paper and draw a line hori-
zontally across the middle of the page. Tell them to list, on
the top half of the page, three things they like about the
course; on the bottom half, three things they would like to
change if they could (note the positive phrasing of the second
request). Remind them not to sign the papers, and ask for a
student volunteer to collect the sheets and deliver them to
your office.

As you read through the first ten or twelve papers, jot
down the major categories into which their comments seem
to fall. This procedure will aid you in tabulating the remaining
comments and will also serve to keep your attention focused
on the most important areas of concern. Remember, you are
looking for trends in the information and should be more
concerned with elements that a majority of your students
comment upon. Try not to let a few negative comments over-
shadow the good responses you receive. However, if only a
few students complain about some aspect of the course, but
their complaints are particularly bitter, you should try to dis-
cover the source of their displeas-ure. After you have com-
pleted your analysis of their comments, you can stop the next
class ten minutes early to report on the results of the evalua-
tion. Tell them the elements of the course that they as a class
like the most and if you are going to expand upon or empha-
size those elements more in the future. Explain what you are

going to do about the things they wanted to change, or ex-
plain why you cannot make the changes.

The simple evaluation technique yields a number of
beneficial effects: it reveals the things which are uppermost in
their minds when they think about the course, demonstrates
that you are genuinely interested in improving the course and
your teaching, and opens the way for them to offer comments
and suggestions in the future. The net effect of the exercise is
to open a healthy dialogue between you and your students
about the teaching process itself.

Early evaluations of this type enable you to make
changes in the course or your teaching before it is too late.
Summative (end-of-semester) evaluations are important for
providing an overall measure of your performance and the
effectiveness of the course, but they occur too late to benefit
the students who fill them out. You may wish to conduct
simple evaluations several times during the semester, to ask
about the effectiveness of particular units of instruction, for
example, or to check on the changes you made earlier. Early,
repetitive evaluations create a kind of dialogue between you
and the students and establish an atmosphere in which stu-
dents are far more likely to speak up when some aspect of
the course is causing trouble for them.

Summative evaluations such as the Learning Re-
sources Center Student Perceptions of Instruction course
evaluation can be useful for teaching improvement if the
questions are related to specific teaching behaviors. (See
Section III for more information on the use and interpretation
of the VTLRC Course Evaluation.)

Input from Colleagues

 Sympathetic colleagues can also provide useful infor-
mation for improvement of your teaching performance. Ask
other TA’s, especially those with more experience, to observe
and critique your teaching and offer to do the same for
them. They may be able to suggest innovative ways to
handle the course material, and at the very least they can
offer advice about areas of your teaching performance with
which you may not be satisfied.

You should plan to videotape your classroom per-
formance at least once, but preferably twice (to prac-
tice and to check for improvement). Videotapes are
excellent for “reliving” every second of the class from
the students’ perspective (which may be shocking the
first time you do it). Obviously, tapes make it easier to
spot annoying mannerisms and verbal tics, but they also
make it possible to analyze the entire “flow” of the
class period and to identify teaching techniques which
work well (as well as those which need improvement). Re-
member, however, that videotapes show only classroom
behavior (and only in one or two classes)—they don’t show
how you interact with students in your office or how well your
exams test the material you’re teaching. Student evaluations
and critiques by colleagues are necessary if you want to form
a complete picture of your strengths and weaknesses.
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Evaluation for administrative purposes should also
draw on several sources of data. Students can report what
happens in your class from day to day, how closely your tests
match the course material, whether the course is logically
organized, and similar aspects of your teaching. They cannot
judge how much you know about the material or how wisely
you have chosen the material to cover—only your depart-
mental colleagues can make those evaluations. In order to
gather the kind of information necessary for making adminis-
trative decisions, a systematic analysis of all aspects of
teaching must be conducted.

This kind of analysis requires that trained colleagues
hold consultations with the instructor about their approach to
teaching, observe classroom performance on several occa-
sions, examine all course materials and tests, and write a
report summarizing their findings. This information is then
combined with data from student evaluations to form a com-
plete, balanced analysis of teaching performance. Moreover,
similarly complete evaluations of other teachers in the depart-
ment are necessary if meaningful comparisons are to be
made. Finally, teachers should be given a reasonable amount
of time to correct any shortcomings before administrative
decisions are made that will affect their careers.

General Rules for Evaluation

A few general rules regarding evaluation proce-
         dures should always be observed.

•  End-of-semester evaluation questionnaires should be ad-
ministered during the last week of class, never during the
final exam. (If you give it before the exam, students often
resent having to spend the first part of the period, when
they are fresh and ready for the exam, for something not
related to the test; if you ask them to fill it out after they
finish the exam, they are usually tired and in a hurry to
leave and will not generally consider the evaluation ques-
tions very carefully.

•  Students should have adequate time to fill out evaluation
questionnaires.

•  Anonymity on all student evaluations (formative or
summative) should be guaranteed.

•  End-of-semester evaluations should not be examined by
the teacher until course grades are officially recorded.

•  The teacher should leave the room when students are
filling out evaluations (research has shown that students
tend to rate teachers more highly if they are in the room
when the form is administered).

•  If colleague observations are part of the evaluation pro-
cess, the observers should use a checklist or similar instru-
ment to foster inter-rater reliability. (Ideally, they should
also be trained in observation skills).

Validity of Student Evaluations

Finally, we must add a few words about the valid-
ity and reliability of student evaluations. Literally hun-
dreds of researchers have probed these issues in the

last 20 years, and their results tend to confirm the stability,
consistency, and validity of student ratings of instruction.
Student evaluations do tend to correlate positively with “ex-
pected grade,” but the reason for this relationship is open to
interpretation. Some research indicates that, on standardized
outcome measures, students actually learn more from teach-
ers they rate highly, so one should expect that the anticipated
grades would correlate well with the ratings. In general, most
factors that one might expect to influence student evaluations
have little or no effect. Neither student characteristics (sex,
age, class level), course characteristics (size, subject matter),
nor instructor characteristics (sex, rank, age, etc.) have much
effect on the outcome, provided the instruments and proce-
dures are sound.
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           MANAGEMENT ISSUESMANAGEMENT ISSUESMANAGEMENT ISSUESMANAGEMENT ISSUESMANAGEMENT ISSUESIIIIIIIIIIIIIII

The rarest and most valuable commodity at Virginia
Tech is not money or knowledge, but time. As a TA, you may
be so overworked that you simply will not be able to do your
job as well as you would like. How can you balance your
responsibilities to your job with the demands of your graduate
program and your personal life? The solution, as you might
expect, lies in careful planning.

One of the first steps in successful time management is
to prioritize tasks, but to set priorities you must be willing to
admit that certain hard or distasteful tasks take precedence
over others which are easy or pleasant—grading 50 essay
exams is no pleasant duty, but it must be done expeditiously
(and well) in order to benefit your students. Moreover, if you
expect to pursue a teaching career in higher education, you
will always be faced with the problem of juggling teaching
duties with other demands on your time. Some simple rules
for time management may help you cope with these de-
mands, but if you anticipate problems in this area (based on
your past experience), you may wish to seek professional
assistance before you become swamped.

    Long- and Short-Range Planning

Survey the tasks you will face over the entire semester.
List the major deadlines for seminar papers and your other
schoolwork, then list the tasks and deadlines for your TA-
ship. Note the dates for any trips you plan to make or for any
extracurricular responsibilities you may have. Get a calendar
and study your lists to discover the “crunch points” on which
several tasks converge. See if you can reschedule some
deadlines to eliminate the overload, but if you can’t, you must
plan to finish some tasks ahead of their formal deadlines. For
example, if you have inadvertently planned to administer a
major essay exam for the same week a major seminar paper
is due, you may be able to move the exam to a different point
in the semester or get permission to turn in your paper late. If
neither option is possible, you may need to set your own
(earlier) deadline for the seminar paper—and stick to it.

Short-range planning consists of the week-by-week
and day-by-day preparations one must make in order to take
care of the business at hand. Successful people (from gradu-
ate students to business executives) have appointment books
or planning calendars divided into time increments appropri-
ate to their scheduling needs (e.g. physicians usually sched-
ule their days in 15-minute increments, graduate students in
one-hour increments). At the beginning of the week—prefer-
ably on Sunday night—examine the week’s schedule, esti-
mate the time you will need for each task, and write down
when you will work on each. In other words, you should know
that on Tuesday, from 9 a.m. to noon, you will be grading
homework assignments your students submitted Monday.
Seminar reading might be scheduled for the 1 to 4 p.m. slot,

and running a computer analysis of preliminary data for your
dissertation might occupy most of your Tuesday evening.

Don’t forget to provide time for relaxation and enjoy-
ment of friends and family—getting away from your work,
even for a short time, makes you more effective when you
return to it. As new tasks crop up from day to day (as they
inevitably will), enter them on your calendar. Your calendar
is both a tool for accomplishing your tasks and a weapon
against the tendency to say “yes” when you should be saying
“no” to new demands on your time.

Prioritizing your tasks will help you decide how much
time you need to spend on them (and when you need to
spend it). The homework assignments you grade on Tuesday
have to be returned in Wednesday’s class so students can
use them to prepare for an exam; your seminar meets on
Wednesday morning, so you must be prepared by then to
discuss the readings. These two tasks may have equivalent
priority weight, but if events intervene which make it impos-
sible to hold to Tuesday’s schedule, you know that your com-
puter analysis could be run later in the week, since it has a
lower weekly priority (although it may have a very high long-
range priority.) Also, giving the most difficult tasks the highest
daily priority forces you to tackle them first and get them out
of the way.

         Avoiding Procrastination

The best weapon against procrastination is a deadline,
so set deadlines for all kinds of tasks—even cleaning your
apartment. A common work pattern observed in graduate
students (undoubtedly acquired in their undergraduate ca-
reers) consists of doing very little until just before a major
deadline, then “pulling an all-nighter” (or several) in order to
get the job done. They may rationalize this kind of behavior
by maintaining that they “work best under pressure,” when
the truth is that they don’t work at all unless they are under
pressure.

The trick to getting around this problem is to learn to
set your own deadlines. Breaking a large task, such as a
major research paper, into a series of small, discrete units
with deadlines for each one can help you avoid a last-minute
rush to finish on time. Working on smaller pieces of a large
task also allows you to concentrate on one element at a time
so the daunting size of the original task does not become an
excuse for procrastination. Moreover, each time you success-
fully meet one of your own deadlines, you enjoy a sense of
accomplishment and progress toward the larger goal.

       Pitfalls of Perfectionism

 Spending 30 hours writing a one-page critique of
a seminar reading or typing up your class notes are
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symptomatic of perfectionism put to inappropriate use. Obvi-
ously you should always try to do your best, but often “the
best” may be considerably less than perfection. In other
words, you should also try to evaluate each task in terms of
the appropriate standard of performance it requires. Taking
extra time and effort to write elaborate comments on your
students’ essay exams is an appropriate use of perfection-
ism.

Perfectionism can also lead to procrastination;
some people put off starting on projects because they
have unrealistic performance standards for their work.
Ironically, their procrastination often results in a poor
performance, since they don’t have time to do a good
job.

