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Preface

As all professors have learned, joining the professoriate means that for as long as we
are members of the academy, our professional lives will be segmented into three unequally
sized portions: We will teach, conduct research, and perform service. As we also all know, the
academy trains graduate students primarily as researchers. They may receive some training
for teaching, but almost none for service. At some institutions, graduate students may gain
some teaching experience, although little formal training—they are simply told to “go teach.”

In the past few years, the Society for the Teaching of Psychology (STP;
<http://www.teachpsych.org>) has attempted to underscore the need for better training and
supervision of graduate teaching assistants (GTAs) and has developed programs for helping
GTAs improve the quality of their teaching. For example, three years ago, STP developed and
implemented a series of nationwide preconference workshops specifically aimed to help
graduate students develop their teaching philosophy and style. These workshops have been
transformed recently into Teaching Enhancement Workshops (TEWs) that take place on
college campuses instead of at professional meetings. In addition, two years ago, STP
developed the Graduate Student Teaching Association (GSTA), to provide a supportive home
for graduate students within its organization <http://teachpsych.lemoyne.edu/teachpsych/
div/gsta.html>. The GSTA has full voting privileges within STP and an hour of programming
at the annual American Psychological Association convention. Not to be outdone, the
American Psychological Society (APS) is currently developing a series of programs and
efforts to enhance GTA training and supervision <http://www.psychologicalscience.org/>.

This book follows suit in its emphasis on calling attention to the need for more
extensive and intensive GTA training and it provides guidance regarding the ways that such
training can serve graduate students who are ready for academic positions. This book focuses
on diverse aspects of the transition from graduate student to faculty member. We divided its

31 chapters into four parts. Part 1 includes two chapters. Chapter 1 develops an argument in
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support of GTA training and Chapter 2 showcases the important links between scholarship
and teaching. Part 2 features nine chapters, each of which describes successful models for
effectively training GTAs. These chapters describe training programs at six doctoral
institutions and three master’s institutions. Part 3 contains 13 chapters that describe the
qualities that psychology departments seek in hiring new assistant professors. Our authors
describe the hiring preferences of a sample of doctoral, master’s, 4-year, and 2-year
institutions as well as historically black and religious institutions. Part 4 includes six chapters
describing the transition from graduate student to assistant professor written by brand new or
fairly new PhDs. These authors describe both their levels of preparedness for their first
academic position and aspects of their work that “caught them off guard.” The final chapter of
the book contains an annotated bibliography of books related to college and university
teaching in general and the teaching of psychology in particular.

As the authors have illustrated, success as a job applicant often rests on teaching
experience, but success as a faculty member is often based on more than continuing
development of excellence in the classroom. The ability to collaborate with students and
colleagues enhances one’s acceptance into a department. At the same time, the relative
emphasis on teaching and research in a given institution will affect a faculty member’s
attention to either research or teaching at the expense of the other. As job applicants, graduate
students must be sensitive to the context of the department in order to maximize the likelihood
of success in their search and to minimize the types of errors that can dim their chances at a
given school (see Brems, Lampman, & Johnson, 1995).

We thank our authors for their generous and thoughtful contributions to this e-book.
This e-book differs from most edited books in that each chapter was peer-reviewed by at least
two experts in various areas of the teaching of psychology We thank our reviewers for their
careful critiques of our authors’ work. We would also like to thank Ana Amstadter, Trish
Benson, Amber Hensley, Jared Keeley, and Ryan Siney for assistance in proofreading this
book.
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We conceived and developed this book to be a useful resource to graduate students
who wish to become competent college and university level teachers and to faculty who

supervise or otherwise train them. We hope that you will find this book achieves this goal.

Bill Buskist, Auburn, AL
Barney Beins, Ithaca, NY
Vinny Hevern, Syracuse, NY
November 2004
Reference
Brems, C., Lampman, C., & Johnson, M. E. (1995). Preparation of applications for academic

positions in psychology. American Psychologist, 50, 533-537.
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Introduction



1
To Train or Not to Train; That is the Question
David J. Wimer and Loreto R. Prieto, The University of Akron

Steven A. Meyers, Roosevelt University

A majority of doctoral students hold teaching assistantships during their graduate
careers (Henderson & Woods, 1997). The 2002 Survey of Earned Doctorates (Hoffer et al.,
2003) indicated that 20,847 of 36,029 doctoral degree recipients (approximately 58%) held
teaching assistantships (TAs). This proportion was even higher in the social sciences, in
which 4,198 of 5,950 doctoral recipients (approximately 71%) held such assistantships.
Moreover, the proportion of graduate students with teaching duties is increasing (i.e.,
approximately 52% of all doctoral recipients and 60% of those in the social sciences held
teaching assistantships in 1993; Thurgood & Clarke, 1995). Generally speaking, teaching
assistants instruct numerous college students, which makes TA training critical.

Unfortunately, within psychology, many TAs either are not prepared or poorly
prepared for their first teaching experience (Meyers, 2001; Prieto & Meyers, 2001; Prieto,
2004). A review of national surveys of psychology departments and psychology TAs (cf.
Lumsden, Grosslight, Loveland, & Williams, 1988; Lowman & Mathie, 1993; Mueller,
Perlman, McCann, & McFadden, 1997; Meyers & Prieto; 2000; Buskist, Tears, Davis, &
Rogrigue, 2002) indicates clearly that 15% to 30% of TAs have not had the benefit of TA
training before undertaking their duties in the classroom.

In assessing the cost for failing to provide psychology TAs with adequate training,
Prieto (2002) listed several potential concerns and consequences. Overlooking training
ignores the fact that teaching assistantships are the foundation of future faculty development
for the psychology professorate. For example, Meyers and Prieto (2000) reported that over
60% of their psychology TA sample expressed an interest in an academic career; yet,

approximately 30% had received either no training for or supervision of their teaching duties.



The skills and sense of efficacy toward teaching acquired by psychology TAs during
assistantships prepares them for what they will find in the classroom as future faculty. A
failure to train psychology TAs may mean that some will embark on academic careers with a
sub-optimal grasp of effective classroom teaching. In addition, those TAs who show great
promise as classroom teachers and who plan to enter academia, but who do not receive good
training and support, may become demoralized and lose interest in teaching without the
guidance to help them through the difficulties that classroom teachers inevitably face (Prieto,
1995, 2001). Failing to train psychology TAs also increases the probability of a less than
optimal experience for the undergraduate students they teach but may also mean that those
same undergraduate students will be less well prepared when they enter advanced courses
within the psychology major, and ultimately, graduate training (Prieto, 2002).
What is Being Done?: Current TA Training in Psychology

Investigators evaluating TA training in psychology programs have concluded that the
consistency and quality of such training varies greatly, from no training whatsoever to
comprehensive, curriculum-based training as a psychology educator (e.g., Prieto, 2004).
Prieto and Meyers (1999) reported data obtained from TAs in 116 psychology departments
across the country and noted that psychology TA training (such as course work, workshops,
etc.), involves about 22 clock hours (Meyers & Prieto, 2000); initial TA training tends to have
poor or non-existent follow-up (Rushin, De Saix, & Lumsden, 1997); many TAs reported that
they do not take full advantage of TA training opportunities; and department chairpersons
indicated that TA training is not mandatory but often only recommended (Meyers & Prieto,
2000). Course work on the teaching of psychology has begun to emerge as a forum for
training psychology TAs, but even this format is not yet widely used. Buskist et al. (2002)
surveyed 236 psychology departments regarding the prevalence of course work to prepare
psychology TAs for classroom duties. A total of 98 departments, fewer than half of the
number that responded to the survey, reported offering a course on the teaching of

psychology.



Prieto (2004) summarized recent research on psychology TA training with respect to
common methods used and topics covered. Focusing on five key articles published in the
journal Teaching of Psychology across the past 15 years (Buskist et al., 2002; Lowman &
Mathie, 1993; Lumsden et al., 1988; Meyers & Prieto; 2000; Mueller et al., 1997), Prieto
distilled the information in these works into the two general categories of (a) training methods
employed and (b) topics covered in TA training. Typical training methods included
orientation programs, workshops, a course on teaching, observations of teaching, and
microteaching exercises. Typical topics included developing and presenting syllabi, labs, and
lectures; evaluating and promoting student learning; managing problematic student behavior;
ethics; and awareness of campus resources. As to general themes, training methods use an
apprenticeship or modeling approach (e.g., TAs watch faculty and have faculty watch or
supervise them); TAs actively practice and receive feedback on actual teaching skills (e.g.,
microteaching); and students learn about teaching (e.g., course work, orientations, workshops,
seminars). General themes within topics covered appear to be pedagogical issues (e.g.,
developing syllabi); evaluative issues (e.g., grading); and networking and resource issues
(e.g., TA awareness of campus resources available to both themselves and students).

How Effective is Training?: Outcome Evidence for TA Training in Psychology

Early research into the general area of TA training, although atheoretical, showed
clear evidence that skill training helped to improve TA classroom performance (see Abbott,
Wulff, & Szego, 1989 for a review). Later efforts demonstrated that training enhances TAs’
sense of self-efficacy toward teaching, which in turn can lead to improved classroom
performance (Prieto & Altmaier; 1994). Prieto and Meyers (1999), in examining national data
from psychology TAs, found that those who received training possessed a greater degree of
self-efficacy toward teaching than those not trained.

However, such studies have examined training as a single entity and typically
operationalized it dichotomously (TAs received training or did not) or by number of hours of
training received (versus assessing outcome by type of training). Yet to be completed is a
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comprehensive and thorough program of examining the most potent ingredient of TA training
programs or most effective training methods. Also interesting to note is that psychology TAs
tend to receive training that is more reflective of vicarious learning bases (e.g., observation)
than performance learning bases (e.g., practice lectures). Because self-efficacy theory posits
that the greatest levels of self-efficacy are acquired through performance accomplishments
(cf. Bandura, 1986), psychology TAs are likely to benefit most from training methods that
more proximally address and involve actual experience with the skills they will need in
teaching. A prime example of this type of training method is microteaching (Allen & Ryan,
1969), especially when coupled with videotape feedback.

Maslach, Silver, Pole, and Ozer (2001) discussed the utility of using microteaching to
train TAs in classroom instruction. As typically practiced, TAs develop a short presentation of
class materials, then they teach this material to fellow TAs, and finally, TAs receive feedback
from their TA colleagues, TA supervisors, and (often) videotaped feedback of their
performance. After assimilating feedback, TAs then rework both the content and their
teaching methods and immediately re-present the material to their fellow TAs. Maslach et al.
(2001) stressed that microteaching allows TAs to developing economy in presentation,
explore different teaching styles, and shape changes in teaching over repeated self-
examination. Maslach et al. (2001) asserted that microteaching offers TAs superior, concrete,
proximal, performance-based feedback.

Prentice-Dunn and Pitts (2001), in their review of research examining the use of
videotape feedback to train TAs, found this method to have solid empirical support. These
authors use the technique in their own psychology teaching practicum. Their students reported
that watching themselves teach on video was an invaluable tool in understanding their
teaching styles and to maximize their effectiveness in the classroom.

What’s Next?: The Future of TA Training in Psychology

The Teaching of Psychology course shows great promise as a primary venue to impart

TA training. Buskist et al. (2002) showed that a great many of the methods and topics
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typically covered in a component fashion in TA workshops or orientations can all be
integrated into the teaching of psychology course. A course-based vehicle for TA training
provides several benefits for TAs, including transcript credits and evidence of training, a
longer-term period of training (e.g., an academic term versus a brief workshop), and a time-
efficient and pragmatic centralization of training. Integrating a TA training course into a
curriculum allows departments and students to regard teacher training as a valuable and
legitimate part of educating psychologists, a perspective that has yet to permeate all
psychology departments, especially those at research-intensive universities (Meyers, 2001).

However, as judged from current reports, it is difficult to determine what particular
training methods and topics are necessary, efficient, or effective in assisting psychology TAs
to become effective classroom instructors. Investigators need to begin tying TA training
interventions to classroom outcomes that relate both to student learning as well as to TAs’
development as psychology educators.

Another area for improvement lies in moving toward better understanding effective
pedagogical processes in training psychology TAs. This issue calls for moving beyond a focus
on training techniques and topics, and requires TA trainers and research investigators to have
a more global understanding of the longer-term developmental processes that govern TAs’
skill and identity acquisition as psychology educators.

Conclusions

The increasing focus on the scholarship of teaching and learning (e.g., the Preparing
Future Faculty initiative through the APA Education Directorate) clearly indicates signs that
academic psychology realizes that training is necessary to produce effective classroom
teachers (cf. Boyer, 1990; Halpern et al., 1998; McKeachie, 2002). As psychology keeps pace
with this evolving educational perspective, graduate psychology students who receive teacher
training along with their specialty area, research, and applied training will likely have an
advantage in the marketplace (cf. Gaff, 1994). Because most psychology educators work
outside of the research extensive settings in the academy (e.g., community colleges, four-year
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private and public schools), effective teaching skills have been and will continue to be critical
to merit, tenure, and promotion (cf. Meyers, 2001). As a discipline, psychology is beginning
to view the creation of psychology educators as truly on par with the traditional value placed
on creating outstanding researchers and practitioners.
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2
The Shifting Currents of Scholarship and Teaching
in the Ecologies of Academic Careers

Neil Lutsky, Carleton College

How a graduate student navigates the shifting currents of scholarship and teaching
represents a significant difficulty of advanced study in psychology. It is hard enough as a
graduate student to explore, refine, pursue, and promote a set of research interests, even if it
normally represents the primary reason for being in graduate school. It may be even more
challenging to be interested in teaching, because teaching is less frequently recognized as a
professional aspiration by graduate faculty (although, laudably, this trend is changing). It may
be most burdensome of all—although not uncommon—to be unsure about one’s academic
motivations and how scholarship or teaching might come together to constitute a personally
viable academic role. Nonetheless, the resolve, optimism, ingenuity, and adaptability that
navigating the confusions and alienations of graduate school may serve an academic well
throughout a career, especially when charting a course for scholarly and teaching activities.

In some hypothetical academic place, scholarship and teaching are both highly valued,
supported, and rewarded. Fortunately, time in that mythical place expands endlessly to
accommodate the preparation and execution of scholarship and pedagogy. Multiple roles also
facilitate each other such that an investment in teaching almost always strengthens research,
and research accomplishments enrich and sustain teaching. Finally, in this place, life outside
academia is not only possible but even desirable; all family, community, and personal
activities contribute to teaching effectiveness and to research productivity and to renown, and
all professional work strengthens personal life.

Of course, the world of academia, taken as a whole, doesn’t operate this way. We are
forced to make choices, set balances, cut corners, and accommodate pressing necessities, and

then weave the compromised elements of academic life that remain into compelling narratives
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of purpose, coherence, and growth. Such professional and personal acrobatics are a
fundamental fact of contemporary academic life. Nonetheless, we can thrive and enjoy deeply
engaging and fulfilling roles in academia. How might it be possible to incorporate both
scholarship and teaching in an academic life in psychology? This essay addresses that
question.

