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Introduction

It is the beginning of a new semester; and,
like many of you, I am still feeling exhausted
from the last 15 weeks of grading reports, oral
presentations, and research portfolios. I teach
a capstone course in media management de-
signed to promote the integration of reading,
writing, critical thinking, research, and oral
communications skills while fostering an
understanding of the management of diverse
media organizations. By my office door,
I have placed the semester projects which
feature market analyses of media conglomer-
ates for students to pick-up and for team
member review. Several teams have reviewed
my comments and their grades. After assidu-
ous contemplation, they have addressed their
comments to me regarding my feedback.
Some have challenged my point distribution
and requested additional points.

However, several projects, averaging 100
pages in length and dotted with ink detailing
my copious accolades for outstanding work or
recommendations as to what a specific section
might have included, will go unread, unappre-
ciated, and unchallenged. The detailed rubric
delineating how the 100 points were distribut-
ed and the final grade determined appear
tightly nestled inside the project, untouched by
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the authors. Sadly, my effort, time, and strate-
gies to foster a conversation about learning
and, yes, even challenging the professor, will
go unnoticed and underutilized because seven
days have passed since the box was positioned
outside the door.

These students have not taken an opportu-
nity to receive constructive feedback or to
challenge their grade. They have elected not
to implement the “24/7” rule. Of course, they
may have been satisfied with their final grade
and not willing to expend the time or effort to
use the process. But for the teams that did, the
process was as much fun as the outcome. “It
is worth the effort,” said one senior. “I usually
don’t even read the professor’s comments if [
like the grade. But realizing that you [the
professor] may have misunderstood how we
arrived at our conclusion provides a different
way to discuss processing information. I am not
afraid of you.”

Conflict as Communication

Studentsd Perspective. Engaging students
in communication that could be construed as
challenging me about a grade or my attempting
to explain a perspective regarding the justifica-
tion for a response proved interesting. When I
conducted focus groups with myriad level
classes, several students discussed the implica-
tions of provoking conflict with a teacher as a
“death wish.” As Tannen (1998) suggests, we
live in an “argument culture” where a host of

continued on pg. 2..........
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responses, such as polarization, opposition,
litigation, debate, attacks, and criticism are
valued to achieve the final goal of victory.
However, when the individuals involved in the
conflict have an understanding that resolution
can be a win-win situation, they can approach
conflict in a civil, respectful and productive
manner, and, according to Sillars (1980), act
to foster winning for both sides. If students
and professors are motivated to approach
contesting a grade as a means to engage stu-
dents in meaningful dialogue utilizing conflict
resolution strategies, the process can provide
students with significant preparation for life
after University. More importantly, the opportu-
nity to exercise one’s voice creates a democratic
environment, which ultimately empowers those
involved to be responsible for the outcome of
a communication interaction and perceived
conflict (Lewis & Hayward, 2003).

Other students indicated they seldom

reviewed detailed comments if the grade were
acceptable. Further, they seldom rechecked
the teacher’s math to determine that their score
was accurate. Some students suggested, “If
the class will make or break me, I’m all over
every piece of paper returned. But, if it isn’t
that important, I don’t pay as much attention.”
Thus, we can conclude that some students are
content to earn a grade they deem acceptable
and willingly forgo their professor’s construc-
tive criticism.
Colleaguesd Perspective. Conversely, my
colleagues lamented that several students were
just “nit picky, scrambling for a point here and
there. Why waste the time?” Some welcomed
the opportunity to meet with students and
understand how they arrived at their answers.
“I sometimes learn that the way I constructed a
question was very misleading and I wouldn’t
have know that if the student hadn’t approach-
ed me.” Very few colleagues had a systematic
approach in place for students to challenge a
grade or engage in conversations.
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Fostering Empowerment

Rather than argue the merits or lack thereof
of both sides’ arguments, I sought to devise a
strategy that would accomplish the following
goals:

1) Motivate students to review graded
work and contemplate the professor’s
response.

2) Challenge students to craft arguments
that offered cogent, factual explanations
on how they arrived at their response
and why the response is valid.

3) Entice students to identify and request
exactly what they want based on
analysis of both perspectives.

4) Empower students to feel a sense of
control in the classroom and over their
grading.

5) Enhance writing and time management
skills.

6) Engage in conflict using integrative
actions.

Not all students were enamored by this
process. However more than 35% of the
students in each class were motivated to do the
math and/or contemplate my comments. They
bartered for more points by invoking the
“24/7 rule” for at least one graded assignment.

