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PREFACE

Tools for Teaching provides new and experienced faculty in all disciplines with
practical, tested strategies for addressing all major aspects of college and univer-
sity teaching, from planning a course through assigning final grades. Graduate
student instructors and teaching assistants will also benefit from the founda-
tional knowledge and research findings described in this book.

This second edition includes twelve new chapters devoted to innovations in
classroom technology and current trends on American campuses. In addition,
all of the chapters from the first edition have been thoroughly revised to incor-
porate recent research on college-level teaching and learning.

Certain assumptions about you, the reader, have guided the design and
organization of this second edition:

* You teach a course that is primarily face-to-face and use technology for admin-
istrative and educational purposes.

* You want to know about specific instructional strategies that faculty mem-
bers have used successfully and that researchers have found to be effective in
developing students’ intellectual and cognitive skills.

* You can figure things out for yourself. Once you are presented with the gist
of a strategy, you can adapt it to your particular circumstances and needs—or
reject it as inappropriate for you and your students.

* You are busy and have little time to read through the burgeoning literature on
teaching and learning. You want to be able to quickly locate information and
appropriate strategies for improving your teaching and students’ learning.

Each chapter contains a brief introduction, a set of general strategies, and

concise descriptions of teaching ideas, supported by research, that instructors
can adapt and try out. The format lends itself to easy and efficient identification

vii
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of major points and to quick reading or browsing. Each chapter can be read
independently of the others, and the chapters can be read in any order.

Many of the suggestions can be readily implemented; others require plan-
ning or modifications in course design. No one instructor could possibly use
even half of the ideas—nor would any instructor want to. Tools for Teachingis truly
a toolbox from which to select and adapt those ideas that match your teaching
style and the needs of your students. Indeed, one of the premises of the book
is that there are no pat answers, quick fixes, or sure-fire recipes for excellent
teaching and optimal learning, only endless ways to improve.

Sources of Tools for Teaching

The information in Tools comes from many sources: the research literature
in higher education on teaching and learning; books published by scholars,
researchers, and faculty development experts on effective educational practices;
articles on pedagogy by college and university faculty; conversations with and
classroom observations of faculty at the University of California, Berkeley; the
Web sites of colleges and universities, especially the resources at teaching.berke-
ley.edu; and local and national listservs devoted to teaching.

I have made every effort to attribute each entry to a published source or
to cite a reference that provides greater detail, although the source cited is not
necessarily the originator of the strategy. Some tools, though, are part of general
lore or reached me without attribution. If I have misinterpreted any findings or
conclusions or if I failed to give appropriate credit, I hope readers will contact
me so that I can make corrections in a future edition.

Though Tools derives from a substantial body of research and theory, the
text focuses on practice. For readers who want to know more about the origin
and testing of the strategies, the end-of-chapter reference lists provide start-
ing points. Those seeking discussions of theory and philosophy, essays on good
teaching, personal reflections about classroom experiences, examination of the
teaching persona, case studies on college teaching, or discipline-specific per-
spectives on teaching will want to look elsewhere to the many excellent books
on these topics. For example, see, among others, Bain’s analysis (2004) of the
teaching practices of nearly one hundred college and university instructors;
Lang’s personal week-by-week guide (2008) aimed at those embarking upon
their first teaching experience; Palmer’s exploration (2007) of a teacher’s inner
landscape and the importance of emotion and spirit in the educational process;
and Kalman (2008) for teaching science and engineering, Showalter (2003) for
teaching literature, or Buskist and Davis (2005) for teaching psychology.


http://teaching.berkeley.edu
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Organization of Tools for Teaching

Tools is designed to be used as a reference book; it is not meant to be read cover
to cover. The twelve parts represent, in a roughly chronological sequence, the
principal teaching responsibilities and activities of college instructors. The table
of contents, index, and internal cross-references should help you locate the mate-
rial you need. The following overview may also help you decide where to begin.