The three pillars of time management are planning,
avoiding procrastination, and using perfectionism in the
service of appropriate ends. These guidelines are simple
enough to understand, but you may find them difficult
to implement if you have never been very good at keep-
ing to a schedule. However, mastering these techniques
will yield enormous benefits, both now and in the future.

     UNIVERSITY CALENDARUNIVERSITY CALENDARUNIVERSITY CALENDARUNIVERSITY CALENDARUNIVERSITY CALENDAR

The University Calendar lists academic events that
are repeated, for the most part, from semester to se-
mester. For a copy of the calendar, see your depart-
mental secretary or consult The Graduate School Cata-
log, The Undergraduate Catalog for the current year, or
the Virginia Tech homepage http://www.vt.edu.

The university academic year (approximately nine
months) is divided into two semesters. The fall semes-
ter begins in mid-August and terminates in December.
The spring semester starts in January and ends in May.
The calendar for the school year is published in The
Undergraduate Catalog and The Graduate School Cata-
log. The latter includes not only the basic outline of the
semester schedule but also pertinent deadlines for
graduate exams, theses, dissertations, and applications.

Ordering Textbooks

If you have the responsibility for teaching a course, you
may also have the responsibility for selecting the textbook for
the course. Well in advance of each semester, instructors are
requested by the University Bookstore to select required
textbooks so the books can be ordered and will be available
at the beginning of the semester. Department secretaries will
have the forms and the details for textbook ordering. Visit the
Bookstore web page at www.bookstore.vt.edu for more infor-
mation or call the Textbook Office in the University Bookstore
(231-5991, ext. 130).

       Placing Materials on Reserve

Asssigned readings for undergraduate and graduate
courses may be placed on reserve in Newman Library. De-
tails on request deadlines, photocopies of assigned journal
articles, and ordering new books may be obtained by phone
at 231-6172.  For more information on library instructional
support services, see the sections on University libraries in
Section IV, “Resources on Campus,” in this handbook or visit
their web site at www.lib.vt.edu.

        Computer Scoring of Exams

Test Scoring can score and analyze multiple choice
exams. If you plan to use this service, contact the Test Scor-
ing, 2096 Derring Hall (231-5413).

        Specifying Classroom Needs

If you are teaching a course and have special class-
room requirements, you can make these needs known two
ways:
1) a request to reserve a classroom which will meet a special

need should be made to the University Registrar’s Office
(231-6888). The Registrar's web site is
www.registrar.vt.edu.

2) request equipment for short term use from the Classroom
AV Services, 204 Saunders Hall (231-5684). See Section
IV: “Resources on Campus.”

STUDENT EVALUATIONSTUDENT EVALUATIONSTUDENT EVALUATIONSTUDENT EVALUATIONSTUDENT EVALUATION
OF INSTRUCTIONOF INSTRUCTIONOF INSTRUCTIONOF INSTRUCTIONOF INSTRUCTION

In almost all departments, some form of student feed-
back concerning the perceived quality of instruction is ob-
tained. Usually, the students respond on opscan sheets,
using a common scale (e.g. 1=poor, 2=fair, 3=good, 4=excel-
lent) to evaluate different aspects of the instruction they have
received. This process is administered individually by each
department. Procedures vary with respect to when the re-
sponses are collected, where the filled-out opscan sheets are
delivered (and by whom), to whom the results are reported,
etc. As a rule, GTA’s are expected to participate in the evalu-
ation process. It is recommended that those who will be
evaluated inspect a copy of the applicable questionnaire at
the beginning of their teaching activity so that there will be no
discrepancy between what the instructor expects to be evalu-
ated on and what is on the questionnaire.

ADMINISTRATIVE DETAILSADMINISTRATIVE DETAILSADMINISTRATIVE DETAILSADMINISTRATIVE DETAILSADMINISTRATIVE DETAILS

(continued on page 31)
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Figure 4: Student Perceptions of Instruction
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The most prevalent teaching evaluation question-
naire at Virginia Tech is the Student Perceptions of
Instruction (Figure 4). It may be noted that the ques-
tions on this form are designed for a final evaluation of
the instruction received and are not oriented toward
providing feedback for the improvement of instruction.
Therefore, a prominent feature of the questionnaire is
the provision for questions written by the instructor.
Such questions must be provided on a separate sheet
of paper or perhaps with an overhead projector. Re-
sponses to these additional questions are reported
along with the responses to the preprinted questions.
For example, to gain feedback for the improvement of
instruction, a Teaching Assistant might want to add
questions such as the following (using the response
scale, 1=Agree, 2=Tend to agree, 3=Tend to disagree,
4=Disagree):

1.The instructor identified major or important points in the
course.

2.The instructor displayed enthusiasm when teaching.
3.The instructor speaks audibly and clearly.
4. The instructor makes good use of examples and illustra-

tions.
5.The exams in this course had instructional value.
6. The instructor returned exams and assignments quickly

enough to benefit me.
7.The assigned reading was well integrated into this course.
8.Course assignments were interesting and stimulating.
9.This course has challenged me to work to my full potential.

Such questions can also be added to the evalua-
tion questionnaire used by the College of Business
(www.eob.vt.edu). For this questionnaire, the instruc-
tor-provided questions are simply added after the last
common question. The College of Engineering provides
a separate form with questions designed to provide
instructional improvement feedback. Its use is volun-
tary, and it may be administered at any time during the
semester. Results from this questionnaire are reported
only to the instructor.

If you have questions about student evaluation of
instruction that are not readily answerable within your
department, you may contact the Office of Measure-
ment and Research Services for more information
(2096 Derring Hall, 231-5413). Measurement and Re-
search (which processes all evaluation questionnaires)
also provides a handout explaining and describing the
statistical analysis of each class’ responses to the Stu-
dent Perceptions questionnaire (Call to request a copy,
which will be sent by campus mail.). While this handout
does not specifically cover printouts from question-
naires other than Student Perceptions, much of what it
contains is fairly general and can be helpful with respect
to results from any evaluation questionnaire.

     Student Problems and Referrals

TUDENT PROBL
As an instructor you will teach students with varying

abilities and needs. Your students may need special aca-
demic help. Students may also come to you for advice on
personal matters. In some cases, you will be able to work
with or advise a student with a special need. In other cases,
you may want to refer a student to one of the groups on cam-
pus that are set up to serve the special needs of students.
Following is a list and brief description of some of these
groups. See also the "Campus Life" links on Tech's
homepage: http://www.vt.edu.

        Academic Support Services

Each college has its own academic advising program.
Check with your department or college to find out how to
contact advisors.

All freshmen at Virginia Tech are assigned an aca-
demic advisor. These faculty advisors are available to
help students in any academic matter from choosing
courses to getting assistance with academic problems.
This is probably the first place to call when a student in
your class is having academic problems. Instructors
should call the student’s advisor as soon as the student
begins having difficulty and request that the advisor
meet with you and the student to discuss the academic
problem and possible solutions.

Another way to refer students who are having
academic difficulty in your course is the dean’s referral
form. Before midterm examinations, the dean’s office
sends out a form to all instructors. Instructors are re-
quested to write down the names of all students who
have a below C average. The dean’s office then notifies
the advisor of each student on the list.

            Writing Center

                      205 Williams (231-5436)

The Writing Center is a free, non-credit, tutorial
service of the English department for all students in the
university who need writing help, whether in English
courses or for work in other departments. Assistance is
available on a one-time, occasional, or regular basis, for
specific written assignments or for general writing prob-
lems.

For general help in writing, students need not have
their instructor’s approval to use the Writing Center.
However, you must give them written permission if they
seek help for a particular assignment for your class. The
student should bring a Permission-Referral form, com-
pleted by you and by the student, to the first tutorial
session. These forms are available from the center.
Appointments may be made in person at the center or
students may call for an appointment; hours are 9 a.m.
to 4 p.m. Monday through Friday. Many faculty members
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        Services for Students with Disabilities

  240 McComas Hall (231-6557)

Students with disabilities (previously identified or newly
perceived) may be referred to this office for assistance. Tem-
porarily disabled students can also be referred to this office
for assistance.

        GENERAL STUDENT        GENERAL STUDENT        GENERAL STUDENT        GENERAL STUDENT        GENERAL STUDENT

     SUPPORT SERVICES     SUPPORT SERVICES     SUPPORT SERVICES     SUPPORT SERVICES     SUPPORT SERVICES

  Thomas E. Cook Counseling Center

Professional psychologists staff this comprehensive
counseling service for Virginia Tech graduate and under-
graduate students. You should consider it a resource for
yourself and as a place where you can refer students.

The Center offers a variety of personality, career, and
study skills-testing to help assess problems and plan coun-
seling for the student. Services include individual and group
counseling for:

Career Planning–- An extensive library of infor-
mation about majors and careers is available in the Ca-
reer Resources Center maintained by the Counseling
Center.

Study Skills — Students may participate in a
variety of special topic workshops on most aspects of
study improvement, such as test taking, time manage-
ment, exam preparation, and concentration and memory
improvement. Along with these special topic workshops,
there is a study skills clinic offered weekly where a test
is administered to determine study skills deficits, and
then suggestions are given for improvement.

Personal Concerns — The Counseling Center
offers a wide variety of counseling and support groups
on a regular basis to deal with problems in such areas
as: stress management, communications skills, relax-
ation training, improving relationships, developing self-
esteem, grief, sexual assault, and topics related to alcohol
and drug abuse.

An appointment may be made by calling or visiting the
office. Office hours are from 8 a.m. to 5 p.m., Monday
through Friday. Graduate assistants are encouraged to call
for additional information or to consult with the staff on mak-
ing referrals. In addition, The Counseling Center staff are
available to present programs in the classroom on topics
related to the services offered. Visit their web site at http://
www.ucc.vt.edu.

          Schiffert Health Center

      McComas Hall (231-6444)

The Schiffert Center serves all students. Instructors are
encouraged to refer students with suspected physical or
mental health problems to the Health Service. The SHC is
open 8 a.m. to 5 p.m. Monday, Tuesday and Friday, 9 a.m. to
5 p.m. Wednesday and Thursday, and Saturday from 9 a.m.
to noon. Visit their web page at www.healthcenter.vt.edu.

During off hours, for psychiatric emergencies only, an
answering service is available to help you make physician
contact. Medial emergencies are directed to Montgomery
Regional Hospital.

The following procedures are suggested for acci-
dents occurring during the day on campus:

• In the event of a serious accident or illness, stay with
the patient at all times.

• Delegate someone to notify the Health Center for
calling 1-5313 or 1-6444 or contact the rescue
squad by dialing 911.

• Give the following information:
*Name and location of patient
*Nature of illness or injury
*Whether or not an ambulance appears to

  be necessary
• In case of accidents in a laboratory, learn safety rules,

and the location of showers, fire extinguishers, etc.
before you start to teach.

            Cranwell International Center

               (231-6527)

The Cranwell International Center, located at the end of
Clay Street facing the tennis courts, is an educational facility
which serves the entire community.