“24/7 Rule”

The “24/7 rule” is designed to accomplish the
aforementioned goals and is implemented
easily by following this structure.

After papers are returned, the student
must wait 24 hours to challenge the grade but
no more than 7 days. During this cool down
period, the student should reflect upon the
teacher’s comments and his or her motivations
for responding as such. He or she should also
check the teacher’s math. After 24 hours have
passed, the student should do the following:

1) Staple a piece of paper on top of
the document in question. (In most
instances, the student will want
something on a test reviewed. I will

continued on pg. 3..........



Challenging the Professor on a Grade
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need the document to re-evaluate
his/her response.

2) Write the date and his/her
identification number on the top
of the paper.

3) In acogent manner, explain what
the student wants me to do. For
example, “I would like you to
please review my response to
question 13 on page 4.”

4) Write me a brief rationale why the
student believes the response
should be reconsidered. The
student should include supporting
materials.

For example: On page 4, question
13, the student indicated that President
Clinton was involved in a public relations
crisis as a result of his recent affair with
a White House intern. He/she used the
word crisis to indicate a problem in
need of a solution. The student would
request: “Would you please consider giv-
ing the word crisis full or partial credit (3
points out of 6) as I looked in Lerbinger’s
(1986) text on page 422 and learned that
he interchangeably used crisis and risk
management. Therefore, I thought either
word would be an acceptable response.”

5) Indicate any other questions that
he/she would want reevaluated in
the same manner.

6) Within 7 days, give me the paper.

7) Wait for me to respond. I will
review the concerns in a quiet
place when I am well rested so that
the student’s request can have my
full attention. I’1l write my response
on the paper and return the
document to the student within 7
days. If I fail to return the
challenge within 7 days, the
student will be automatically
granted the request.
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Conclusion

Overall, students reacted positively to the
experience. “I checked my paper, read
your comments and couldn’t disagree
with anything you offered. I wished I
could have challenged you!” Some creat-
ed strong arguments that didn’t warrant
the outcome they envisioned, but they
did earn extra points for attempting to
use the process effectively. Of course,
students who did not follow the “24/7”
rule as prescribed earned no credit.

This strategy motivated students
to be critical of instructor’s feedback,
challenge authority figures in a construc-
tive way, and therefore support the view
that conflict can reap positive outcome
for all involved if approached from a
win-win perspective. The students who
did challenge their grade by following the
“24/7” rule created average to very good
arguments, the majority of which were
rooted in researched responses and criti-
cal analysis of my responses. Students
realized that challenging the professor
was not a death wish, but an opportunity
to share a dialogue about a perspective.
I did not find this a time consuming pro-
cess because I no longer had to engage
in oral conversations about grades during
class or shortly thereafter.
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The second, and most difficult, part of
my economics course is about Keynes-
ian economic theory and fiscal policy.
My introduction is designed to attract
the student’s interest in two ways. First,
I tell them what a radical change the
industrial revolution caused in society
by the 20™ century. In previous eras,
people toiled long hours merely to earn
enough money for necessities such as
food, clothing, and shelter. They had
neither extra money for luxuries nor
free time for recreation. By the 1920’s,
however, the working week had shorten-
ed and people had discretionary income
beyond that needed for survival. More
importantly, they now had access to
consumer credit for the first time in
history. Even so, they did not have
enough money to purchase all of the
goods being produced. The result was
an overproduction of cars, houses, home
appliances— nearly everything. Unsold
goods resulted in falling profits and
prices and then economic collapse.
Second, I review a short biography
of John Maynard Keynes and his motives
for developing a new demand-side theory
advocating government intervention and
deficit spending to augment the private
demand for goods. He saw the results of
communism in Russia and fascism in
Germany and wanted to preserve demo-
cratic capitalism as an economic and

continued on pg. 4..........



Teaching Economics Using History, 2
continued from pg. 3..........

The students become
impressed when 1 tell them
this chapter in history awaits
their input.

political system that had as its founda-
tion individual freedom and human rights.

Keynes wanted to preserve western
civilization as he knew it. Students thus
become aware of other less desirable
economic and political systems. They
acquire an insight about their present
good life and how much we owe to
such historical leaders as Keynes and
Franklin D. Roosevelt.

