






































https://uwindsor.teamdynamix.com/TDClient/Home/
http://apps.medialab.uwindsor.ca/ctl/bbproject/index.html
mailto:bbconsults@uwindsor.ca


http://www.uwindsor.ca/policies
http://www.uwindsor.ca/policies
http://www.uwindsor.ca/156/lots-student-support-services
http://www1.uwindsor.ca/ctl/








http://www.uwindsor.ca/faculty/recruitment/302/early-career-faculty-resources








































https://www.chronicle.com/article/10-Tips-for-Successful-Grant/242535?cid=wcontentgrid_hp_9
https://www.chronicle.com/article/10-Common-Grant-Writing/242150?cid=rclink
http://duckofminerva.com/2015/03/how-to-hire-and-work-effectively-with-a-research-assistant.html
https://www.hhmi.org/developing-scientists/making-right-moves
https://www.hhmi.org/developing-scientists/making-right-moves


https://tomprof.stanford.edu/posting/194
https://serc.carleton.edu/NAGTWorkshops/earlycareer/tenure/strategic_approach.html
https://serc.carleton.edu/NAGTWorkshops/earlycareer/tenure/chart.html
https://www.elsevier.com/connect/tips-for-success-on-your-path-to-tenure
https://www.elsevier.com/connect/tips-for-success-on-your-path-to-tenure


https://chroniclevitae.com/news/1924-the-professor-is-in-4-steps-to-a-strong-tenure-file
https://www.facultyfocus.com/articles/faculty-evaluation/top-10-strategies-for-preparing-the-annual-tenure-and-promotion-dossier/
https://www.facultyfocus.com/articles/faculty-evaluation/top-10-strategies-for-preparing-the-annual-tenure-and-promotion-dossier/
https://www.researchgate.net/publication/288081916_How_to_prepare_new_courses_while_keeping_your_sanity
https://www.researchgate.net/publication/288081916_How_to_prepare_new_courses_while_keeping_your_sanity
https://doi.org/10.1371/journal.pcbi.1000358


http://www.uwindsor.ca/50newprofs/298/internal-grants-university-windsor
http://www.uwindsor.ca/research-innovation-services/
http://cleo.uwindsor.ca/oris/workshops/10/
http://cleo.uwindsor.ca/oris/workshops/
http://ctl.uwindsor.ca/events-and-courses
http://ctl.uwindsor.ca/links
http://ctl.uwindsor.ca/teaching-and-learning-resources
http://ctl.uwindsor.ca/teaching-and-learning-resources


http://www1.uwindsor.ca/ctl/curriculum-mapping
http://www1.uwindsor.ca/ctl/gata
https://www.uwindsor.ca/graduate/
http://www1.uwindsor.ca/ctl/
http://leddy.uwindsor.ca/faculty-liaison
http://leddy.uwindsor.ca/adc
http://leddy.uwindsor.ca/information-literacy-and-instruction
http://leddy.uwindsor.ca/information-literacy-and-instruction
http://leddy.uwindsor.ca/copyright


http://www.universityaffairs.ca/features/feature-article/survival-manual-for-new-faculty/




























































Hands-on Technology: Students use technology such as simulation programs to get a deeper 
understanding of course concepts. For instance, students might use simulation software 
to design a simple device or use a statistical package for regression analysis. 

Interactive Lecture: Instructor breaks up the lecture at least once per class for an activity that 
lets all students work directly with the material. Students might observe and interpret 
features of images, interpret graphs, make calculation and estimates, etc. 

Active Review Sessions (Games or Simulations): The instructor poses questions and the 
students work on them in groups or individually. Students are asked to show their 
responses to the class and discuss any differences. 

Role Playing: Here students are asked to "act out" a part or a position to get a better idea of 
the concepts and theories being discussed. Roleplaying exercises can range from the 
simple to the complex. 

Jigsaw Discussion: In this technique, a general topic is divided into smaller, interrelated pieces 
(e.g., a puzzle is divided into pieces). Each member of a team is assigned to read and 
become an expert on a different topic. After each person has become an expert on their 
piece of the puzzle, they teach the other team members about that puzzle piece. Finally, 
after each person has finished teaching, the puzzle has been reassembled, and everyone 
on the team knows something important about every piece of the puzzle. 

Inquiry Learning: Students use an investigative process to discover concepts for themselves. 
After the instructor identifies an idea or concept for mastery, a question is posed that 
asks students to make observations, pose hypotheses, and speculate on conclusions. 
Then students share their thoughts and tie the activity back to the main idea/concept. 

Forum Theater: Use theater to depict a situation and then have students enter into the sketch 
to act out possible solutions. Students watching a sketch on dysfunctional teams, might 
brainstorm possible suggestions for how to improve the team environment. Ask for 
volunteers to act out the updated scene. 

Experiential Learning: Plan site visits that allow students to see and experience applications of 
theories and concepts discussed in the class. 

Sources 
Active learning. (n.d.). Retrieved September 1, 2005, from University of California at Davis, 

Teaching Resources Center Web site: 
http://trc.ucdavis.edu/trc/ta/tatips/activelearning.pdf 

Bonwell, C.C. (1996). Enhancing the lecture: Revitalizing a traditional format. In T.E. Sutherland, 
C.C. & Bonwell (Eds.), Using active learning in college classes: A range of options for
faulty. (pp.31-44). San Francisco: Jossey-Bass Publishers.

Felder, R.M., & Brent, R. (1994). Cooperative learning in technical courses: Procedures, pitfalls, 
and payoffs. (ERIC Document Reproduction Service, No. ED 377038). 

McKeachie, W.J. (2005). How to make lectures more effective. In Teaching tips: Strategies, 
research, and theory for college and university teachers (11th ed.) (pp. 52-68). New York: 
Houghton Mifflin Co. Paulson, D.R., & Faust, J.L. (n.d.). Active learning for the college 
classroom. Retrieved September 1, 2005, from California State University, L.A. Web site: 
http://www.calstatela.edu/dept/chem/chem2/Active/ 
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Preparing an Active Lesson 

Including the following components produces a standard well-structured and active Lesson. 

1. Motivation,
Bridge or Hook

Catches the students’ attention and motivates them. Why should they care? 
Some strategies: 

 Tell a story connected  with the lesson topic

 Pose a provocative question linked to a current topic or the listeners personal life

 Offer a startling statement or unusual fact, or intriguing demonstration

 Link to something they know or can relate to,  to the material already studied or to future learning

2. Outcome

“Tell them what you 
are going to teach 
them” 

By the end of the session what should students know, value or be able to do?  What message 
do you want them to take away? Make this very simple and clear. 
E.g. By the end of this instructional session successful students should be able to

 Explain a particular model or system  Apply a particular theory

 Solve a particular type of equation  Analyse something

3. Pre-
Assessment

What prior knowledge do the student possess regarding your topic? 
Some strategies: 

 Ask a question and ask for a show of hands. E.g, “How many of you are familiar with the term
“cognitive dissonance”. This can help you refine the level you pitch your talk for the audience.
Depending on the response you can provide definitions, simplify, or proceed at a higher level.

 Use a minute paper to write answer to 1-2 questions.

 Post answers online in advance of class.

4. Participatory
Learning/

Teaching 
Active Lecturing 

“Tell them/involve 
them/teach them” 

Engage your students in learning. Use active teaching/learning methods.  Consider visuals, 
graphs, video clips, audio-clips to engage your audience. Some strategies: 

 Pose a question for the students to consider, or on which to respond briefly in their notes. E.g.,Given
the conditions I have outlined, what might you predict in this case?

 Small group discussion

 Pauses in lectures for think-pair-share or small group discussion.

 Student reflection, role plays, case studies, scenarios, simulations.

 When using visuals, explain what the audience is looking at, what you want them to notice in the visual,
and what conclusion you wish to draw.  E.g., As you can see from this X-ray of the …”

 When using graphs, explain what data is measured on the x and y axis. Do not assume the pattern or
conclusions are obvious to students, that the students can see small print, or assume they can interpret
the visual as you intend.

5. Summary/

Closure / 

Connection to 
Overall Course 

“Tell them what you 
taught them” 

Wraps things up, provides closure or indicates next steps. 
This is an important step. It does not need to be fancy or dramatic, but communicates a polished well 
prepared talk.  
Some strategies: 

 Content review. (E.g., “In conclusion, we have examined X, the applications, and limitations of X.”)

 Summarize main points, or the learning outcomes.

 Ask for feedback.

 Put current session in context of the series or purpose of the talk or seminar series. “So we have looked
at topics A, B and C, three important recent developments in the field of the Alphabet.”

 Thank students for their attention, participation, insights, involvement…etc.

6. Post-
Assessment

What did audiences take from your presentation?  Were your desired outcomes met? 
This can be difficult to determine in a single presentation, but it is possible.  
 Questions asked.  Are there many questions asking for clarification of small points?

 Can participants do something or answer questions that show they have learned?

 This might sometimes be done after class in homework, tests or other assessments.
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First-Year Seminars and Experiences
Many schools now build into the curriculum first-year seminars or 
other programs that bring small groups of students together with 
faculty or staff on a regular basis. The highest-quality first-year 
experiences place a strong emphasis on critical inquiry, frequent 
writing, information literacy, collaborative learning, and other skills 
that develop students’ intellectual and practical competencies. 
First-year seminars can also involve students with cutting-edge 
questions in scholarship and with faculty members’ own research. 

Common Intellectual Experiences
The older idea of a “core” curriculum has evolved into a variety of 
modern forms, such as a set of required common courses or a 
vertically organized general education program that includes advanced 
integrative studies and/or required participation in a learning 
community (see below). These programs often combine broad 
themes—e.g., technology and society, global interdependence—with a 
variety of curricular and cocurricular options for students.