Part One, “Getting Under Way,” addresses planning: designing a new course
or revising an existing one, creating a syllabus, preparing for the first days of
class, and managing classroom conduct and decorum.

Part Two, “Responding to a Changing Student Body,” offers suggestions for
working with students who have disabilities, students from ethnic or cultural
backgrounds different from your own, and older students returning to school.
The last chapter in this part focuses on classes in which students have widely
varying academic skills and abilities.

Part Three, “Discussion Strategies,” provides ideas for leading a productive
discussion, framing challenging questions, and encouraging student participa-
tion, both in class and online.

Part Four, “The Large-Enrollment Course,” explores aspects of the lecture
method: preparing and delivering effective lectures, engaging students and
providing for student participation, and maintaining instructional quality with
limited resources.

Part Five, “Alternatives and Supplements to Lectures and Discussion,” con-
tinues the theme of student participation, looking at the advantages of group
work and ways to involve students in role playing, case studies, games, virtual
worlds, fieldwork, and undergraduate research. Web-based activities are high-
lighted in this part.

Part Six, “Enhancing Students’ Learning and Motivation,” provides research-
based approaches to helping students become more confident, independent,
and self-motivated learners. Informal ways to assess learning and the use of
mobile technologies are also described.

Part Seven, “Strengthening Students’ Writing and Problem-Solving Skills,”
describes how instructors in all departments can help students develop their
writing skills—and how to do so without spending enormous amounts of time
grading and marking students’ papers. This part also offers strategies on design-
ing and grading problem sets.

For many faculty members, testing and grading are among the most difficult
aspects of teaching. Part Eight, “Testing and Grading,” offers pointers on devel-
oping good exams, alleviating students’ test anxieties, implementing various
grading methods, and promoting academic honesty.
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Part Nine, “Presentation Technologies,” explores low-tech media (flipcharts,
chalkboards), audio and video multimedia, and PowerPoint presentations.

Part Ten, “Evaluation to Improve Teaching,” explains how instructors can
gather and interpret information that will help them become better teachers.
This part includes quick methods for getting immediate feedback from students
as well as the use of video recordings, colleague observation, and self-assessment.

Part Eleven, “Teaching Outside the Classroom,” offers ideas on office hours,
electronic communication with students, advising undergraduates, and working
with graduate students as teaching assistants.

Part Twelve, “Finishing Up,” covers end-of-term activities: review sessions,
student ratings, and letters of recommendation.

Suggestions for Using Tools for Teaching

Because each chapter is designed to be read independently, some themes are
mentioned in several chapters, an overlap that I hope will not bother the careful
reader. Readers will also notice that not all the suggestions are compatible: they
represent a variety of strategies from which to choose. As with any new undertak-
ing, it is best to pick one or two activities to start with and add new items to your
repertoire over time.

If you are a new instructor, you may want to begin by looking at Parts One,
Three, and Four (“Getting Under Way,” “Discussion Strategies,” and “The Large-
Enrollment Course”). You could then read the chapters that seem particularly
relevant to your teaching responsibilities and refer to Tools during the term as
different challenges arise (for example, encouraging students to talk during
discussion periods).

If you feel generally comfortable about your teaching but are looking for ways to inject
some excitement into your courses, browse through the book and select topics that
appeal to you. Or start with Part Three (“Discussion Strategies”) and Part Five
(“Alternatives and Supplements to Lectures and Discussion”), both of which
offer ways to actively engage students.

If you already have a sense of the areas you want to improve, read the chapters that
directly relate to those areas.

If you are unsure about your teaching strengths and weaknesses, read Part Ten
(“Evaluation to Improve Teaching”) for suggestions on how to assess your teach-
ing. Once you have identified areas for improvement, scan the table of contents
and the index for the relevant topics.