The center is a place for programming events that
will bring international students and scholars, American
students and faculty, and the community at large, to-
gether in shared cultural experiences. The center is
open Monday through Friday, 8 a.m. to 5 p.m., and can be
open evenings and weekends for special events that have
been scheduled through the center office. Visit their web site
at http://www.uusa.vt.edu/cranwell/.

have signed blanket permission forms; students in their
classes automatically have permission to work in the center,
and separate permisssion forms are not required. GTA's can
arrange such blanket permission with the center if they wish.

Students may ask their instructors or check with the
center to determine whether an instructor is part of the blan-
ket permission system.

The staff is also quite willing to look at those puzzling
papers you sometimes get and to offer suggestions for
strenghtening students' writing outsde the center under you
supervision. If you have questions about the center's ser-
vices, stop by their offices or visit their web page at
www.english.vt.edu.
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ETHICS IN AND OUTETHICS IN AND OUTETHICS IN AND OUTETHICS IN AND OUTETHICS IN AND OUT

OF THE CLASSROOMOF THE CLASSROOMOF THE CLASSROOMOF THE CLASSROOMOF THE CLASSROOM

Your assistantship carries with it a number of obli-
gations to the university, to your department, to the
students you teach, and even to the discipline you are
teaching and studying. None of these should come as a
surprise to you (by this time in your academic career
you should have a pretty good idea of how the system
is supposed to work), but it won’t hurt to make some of
them explicit.

You are expected to comply with the procedures
and standards of the university, of your department,
and of your faculty supervisor. Many of these matters
are explained in this manual; more will be covered in
departmental meetings and manuals, and in written or
oral instructions from your faculty supervisor. Some you
may have to ask about. Some are simply obvious (Fed-
eral and Virginia criminal law apply).

• If you receive conflicting instructions, or if you con-
sider some of the requirements to be seriously mis-
taken or misguided, you should seek clarification,
suggest changes, protest, appeal, or, if all else fails,
resign. You have the right, and in fact the duty, to
attempt to change policies you think seriously wrong-
headed. You do not have the right to ignore them.

• You owe both the university and the students full
measure in instructional time. Be on time for class. Be
scrupulous about office hours. If you find that you are
often dismissing class early, something is wrong, ei-
ther with your syllabus or with your coverage of the
material.

• Stick to the point. There’s nothing wrong with an
occasional (carefully chosen) joke or comment on
current events. In fact, most teachers and most stu-
dents are more comfortable and probably more effec-
tive in an atmosphere that permits such minor digres-
sions. But you must not allow significant portions of
class time to be consumed by irrelevancies. Long
arguments about the morality of abortion have no
place in a chemistry laboratory section. Extensive
analysis of last Saturday’s football game is out of
order in an introductory programming course.

• You must both display and require the most central of
the academic virtues: honesty. Do not present the
words or ideas of others as if they were your own,
and do not permit your students to do so. Do not
fudge data or fake experiments or demonstrations,
and do not permit your students to do so.

You must acquaint yourself with both the gradu-
ate and undergraduate honor systems. Your are subject
to the first and responsible, as a teacher, for supporting
the second. You must require honest work and report
dishonest work.

Your relation to your students carries with it an-
other set of obligations. You must protect the confiden-
tiality of student records. Do not post grades with
names attached. Do not allow students to see the
grades of others. (For example, do not return work by
passing it around the room.) Do not discuss a student’s
performance with other students. Be careful about re-
sponding to telephone requests for information. If you
are in the slightest doubt about the propriety of releas-
ing any information, decline to do so and refer the caller
to your faculty supervisor.

Admit your fallibility. When you make a mistake
(as you will) in grading, in lecture, or in advice in the
laboratory, admit it and correct it as soon as you can.
Don’t pass the buck, don’t whine, don’t tear your hair.
Just fix it. If you were wrong, apologize. If you were just
mistaken, an apology may not be necessary.

You owe your students as individuals at least
three things: fairness, availability, and courtesy.

Fairness

Fairness is basically a matter of consistency. In grad-
ing, in the assignment of equipment and projects, in response
to questions in class, and in amounts of individual attention, it
is essential that the same principles apply to all. The same
work must always get the same grade. Consistency within
your sections is absolutely necessary. It is also important that
your practices not be seriously inconsistent with those of
others teaching the same course. If you are much more, or
much less, demanding than the teachers of other sections,
some students will have grounds for complaint. Difficulties of
this sort should be referred to your faculty supervisor, who
should see that consistent standards are set.

Availability

There’s more to being available than just being physi-
cally present. Even if you keep adequate office hours, you’re
not really available if it is obvious to students that you view
their visits as irritating interruptions of your reading. If you’re
not approachable, students will not ask you questions in your
office or in the laboratory, and class discussion will be sullen
or completely lacking.

Courtesy
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Some of the components of approachability are a mat-
ter of individual temperament over which you have little con-
trol. But others you can do something about. Don’t embarrass
students. If someone asks a question of astonishing stupidity,
just answer it or ask the student to see you after class. Don’t
comment on the question’s idiocy. Maintain a courteous at-
mosphere in the classroom. If the other students snicker at
the error, or the clothes, or the speech, or the clumsiness, of
one of their number, you certainly must not join in. You
should be able to squelch such behavior with a frown
(or stronger measures if necessary).

In particular, you must neither display nor tolerate
disdain for students, faculty, or staff on the basis of
race, ethnic origin, gender, nationality, sexual prefer-
ence, or physical or psychological impairment. Be espe-
cially careful to avoid, and if need be to suppress, de-
rogatory jokes or remarks about those groups historically
under-represented in Virginia’s (and this university’s) power
structure: women, African-Americans, other non-North Euro-
pean ethnic groups, members of non-Christian religions,
lesbians, and gay men. It is not enough for you to abstain
from comments offensive to such groups; you must also
make it clear that such talk is not acceptable in your class-
room.

You are responsible for maintaining this sort of deco-
rum in the classroom because you are not just one of the
student’s companions.  You’re the boss, the authority on the
subject and the authority in your section. Many graduate
students find it difficult to accept and exercise their authority.
There is often little or no difference in age between them and
their students. (Some of your students may well be signifi-
cantly older than you.) But the university has placed you in
charge of your sections, and expects you to exercise that
authority. Your authority is limited, of course, but it is none
the less real.

Since you’re not one of the students in the classroom,
you can’t be just one of the students outside of it, either. You
should be friendly toward your students, but not their pal.
Don’t make a practice of socializing with your students. You
shouldn’t spend Saturday partying with those you will be
grading on Monday.

When it comes to consensual relation-
ships, a TA is considered "faculty." Be espe-
cially careful to avoid ‘fraternization’: romantic involve-
ment with someone over whom you have authority.
Among your students there are sure to be some who
are attractive. Lusting “in your heart” is perfectly ac-
ceptable, but anything further is almost sure to lead to
harassment, bias, or unfairness to others. Never get
into a position that requires you to grade someone with
whom you sleep. Even if exploitation can be avoided in
such circumstances, deceit cannot. Don’t date your
students.

Finally, in addition to the respect you owe the institution
and your students is the respect you owe the discipline you
are teaching. It is much easier to turn students off than to
inspire them with enthusiasm for a subject. If you don’t care
about what you’re teaching, your disdain will certainly show.

If you don’t care whether your students learn or not,
many of them won’t either. Doing your best is not just a way
to impress your supervisor, it is your duty.

THE HONOR CODETHE HONOR CODETHE HONOR CODETHE HONOR CODETHE HONOR CODE

AND THE HONOR SYSTEMAND THE HONOR SYSTEMAND THE HONOR SYSTEMAND THE HONOR SYSTEMAND THE HONOR SYSTEM

The Honor Pledge states that: “I have neither
given nor received unauthorized assistance on this as-
signment.” The Honor Pledge is to be written out on all
graded assignments in each class at the university, and
is to be signed by the student. The Honor Pledge repre-
sents both an expression of the students’ support of
the Honor Code and an unambiguous acknowledgment
that the student has, on the assignment in question,
abided by the obligations that the Honor Code entails.A
student who has doubts about whether or how these
obligations apply to a particular assignment is respon-
sible for obtaining specific guidance from the instructor
before submitting the assignment for an evaluation.

Even in the absence of a written Honor Pledge, the
Honor Code still applies to all graded assignments.
Check the web site: http://www.honorsystem.vt.edu/
index.html.

           The Honor System

Virginia Tech has four honor systems – undergradu-
ates, graduate students, Corps of Cadets, and the College of
Veterinary Medicine. Although similar, they are administered
separately, and violations should be reported to the appropri-
ate system to assure prompt consideration of the charges.

 The Undergraduate Honor Code

and Honor System

The Honor Code is the university policy which de-
fines the expected standards of conduct in academic
affairs. The Honor System is the university body
charged with disseminating information about the Honor
Code to the university community and with enforcing
the Honor Code.

Academic violations of the Honor Code consist of
the following:

Cheating: Cheating includes the actual giving or
receiving of any unauthorized aid or assistance or the
actual giving or receiving of any unfair advantage on
any form of any academic work, or attempts thereof.

Plagiarism: Plagiarism includes the copying of the
language, structure, ideas and/or thoughts of another and
passing off same as one’s own original work, or attempts
thereof.

Falsification: Falsification includes the statement of
any untruth, either verbally or in writing, with respect to any
circumstances relating to one’s academic work, or attempts
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thereof. Such acts include, but are not limited to, the forgery
of official signatures, tampering with official records, fraudu-
lently adding or deleting information on academic documents
such as add/drop requests, or fraudulently changing an ex-
amination or other academic work after the testing period or
due date of the assignment.

A student who has doubts about how the Honor
System applies to any graded assignment is responsible
for obtaining specific guidance from the instructor be-
fore submitting the assignment for evaluation. Any
student accused of an alleged violation of the Honor
System is guaranteed certain basic rights, including
being considered innocent until proven guilty. The com-
plete “Constitution of the Honor System” can be found
on the university Web site under "Students, Rules and
Regulations, Undergraduate Honor System."

Violations of the Honor Code should be reported to the
Chief Justice of the Undergraduate Honor System at 333
Squires Student Center.

      The Graduate Honor Code

            and Honor System

The Graduate Honor Code establishes a standard
of academic integrity. As such, this code demands a
firm adherence to a set of values. In particular, the code
is founded on the concept of honesty with respect to
the intellectual efforts of oneself and others. Compli-
ance with the Graduate Honor Code requires that all
graduate students exercise honesty and ethical behav-
ior in all their academic pursuits here at Virginia Tech,
whether these undertakings pertain to study, course
work, research, extension, or teaching.

It is recognized that the graduate student body
has a large international component, and that students
come from diverse cultural backgrounds. Therefore, the
term ethical behavior is defined as conforming to ac-
cepted professional standards of conduct, such as
codes of ethics used by professional societies in the
United States to regulate the manner in which their
professions are practiced. Knowledge and practice of
ethical behavior shall be the full responsibility of the
student. Graduate students may, however, consult with
their major professors, department heads, the Interna-
tional Student Office, or the Graduate School for further
information on what is expected of them.

More specifically, all graduate students (regardless of
their cultural background), while being affiliated with Virginia
Tech, shall abide by the standards established by Virginia
Tech, as these are described in the Graduate Honor System
Constitution. Graduate students, in accepting admission,
indicate their willingness to subscribe to and be governed by
the Graduate Honor Code and acknowledge the right of the
university to establish policies and procedures and to take
disciplinary action (including suspension or expulsion) when
such action is warranted. Ignorance shall be no excuse for

actions which violate the integrity of the academic commu-
nity.