Where You Are Going?: The Ecologies of Academic Careers
A First Big Point

It is vital and, at times, reassuring to recognize that the real world of academia in
psychology is far messier—more open, variable, and changing—than the immediate
experience of graduate school might indicate. Graduate socialization may promote the
prototype of life as a primary researcher, but PhD psychologists list “teaching” and “research
and development” with equal frequency when asked to indicate their primary professional
activity (Bailey, 2004). This tendency shows, in a gross way, that PhD psychologists forge
highly varying balances between scholarship and teaching in their professional lives.

A Second Big Point and a Corollary

Somehow, academic roles accommodate this diversity in balances between
scholarship and teaching, which suggests a second big point: there is no one place. Academic
environments vary considerably in terms of the balance of scholarship and teaching they
expect, support, and reward. What is balanced—what constitutes fine scholarship and fine
teaching—also varies across academic ecologies (e.g., Freeman, 2002; Halpern et al., 1998).
Graduate students need to recognize these sources of variability, explore ranges of personal
aspiration within that variability, and begin to understand the norms of academic
environments that might accommodate particular balances of scholarship and teaching.

At the same time, it is important to avoid stereotyping academic environments, which
leads to this corollary of the second point: there is no one place at the place you happen to be.
Any one academic environment often accommodates a variety of balances of scholarship and
teaching even given that institution’s central tendencies. Undergraduate liberal arts colleges
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known for teaching often value and nurture faculty whose primary commitment is to
scholarship; major research universities often value and nurture faculty whose primary
commitment is to teaching. Faculty begin academic careers intent on sustaining particular
balances of scholarship and teaching, but those balances shift, sometimes radically, as a
function of development, new institutional and disciplinary histories, changes in higher
education, and happenstance. The norms of institutional academic ecologies are real, to be
sure, but genuine variability can be found in most.

A Third and Reorienting Point

Are “scholarship” and “teaching” two monolithic, independent academic callings that
have to be balanced, as suggested above? Without doubt, given the requirements of certain
scholarly and teaching activities, there are times when temporary or long-term trade-offs
between the two are necessary. However, it is also possible, and at times essential, to
intertwine scholarship and teaching. In other words, scholarship is often teaching, and
teaching is often scholarship.

Both graduate and undergraduate faculty “teach by means of research activities”
(Clark, 1997). Teaching through research is highly characteristic of graduate education and is
an increasingly common hallmark of outstanding undergraduate curricula in psychology (e.g.,
Newman, 1998). In addition, scholarship is not limited to the creation of new knowledge in a
standard discipline. New perspectives on scholarship (Boyer, 1990), in conjunction with calls
for the evaluation of educational practices, have put a premium on applications of scholarly
expertise in teaching (Johnson, 2002). Contemporary teaching is expected to be informed by
pedagogical scholarship (e.g., Halpern & Hakel, 2003; National Research Council, 2000), to
demonstrate scholarly integrations and applications of knowledge (Halpern et al., 1998), and
to be evaluated in a systematic manner (e.g., Dunn, Mehrotra, & Halonen, 2004).

Teaching itself, at its best, is centered on immersing students in the values of
discovery. If “the fundamental goal of education in psychology...is to teach students to think
as scientists about behavior” (Brewer, 1993, p. 169), then it follows that the teaching of
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psychology is not primarily about conveying conceptual names and definitions or lists and
descriptions of noteworthy studies. It is about training students in the manner of thinking
characteristic of psychological science.

In sum, scholarship and teaching can represent overlapping and intertwined domains.
A key dimension of variability in ecologically selective pressures for scholarship and teaching
is precisely how tightly interrelated an institution may view these two domains. The existence
of this variability, in turn, suggests that one goal of a graduate experience should be to explore
and to test possible fits to environments that are differentially conducive to traditional
scholarship and teaching.

How You Might Get to Where You are Going in Academia

Given the diversity and ongoing evolution of academic environments for scholarship
and teaching, how can a graduate student develop the plumage to be attractive to an
appropriate ecological mate (i.e., a desired academic position in psychology)? The obvious
but not always feasible answer to this question is to develop and demonstrate as a graduate
student interests and accomplishments that will match those valued in a range of desired
environments. Many of the essays in this volume articulate what accomplishments particular
educational environments value and how those might be achieved in graduate study.

For many students, however, the ecological pressures of graduate school—specifically
those pushing research productivity over teaching—make broad investments difficult.
Nonetheless, it is still possible in a domain of specialization to recognize and demonstrate
values, characteristics, and interests that potentially generalize to and predict success in other
environments. Evidence of curiosity, openness, adaptability, creativity, rigor, an eagerness to
test ideas, and scholarly grounding come to mind in this regard. Although it is attractive to
have demonstrated expertise and success in both scholarly and pedagogical domains, what
may be more practical is to show appreciations and abilities that potentially transcend a

domain and to recognize the import of doing so. As the currents of scholarship and teaching
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continue to shift in the years ahead, such dexterity will, I believe, serve academic

psychologists exceptionally well.
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3
Preparing Future Psychology Faculty at the University of New Hampshire

Victor A. Benassi and Kenneth Fuld, University of New Hampshire

The University of New Hampshire (UNH), located in Durham near the seacoast, is a
residential public research-extensive institution with a total enrollment of about 13,000
students, over 10,000 of whom are undergraduates. The University offers a broad range of
undergraduate and graduate programs. Doctoral degrees are offered in over 20 areas of
specialization. Students are predominantly in the 18 to 23 age range. Most students are from
New England, but a significant number are from other parts of the US and other countries.
About 50% of undergraduate students are not residents of New Hampshire. The University
also has an urban campus in Manchester, New Hampshire with an enrollment of about 1,500
undergraduates. The Manchester campus enrolls a diverse mix of adults and traditional
college-age students.

The goal of the UNH PhD program in psychology since its start in the 1960s has been
to prepare psychologists to secure faculty positions (Benassi & Fernald, 1993). Its centerpiece
has been the background students receive in the area of college teaching and other faculty
roles (Benassi & Fernald, 1991; 1993; Fernald, 1995; Ferren, Gaff, & Clayton-Pedersen,
2002).

In addition to engaging in coursework and research training, students participate in
experiences designed to prepare them for a full range of faculty roles. These experiences vary
depending on students’ positions in the program. First-year students participate in a graduate
proseminar and gain teaching and research assistant experience. Second-year students
participate in teaching and research assistant experience, complete coursework in the UNH
Summer Institute on College Teaching, prepare for teaching in their third year, and visit other
colleges and universities. Third-year students participate in a two-semester Practicum and

Seminar in the Teaching of Psychology, coursework in the Summer Institute on College
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Teaching, and visits to other colleges and universities. They also take the first part of a
specialty exam designed to prepare them for teaching a course in their specialty area during
fourth year. Finally, fourth- and fifth-year doctoral students may teach in their specialty area,
visit other colleges and universities, and prepare for the job search. They take the second part
of a specialty exam designed to prepare them for their doctoral dissertation.

Experiences Related to Teaching, Research, and Service
Teaching

During the spring of their second year in the program and over the summer, students
scheduled to teach Introductory Psychology begin to work with the next teacher of the
Practicum and Seminar in the Teaching of Psychology. They enroll in Preparing to Teach a
Psychology Course. Several important topics and tasks are addressed early in the process of
preparing to teach the introductory course: the purposes of the introductory psychology
course, principles of test construction and grading practices, classroom teaching methods,
selection of textbooks and other materials for the introductory psychology course, preparation
of a course syllabus, and preparation of several teaching modules (Benassi, Jordan, &
Harrison, 1994). This course was made available in 2002 to doctoral students from
universities other than UNH through support from the American Psychological Association
(APA; Murray, 2002). To date, students from the following universities have participated in
the course: Claremont Graduate University, Dartmouth College, Howard University, Miami
University, Oklahoma State University, State University of New York at Albany, University
of Colorado at Boulder, University of Connecticut, University of Georgia, University of
Missouri at Columbia, and Yale University.

The Department offers a Practicum and Seminar in the Teaching of Psychology each
fall and spring semester. Four senior professors take turns teaching this course. It provides
third-year doctoral students with an academic foundation for teaching psychology. Concurrent
with the course, students teach one section of Introductory Psychology during the fall and

spring semesters. The Practicum and Seminar includes coverage of a broad range of topics
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concerning teaching and learning, with special emphasis on the teaching of psychology. In
addition, students receive group and individual supervision of their teaching. On several
occasions the teacher observes doctoral students teaching their course. These students are also
videotaped while teaching. The teacher observes the videotape with the students and provides
feedback on their performance.

Students complete two specialty requirements. The first requirement is an exam
geared toward preparing them to teach a survey course and providing them common
background in their specialty area. The second requirement focuses on more in-depth study in
students’ areas of research specialization. During their fourth year and perhaps the fifth year,
students teach a survey course in their specialty area and often an introductory course in
statistics, with assistance and guidance from Psychology Department faculty.

Research and Service

Doctoral students work on research from the beginning of their studies in a specialty
area offered in the department—brain, behavior, and cognition; human development; history
of psychology; social and personality. The nature of this involvement varies with their prior
background, interests, and seniority in the program. Graduate students continue to be
productive, as evidenced by presentations at research conferences and by publications (cf.
Benassi & Fernald, 1993). Students are also routinely involved in service activities for the
Department (e.g., hiring committee), graduate school (e.g., Graduate Student Organization),
and University (e.g., Women’s Commission). Informal surveys of program graduates have
indicated such service activities have served them well both during the job interview process
and on the job.

Faculty as Advisors and Mentors
Graduate Proseminar

First-year doctoral students take a required two-semester proseminar that is taught by
a senior faculty member. The proseminar meets biweekly for two hours. It focuses on the
following areas: forming a professional identity, meeting Psychology Department faculty and
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learning about their careers, establishing professional relationships with faculty, becoming
knowledgeable about ethical issues in research and teaching, and developing a first-year talk.
(Students prepare and deliver an end-of-the-year research presentation.) The proseminar
includes presentations by Psychology faculty, staff of the Graduate School, the Director of the
Center for Teaching Excellence, the Psychology Department's administrative coordinator, and
advanced graduate students. A Preparing Future Faculty in Psychology Project Coordinator
provides detailed information on the Psychology Department and university-wide efforts in
the area of faculty development.
Interactions with Faculty from Other Institutions

The Psychology Department arranges visits to colleges and universities so that it’s
doctoral students meet faculty from places different than UNH and learn about what it is like
to work at such places. The Psychology Department has sponsored visits to Howard
University, St. Anselm College, University of New Hampshire at Manchester, Keene State
College, and Dartmouth College. We selected these institutions for two main reasons. First,
each differs on several dimensions (e.g., mission, size, location) from UNH and each other.
Second, we already had good relationships with faculty from these institutions, making it
relatively easy to establish the campus visits initiative.
Job Search

The preliminary stages of the job search process begin during students’ third year of
graduate study, when the teacher of the Practicum and Seminar in the Teaching of Psychology
assists them in preparing a curriculum vitae and the beginnings of a professional portfolio.
During the year that students begin the job search, faculty offer advice and assistance on
identifying job openings, preparing cover letters, finalizing the portfolio, and preparing
research- and teaching-oriented job talks.

Since the early 1990s, over 75% of the graduates of the program have secured faculty
positions at the full range of postsecondary institutions—community colleges (e.g., New
Hampshire Community Technical College), liberal arts colleges (e.g., Hobart and William
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Smith College, Willamette University), comprehensive universities (e.g., Armstrong Atlantic
State University, State University of New York College at Geneseo), research universities
(e.g., College of William and Mary, Rutgers, The State University of New Jersey, New
Brunswick Campus). If we include only those students who attempted to secure academic
positions, the percentage is even higher. (Occasional graduates of our program seek career
opportunities outside of academe—for example, in business, industry, or consulting.) Some of
the program graduates first complete a post-doctoral fellowship before applying for a faculty
position.
Integrating the Department Program with Other UNH Programs

We urge students to take advantage of several faculty development programs available
at UNH—university-wide Preparing Future Faculty (PFF) program, Academic Program in
College Teaching (APCT), Summer Institute on College Teaching, and Center for Teaching
Excellence. Through the APCT, most Psychology students work toward earning a minor in
college teaching (granted in conjunction with the conferral of the PhD), while a smaller
percentage work toward earning a master’s degree in college teaching (a non-thesis degree
that is also granted in conjunction with conferral of the PhD) (Seidel, Benassi, & Richards, in
press). Students earn academic credit by taking courses in the summer teaching institute.
UNH sponsors a university-wide PFF Program, and most Psychology students participate in
program activities such as the PFF Breakfast/Lunch series during which students from across
the University discuss, often with faculty guests from other colleges or universities, a variety
of important issues (e.g., academic freedom, the job search, managing an academic career).

Dissemination Activities

The APA Education Directorate provides national leadership for the Preparing
Future Faculty Program in Psychology (Nelson & Morreale, 2002; <http://www.preparing-
faculty.org/PFFWeb.Contents.htm#about>). APA awarded grants to four institutions,
including UNH, to develop and disseminate PFF programs. UNH PFF participants—both
faculty and doctoral students—have been involved a variety of ways to disseminate
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information about the UNH program to leaders of other psychology doctoral programs. Some
examples of dissemination activities include presentations at the annual APA convention;
participation in other national and regional meetings; offering workshops to Psychology
faculty, administrators, and graduate students from other institutions where there is an interest
in learning about the PFF initiative and in developing a PFF program.
Conclusion

The UNH Psychology PFF program has a firm institutional footing and a steady
funding stream from permanent University funds. Students leave the program with several
feathers in their caps related to their teaching, research, and service skills and
accomplishments. Graduates have done very well on the job market, with the overwhelming
majority securing faculty positions (Benassi & Fernald, 1993). This consistent commitment
and support are essential to the program’s success. As the landscape of doctoral education
continues to change in significant ways, traditional programs that prepare doctoral students
primarily as scholars/researchers, while ignoring other aspects of their professional
development, will be viewed increasingly as offering necessary but insufficient preparation
for a productive faculty career (Seidel et al., in press).

Author Note

In addition to university support, we acknowledge support from an American
Psychological Association Education Directorate grant and from a Fund for the Improvement
of Postsecondary Education (FIPSE) dissemination grant awarded to the university’s Center
for Teaching Excellence and the Graduate School. APA’s website includes information on
future faculty: <http://www.apa.org/ed/pff.htmI>
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4
The University Of Illinois, Urbana-Champaign Psychology Department New TA
Orientation: De-Stress, Model, and Inform

Sandra Goss Lucas, University of Illinois

The University of Illinois, Urbana-Champaign (UIUC) is a Doctoral/Research
University, Intensive. As the premier public university in Illinois, it attracts high quality
undergraduate and graduate students. The Teaching Assistant (TA) Orientation that I will
describe is offered by the UIUC Psychology Department, which has 55 faculty members and
170 graduate students. Any graduate student in the Psychology Department who will be
teaching for the first time is required to attend the TA Orientation.