Learning Communities 
The key goals for learning communities are to encourage integration 
of learning across courses and to involve students with “big questions” 
that matter beyond the classroom. Students take two or more linked 
courses as a group and work closely with one another and with their 
professors. Many learning communities explore a common topic and/
or common readings through the lenses of different disciplines. Some 
deliberately link “liberal arts” and “professional courses”; others feature 
service learning.

Writing-Intensive Courses 
These courses emphasize writing at all levels of instruction and across 
the curriculum, including final-year projects. Students are encouraged 
to produce and revise various forms of writing for different audiences 
in different disciplines. The effectiveness of this repeated practice 
“across the curriculum” has led to parallel efforts in such areas as 
quantitative reasoning, oral communication, information literacy, and, 
on some campuses, ethical inquiry.

Collaborative Assignments and Projects 
Collaborative learning combines two key goals: learning to work and 
solve problems in the company of others, and sharpening one’s own 
understanding by listening seriously to the insights of others, 
especially those with different backgrounds and life experiences. 
Approaches range from study groups within a course, to team-based 
assignments and writing, to cooperative projects and research. 

Undergraduate Research
Many colleges and universities are now providing research experiences 
for students in all disciplines. Undergraduate research, however, has been 
most prominently used in science disciplines. With strong support from 
the National Science Foundation and the research community, scientists 
are reshaping their courses to connect key concepts and questions with 
students’ early and active involvement in systematic investigation and 
research. The goal is to involve students with actively contested questions, 
empirical observation, cutting-edge technologies, and the sense of 
excitement that comes from working to answer important questions. 

Diversity/Global Learning
Many colleges and universities now emphasize courses and programs 
that help students explore cultures, life experiences, and worldviews 
different from their own. These studies—which may address U.S. 
diversity, world cultures, or both—often explore “difficult differences” 
such as racial, ethnic, and gender inequality, or continuing struggles 
around the globe for human rights, freedom, and power. Frequently, 
intercultural studies are augmented by experiential learning in the 
community and/or by study abroad.

Service Learning, Community-Based Learning 
In these programs, field-based “experiential learning” with 
community partners is an instructional strategy—and often a required 
part of the course. The idea is to give students direct experience with 
issues they are studying in the curriculum and with ongoing efforts to 
analyze and solve problems in the community. A key element in these 
programs is the opportunity students have to both apply what they are 
learning in real-world settings and reflect in a classroom setting on 
their service experiences. These programs model the idea that giving 
something back to the community is an important college outcome, 
and that working with community partners is good preparation for 
citizenship, work, and life.

Internships
Internships are another increasingly common form of experiential 
learning. The idea is to provide students with direct experience in a 
work setting—usually related to their career interests—and to give 
them the benefit of supervision and coaching from professionals in 
the field. If the internship is taken for course credit, students complete 
a project or paper that is approved by a faculty member.

Capstone Courses and Projects
Whether they’re called “senior capstones” or some other name, these 
culminating experiences require students nearing the end of their 
college years to create a project of some sort that integrates and 
applies what they’ve learned. The project might be a research paper, a 
performance, a portfolio of “best work,” or an exhibit of artwork. 
Capstones are offered both in departmental programs and, increasingly, 
in general education as well. 

High-Impact Educational Practices
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Table 2
Relationships between Selected High-Impact Activities and 
Clusters of Effective Educational Practices

Table 1
Relationships between Selected High-Impact Activities, Deep 
Learning, and Self-Reported Gains

Source: Ensuring Quality & Taking High-Impact Practices to Scale by George D. Kuh and Ken O’Donnell, with Case Studies by Sally 
Reed. (Washington, DC: AAC&U, 2013). For information and more resources and research from LEAP, see www.aacu.org/leap.

Deep 
Learning

Gains: 
General

Gains: 
Personal

Gains: 
Practical

First-Year
Learning Communities +++ ++ ++ ++

Service Learning +++ ++ +++ +++

Senior
Study Abroad ++ + + ++

Student–Faculty Research +++ ++ ++ ++
Internships ++ ++ ++ ++

Service Learning +++ ++ +++ +++
Senior Culminating Experience +++ ++ ++ ++

+ p<0.001,  ++ p<0.001 & Unstd B > 0.10,  +++ p<0.001 & Unstd B > 0.30

Level of 
Academic 
Challenge

Active and 
Collaborative 
Learning

Student– 
Faculty 
Interaction

Supportive 
Campus 
Environment

First-Year
Learning Communities +++ +++ +++ ++

Service Learning +++ +++ +++ +++

Senior
Study Abroad ++ ++ ++ ++

Student–Faculty Research +++ +++ +++ ++
Internships ++ +++ +++ ++

Service Learning +++ +++ +++ +++

Senior Culminating Experience ++ +++ +++ ++

+ p<0.001,  ++ p<0.001 & Unstd B > 0.10,  +++ p<0.001 & Unstd B > 0.30
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Seven Principles for Good Practice in Undergraduate Education

by 

Arthur W. Chickering and Zelda F. Gamson 

Summary 

Following is a brief summary of the Seven principles for Good Practice in Undergraduate Education as 
compiled in a study supported by the American Association of Higher Education, the Education Commission 
of the States, and The Johnson Foundation. 

1. Good Practice Encourages Student-Faculty Contact

Frequent student-faculty contact in and out of classes is the most important factor in student motivation and 
involvement. Faculty concern helps students get through rough times and keep on working. Knowing a few 
faculty members well enhances students' intellectual commitment and encourages them to think about their 
own values and future plans.  

2. Good Practice Encourages Cooperation among Students

Learning is enhanced when it is more like a team effort than a solo race. Good learning, like good work, is 
collaborative and social, not competitive and isolated. Working with others often increases involvement in 
learning. Sharing one's own ideas and responding to others' reactions improves thinking and deepens 
understanding. 

3. Good Practice Encourages Active Learning

Learning is not a spectator sport. Students do not learn much just sitting in classes listening to teachers, 
memorizing pre-packaged assignments, and spitting out answers. They must talk about what they are 
learning, write about it, relate it to past experiences, and apply it to their daily lives. They must make what 
they learn part of themselves. 

4. Good Practice Gives Prompt Feedback

Knowing what you know and don't know focuses learning. Students need appropriate feedback on 
performance to benefit from courses. In getting started, students need help in assessing existing knowledge 
and competence. 

In classes, students need frequent opportunities to perform and receive suggestions for improvement. At 
various points during college, and at the end, students need chances to reflect on what they have learned, 
what they still need to know, and how to assess themselves. 

5. Good Practice Emphasizes Time on Task

Time plus energy equals learning. There is no substitute for time on task. Learning to use one's time well is 
critical for students and professionals alike. Students need help in learning effective  
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time management. Allocating realistic amounts of time means effective learning for students and effective 
teaching for faculty. How an institution defines time expectations for students, faculty, administrators, and 
other professional staff can establish the basis for high performance for all. 

6. Good Practice Communicates High Expectations

Expect more and you will get it. High Expectations are important for everyone - for the poorly prepared, for 
those unwilling to  

exert themselves, and for the bright and well motivated. Expecting students to perform well becomes a self-
fulfilling prophecy when teachers and institutions hold high expectations of themselves and make extra 
efforts. 

7. Good Practice Respects Diverse Talents and Ways of Learning

There are many roads to learning. People bring different talents and styles of learning to college. Brilliant 
students in the seminar room may be all thumbs in the lab or art studio. Students rich in hands-on 
experience may not do so well with theory. Students need the opportunity to show their talents and learn in 
ways that work for them. Then they can be pushed to learning in new ways that do not come so easily.  

Reprinted with permission from the AAHE Bulletin, March 1987 

Apathetic students, illiterate graduates, incompetent teaching, impersonal campuses - so rolls the drum fire 
of criticism of higher education. 

More than two years of reports have spelled out the problems. States have been quick to respond by holding 
out carrots and beating with sticks. There are neither enough carrots nor enough sticks to improve 
undergraduate education without the commitment and action of students and faculty members. They are the 
precious resources on whom the improvement of undergraduate education depends. But how can students 
and faculty members improve undergraduate education? Many campuses around the country are asking this 
question. To provide a focus for their work, we offer seven principles based on research on good teaching 
and learning in colleges and universities. 

Good practice in undergraduate education: 

1. Encourages student-faculty contact.
2. Encourages cooperation among students.
3. Encourages active learning.
4. Gives prompt feedback.
5. Emphasizes time on task.
6. Communicates high expectations.
7. Respects diverse talents and ways of learning.

We can do it ourselves - with a little bit of help.... 

A Focus for Improvement 

These seven principles are not ten commandments shrunk to a twentieth century attention span. They are 
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intended as guidelines for faculty members, students, and administrators - with support from state agencies 
and trustees - to improve teaching and learning. These principles seem like good common sense, and they 
are - because many teachers and students have experienced them and because research supports them. 
They rest on 50 years of research on the way teachers teach and students learn, how students work and 
play with one another, and how students and faculty talk to each other. 

While each practice can stand on its own, when all are present, their effects multiply. Together, they employ 
six powerful forces in education:  

l Activity  
l Diversity  
l Interaction  
l Cooperation  
l Expectations  
l Responsibility 

Good practices hold as much meaning for professional programs as for the liberal arts. They work for many 
different kinds of students - white, black, Hispanic, Asian, rich, poor, older, younger, male, female, well-
prepared, under prepared. 

But the ways different institutions implement good practice depends very much on their students and their 
circumstances. In what follows, we describe several different approaches to good practice that have been 
used in different kinds of settings in the last few years. In addition, the powerful implications of these 
principles for the way states fund and govern higher education and for the way institutions are run are 
discussed briefly at the end. 