The fundamental beliefs underlying and reflected
in the Graduate Honor Code are:

1.To trust in a person is a positive force in making a person
worthy of trust,

2. To study, perform research, and teach in an environment
that is free from the inconveniences and injustices caused
by any form of intellectual dishonesty is a right of every
graduate student, and

3. To live by an Honor System, which places a positive em-
phasis on honesty as a means of protecting this right, is
consistent with, and a contribution to, the university’s quest
for truth.

       Academic Violations of the Honor Code

All forms of academic work including, but not lim-
ited to, course work, lab work, thesis or dissertation
work, research, teaching, and extension performed by
any graduate students enrolled on a part-time or full-
time basis under any of the admission categories listed
in the Virginia Tech Graduate Catalog shall be subject to
the stipulations of the Graduate Honor Code. Violations
of the Graduate Honor Code are categorized as follows:
Cheating, Plagiarism, Falsification, and Academic Sabo-
tage. Violations are defined as follows:

Cheating: Cheating is defined to encompass the
giving or receiving of any unauthorized aid, assistance, or
unfair advantage in any form of academic work. Cheating
applies to the products of all forms of academic work.
These products include, but are not limited to, in-class
tests, take-home tests, lab assignments, problem sets,
term papers, research projects, theses, dissertations,
preliminary and qualifying examinations given for the
fulfillment of graduate degrees, or any other work as-
signed by an instructor or professor, graduate commit-
tee, or department that pertains to graduate work or
degrees.

Any students giving or receiving information concerning
a test, quiz, or examination shall be guilty of an Honor Code
violation. Submitting work that counts towards the student’s
grade or degree which is not the sole product of that
student’s individual effort shall be considered cheating, un-
less, for example, the professor explicitly allows group work,
use of out-of-class materials, or other forms of collective or
cooperative efforts. In general, all academic work shall be
done in accordance with the requirements specified by the
instructor or professor; students shall assume that all work
must be done individually.

Some uses of permanently returned, graded material
(“koofers”) are cheating violations of the Code. By perma-
nently returning graded materials, a faculty member or in-
structor demonstrates the intent that these materials should
be accessible to all students. Such materials may be used for
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study purposes, such as preparing for tests or other assign-
ments, and other uses explicitly allowed by the professor or
course instructor. Once test questions have been handed out,
during a test or exam, koofers may not be used. Other spe-
cific examples of the illegal use of koofers include, but are not
limited to, using koofers during closed-book exams, handing
in any type of copy (e.g., a photocopy or a transcribed copy)
of someone else’s work (partial or complete) from a previous
term. A student may not copy answers and hand them in as
his or her own answers. When in doubt of what may or may
not be used, students should consult with the course instruc-
tor. In the absence of specific instructions concerning koofers
from the professor, students shall assume that all submitted
work must be the product of their own efforts.

Plagiarism: Plagiarism is a specific form of cheat-
ing, and is defined as the copying of the language, struc-
ture, idea, and/or thoughts of another and claiming or
attempting to imply that they are one’s own original
work. It also includes the omitting of quotation marks
when references are copied directly, improper paraphras-
ing, or inadequate referencing of sources. Sources used in
preparing assignments for classes, theses, dissertations,
manuscripts for publication, and other academic work
should be documented in the text and in a reference list
tha is limited to information received from other persons
that would not normally be considered common knowl-
edge, computer programs designed or written by another
person, experimental data collected by someone else,
graded permanently-returned materials such as term
papers or other out-of-class assignments (koofers), as
well as published sources. A more deta iled discussion of
plagiarism may be found in Appendix A of the Graduate
Honor System Constitution.

Falsification: Any student who falsifies, orally, in
writing, or via electronic media, any circumstances rel-
evant to his or her academic work shall be guilty of a
violation of this Code. Included are such actions as forg-
ery of official signatures, tampering with official records
or documents, fraudulently changing an examination or
testing period or due date of an assignment, and unau-
thorized accessing of someone else’s computer account
or files. Violations also include willfully giving an im-
proper grade or neglecting to properly grade submitted
material, improperly influencing the results of course
evaluations, and knowingly including false data or re-
sults in any paper or report submitted for a grade, as a de-
gree requirement, or for publication.

Academic sabotage: Academic sabotage is purpose-
ful vandalism directed against any academic endeavor or
equipment. It includes, but is not limited to, the destruction or
theft of written material, laboratory or field experiments,
equipment used in teaching or research, or computer files or
programs. Unauthorized tampering with computer programs
or systems is also a violation. Academic sabotage includes
deliberately crashing or attempting to crash a computer sys-

tem or using files intended to cause of actually causing com-
puter systems to behave atypically, thereby impeding another
person’s or group’s efforts. In particular, knowingly infecting
any system with a virus, worm, time bomb, trap door, Trojan
horse, or any other kind of invasive program shall be consid-
ered a serious violation. Note that violations under this cat-
egory may also lead to University judicial action or to criminal
suits charged by the university.

Misconduct in research and teaching de-
serves special mention in the Code since it is an area of
special interest to graduate students. It is not a sepa-
rate violation category since it may involve cheating,
plagiarism, falsification, and/or academic sabotage, as
discussed above. Misconduct in research does not in-
clude those factors intrinsic to the process of research,
such as honest error, conflicting data, or differences in
interpretation concerning data or experimental design.
Likewise, misconduct in teaching does not include hon-
est disagreement over the method of presentation of
instructional material to a class or over the evaluation
of the performance of a student.

"The Constitution of the Graduate Honor System"
can be found in Appendix III (pp. 263-273) of the
2001-2003 Graduate Policies and Procedures and
Course Catalog, or on the Internet at http://
www.grads.vt.edu. All graduate students are expected
to be familiar with the document.

Violations of the Graduate Honor Code should be
reported to the Chief Justice of the Graduate Honor
System.

MANAGING DIVERSITYMANAGING DIVERSITYMANAGING DIVERSITYMANAGING DIVERSITYMANAGING DIVERSITY

IN THE CLASSROOMIN THE CLASSROOMIN THE CLASSROOMIN THE CLASSROOMIN THE CLASSROOM

Your responsibility in the classroom is to teach
subject matter. You may not see that equal rights is-
sues are an intricate part of that teaching role; but, to
be an effective teacher, it is your responsibility not only
to promote equal opportunity—but to take the next
steps, to take affirmative actions. Your goal in teaching
course subject matter is to reach all of your students and
motivate them. In the process, by example, you may teach
your students how to interact.

Former Provost Fred Carlisle writes that the university
is committed to goals of equity, diversity, and access “be-
cause they are intrinsic to the pursuit of excellence in instruc-
tion, research, and public service.”

He describes equal opportunity as giving every person
an equal chance.

“Each individual is judged on his or her individual merit.
Sex, race and ethnic background, religious affiliation, political
persuasion, sexual persuasion, physical condition or appear-
ance, and age have no bearing. We welcome all and will
judge those who come on their merits as individuals.”
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Carlisle goes on to say:
“Equal opportunity, however, does not typically

change existing conditions. Therefore, further action is
necessary.

“It requires overt action and special effort to
overcome the historic exclusion of women and minori-
ties ... from full participation in American society. The
history of exclusion has ... systematically suppressed
talent. Affirmative action can, therefore, expand the
range of talent available to society and to students.
Affirmative action, moreover, can lead to greater diver-
sity of people and programs, and that can help us all
learn more about the cosmopolitan and varied society
we live in...

“If we acknowledge the fact of historical exclu-
sion and believe that we must play some role in correct-
ing that, where better to act than here, in our own pro-
fessional community, where we can make significant
changes?“We learn in some sense through distinction,
contrast, and difference. We learn from new ideas and
new experiences.

We learn from others who are different from
ourselves, as well as from books... We should help our
students better understand the diversity and complex-
ity of the society in which they are citizens and for
which they and others will be responsible.”

As a graduate student, you are a member of one
of the most diverse populations at Virginia Tech. Your
experiences, as well as your knowledge of subject mat-
ter, are valuable to those you instruct.

These few paragraphs are not meant to be an
exhaustive discussion on how to manage diversity, but
rather are a cautionary introduction to alert you that
accepting and celebrating diversity is one more way you
and your students are expected to grow while at the
university.

Ernest L. Boyer, past president of the Carnegie
Foundation for the Advancement of Teaching, defines a
university as a purposeful, just, disciplined and caring
community. Specifically, he says:

“A college or university is, above all, a purposeful com-
munity, a place where the intellectual life is central and where
faculty and students work together to strengthen teaching
and learning on the campus;... a place where the dignity of all
individuals is affirmed and where equality of opportunity is
vigorously pursued;... a place where freedom of expression is
uncompromisingly protected and where civility is powerfully
affirmed.... A college or university is a caring community, a
place where the well-being of each member is sensitively
supported and where service to others is encouraged."

Boyer adds,
“Caring is, in fact, the key to everything I’ve said be-

cause while colleges should be purposeful, and just, and
disciplined—as well as free and open—the unique character-
istics that will make these objectives work, the glue that holds
it all together, is the way people relate to one another.”

According to the American Management Association,
valuing differences fosters acceptance, understanding, and
appreciation of differences, and mitigates blatant racism and
sexism, but accepting and tolerating diversity does not mean
you know how to manage it.“Managing diversity asks how
you are creating an environment that empowers a diverse
group of people to pursue objectives without anyone being
advantaged or disadvantaged by irrelevant considerations.”

We can make no assumptions about who you, the
GTA, are—about your culture, background, or gender.
We can alert you that who you are could impact the
way you teach, your expectations of your students,
and how you motivate them.

These “do’s and don’ts” could be important:
• Do make a conscious effort to make eye contact with

all students as you lecture.
• Do listen with equal attention to each student who

speaks, and be aware of your body language as you
listen.

• Don’t shift around, look away, frown, or simply re-
spond “uh-huh.”

• Don’t use only male names in examples, or show only
one race or one gender in visual material.

Subtle, unconscious actions have cumulative, life-
affecting impacts.

Bernice Sandler, director of the American Associa-
tion of Colleges’ Project on the Status and Education of
Women, has documented that women are interrupted
more often than men, and that men and women make
less eye contact with women, and are less attentive
when women speak. As students, women are called on
less than men.

Other differences in responses are: women are
asked different kinds of questions—fewer open-ended
questions, for example; beginning in elementary school,
girls are given less time to answer questions.

Dr. Sandler reports that surveys of college stu-
dents indicate that women’s self esteem is lower when
they leave college than when they arrived. She notes
that the problem is intensified among minority women.

As self-esteem drops, women’s academic expectations
of themselves drop, Dr. Sandler points out.

These subtle actions and expectations work both
ways, incidentally. Students tend to expect women
faculty to be more understanding, for example.

All students must make adjustments to university life.
There are so many people; I’m home sick; the professors
work so fast; there’s so much studying; I hate my roommate; I
hate the food; the dorm is noisy; there are so many groups to
be involved with; I’m broke. Do these comments sound famil-
iar?

