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Recommendations of 2018-2019 SOP Task Force – February 26, 2020* 
Revised Version for Faculty Review and Feedback 

 
Task Force Members:  Ryan Crawford, David Ferris, Marilyn Knight, Jim O’Connor, Holly Pae, Renu Pariyadath, 
John Siegel, Pam Steinke. 
 
Overview: 
 
The SOP Task Force was convened in fall 2018 by Pam Steinke, Vice Provost, at the request of Clif Flynn, Provost.  
The charge of the Task Force was to make recommendations on how to improve the Student Opinion Poll (SOP).  
Dr. Steinke asked the Deans to nominate one faculty member from their college/school who would understand 
the problems with the current SOP process and instrument but who would also be committed to engaging in a 
productive discussion about how to improve the current process.  Six faculty members were invited to join.  The 
Task Force began meeting in fall 2018 and by early spring 2019 an issue with the composition of the Task Force 
had been brought to the attention of the Task Force.  While the Task Force included a good representation of 
faculty in terms of length of service at USC Upstate and gender, there were no faculty of color on the Task force.  
This was especially a concern given the research on bias against specific groups of faculty including women and 
minority faculty (e.g., Basow & Martin, 2013; Muhs, Niemann, González, Harris, 2012; Reid, 2010; Smith & 
Hawkins, 2011; Storage, Horne, Cimpian, Leslie, 2016).  Therefore, Renu Pariyadath was asked to join the Task 
Force based on her success in getting high response rates on the SOPs, her disciplinary expertise in 
Communication Studies, and because she would help provide better representation of the diversity of disciplines 
in CAHSS.  The Task Force has also remained aware throughout their discussions that bias could occur for a 
number of reasons including due to differences in ideological or political beliefs between students and faculty 
and as retribution for poor grades. 
 
The SOP Task Force met throughout the 2018-2019 academic year in October, November, January, March, and 
April and identified the following goals. 
 
Recommend revisions to the SOP instrument and process so that it: 

 Provides faculty with more useful student input to help improve teaching and learning (Formative); 

 Provides the basis for conversations between faculty members and their dean or department chair 
about goals, challenges, professional development, etc. (Formative); 

 Provides a means/vehicle for administrators to identify/respond to/assist faculty who are having 
consistent issues in the classroom that are negatively affecting students (Formative and Evaluative);  

 Provides an appropriate context of the SOP as only one source of information about teaching 
(Evaluative); 

 Provides an instrument that better supports the assessment of teaching by academic units when 
applying their unit criteria (Evaluative). 
 

During the 2018-2019 academic year, the Task Force reviewed other instruments and resources, read articles on 
student evaluations, and discussed how to revise the current instrument and process to make it more effective.  
This review included research on our list of aspirant institutions as well as institutions that exemplified best 
practices.  Appendix A provides an annotated bibliography of some of the resources reviewed.  The Task Force 
also gathered USC Upstate information including response rates by department (Appendix B), strategies faculty 
use to increase response rates (Appendix C), current questions (Appendix D), and features of the software used 
to implement SOPs, Class Climate.  Discussions are currently taking place with Columbia to determine the level 
of flexibility of the Class Climate software, so issues related to the software (e.g., faculty direct access to 
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response rates and reports) are not discussed in this report.  Below are a number of issues identified by the Task 
Force with recommendations for how to move forward at USC Upstate.  
 
Issue #1:  Items on the current SOP.  The items on the current instrument (see Appendix D) consists almost 
entirely of general, evaluative items about the instructor for which students have no specialized knowledge.  As 
such, the current instrument does not provide faculty with good formative feedback for improvement of 
teaching or provide clear evaluative feedback for evaluators.  In addition, the generality of the questions 
increases the chance that they will reflect the biases of the student.  It should be clear from the onset how the 
results of each question could be used by faculty for improvement and/or by evaluators.  If there is no clear use 
of the results of an item, it should not be included. 
 

Recommendations for Issue #1:  

 Revise the instrument so that it better reflects items that students can answer including specific 
observations and beliefs about their learning and engagement; 

 Revise the instrument so that it provides faculty with better formative feedback for improvement of 
teaching and learning; 

 Revise the instrument so that it includes very specific items to help evaluators. 
 

See Appendix E for a draft of a revised instrument. 
 
Issue #2: Name of Student Opinion Poll.  The task force understands why we do not want to refer to the SOPs as 
evaluations, given that they reflect student beliefs, not expert evaluations.  However, if we want to 
communicate to students that we value their feedback and will use it to make improvements then perhaps the 
name could better reflect this purpose.   
 

Recommendations for Issue #2: 

 Change the name of the Student Opinion Poll (SOP) to Student Feedback Opportunity (SFO); 

 Provide an overall introduction that communicates expectations about being respectful and providing 
useful, constructive comments (see Appendix E). 

 
Issue #3: Way in which results are interpreted and used.  SOP results are often interpreted in inconsistent and 

inappropriate ways.  Interpretation of the results of SOPs often focuses on a comparison of the mean rating of 

the instructor with an overall mean.  This focus on the mean is problematic for a number of reasons.   