All instructors can benefit from “Informally Assessing Students’ Learning” (in
Part Six) and “Early Feedback to Improve Teaching and Learning” (in Part Ten),
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which offer suggestions for gauging students’ comprehension of course mate-
rial and for eliciting their opinions of the strengths and weaknesses of your
teaching.

A Request
I would be most grateful for your comments on the ideas and perspectives pre-

sented in Tools. Let me know what you think, and please pass along the good
ideas you use in your own courses (email: barbara@BarbaraGrossDavis.com).
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Designing or Revising
a Course

In designing or revising a course, faculty must consider what material to teach,
how best to teach it, and how to ensure that students are learning what is
being taught. Many instructors, hoping to impart to students everything they
know about a subject, attempt to include far too much material. Indeed, one
of the most difficult steps in planning a course is deciding which topics must
be excluded if the whole is to be manageable. The following suggestions are
designed to help you make decisions about the content of your course, the struc-
ture and sequence of activities and assignments, the identification of learning
outcomes, and the selection of instructional resources.

General Strategies

Let your decisions be guided by what you want your students to accomplish.
Instead of thinking about the topics you want to teach, focus on learning out-
comes: What do you want your students to be able to do after they have studied
the material and completed their assignments? What knowledge, skills, attitudes,
and “habits of mind” do you want your students to acquire during the semester?
(Sources: Diamond, 1998; Fry et al., 2003; Ramsden, 2003; Suskie, 2004)

Apply principles that will enhance students’ learning and intellectual
development. The most important of these principles are discussed in Chapter
29, “Helping Students Learn.” For example, you will want to think about how
to provide your students with opportunities for active learning and for peer
interaction, how to organize and communicate the material, what constitutes
a reasonable workload, and how you and your students will monitor and assess
their progress. (Source: Donnelly and Fitzmaurice, 2005)

Design or revise your course with principles of universal design in mind.
Universal design is based on the premise that barrierfree, inclusive design benefits
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everyone—those with and without disabilities—and thereby eliminates or
reduces the need for assistance and accommodation (see Chapter 6, “Students
with Disabilities”). In college classes, instructors can

® use a variety of instructional methods

¢ offer students multiple ways to demonstrate mastery
* use technology to increase accessibility

* provide options for participation and presentations
® invite students to make their needs known

Aim for alignment of course elements. Alignment means that learning outcomes,
instructional activities, and assessments of student learning are consistent and
reinforce each other. Research shows that learning is improved when there is
alignment among what instructors intend to teach, what they actually teach, and
what they test. (Sources: Whetten, 2007; Wulff, 2005)

Preliminary Information Gathering

When preparing to teach a course for the first time, talk with faculty who have
taught it previously. Ask your colleagues for their syllabus, course Web pages,
instructional resources, list of assignments and papers, and old exams. Find out
about the typical problems their students had with the material and any other
difficulties the instructors encountered. Student evaluations of earlier offerings
will also help you identify strengths and weaknesses of previous classes. If web-
casts or podcasts of the course are available, view them as well.

When preparing a brand new course, review textbooks on the topic and mate-
rials or webcasts from similar courses at other universities. Current textbooks
will give you a sense of the main themes, topics, and issues your course might
address. Reviewing syllabi and webcasts or podcasts will let you see how other
instructors approach the topics. Syllabi for introductory courses are often avail-
able from professional associations; some universities post syllabi online (see, for
example, the MIT OpenCourseWare Web site).

Think about how your course fits into your department’s curriculum and
sequences. Look at the syllabi for prerequisite courses and the courses for which
your course serves as a prerequisite. The former will give you a sense of what
your students will already know, and the latter will help you identify the knowl-
edge and skills that your course is expected to address.
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When revising a course you have taught, assemble all your old materials. You
will want to look at your syllabus, textbooks and readings, handouts, exams,
notes for each class session, and other instructional resources. Review the stu-
dents’ end-of-semester evaluations to remind yourself of the course’s strengths
and weaknesses. Examine your materials in light of students’ comments, new
developments in the field, and your own changing interests.