But some minority students may have additional adjust-
ments, points out Johnetta Davis, associate dean for student
relations in the graduate school at Howard University: I’m the
only black in the class; if I ask a dumb question, I’ll let down
my race. I share a room with people not like me.

Other factors of alienation according to Dr. Davis are:
treatment of minority students as if they don’t belong; attitudes
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that minorities are not to be taken seriously; absence of per-
sons with whom the student can identify, and even overt  rac-
ism.

“Student-faculty interaction has more to do with
student satisfaction than any other variable,” says Dr.
Davis. “Students who interact frequently with faculty are
more satisfied.”

Factors which contribute to successful interaction
are:
• convenient office hours,
• small class size,
• humane classes, where students are not afraid to ask

questions,
• occasional class time for questions and answers—such

as every two weeks—rather than having lectures in
every class.

These suggestions came from students. Dr. Davis
adds, “If a test paper is bad, write on the paper, ‘see
me’; give no F’s without a ‘see me’ note.”

Her message to GTA’s is, “Examine your own atti-
tudes; become aware of and sensitive to ethnic and
cultural characteristics; dwell on similarities rather than
differences.”

She adds, “Forget the differences, respect the
student, and demand performance.”

       Students with Disabilities

When working with students who have disabilities,
remember that they are, first of all, students. Their similarities
with other students are more significant than their differences,
points out the Faculty Guide to Teaching College Students
with Disabilities, published by City University of New York’s
instructional staff union.

The Guide warns against stereotyping, which “perpetu-
ates the prejudicial treatment encountered by people with
disabilities everywhere (and) may undermine their scholastic
performance and reinforce the negatives they are trying to
surmount at critical junctures in their lives.”

The Guide offers these “disabling myths”:
• The Myth of the Helpless Invalid, which manifests itself in

excessive deference and solicitousness.
• The Myth of the Heroic Cripple, which places the disabled

person on a pedestal, making it difficult for him or her to
assimilate and to function.

• The “Spread” Phenomenon, which generates from a
single disability and assumes there are also intellectual,
social, and other physical defects. An example is speaking
louder to a person who is blind.

  Tips for International TA'sTips for International TA'sTips for International TA'sTips for International TA'sTips for International TA's

The trials and tribulations of international TAs do not
differ substantially from those of their American counterparts.
All search frantically for ways of motivating the jaded senior or
the petrified first-year student. All face the recurring nightmare

of having to spend too long hours with a group of students who
have not prepared their required readings or lab assignments.
Yet in one crucial area, that of student-teacher communication,
international GTA’s are thrust against a set of problems of their
very own. Overcoming these communications obstacles is
essential to successful teaching.

Language Difficulties

The best possible practice is to confront your stu-
dents immediately with the problems arising from lan-
guage barriers. Advise your students to speak clearly and
to avoid excessive use of slang, and request them never
to ignore any dense or incomprehensible sentence that
you may utter. Encourage them not to be shy. This point is best
conveyed to your students in a humorous, light-hearted fashion
so they will request language clarification freely (“Oh, my En-
glish is so terrible!).

No matter how hard you try, there will always be a
small group of students who will attempt to shirk their
responsibilities by laying the blame on your language
difficulties. (“I didn’t understand you correctly. I
thought you said NEXT week.”) You can avoid this prob-
lem by flooding your students with written instructions.
All course requirements, the method used in computing
the final grade, exam dates, and a thorough reading list
should be presented in writing at the first possible op-
portunity. During the first few weeks, TAs should hand
out written study questions to familiarize students with
the mode of questioning that they will be confronting
during the course of the semester. Be forever attentive
to students’ facial expressions. Blank looks are a sure
sign that something is going wrong. At times you may
even request some of your more able students to para-
phrase your more crucial thoughts in their own lan-
guage.

Always attempt to divert attention from your mouth to
some other object. Each week, you can require different
students to lead part of the session, or you can break up
discussion sections into small groups to generate more in
tense student participation. Occasionally you will find the use
of audio-visual material invaluable. Slides, photographs,
movies, or if it happens to suit your purpose, music, are often
extremely effective ways to illustrate hard to explain points.
As 20th century America is in essence a visual culture, you
will find that your students appreciate these methods.

Make personal use of audio-visual techniques. Try
recording yourself on a video camera, or on an ordinary tape
recorder. You will be surprised how many problems you can
identify by watching or listening to yourself carefully.

Cultural Problems

Communication is not always a language problem - it
has definite cultural dimensions. One common solution lies in
the realm of intensive observation. Try auditing some under-
graduate classes before taking on the burden of a TAship.
Doing so will familiarize you with the typical U.S. interaction
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between student and instructor. If possible, you should hold a
readership for at least one undergraduate course. This way
you will know what level of preparation to expect from the
average student.

The most fruitful way of overcoming the cultural barrier is
to show your students that you care. At the earliest possible
opportunity, get to know their names, where they come from,
and the subjects that interest them. A few minutes of small talk
before each session, ranging from movies to an analysis of
baseball scores, can make a world of difference.

You may convey your interest in their academic welfare
by being particularly responsive to their mundane needs. You
may want to give out your home phone number. However,
some TAs caution against doing this, and some ask their
students to use it only in an emergency. Be flexible with your
office hours if students can’t make the times you set. You
might even require a mandatory one-on-one meeting with
each of your students, provided they don’t number in the
hundreds and thousands. It goes without saying that your
willingness to accommodate students should not compromise
your firm demands for punctual assignments, nor should it
erode your strict but fair grading standards.

Always remember that Virginia Tech students are usually
friendly and easy going. A warm manner and a good sense of
humor are likely to overcome many barriers between you and
your students. But beware! Americans, like most other people,
appreciate a good joke about somebody else. They do not
enjoy being the target of humor. Sarcasm or any other form of
belittling students should be avoided at all costs.

Body Language

A few tips on body language: American students
expect you to look them straight in the eye when ad-
dressing them. Avoid the stiff body and the “poker
face.” Facial expressions convey a sense of receptive-
ness, while a moderate waving of hands and arms
serves to emphasize crucial features of your discourse.
Touching, a common feature in many cultures, should be
avoided.

Cultural obstacles may be overcome by showing your
enthusiasm and by being attentive to the actions and reac-
tions of your students.

SEXUAL HARASSMENTSEXUAL HARASSMENTSEXUAL HARASSMENTSEXUAL HARASSMENTSEXUAL HARASSMENT

Sexual harassment is any unwelcome sexual advance,
request for sexual favor, or other physical or verbal behavior
of a sexual nature which interferes with an individual’s aca-
demic or work performance by creating an intimidating, hos-
tile, or offensive environment.

Examples of sexual harassment are:
• verbal harassment or abuse;
• subtle pressure for sexual activities;
• unnecessary touching, patting, or pinching;
• staring at a person’s body;
• constant brushing against a person’s body;

• demanding sexual favors accompanied by implied or overt
threats concerning grades, employment, or evaluations;

• physical assault including rape.

Sexual harassment need not be restricted to men ha-
rassing women. It can be women harassing men, men ha-
rassing men, or women harassing women.

Cultural differences are often a source of sexual
harassment problems. If you are from a culture outside
the United States, it is important to realize that in the
U.S. women alone in public expect to be treated non-
sexually, and men and women typically interact on a
non-sexual basis as colleagues and friends. Therefore,
you must be aware not to apply the standards of your culture
to relationships between men and women in the United
States. The university policy on sexual harassment is located
in Section VI.

The policy protects graduate students from cer-
tain behaviors and also obligates graduate students to
adhere to certain standards of behavior when they are
serving as teaching assistants.
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INSTRUCTIONAL SUPPORT SERVICES

         Classroom AV Services

        Saunders (231-5684)

Classroom AV Services (CAVS) supports instruction
by providing audio-visual equipment and by maintaining and
enhancing classroom AV facilities. CAVS staff members will
consult with you to help you choose the appropriate audiovi-
sual equipment to achieve the effects you want in your class-
room. They also manage the loan pool, offer operator and
delivery service, and maintain the equipment.

Already installed in all classrooms are overhead projec-
tors and projection screens. Many classrooms also have
television monitors, TV cable connections, and video cassette
players. For the four large auditoriums — 1670 Litton
Reaves, 100 McBryde, 300 Whittemore, and Hancock Audito-
rium — CAVS projection specialists are available to support
your work.

Any faculty or staff member with a validated iden-
tification card may request delivery of audiovisual
equipment.  Equipment and operator services are avail-
able without charge during regular hours (8 a.m. to 5
p.m. Monday through Friday) if used to support instruc-
tion of any course listed in the Virginia Tech catalog.

InstInstInstInstInstrururururu
       Educational Technologies

                                        Torgerson Hall (231-5922)

Educational Technologies helps instructors choose the
appropriate technology for a particular instructional goal; they
will consult with you on course design, teaching techniques,
and evaluation of student performance. They can assist you
in developing and managing video, interactive media, tele-
conference, satellite communications, and even research
projects.

The staff will also provide consultation to GTA’s and
other faculty members who are writing and submitting pro-
posals for external grants. See www.edtech.vt.edu.

      Video/Broadcast Services

    285 Whittemore (231-5930)

The design and production of live and taped video
programs is the responsibility of the Video Broadcast
Service.  VBS provides complete broadcast-quality tele-
vision production facilities to serve instructional needs. Ser-
vices include studio, electronic classrooms, on-location, edit-
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ing, graphics, film-to-video transferring, and duplication.
http://www.vbs.vt.edu

This service is also responsible for originating the
Graduate Engineering and Master of Business Administration
courses for distance learning by satellite. The fully equipped
electronic classrooms are located in Whittemore Hall. With
two weeks notice, the staff can also pretape classroom lec-
tures for later presentation to classes or transmission on
campus cable. There is no charge for this service. (Call 231-
5930).

Other materials that may be broadcast over the
campus cable TV network to a classroom, with appropri-
ate copyright clearance, include videotapes from a de-
partmental or personal collection, from the tape collec-
tion in the Media Center, or from a commercial vendor.

Playbacks of videotapes on the campus cable TV sys-
tem may be scheduled through Video Playback Scheduling
(231-5149); be sure to call at least two days in advance. Also,
you should verify that your classroom is connected to the
cable TV network and that the equipment is available for
viewing. If it isn’t, another room may be reserved. (Call Class-
room Scheduling, 231-6888).

                                                    Digital Imaging

          1140 Torgersen Hall

Digital Imaging (231-6821) provides a wide variety of
services, including processing of color and black-and-white
film, slide duplication, slide production from artwork and com-
puter files, and technical assistance and consultation.

Graphic Arts (231-5534) provides design and produc-
tion of instructional materials, charts, slides, overhead trans-
parencies, freehand illustrations, paper plots, laser prints, CD
duplicates, photo scanning, 3D scanning and ink jet prints.

        Production Services

Copy Center I (132 Burruss, 231-6210) and Copy Cen-
ter II (142 Smyth, 231-6831) provide high speed copying and
binding, using state-of-the-art duplicators. Other services
available include velo binding, 3-hole punch, side stapling,
folding, and collating. The Xerox 5090 and color copying are
located at Copy Center.