The Basic Structure

Douglas Bernstein and I began our Psychology Department TA Orientation in 1992 as
a reaction to the orientation to TA training offered at the campus level. Although this campus-
wide orientation was excellent in many ways, our students did not find some segments helpful
(e.g., learning styles) and found the emphasis to be on pedagogical theory rather than on basic
teaching issues. Because this orientation precedes their new teaching assignment by only a
week, there was a “crisis” mentality among graduate students who wanted survival skills first
and theory later. Thus, the emphasis of the Psychology Department orientation, from the very
beginning, has been on the practical aspects of teaching and the departmental resources
available to support teaching. We encourage TAs to enroll later in a psychology or campus-
wide graduate course on college teaching.

The Psychology Department’s orientation is a two and one-half day affair presented
the week before fall semester begins. I plan it with two or three advanced graduate students.
The first two days focus on teaching information, and the last half day focuses on practice
teaching, with each TA being videotaped presenting a mini-lesson.

The First Day of Orientation
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We begin our TA Orientation with a brief welcome from the department head. In a
research institution such as ours, where teaching is often perceived as secondary to research,
this welcome and clear statement about the importance of good teaching by the Head provides
credibility for the orientation.

Because we have found TAs to be incredibly anxious at the outset of orientation, we
begin by asking TAs regarding their concerns about their upcoming teaching experience. TAs
write their concerns on one side of a 3x5 card and rate that concern from 5 (very concerned)
to 1 (minimally concerned). On the other side of the card they note what they are looking
forward to in their teaching. We then model an active learning technique by collecting the
cards, shuffling them, and redistributing them randomly; thus each TA has another TA’s card.
Next, we ask for those who have a card with a ‘5’ to read it aloud, and we talk about the issue
raised. We open the floor in this discussion. We do not pretend to know all the answers, and
we rely on other TAs in the orientation to provide a different perspective, a relevant
experience, or a helpful insight. This tactic models using students as resources. Typical
concerns include fear of speaking in front of groups, classroom control, and grading issues.
After addressing most of the 5s we recollect the cards and assure new TAs that we will
address all of their concerns during the orientation. I read each card that evening and make
sure that we do address all issues mentioned.

We then begin our presentation by handing out an outline of the entire orientation,
modeling the importance of an outline. The first topic is basic teaching skills. We show and
discuss short video-clips of former TAs lecturing (used with their permission). Although all of
the TAs shown were good teachers, they all had areas in which they could improve. We
present examples of different styles of lecturing, from a structured lecture in front of 200
students to a more Socratic approach with 20 students. We discuss the importance of “being
yourself” as a teacher. We talk about the basics of lecturing: being seen and heard; being

organized; using the blackboard, overhead, or PowerPoint; providing examples; and using
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handouts. We talk about how to prepare a lecture and how to adjust teaching methods to the
size of the class.

Our next set of video-clips involves TAs leading discussions. We talk about different
types of discussions, the teacher’s role in these different types of discussions, and tips and
techniques for getting discussions started. We then move on to video-clips of instructors
asking and answering questions. We stress the importance of checking for student
understanding of class material and going beyond asking “Are there any questions?” We
encourage the use of follow-up questions, and stress the importance of “wait time”—all issues
that arise from watching the video-clips. We talk about nonverbal behaviors that encourage
students to ask questions and show them that you are listening, which include eye contact,
nodding, not interrupting, and movement closer to the student talking. We discuss what
happens when you don’t know the answer to a question—checking to see if others in the class
know, then saying, “I don’t know—but I’ll find out and get back to you.” We discourage
invention of answers.

The morning ends with a discussion of active learning techniques, including using
small groups. We provide a handout that lists techniques ranging from low to high “risk.” One
of the presenters gives a good lecture over a topic, and then another presenter covers the same
material with a classroom activity. This demonstration allows the TAs to experience the
different techniques as students would.

After lunch we talk about grading and testing. We have an expert from our campus
Center for Teaching Excellence make a presentation on guidelines for writing and grading
quizzes and exams. He has a handout containing examples of “poor” test questions and
divides the TAs into small groups to analyze them. They report back to the class the problems
they found with the questions. At the end of the speaker’s presentation, we hand out a 6-page
excerpt from an introductory textbook and “Tips for writing good test items.” The TAs are

instructed to write, and bring back the next morning, four different types of questions based
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on the common reading. Specifically, they are told to have each question on a separate page,
in as large a font as possible, and containing no names.

Following a break, the associate head of the department makes a presentation on
academic integrity and capricious grading. While discussing campus and departmental
guidelines, she provides sample “I believe that you engaged in academic dishonesty” letters.
She also talks about the teaching applications of FERPA (Family Educational Rights and
Privacy Act), which prohibits putting out graded assignments for students to look through,
passing around piles of graded material and allowing students to find theirs, and posting
grades by Social Security number. We then talk about assigning and grading papers, including
different types of papers, campus writing resources, and, of course, plagiarism.

We finish the first day talking about student evaluation of instructors. We encourage
TAs to gather early informal feedback, provide instruments they could use, and give them
ideas for how to use that feedback. We talk about UIUC’s summative evaluation system and
how it works. We inform the TAs about the workshops on this topic to be held later in the
semester.

Our last handout of the day is considered by many TAs to be the most important. It is
an individual job description of their TA position written by the graduate student who held
that position the previous term. This job description tells them what their actual duties will be,
how to access any materials that they will need, and has the most recent course syllabus
attached.

The Second Day of Orientation

The second morning starts out a bit more relaxed. TAs hand in the questions they have
written and I leave the orientation to sort through them, picking examples of good questions
and those with problems, and copying the questions onto transparencies. While I am gone, the
graduate student presenters talk with the new TAs about issues that might not be discussed as
frankly with a faculty member present. They discuss student-instructor relationships from the
TA’s dual perspective. They talk about working with supervising faculty members and they
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talk about TA relationships with students. This discussion goes beyond the “Don’t date your
students or your advisor.” When I return, we deal with issues of gender bias in the classroom,
racism, and diversity. We concentrate on subtle examples of bias and racism, focusing on
syllabus construction and exam items, for example, not having all names in multiple-choice
exams be Brittany or Derrick, but using ethnic names as well.

We end the morning with a discussion of classroom management issues. I provide
demographics of the entering students on our campus (e.g., mean ACT score, gender, and
ethnicity). We discuss the importance of having and keeping office hours, creating classroom
rules, being consistent, and learning students’ names. We provide handouts on institutional
resources, including useful Psychology Department contacts with office numbers, phone
numbers, and e-mail addresses. These handouts answer questions such as “Where do I get a
desk copy of my textbook? A TV/VCR? A grade book? Whom do I see to have an exam
Brailled? Where can I get a room reserved?”

We give the campus policies on adding and dropping classes (supplying the
appropriate dates for the term), make-up policies, and guidelines for accommodating religious
holidays. We end the morning discussing available UIUC resources for teaching students with
disabilities.

After lunch we have a presentation in a “smart classroom” from our campus
technology center outlining some of the software programs that are available for instructional
use. The presenter also discusses and demonstrates using “smart classrooms” (media
equipped), using an on-line grade-book, and incorporating the Web into class assignments.

After this presentation, we discuss the quiz items they have submitted. We discuss the
better aspects of the questions as well as how they could be improved. Our orientation
evaluations show that both the practice TAs receive writing the questions and critiquing them
is appreciated.

We end the formal portion of the orientation by discussing the first day of class. This
discussion includes the importance of a good syllabus, knowing the physical layout of the
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classroom and incorporating important teaching techniques from the very first class session.
We talk about the perception that students gain on the first day of class when the instructor
quickly goes over the syllabus and then dismisses the class—that class time is not valuable
and the teacher has more important things to do. We encourage TAs to incorporate active
learning, small groups, discussion—any type of teaching technique that is important to them,
beginning with the first class sessions.

We then break into small groups and talk about the teaching outlines for the
microteaching session scheduled for the next day. We end with an anonymous, written
evaluation of the program. The same evaluation is redistributed in the middle of the semester,
to see if the information from the Orientation is more or less valuable now that they are
actually teaching.

Microteaching

The next day, groups of 10 TAs are videotaped (each on an individual videotape)
presenting an 8 min lecture to each other. They receive written feedback on their presentation
from both the facilitator (one of the graduate student presenters or me), and their peers. After
the microteaching ends, the TAs bring their videotape to watch individually with a different
graduate student presenter or me. For 20 minutes we have a one-on-one interaction with each
new TA, talking about the video and any concerns he or she may have. TAs almost always tell
us that, although they hated doing the microteaching, it was the single most important
preparation they had for their teaching responsibilities.

Final Thoughts

I think it is important for an orientation immediately preceding the actual teaching to
focus on hands-on, practical teaching information and to provide TAs with the resources they
will need for their individual assignment. A departmental orientation allows new TAs to meet
faculty and graduate students within the Department who are concerned with teaching issues.

This personal contact provides new TAs with several approachable individuals should they
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encounter problems in their teaching responsibilities—whether that occurs in their first
semester of teaching or their last.

It is also important that the orientation be sensitive to the needs of the new TAs. Thus,
although the basic structure of our orientation has stayed the same, we have changed various
aspects of it in response to the evaluations. For example, it was new TAs’ lament that they
didn’t know what they were supposed to do that prompted us to develop the job description
handout.

Finally, food, that great graduate student motivator, is an important component in our
orientation. We provide continental breakfast and lunch the two full days. This format allows
new TAs to meet each other over coffee and muffins and encourages everyone to stay and

socialize at lunch.
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5
From Apprentice to Professional:
Community College Teacher Training

Bryan K. Saville, Stephen F. Austin State University

Stephen F. Austin State University (SFA) is a Master’s Colleges and Universities I
public institution in Nacogdoches, Texas, a community of 30,000 located in east-central
Texas. SFA enrolls approximately 10,000 students, over 95% of whom are residents of Texas.
Of the 1,500 graduate students and 8,500 undergraduate students attending SFA, 81% are
White/Non-Hispanic, 12% are African American, 5% are Hispanic, 1% is American Indian,
and 1% is Asian/Pacific Islander.

The literature on preparing new teachers of psychology, although replete with
practical suggestions for effective training, reflects significant variability in the preparation
that new teachers receive (e.g., Buskist, Tears, Davis, & Rodrigue, 2002; Meyers & Prieto,
2000a, 2000b; Prieto, 2003). In response, Davis and Huss (2002) proposed that “ideal”
training programs should include the following: (a) orientation to the department and
university, (b) a teaching of psychology course, (c) frequent meetings with a supervisor, (d)
means for becoming entrenched in the teaching community, (e) development of a teaching
portfolio, and (f) evaluation. Below I describe community college teacher training at SFA and
how our program contains these ideal elements.

Community College Teacher Training

The primary goals of SFA’s Master of Arts degree in the Teaching of Psychology are
to help students “gain employment as...faculty member(s] at...a community college” as well
as to “prepare students for additional graduate work” (SFA Graduate Bulletin, 2004-2006, p.
211-212). Regardless of whether students choose to pursue employment at a community

college or doctoral education, training effective teachers is the focus of the program.
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Psychological Knowledge Coursework

Students in the teaching track take a series of courses consisting of Psychological
Statistics, Experimental Design, Ethics, and a minimum of two other topics courses (e.g.,
Learning, Personality) designed to provide a broad-based knowledge of psychology, a
necessity when teaching undergraduate classes. This training is especially important at the
community college level where teachers are often responsible for a diverse array of courses.
In addition, because new teachers at community colleges often teach Introductory
Psychology, which typically covers the gamut of psychological topics, students must take a
two-semester sequence consisting of Advanced General Psychology and Advanced Applied
Psychology. Advanced General Psychology covers sensation and perception, learning and
memory, development, and social psychology in considerable detail. Advanced Applied
Psychology provides additional coursework on personality, abnormal psychology, adjustment,
and clinical psychology.

Students in the teaching track also complete an 18 hr minor (typically six courses) in a
discipline of their choice. Although students have the option of choosing any discipline, we
urge them to select one that complements psychology and increases their marketability. For
this reason, many of our students choose to minor in sociology.

Pedagogical Knowledge Coursework

The core of the teaching track consists of three interrelated courses and a teaching-
related research project. Below I describe in more detail the pedagogical knowledge
coursework that students in the teaching track complete on the way to obtaining their degrees.

Teaching seminar. The first course, Teaching Seminar, exposes students to the
primary issues central to effective college and university teaching such as course preparation,
student-teacher rapport, facilitating student learning, classroom management, test
construction, evaluating student learning, and ethics in teaching. Readings come from
McKeachie’s (2002) Teaching Tips and a variety of other sources (e.g., Davis & Buskist,
2002; Teaching of Psychology).
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During the semester, students write two drafts of their personal teaching philosophy
and discuss the merits of using their teaching philosophy as a guide for constructing their own
courses. In addition, they define the contents of their teaching portfolio (Davis & Huss, 2002;
Korn, 2002).

Students also give three 20 min “mini-lectures,” each of which is critiqued by their
classmates and videotaped for later evaluation (Buskist et al., 2002; Davis & Huss, 2002).
Students are responsible for choosing the content of the lectures, and subsequently use the
information to prepare a 1 hr “guest” lecture for a section of Introductory Psychology.

In addition to these “active” learning assignments, students also write a short paper on
a teaching-related topic (e.g., characteristics of master teachers). Although Buskist et al.
(2002) found that such writing assignments are often absent from teaching of psychology
courses, “the inclusion of such assignments...assists [students] in clarifying their thinking
about teaching” (Davis & Huss, 2002, p. 144).

Finally, to promote familiarity with the resources available to new psychology
teachers and other important issues from the field, students join the PsychTeacher  electronic
discussion list <http://teachpsych.lemoyne.edu/teachpsych/div/psychteacher.html>, a
moderated discussion list sponsored by the Society for the Teaching of Psychology (STP;
Division 2 of the American Psychological Association). This outlet facilitates discussion of
teaching-related issues with other members of the teaching community (Davis & Huss, 2002).