Consider the characteristics of your students. As you plan your course, think
about your prospective students: What range of knowledge, skills, and attitudes
might they bring to the course? Will they be new to the field, potential majors,
majors, or nonmajors? What courses have they already completed? What precon-
ceptions and misperceptions might they have? Will all or most of your students
be just out of high school, or older and more mature? Will some be part-time
students who have work or family responsibilities? Will they be living on campus
or will they commute?

Identify constraints on the course. Asyou begin to design the course, ask your-
self, How many hours are available for instruction? How many students will be
enrolled? Will you have lab assistants, graduate student instructors, or readers?
What sorts of technology will be available in the classroom? Will there be oppor-
tunities for fieldwork or internships? What barriers or obstacles might detract
from your students’ learning?

Deciding What You Want to Accomplish

Think beyond this semester. Imagine yourself overhearing a group of graduat-
ing seniors who have taken your course and are discussing why it was among
the most valuable courses they had ever taken. What would they be saying about
your course? Or imagine that several of your students will become local or
national power brokers, or that half of them will drop out of school before
graduation. What would you like the legacy of your course to be for these stu-
dents? What will distinguish students who have taken this course from those
who have not? (Sources: Bergquist and Phillips, 1977; Fink, 2003; Wiggins and
McTighe, 2005)

Use taxonomies to help identify a range of learning outcomes. Bloom’s clas-
sic Taxonomy of Educational Objectives (1956) outlines six levels of cognitive processing:
Knowledge, Comprehension, Application, Analysis, Synthesis, and Evaluation.
Although Bloom’s taxonomy oversimplifies how learning occurs, and research
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has not supported its hierarchical structure, it provides a useful starting point for
defining learning outcomes that go beyond the memorization of facts. Applying
new research on learning and cognitive development to Bloom’s taxonomy,
Anderson and Krathwohl (2001) offer a matrix that matches four types of knowl-
edge (Factual, Conceptual, Procedural, and Metacognitive) against each of six
cognitive processes (Remember, Understand, Apply, Analyze, Evaluate, and
Create). In this revised taxonomy, learning progresses from the remembering
of factual knowledge to the creation of new knowledge and the ability to reflect
on one’s own learning.

Fink (2003) developed a taxonomy that takes into account types of learning
not readily apparent in the Bloom taxonomy or revised taxonomy: leadership,
interpersonal skills, ethics, tolerance, and the ability to change. He proposes six
nonhierarchical categories (Foundational Knowledge, Application, Integration,
Human Dimension, Caring, Learning How to Learn). Here’s an example of
a learning outcome from the Human Dimension: “You will be able to inform
and educate others about the role of microbiology in personal and public life;
for example, by educating your roommate about proper ways of cooking a
hamburger.”

Erickson, Peters, and Strommer (2006) have developed a framework that
uses everyday language in four categories: Knowing (memory), Understanding
(ability to recognize), Thinking (applying what one has learned), and Learning
How to Learn. Here’s an example of an outcome from Understanding: “You will
be able to identify which of a list of chemical equations conform to the Law of
Conservation of Mass.”

Another framework (Fry et al., 2003) takes into account research on
deep and surface approaches to learning (See Chapter 29, “Helping Students
Learn”). The first three levels are surface approaches: Increase in Knowledge,
Memorizing, and Acquisition of Procedures. The last two are deep approaches:
Abstraction of Meaning and Understanding Reality. Here’s an example of an
outcome from Abstraction of Meaning: “You will be able to provide a causal
analysis of the seminal historical events that have shaped modern British soci-
ety.” Still another taxonomy (called SOLO and developed by Biggs, 2003) also
has five levels: Prestructural, Unistructural, Multistructural, Relational, and
Extended Abstract. An example of a learning outcome from Relational is “When
shown a graph of severity of asthma attacks by time of a day, you will be able to
advise a patient how to cope with diurnal variation in symptoms.”