I then explain Keynesian theory
using the toolbox of fiscal policies devel-
oped since the 1930°s. These include
direct Congressional intervention for tax
cuts, tax credits, and various deficit
spending programs to stimulate the econ-
omy during recessions. More importantly,
we have now established a social safety
net of automatic stabilizers such as social
security, unemployment insurance, var-
ious food, shelter, and medical programs
for low-income people, and a progressive
tax system to bring about a more equi-
table tax burden. The students become
impressed when I tell them this chapter
in history awaits their input. Many poli-
cies are unpredictable, and some have not
worked well; and as we make a transition
into a service economy, we will need
different policies to deal with down-
sizing of technicians rather than lay-offs
of assembly line workers. Students then
become aware that Keynesian spending
policies create an inflationary bias as
politicians tend to like to spend more
money than is necessary to create full-
employment. The Great Depression has
also left a prejudice against supply-side
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production policies that are necessary to
create a balance of policy tools to main-

tain economic growth.
The take-home essay for the second

exam has varied. One approach has the
students determine how well economic
policy works by interviewing someone
who is receiving benefits from unem-
ployment, social security, Medicaid, food
stamps, or some other government pro-
gram. This assignment has been a very
effective learning experience and one
stimulating a great deal of class discus-
sion. Another assignment I give is for
them to compare and contrast Keynes
ideas with those of Karl Marx, Adolph
Hitler, Vladimir Lenin, Joseph Stalin,
Mao Tse Tung, or some other political
leader or philosopher or economist. This
is more of a library assignment, but one
that requires the student to think about
what might have happened in the world
if the ideas of other historical figures had

prevailed.
The final third of the course covers

money and banking, economic growth
and international trade. I use a picture
of William Jennings Bryan to introduce
money and banking. The students do not
know who he is, but I explain he was one
among many able politicians who wanted
to be president, ran repeatedly, but never
received enough votes. His importance is
that he ran against Republican McKinley’s
sound money policy by advocating ex-
panding the money supply with silver
added to the gold supply backing the
paper money in a fixed proportion. This
all relates to the Free Silver Movement,
the Greenback Movement, and the Popu-
list Movement in the late 19% century. I
recite some of Bryan’s “Cross of Gold”
speech and point out that flamboyant
public oratory was very important in
elections before television. Of course,
we now know that expanding the money
supply does not stimulate economic
growth; it only causes inflation.
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fiDepression: 6Runs on Bankso:
People milling about outside of banko
Courtesy FDR Museum

I inform the students that President
McKinley was assassinated and that Vice
President Teddy Roosevelt, a liberal Re-
publican, became president. He appoint-
ed a National Monetary Commission
in 1905 to study the causes of recessions,
called “panics” then because the banks
usually failed when people rushed the
bank and demanded gold coins for their
paper money. Roosevelt’s Commission
did not report until 1910 when Taft was
president. Taft, a conservative Republi-
can, ignored the report, one of the rea-
sons motivating Roosevelt to run as a
third party candidate in 1912, splitting
the Republican vote and putting Demo-
crat Woodrow Wilson in the presidency.
Wilson acted on the report and created
our central bank, the Federal Reserve
System in 1913. I go on to tell them that
the history of money began in the 8*
century B.C., that the present money
supply is primarily deposits in a giant
computer system, and that our banking
system expands or contracts the money
supply based on depositors’ desire to
borrow money. Monetary theory reviews
three theories of the linkage between
money and the economic system: the
Classical Quantity Theory, the Keynesian

continued on pg. 5..........
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Theory, and Milton Friedman’s Mone-
tarist Theory, for which Friedman won a
Nobel Prize. This linkage is the basis for
monetary policy that has been our pri-
mary economic policy since the Reagan
administration.

At this point in the course I pull all
the policy tools together and arrange
them from Passive to Active. The stu-
dents are now knowledgeable enough
to discuss the policies and understand
the strengths and weaknesses of the vari-
ous policies. They also understand
problem areas where we still do not have
effective policy tools and the need for us
to continue to develop new approaches
to deal with new problems.

I present economic growth as a
policy to assure a growing population of
a better life and the creation of more jobs.
I review the long 60+ years of growth in
the era of “big business” after the Civil
War. This expansion was based on supply-
side policies that stimulated production
for a growing population. Modern growth

The Successful ProfessorE

theory is a combination of production
and income policies to create a balance
of expansion without experiencing either
inflation or deflation. We have not yet
perfected this policy, but we are doing
better with it as the expansion phase of
the business cycle has been lengthened
while the contraction phase shortened. I
present the pros and cons of economic
growth and the historic role of natural
resources, population, and capital in
various countries of the world. T also
present a short review of economic de-
velopment of underdeveloped countries
and the reason the cycle of poverty there
is so difficult to break. This topic is good
for discussions about materialism and a
balance in the pursuit of both quantity
and quality of life.