Advising and technology. The second course, Advising and Technology, exposes
students to a variety of issues related to advising undergraduates (e.g., timely progression
toward graduation, possible career choices, providing support to discontented students, ethical
considerations). Regardless of whether community college students subsequently attend 4-
year colleges and universities or seek full-time employment (Hoachlander, Sikora, & Horn,
2003), quality advising is critical for helping students make important educational and career

decisions (Appleby, 2002).
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In addition, because community colleges are offering more online and distance
education courses, it is important for students to learn how to use different course
management systems (e.g., Blackboard, WebCT), construct course-related Web pages, and in
general ascertain how to teach in a distance education environment. Students discuss related
topics such as the benefits and difficulties of teaching online (e.g., Finley, 2004) and how they
can use their teaching philosophies as a guide to constructing better online courses. Buskist et
al. (2002) recommended that teaching of psychology courses should “include content related
to the use of electronic technologies” (p. 142). Similarly, our faculty believe that possessing
such skills will increase students’ marketability for community college positions.

Teaching practicum. In the third course, Teaching Practicum, “students [are] solely
responsible for preparation and instruction of a freshman level course” (SFA Graduate
Bulletin, 2004-2006, p. 219). During the semester, students teach their own introductory
course, meeting frequently with a faculty advisor to discuss problems, course content, exam
construction, and other teaching issues (Davis & Huss, 2002). This experience allows them to
apply what they have learned in previous courses, increases their confidence, and prepares
them for future classroom endeavors (Prieto & Meyers, 1999).

Teaching project. Students must also complete either a teaching-related thesis (for
students wishing to pursue doctoral education) or a non-thesis teaching project. These projects
give students the opportunity to study different teaching topics systematically and become
more familiar with some of the “non-classroom” activities that that define scholarship in the
teaching of psychology (e.g., Halpern et al., 1998).

Conclusion

Clearly, the training of effective teachers is important in that it sustains and expands
the discipline of psychology. Although training effective teachers can be a challenging
endeavor, I agree with Davis and Huss (2002) who stated, “the implementation and support of
such a program may necessitate a significant commitment to teaching, [but] it is likely to lead
to greater rewards in terms of the quality of [teacher] training and the education of
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undergraduate students” (p. 149). By completing SFA’s Master of Arts program in the

Teaching of Psychology, which includes Davis and Huss’s (2002) ideal teacher training

components, our graduates are prepared to contribute in important ways to the sustenance and

expansion of our ever-evolving discipline.
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6
GTA Training at Appalachian State University

Paul A. Fox, Appalachian State University

Appalachian State University is a comprehensive university located in the
northwestern mountains of North Carolina. It is part of the 16-member University of North
Carolina system and consists of approximately 12,750 undergraduates and 1,350 graduate
students. The Department of Psychology has 29 full-time doctoral level faculty and five MA
level graduate programs (Clinical, Health, General-Experimental, Industrial-
Organizational/Human Resource Management, and School Psychology), which matriculate
between 33 and 40 new students each year. Students typically complete their MA degrees in
two and one-half to three years.

Several years ago, as Director of our graduate programs in psychology, I noticed that
our graduate teaching assistants (GTAs) seemed either to teach pretty well or do well in their
personal coursework—but seldom both. Faculty frequently expressed concern about the
quality of instruction in our General Psychology course, the gateway course for the infusion
of majors into the Psychology Department. Undergraduate respondents to our teacher
evaluation instrument often expressed concern with lack of organization, preparation, and
confidence on the part of their GTAs.

To address these concerns and to provide GTAs support for their teaching
responsibilities, I developed our Teaching of Psychology (TOP) course. The one-credit TOP
course is now required of first-year graduate student trainees before they can apply to teach
and for GTAs during subsequent teaching assignments. Each of 10 to 17 GTAs assume
complete responsibility to teach a section of General Psychology class of 40 to 50

undergraduates each semester.
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The First Semester

During the spring semester of their first year, graduate students who would like to
teach during the following fall semester enroll in the TOP course, which meets for
approximately two and one-half evening hours every other week. Each class session consists
of three parts with separate goals for each. First, four of the current GTAs attend each class
and serve as models, mentors, and resources for the trainees. Each class begins with a
presentation by current GTAs on activities they use to bring to life topics from two chapters in
the textbook being used in General Psychology. The chapters are covered in the order they
appear in the text (and listed on the class syllabus) and 16 chapters are presented over the
semester. GTAs conduct demonstrations (often of their own design) and provide handouts
relative to each topic. They describe what works for them and what does not. The GTAs
model enthusiasm for teaching, organization, and confidence.

The second major part of each class meeting is designed to shape the confidence of the
future GTAs. This segment also provides the instructor with an opportunity to evaluate the
teaching potential of each trainee and to provide helpful feedback. Each trainee makes a
presentation (usually two students present each evening) over a chapter from major textbooks
on the teaching of psychology (e.g., Davis & Buskist, 2002; McKeachie, 2002; Perlman,
McCann, & McFadden, 1999). The topics include facilitating discussion, teaching large
classes, lecturing, using humor, fostering diversity, handling difficult students, creating
written assignments, grading, developing tests, and so on. The GTAs contribute relevant
insights drawn from their personal experiences.

The third portion of each class session is devoted to pedagogical issues not covered by
the formal presentations of the trainees. Conversations focus on such issues as test anxiety
(sources and reduction strategies), organization of lectures, academic integrity (reducing the
likelihood of dishonesty, creative cheating techniques, and appropriate ways to expose and
prosecute instances of cheating), ethics and legal issues (including relationships with students,
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access to student records, confidentiality, copyright law, and so on), respect for diversity and
exceptionalities, use of technology, and handling of classroom medical emergencies.

I provide trainees with a model for syllabus development and copies of syllabi from
previous semesters. Each week the trainees submit a section of their syllabi and receive
feedback about strengths and weaknesses of the developing document. During this portion of
the class session, current GTAs take advantage of the “teachable moment” to discuss issues as
they occur in their classes. Together we brainstorm solutions to those specific problems and
discuss proactive approaches to avoid them in the future. The GTAs expound on such issues
as the experience of their first day of teaching, pet peeves, student evaluations, and changes
they found prudent to make in their syllabi for their second semester of teaching.

To shape the confidence of the trainees, a gradual, supportive introduction (which
Vygotsky [1997] described as scaffolding) to the teaching experience is offered. In addition to
making a relatively safe presentation to their peers in the TOP class, the trainees observe and
complete an evaluation of two GTA classes. Toward the semester’s end, each trainee teaches
one class for a GTA. After the GTA provides written and oral feedback and undergraduates
attending that class complete an assessment of strengths and areas in need of improvement,
the trainee submits a written summary of the experience along with his or her teaching
materials. The current GTA, the trainee, and I then meet to discuss the strengths and areas in
need of attention. Subsequently, the TOP class engages in a general discussion of ways to take
personal advantage of the summarized strengths and weaknesses.

The First Semester of Teaching

During the fall semester, the GTAs meet to discuss additional pedagogical issues and
to share classroom experiences and tribulations as they are encountered. The Graduate School
also offers a series of workshops to which all GTAs are invited. A major effort during the first
semester of teaching is devoted to the issue of formative evaluation and constructive
feedback. After four weeks of teaching, GTAs ask their students to complete an informal
evaluation of their classes. This evaluation usually takes the form of a paragraph indicating
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what the undergraduates like best about the course and the instructor, and what they would
prefer to see changed about either. At midterm, the undergraduate students complete a much
more formal and detailed evaluation instrument that contains both Likert-type and open-ended
items. I also visit each class midway through the semester. The GTAs then schedule
individual sessions with me to review their progress, to set semester goals, and to discuss
strategies for improvement. At the semester’s end, all GTAs have their undergraduate
students complete the Psychology Department evaluation instrument.

A source that I find helpful throughout the course is the PSYCHTEACHER electronic
discussion list. I forward (or sometimes save for a teachable moment) portions of strings
about such topics as problem students, self-disclosure, demonstrations, plagiarism, attendance
policies, student complaints, grading, etc. These communiqués, along with the
PSYTEACHER series “E-xcellence in Teaching” provide titillating starting points for
classroom discussion.

Evaluation of the Program

The efficacy of the TOP course has been addressed through several informal
measures. The mean and variability of the GTA scores on the Psychology Department faculty
evaluation instrument consistently fall at the mean and within the range of the faculty scores.
At the end of the recent fall semester, the mean ratings on the 5-point Likert-style items were
4.32 and 4.29 for the faculty and the GTAs, respectively. At least one, and frequently two, of
the Psychology GTAs win the University GTA award every year (three are presented
annually). Several GTAs present posters at the annual meetings of the National Institute on
the Teaching of Psychology and several conduct theses on pedagogical issues. Both an
internal and external review of the Department’s graduate programs indicated that the alumni
who have served as GTAs rated that experience as one of the highlights of their graduate
careers. Many have gone on to pursue doctoral degrees because of the experience and many
teach part-time at community colleges. Finally, in 1987, the North Carolina Bureau for Public
Policy Research named this TOP course one of two outstanding programs in the state for the
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training of GTAs. It became a template for the development of a legislative mandate
governing the training of GTAs in the state of North Carolina.
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7
Training and Evaluating Master’s-Level Graduate Teaching Assistants
Stephen F. Davis and Cathy A. Grover, Emporia State University

Susan R. Burns, Morningside College

The Carnegie classification for Emporia State University (ESU, enrollment
approximately 5,500 students) is Master’s Colleges and Universities I. ESU is in Emporia,
Kansas, a town of 25,000 located on I-35 midway between Wichita and Kansas City. The
Department of Psychology and Special Education, which has 14 full-time faculty and
approximately 200 undergraduate psychology majors, is housed in the Teacher’s College.

During the past decade psychology programs have given considerable attention to the
status and nature of training graduate teaching assistants (GTAs) (e.g., Lowman & Mathie,
1993; Meyers et al., 1997; Norcross, Hanych, & Terranova, 1997; Prentice-Dunn & Rickard,
1994). Two general themes permeate this literature: (a) concern about the availability and use
of teaching opportunities (Meyers et al., 1997; Norcross et al., 1997) and (b) delineation of the
procedures for training or supporting GTAs (Lowman & Mathie, 1993; Meyers et al., 1997;
Prentice-Dunn & Rickard, 1994).

For the most part, this literature deals with training and support programs for doctoral-
level GTAs. Educators have given little, if any, attention to the training of master’s-level
GTAs. Because many master’s programs offer teacher training opportunities (American
Psychological Association, 1998), this deficit reflects a relevant and important void. Hence,
this paper presents an effective model for training, supporting, and evaluating master’s-level
GTAs. Because we believe these procedures are appropriate for use at all levels of GTA
training, we encourage readers to adapt them to their own situations and needs.

The old saying that “necessity is the mother of invention” applies to the ESU GTA-
training model. Until 1979, Introductory Psychology was taught by a single full-time faculty

member who presented a weekly, 1 hr lecture to all students (250+) enrolled in this course.
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GTAs assisted by administering and grading tests and conducting two weekly, 1 hr small-
group discussion sections. For a variety of reasons, faculty, students, and administrators
believed this arrangement was unacceptable; hence, we sought an alternate approach. The
lack of continuing faculty to teach this course resulted in the GTAs being given complete
autonomy for sections of Introductory Psychology. These new responsibilities necessitated the
implementation of an organized, effective GTA training program and the assignment of a
senior-level faculty member who receives a one-course reduction in teaching load to
supervise this program. The ESU administration has supported and endorsed this program.We
describe the most successful iteration.
GTA Selection and Responsibilities

During the middle of the spring semester we screen GTA applicants on the following
criteria: background coursework in psychology; grade point average; and desire to teach, as
reflected in the applicant’s personal statement that accompanies the assistantship application.
Highly rated candidates go through personal interviews. During this interview, we carefully
describe the typical semester assignment: complete responsibility for two, 3 credit hour
sections of Introductory Psychology having an enrollment of 30-35 students each. It is
important that each applicant understands fully the pending assignment before making a
commitment. Approximately half of the departmental complement of 14 GTAs is new each
fall.

Initial Activities and Orientation

During the summer prior to their arrival on campus, all GTAs read Teaching Tips
(McKeachie, 2002). GTAs also receive a copy of the textbook and ancillary materials for their
course and an exemplary course syllabus used by a former GTA. Summer requirements also
include preparing a tentative syllabus and developing lectures and demonstrations.

Second-year GTAs serve as mentors for new GTAs during the summer and following

semester. Some of the second-year GTAs will continue teaching Introductory Psychology.
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Other second-year GTAs will teach Developmental Psychology, depending on departmental
needs.

All GTAs participate in a minimum of three day-long (6 hr per day) orientation
sessions immediately prior to the start of the fall semester. These sessions include:

1. Presentation and discussion of University policies, as contained in the Faculty
Handbook.

2. Presentation and discussion of departmental policies.

3. In-depth presentation and discussion of effective teaching opportunities, techniques,
policies, and procedures. This discussion includes consideration of the assigned chapters in
McKeachie (2002).

4. Viewing of videotape excerpts of actual class sessions previously conducted by
returning GTAs. The videotapes are always of returning (second-year) GTAs and are
illustrative of both good and less effective practices.

5. Presentation of a lecture (30 to 45 min) by each new GTA. Although the content of
this lecture may vary, the assigned topic often is to present the lecture that introduces the
students to the field of psychology.

6. Presentation by each returning GTA of an effective demonstration and description
of when and how to use this demonstration in the classroom.

GTA Meetings and Activities

During both the fall and spring semesters, all GTAs attend biweekly group meetings
with the teaching assistant supervisor. These meetings are led jointly by the supervisor and the
GTAs who are making presentations that day. The following activities are included in each
1.5-2.0 hr meeting:

1. An open discussion of problems the GTAs encountered and how they dealt with
these problems. Feedback is provided by other GTAs and the supervisor (as deemed
necessary—several GTAs have commented that it was empowering to know that they could
help each other).
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2. An open discussion of what went well in classes and how to implement such
effective practices in other classes.

3. The presentation of a discussion on a controversial issue in teaching (e.g.,
assignment of grades, discussion groups vs. lectures, the use of extra credit) by an assigned
GTA.

4. The presentation of an effective class demonstration by an assigned GTA.

5. The presentation and discussion of selected chapters from Teaching Tips
(McKeachie, 2002) by assigned GTAs.

Professional Development Activities

The supervisor observes the GTAs at least once each semester in the classroom and
provides extensive oral and written feedback. In addition, each GTA completes either a self-
evaluation form or a specific-focus report on an alternating basis every other week. The self-
evaluation form requires ongoing reflection on teaching practices and abilities, as well as
relevant professional and personal development. The specific-focus form requires each GTA
to report on a specific aspect of teaching that he or she has attempted to modify or improve.
Moreover, both the supervisor and each GTA complete a semester evaluation form at the end
of each academic term. This form evaluates teaching development and performance as well as
personal growth and development that is relevant to teaching.