Marzano’s taxonomy (2001) articulates six levels of mental processing:
Retrieval, Comprehension, Analysis, Knowledge Utilization, Metacognition,
and Self-System Thinking. Here’s an example of a learning outcome from
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Metacognition: “You will be able to monitor the extent to which you are
effectively carrying out the proper experiments needed to isolate a gene.”

Some two dozen frameworks or taxonomies have been developed to define
domains of learning, development, and cognition. For descriptions of some of
these taxonomies, see Anderson and Krathwohl (2001).

Draft a list of learning outcomes. What do you expect your students to know,
do, demonstrate, or produce as a result of taking the course? Writing down
these learning outcomes will help you (1) clarify what you want your students to
accomplish; (2) determine what will count as evidence of student achievement;
and (3) select appropriate teaching methods, materials, and assignments. At the
start of the semester, you can refer to these learning outcomes when introducing
the course to your students, and your students can use your list to monitor their
progress. (Source: Wiggins and McTighe, 2005)

Identify both content outcomes and content-neutral outcomes. Content out-
comes relate to students’ grasp of the subject matter: “At the end of this course,
you will be able to summarize the key forces affecting the rise of China as an eco-
nomic power.” Content-neutral outcomes relate to cognitive skills, interpersonal
skills, and other outcomes independent of a student’s mastery of course content:
“At the end of this course, you will have learned to work collaboratively with
peers.” For each outcome, think about what constitutes acceptable performance
and how your students will demonstrate that they have achieved the outcome.
(Source: Fuhrmann and Grasha, 1983)

When writing learning outcomes, use clear language and everyday words.
Express your learning outcomes in the second person (“you”), rather than the
third person (“each student” or “the students”), and in the future tense: “When
shown an electrocardiogram, you will be able to identify the duration, ampli-
tude, and morphology of the QRS complex.”

Fry, Ketteridge, and Marshall (2003) and Race (2007) offer other useful tips:

® Describe the learning that will result from an activity. Instead of “You will
read one journal article on trade flows,” write “You will be able to apply the
analysis presented in a journal article on trade flows, and predict the effects
that higher commodity prices will have on the U.S. trade deficit.”

® Favor precise terms (critique, define, distinguish among, argue, identify, solve, pre-
dict) over vague ones (understand, know, appreciate, become familiar with).

* Drop trivial items from your list; help students focus on the most important
learning outcomes.
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¢ Think ahead to assessment. As you draft each learning outcome, ask yourself
how you will measure how well a student has achieved the outcome.

* Recognize that some educational aspirations cannot be evaluated with cer-
tainty: aesthetic appreciation or creativity, for example (Toohey, 1999).

Reduce your preliminary list of learning outcomes to a realistic set. Take into
consideration the different abilities, interests, and expectations of your students
and the amount of time available for class instruction. How many outcomes can
your students reasonably achieve during your course? (Source: Lowman, 1995)

Anticipate students’ questions about learning outcomes. Students may want to
know why a particular learning outcome is being addressed or the importance
of an outcome. When your students understand the short-term and long-term
benefits of acquiring a particular skill or competency, they are more likely to try
to achieve it. To reinforce the importance of learning outcomes, mention them
throughout the course. (Source: Race, 2007)

Defining and Limiting Course Content

Review your preliminary list of topics and toss the excess baggage. Designing
a course is somewhat like packing for a long trip. First, list everything that you
feel might be important for students to know, just as you might pull out armloads
of clothes and personal items for a trip. Then severely pare down the topics you
have listed, just as you would limit yourself to whatever will fit in one or two suit-
cases. Research shows that including too much detail or too many topics inter-
feres with students’ efforts to learn the material. (Source: Bransford et al., 2000)

Distinguish between essential and optional material. Divide the course con-
cepts or topics into three groups: basic material that should be mastered by every
student, recommended material that should be mastered by every student who
is seeking a good knowledge of the subject, and optional material that should
be mastered by students with special interests and aptitudes. Course sessions
and exams should focus on the basic topics. Recommended and optional topics,
labeled as such for students, can be included in class sessions, supplementary
materials and resources, and readings.