International trade is linked to eco-
nomic growth because a country produces
surpluses in the sectors for which it has
a comparative advantage. Comparative
advantage simply means that a nation
produces what it can produce best. For
example, we in the United States now
export more than one-half of our wheat
crop and a large share of our output of
heavy trucks. I ask students to consider
the resulting unemployment of resources
if we had to use those resources to pro-
duce products for which we had lower
productivity. Statistics are presented
showing the growing share of exports
and imports in our national production,
the major products involved, and our
major trading partners. I review the policy
history of free trade and protectionism
and their advantages and disadvantages,
including the varied success of countries
that use different policies. Trade cannot
take place without an exchange of
currencies, which is the content of inter-
national finance, including institutional
arrangements such as the World Trade
Organization (formerly IMF), the World
Bank, and the role of the U.S. dollar as
the international reserve currency.
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This historical approach
to the introductory
principles course in
economics has been

very successful in holding
student attention
and helping them learn
the subject.

The final exam does not use a take-
home essay but instead includes a number
of optional essay questions on the exam.
Because the end of the semester is a very
busy time for both students and faculty,
a take-home essay seems inappropriate.
I tell the students the essay topics for
which they will need to prepare. These
topics, of course, come from the material
covered in the last one-third of the course.
One required essay question presents them
with two macroeconomic problems for
which they must propose policy solutions.

This historical approach to the intro-
ductory principles course in economics
has been very successful in holding
student attention and helping them learn
the subject. I follow a similar approach
for microeconomics, especially connect-
ing policies to the historic situation that
required a change in government action.
The anti-trust laws in the late 19" century
and the labor laws of the 20™ century are
good examples.

In Part 1, I mentioned a second reason
for writing this article that I would reveal
before I closed. That time has now arriv-
ed. That second reason is to test my ability
to attract your interest in economics
through history. Did I succeed?
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Introduction

Organizational communication courses
often integrate theory and experiential
learning by using a case study approach.
Case studies build a pedagogical model
that allows for reflective thinking about
organizational dynamics and the role of
communication within those dynamics.
Case studies are miniature worlds or
segments of real-life dramas that offer
a pedagogical model of instruction which
encourages students to reflect on dynam-
ics of organizational life. Students are
able to discover how and why events
occur in an organization. This approach
serves to provide an alternative way of
knowing: how social knowledge is creat-
ed and recreated within an organization.

The development of critical thinking
skills is an outcome of using a problem-
solution format in many case study formats.
Although this approach is useful, it does
not enhance the students’ ability to draw
upon their understanding of theoretical
assumptions to identify issues of concern
and then lay out a plan of action. In other
words, this approach does not provide
students with the opportunity to explore,
define, and provide their own solutions
to organizational communication issues.
This paper will describe one case study
assignment that focuses on the students’
ability to connect organizational theory
to communication behavior and practices
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within the organization. Specifically, the
case study draws on the ideas from an
organization’s mission and goals state-
ment and relates it to managerial behavior
within the organization.

The following case study I integrat-
ed into my introductory organizational
communication course is based on several
assumptions. First, the organizing process
within an organization can be uncovered.
Second, an understanding of organiza-
tional theory is necessary for conceptual-
izing problems and creating solutions for
problems within an organization. Third,
an awareness of communication issues
strengthens the possibility of being more
effective in the workplace. The rest of
this essay describes the case study assign-
ment and intended learning outcomes for
the assignment.

Organizational Theory and
Communication: A Case Study

An organizational mission is fundamental
to revealing how management has decided
to fulfill the purpose of the organization.
The conceptual framework of a mission
statement may indicate the importance
the organization places on its human
resources, the scope of the organization,
and the way the organization identifies
its unique characteristics. The mission
and purpose of an organization is the
foundation by which organizational
members are expected to align their
behaviors within the workplace. Con-
sequently, managers become the vehicle
through which organizations are able to
fulfill their mission and purpose.