To encourage professional growth and collegiality, each GTA must attend and critique
classes taught by two other GTAs during the course of each semester. In addition, each GTA
attends a regional teaching conference (e.g., Southwest Regional Conference for Teachers of
Psychology) during the academic year. ESU provides funding for registration and
transportation. The supervisor encourages second-year GTAs to be active participants at such
conferences via paper and poster presentations and symposium participation. GTAs prepare
(or revise, in the case of second-year GTAs) a statement of their philosophy of teaching. This
exercise is assigned at the close of the fall semester; the completed statement is due at the first
GTA meeting of the spring semester.
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As a final requirement, first-year GTAs prepare and second-year GTAs revise a
personal teaching portfolio. The completed portfolio contains such items as a teaching
philosophy, a delineation of teaching goals, a delineation of teaching strategies, and
supportive evidence and documentation. The teaching portfolio is required of both first- and
second-year GTAs and is due just prior to the completion of the spring semester.

Program Evaluation
Semester Evaluations

The GTA supervisor maintains an active evaluation portfolio for each GTA and meets
individually with each GTA at the end of each semester to review performance, improvement,
and development as reflected by the documents contained in this portfolio. The GTA and
supervisor are expected to add the following items to the evaluation portfolio on a regular
basis:

1. A course syllabus for each course taught.

2. All personal evaluation and specific-focus forms prepared by the GTA.

3. Comments made by the GTA supervisor during the observation(s) of the GTA’s

classes

4. The peer evaluation forms submitted by the GTA.

5. All testing instruments.

6. Separate semester evaluation forms completed by the GTA and by the GTA

supervisor.

7. Any additional materials (e.g., items reflecting professional or personal growth and

development) deemed relevant by the GTA or supervisor.

A comparison of the semester evaluation form completed by the GTA with the one
completed by the supervisor offers an excellent starting point for discussion at the semester
evaluation conference. This meeting provides the ideal opportunity to identify strengths and
weaknesses and to discuss ways to improve teaching methods for the next semester. The
portfolio represents a source of inspiration for many GTAs as they realize how much they
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have accomplished during the semester that has just ended. Because these portfolios are
archived, they can provide valuable, specific materials on which the GTA supervisor can base
future letters of recommendation.

Subjective Comments From a Former GTA

The following commentary from a former GTA reflects the impact this training
program can exert; it typifies the reaction of the GTAs to the program.

The GTA training program has proven invaluable in my current position as a doctoral-

level teaching assistant. The comprehensive approach helped to boost confidence in

my own abilities and form a focused philosophy toward teaching that I continually

draw on in each and every class. The program’s emphasis on support and evaluation

allowed me to learn from mistakes and make positive changes in my teaching style.
Objective Measures

Because students evaluate the GTAs each semester, student evaluations can provide an
objective measure of the effectiveness of the GTA program. We obtained student evaluation
scores for the previous 10 years and randomly selected evaluations from three spring
semesters (to insure that all GTAs had taught a full semester) to make comparisons between
GTAs and full-time faculty. Independent samples ¢ tests comparing mean student evaluations
for 1993, 1994, and 1999 indicated that GTAs and full-time faculty did not differ reliably,
t(27)=1.61, 1(27) = 1.47, #25) = 1.55, respectively, all ps > .05. Clearly, student evaluations
placed GTAs on par with full-time faculty.

A second comparison between GTAs and full-time faculty involved the variance in
student evaluations of each group for the three selected semesters. Fmax tests indicated that
the full-time faculty had significantly greater variability for these three evaluation periods,
Frnax(2, 14) =5.11, p < .01, Finax(2, 14) = 6.03, p < .01, Finax(2, 13) = 5.38, p < .01,
respectively. Although the mean student evaluation ratings did not differ between the GTAs

and full-time faculty, the faculty ratings were more variable. One interpretation of this result
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is that the GTA training program is successful in producing a uniform, high level of teaching
performance.

Conclusions

The GTA training model we have described offers an effective and reliable method to

prepare students to teach in both master’s and doctoral-level programs. Objective and
subjective measures attest to the model’s success in developing GTAs who perform uniformly
and at the same level as full-time faculty. We encourage readers to adapt these GTA training
procedures to their specific needs and situations. The sound development of competent
student teachers is a necessary first step toward the long-term goal of a better prepared
professoriate.
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8
The Evolution of a Teaching Seminar at a Research University

Richard A. Griggs, University of Florida

I am a professor of psychology at the University of Florida (UF), where I started my
academic career in 1974. With about 48,000 students, UF has the fourth largest student
enrollment of all universities in the United States. It is classified by the Carnegie Foundation
as an Extensive Research university, is a member of the prestigious Association of American
Universities, and presently has about $500 million in research and training grants. In brief, UF
is a very large, research-oriented public university.

At present, the UF Psychology Department has 47 faculty members and 140 graduate
students. With respect to graduate student training in teaching, no formal program exists
within the Psychology Department. A graduate student’s faculty supervisor supervises the
student’s research and teaching, often resulting in minimal supervision of the latter. As at
most research universities there has been much recent talk about the importance of teaching
but little evidence that this is truly the case.

In this publish-or-perish environment, I did not consider offering a teaching seminar
until I was promoted to full professor. I initially offered the teaching seminar in response to
the request of graduate student teachers and teaching assistants who said that they wanted
such a course. I structured the seminar along the lines of the prototypical teaching of
psychology course—focusing mainly on teaching mechanics and techniques, lecture
observation-evaluation, and test construction. Students read about and discussed various
teaching issues, using the typical books—McKeachie’s (2002) Teaching Tips, Davis’s (1993)
Tools for Teaching, and Lowman’s (1995) Mastering the Techniques of Teaching. During one
term, I videotaped microlectures that each student prepared for the seminar, then discussed

and critiqued each taped presentation with that student.
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Whereas students liked this version of the seminar, I came to realize that this was
probably not the best use of the brief time that I had with them. As you might suspect, there
was a selection factor operating—only students who were very enthusiastic and truly
interested in teaching took the class. These students were already well on their way to
becoming good teachers. Thus, the seminar didn’t really help them that much except for
reinforcing their enthusiasm for teaching, allowing them to develop a camaraderie with
similar-thinking students, and broadening their appreciation of diverse approaches to
teaching. One day in reading the student evaluations of the course, I had an epiphany. It
occurred to me that I could do much more for such students by transforming the course on
teaching into a microcosm of a graduate teacher-training program.

With this overarching goal in mind, the seminar has evolved to include three main
objectives: (a) preparation of course materials for the first third of the introductory
psychology course, (b) familiarity with the broader teaching community and the diversity of
academic job environments, and (c) preparation of teaching portfolio materials, especially
those necessary for job applications. I will briefly discuss how I have attempted to accomplish
each goal.

Some of our graduate students teach the introductory course, and it is probably the
most difficult psychology course for them (or anyone) to teach. As such, I think that it is
beneficial to have the seminar help students prepare actual lectures and exams for this course.
My role is to cover important teaching issues within the context of this preparation. Students
first learn about the text selection process and syllabus preparation, then develop actual
lecture materials (lecture outlines, transparencies, and demonstration and activity materials)
for research methods, neuroscience, sensation/perception, and learning), and finally construct
an exam covering these topics. I chose these particular topics because they usually appear
toward the beginning of the course and are among the most difficult to prepare. All of the
students use the same textbook and ancillaries, and distribute their prepared materials to each
other and me via computer files before each seminar meeting. During class meetings, each
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student presents his or her objectives and materials for a topic, and the other students and I
provide constructive feedback. Thus, students benefit both by receiving constructive feedback
on their own materials and by providing such feedback on the other students’ materials. When
students finish this section of the seminar, they are well prepared to teach the first third or so
of the introductory course.

I think that helping graduate students to become more familiar with the broader
teaching community is a critical objective not just for my seminar but any teaching course.
Emphasis on research is so heavy-handed in graduate students’ doctoral training that they
have no idea that such a community even exists, much less that there are regional and national
meetings on the teaching of psychology. Fortunately, the National Institute on the Teaching of
Psychology meets in St. Pete Beach, FL, only a couple hours from UF. Thus, many of my
seminar students have attended this conference and the Southeastern Conference on the
Teaching of Psychology Conference in Atlanta, which is also not far from UF. The
enthusiasm for good teaching at these conferences not only reinforces students’ interest in
teaching, but these conferences also allow the students to interact with teachers from a variety
of academic environments and to begin networking within the teaching community. Most
importantly, the students learn about the many varied types of academic positions that exist
and become aware that there is academic life outside of large research universities. This
experience is critical for the job application process, which I incorporate into the development
of teaching portfolio materials in the last section of the seminar.

Like most psychology teachers, my seminar students have never thought about, much
less defined, their philosophy of teaching so I make this the first step in portfolio
development, and I stress its importance to good teaching. I also have students revisit their
introductory course lecture materials, this time in terms of congruency with their teaching
philosophies. As with the lecture materials, all portfolio materials are shared with classmates
as they are developed and then critiqued in seminar meetings. Like the discussions of lecture
materials, the portfolio discussions provide a safe environment for serious consideration of
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important teaching issues and thus enhance the probability that such interactions will continue
outside the seminar setting.

I focus the portfolio development assignments on the job application process and have
students prepare the teaching parts of the job application packet for an actual job
advertisement. I have them do the necessary background work on the school (who is there,
what the teaching load is, what courses are offered, and so on) to help them learn how to tailor
their materials to individual schools. I also discuss the entire job process from application to
contract negotiations, with special emphasis on interviewing. To concretize this material, I
bring in former seminar students who are currently applying for jobs to share their application
materials and job search experiences. I think that this job application seminar experience has
positively impacted the actual job search process for the students. Recent seminar students
have obtained faculty positions at excellent schools such as Furman University, College of St.
Mary’s in Maryland, and Randolph-Macon College. They also leave graduate school with a
good start on a teaching portfolio that will help them in future yearly evaluations and the
tenure-promotion process.

Feedback from former seminar members indicates that the seminar not only was
valuable to them but also continues to be of value to them. They leave the course with an
awareness of the extensive resources on teaching and the broader teaching community and its
activities, a good initiation to teaching the introductory course, preparation of job application
materials and a teaching portfolio, and a more informed perception of job possibilities and the
job market. I have also found it to be valuable both to the students and to the success of the
seminar to allow students to retake the seminar. This affords these students the opportunity to
fine-tune their course and portfolio materials and more importantly, to serve as models and
mentors for the less experienced students in the seminar.

Conclusion

With respect to my own thoughts about the seminar’s success, I think that the seminar

that has evolved both reinforces and develops the students’ knowledge about and enthusiasm

52



for teaching. It also provides the students with vital pragmatic information about the diversity
of academic jobs and securing positions that best fit their individual goals. Although the latter
is not typically part of a teaching seminar, I highly recommend its inclusion at strong
research-oriented universities. It in no way counterbalances such universities” emphasis on
research and obtaining research positions, but it does make students aware of the choice of
being teacher scholars versus just scholars.
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9
Graduate Student Teacher Training at The University of Georgia

Katherine Kipp, Tracy Lambert, and Carrie Rosengart, The University of Georgia

The University of Georgia (UGA) is the flagship university in the University System
of Georgia. It is classified as a “Research University” among the system’s Regional
Universities, State Universities, State Colleges, and Two-Year Colleges and as a Doctoral
Research Institution—extensive according to the Carnegie Classification of Institutions. The
University is housed on one central campus in Athens, Georgia. Approximately 25,000
traditional undergraduate students and 8,000 doctoral and professional program students are
enrolled.

The Psychology Department serves approximately 1,100 undergraduate majors and
130 graduate students. The Psychology Department is organized into six programs for
graduate study: Clinical, Cognitive/Experimental, Industrial/Applied, Life-Span
Developmental, Neuroscience and Behavior, and Social Psychology. Research is the
Psychology Department’s primary mission. However, there are opportunities for graduate
students to explore training in teaching. The primary mechanism for teacher training is the
award of Graduate Teaching Assistantships (GTAs) to post-Master’s degree students and
Teaching Assistantships (TAs) to pre-Master’s degree graduate students. Approximately 60%
of graduate students are funded by GTA or TA positions each semester (other students are
supported by research and administrative assistantships).

Teaching Assistantships

GTAs most often serve as the instructor of record or as lab instructor for lower-level
undergraduate courses, such as Research Methods, Statistics for the Behavioral Sciences, and
the Psychology of Adjustment. Occasionally, based on departmental needs and GTA interests,
advanced GTAs may teach sections of upper-level undergraduate courses, such as Abnormal

Psychology, Anxiety Disorders, Psychology of Parenting, and Careers in Psychology. TAs
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usually assist in large lecture sections of Introductory Psychology courses, teach laboratory
sections of lower-level undergraduate courses like those listed above, or teach laboratory
sections associated with upper-level core psychology courses (e.g., Cognitive,
Developmental, Workplace, Social, and Physiological and Comparative Psychology).
Graduate Teaching Seminars

The University of Georgia requires that all graduate students receive training for their
roles in the classroom. The Psychology Department offers a teaching seminar that meets this
University-level requirement and is usually taught by an advanced GTA. In this course,
students gain practical experience with preparing course syllabi, designing lectures,
stimulating active learning, creating and grading assignments, and public speaking. Other
issues addressed include educational ethics, academic dishonesty, disability services, and
institutional policies related to teaching.

Faculty Mentoring of TAs and GTAs

Some faculty members in the Psychology Department serve either formally or
informally as mentors to graduate student teachers. Faculty course mentors advise graduate
students teaching the Research Methods, Statistics, and Psychology of Adjustment courses.
These formal mentors possess expertise in the specific course content. They are awarded a
one-course reduction in teaching load for their duties. Faculty course mentors may hold
informational meetings with TAs prior to the start of each semester, clarify policies regarding
the objectives for the course within the broader undergraduate psychology curriculum, review
syllabi from each GTA and TA, evaluate teaching with classroom observations, and provide
formal and informal performance feedback. Laboratory instructors are mentored by the
faculty member and the GTA who teaches the lecture portion of the course. Additionally,
graduate assistants may seek informal mentoring from other faculty and experienced GTAs in
the department, typically choosing a faculty member by reputation or through the mentors’

involvement in student-initiated teacher development programs in the Department.
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Student-Initiated Teacher Development

UGA Psychology graduate students initiated several resources for teacher
development. First, graduate students maintain a Teaching Resource Room that houses
sample teaching materials developed by previous graduate instructors. This room is open for
all graduate students to borrow or contribute materials. Second, graduate students developed
the GTA/TA Online Mentor-Resource Program, an online teaching resource program that
uses the WebCT online interface. The program has four main components: (a) downloadable
samples of teaching materials (e.g., lectures, handouts, assignments, quizzes, and exams) for
the courses and labs most commonly taught by graduate students, (b) a “Tools and Tips for
Teaching” section of the site that includes links to helpful Web sites and articles related to
effective teaching, (c) short narratives about the teaching experience written by experienced
GTAs including general advice and tips about teaching, and (d) an informal mentoring
element that occurs through ongoing discussion postings on the WebCT discussion board.
Finally, graduate students organized a graduate teaching forum to increase collegiality and
conversations about teaching. Student-organized monthly meetings allow GTAs and TAs to
discuss and share teaching philosophies, classroom experiences, and teaching techniques.