As faculty members, academic administrators, and student personnel staff, we have spent most of our 
working lives trying to understand our students, our colleagues, our institutions, and ourselves. We have 
conducted research on higher education with dedicated colleagues in a wide range of schools in this 
country. We draw the implications of this research for practice, hoping to help us all do better. 

We address the teacher's how, not the subject-matter what, of good practice in undergraduate education. 
We recognize that content and pedagogy are present, their effects multiply. Together, they employ six 
powerful forces in education: 

Activity Diversity Interaction Cooperation Expectations Responsibility 

Good practices hold as much meaning for professional programs as for the liberal arts. They work for many 
different kinds of students - white, black, Hispanic, Asian, rich, poor, older, younger, male, female, well-
prepared, under prepared. But the ways different institutions implement good practice depends very much 
on their students and their circumstances. In what follows, we describe several different approaches to good 
practice that have been used in different kinds of settings in the last few years. In addition, the powerful 
implications of these principles for the way states fund and govern higher education and for the way 
institutions are run are discussed briefly at the end. 

As faculty members, academic administrators, and student personnel staff, we have spent most of our 
working lives trying to understand our students, our colleagues, our institutions, and ourselves. We have 
conducted research on higher education with dedicated colleagues in a wide range of schools in this 
country. We draw the implications of this research for practice, hoping to help us all do better. 
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We address the teacher's how, not the subject-matter what, of good practice in undergraduate education. 
We recognize that content and pedagogy interact in complex ways. We are also aware that there is much 
healthy ferment within and among the disciplines. What is taught, after all, is at least as important as how it 
is taught. In contrast to the long history of research in teaching and learning, there is little research on the 
college curriculum. We cannot, therefore, make responsible recommendations about the content of good 
undergraduate education. That work is yet to be done. 

This much we can say: An undergraduate education should prepare students to understand and deal 
intelligently with modern life. What better place to start but in the classroom and on our campuses? What 
better time than now? 

Prepared with the assistance of Alexander W. Astin, Howard Bowen, Carol M. Boyer, K. Patricia Cross, 
Kenneth Eble, Russell Edgerton, Jerry Gaff, Joseph Katz, C. Robert Pace, Marvin W. Peterson, and Richard 
C. Richardson, Jr.

This work was co-sponsored by the American Association for Higher Education and the Education 
Commission of the States. The Johnson Foundation supported a meeting for the authors at Wingspread in 
Racine, Wisconsin. 

1. Encourages Student-Faculty Contact

Frequent student-faculty contact in and out of classes is the most important factor in student motivation and 
involvement. Faculty concern helps students get through rough times and keep on working. Knowing a few 
faculty members well enhances students' intellectual commitment and encourages them to think about their 
own values and future plans. 

Some examples: Freshmen seminars on important topics, taught by senior faculty members, establish an 
early connection between students and faculty in many colleges and universities. 

In the Saint Joseph's College core curriculum, faculty members who lead discussion groups in courses 
outside their fields of specialization model for students what it means to be a learner. In the Undergraduate 
Research Opportunities Program at the Massachusetts Institute of Technology, three out of four 
undergraduates have joined three-quarters of the faculty in recent years as junior research colleagues. At 
Sinclair Community College, students in the "College Without Walls" program have pursued studies through 
learning contracts. Each student has created a "resource group," which includes a faculty member, a 
student peer, and two "community resource" faculty members. This group then provides support and 
assures quality. 

2. Encourages Cooperation

Learning is enhanced when it is more like a team effort than a solo race. Good learning, like good work, is 
collaborative and social, not competitive and isolated. Working with others often increases involvement in 
learning. Sharing one's own ideas and responding to others' reactions sharpens thinking and deepens 
understanding. 

Some examples: Even in large lecture classes, students can learn from one another. Learning groups are a 
common practice. Students are assigned to a group of five to seven other students who meet regularly 
during class throughout the term to solve problems set by the instructor. Many colleges use peer tutors for 
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students who need special help. 

Learning communities are another popular way of getting students to work together. Students involved in 
SUNY at Stony Brook's Federated Learning Communities can take several courses together. The courses, 
on topics related to a common theme like science, technology, and human values, are from different 
disciplines. Faculty teaching the courses coordinate their activities while another faculty member, called a 
"master learner," takes the courses with the students. Under the direction of the master learner, students run 
a seminar which helps them integrate ideas from the separate courses. 

3. Encourages Active Learning

Learning is not a spectator sport. Students do not learn much just by sitting in classes listening to teachers, 
memorizing pre-packaged assignments, and spitting out answers. They must talk about what they are 
learning, write about it, relate it to past experiences, apply it to their daily lives. They must make what they 
learn part of themselves. 

Some examples: Active learning is encouraged in classes that use structured exercises, challenging 
discussions, team projects, and peer critiques. Active learning can also occur outside the classroom. There 
are thousands of internships, independent study opportunities, and cooperative job programs across the 
country in all kinds of colleges and universities, in all kinds of fields, for all kinds of students. Students also 
can help design and teach courses or parts of courses. At Brown University, faculty members and students 
have designed new courses on contemporary issues and universal themes; the students then help the 
professors as teaching assistants. At the State University of New York at Cortland, beginning students in a 
general chemistry lab have worked in small groups to design lab procedures rather than repeat pre-
structured exercises. At the University of Michigan's Residential College, teams of students periodically work 
with faculty members on a long-term original research project in the social sciences. 

4. Gives Prompt Feedback

Knowing what you know and don't know focuses learning. Students need appropriate feedback on 
performance to benefit from courses. When getting started, students need help in assessing existing 
knowledge and competence. In classes, students need frequent opportunities to perform and receive 
suggestions for improvement. At various points during college, and at the end, students need chances to 
reflect on what they have learned, what they still need to know, and how to assess themselves. 

Some examples: No feedback can occur without assessment. But assessment without timely feedback 
contributes little to learning. 

Colleges assess students as they enter in order to guide them in planning their studies. In addition to the 
feedback they receive from course instructors, students in many colleges and universities receive 
counseling periodically on their progress and future plans. At Bronx Community College, students with poor 
academic preparation have been carefully tested and given special tutorials to prepare them to take 
introductory courses. They are then advised about the introductory courses to take, given the level of their 
academic skills. 

Adults can receive assessment of their learning from work and other life experiences at many colleges and 
universities through a portfolio process or through standardized tests; these provide the basis for sessions 
with advisors. 

Alverno College requires that students develop high levels of performance in eight general abilities such as 
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analytic, valuing, and communication skills. Performance is assessed and then discussed with students at 
each level of each ability in a variety of ways and by a variety of assessors. 

In writing courses across the country, students are learning, through detailed feedback from instructors and 
fellow students, to revise and rewrite drafts. They learn, in the process, that feedback is central to learning 
and improving performance.  

5. Emphasizes Time on Task

Time plus energy equals learning. There is no substitute for time on task. Learning to use one's time well is 
critical for students and professionals alike. Students need help in learning effective time management. 
Allocating realistic amounts of time means effective learning for students and effective teaching for faculty. 
How an institution defines time expectations for students, faculty, administrators, and other professional staff 
can establish the basis for high performance for all. 

Some examples- Mastery learning, contract learning, and computer assisted instruction require that students 
spend adequate amounts of time on learning. Extended periods of preparation for college also give students 
more time on task. Matteo Ricci College is known for its efforts to guide high school students from the ninth 
grade to a B.A. in six years through a curriculum taught jointly by faculty at Seattle Preparatory School and 
Seattle University. Providing students with opportunities to integrate their studies into the rest of their lives 
helps them use time well. 

Workshops, intensive residential programs, combinations of televised instruction, correspondence study, 
and learning centers are all being used in a variety of institutions, especially those with many part-time 
students. Weekend colleges and summer residential programs, courses offered at work sites and 
community centers, clusters of courses on related topics taught in the same time block, and double-credit 
courses make more time for learning. At Empire State College, for example, students design degree 
programs organized in manageable time blocks; students may take courses at nearby institutions, pursue 
independent study, or work with faculty and other students at Empire State learning centers.  

6. Communicates High Expectations

Expect more and you will get more. High expectations are important for everyone - for the poorly prepared, 
for those unwilling to exert themselves, and for the bright and well motivated. Expecting students to perform 
well becomes a self-fulfilling prophecy when teachers and institutions hold high expectations of themselves 
and make extra efforts. 

Some examples: In many colleges and universities, students with poor past records or test scores do 
extraordinary work. Sometimes they out-perform students with good preparation. The University of 
Wisconsin-Parkside has communicated high expectations for under prepared high school students by 
bringing them to the university for workshops in academic subjects, study skills, test taking, and time 
management. In order to reinforce high expectations, the program involves parents and high school 
counselors. 

The University of California-Berkeley introduced an honors program in the sciences for under prepared 
minority students; a growing number of community colleges are establishing general honors programs for 
minorities. Special programs like these help. But most important are the day-to-day, week-in and week-out 
expectations students and faculty hold for themselves and for each other in all their classes. 

7. Respects Diverse Talents and Ways of Learning
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There are many roads to learning. People bring different talents and styles of learning to college. Brilliant 
students in the seminar room may be all thumbs in the lab or art studio. Students rich in hands-on 
experience may not do so well with theory. Students need the opportunity to show their talents and learn in 
ways that work for them. Then they can be pushed to learning in new ways that do not come so easily. 

Some examples: Individualized degree programs recognize different interests. Personalized systems of 
instruction and mastery learning let students work at their own pace. Contract learning helps students define 
their own objectives, determine their learning activities, and define the criteria and methods of evaluation. At 
the College of Public and Community Service, a college for older working adults at the University of 
Massachusetts-Boston, incoming students have taken an orientation course that encourages them to reflect 
on their learning styles. Rockland Community College has offered a life -career-educational planning course. 
At the University of California, Irvine, introductory physics students may choose between a lecture-and-
textbook course, a computer-based version of the lecture-and-textbook course, or a computer-based course 
based on notes developed by the faculty that allow students to program the computer. In both computer-
based courses, students work on their own and must pass mastery exams. 