One way to assess how organizations
go about living out their philosophy is
to compare the formal organizational
structure, philosophy, and goals to the
emergent organizational structure and
communication processes. By comparing
the formal organizational structure and
design to the informal organization which
emerges, students are able to compare

VOLUME 3 - ISSUE 4

expected versus emergent behaviors. The
comparative process may uncover prob-
lematic issues within the organization.
Moreover, this process allows students
to analyze critically how and why these
differences occur. Using several theoreti-
cal approaches to explain the variations
between expected and emergent structure
becomes the foundation through which
students begin to apply their knowledge.
The foundation for bridging knowledge
and critical thinking skills to the orga-
nizational experience is built within the
following case study.

Assignment

One technique for advancing this com-
parison is to interview managers about
how their style of managing reinforces or
fails to reinforce the organizational phi-
losophy. The key is persuading managers
to discuss their communication behaviors
and the ways they perceive their behaviors
as supporting the purpose and mission of
the organization. This approach requires
that students draw on several organiza-
tional theories to support or reject their
opinions about the manager meeting or-
ganizational expectancies. Hence, course
content and methods are reinforced for
the student within the context of a real
organization.

The following steps are the specific
assignment questions:

1) Interview at least two managers
within any organization to find out their
philosophy of managing. State the names
of organization where the managers are
employed and the position of each indi-
vidual. Are the managers able to identify
or talk about the mission and purpose of
the organization? If the managers are not
able to identify the mission, what might
that mean? If they are able to identify
the mission ideas, what might that mean?

continued on pg. 7..........
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Do the managers feel they reflect the
organization’s philosophy of managing?
Why or why not? Be specific. Discuss
communication behaviors managers
believe support their ideas.

2) What is the formal organizational
mission statement and purpose? How do
the formal statements compare with the
perceptions of the mission given by each
manager? Compare and contrast the
managers’ philosophy of managing to

the overall organizational philosophy.

Evaluate the similarities and differences
and why they might occur. Include
formal and informal dynamics affecting
the process.

3) How does the management phi-
losophy manifest itself in communication
behaviors of both managers? Be specific
and support your claims. You will need
to discuss communication issues and
behavior of the managers in terms of how
they do or do not reflect the organiza-
tional ideals for behavior.

4) Discuss the communication func-
tion the managers in this organization
play. Detail what these functions are and
how they affect organizational life.

5) Based on organizational theories
discussed in class and in the text, identify
the organizational theory each manager
most likely represents in his/her behav-
ior and explain why. Again, be specific.
Discuss the role of organizational struc-
ture in meeting corporate philosophy and
mission specific to the organization
under investigation. How (or does) the
management philosophy manifest in the
communication behaviors of organiza-
tional members?

6) Which theoretical approach would
your groups assume to be a good ap-
proach to organizing and managing in
this organization? Why? Be specific.
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Even the initial contact
exercise for many
students is a learning
experience.

7) Is the organization successful?
Why or why not? Define the criteria your
group uses to identify success.

Learning Outcomes

The case study has several learning out-
comes:

1) First, students will be able to dem-
onstrate their understanding of several
organizational theories within the context
of an organization.

2) Second, students will be able to
identify and demonstrate an understand-
ing of communication functions within
an organization.

3) Third, the case study provides a
venue for applying the knowledge about
the role of an organization’s mission and
goals. Specifically, the case presents a
way for students to uncover and discuss
the effect an organization’s mission and
goals have on member behavior.

4) Fourth, Students will be able to
identify, demonstrate, and understand
the role communication plays among
organizational members.

Students’ Responses
to the Assignment

The case study is a group assignment and
one which requires time, effort, and energy
by the student groups. The students make
contacts with potential organizations,
some of which are not all that eager to
open up their organization for potential
course discussion. However, in the ten
years I have given this assignment, each
group has had success in locating willing
managers.

Here is what one student had to say
on the course evaluation sheet:
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“We talked to one manager and he was
not happy about being talked about in a
class that he would not be around for.
But, you know, it helped us talk about
why someone would worry about this
sort of thing.”

Even the initial contact exercise for
many students is a learning experience:
“The managers we conacted were really
nice. Well, they were helpful every time
we called to ask more questions. When
we went to the organization, they seemed
happy to see us. One even laughed when
we asked him about his philosophy of
managing and then could not tell us the
organization’s mission. You’d think
they’d all know.”

Overall, students seem to find the
experience and the case study itself a
positive learning experience: “It was
hard. We had to figure out times when
people could meet as a group, and we’re
all busy. . .but once we got together it
went together. I don’t know if I would
understand all the theory stuff without
the case. . . . It clicked with a lot of us
all at once.”