University-Level Training Opportunities

At the University level, the Office of Instructional Support and Development (OISD)
helps GTAs and TAs find resources and prepare for careers in higher education. Prior to each
fall semester, OISD hosts an orientation to provide TAs from across the University with
guidance regarding their teaching responsibilities. This office also maintains a teaching
resource Web site and publishes a Teaching Assistant Newsletter twice per year.

The Dean of the Graduate School sponsors a Teaching Assistant Mentor program that
is coordinated by OISD. This program brings together a select group of graduate students
from across the University, all whom have been recognized for outstanding teaching, to
participate in a year-long mentoring program. The program emphasizes the development of
teaching philosophies and using them to shape the classroom environment. Other topics, such
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as online learning and the use of technology in the classroom, are also explored. Participants
are expected to become teaching mentors to the graduate students in their respective
departments, which typically means they teach the graduate teaching seminar discussed
previously. Participants are also expected to develop teaching resources that will serve their
specific departmental needs. The Psychology Department has been fortunate to have one GTA
participate in this program nearly every year.

Monitoring and Rewarding Teaching Effectiveness

Two Psychology Department committees monitor and reward graduate students’
teaching effectiveness. A Committee for the Assessment of Teaching Assistants reviews
graduate student teachers’ course evaluations and the evaluations provided by faculty
mentors. TAs experiencing problems in their teaching effectiveness are directed to UGA and
Department resources for teaching improvement.

A Teaching Awards Committee reviews graduate student teachers’ teaching
experiences and course evaluations, and makes several departmental awards for teaching each
year. Outstanding teachers’ credentials are forwarded to the OISD for consideration for
several University teaching awards. Outstanding teachers are also encouraged to apply for
discipline-wide awards from the Society for the Teaching of Psychology.

Conclusion

Although UGA is known primarily as a research institution, there are clearly many
valuable training experiences available for graduate students who are interested in teaching.
Indeed, many of our graduates pursue academic careers with a primary teaching mission. As
the Psychology Department and UGA continue to work toward greater levels of scholarship in
research and teaching, we hope to make even greater strides in the support and encouragement

of our graduate student teachers.
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10
GTA Training in the Psychology Department at Auburn University

John L. Clifton, Jared W. Keeley, and Amber M. Henslee, Auburn University

Auburn University, a land grant institution located in East Alabama, is the largest
university in Alabama. It enrolls approximately 22,000 students from all 50 states and nearly
100 countries. Of these students, approximately 600 are psychology majors. Auburn enrolls
approximately 4,000 graduate and professional students, of which 42 are currently in one of
the Psychology Department’s three doctoral programs: Clinical, Experimental, and
Industrial/Organizational Psychology. During the spring 2004 semester, the Psychology
Department provided 32 Graduate Teaching Assistantships (GTA), 15 assistantships to the
Clinical program, 14 to the Experimental program, and 3 to the I/O program. Auburn's
Carnegie classification is Doctoral/Research Extensive.

The Teaching of Psychology Course

In their first year in graduate school, all GTAs are required to take a course called the
Teaching of Psychology. This course serves the dual purpose of (a) providing students with
the basic principles of good teaching through a variety of media and (b) establishing a
supportive environment for the GTAs’ first teaching experiences.

The first goal is met through several course assignments. Students complete readings
from classic teaching books, such as McKeachie’s Teaching Tips (2002), and from primary
sources in the teaching literature. These readings provide a foundation for thinking about the
key components of teaching, such as how to prepare for a class, methods of presenting
information, how to deal with problem students, and so on.

Second, students compile a teaching portfolio. The teaching portfolio provides both a
summative experience for students and provides a useful resource for applying for future

academic positions. The teaching portfolio includes copies of each GTA’s statement of
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teaching philosophy, student evaluations, examples of class demonstrations, student work,
and whatever else the GTA may wish to include.

Third, GTAs are introduced to the broader teaching community by joining the STP
PsychTeacher™ electronic discussion list
<http://list.kennesaw.edu/archives/psychteacher.html>. Students keep up with the ongoing
discussions and post questions, comments, and so on at least once a semester.

Students also write an essay on a teaching-related topic of their choice. This
assignment requires students to become familiar with some of the scholarship on teaching by
searching and reading relevant portions of the teaching literature.

Finally, students give presentations to the class on any topic in psychology
(approximately equivalent to a lecture given in an introductory class), which the course
instructor critiques according to presentation style, communication skills, stimulation of
critical thinking, avoidance of common mistakes, and so on. This activity gives students
experience and feedback that can be translated directly into improved classroom performance.

The second purpose of the class is to provide a supportive environment for GTAs as
they embark on their initial teaching experiences. It establishes a forum for GTAs for
expressing their concerns or worries and an opportunity to reflect publicly on their early
teaching experiences. Class discussions model the process all teachers must use to solve the
everyday problems that arise in the classroom. Additional supportive course activities include
vita writing and revision, writing test items, and creating a syllabus.

Recently, the Psychology Department has begun offering advanced seminars in the
teaching of psychology for those students who have already completed the initial teaching
course. The seminars are designed around a specific topic, such as critical thinking. The
course begins with readings and discussion of the topic to be addressed and continues with
students presenting various methods and activities for producing the desired student

outcomes, which can be used immediately in the classroom.
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Teaching Fellows Program

At the end of the 2003-2004 academic year, the Psychology Department implemented
a Teaching Fellows program for GTAs. This program targets individuals with an interest in
college teaching and furthers their training through participation in advanced courses on
teaching and providing an opportunity to teach an undergraduate course as teacher of record.
This regimen gives GTAs additional teaching experience, which is valuable in beginning an
academic career. Students who complete the program are recognized in a special award
ceremony held during the Psychology Department’s annual Teaching Festival, a half-day long
celebration of the teaching of psychology held for both graduate students and faculty.

Preparing Future Faculty Program (PFF)

AU’s Biggio Center for the Enhancement of Teaching and Learning was established in
2003. It is dedicated to equipping faculty and GTAs with the resources and skills they need in
order to provide high quality education to undergraduates. As part of its mission, the Biggio
Center administers AU’s version of the Preparing Future Faculty program. Modeled on the
national program of the same title, the PFF program provides a year-long series of seminars
and academic courses in teaching, as well as a variety of teaching-related experiences at
neighboring colleges and universities. These experiences are intended to provide familiarity
with job skills needed at higher academic levels.

Conclusion

The teacher training program in AU’s Psychology Department is a source of pride for
graduate students and faculty alike. More than one graduate student chooses Auburn over
other schools because of this emphasis on teaching. Unlike the archetypal graduate student,
handed a text on Monday and teaching on Tuesday, GTAs at Auburn are shepherded through
their early teaching experiences in a way that builds their confidence, helps them avoid

pitfalls, and prepares them for successful academic careers.
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11
Visions and Realities in Preparing College Teachers

James H. Korn, Saint Louis University

Saint Louis University (SLU) has about 7,000 undergraduate students and 4,000
graduate and professional students. Its Carnegie classification is Doctoral Research
University, Extensive. Our Psychology Department has 22 full-time faculty, about 400
undergraduate majors, and 100 graduate students. We have graduate programs in clinical
(accredited by the American Psychological Association [APA]), organizational, and
experimental psychology. The latter program includes specialties in cognitive neuroscience,
developmental, and social psychology.

The Psychology Department is not unique in our approach to preparing graduate
students for college teaching. We offer not only a course on the teaching of psychology but
also opportunities for experience. During the past 30 years I have suggested other more
extensive programs, but these visions have not become reality. I believe that this situation also
is not unique—proposals to devote more resources to preparing teachers often do not go very
far when research holds first place in the departmental mission. In this chapter I will present
my proposals and then discuss why they might not have become reality. I will argue that these
factors, which are present in other doctoral programs, are barriers that must be overcome if we
are to prepare our graduate students for teaching.

I offered my first Teaching of Psychology course at Carnegie-Mellon in the early
1970s. In the course, reading McKeachie’s Teaching Tips was combined with discussion for
graduate students who taught small sections of the Introductory Psychology course. When I
came to SLU in 1974 I offered a course called College Teaching jointly with a member of our
Education Department. We included a good bit of the history and philosophy of education. In
recent years I settled on this general model for my course and for workshops on teaching:

Philosophy > Objectives > Methods > Learning > Evaluation > Reflection
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A philosophy of teaching and learning (explicit or implicit) determines course
objectives. These objectives lead to decisions about the most appropriate teaching methods
(lecture, discussion, etc.) and ways of assessing student learning. These methods and
outcomes should be evaluated based on multiple sources of data. The course, and perhaps
even the philosophy, is then modified after reflection. This model guides our reading and
discussion in the teaching course.

Before presenting my own visions for what I would like to see doctoral programs do, I
must pay homage to the long-standing leaders in the education of college teachers, both of
whom influenced my visions. Bill McKeachie has been training teachers at the University of
Michigan since 1946, almost 60 years before the publication of this book (McKeachie, 1951).
The University of News Hampshire has offered the most extensive program since 1966, led
by Victor Benassi (see his chapter in this book) and Peter Fernald (1995).

Visions

I proposed two models for the training of teaching assistants (TAs) that would go
beyond a single course. The first was more ambitious and was intended to prepare students
more broadly for academic careers. Our Graduate School implemented this program for three
years. The second model was more narrowly intended for training teachers in the Psychology
Department.

Model I: Preparing for Academic Careers

The major features of this program were:

1. A curriculum that combined our regular doctoral program with extensive supervised
teaching experience and training in the service (administrative) aspects of academic life.

2. Building linkages with local and regional colleges, leading to post-doctoral teaching
opportunities.

Below is a summary of the proposed Model I curriculum:

First year: Three courses in the student’s graduate program, TA apprenticeship with a

teaching mentor.
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Second year: Two program courses per semester, including Teaching of Psychology,
co-teaching with mentor, master’s thesis.

Third year: One program course per semester, and two non-psychology electives (e.g.,
education, public policy); teach one course with mentor supervision; paid
practicum in a SLU office.

Fourth year: complete course work and doctoral examinations; assistantship in a SLU
office (half-time).

Fifth year: teach one course each semester; dissertation.

Post-doctoral or ABD teaching internship at a local college.

Four students participated in a pilot version of this program. For one year they had
teaching and service responsibilities along with their regular doctoral work. Although the
students felt that this program was too demanding, they were forced to see how faculty have
to balance the demands of teaching with service and scholarly work. We made some progress
in building linkages with small colleges in the area, which later did provide ABD teaching for
some graduate students.

Model II: Successive Approximations

This approach is similar to the structure that McKeachie (1951) used at Michigan.
Students are given increasing responsibility for teaching over 3-4 years. There are four steps:

Teaching assistant (TA). The student works for a faculty member, but has
responsibilities beyond the usual clerical support. A major objective is the development of
teaching skills by leading discussion groups, delivering mini-lectures, designing activities,
and writing examination items.

Apprentice. The student works closely with a faculty mentor in teaching a course,
including course design, full responsibility for some classes, and advising students. The
mentor provides feedback in regular meetings. The Teaching of Psychology course would be

taken before or concurrently with this step.
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Section leader. Our large sections of Introductory Psychology gave students the option
of participating in small group discussion sections for extra credit. In this step graduate
students would design and teach a section. They would meet regularly in a group for
discussion and supervision.

Teacher. The student has full responsibility for a class with supervision by a mentor
who visits the class and meets with the student teacher to provide feedback.

Realities

Most doctoral programs offer training in research, one or two professional areas, and
teaching. The balance among these training responsibilities may vary, but teaching gets one-
third of the turf at best, and time devoted to preparing teachers continuously is in competition
with time for research and professional training. However, the reality is that, in almost every
program, teaching ranks third in the list of priorities. That is not to say that faculty do not care
about teaching. Most of my colleagues prepare carefully and get good teacher ratings from
their students; some even win awards, and I suspect such is true in other departments.

There are several reasons that teaching winds up in third place. The following list
comes from my experience and from my work with other departments around the country.
This list is not an indictment of my colleagues at SLU or elsewhere, but represents the reality
that dims our visions.

1. The PhD is a research degree and research training is time intensive, including
coursework in methods and statistics, supervised research experience, a thesis, and
dissertation. The faculty who supervise this training are partially dependent on
graduate students for their own academic success. The greatest rewards in this
system come from publication in top research journals and grant support, not from
teaching.

2. Clinical training also is time intensive and is driven by requirements for

accreditation, which do not include any standards for teaching. These requirements
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can be used to justify new courses and experiences that make it more difficult for
students to include preparation for teaching in their graduate program.

3. As aresult of Items 1 and 2, faculty advisors do not actively support programs for
training teachers. “Yes, that is a good idea, but you will not get a good research
post-doc unless you publish more,” or “you will not get into your favored clinical
internship without more clinical experience.” These messages are given even to
students whose career goal is to teach in a small college. Some advisors actively
oppose graduate student involvement in teaching. In my workshops on teaching, I
frequently hear graduate students complain about research supervisors who did not
approve their attendance.

4. Most teaching programs usually depend on one person who has volunteered to be
the teaching champion and work with students who volunteer to participate,
having overcome the resistance of their advisors. The program disappears when
the champion goes on sabbatical, takes another job, or retires. It is unusual for a
department to hire a new person specifically to fill that role.

5. There is limited administration support beyond the department. Deans and provosts
are, of course, promoting the research mission of their institutions. There may be a
university teaching center, which administrators will say meets the need for
teacher preparation for those who want it. The University of New Hampshire
provides an example of what excellent administrative support should be (again, see
Victor Benassi’s chapter in this book).

6. At many universities, students pay to prepare themselves to teach when they pay
tuition for a course on teaching. The stipend they receive for teaching may be not
much more than the tuition, so in a sense they work only for the gain in
experience. Most graduate students cannot afford to do that.

7. Teaching assignments often are made arbitrarily and on short notice. Even first-year
students may be asked to teach in their first semester in graduate school.
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Assignments may be made regardless of prior experience or interest in teaching as
a career goal. Students may be given only a week or two to prepare their course
with little guidance. These things may be infrequent, but they are not rare. In my
view, this practice clearly is unethical, yet we do it.

Recognition of these realities may help groups that are working to improve this
situation. The Society for the Teaching of Psychology sponsors workshops around the country
and supports other activities. The APA Education Directorate is supporting Preparing Future
Faculty (PFF) programs. The American Psychological Society, under a grant from David
Myers, has formed a working group on teacher preparation. This impressive array of
organizations should be able to have an impact.