Whose Responsibility is it? 

Teachers and students hold the main responsibility for improving undergraduate education. But they need a 
lot of help. College and university leaders, state and federal officials, and accrediting associations have the 
power to shape an environment that is favorable to good practice in higher education. 

What qualities must this environment have? 

l A strong sense of shared purposes.  
l Concrete support from administrators and faculty leaders for those purposes. 
l Adequate funding appropriate for the purposes.  
l Policies and procedures consistent with the purposes.  
l Continuing examination of how well the purposes are being achieved.  

There is good evidence that such an environment can be created. When this happens, faculty members and 
administrators think of themselves as educators. Adequate resources are put into creating opportunities for 
faculty members, administrators, and students to celebrate and reflect on their shared purposes. Faculty 
members receive support and release time for appropriate professional development activities. Criteria for 
hiring and promoting faculty members, administrators, and staff support the institution's purposes. Advising 
is considered important. Departments, programs, and classes are small enough to allow faculty members 
and students to have a sense of community, to experience the value of their contributions, and to confront 
the consequences of their failures. 

States, the federal government, and accrediting associations affect the kind of environment that can develop 
on campuses in a variety of ways. The most important is through the allocation of financial support. States 
also influence good practice by encouraging sound planning, setting priorities, mandating standards, and 
reviewing and approving programs. Regional and professional accrediting associations require self-study 
and peer review in making their judgments about programs and institutions. 

These sources of support and influence can encourage environments for good practice in undergraduate 
education by: 
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Setting policies that are consistent with good practice in undergraduate education. 

Holding high expectations for institutional performance. 

Keeping bureaucratic regulations to a minimum that is compatible with public accountability. 

Allocating adequate funds for new undergraduate programs and the professional development of faculty 
members, administrators, and staff. 

Encouraging employment of under-represented groups among administrators, faculty members, and student 
services professionals. 

Providing the support for programs, facilities, and financial aid necessary for good practice in undergraduate 
education.  
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Centre for Teaching and Learning 

Learning-Centred Syllabus Checklist (revised June 2019) 
Page 1 Michael K. Potter and Erika Kustra (following a great many others) / Page 2-4 Pierre Boulos 

Centre for Teaching and Learning, University of Windsor        

Learning-Centred Syllabus Checklist - Undergraduate 
Use this checklist to ensure that you have created a learning-centred syllabus.  Not every learning-centred syllabus will contain 
each of these elements – but if it doesn’t there should be good reasons for the omission! Of course, bylaw and policies 
provisions must always be included. 

Basic Course Logistics 
� Course number

� Course name

� Term and year

� Prerequisites; prior knowledge/skills required

� Location, day and time

Instructor Information 
� Instructor name(s)

� Office location

� Office hours

� Office phone number

� Email address and snail-mailbox

� URL/website information

� Contact info for relevant GA/TAs, librarians, lab
coordinators, etc. 

Description, Outcomes, Methods 
� Learning outcomes

� Course calendar description

� Instructor’s course description for special topics
courses 

� Teaching methods (learning experiences) and
rationale 

� Teaching philosophy

� Estimated division of learning hours

� Content likely to be covered

� Course format (f2f, online, hybrid, other)

Assignments and Assessment 
� Required readings

� Recommended/supplementary readings

� Schedule of readings

� Necessary materials/equipment

� Assessment methods (learning experiences) and
rationale 

� Assessment philosophy

� Assessment schedule and due dates

� Assessment criteria

� Assessment connection to learning outcomes

Policies and Expectations 
� Student and instructor roles, and responsibilities

and/or expectations 

� Academic honesty (definition of plagiarism and
use of plagiarism detection software) 

� Accommodation for students with disabilities

� Attendance and punctuality (expectations.
Marks cannot be awarded for attendance, with 
some exceptions.) 

� Participation (with description)

� Missed (and make-up) assignments and exams

� Late assignments

� Submission of assignments

� Contacting the instructor(s)

� Individual/group work

� Assessment weighting

� University’s grading scale

� Voluntarily withdrawal deadline

� Administering Student Evaluations of Teaching

� Caveat: information subject to change, subject
to bylaw provisions 

Service Information 
� Academic Writing Centre

� Skills to Enhance Personal Success (STEPS)

� Information Technology Services

� Student Health Services

� Student Counseling Centre

� Advising Centre

� Student Disability Services

� Mental Health
http://www.uwindsor.ca/studentexperience/wellness

Design Issues 
� Wording sets desired tone

� Clear alignment of suitable and diverse
methods, assessments, and outcomes 

� Suitability and diversity of methods

� Multiple opportunities to demonstrate
achievement 

� Logical arrangement of content/topics
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Centre for Teaching and Learning, University of Windsor         

Checklist of information required for written undergraduate course outline/syllabus by the 
first day 

COURSE:___________________________________INSTRUCTOR:____________________________________ 

Policy Item Check 
or N/A 

Course Description consistent with calendar 

Instructor Contact Information 

Collective 
Agreement https://www.wufa.ca/collective-agreement 

5.25 (g) (g) to inform in the course outline his/her students of course requirements, assignments,
and evaluation methods and their timing and any other matters relating to course delivery
as required by Senate bylaws and policies

5.25 (j) Office Hours/Student Consultation (2 hours per course; max = 5 hours total)
Senate Bylaw 54 www.uwindsor.ca/policies 

Bylaw 1.3 The last seven calendar days prior to, and including, the last day of classes in each period of 
instruction of twelve (or greater) weeks in duration must be free from any procedures for 
which a mark will be assigned, including the submission of assignments such as essays, term 
papers, and take home examinations. Courses that are presented by a specialized teaching 
method, where the testing procedures are an integral part of the instructional process, shall 
be exempt from this regulation subject to approval of the Dean of the Faculty in which the 
course is given. (last four calendar days for 8-11 week courses, last three calendar days for 
6-7 week courses, last two calendar days for 3-5 week courses)

Bylaw 54, 1.1, 
2.1.1, 2.4 and 2.8 
and 
Senate Policy on 
Grading and 
Calculation of 
Averages 

Procedures for determining final grade (conversion of raw scores into final grade, “curving”, 
types and formats of evaluation, including relative weights of midterms, assignments, labs, 
final exam, projects) 

Note: All courses shall have some type of non-optional, meaningful, final testing procedure 
(written test, oral interview, essay, teke home test, etc.) during the examination period. The 
procedures for determining the final grade cannot be altered after the first two weeks of 
classes. 
No forms of assessment shall be scheduled or made due on days identified as break days 
such as reading weeks, holidays, or days that the University is officially closed. 

www.uwindsor.ca/policies 

2.1.2, 2.3 and 2.8 Due dates for tests, assignments, and all other activities which affect final grade (not 
including unannounced quizzes).  

Note: Dates cannot be changed after the first two weeks of classes, unless there is a 
compelling pedagogical or administrative reason and students must be given at least two 
calendar weeks notice and provided with the new dates. The procedures for determining 
the final grade cannot be altered after the first two weeks of the course.  A hard copy of the 
final version of the course outline must be submitted to the AAU head by the end of the 
second week of classes.  Instructors cannot alter the date of the final exam scheduled by the 
Registrar’s Office. All other final exams may be scheduled only during the University’s 
official examination period. 
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Page 1 Michael K. Potter and Erika Kustra (following a great many others) / Page 2-4 Pierre Boulos 

Centre for Teaching and Learning, University of Windsor      

2.1.3 and 
Senate Policy on 
SETs 

Statement that Student Evaluation of Teaching (SET) forms will be administered within last 
two weeks of the course 

www.uwindsor.ca/policies 

2.1.4 and Senate 
policy on Medical 
Notes from 
Regulated Health 
Care Practitioners 

Missed test/make-up policies which are in force in that Faculty, consistent with bylaw 54, 
2.1.1, 2.19.  

Note: Alternate evaluation must be same format as original (consistent with course syllabus 
per 2.1.1) and equivalent in terms of level of difficulty.  

www.uwindsor.ca/policies 

2.1.5 Plagiarism 
Detection 
Software  
and Student Code 
of Conduct 

Information regarding the use of plagiarism prevention software, in accordance with Senate 
policy 

Include the definition of plagiarism in Student Code of Conduct 

www.uwindsor.ca/policies 

2.1.6 and Senate 
Policy on Grading 
and Calculation of 
Averages 

University’s percentage marking and grading scale 

www.uwindsor.ca/policies 

2.1.7 Last date to voluntarily withdraw from the course 
2.5 The procedures for the grading of class participation should be clearly stated specifying the 

procedures for the determination of the final grades.  (The proportion of the final grades 
must be reasonable and cannot be  >20% of the final grade.) 

2.6.1 No single evaluative procedure worth more than 50% of final course grade, unless an 
independent study, seminar, research, directed reading, capstone, or performance course.  

Note: With exception of DE courses, grading policies that result in a failing course grade 
should a certain mark level not be achieved on a final exam or other evaluative procedure 
are not permitted.  

2.6.4 Unannounced or “spot” quizzes worth no more than 2% individually and no more than 5% 
collectively; the number of spot quizzes over the semester must be announced in writing 

2.7 Opportunities for meaningful feedback (constituting a minimum of 20% of the final grade) 
at least 2 days prior to voluntary withdrawal date 

The 
Use of Digital 
Learning Resources 
for Instructional 
and Assessment 
Purposes 

www.uwindsor.ca/policies 

All courses using digital learning resources must also include the following template in the 
course syllabus: 
“The digital resource [name] will be used in this course. It is a [required/optional] resource, 
which will  be used for assessment purposes. The assessments that will rely on this resource 
constitute [xx]% of the grade for this course. This resource can be purchased from [website, 
bookstore, etc.]. The assignment of digital learning resources at the University of Windsor is 
governed by a policy entitled The Use of Digital Learning Resources for Instructional an 
Assessment Purposes,which can be reviewed at www.uwindsor.ca/policies . 
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 Should you have any concerns about the assignment of digital learning resources for this 
course, please let the Associate Dean responsible for [graduate/undergraduate] programs in 
your Faculty know in writing, as the University regularly reviews this policy based on campus 
community feedback. “ 

Instructors are encouraged to make this information available in multiple ways -- for 
example, through the course website, the Learning Management System, or other 
communications as appropriate. 