 Faculty teach very different courses and comparing the mean rating of one course to another, or to all 

courses in a college, may be like comparing apples to oranges.  For example, research shows that on 

average online courses elicit lower ratings than traditional offerings (Marzano & Allen, 2016) 

 Determining that a small difference between two means is meaningful assumes a precision in the 

numerical estimates that is not warranted, and a precision in assessing teaching effectiveness that is not 

reasonable. 

 Focusing on the means sends the erroneous message that higher scores always indicate teaching that is 

more effective.   

 Research on student course evaluations has revealed consistent biases based on a number faculty 

characteristics including gender identity and race.  Using mean comparisons may unfairly represent 

faculty from these groups.   
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Rather than comparing two means, the course mean can be compared to the distribution of means of all courses 

or of similar courses in a college.  One should determine if an instructor is inside or outside of a reasonable 

range with most of the other courses.  Additionally, longitudinal determinations may be made: Is this instructor 

consistently different from most of the other courses?  Are the improvement efforts of the instructor resulting in 

an upward trend in the course mean?  By focusing on both distribution data and trend data, instructors and 

evaluators will have a more useful context to frame and interpret the results.   

Recommendations for Issue #3: 

 Provide guidelines based on best practice for the interpretation of SOP results (Center for Academic 

Innovation and Faculty Support - CAIFS; P&T); 

 Provide and encourage use of distribution and trend analyses, and discourage the comparison of means 

(Institutional Effectiveness and Compliance – IEC; P&T); 

 Require faculty to include reflections on/explanation of distribution and trend data (both scaled 

responses and comments) in Annual Administrative Reviews as well as P&T materials, including how 

they responded to fluctuations and patterns in the data to focus on formative feedback for 

improvement (P&T; Deans, Department Chairs); 

 Require a review of academic unit criteria for compliance with best practices; 

 Review Annual Administrative Review, Peer Review, and Promotion and Tenure file guidelines and 

procedures to ensure they communicate a consistent message about the use of SOP results (P&T; 

Deans, Department Chairs);  

 Provide training on how to interpret both scaled responses and comments (CAIFS). 

Issue #4: Overreliance on the SOPs to evaluate teaching effectiveness in the promotion and tenure process.  
Closely related to Issue #3 is that the SOPs are often used as the only source of information about teaching 
effectiveness in the promotion and tenure process and in annual administrative reviews.  Yet, best practices 
dictate that student course evaluations should be only one of several sources of information about teaching 
effectiveness (e.g., Darwin, 2017; Linse, 2017).  Other sources include peer observation of class; peer review of 
course design, syllabi, and materials; grade distributions; implementation of innovative, research-based 
pedagogies; and evidence of using assessment data to make improvements.  
 

Recommendations for Issue #4 

 Provide guidance, questions, training, support for peer review of courses (CAIFS); 

 Provide support and training to faculty and faculty evaluators (e.g., Chairs, P&T members) on best 
practices in interpreting SOPs (CAIFS); 

 Encourage multiple sources of information on teaching effectiveness in the P&T process and in annual 
administrative reviews (P&T; Deans, Department Chairs); 

 Ask units to review the role of SOPs in unit criteria for effective teaching based on these 
recommendations. 

 
Issue #5:  The SOP is often the first opportunity students have to provide feedback in the course.  If we want to 

communicate to students that faculty value student feedback, then providing earlier opportunities for students 

to give feedback should be encouraged.  Whether feedback is provided at midterm, at the end of the course, or 

both, faculty need coaching on how to interpret and effectively respond to feedback. 

 

Recommendations for Issue #5: 

 Provide an easy opportunity for faculty to get midterm feedback from students (IEC); 
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 Provide workshops/resources to faculty on Classroom Assessment Techniques and best practices for 
getting and responding to midterm feedback as well as SOP feedback (CAIFS). 

 
Issue #6: Low response rates on SOPs.  The average response rate for USC Upstate faulty on the SOPs is around 
35 to 40% whereas nationwide the average response rate percentage for on online course evaluations is around 
50 to 60% (Berk, 2012).  There has been much research on response rates (e.g., Adams & Umbach, 2012; Berk, 
2012; Chapman & Joines, 2017; Dommeyer, Baum, Hanna, & Chapman, 2004) and this research provides 
guidance for Upstate on how to increase response rates.  The research suggests that one of the greatest factors 
affecting response rates is demonstrating to students that faculty actually use the results for improvement, 
therefore, implementation of the above recommendations may indirectly lead to higher response rates. 
 

Recommendations for Issue #6: 

 Provide resources to faculty on how to increase response rates in both face-to-face and online courses 
(CAIFS); 

 Provide clear communication that response rates matter (Provost, Deans, Department Chairs); 

 Explore integration of administration of SOP with Blackboard to allow faculty greater access to 
implementation updates and reporting (IT&DS, IEC); 

 Provide more data on current response rates by department (IEC); 

 Review current windows of administration to ensure they allow adequate time to respond (Deans, 
Department Chairs, IEC). 