Draw a concept map. To help you determine which topics are most important,
you can create a concept map, a chart that captures the central, major, and minor
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concepts and the relationships among them. To draw a concept map, follow
these steps:

* Write down all the ideas that seem important in the course.

® Reduce your list by circling the ideas that are most important.

* Write each of the circled concepts on a sticky note.

¢ Sort the sticky notes into meaningful clusters or groups.

¢ Name each cluster, and write each name on a sticky note.

¢ Arrange the cluster names (key concepts) in a way that is meaningful to you.

(Sources: Amundsen et al., 2004; Donald, 2002)

Emphasize the core concepts. For example, in engineering, as one professor
points out, there are thousands of formulas, but all of them are variations on a
small set of basic ideas or theories. In a single course, students might encounter
a thousand equations. Rote memorization is futile because no one can remem-
ber that many equations. Instead, the instructor repeatedly emphasizes the fun-
damentals by showing students how the thousand equations are embedded in
a dozen basic ones.

Focus on the “big idea.” A big idea is a concept, theme, theory, issue, underly-
ing assumption, or critical principle that gives meaning to an array of discrete
facts, topics, inquiries, or issues. In different fields, examples of big ideas are the
challenge of defining justice, the distinction between the letter and the spirit of
the law, adaptation, and the need for communicators to focus on audience and
purpose. (Source: Wiggins and McTighe, 2005)

Stress the classic issues, or the most enduring values or truths. Often the most
interesting issues and themes for undergraduates are those that first attracted
you to the discipline. You might also focus on the most critical skills or ideas,
and drop the rest. Or give special attention to important ideas that are usually
hard for students to understand. (Source: McManus, 2005)

Limit course content to five types of information. When reducing your prelimi-
nary list of topics, limit yourself to

1. key points and general themes
2. especially hard-to-understand material
3. important material that is not addressed in the readings or elsewhere
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4. examples and illustrations
5. material of high interest to students

(Source: Wankat and Oreovicz, 1998)

Include multiple perspectives and scholarship. A unit on the impact of World
War II on the American economy, for example, could address the views and
experiences of different ethnic and income groups. See Chapter 5, “Diversity
and Inclusion in the Classroom.”

Select a manageable number of course topics. Experienced instructional
designers recommend four to seven topics or issues for a semester-long intro-
ductory class. For example, in an introductory biology class, the principal
topics might be (1) molecules, cells, and tissues, (2) cellular communication
and hormone action, (3) human reproduction, (4) stem cells and human
development, (5) the physiology of organ systems, and (6) organ dysfunc-
tion and disease.

Structuring the Course

Devise a logical arrangement for the course content. Material can be arranged
chronologically, by topic or category, from concrete to abstract or vice versa,
from theory to application or vice versa, or by increasing level of skill or com-
plexity. Here are some other organizing principles (Bergquist and Phillips,
1977, pp. 146-149):

Micro/macro: Begin by describing a large complex phenomenon (macro
perspective) or by offering a detailed analysis of one aspect of the
phenomenon (micro perspective). Establish a broad general base of
knowledge and information (macro), or focus on a specific event or
concern (micro).

Distal/proximal: Begin by presenting an immediate, urgent problem
(proximal perspective) or by describing a phenomenon’s origins,
heritage, or context (distal perspective). Begin by discussing the
relevance of a topic (proximal) or by presenting a historical or
theoretical perspective (distal).