Policy on Academic 
Accommodations 
for Students with 
Disabilities 

www.uwindsor.ca/policies 
and 
http://www.uwindsor.ca/disability/ 

Suggested Syllabus wording: "Students with disabilities who require academic 
accommodations in this course must contact an Advisor in Student Disability Services (SDS) 
to complete SDS Registration and receive the necessary Letters of Accommodation. After 
registering with Student Disability Services, you must present your Letter of 
Accommodation and discuss your needs with me as early in the term as possible. Please 
note that deadlines for the submission of documentation and completed forms to Student 
Disability Services are available on their website: /disability".  

Faculty/Dept. 
Policies 

Specific Faculty and Departmental policies and practices may exist, please confirm with your 
department. Eg. Faculty grading policy (re: curving), FAHSS requires course learning 
outcomes to be included in the syllabus)  

Suggested 
Academic dishonesty policy/Academic Integrity (Bylaw 31) 
www.uwindsor.ca/policies 

Additional Relevant Bylaws and Policies: 
www.uwindsor.ca/policies 

For more information see Senate Bylaw 54:  Undergraduate Academic Evaluation Procedures, Senate Bylaw 31: Academic Integrity, 
WUFA Contract Agreement Article 5, Senate Policies (Auditing Courses; Conduct of Exams and Tests; Grading and Calculating Averages; 
Medical Notes from Regulated Health Care Professionals; Student Code of Conduct; Student Evaluations of Teaching (SET) and 
Mandatory Administration of SET; Plagiarism Detection Software.) 

Where there is any contradiction in information, please refer to the formal policy or bylaw. 
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Learning-Centred Syllabus Checklist - Graduate 
Use this checklist to ensure that you have created a learning-centred syllabus.  Not every learning-centred syllabus will contain 
each of these elements – but if it doesn’t there should be good reasons for the omission! Of course, bylaw and policies 
provisions must always be included. 

Basic Course Logistics 
� Course number

� Course name

� Term and year

� Prerequisites; prior knowledge/skills required

� Location, day and time

Instructor Information 
� Instructor name(s)

� Office location

� Office hours

� Office phone number

� Email address and snail-mailbox

� URL/website information

� Contact info for relevant GA/TAs, librarians, lab
coordinators, etc. 

Description, Outcomes, Methods 
� Learning outcomes

� Course calendar description

� Instructor’s course description for special topics
courses 

� Teaching methods (learning experiences) and
rationale 

� Teaching philosophy

� Estimated division of learning hours

� Content likely to be covered

� Course format (f2f, online, hybrid, other)

Assignments and Assessment 
� Required readings

� Recommended/supplementary readings

� Schedule of readings

� Necessary materials/equipment

� Assessment methods (learning experiences) and
rationale 

� Assessment philosophy

� Assessment schedule and due dates

� Assessment criteria

� Assessment connection to learning outcomes

Policies and Expectations 
� Student and instructor roles, and responsibilities

and/or expectations 

� Academic honesty (definition of plagiarism and
use of plagiarism detection software) 

� Accommodation for students with disabilities

� Attendance and punctuality (expectations.
Marks cannot be awarded for attendance, with 
some exceptions.) 

� Participation (with description)

� Missed (and make-up) assignments and exams

� Late assignments

� Submission of assignments

� Contacting the instructor(s)

� Individual/group work

� Assessment weighting

� University’s grading scale

� Voluntarily withdrawal deadline

� Administering Student Evaluations of Teaching

� Caveat: information subject to change, subject
to bylaw provisions 

Service Information 
� Academic Writing Centre

� Skills to Enhance Personal Success (STEPS)

� Information Technology Services

� Student Health Services

� Student Counseling Centre

� Advising Centre

� Student Disability Services

� Mental Health
http://www.uwindsor.ca/studentexperience/wellness

Design Issues 
� Wording sets desired tone

� Clear alignment of suitable and diverse
methods, assessments, and outcomes 

� Suitability and diversity of methods

� Multiple opportunities to demonstrate
achievement 

� Logical arrangement of content/topics
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Checklist of information required for written graduate course outline/syllabus by the first day 

COURSE:___________________________________INSTRUCTOR:____________________________________ 

Policy Item Check 
or N/A 

Course Description consistent with calendar 

Instructor Contact Information 

Collective 
Agreement https://www.wufa.ca/collective-agreement 

5.25 (g) (g) to inform in the course outline his/her students of course requirements, assignments,
and evaluation methods and their timing and any other matters relating to course delivery
as required by Senate bylaws and policies

5.25 (j) Office Hours/Student Consultation (2 hours per course; max = 5 hours total)
Senate Bylaw 55 www.uwindsor.ca/policies 

Bylaw 55, 1.1.1, 
and 1.2 and 
Senate Policy on 
Grading and 
Calculation of 
Averages 

Procedures for determining final grade (conversion of raw scores into final grade, “curving”, 
types and formats of evaluation, including relative weights of midterms, assignments, labs, 
final exam, projects) 

www.uwindsor.ca/policies 

1.1.2, 1.2, and 1.3 Due dates for tests, assignments, and all other activities which affect final grade (not 
including unannounced quizzes).  

Note: Alterations in the announced procedure, under 1.1 above, may be made by the 
instructor with the consent of the majority of the registered class. 
No forms of assessment shall be scheduled or made due on days identified as break 
days such as reading weeks, holidays, or days that the University is officially closed. 

1.1.3 and 
Senate Policy on 
SETs 

Statement that Student Evaluation of Teaching (SET) forms will be administered within last 
two weeks of the course 

www.uwindsor.ca/policies 
1.1.4 and Senate 
policy on Medical 
Notes from 
Regulated Health 
Care Practitioners 

Missed test/make-up policies which are in force in that Faculty, consistent with bylaw 55, 
1.1.1, 1.11.  

Note: Alternate evaluation must be same format as original (consistent with course syllabus 
per 1.1.1) and equivalent in terms of level of difficulty.  

www.uwindsor.ca/policies 

1.1.5 Plagiarism 
Detection 
Software  
and Student Code 
of Conduct 

Information regarding the use of plagiarism prevention software, in accordance with Senate 
policy 
Include the definition of plagiarism in Student Code of Conduct 

www.uwindsor.ca/policies 
1.1.6 and Senate 
Policy on Grading 
and Calculation of 
Averages 

University’s percentage marking and grading scale 

www.uwindsor.ca/policies 
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1.1.7 Last date to voluntarily withdraw from the course 
1.5 Opportunities for meaningful feedback (constituting a minimum of 20% of the final grade) 

at least 2 days prior to voluntary withdrawal date 
Use of Digital 
Learning Resources 
for Instructional 
and Assessment 
Purposes 

www.uwindsor.ca/policies 

All courses using digital learning resources must also include the following template in the 
course syllabus: 
“The digital resource [name] will be used in this course. It is a [required/optional] resource, 
which will  be used for assessment purposes. The assessments that will rely on this resource 
constitute [xx]% of the grade for this course. This resource can be purchased from [website, 
bookstore, etc.]. The assignment of digital learning resources at the University of Windsor is 
governed by a policy entitled The Use of Digital Learning Resources for Instructional an 
Assessment Purposes,which can be reviewed at [www.uwindsor.ca/policies . 
Should you have any concerns about the assignment of digital learning resources for this 
course, please let the Associate Dean responsible for [graduate/undergraduate] programs in 
your Faculty know in writing, as the University regularly reviews this policy based on campus 
community feedback. “ 

Instructors are encouraged to make this information available in multiple ways -- for 
example, through the course website, the Learning Management System, or other 
communications as appropriate.  

Policy on Academic 
Accommodations 
for Students with 
Disabilities 

www.uwindsor.ca/policies 
and 
http://www.uwindsor.ca/disability/ 

Suggested Syllabus wording: "Students with disabilities who require academic 
accommodations in this course must contact an Advisor in Student Disability Services (SDS) 
to complete SDS Registration and receive the necessary Letters of Accommodation. After 
registering with Student Disability Services, you must present your Letter of 
Accommodation and discuss your needs with me as early in the term as possible. Please 
note that deadlines for the submission of documentation and completed forms to Student 
Disability Services are available on their website: /disability".  

Faculty/Dept. 
Policies 

Specific Faculty and Departmental policies and practices may exist, please confirm with your 
department. Eg. Faculty grading policy (re: curving), FAHSS requires course learning 
outcomes to be included in the syllabus)  

Suggested 
Academic dishonesty policy/Academic Integrity (Bylaw 31) 
www.uwindsor.ca/policies 

Additional Relevant Bylaws and Policies: 
www.uwindsor.ca/policies 

For more information see Senate Bylaw 55:  Graduate Academic Evaluation Procedures, Senate Bylaw 31: Academic Integrity, WUFA 
Contract Agreement Article 5, Senate Policies (Auditing Courses; Conduct of Exams and Tests; Grading and Calculating Averages; 
Medical Notes from Regulated Health Care Professionals; Student Code of Conduct; Student Evaluations of Teaching (SET) and 
Mandatory Administration of SET; Plagiarism Detection Software.) 