Conclusion

The organizational communication course
is enhanced when instructors combine
theory with practical experience. The
organizing process within organizations
can be reproduced in the classroom so
students develop an awareness of com-
munication issues. Understanding of
organizational theories lays the ground-
work for the ability to conceptualize
problems and present creative solutions.
The combination of theoretical knowl-
edge and skills application allows students
to develop ways to be knowledgeable,
productive members of an organization.
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Introduction

Whether or not students are reading
textbook chapters, taking lecture notes,
completing written assignments, or taking
examinations, instructional clarity is
very important. “For each contributor to
instructional clarity—teacher, message,
and student—the goal is the same: mak-
ing sense of instruction” (Civikly, 1992,
p. 138). We have found that using a
public relations writing genre—fact
sheets—is helpful in integrating teacher,
message, and student clarity.

Fact sheets are typically one page in
length and “should follow an identifiable
order and organization” (Diggs-Brown
& Glou, 2004, p. 65). The organizational
elements of a heading, subheadings, and
text are included in most types of fact
sheets. Fact-sheet writing can assist
students in reading texts from different
disciplines with comprehension and
gathering and organizing information.

Preparing to Use Fact Sheets
The main goal of preparation is for
professors and students to share an under-
standing of the nature of fact sheets, their
organization, and their purpose. Because
their purpose is to communicate facts,
they are rarely written in paragraph form

The Successful ProfessorE

and do not require reading the entire
document but rather just the fact(s) of
interest. To prepare students to use fact
sheets,
e (Collect a series of common fact
sheets and use as handouts,
e Design unit-based and/or assign-
ment-based fact sheet examples,
e Ask students to obtain fact sheet
samples,
e (reate a short Blackboard assign-
ment module on fact sheets, and
e Write fact sheet answer keys.
Once a unified understanding of fact
sheets is achieved, instruct students on
how the fact sheets will be used in the
course. Each time a fact sheet is used,
provide step-by-step instructions on the
type and its purpose. On different occa-
sions we have
e Provided a fact sheet template
with headings and/or subheadings
and asked students to write the text,
e Asked students to create a specific
type of fact sheet, and
e Provided students a list of informa-
tion and asked them to organize it
in a fact sheet.

Types of Fact Sheets
Through the use of the following six
types of fact sheets, our communication
and mathematics students have clarified
the use of fact sheets for students and
faculty:

Timelines

The simplest form of fact sheet is a time-
line, that is, one which incorporates a
chronology. For example, in a newswrit-
ing course students must know the actual
dates and names of major wars to com-
plete obituary assignments. So they
research and design a timeline of the
wars.

In a mathematics course, students are
asked to create a timeline with the head-
ing, “A Hierarchy of Mathematics,” to
demonstrate their knowledge about the
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fiFor each contributor to
instructional clarityd teacher,
message, and studentd the
goal is the same: making
sense of instruction.o

order in which mathematics courses are
typically taught. Their fact sheets provide
a starting point for identifying student
awareness of math courses. Also, they
help clarify misconceptions about the
order in which math classes should be
taken. Another successful use in math-
ematics is to ask students to design a fact
sheet with the heading, “Standard Order
of Operations for Mathematical Problem-
Solving.” The goal is to see if students
can identify the order—parentheses,
exponentials, multiplication or division
(depending on which is first left to right);
and addition or subtraction (also left-to-
right dependent).

Glossary

The most familiar type of fact sheet to
students is the glossary. The self-made
glossary is effective in helping students
learn discipline-specific jargon and
terminology. Typically, on the first day
of class, we provide students with a list
of terms related to the course content and
ask them to check if they know what the
terms mean. Throughout the course, they
develop chapter glossaries that help them
learn the terminology. However, they do
not simply write the definitions from the
textbook. They are given a specific, non-
discipline audience for whom they must
write the definitions.

Also, students learn to create
glossaries of models, theories, and inter-
disciplinary terms. For example, in
mathematics, students have been asked to

continued on pg. 9..........
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create a fact sheet of mathematical laws.
Specifically, they state, define, and sym-
bolically represent each law. This type
of fact sheet has helped identify (a) when
content material has been lectured out of
sequence, (b) if there has been a message
contradiction between the lecture and
textbook, or (c) whether students may
know the symbolic representation but
not the terminology.

Historical Fact Sheets

A historical fact sheet outlines historical
milestones. We have used it in introduc-
tory courses where focus is placed on the
history of a discipline or the development
of discipline principles. For example, in
communication theory and organization-
al communication courses, students create
historical fact sheets about (a) the differ-
ent schools of thought and (b) key names
of people who made strong contributions
to the field.