 Printing Services

     South Main Street (231-6701)

Printing Services provides a full range of design, type-
setting, and printing services for traditional offset printing, to
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produce anything from a business card or letterhead to
magazines and monographs requiring perfect binding. They
also assist in writing specifications and initiating procurment
procedures in accordance with state law for jobs that are to
be produced off-campus.

                Tech Connect

     3240 Torgersen Hall (231-9228)

Another service is TechConnect, which provides Com-
puting Center software, reactivates PIDs and changes PID
passwords. TechConnect also provides some rudimentary
software consulting for the computer lab located in Torgersen
Hall. The lab contains 10 Apple G4s, 10 Dell computers and
16 Sunray stations. The computer lab stations all have gen-
eral word processing, graphing, and programming
(Authorware) software as well as certain subject specific
programs such as Perseus (Humanities) and Mathematica
(Mathematics). Additionally, each station has complete
Internet access. Scanning and printing are also offered.

   ARIES
           University Libraries

         Website: www.lib.vt.edu

The most frequently used telephone numbers are:

Reference...................................................1-6045
Circulation...................................................1-6340
Reserve......................................................1-6172
Instruction...................................................1-4123
Hours..........................................................1-4665

University Libraries consists of the main Carol W.
Newman Library and four branch libraries: Art and Architec-
ture (Cowgill Hall), Geology (Derring Hall), and Veterinary
Medicine (Phase III) on campus and the Northern Virginia
Graduate Center in Falls Church, Virginia. Older books and
journals are stored off-campus.

Support of academic programs is the primary goal of
the University Libraries, which house a collection of more
than 1.9 million books and 17,700 journals, plus microforms
and audio-visual materials. Two reference areas in the
main library — humanities/social sciences on the second
floor and science on the fourth floor — are staffed by
subject specialists most of the hours that the library is
open.

The Virginia Tech Library System (VTLS), an online
catalog, provides access to the collections via terminals
within the libraries or via the local area network (LAN) outside
the libraries. VTLS also monitors the circulation of books.
Standard loan periods are 90 days for faculty and graduate
students and 30 days for undergraduates.

Of particular interest to GTA’s are the Reserve Ser-
vices (first floor), where materials related to your course may
be placed for limited circulation to students, and a library

instruction program that provides a full range of educational
activities (including use of the VTLS) to faculty and students.

Services available through Newman library include
online literature searches, photocopying, and interlibrary
loans. Library policies and services, including charges, are
described fully in brochures and guides available at the li-
brary.

          New Media Center

            1140 Torgersen Hall (231-4826)

A member of a growing international consortium
consisting of colleges and universities, in cooperation with
hardware and software corporations, Virginia Tech’

New Media Center facilities include a classroom and
a development lab. The classroom contains 18 student com-
puters, 9 PCs and 9 G3 Macintosh and one instructor ma-
chine that is configured with a LCD projection panel. Avail-
able software includes many powerful programs designed to
ease multimedia application development.

You may reserve the classroom for demonstra-
tions and events dealing with multimedia. Note that you
must arrange for your own instructor.

The development lab is designed to provide
higher-end production facilities to a small group of us-
ers. The computer workstations in the lab are available
for more intensive work including video capture and
manipulation, graphics/animation development, CD-ROM
burning, and sound capture and manipulation. Stations
in the development lab can be reserved in two hour
increments. Digital cameras may be checked out.

All are invited to use the New Media Center’s facili-
ties. You don’t need an appointment or even any knowledge
of computers, just an interest in the possibilities of multime-
dia.

        Special Services Room

       (231-9228)

The Special Services Room is dedicated to providing
disabled patrons with adaptive hardware and software. Pa-
trons wishing to use this specialized equipment must first
receive training. To arrange for an appointment, contact the
Media Center (1-6358). Adaptive hardware and software
include:
¨ Closed Circuit monitor
¨ manual Perkins brailler
¨ Arkenstone Open Book software and scanner
¨ IBM-PC with screen enlarging software (Zoomtext), speech,

voice recognition
¨ Macintosh computer with screen enlargement, speech,

and adaptive keyboards
¨ braille printer
¨ Kurzweil scanning and reading machine
¨¨Luxor magnifying lamp
   UNIVERS
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    Center for Alternative Media
        (CAM)

          First floor (231-6358)

The Center for Alternative Media provides a number of
services and collections to library patrons. Collections include
more than 5,000 videotapes, 16mm films, 6,000 scripts, slide
sets, compact discs, 6,000 phonographs, Foreign Language
lab cassettes, and English as a Second Language materials.
CAM provides facilities to use all of these audiovisual collec-
tions. Check with CAM staff to find out about circulation peri-
ods for the many different collections.

OTHER SERVICES AND RESOURCES

  Campus Police

       www.police.vt.edu/police

Emergencies...................................................911
Information.................................................1-6411

Parking is not handled by the police. For questions
regarding parking, call 1-3200.

          Environmental Health

           and Safety Services

The department of Environmental Health and
Safety Services (EHSS) provides occupational health
and safety services and environmental compliance over-
sight for the university community. The department is
composed of  four technical divisions: Laboratory
Safety, Occupational Health and Industrial Hygiene,
Occupational Safety, and Radiation Safety. A brief de-
scription of the programs is provided below. Programs
shown in italics are under development and only limited
consultation is available.

               Laboratory Safety Resources

                  (231-8758)

               bmondy@vt.edu

• Inspections of  laboratories, farms, and research centers
• Fume hood testing and safety verification
• Chemical Hygiene Plan distribution
• Hazardous (chemical) Waste disposal
• Coordination of chemical spill cleanup
• Emergency spill response
• Environmental compliance oversight
• Hazard Communication

• Occupational Health and Industrial Hygiene
   (231-8751, dyoung@vt.edu)
• Hazard Exposure Monitoring
• Medical surveillance for employees exposed to OSHA
   regulated hazards
• Bloodborne Pathogens: training and immunization for
   those working with body fluids
• Tuberculosis Infection Control
• First Aid and CPR training for OSHA covered employ ees
• Respiratory Protection: selection and certification of  all
  respiratory protective equipment
• Medical Waste disposal
• Occupational Safety Division (231-5985, adamsz@vt.edu)

The general scope of services provided includes
assistance with employee training, inspections and hazard
assessments, technical support, and program development.
• Confined Space Entry
• Electrical Safety
• Control of Hazardous Energy (Lockout/Tagout)
• Asbestos Operations and Maintenance
• Trenching/Shoring Safety
• Fall Protection
• Personal Protective Equipment
• Lead Materials Safety
• Indoor Air Quality
• Technical support for other OSHA safety-related
   program requirements
   Radiation Safety Division  (231-5364, smileydc@vt.edu)
• Radioisotope Safety
• Radioactive Waste Disposal
• X-ray Safety
• Laser Safety

  EHSS Homepage Address - http://www.ehss.vt.edu/

  GALLERIES, GARDENS, AND MUSEUMSGALLERIES, GARDENS, AND MUSEUMSGALLERIES, GARDENS, AND MUSEUMSGALLERIES, GARDENS, AND MUSEUMSGALLERIES, GARDENS, AND MUSEUMS

        The Armory Art Gallery

                (231-4859)

          www.sota.vt.edu

The Armory Art Gallery is operated as an educa-
tional and outreach program of the Department of Art and Art
History.  Located in the Old Blacksburg Armory (Visual Arts
Building), 201 Draper Road, the gallery offers rotating exhibi-
tions, coinciding with Virginia Tech’s academic year.

The gallery, with approximately 1,000 square feet of
exhibition space, shows works by artists who are nationally or
regionally prominent, stages other shows of interest to the
community, and displays the works of student artists. By
exhibiting art of high quality in a variety of styles and media,
the Gallery serves as a focal point for the arts, bringing be-
fore the public works that inspire and educate and that trans-
mit our collective cultural heritage.
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       The Horticulture Gardens

                  (231-5970)

              www.hort.vt.edu

The Virginia Tech Horticulture Gardens are  ad-
jacent to the greenhouses at Washington Street and
West Campus Drive. The gardens contain hundreds of
ornamental plant species arranged in accessible beds
that can be viewed year around.

The Herbaceous Perennials Area displays spe-
cies which die back to the ground each year but survive
the winter as hardy rootstocks. Several beds were de-
signed around single colors and house only those plants
whose flowers and/or foliage fit the scheme. From the
earliest Snowdrops in January to the last of the Nippon
Daisies in October, the Herbaceous Perennials Area has
the longest period of flowering interest in the gardens.

The Xerophytic Area was planned with the fu-
ture in mind. Dry plants, a translation of the name, re-
quire little to no irrigation beyond natural rainfall and
are low maintenance. They may be the trend of garden-
ing should the availability of water become restricted.
Such plants are no less ornamental than conventional
garden species and are often extraordinary. Witness the
ornamental grasses, the Sedums growing in the cracks
in the stone wall, and steel blue fruits of the Bayberry.

The Wooded Area, the largest in the gardens, is also
the most eclectic. Woody and herbaceous materials are inter-
planted to create spots of sun and shade. Sit on the multi-
level deck and view the water garden and hundreds of daffo-
dils in spring, rhododendrons,  dwarf conifers, mature pines,
and berry bushes.

A final area, devoted entirely to summer annuals, is the
most colorful but present only during the growing season.
Strategically located along Washington Street, these brilliant
beds let intentional visitors and passersby alike know exactly
where the gardens are. In addition to everyday petunias and
marigolds, you'll see unusual vines, tropicals, and newer
species that are breaking into the horticultural trade. The
Annual Area is also the home of the All-America Selection
Winners.

     Natural History Collection

                           (231-3001)

          www.vtmnh.vt.edu

Started in 1888, the university’s natural history collec-
tion is one of the largest in the state — close to one million
specimens. The collection is maintained by the Virginia Tech
Branch of the Virginia Museum of Natural History. The mu-
seum is located at 428 N. Main St. Hours are Wednesday -
Saturday 11 a.m. - 5 p.m. and Sunday 1 - 5 p.m. Admission is
free.

The museum houses rotating exhibits from the main
museum in Martinsville, as well as collections displays , a
“kids niche” for children of all ages.

Natural history collections kept at 428 N. Main in-
clude birds, bird eggs, mammals, and terrestrial and aquatic
insects. The museum’s plant, fungi, fossil, and geological
specimens are housed in Derring Hall (Museum of Geological
Sciences and Massey Herbarium).

Museum programs include: local school yard
ecology for teachers (MINTS); regional coordination of
Isaak Walton League’s Save Our Streams, monthly pro-
grams on natural history and the environment.

Volunteers are needed for a variety of program-
matic and administrative jobs. For more information, call
231-3001.

The Museum of Geological Sciences  (231-
3001) is located in 2062 Derring. Hours are Monday-
Friday, 8 a.m. to 4 p.m.  Admission is free. The museum
has extensive collections of minerals from Virginia and
around the world; gemstones; the 2,500 carat “Hokie”
topaz; fossils; a life-size model of Allosaurus; a working
seismograph; and educational exhibits. Tours by ap-
pointment: 231-3001.