Where there is any contradiction in information, please refer to the formal policy or bylaw. 
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Teaching and Learning Resources 

The Centre for Teaching and Learning maintains an online directory of valuable teaching and 
learning resources. You can access it at: uwindsor.ca/ctl/390/teaching-and-learning-
resources. 

Topics include: 

• Academic Integrity
• Active Learning and Lesson Planning
• Assignment Design
• Blackboard
• Course Planning and Redesign
• Curriculum Design, Review and Mapping
• Gathering Feedback on Teaching
• Grading and Assessment Criteria
• High Impact Practices
• Large Classes
• Learning Outcomes
• Lecturing
• Mentoring and Advising
• Syllabus
• Teaching Dossiers
• Working with GATAs
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25/07/2019 Bylaws, Policies & Procedures for Faculty | Faculty Recruitment

www.uwindsor.ca/faculty/recruitment/389/bylaws-policies-procedures-faculty

The University is currently developing a policies site that will be the authoritative source for all institutional 
policies.  This site can be found at www.uwindsor.ca/policies but is not yet complete -- all senate and board of 
governor bylaws and policies have been uploaded there. In the meantime, they can be found at the following 
sites. 

Senate Policies (Academic Governance)

Academic Accommodation for Students with Disabilities
Advanced Standing and Credit Transfer
Conduct of Exams and Tests
Conflict of Interest or Commitment
Course and Program Changes
Course Equivalency
Course Overload (Undergraduate)
Grading and Calculation of Averages
Letters of Permission
Medical Notes from Regulated Health Care Professionals
Plagiarism-Detection Software
Repetition of Courses
Role of Sabbaticants in University Governance
Student Code of Conduct
Student Evaluations of Teaching (SET) and Mandatory Administration of SET

Board of Governors Bylaws and Policies

Policy on Sexual Misconduct
Student Code of Conduct

Administrative Policies re: Student Misconduct

Bylaws, Policies & Procedures for 
Faculty

Procedures for Addressing Student Non-Academic Misconduct
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25/07/2019

www.uwindsor.ca/faculty/recruitment/389/bylaws-policies-procedures-faculty

Bylaws, Policies & Procedures for Faculty | Faculty Recruitment

Students of Concern

The Behavioural Intervention Plan

Relevant Provostial Policies and Guidelines:

Acceptable Use Policy (Information Technology)
Access to Student Records Policy
Course Buyout Policy
Intimate Personal Relations Policy
Use of Digital Learning Resources for Instructional and Assessment Purposes Policy
Internal Grants and Funding Programs (Research Grant in Lieu/Article R.7)
Sabbatical Process
UCAPT Process
Use of Digital Learning Resources for Instructional and Assessment Purposes Policy
Frequently Asked Questions
Statement Regarding Student Recording of Lectures for Personal Use

Senate Bylaws (Academic Governance)

20: Types and Terms of Appointments
22: Committees and Procedures on Renewal, Tenure and Promotion
23: Criteria for Renewal, Tenure and Promotion
31: Academic Integrity
32: Procedural Irregularities and Discrimination Regarding Academic Instruction, Evaluation and
Appeals
33: Student Rights and Freedoms
40: Academic Administrative Units
44: Departmentalized Faculty
51: Academic Evaluation Procedures

Further Important Policy Documents
Collective Agreements
Finance Policies
Human Resources Policies
Research Ethics Policies
Research Finance Policies
Research Policies

If you have any questions regarding Senate bylaws and policies or a related matter, your first point of contact is 
Renée Wintermute, the University Secretary.

http://www.uwindsor.ca/provost/322/policies-and-procedures

http://www1.uwindsor.ca/hr/collective-agreements
http://www.uwindsor.ca/finance/glossary-policies-procedures-forms
http://www1.uwindsor.ca/hr/policies
http://www.uwindsor.ca/research-ethics-board/
http://www.uwindsor.ca/finance/research-finance
http://www.uwindsor.ca/research-innovation-services/309/research-policies

If you have any questions regarding the Provostial Policies,specifically, your first point of contact is Iva Gentcheva, 
Senior Administrative Officer, Office of the Provost. 
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DAY 4 | THURSDAY, AUGUST 1 | Alan Wildeman Building (Downtown Campus) 
 

Explain Yourself 
 
 
8:30 a.m. Breakfast 
 
9:00  Making Your Research Matter   

Chris Houser, Dean of Science 
 
9:30  Your Research: One-Minute Elevator Pitches 
 
10:05  BREAK 

10:20  Your Research: One-Minute Elevator Pitches 
 
11:00  Pitching Research Stories 
  Hannah Hoag, The Conversation 

Sarah Sacheli, Public Affairs and Communications 
 
11:35  Going Public 

Bill Anderson (Cross-Border Institute), Lydia Miljan (Political Science), Mike McKay 
(Great Lakes Institute for Environmental Science), Bonnie Stewart (Education) 

  
12:20  Documenting Your Impact 
  Veronika Mogyorody (School of Creative Arts; Centre for Teaching and Learning) 

 
12:45  Closing Remarks 
  Jeff Berryman, Acting Provost and Vice-President, Academic 
 

 

OPTIONAL SESSIONS 
 

1:00–  Lunch Downtown (spouses and partners welcome!) 
  Mazaar, 372 Ouellette Ave.  

 
1:45–   Walking Tour of Detroit (spouses and partners welcome!) 
  Pierre Boulos and Tom Najem (Political Science) 
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OPTIONAL UCAPT TEACHING DOSSIER GUIDE

“Education is a seamless web, and if we hope to have centres of excellence in research, 
we must have excellence in the classroom. It is the scholarship of teaching that keeps the 

flame of scholarship alive”. (Ernest Boyer, 1995) 

This guide is intended to be as comprehensive as possible, to provide you with a wide range of options 
for documenting your teaching.  You should not feel obliged to include in your documentation every item 
described in the guide.  Furthermore, if a particular activity has not been listed but you think it is relevant 
to your teaching responsibilities, you should include it.   

There is a common perception that teaching is not easily evaluated, whereas research achievements are 
fairly easy to assess.  This guide is designed to counteract that perception by providing suggestions for 
faculty who wish to provide the University Committee on Academic Promotion and Tenure (UCAPT) with 
more substantial evidence of their teaching accomplishments than is conveyed by traditional means, such 
as SOST scores.  Undoubtedly, documenting teaching requires significant effort and planning, and the 
inclusion of a teaching dossier in a UCAPT file is entirely voluntary. The act of not submitting a dossier 
will not be viewed negatively.  On the other hand, if you do submit one, you may increase your chances 
that your teaching will get the credit it deserves.   

The teaching dossier (or portfolio as it is called in the US and Australia) is a Canadian creation. It has its 
genesis in the 1985 CAUT publication “The CAUT Guide to the Teaching Dossier:  Its Preparation and 
Use” written by Bruce Shore, Chris Knapper and others.  It is now widely used in Canada, the US, 
Australia, the UK, and several countries in Europe.  At McGill University, for example, the teaching 
dossier is a mandatory component of a tenure and promotion application. 

The most effective teaching dossiers are concise, focused and brief, a limit of 5 pages is recommended 
by UCAPT.  Supporting documentation should be included in Appendices, with a summary provided at 
the end of the dossier, and individual items referenced within the dossier.  Appendices are in addition to 
you 5-page limit and should be available to UCAPT and your AAU Promotion, Renewal and Tenure 
Committee.   

A. TEACHING APPROACH

1. Teaching Philosophy
Write a brief narrative describing your teaching philosophy and your learning goals for students. In
formulating your statement, you might find it helpful to ask yourself the following questions:  How do I
think students learn in my subject area? What do I want students to know, to do, and to feel about my
subject area? How do I go about facilitating this learning?

Examples of statements of learning objectives from specific course descriptions might be included as
an appendix.

2. Teaching Practices

Outline your teaching approaches and the steps you have taken to evaluate your effectiveness.
Include descriptions of any innovations you have introduced in the classroom, as they illustrate a
scholarly approach to teaching.

The following questions may stimulate thought and help you to describe your teaching practices:

§ How do I motivate students to learn?  How do I help students achieve the learning goals?
[examples might include lectures, small group discussions, group work, team work, problem
solving, inquiry methods, critical thinking pedagogy, feminist pedagogy, project-based
approaches, student presentations].
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§ How do I ensure clear communication in all contexts?

§ What do I do to evaluate student learning?

§ What materials, resources or technologies have I designed that best illustrate my approach?

§ How do I promote diversity and inclusivity in (and beyond) the classroom?  What arrangements
have I made to accommodate students' special needs? [Include a description of any provisions
you may have made to improve the classroom climate, or your teaching methods, in order to
ensure free and open participation and comfort for all your students regardless of gender, race,
class, sexual orientation, or disability of any kind.]

§ How do I promote students’ academic pursuits and stimulate interest in continued study of the
discipline?

§ How often and under what circumstances am I available to my students?

3. Teaching Development

The following questions may help you describe the steps you take to develop your teaching:

§ How have I responded to unexpected circumstances (for example, conflict between students,
racist, homophobic or pejorative remarks, in a course?)

§ How do I monitor and assess my teaching? [examples might include peer feedback, ongoing
student feedback, videotaping a class, descriptions of changes resulting from feedback] How do I
incorporate the feedback into my planning?

§ What seminars, workshops and conferences on teaching and learning have I attended? How
have they improved or informed my teaching?

B. SUMMARY OF TEACHING CONTRIBUTIONS

This section supplements the tables required for the UCAPT form by allowing you to detail the full range 
of your teaching contributions.  It provides a context for assessing your contributions and should not 
duplicate information already provided in the UCAPT form. 

1. Teaching Assignment

§ How would I describe the organizational features of my teaching assignment to someone outside
my AAU?  Include for example: number of TAs, lab hours, training provided to assistants and/or
sessional instructors etc.