Phenomenon/structure: Emphasize description and analysis of unique and sig-
nificant events, people, or ideas (phenomenon) or emphasize description
and analysis of theories, themes, and universal applications (structure).
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Stark (2000) and Toohey (1999) offer additional patterns for ordering
topics:

* how ideas have evolved chronologically

* how relationships occur in the real world

¢ how students will use the information in social, personal, or career settings

* how major concepts and relationships are organized in the discipline

* how students develop competencies (from prerequisite to novice to expert
skill sets)

* how knowledge has been created in the field

Keep in mind that a structure that seems logical and clear to you (an expert)
may not be the best way for a student (a novice) to learn the material (Ramsden,
2003). From a student’s point of view, it may be preferable to begin the course with
a topic that will generate confidence and interest in the material. Students tend to
be more motivated to work hard when they succeed at the beginning of the term
and when they can relate the new material to something they already know.

Create a schedule. List all class meetings, accounting for university holidays,
major religious holidays, breaks, and any college events that may preempt
classes. Write in tentative topics and dates for exams. Keep in mind the rhythm
of the term, and leave open at least part of the class before each exam to
allow for catch-up or review. Allow extra time for complex or difficult topics.
Schedule time during the middle of the semester for quick student evalua-
tions of the course (see Chapter 52, “Early Feedback to Improve Teaching
and Learning”). Also give special consideration to the first days of class (see
Chapter 3, “The First Days of Class”), the meetings right before exams, and
the last week of class (see Chapter 59, “The Last Days of Class”). You will
want to include this schedule in your course syllabus (see Chapter 2, “The
Comprehensive Course Syllabus”).

Select instructional methods for each class meeting. Instead of asking, “What
will I do at each session?” focus on what you want your students to be doing,
thinking, or feeling. Look at your learning outcomes and identify suitable class-
room activities. (Activities discussed in different sections of this book include
lectures, small-group discussions, independent work, simulations, debates, case
studies, role-playing, and demonstrations.) For each topic, decide how you will
introduce the material, present new concepts, have students apply what they
have learned, and assess whether students can put into practice what they have
learned. (Source: Bligh, 2000)
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Design in-class and homework assignments. See Chapter 35, “Designing

Effective Writing Assignments”; Chapter 37, “Homework: Problem Sets”; Chapter
21, “Learning in Groups”; and other chapters.

Selecting Textbooks, Readings, and Course Materials

Choose textbooks and reading assignments that reflect your learning
outcomes. McKeachie and Svinicki (2006) recommend that instructors select
textbooks that generally match their own approach to the material. Students can
be annoyed or confused if you repeatedly disagree with the text, and some will
wonder why they were required to buy and read such an unsatisfactory book. To
expose students to a range of perspectives, you can assign articles and shorter texts
that espouse different points of view. And to help students understand that the
textbook is not a final authority on a topic, you can pose occasional counterargu-
ments and other interpretations. (Source: National Research Council, 1997)

Avoid requiring students to purchase a textbook you have authored.
Although it may arguably be the best resource available, the fact that an instruc-
tor stands to benefit financially can be alienating to students, especially if the
textbook is expensive, and can be seen as a real or perceived conflict of interest.
If you decide to require students to purchase your textbook, consider making
a contribution of the royalties to your financial aid office or other campus pro-
gram or service.

Consider a range of criteria in selecting textbooks. If several textbooks are
appropriate to your course, use the following criteria to select among them
(adapted from Dake, 2007; Forsyth, 2003; Lowman, 1995; National Research
Council, 1997; Robinson, 1994):

® content: accuracy, currency, coherence, and clarity

* scope and sequence of topics (organization of material)

¢ Jevel of difficulty and interest for students (challenging but not too difficult)

® conceptual orientation and approach to the subject matter

® availability of alternative media formats for students with disabilities

® quality of writing

® pedagogical design (clear headings and subheadings, chapter previews and
summaries, review questions, glossaries, and so on)

® cost (paperback instead of hardback; a less expensive book if it is of compa-
rable quality)