The Massey Harbarium, 3017 Derring Hall, is the
repository for vascular plants, fungi, and fossil plants. 231-
5746.
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There are institutional policies and procedures that
apply to all instructors, including both faculty and TA’s.
There are two general categories of policies: (1) general
university policies and (2) policies and procedures that
apply to in-class instruction. You can find many univer-
sity policies on the Internet (http://intra.vt.edu/poli-
cies). On the following pages are detailed descriptions
of the policies and procedures. Take some time to be-
come familiar with this information because as an em-
ployee of the university you are expected to know and
follow these guidelines.

NERAL UNIVERSITY POLICIES
           Affirmative Action Policy

 Virginia Tech does not discriminate against employ-
ees, students, or applicants on the basis of race, sex, handi-
cap, age, veteran status, national origin, religion, political
affiliation or sexual orientation. The university is subject to
titles VI and VII of the Civil Rights Act of 1964, Title IX of the
Education Amendments of 1972, Sections 503 and 504 of the
Rehabilitation Act of 1973, the Age Discrimination in Employ-
ment Act, the Vietnam Era Veteran Readjustment Assistance
Act of 1974, Federal Executive Order 11246, and all other
rules and regulations that are applicable. Anyone having
questions concerning any of those regulations should
contact the Equal Opportunity/Affirmative Action of-
fice. The policy can be found at http://www.vt.edu/
admin/policies/.

       Sexual Harassment Policy

Definitions

“Faculty” or “faculty member” means all members
of the General Faculty as defined by the Faculty Hand-
book. All graduate students performing teaching, advis-
ing, or supervisory roles shall be considered as faculty
for the purposes of this policy. “Supervisor” may apply
to any category of university employee.

Rationale

Sexual harassment is reprehensible and will not be
tolerated by the university. It subverts the mission of
the university and threatens the careers, educational
experience, and well-being of students, faculty, and
staff. Sexual harassment is a form of discrimination.
Relationships involving sexual harassment or discrimina-
tion have no place within the university. In both obvious
and subtle ways, the very possibility of sexual harass-
ment is destructive to individual students, faculty, and
staff, and the academic community as a whole. When,
through fear of reprisal, a student, staff member, or faculty

member submits or is pressured to submit to unwanted
sexual attention, the university’s ability to carry out its mission
is undermined.

Sexual harassment is especially serious when it
threatens relationships between teacher and student or
supervisor and subordinate. In such situations, sexual
harassment exploits unfairly the power inherent in a
faculty member’s or supervisor’s position. Through
grades, wage increases, recommendations for graduate
study, promotion, and the like, a teacher or supervisor
can have a decisive influence on a student’s, staff
member’s, or faculty member’s career at the university
and beyond.

While sexual harassment most often takes place in
situations of a power differential between the persons
involved, the university also recognizes that sexual ha-
rassment may occur between persons of the same uni-
versity status. Sexual harassment may also occur be-
tween persons of the same sex. The university will not
tolerate behavior between or among members of the
university community that creates an unacceptable
working or educational environment.

You can find the policy on the Internet at http://
www.vt.edu/admin/policies/.  (Select faculty/staff from the
university's home page, then "Administration," "University
Policies," and "General University Policies.")

       Students with Disabilities

Virginia Tech is an equal opportunity institution
that admits students without regard to disabling condi-
tions. The university is committed to providing opportu-
nities and challenges to all academically qualified stu-
dents. Virginia Tech makes reasonable accommodations
to meet the needs of disabled students in the university
community. In doing so, a variety of supplemental ser-
vices is offered to help offset the functional disadvan-
tage of a disability and to help increase students’ edu-
cational opportunities.

Students with disabilities should have contacted
the Dean of Students Office, Disabled Student Services
prior to summer orientation to arrange alternative meth-
ods for meeting academic requirements. Such accom-
modations are in the spirit of equalizing opportunity
rather than altering standards or waiving requirements.
The student is responsible for delivering letters of ac-
commodations to their professors within the first month
of school. The most common academic assistance in-
cludes alternative test arrangements, such as extra
time; test relocation to use special equipment; or a
different test format. The Dean of Students Office also
provides guidance and assistance in arranging appropriate

UNIVERSITY POLICIES AND PROCEDURESUNIVERSITY POLICIES AND PROCEDURESUNIVERSITY POLICIES AND PROCEDURESUNIVERSITY POLICIES AND PROCEDURESUNIVERSITY POLICIES AND PROCEDURESVVIVII
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auxiliary aids, such as interpreters, readers, notetakers, tu-
tors, and special equipment.

If you did not receive communication on what accom-
modation a student might need — perhaps because the stu-
dent is unaware of a disability or has not met with someone in
the Dean of Students Office call the office at 231-3787.

   Smoking Policy

 Within facilities owned or leased by the university,
smoking is permitted only in designated areas. Smoking
outside of the designated areas is prohibited. These
smoking areas shall be designated by the provost or the
appropriate vice president, vice provost, or dean, within
his or her unit.

      Drug-Free University Policy

Purpose

 The use of drugs is incompatible with the goals of
an academic community. This policy applies both to the
university as an educational institution and the univer-
sity as a work place.

Policy

The use, possession, or manufacturing of any un-
lawful drug or controlled substance is strictly prohibited
by Virginia Polytechnic Institute and State University,
here-after referred to as the “university.” The use of
drugs is incompatible with the goals of an academic
community. To this end, and to comply with the Drug-
Free Work place Act of 1988, the university will act as
follows:

"Unlawful possession or use of a controlled
substance by faculty will be dealt with on a case-
by-case basis by the appropriate superiors. Fac-
ulty cases can be reviewed by de-partment heads
and deans. Appropriate penalties may include
suspension, required counseling, and/or finally
dismissal. Faculty dismissal must comply with  the
Faculty Handbook, Section 2.10.0, “Due Process
for Dismissal For Cause.”

Violations by classified employees should be dealt
with by supervisors and department heads in communi-
cation with appropriate persons in Employee Relations.
The subject is addressed in the Employee Standards of
Conduct and Performance  published by the common-
wealth, as follows:

“Use of alcohol or unlawful use or possession of
controlled substances while on the job” is considered
a “Third Group Offense.” Third Group Offenses nor-
mally warrant removal. However, participation in a

drug rehabilitation program may result in the mitigation
of disciplinary action."

Unlawful possession or use of a controlled sub-
stance by students is a violation of University Policies
for Student Life. Students will face serious disciplinary
action for violation of this policy.

    Policies and Procedures that applyPolicies and Procedures that applyPolicies and Procedures that applyPolicies and Procedures that applyPolicies and Procedures that apply

   to In-Class Instruction   to In-Class Instruction   to In-Class Instruction   to In-Class Instruction   to In-Class Instruction

          Faculty Responsibility

          in the Honor System

 Although the Virginia Tech Honor System is a
student program, the support of the faculty is an es-
sential ingredient in making the system an effective and
efficient means of handling academic violations. Faculty
members are encouraged to support the Honor System
and are expected to abide by procedures designed for
the effective implementation of the Honor Code.

Any suspected violations should be reported
promptly, in writing, to the Chief Justice of the Under-
graduate or Graduate Honor System. Forms for this
purpose are available from all department offices and
from the Honor System offices.

In order to protect the accuser and the accused, a
faculty member bringing charges of an Honor Code vio-
lation has the right to decline discussion of the case
with the accused, or, with the written permission of the
accused, to have witnesses present at such a discus-
sion. The faculty member will receive a copy of the
Case Coordinator’s report summarizing the evidence in
the case. A faculty member involved in a case is ex-
pected to cooperate with Honor System personnel,
appear before the Judicial Panel if requested, and main-
tain confidentiality.

In addition, the Honor System offers the following
guidelines to faculty members:

1.When an alleged violation is detected, the sus-
pected student(s)’ paper should not be collected until
the test is completed, as this would be contrary to the
student(s)’ right of presumed innocence. However,
any evidence that would be necessary in an investiga-
tion should be collected immediately. The test should
be graded without prejudice and the alleged violation
should be reported to the Honor System. Grades
should not be adjusted in a course to compensate for
suspected dishonesty.

2. f a professor suspects that a student or students
are cheating, it is permissible to speak with the sus-
pected student(s) (after the test or other work has been
completed) and indicate these suspicions. However, it
is not permissible to penalize or berate the student(s)
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or to take any other action that might affect the student(s)
or violate the student(s)’ rights to due process.

3.A statement is to be included on each course
syllabus about the Honor System and its application to
the particular course.

4.Faculty members are not required to proctor
quizzes, tests, and examinations. Faculty are requested
to personally administer the examination and to remain
within reasonable proximity of the examination room to
answer questions which may be raised by the student.
However, it is not a compromise of the Honor System
to stay in the room or visit frequently, when a test is
being given. In fact, precautionary measures in this
spirit of reducing the opportunity for cheating are
advisable, especially in large classes. Seats should be
spaced in examination rooms whenever possible. Al-
ternate test forms may be used. In some rare cases
such extreme measures as requiring ID when a test is
handed in may be necessary to prevent organized
“paid substitutes”  from taking tests for other students.
Under no circumstances can measures be taken that would
compromise student(s)’ rights.

 The responsibility for providing, explaining, and
disseminating information regarding honor practices and
the Honor System is shared by the Faculty, along with
the students and other university personnel.

          Grading System & Final Examinations

 Following are the official rules and policies on
grading and exams in the university. These policies set a
standard to ensure that all students are evaluated in a
common way. The rules are meant to provide an admin-
istrative guide to help procedures go smoothly for both
instructors and students.

   Course Grading

 The assignment of course grades is the sole re-
sponsibility of the instructor of record for a course; this
responsibility may not be delegated to others. However,
department heads may ask instructors in their depart-
ments to explain unusual profiles of grades or schemes
of evaluation.

        Syllabus and Performance Expectation

 Faculty are expected to provide students with course
syllabi, including course objectives, topical outlines, and the
expected performance for which grades will be assigned.
Also included should be a statement on the Honor System
and its application to the particular course. This statement
should be provided during the first class meetIing.

Instructors must include in their course syllabus or
assignment sheet an explicit statement concerning the pre-
requisites for the course and should call attention to these
during the first week of classes. Before the official deadline

for adding a class, the instructor may require specific students
not having the prerequisites to drop the course. The student
granted permission to enroll without prerequisites should be
informed that course expectations and grading practices will
be the same for all students regardless of whether prerequi-
sites were satisfied or waived.

 All written work, with the exceptions noted below,
should be given at such time that it can be graded and
returned during a regularly scheduled class meeting. In
any event, in-class hour examinations or other major in-
class written assignments or tests shall not be given
during the last three calendar days of scheduled classes.

The exceptions for undergraduate courses are:
1.Dates for turning in term papers and projects reports may

be set at the discretion of the instructor, if the student is not
to be held responsible on the final examination for the sub-
ject matter therein.

2.Final examinations in laboratory courses and in other
courses that do not warrant a final examination during
the examination period. Such examinations, if required
by the department and/or instructor, should be given
during the last regularly scheduled laboratory or class
period.

3. Regularly scheduled final examinations, when special
permission has been granted by the dean of the ap-
propriate college.

The exceptions for graduate courses are:
1.Dates for turning in term papers and project reports may be

set at the discretion of the instructor.