§ What courses have I developed or substantially revised.

2. Student Supervision

Supervision differs from classroom teaching in a number of respects, e.g. it is typically done on a
one-to-one basis, there is no set curriculum, and it can be extremely time consuming. To allow for an 
assessment of the extent of your contribution in this area, you might wish to provide data describing 
the normal supervisory practices in your AAU.  

§ Undergraduate Supervision

§ Honours thesis supervision, indicate whether supervisor or committee member.

§ Supervision of undergraduate independent study and/or directed readings.

§ Supervision of a research practicum, athletic coaching, field placement supervision and
coaching in the performing arts, etc.
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§ Graduate Supervision

§ Ph.D. thesis supervision, indicate whether supervisor or committee member.

§ Masters thesis supervision, indicate whether supervisor or committee member.

§ Supervision of graduate independent study or directed readings.

3. Teaching Awards or Nominations

Document all teaching awards you have received.  Nominations for awards may also be included as
they provide an indication of your reputation as a teacher. Where possible, provide information 
regarding the nature of the award (how many are given, the adjudication procedure, etc.).  

4. Teaching-Related Activities

There are a variety of activities which do not take place in the classroom but which do provide
important support for teaching within an AAU. Include here activities, which may contribute to 
strengthening teaching, and have not been listed in other areas of your dossier or on your UCAPT 
form.  

§ Membership on Senate, AAU and other committees related to teaching and learning (e.g. the
President’s Action Plan working groups).

§ Provision of teaching development for teaching assistants and/or faculty members.  List
workshops, seminars or lectures on teaching and learning that you have presented.

§ Provision of consultation and/or observing colleagues’ teaching as part of formal or informal
evaluation of teaching effectiveness.

§ Development of teaching resources (include description, where relevant, of the use that has been
made of your teaching materials by instructors in other AAU’s or universities).

§ Establishment, adjudication or administration of awards or honours for student achievement.

§ Involvement in retreats, curriculum review and/or program reviews for your own AAU or for other
teaching units.

§ Development of widely-used course evaluations or other assessment instruments.

5. Teaching-Related Publications and Other Professional Contributions

The following items document your achievements in developing the theory and practice of teaching.

§ Curriculum Materials: List all published and unpublished curriculum materials, textbooks,
workbooks, case studies, lab manuals and other classroom materials, which you have developed.

§ Research and Professional Contributions: List books (including chapters in books, edited books,
and special issues of journals); articles (indicate whether refereed, solicited or non-refereed);
papers in conference proceedings (indicate whether refereed or non-refereed); bibliographies;
newsletters; unpublished conference papers, workshop presentations, and unpublished
professional reports.

§ Funding: List internal and external research grants and teaching development grants and/or
fellowships received.
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4 

C. TEACHING FEEDBACK

Include evaluations of your teaching that have been conducted outside of SOST scores, for example: 

§ Unsolicited signed letters from students, TAs and/or colleagues.

§ Peer evaluations based on visits to the classroom

§ Other appropriate material

D. APPENDICES

List all supporting documentation provided to your AAU Committee. This material is not included in your 
5-page limit.

E. REFERENCES

O’Neil, Carol and Wright, Alan (1992). Recording Teaching Accomplishments: A Dalhousie Guide to the 
Teaching Dossier. Dalhousie University Office of Instructional Development and Technology, Halifax.  

Ross, Dorene et al (1995). Guidelines for Portfolio Preparation: implications from an analysis of teaching 
portfolios at the University of Florida. Innovative Higher Education 20 (1), 45-62.  

Seldin, Peter and Associates (1993). Successful Use of Teaching Portfolios. Anker Publishing, Bolton, 
MA.  

Shore, Bruce M., et al (revised 1986, reprinted 1991). The CAUT Guide to The Teaching Dossier. Its 
Preparation and Use. Canadian Association of University Teachers, Ottawa, Ontario.  

Teaching Documentation Guide, (1993). Senate Committee on Teaching and Learning, York University, 
Toronto.  

Teaching Dossier: A Guide, (1996). University Teaching Services, University of Alberta, Edmonton, 
Alberta.  

Teaching Dossier Preparation: A Guide for Faculty Members at the University of British Columbia. 
http://www.cstudies.ubc.ca/facdev/services/dossier.html#supp  

Urbach, Floyd, (1992). Developing a Teaching Portfolio. College Teaching 40 (2), 71-74. 

Weeks, Patricia (1998). The Teaching Portfolio: a professional development tool. International Journal of 
Academic Development, 3(1), 70-74.  
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TEACHING
DOSSIER:  A GUIDE 

Rene Day, Faculty of Nursing; Paul Robberecht, Department of Modern Languages and Comparative Studies; and Bente 
Roed, University Teaching Services  

I n t r o d u c t i o n
Faculty members at the University of Alberta are responsible as scholars “active in teaching, in research, and in service” and are 
evaluated in terms of their performance in these three categories (Faculty Agreement, Article 7.01 - 7.09).  In view of the University’s 
mandated multifaceted teaching evaluation policy (GFC Policy Manual, section 111.2) a Teaching Dossier may provide the basis for 
the category "input from self.”  This Guide, in conjunction with A Guide to Evaluate Teaching1, is designed to help document 
achievements in teaching and to present evidence of these in the form of a Teaching Dossier2. 

What is a Teaching Dossier?   A typical Dossier will consist of four sections: 

A Teaching Dossier is a document intended to facilitate the 
presentation of a faculty member's teaching achievements and 
major strengths for self-assessment and interpretation by others. 
The process of developing the Dossier contributes to good 
teaching by stimulating self-reflection, self-analysis, and self-
development.  The Teaching Dossier is a yearly record and a 
cumulative record of teaching activities results.  The yearly record 
is a key document designed to help faculty members review their 
teaching philosophy, goals, and strategies and organize material 
for inclusion in the Annual Report under the "teaching" section.  
Ultimately, yearly records become a cumulative record helpful for 
the preparation of documents requiring historical information 
(nominations for teaching awards, applications for research 
leaves, teaching development 

• Approach to Teaching
• Teaching Contributions
• Reflections on and Assessment of Teaching
• Supporting Documentation.

How to Proceed

The following offer a wide range of options for 
documenting your teaching and may be included in your 
Dossier1.  In making a selection appropriate to your own case, 
consider the unique elements of your teaching style, the 
subject matter you teach, and other concerns (such as the type, 
level, and number of students in your courses).  If a particular 
activity has not been listed but is relevant to your teaching 
responsibilities, include it. 

grants, positions, tenure, promotion, etc.). 

The Dossier, a three to eight page document with 
appendices, reflects a number of related areas of inquiry.  These 
may vary according to the specific needs of individual teaching 
units, though research on dossier preparation agrees that because 
the accent of the Dossier is placed on a compilation of materials 
that make the case for the instructor's effectiveness, the following 
categories play a significant role:   

1. Ideally, you should begin gathering and retaining
information which pertains to your teaching from the first
day of your first teaching assignment.  When making
decisions about what to retain and what to discard,
remember that it is better to err on the side of saving too

(a) a statement regarding the faculty member's teaching
philosophy, goals, and strategies;

1A Guide to Evaluate Teaching (1994) is available through the Campus Wide 
Information System (CWIS) and in the Resource Room, University Teaching 
Services. (b) a description of teaching (planning, preparing, and teaching

courses; assessing student learning; and giving feedback; 1In Britain and the United States a Teaching Dossier is often called a 
Teaching Portfolio. (c) an evaluation of teaching accomplishments; and

(d) suggestions regarding possible changes for future teaching.
1University Teaching Services has a collection of materials detailing the 
development of teaching documentation as well as model Teaching Dossiers.  
These may serve as useful supplements to this Guide.

University of Alberta May 26, 2003 
Reprinted with Permission provided November 6, 2002 
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much than destroying material that may later prove useful. 

Teaching ContributionsKeep copies of all items referred to in your teaching 
documentation such as examination outlines, original copies 
of course evaluations (unless they are kept by your unit), 
letters from chairpersons and students, samples of students' 
work, etc.  These materials will not necessarily be included in 
your Teaching Dossier but should be retained in case original 
evidence is required.  There should be a reference in your 
Teaching Dossier informing the reader that such materials are 
available. 

Consider the following items for your Teaching 
Dossier.  To assist the reader of the Dossier, elaborate on 
selected items. 

2.1 Teaching Responsibilities 

See Appendix B for examples. 

2.2 Supervising and Advising Students You may wish to include as an appendix a few representative 
samples of materials that illustrate accomplishments referred 
to in your Teaching Dossier (e.g., an exemplary course 
outline, unsolicited letters from students, or an outline of a 
particularly innovative assignment).  A one-page reflection 
on the included samples enhances their value. 

To allow for an assessment of the extent of your 
contribution in this area, you might wish to provide data 
describing the average supervision load in your 
department.  See Appendix C for documentation. 

2.3 Activities undertaken to Improve Teaching and 
Learning 

2. It might be helpful to consul your department’s mission
statement, the University's mission statement, the
University's Academic Plan, the sections on teaching in the
Faculty Agreement, the GFC Policy Manual, and other
relevant documents, to identify the goals priorities, and
expectations of the University concerning excellence in
teaching.

Professional development comprises all steps taken to 
improve an instructor's effectiveness.  See Appendix D 
for examples. 

2.4 Committee Service regarding Teaching and Teaching 
Issues 3. Examine the Teaching Contributions in section 2 and select

those areas, and items which are most applicable to your
teaching; list accomplishments in each area. A variety of activities do not take place in classrooms 

but do provide important support for teaching.  Some of 
these departmental, faculty, and University-wide 
activities which contribute to strengthening teaching are 
described in Appendix E. 

4. Summarize your teaching contributions.  Include graduate
and undergraduate teaching and your contributions to
curriculum and course developments.  Highlight your
teaching strengths.