Mathematics majors have been asked
to create fact sheets on famous mathema-
ticians and formulas developed during
their time. Non-mathematics majors have
been asked to create a fact sheet on well-
known theorems and the practical use
of each. For example, the heading may
read, “Theorems and Practical Use”;
a subheading might be “Pythagorean
Theorems”; and the text about a practical
use might be “used when building things,
for example a deck.”

Selected Facts

Selected facts are isolated facts that may
be interesting and/or provide supplemen-
tal information about a topic or discipline.
The most frequent use is with reading
assignments. Specifically, students create
a fact sheet of what they thought were
the most important facts in a chapter.
This approach helps professors compare
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lecture notes (with student understand-
ing) provides statistics of what is often
missed in the required textbook chapter
as being important. In addition, students
have designed chapter review fact sheets
to help reconcile student/teacher percep-
tions during review sessions for exams.

The second most frequent use has
been in helping students find a frame of
reference for new or difficult-to-under-
stand content. In a general mathematics
course for non-majors, students have
been given a fact sheet template of com-
mon everyday tasks and then the lecture
is designed to discuss theorems and
applications related to each task.

Finally, selected facts also have been
successful in compiling student intern-
ship information, guiding resume-writing
discussions, and creating departmental
assessment criteria.

Frequently Asked Questions
and General Fact Sheets

Frequently Asked Questions (FAQ) and
general fact sheets are used for any de-
signed purpose of the instructor. In public
relations writing courses, the general fact
sheets have been used to teach students
the concept AMC—audience, message,
and channel. First, we discuss what is a
channel. In this case it is a fact sheet.
This leads our discussion to the difference
between a fact sheet and other writing
formats. Then, the format of the specified
channel—fact sheet—is provided and
discussed. Next, we discuss the message.
Students are assigned a topic to research.
Typically, this is achieved by providing
the header. An example is the header,
“Major Earthquakes in the United States.”
Students need to learn the accuracy of
word usage and their meanings. Students
also need to know what constitutes an
earthquake as “Major,” e.g., the Richter
Scale and who is the leading authority of
defining that in the United States. More-
over, students need to learn to discrimi-
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Students have enjoyed this
type of assignment because
it is shortd a single paged
and is easily corrected
and updated.

nate among the facts about earthquakes.
A major fact is that earthquakes do not
just happen in the United States. Students
then select and organize the most relevant
information for a variety of audiences,
ranging from weather experts to grade-
school children.

A successful use in a mathematics
capstone course is to have students design
fact sheets on different subject areas of
math. Because not all math programs
require comprehensive examinations,
fact sheets provide a non-examination
way to assess student comprehension
and ability to communicate in both word
and symbol.

General fact sheets may be used for
class presentations by having (a) profes-
sionals in the field write a template of
questions about the presenter’s topic and
then have the presenter answer all those
questions and design a time-specified
presentation; and (b) students listening
to in-class presentations to outline the
presenter(s) topic and three major points.
FAQ may be used to guide discussion
about upcoming assignments or exams.
We have found the FAQ to be a unique
way to give a take-home exam. Specifi-
cally, the instructor can create a template
with at least five major questions and
have students write the answers under
each.

Other uses for FAQ and general
fact sheets may range from portfolio
arrangement, service-learning project
reports, and company interview facts.

continued on pg. 10..........
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Conclusion

Students have enjoyed this type of assign-
ment because it is short—a single page—
and is easily corrected and updated. In
addition, students have asked group
members to design a specific type of fact
sheet to bring with them for out-of-class
group meetings. They have found that
pre-prepared fact sheets have helped
make teamwork more organized and
equitable.

Professors are not overloaded with
extra grading because fact sheets typically
are (a) not graded, (b) limited to a single
page, and (c) easily incorporated into a
class session rather than collected. If fact
sheets are collected, a simple observation
of the heading and subheads can demon-
strate what knowledge students grasped
or did not grasp and what percentage of
the class grasped the same material. In
addition, professors can develop a single-
page fact sheet answer key to see if the
students received the intended content.
Finally, fact sheets are a consistent way
to distribute class information to assist
students in retaining information, organiz-
ing their notes, and providing a checklist
for assignments.
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Introduction

Teachers often require students to give
oral presentations in courses where public
speaking is not explicitly taught. Such
assignments are important practice for
future public speaking, and they often
democratize teaching and learning. With-
out some practice beforehand, however,
students can become nervous about speak-
ing and worry that their lack of speaking
skills will negatively affect their evalua-
tion by others and their grade. To help
defray these fears, I offer the following
exercise. The exercise could be accom-
plished in a fifty-minute class and its
required elements are simple to prepare.