2.Final examinations in laboratory courses and in other
courses that do not warrant a final examination during
the examination period. Such examinations, if required
by the department and/or instructor, may be given
during the last regularly scheduled laboratory or class.

3.Regularly scheduled final examinations when special per-
mission has been granted by the dean of the appropriate
college.

4.Final examinations for Master’s and Doctoral candidates, if
approved by the Dean of the Graduate School.

Class Attendance

 Faculty and students are expected to meet at all regu-
larly scheduled class times, except for cancellations an-
nounced on a university-wide basis by appropriate authority.
With respect to expected performance, instructors may state
their attendance policy, if any, in the course syllabus. When
instructors cannot meet their classes because of illness or
other reasons, their department head is to be informed as
promptly as possible so that appropriate measures can be
provided for the missed classes.
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When students cannot meet their classes because of
illness, they should notify their academic dean and instructors
as soon as possible of the reason for their absence so that
appropriate measures can be provided for missed classes.

Records of students’ visits to the university Student
Health Services are kept on file in that organization. Should
an academic dean, professor, or instructor feel it necessary
to verify a student’s explanation for an absence because of
illness, the Director of University Student Health Services
may be called to obtain dates, times, and number of visits in
question. However, a written release from the student is
required before information about the student’s medical prob-
lem will be discussed in any detail. The University Student
Health Service will not write excuses for students who are
absent from classes, quizzes, tests, etc., because of illness.

           Final Examinations

 A Final Examination Schedule is published in the
Time Table of Classes for each academic term, and final
exams must follow this schedule. Examinations are re-
quired at the end of every course unless an alternative
evaluation has been requested in writing from the de-
partment head and of the academic dean before the
start of the term. An approved alternative method of
evaluation must be made known to students at the
beginning of the term. Faculty members will make avail-
able completed final examinations at least through the
following academic term.

A student with conflicting examinations or with
more than two examinations within 24 hours may re-
schedule an examination with permission of the
student’s college dean at least 10 days before the be-
ginning of the examination period and by arrangement
with the appropriate instructor.

A re-examination in one course, in which the final
grade is C- or below, may be authorized when the stu-
dent was enrolled in the course during the final term of
his or her senior year and a satisfactory re-examination
in the course qualifies the student for graduation. A re-
examination request must be made and the exam be
completed by the student as soon as possible but no
later than one academic term after the initial examina-
tion in the course.

Re-examination approval by the instructor, the
student’s department head and the student’s college dean is
required, with consideration given to class performance and
completion of assigned work.

                Midterm Grades

 Midterm Grades are produced for first term freshmen
and transfer students whose first term of enrollment is Sum-
mer or Fall semester. “Satisfactory” is given for work earning
a grade of C or better and “unsatisfactory” is given for work
earning a grade of C- or below. The midterm grade is not part
of the student’s permanent student record.

          Final Grade Reports

 Final grades are reported on optical scanning forms
distributed to the faculty from the Registrar’s Office. These
forms consist of four parts:

1. a part to be returned to the Registrar’s Office within 48
hours after the final exam is scheduled,

2. a copy of grades for the departmental/division files,
3. a short form of grades for the instructor’s use, and
4. a short form (with students' numbers but without names)

which may be posted by the instructor.

Student grade reports are generated from these
grade sheets.

              Change of Grade

 A change in grade is authorized only under un-
usual circumstances. The change-of-grade card requires
the signatures of the instructor, department head, and
dean for all grade changes, including removal of “I”
grades. Change cards should carry a statement regard-
ing the circumstances necessitating the change. This
statement should include a description of the circum-
stances for an original award of an “I” grade. It is im-
proper to permit a student to improve a grade by doing
extra work unless all students in the class are given the
same opportunity.

              Grading System

1. “A” to “F” System (Undergraduate and Graduate Stu-
dents)

The majority of course enrollments by students at
the university are graded on the traditional A-F basis,
with a 12-point plus-minus grading scale (see the Vir-
ginia Tech Catalog for Quality Credit System). The
grades “A” through “D-” represent passing grades and
“F” is a failing grade. The grade of “A” should be gener-
ally reserved for the very best students in the teacher’s
experience. The grade of “F” should be used for those
students who have not achieved the least acceptable
objectives of the course of study. An instructor may choose
not to use the plus-minus system in the assignment of
grades.

2. Grades and Quality Credits
Academic achievement of a student on a specific

course is rated as follows:

Letter Grade Quality Credits for
Each Hour

A (Excellent) 4.0
A- 3 .7
B+ 3.3
B (Good) 3.0
B- 2.7
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C+ (Fair) 2.3
C 2.0
C- 1.7
D+ 1.3
D (Barely Passing) 1.0
D- 0.7

3. P/F System, Undergraduate Students
A pass/fail grading system is available to encour-

age students to enrich their academic programs and
explore more challenging courses outside their majors
without the pressures and demands of the regular grad-
ing system. The pass-fail grading option is available to
all undergraduates who have completed a minimum of
30 credit hours and have a cumulative Quality Credit
Average (QCA) of 2.5 or above.

The following restrictions are effective:
1.The number of pass-fail hours applied toward a baccalaure-

ate degree shall be limited to 10 percent of the graduation
requirements completed at Virginia Tech, including courses
offered on a pass-fail basis only;

 2.A student may not enroll for more than two courses per
term on a pass-fail basis, excluding physical education
activity courses and required courses offered on a P-F
basis only;

 3.Courses may not be changed from A-F to the P-F basis
beyond the last day to drop classes without penalty; and

4.Courses may not be changed from P-F to A-F beyond the
last day to resign without penalty.

For courses offered only on a pass-fail basis, the
30-hour and 2.5 QCA requirement does not apply. Any
courses taken beyond the number of hours required for
graduation also may be taken pass-fail, except that no
more than two courses may be taken on the P-F option
per term.

Under the pass-fail grading system, a “P” is
granted for earning a “D-” or better in the course, oth-
erwise an “F” is given. The “P” or “F” is recorded on the
student’s transcript and credit given if the course is
passed; if the course is failed, the “F” is considered as
equivalent to an “F” received under the A-F grading system
and is included in calculation of the QCA. The QCA is unaf-
fected by a “P”. Once credit is received for a course taken on
pass-fail, the course cannot be repeated under the A-F grad-
ing system.

 4. P/F System, Graduate Students
A limited pass-fail grading system is available to en-

courage graduate students to explore courses outside their
majors. Subject to approval of the major professor, graduate
students may take an unlimited number of hours of graduate
course work (5000 and 6000 level) on a Pass/Fail basis, if
outside the department and not on the program of study.
These courses may not be used to satisfy minimum degree
requirements. All courses on the program of study, including
supporting courses, must be taken on a letter grade (A-F)

basis except for those courses offered on a Pass/Fail basis
only.

Under the pass-fail grading system, a “P” is
granted for earning a “C-” or better in the course; oth-
erwise an “F” is given. The QCA is unaffected by a “P”.
Grades of “F” are counted in the calculation of the QCA.

5. The “I” Grade
The “I” grade signifies incomplete work. It is as-

signed at the discretion of the instructor only. The “I”
may be used when a student is unable to take the final
examination during examination week; but the instructor
may wish to confirm the legitimacy of the request with
the Student Health Service or the student’s academic
dean. Except for certain laboratory courses, “I” grades
must be removed by the end of the student’s first sub-
sequent term of enrollment. Official change-of-grade
cards must be used to remove an “I” grade.
Incompletes not removed during the designated time
are changed to “F”.

6.The “X” Grade
The “X” mark shows that pursuit of the project

begun in the course will be continued. The “X” does not
compute in the student’s QCA. The “X” may be as-
signed only for courses pre-established as eligible for
this treatment. Changes from the “X” to the final grade
must be submitted on change-of-grade cards; the regu-
lar grade marked on a grade sheet for an “X”-eligible
course will process to that term’s enrollment only.

7. The “R” Grade
The “R” grade is reserved for graduate students

enrolled in research and thesis (5994) or research and
dissertation (7994). The awarding of this grade shows
that the enrollment has been reviewed and the credits
are to be sent to the grade report system.

           Drop/Add Period

 At the beginning of the term, students may add
courses through the end of the fifth day of classes and
drop courses through the 20th day of classes. Students
who need to drop/add courses typically have 1) received
incomplete schedules, 2) changed curricula, 3) failed a
course the previous term, or 4) failed to pay their fees on
time, which removes them from all classes. Students drop/
add courses by using the drop/add transaction.

Force/Add Requests

Force/add transactions are intended as final solutions
for critical scheduling problems in required courses. The
force/add request form should be signed by the student’s
advisor and must be approved by the instructor of the course
(or designated departmental representative). If a force/add
request is approved, the student must retain his copy of the
approval to verify enrollment to the instructor. An add pro-
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cessed through the force/add process will override all other
courses on a student’s schedule and may create schedule
conflicts.

Class Rolls

 A series of class rolls is sent through the depart-
ment to the instructor. Faculty are expected to chal-
lenge those students who appear not to have obtained
an official enrollment status as represented in the
Registrar’s records. Students will also be provided a
copy of their current schedule as part of their course
request form for the next term. Students will be on the
rolls of all classes listed on the schedule printed on the
course request form; they will not appear on any other
class rolls. Students are responsible for reporting to
their dean any inconsistencies between their printed
schedule and the courses they are attending. The
student’s dean must approve any action which could
correct any such inconsistencies.
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The references used in the compilation of this
TA Handbook include some works which are recom-
mended as basic volumes in a library on college teach-
ing.

    General Books on College TeachingGeneral Books on College TeachingGeneral Books on College TeachingGeneral Books on College TeachingGeneral Books on College Teaching

Allen, R. R. and Rueter, T. (1990). Teaching assis-
tant strategies: an introduction to college teaching.
Dubuque, Iowa: Kendall/Hunt.

Baxter Magolda, M. (1999). Creating contexts for
learning and self-authorship: constructive-developmen-
tal pedagogy. Nashville: Vanderbilt University Press.

Baxter Magolda, M. (1992). Knowing and reason-
ing in college: Gender-related patterns in students' intel-
lectual development. San Francisco: Jossey-Bass.

Eble, K. E. (1988). The craft of teaching (2nd
ed.). San Francisco: Jossey-Bass.

Ericksen, S. C. (1985). The essence of good
teaching. San Francisco: Jossey-Bass.

Ericksen, S. C. (1974). Motivation for learning:  a
guide for the teacher of the young adult.  Ann Arbor,
Mich.:  The University of Michigan Press.

Fuhrmann, B. S. and Grasha, A. F. (1983). A prac-
tical handbook for college teachers.  Boston:  Little,
Brown and Co.

Gullette, M. M. (Ed.) (1982). The art and craft of
teaching.  Cambridge, Mass.:  Harvard-Danford Center
for Teaching and Learning.

Hoover, K. H. (1980). College teaching today: a
handbook for post-secondary education.  Boston:  Allyn
and Bacon.

Kozma, R. B., Belle, L. W., and Williams, G. W.
(1978). Instructional techniques in higher education.
Englewood Cliffs, N.J.:  Educational Technology Publica-
tions.

Lowman, J. (1984). Mastering the techniques of
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