However, I think there are two groups that can be the greatest agents for change,
although they are not well organized. Students who aspire to careers in teaching should apply
to graduate programs that show some promise of providing good preparation. They can find
out which programs do that from published materials, and from visiting or calling
departments and talking with current students about teaching. APA should expect departments
to provide this information in the descriptions submitted to their Graduate Study in
Psychology (2004). Perhaps more departments will try to attract this group of students.

The other group is composed of colleges and universities that have teaching as their
primary mission and who expect the faculty they hire to be prepared to teach. If that is a
criterion for hiring, then students from departments that do this well will have an advantage in
the academic marketplace.

There are many forces in place that could turn our visions into realities. I hope this
book will help to bring those forces together.
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12
Qualities and Abilities Our
Psychology Department Seeks in Outstanding Job Candidates

Jerry Rudmann, Irvine Valley Community College

When a full-time position in psychology opens at our institution, we use several
important criteria to identify the most competitive candidates. This chapter describes and
explains these criteria from my perspective as the Psychology Department’s senior member. I
have served on numerous hiring committees for a variety of academic disciplines. Most
recently I chaired the hiring committee for a tenure track psychologist at Irvine Valley
College, the college at which I have done the majority of my 25 years of teaching.

Irvine Valley is a public community college founded in 1985 and serving over 13,000
students. The median student age is 25. Fifty-three percent of the students are from minority
populations (mostly Asian and Hispanic). The college employs 111 full-time and 270 part-
time instructors.

We use eight criteria to evaluate psychology applicants seeking a full-time, tenure
track position at Irvine Valley. These criteria begin with the candidates’ academic
preparation. Those seeking an adjunct position usually must meet only the first criterion, but
meeting some or all of the remaining seven criteria would certainly improve an applicant’s
chances of landing a part-time teaching position.

Academic Preparation

No doubt, the candidate’s academic preparation is the most fundamental requirement.
Nearly every state, including California, requires a MA in psychology or a closely related
field (e.g., counseling or educational psychology) as the minimum academic background.
Although the application process allows candidates not meeting this criterion to argue for
their "equivalency" by describing a combination of coursework and experience thought to

constitute an equivalent background, most hiring committees would not seriously consider
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interviewing such a candidate. A growing number of applicants hold a PhD in psychology,
but the minimum academic preparation continues to be the master’s degree.
Successful Teaching Experience

The qualified candidate must provide evidence of teaching experience, especially
successful teaching experience at the post-secondary level. The hiring committee will
examine the breadth of courses taught, the number of years the candidate has been teaching,
and the type of institution at which the candidate has taught. Some colleges will be looking
for generalists capable of teaching any of the courses offered by the department, while others
may be looking for specialists in statistics and research methods, biopsychology, or some
other area of psychology. It seems likely that when an opening occurs, most colleges would
seek those who can teach any courses the department offers. Applicants with limited formal
teaching experience may be able to strengthen their application by summarizing their
experiences working with students (e.g., graduate student teaching, guest speaking
presentations, or service as a teaching assistant).

How does a candidate provide evidence of "successful" teaching? I recommend
preparation of a professional development portfolio. Include in the portfolio documentation of
teaching evaluations performed by department chairs, deans, peers, or students. If you
currently teach at a college that doesn't often evaluate instructors, then request such an
evaluation. Another strategy is to create and regularly administer your own student feedback
form. However, do not load the portfolio with reams of raw data; instead provide statistical
summaries and representative comments about your teaching gathered from former students
and administrators.

Philosophy of Teaching

Somewhere within the application and interview process, candidates will be asked to
reveal their philosophy of teaching. Good candidates will provide examples of teaching
methods sensitive to the diverse learning styles among students, use of instructional designs
that emphasize active rather than passive learning, the preference for learner-centered over
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teacher-centered instructional strategies, and the application of instructional principles derived
from the science of learning (Halpern & Hakel, 2002, 2003). Applicants who are invited to
give a teaching demonstration should present one that reflects their philosophy of teaching.

Regional accreditation agencies now expect disciplinary faculty to work together to
identify learning outcomes encompassing essential knowledge and skills that students should
gain as a result of their courses and programs. Moreover, faculty must develop and implement
ways to assess student learning, review data generated from the assessments, and document
how such data have been used to improve teaching and learning. Because of their academic
background and training, all psychologists are well prepared for this type of work. The
candidate should be fully committed to helping colleagues develop and assess course and
department-level learning outcomes. In this regard, the informed candidate should be well
aware of the learning outcomes for the undergraduate degree in psychology, a comprehensive
set of outcomes recently prepared by an American Psychological Association task force
<http://www.apa.org/ed/pcue/taskforcereport2.pdf>.

A Personal Commitment to Ongoing Professional Development

Exceptional candidates can readily list strategies that employ to stay current not just
on recent developments in psychology, but also on effective teaching strategies. Candidates
should provide, in chronological order, an annotated listing of workshops, conferences, and
presentations attended. Another section of the professional portfolio should provide examples
of relevant books and journals read in order to stay current in psychology and the teaching of
psychology. The superior candidate can list professional organizations in which he or she is a
member (e.g., TOPSS, Psi Beta, Psi Chi, PT@CC, and any county, state, regional, national, or
international organizations in psychology such as APA and APS). Candidates should take
time to describe all instances of active participation in such organizations and describe
personal links and connections within psychology's network of professional organizations.
The point here is to convince the hiring committee that as a future colleague, you will take
primary responsibility for your professional development as both a psychologist and a teacher.
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Individuals serving on a hiring committee never want to be accused of having had a hand in
hiring an instructor who subsequently earns a reputation of being "dead wood."
Show Knowledge of Community Colleges' Unique Role in Higher Education

The unique charge of the community college is to maintain academic standards
equivalent to those in place at the 4-year colleges and universities, while serving a highly
diverse group of students, many of whom are literally learning to be students. Community
colleges embrace the ideal of open access to students. Effective instructors acknowledge and
accept the responsibilities associated with serving the highly diverse student body derived
from an open access policy. Faculty need to embrace this challenge by focusing on student
potential. Besides teaching course content, they must recognize the importance of helping
students become competent learners. Psychologists are uniquely prepared to help students
develop effective learning skills, a fact the candidate should express during the hiring process.
(Some of my colleagues resent the developmental nature of some community college
students; these instructors tend to blame the students for what is generally, in fact, ineffective
teaching.)

How can teachers help students develop learning skills? Here are a few examples. The
instructor can refer needy students to the tutoring center and encourage more accomplished
students to become tutors. One colleague administers a self-scoring study strategies inventory
to all students in her fall introductory classes. Students scoring below the norm for time-
management, concentration, or study strategies are given a handout listing workshops, classes,
and resources available to help them improve in these areas. Instructors also can develop
scoring rubrics for grading various assignments and share these rubrics with the students to
clarify their expectations for acceptable work. Having students use the rubrics to judge their
own work can promote metacognition.

Be Eager to Mentor Students

Effective community college teachers enjoy helping students become effective

learners. Mentoring students involves formalizing a commitment to student development.
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Effective mentoring may take many forms. Many psychology students thrive on co-curricular
activities designed to enrich their knowledge of and involvement in psychology. Many
community colleges have established Psi Beta chapters. Psi Beta is a national honor society in
psychology for students attending a 2-year college. Psi Beta, which grew out of Psi Chi,
provides students with many benefits: a forum to meet and develop friendships with others
who share their interests in psychology, a place to learn leadership skills by serving as chapter
officers, and the opportunity to hear speakers on a variety of topics in psychology. Many Psi
Beta chapters provide students with the opportunity to present their research at poster sessions
during regional and national psychology conferences. Besides advising a Psi Beta chapter,
mentors may arrange service-learning opportunities in the community so students can apply
what they are learning in class, or arranging field trips to the local university's "Psychology
Day" program.

The hiring committee will look for clues of the candidate's potential for becoming a
strong student mentor. Did the candidate participate in Psi Beta or Psi Chi as an
undergraduate? Has the applicant been involved with any type of mentoring activities initiated
during former or present teaching employment? Does this applicant have knowledge of the
mentoring activities the department already has in place? Would this candidate become an
active participant in our co-curricular activities or avoid them? Worse yet, would this person
refuse or neglect requests to announce Psi Beta and other enrichment opportunities to
students? These are critically important questions for the hiring committee.

Psychologists teaching at the community college should actively encourage students to
take advantage of the enrichment derived from co-curricular opportunities available on the
campus. Psychology faculty must not only encourage students to become involved, but they
must help provide meaningful co-curricular opportunities. They, too, should participate in
these outside-the-classroom activities, thereby serving as a positive role model for students.
New instructors should resist becoming the "commuter teacher" whose time on campus is
restricted to the classroom and the required minimum number of office hours.
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Show Promise of Being Good "Campus Citizen"

Most community colleges require full-time instructors to serve on at least one standing
committee. Instructors must provide reliable service on their committees by arriving for the
meeting on time, prepared to engage in the committee's business. Good colleagues also accept
their portions of shared-governance work on temporary committees such as task forces, ad
hoc committees, and hiring committees. The good applicant will show a willingness to fulfill
the obligation and responsibility for committee work. Hiring committees will examine the
applicant's history of committee work for supportive evidence.

Related to fulfilling committee work, it is necessary that teachers enjoy positive,
respectful interactions with teaching colleagues, including of course, adjunct faculty, both
within and outside their teaching discipline. The expectation for positive working
relationships extends to interactions with all support staff. Members of the support staff
provide essential services for developing and maintaining a positive learning environment;
these individuals must be treated with the respect and appreciation they deserve. Often it is
difficult for the hiring committee to evaluate candidates’ tendencies in this area, but the
candidate sometimes provides clues by the way he or she interacts with the staff who arrange
for the interview. Post-interview reference checks may also provide some insight in this area.

Information and Technological Literacy

The candidate should meet the APA guidelines for information and technological
literacy desired for the BA in psychology. The candidate should demonstrate information
competence and the ability to use computers and other technology for teaching purposes. For
example, applicants can list software programs for which they have reached mastery, such as
spreadsheet generation for maintaining grades or presentation software for class use. This
criterion also includes the ethical and responsible use of information in academic work.

Closing Tips

Community colleges are primarily teaching institutions; conducting and publishing

research is not part of the community college mission. Doing research is not usually supported
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or even acknowledged by the college. On the other hand, psychologists at the 2-year college
are not discouraged from conducting and publishing their research, and some do because they
enjoy active involvement the psychology’s scientific community.

College teaching positions are highly competitive, even positions that open at 2-year
colleges. Be prepared. Expect a very thorough hiring procedure. A committee will meet to
review the criteria for screening the applications, and will develop a set of questions to ask
those invited for interviews. Take care in preparing the application form. Candidates get off to
a poor start when they submit a sloppy application form (e.g., handwritten responses); a copy
of the completed application is the first thing members of the hiring committee will examine.
Second, if the interview requires a teaching demonstration, take time to prepare a good
demonstration; the demonstration carries a good deal of weight. Finally, don't lose heart.
Hiring committees don't always make the correct decision. Be aware that being invited to an
interview indicates that you definitely have job-landing potential in this highly competitive
market. Learn from interview experience. After the interview, write down as many questions
as you can recall. Think about how you could have given better answers, and how you could
have made an even better presentation of what you can offer the college.

It is typical for the interview process, as conducted by a group, to identify several
candidates whose names are then forwarded to the college president for final interviews.
Some presidents require a minimum number (e.g., three) of names be forwarded for
consideration to be invited to this interview. The president, perhaps with the help of another
administrator and the committee chair, then makes the final determination about whom, from
those names forwarded, to offer the position. The final interviews are usually less structured,
and more casual than the group interviews. Don’t allow this moment to become little more
than a pleasant chat. Instead, prepare for the final interview by having a list, in your mind, of
the unique strengths you will bring to the department and the college. The list should describe

how you meet the important criteria set forth in this chapter.
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13
Characteristics of Successful Community College Academicians

Ann Tway Ewing, Mesa Community College

Training for an academic career often focuses primarily on gaining academic
credentials but entails little instruction regarding acquiring of a teaching position and
achieving success as a faculty member. In this chapter, I will draw from my 25 years of
experience teaching and serving on hiring committees at Mesa Community College to unveil
the qualities that distinguish those who are likely to be hired and to become successful
academicians in the two-year college setting.

Mesa Community College (MCC) is the largest of ten colleges in the Maricopa
Community College District. Mesa College is located in Mesa, Arizona and has a student
body of 27,000 students who matriculate on two separate campuses. Mesa College is a
publicly funded two-year commuter institution, located approximately 15 min from Arizona
State University. Many MCC students transfer to Arizona State University after two years and
many are also simultaneously enrolled in both institutions, so called “swirlers.” The MCC
student body is quite diverse in regard to ethnicity, age, and academic preparation. The
Psychology Department consists of 12 full time faculty, three men and women, and about 35
adjunct faculty. Each semester, approximately 4,000 students enroll in the 25 different courses
offered by the Psychology Department.

Academic Preparation for Teaching

The minimum requirements for someone to teach in the Maricopa Community College
District are a Masters Degree and at least 18 hours of graduate work in the specific subject
area. Often there are many applicants for a full-time teaching position in Psychology, so
candidates must have much more than the minimum even to merit an interview when a
position becomes available. Although not technically required, a PhD is almost a prerequisite

for final selection.
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When an interview committee reviews the curriculum vitae (CV) of prospective
candidates, it may be looking for expertise in a particular specialty or they may be looking for
breadth of background. Regardless of the specifics of a given hiring situation, a solid
background in statistics and research, both academic and experiential, is often highly valued.
This strong research background often correlates with an emphasis on the scientific approach
to the study of psychology, a perspective that MCC heartily advocates.

Teaching Experience Desired

During the educational process, you focus on the acquisition of knowledge. When you
prepare to teach, the focus shifts. You still must have a deep reservoir of knowledge, but the
emphasis shifts to your ability to transmit that information to others effectively. A hiring
committee will be much more impressed with a candidate who can formulate an effective
analogy to explain a concept than with a candidate who can explain the concept to the “nth
degree,” but only in technical terms. Prospective candidates who have recently graduated
must learn to shift from trying to demonstrate how much they know to trying to demonstrate
how well they can communicate that information to students. Teaching experience is highly
valued, so prospective candidates should build a CV with documented teaching assistantships
and adjunct teaching experience. Experience and teaching expertise are primary hiring
considerations.

Teaching experience in statistics and research methods is particularly desirable. Many
people shy away from teaching these subjects, so those who are willing and have shown
competence in this area are often prized candidates. Since approximately eight sections of
Statistics and four sections of Research Methods are taught at MCC each semester,
demonstrated competence to teach these subjects is advantageous.