Preparation for the Activity

To carry out the “Sins” of Delivery exer-
cise you will need a book with simple
vignette-style text from which to read.
The book can be a manual of aphorisms,
fables, or maxims; a children’s book (or
books, if they are short); an etiquette
manual; a short book of poems; a collec-
tion of quotations; etc. In any case, try to
ensure that the words are simple enough
to be read aloud at first pass and that the
sentences are fairly short. I use Aesop’s
fables because it offers good moral guid-
ance, and the stories are fun, easy to read,
and lend themselves to artful interpreta-
tion.You will also need a list of errors
(“sins”) of delivery, cut apart and folded
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Oral presentations in courses
where public speaking is not
explicitly taught. . .
are important practice
for future public speaking,
and they often
democratize teaching
and learning.

to make selection random and blind.
Here is a list of common errors you may
want to include:
volume too loud/high
volume too soft/low
pitch too high
pitch too low
rate/speed too fast
rate/speed too slow
odd tone of voice (strange emotion)
odd tone of voice (strange resonance)
awkward rhythm
no pauses
lack of clear enunciation
heavy use of dialect or accent
odd/bad eye contact
awkward facial expression
singsong delivery
monotone delivery
attachment to the podium
awkward use of gesture/body
odd behavior with clothing
odd behavior with hair
odd use of space in the room
uptalk (raising of pitch at end of
sentences)
e other options for fun:
e Valley Girl
e Marilyn Monroe
e Count Dracula

continued on pg. 11..........
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The Activity

You may want set the tone by starting the
activity. Pick the first “sin” and then per-
form it as an example. Read aloud from
the text (while) performing the “sin.”
Then ask the students to guess what it is
you are doing wrong. For example, if
you picked “odd use of space in the
room,” walk to the back corner of the
room and read toward the wall or pace
about in random fashion. If students do
not guess the “sin” correctly, it may take
a bit more performing or some different
performance tactic on your part. After
completing the example, ask each student,
one by one, to do just as you did: pick
from the pile and perform the “sin” while
reading aloud from the text.

Encourage students to perform what
it is they have picked even if they are
reluctant; a positive and fun loving ap-
proach here really helps (as does avoiding
grades or grading for participation only).
Occasionally, you may want to help the
performer, if nobody understands what is
being done and/or if the performer is
confused as to what he or she should do.
You can stop a student after a short while
(10 seconds or so), or the student may
stop of his or her own accord. Or you
may let a student continue for a while,
depending on how well each performs,
how ready you think the class is to guess,
and how much fun the presenter and the
audience are having. Occasionally call
on students who do not guess often or at
all to help keep them involved.

As you go, explain elements of de-
livery, especially if students are confused
about a definition (e.g., pitch, tone, and
enunciation). Also consider pointing out
the importance of certain aspects of de-
livery and how easy it is for audience
members to sense that something is
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The fiSinso of Delivery
exercise helps students
with upcoming individual
and/or group presentations
by requiring them to
stand and speak in front
of others. . ..

wrong. For example, consider pointing
out how dificult it is to understand some-
one who speaks too fast or too soft or
how insecure and unsure a person sounds
when every sentence he or she says ends
by going up in pitch. Play until all the
slips of paper are gone.

Conclusion

The “Sins” of Delivery exercise helps
students with upcoming individual and/
or group presentations by requiring them
to stand and speak in front of others, by
encouraging the building of community,
and by eliminating worst-case scenarios.
Because it is practice and not a formal
performance, the “Sins” of Delivery
exercise gives students a feel for the
front of the room and the attention it
confers without the added stress-inducing
variable of a grade. The performances
of the “sins” themselves are often cre-
ative and enjoyable, and when the class
has this sort of risk-related good time to-
gether, community and sympathy (useful
to subsequent presentations) is often the
result. And finally, by performing “Sins”
of Delivery, students can overcome the
bugbear of these worst-case scenarios,
see what not to do in their own presenta-
tions and be able to think that delivery
transgressions will not be as bad as they
could be—a backward logic, to be sure,
but one that works to build confidence
and improve subsequent performance.
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