2.5 Publications and Professional Contributions 
5. If you have an item that cuts across teaching and another

category (e.g., service), select the one where it fits the best
and cross reference it in the other category.

This section includes your achievements in developing 
for a wider audience the theory and practice of 
teaching.  Publications on teaching, papers, seminars, 
and workshop presentations may be included.  See 
Appendix F for examples. Approach To Teaching

1.1 Philosophy Reflections on & Assessment of 
TeachingIt is useful to begin with a discipline-related statement 

outlining your teaching philosophy, your views about 
students, learning, and teaching.  Examples of statements 
of objectives from specific course descriptions may be 
included. You may choose to note the changes you expect 
or are trying to accomplish in your teaching, and how your 
courses contribute to the students' achievements in their 
university programs. 

3.1 Documentation of Results of Teaching 

See Appendix G for examples of the different types of 
documentation. 

3.2 Reflections on Teaching and Student Learning 

1.2 Teaching Goals, Strategies, and Evaluation Methods You may provide summary statements that reflect your 
assessment of the effectiveness of your teaching and the 
resulting student learning.  Here you may include 
background information that provides the context for 
the previous section (e.g., 8 a.m. class, inappropriate 
classroom, too cold).  Teaching strategies that worked 

Self-reflection on the consistency among your teaching 
philosophy, goals, learning objectives, teaching strategies, 
and ways to evaluate students is helpful.  Examples of 
materials to include are found in Appendix A. 

University of Alberta May 26, 2003 
Reprinted with Permission provided November 6, 2002 
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well and those that perhaps did not work out as well may 
be included.  Describe what changes, if any, you plan to 
make in your teaching. 

3.3 Future Plans 

Consider including both short-term (within one year) 
and long-term (two to five years) goals related to 
further development of your teaching skills (e.g., 
Short-term:  Over the next year I plan to convert my 
lectures in Course XYZ into case studies and to 
experiment with small group learning. Long-term:  
Over the next three years I plan to develop an 
interactive video program for first year students in 
Course ABC and develop a research project 
comparing two teaching strategies:  traditional lecture 
approach and problem-based learning). 

Supporting Documentation

Provide a table of contents of the documentation 
which you have selected to support your accomplishments. 

Appendix A 

1.2 Teaching Goals, Strategies, and Evaluation 
Methods 

< Course materials, special notes, handouts, problem sets, 
laboratory books, computer manuals, portfolio of student 
work, etc. relevant to your teaching methods. 

< Teaching methods (e.g., lecture, small group discussion, 
problem-solving, collaborative inquiry, critical thinking 
pedagogy, problem-based learning, case studies, project-
based, student presentations). 

< Procedures used to assess or evaluate student learning.  
Arrangements made to accommodate needs of special 
students. 

< Teaching developments undertaken (course design, curricular 
changes to include gender issues, student diversity, subject 
matter, methods of presentation, evaluation procedures, 
specially designed assignments, teaching methods geared to 
developing critical skills, as well as developments involving 
teaching resources such as films, computer materials, and 
other audio-visual material), and, where possible, evidence of 
the effectiveness and impact of the teaching developments 
you have undertaken. 

< Research activities related to teaching and student learning. 

Appendix B 

2.1 Teaching Responsibilities 

< Titles and numbers of courses taught, including graduate, 
undergraduate, and reading courses.  Indicate with an asterisk 
courses you have developed or substantially revised. 

< Number of students in each course.  Describe your workload 

including, where appropriate, the number of teaching 
assistants assigned to assist you in the course and the 
nature of their involvement. 

< Details of other teaching activities such as seminars, 
advising students, supervision of a teaching or research 
practicum, athletic coaching, field placement supervision, 
and coaching in the performing arts. 

< Teaching which has contributed to the achievement of 
awards, honours, and employment for students. 

Appendix C 

2.2 Supervising and Advising Students 

Documentation of supervision activity includes 
names of those supervised and the nature and the 
extent of the supervisory activity.  It is also useful to 
indicate the outcome of the supervision (e.g., the 
thesis title and acceptance date, the citation 
information of a student publication, or the date and 
venue of a public performance). 

< Ph.D. thesis supervision (indicate whether supervisor or 
committee member). 

< Master's thesis supervision (indicate whether supervisor 
or committee member). 

< Honour’s thesis supervision (indicate whether supervisor 
or committee member). 

< Supervision of graduate and undergraduate independent 
study or directed readings. 

< Advisement on program of study, courses, or career and 
professional advice. 

< Supervision which has contributed to publications, 
exhibitions, performances, and conference presentations 
by students. 

Appendix D 

2.3 Activities Undertaken to Improve Teaching and 
Learning 

< Steps taken to assess and respond to general problems 
arising in a course, which may necessitate re-design or re-
focus of course content. 

< Results of student ratings or questionnaires designed by 
you to solicit assessments of your teaching effectiveness. 

< Description of efforts made to improve the classroom 
climate or your teaching methods. You may wish to 
consider items such as steps taken to ensure free and open 
participation and the comfort of all learners regardless of 
gender, ethnic origin, class, age, sexual orientation, or 
ability. 

< Seminars, lectures, workshops, and conferences on 
teaching and learning approaches and techniques (internal 
and external) attended. 

University of Alberta May 26, 2003 
Reprinted with Permission provided November 6, 2002 

103



Appendix F Appendix E 

2.5 Publications and Professional Contributions 2.4 Committee Service regarding Teaching and Teaching 
Issues 

It is helpful to include information about the nature of your 
audience and your contribution. It may be useful to include details such as names of 

committees, dates, and the nature of your contributions. 
< Curriculum materials.  Details of published and 

unpublished curriculum materials, textbooks, workbooks, 
case studies, class notes, lab manuals, and other 
classroom materials which you have developed. 

< All activities concerned with teaching that you have 
undertaken as a member of a faculty, department, or cross-
disciplinary committee, sub-committee, ad hoc committee, or 
task force.  Consider membership on General Faculties 
Council and its sub-committees; Senate; Board of Governors; 
AAS:  UA; Library committees, University service units; 
Teaching and Scholarship committees; Presidential 
committees; Advisory boards (examples: Academic Planning 
Committee, Council on Student Life, Committee for the 
improvement of Teaching and Learning, Special Sessions 
Committee, Undergraduate Awards and Scholarship 
Committees, Undergraduate Teaching Awards Committee, 
University of Alberta Preview Days, and other committees, 
working on academic policy, curriculum, review, planning, 
and implementation topics). 

< Research and professional contributions related to 
teaching.  Books (including chapters in books, edited 
books, and special issues of journals); articles (indicate 
whether refereed, solicited, or non-refereed); papers in 
conference proceedings (indicate whether refereed or non-
refereed); bibliographies; newsletters; unpublished con-
ference papers; workshop presentations; and unpublished 
professional reports. 

< Funding related to teaching.  Internal and external 
teaching development grants, fellowships, and research 
grants received. 

Appendix G < Professional training, orientation, or development for 
teaching assistants. 

< Professional training, orientation, or development sessions 
for faculty, such as orientation sessions for new faculty, and 
sessions that introduce or raise consciousness about teaching 
techniques or technological developments. 

3.1 Documentation of Results of Teaching 

< Results of the multifaceted teaching evaluations (GFC 
Policy Manual, section 111.2). 

< Mentor Program. < Results (statistics) and student comments from the GFC 
Universal Student Ratings of Instruction as well as the 
results of questions selected by your department, faculty, 
and you. 

< Peer Consultation Program. 
< Teaching awards committees for full- and part-time 

instructors and teaching assistants. 
< Involvement in establishing, adjudicating, or administering 

awards or honours recognizing and celebrating student 
achievement. 

< Unsolicited letters from students; and solicited letters 
from students and teaching assistants. 

< Feedback which has been initiated by groups of students. 
< Observing others teach as part of formal or informal 

evaluation and feedback regarding teaching effectiveness. 
< Objective indicators of student progress, where available 

(e.g., proficiency tests; examples of students' work 
"before" and "after"; students' standings on nation-wide 
tests). 

< Accreditation committees. 
< Curriculum planning/review committees or task forces. 
< Program revision committees. < Peer evaluations or reviews based on visits to your 

classroom or on scrutiny of your course materials. < Organization of retreats and strategic planning sessions. 
< Development of department teaching resources such as a 

computer instruction project, a teaching materials resource 
centre, a reference map collection, and a visiting scholar 
program. 

< Teaching awards received by you including departmental, 
faculty, and University of Alberta awards, and external 
awards (professional association, civic groups, nation-
wide, and international teaching awards). Nominations for 
awards also indicate your reputation as a teacher. < Coordination of multi-section, sequenced, or inter-related 

courses. 
< Other cross-University committees, standing or ad hoc, 

which examine teaching and learning matters. 
< Use of your teaching materials by instructors in other 

departments, faculties, colleges, or universities. 
< Involvement in program review of other teaching units. 
< Workshops, seminars, or invited presentations within and 

outside of the University. 
< Involvement in providing consultation or review to 

instructors in other units in improving teaching effectiveness. 
< Development of widely-used student ratings of instruction or 

other assessment instruments. 
< Teaching involvement outside your unit. 
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In the preparation of this Guide we have consulted the following 
Canadian publications and wish to acknowledge their works: 

Recording Teaching Accomplishments:  A Dalhousie Guide to the Teaching 
Dossier 
Carol O'Neil and Alan Wright, Office of Instructional Development and 
Technology, Halifax, 1992. 

Teaching Documentation Guide 
Senate Committee on Teaching and Learning, York University, Toronto, 
December 1993. 

The CAUT Guide to The Teaching Dossier:  Its Preparation and Use 
Bruce M. Shore et al., Canadian Association of University Teachers, revised 
1986, reprinted 1991. 
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