Many successful candidates get their “foot in the door” by teaching as adjunct faculty
at the prospective employment site, which provides them with an opportunity to gain needed
experience as well as to become familiar with the faculty, the mission, and goals of the
department. It also affords the department the opportunity to observe the prospective
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candidate’s ability to relate to students and manage the various tasks associated with being an
effective faculty member. Candidates are well advised to take advantage of opportunities for
adjunct teaching at a local community college while they are completing their graduate work.

Technical expertise is another valued characteristic of potential faculty members.
Although this factor alone will not get you hired, it is a valued asset and can facilitate
effective teaching. At MCC, a “micro-teach” presentation is included as part of the interview
process. This opportunity allows candidates to demonstrate effective use of technology in
their mini-lecture. A command of the technological tools available today signals that
candidates are progressive and likely to prefer to be leading rather than following the pack
throughout their careers.

Professional Experience and Affiliation

Practical experience in the psychology lab, the clinical world, or the
industrial/organizational world is also a valued asset. Candidates who can draw from previous
applied experience often bring new perspectives, applications, connections, and great practical
examples to their classrooms. Candidates should emphasize their practical experiences,
including research, on their CV and other application materials. If discussed during an
interview, these experiences may set one candidate apart from the rest.

Another valued entry on a CV is membership in professional organizations such as the
Society for Teaching of Psychology or the American Psychological Association. These
affiliations may demonstrate strong identification with the field and a commitment to
continued professional growth, as well as interest in organizations that facilitate excellent
teaching and leadership opportunities. A potential candidate should strive to form such
connections and take advantage of the opportunities that they offer.

Tacit Characteristics of Successful Academicians

So far, the discussion has focused on some of the tangible characteristics of faculty
who are likely to be hired. Equally important, but less obvious, are the tacit characteristics
that selection committees seek in a candidate. A love for teaching is a primary characteristic
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of a highly desirable candidate. This quality is difficult to measure but is often evidenced by
an emphasis on the process of teaching. Sometimes during an interview, a good teacher will
refer to the joy that is generated when a student suddenly seems to “get it” or the satisfaction
that comes when a student asks a good question. This interest in the individual experience of
each student in the classroom is often indicative of a potentially good faculty member.
Candidates may benefit from including student and colleague evaluations in their initial
application materials as evidence of passion and talent for teaching.

Another highly sought after characteristic of a good candidate is a willingness to go
beyond the specific teaching situation in the performance of the job. This quality may be
manifest in various ways but the dedicated teacher is often interested in opportunities
available for interaction with students outside the classroom. Dedicated teachers are
passionate about their teaching, and as with any love affair, they show a constant desire to do
more and to do it better. They are creative and venturesome, always searching for better ways
to teach and not afraid of trying something new that could possibly fail.

In an interview, these teachers can readily describe an example of a classroom
situation that provided them with an emotional high. Typically, these candidates have a high
level of energy and enthusiasm for teaching. They are also avid lifelong learners with a
hunger for new information and a passion for sharing what they have discovered with others.
These characteristics should surface in candidates’ written applications and teaching
statements. Successful candidates should include letters of recommendation and contact
information for individuals who can give concrete examples of their creativity and passion for
teaching. Graduate students might also look for ways to document their interest in teaching
through attendance at teaching workshops as well as their publications or conference
presentations related to teaching.

Finally, collegiality is a characteristic that is hard to document but highly desirable in
a faculty member. This quality may be one of the most important determinants of a
candidate’s eventual success and satisfaction in any given department. Because teamwork is
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essential to optimal functioning of an academic department, a candidate who is willing to
support departmental goals and to encourage colleagues becomes a potentially invaluable
resource to the department. (A faculty member who fails in this regard may become a liability
and may handicap the effectiveness and functionality of the entire department.) Candidates
should carefully review the job description and the missions and goals of the department and
institution prior to applying for a position to ensure that the position is a good fit for them.
Although faculty are essentially autonomous in their individual classrooms, effective faculty
are collegial and hold the welfare of their students and their departments in the highest regard.
For the individual who is passionate about teaching and about psychology, enjoys
interacting with undergraduates, and is innovative and enthusiastic, the community college
may be the ideal setting for a very rewarding academic career. In order to be successful, a
candidate should carefully prepare the application, teaching statement, letters of
recommendation, and CV to reflect a strong academic background in psychology, practical

experience, teaching expertise, and evidence of passion for teaching and for students.
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14
Desirable Qualities in Psychology Faculty at Tuskegee University

Marcia J. Rossi and Reginald A. Gougis, Tuskegee University

Tuskegee University (TU) is a private, state-related historically black university
founded in 1881 as a land-grant institution through the efforts of Booker T. Washington. TU
is located in Tuskegee, Alabama in rural Macon County. TU’s student population is
approximately 3,000. Although 90% of the students are black or African American, they
represent many states across the nation. The Psychology and Sociology Department currently
has four full-time faculty members in psychology and approximately 120 majors, graduating
26 majors in 2003-2004 with the Bachelor of Arts degree.

Mission of Tuskegee University

TU was founded at a time in our nation’s history when education for black citizens
was either denied or severely limited. TU is one of a number of historically black universities
whose mission is to provide higher education to all people but especially to black students and
to those that have been traditionally denied access to higher education in America’s
mainstream institutions. Due to a variety of circumstances, Historically Black Colleges and
Universities (HBCUs) have sought to fulfill their mission with relatively limited financial,
material, and personnel resources as compared to mainstream institutions. However, premier
HBCUs educate significant numbers of black students in the U.S. population.

Faculty Duties

The unique history and mission of TU and the particular discipline determines the
unique mix of duties required by faculty as well as the emphasis placed on particular duties.
The primary faculty duties at TU include (a) teaching, (b) advising, (c) professional
development, and (d) service to the Psychology Department, TU, and the community. Each of
these will be discussed separately, although in many cases duties overlap categories.

Teaching
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With the rich academic history and mission of TU instruction has always been a
primary concern. Because TU has a flexible admission policy, some students come to the
campus unprepared academically for higher-level college work. At the same time, many
students come from college-preparatory backgrounds and are valedictorians or possess
outstanding academic skills. Thus, the student body exhibits a wide range of abilities and
learning styles. Successful faculty recognize that being able to reach and challenge students of
different abilities and learning styles effectively requires a willingness to adjust their teaching
styles to accommodate those differences. In some cases, extra effort is needed to help students
learn effective study strategies, and in other cases, faculty members employ different teaching
strategies to address different learning styles.

In all cases, we expect faculty to challenge students to think critically through various
teaching methods. For instance, one faculty member primarily lectures, but often employs
small-group problem-solving sessions or discussions. Another faculty member stresses
developing good study skills through requiring students to outline their chapters as homework
assignments. This same teacher also requires active participation in class as well as requiring
teams of students to present material in creative ways. Another teacher incorporates a wide
range of techniques in almost all classes, including participatory lectures, small group
exercises and problem-solving, discussion sessions, student presentations and demonstrations.
Through a recognition that different students have different strengths and learn best through
different strategies, successful faculty attempt to adjust their instructional style to meet the
needs of our students.

The current teaching load for TU psychology faculty is four courses per semester
during the academic year, with three preparations. Faculty members generally teach one or
two courses in their area of expertise and one or two service courses.

Advising

Because one of TU’s missions is to provide higher education to all students, including

those who may have suffered added obstacles to higher education, TU faculty give extra care
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and time in the realm of academic advising, personal counseling, and mentoring. Black
students in particular may find role models at Tuskegee who are willing to provide academic
engagement, career direction, and personal advice. Traditionally unprepared students may
find TU faculty who are more willing to provide tutoring outside of class and the extra care
that these students require to complete registration schedules and survive their first year.
Professional Development

Like most institutions of higher learning, TU encourages its faculty to continue their
professional development beyond the terminal degree and tenure. However, as in teaching and
advising, the meaning of professional development at Tuskegee has a unique interpretation
depending on the college and discipline. TU administrators encourage faculty to conduct
research and to communicate their findings through publications, conferences, and
networking. However, rank and tenure at Tuskegee are not a simple matter of “publish or
perish.” Because faculty development is theoretically linked to TU’s mission, rewards for TU
faculty for engaging in professional activities are defined more broadly. For some faculty,
professional development may mean developing an innovative teaching program to include
technology in the classroom, directing a summer program to give high school students a head
start, or supervising students in hosting a mini-conference. Because of the relatively small
faculty, many opportunities for interdisciplinary research exist; thus a willingness to be
flexible in faculty approaches to research is desirable.
Service to the Department, University and Larger Community

TU places significant demand on its faculty to contribute to administrative duties in
the Psychology Department, to serve on TU committees, and to become involved actively in
the surrounding community. It is likely that available resources and its unique HBCU history
combine to place this greater service demand on its faculty than on those at many mainstream
institutions. Psychology faculty participate in all aspects of departmental business including
recruitment, admissions, registration, advising, curriculum development, assessment, and
preparation for graduation and beyond. TU faculty serve on a variety of university level
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committees such as Admissions, Faculty Senate, Curriculum, Athletic, and Personnel
committees. TU administrators strongly encourage faculty to become involved in community
activities and invite community members to campus activities. Perhaps due to its status in a
rural community, TU provides many service and learning opportunities to the surrounding
community.
Conclusion

TU has not only contributed tremendously to the professional and educational
development of America at large but has provided education to countless citizens that may
have never achieved the same quality of education in the mainstream. TU faculty perform
many duties expected of faculty at many institutions of higher learning, but TU’s available
resources and unique history and mission have evolved to provide a creative definition of
professional development and to emphasize the priority of duties different from those at many
other institutions. Relative to many institutions of higher education, TU places tremendous

emphasis on innovative teaching, advising, and all aspects of service.
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15
The Successful Job Applicant at Alabama State University

Tina Vazin, Alabama State University

Alabama State University (ASU) is a public Historically Black University (HBCU)
located in Montgomery, Alabama, the heart of the civil rights movement. ASU was
established in 1867 with an initial enrollment of fewer than 20 students for the purpose of
preparing African Americans to teach at the elementary and secondary levels. Today, ASU
enrolls over 6,000 students, 89% of whom are African American, and offers 32 undergraduate
programs, 11 Masters programs, 2 Education Specialist programs and 3 Doctoral programs.
The Carnegie Classification is Masters Colleges and Universities .

ASU’s Psychology Department is currently housed in the College of Education, but
plans are underway to relocate the Department to the College of Arts and Sciences in the near
future. ASU offers a Bachelor of Science degree in psychology and has experienced
significant growth in the number of students during the past five years, increasing from 70 to
over 300 majors. The Psychology Department currently includes five full-time faculty
members and 11 adjunct faculty members.

Psychology faculty must be able to teach a variety of psychology courses, provide a
nurturing academic environment for minority students and to secure external funding to
support research that involves undergraduate research assistants. The undergraduate
curriculum is revised every two years and currently includes 21 psychology courses. Faculty
members each teach four classes per semester with an option of teaching two classes during
the summer. The large number of psychology course offerings, the growing number of
students, and the limited number of faculty make it necessary for faculty members to be able
to teach at least three or four different courses each year. Applicants for faculty positions with
experience teaching a variety of courses as a graduate student or adjunct, who have

experience teaching students from diverse backgrounds, and who have well-developed
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research skills so as to be able to integrate research across the curriculum, are regarded
favorably.

Many African American students who attend an HBCU are seeking a college
experience that includes one-on-one interaction with faculty, small class sizes, and a nurturing
and comfortable environment that permits intellectual and social growth in an atmosphere of
acceptance and understanding. Some students come to ASU from predominately White high
schools to escape the burden of being the representative of their race in each class, other
students come to ASU from predominately Black high schools to postpone their immersion
into a world of racial injustices and look to ASU to provide a temporary safe haven, and some
students come to ASU because they come from a long line of proud ASU alumni. However,
many students come to ASU because of it’s commitment to offering an opportunity to pursue
a college degree to students inadequately prepared for college by offering rigorous
remediation courses.

As a result of these varied reasons for students attending ASU, there is a wide range
of students’ academic preparedness that results in special challenges for instructors. Meeting
these challenges is especially crucial for psychology instructors, since almost all psychology
majors aspire to go to graduate school. Faculty members must be able to develop instructional
strategies that provide high-quality instruction to students at every level of academic
preparedness. This means setting high standards that will prepare high-performing students
for the rigors of PhD programs while simultaneously meeting the needs of other students who
may want to apply to masters programs in psychology, who have career aspirations outside
psychology or who may be undecided about their career path.

Providing quality research experiences for all students, but especially for those
students who will be competitive applicants for PhD programs, is a critical element of the
undergraduate program. Traditionally, graduate programs primarily consider grade point
average, GRE scores, and to some degree, research experience, in making decisions about
which applicants will be accepted and offered financial support. Evidence of strong research

88



skills is paramount for many of our outstanding students because it has made the difference in
tipping the scales in favor of applicants who were considered marginal due to low GRE
scores. Many of our students who have grade point averages of 3.7/4.0 or above, write and
speak well, and are highly motivated to pursue a doctoral degree, do not perform well on the
GRE. The Educational Testing Service (2004) reported that African Americans scored -0.80 ¢
below the population mean on the verbal section and -0.87 ¢ below the population mean on
the quantitative section in the 2003-2004 exam administrations. In addition, women of every
racial group scored lower than their male counterparts. Since 89% of ASU’s students are
African American and 68% are female, the odds are not in their favor. Thus, as long as
universities continue to rely on GRE scores as a primary predictor of academic performance,
it is imperative that every effort be made to strengthen students’ applications by providing
evidence of research competency to offset potentially low GRE scores.

The Psychology Department has limited resources for research, so it is advantageous
for applicants for faculty positions to commit to seeking external funding sources. Being a
researcher at a minority institution may facilitate the acquisition of federal funds because
federal funding agencies strongly encourage and sometimes solicit researchers at minority
institutions to apply for competitive funding. Some agencies provide additional technical
support for faculty at minority institutions, and a few agencies occasionally will restrict
applications for funding for a specified program to minority institutions. Often, funding that is
restricted to minority institutions focuses on institutional capacity building for a specified area
of research, so the funding is often very generous. Also, large research universities will seek
collaboration with researchers at minority institutions in an effort to increase their probability
of being funded. This collaboration is beneficial to faculty because it can provide equipment,
release time, student research assistants, and a mentoring relationship with an established
researcher.

Students’ undergraduate preparation is greatly enhanced by assisting faculty with
funded research programs, because in addition to learning about the research process, they can
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attend conferences, present papers, and publish. These experiences create students who are
competent and confident in their ability to excel in graduate school.

ASU’s Psychology Department has much to offer new faculty members who are
dedicated to undergraduate education, who take genuine pleasure in helping students fulfill
their academic potential and who want to establish a program of research. Potential applicants
for faculty positions should prepare themselves by serving as graduate teaching assistants for
a variety of courses or obtaining an adjunct faculty position whi