 
These issues have been summarized into a statement of philosophy about the Learning Experience Survey.  This 
philosophy and the procedures for implementation are provided in Appendix F. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
*This is a revised version of the original report based on unit feedback solicited by committee members and 
feedback from Faculty Welfare Committee. 
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Appendix A 
 

Annotated Bibliography of Sample Scholarly Articles and Other Resources Reviewed by Task Force 
 
Scholarly Articles: 
 
Adams, M.J.D. & Umbach, P.D. (2012). Nonresponse and online student evaluations of teaching: Understanding 

the influence of salience, fatigue, and academic environments. Research in Higher Education, 53,576-
591, DOI 10.1007/s11162-01109240-5.  

 
Study investigated the issue of student nonresponse to online course evaluations, focusing specifically on issues 
of saliency and survey fatigue.  Research was conducted at a large 4-year research university in the Southeast 
where response rates had declined over 10% in less than two years. Salience was defined by whether the course 
was in their major and whether students were doing well in the course and fatigue was measured by the 
number of invitations received.  Holland’s coding of academic majors was also examined.  Overall, the 
researchers found that students were more likely to respond if the course was in their major departments and if 
students were earning a C or better. 
 
Ang, L., Breyer, Y. A., & Pitt, J. (2018). Course recommendation as a construct in student evaluations: will 

students recommend your course? Studies in Higher Education, 43(6), 944-959. 

 

Abstract:  “Recommendation is a highly credible and powerful construct in marketing. This article investigates 

the construct intention to recommend in the context of student evaluations of teaching. Motivated by changes 

in the sector, the study explores what factors drive course recommendation and their relationship with each 

other. A structural model is tested, using partial least squares on a sample of 113 students. The results show 

that both emotional (i.e. joy of learning) and cognitive (i.e. course value) factors influence intention to 

recommend. These two driving factors are more likely to occur if the course can bridge theory and real-world 

practice. The approach to understanding what drives course recommendation opens up new avenues of 

research. It proposes to expand the traditional model of student evaluations of teaching to one which includes 

course value in the context of a competitive education sector.” 

 
Basow, S. A. & Martin, J. L. (2013). Bias in student evaluations. In M.E. Kite (Ed.), Effective evaluation of teaching: 

A guide for faculty and administrators (pp. 40-49). Society for the Teaching of Psychology.   

 

Abstract: “In this chapter, potential biasing factors in student evaluations of professors are examined. Because 

white male professors are the norm, faculty members who are female or who are from other racial/ethnic 

groups appear to be held to a higher or double standard of performance, Professor attractiveness ratings and 

age also affect student ratings, as do such course variables as expected grade. For example, higher expected 

grades are positively correlated with evaluations, even more so than actual grades. These findings should make 

us cautious in using student ratings as an unbiased measure of teaching effectiveness.” 

 
Berk, R.A. (2012). Top 20 Strategies to increase the online response rates of student rating scales. International 

Journal of Technology in Teaching & Learning, 8(2), 98-107. Retrieved from 
https://www.buffalo.edu/content/dam/www/provost/files/ubce/Top20StategiestoIncreaseResponseRa
tes.pdf 

 

https://www.buffalo.edu/content/dam/www/provost/files/ubce/Top20StategiestoIncreaseResponseRates.pdf
https://www.buffalo.edu/content/dam/www/provost/files/ubce/Top20StategiestoIncreaseResponseRates.pdf
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Abstract: “Over the past decade, a conversion from paper-and pencil to online administration of student rating 
scales has been taking place at hundreds of institutions worldwide. Probably the most serious problem that has 
emerged is low response rates compared to the previous in-class administrations. Faculty and administrators 
have addressed this problem by experimenting with several techniques to increase rates, including a variety of 
incentives and disincentives for students to complete the forms. This online issue began with face-to-face (F2F) 
courses, but now is occurring with online and blended/hybrid courses as well. This article is a state-ofthe-art 
review of this problem. The proposed techniques and all of the related issues will be examined in the context of 
the accumulated research and current practices. This review will culminate in a “Top 20” list of the most 
promising strategies along with suggestions for assuring high response rates from year to year.” 
 
Boatright-Horowitz, S. L., & Soeung, S. (2009). Teaching White privilege to White students can mean saying 

good-bye to positive student evaluations. American Psychologist, 64(6), 574-575.  
 
Abstract: “This article discusses the negative impact that teaching antiracism can have on teaching careers when 

students evaluate their efforts and abilities. The published literature abounds with anecdotes about negative 

student reactions to antiracism teaching, particularly when it involves teaching White students about White 

privilege. Students often reject both message and messenger, projecting their frustrations and emotions about 

this topic onto instructors. Therefore, the authors believe that student evaluations for some courses (e. g., 

psychology, sociology, geography, political science) should include items about whether students have acquired 

a less racist, more multicultural perspective.” 

 
Braga, M., Paccagnella, M., & Pellizzari, M. (2014). Evaluating students’ evaluations of professors. Economics of 

Education Review, 41, 71-88. 

 

A review of the literature shows that instructors who give higher grades tend to receive better evaluations than 

those who give lower grades, suggesting student course evaluations could be contributing to grade inflation.  A 

review of the literature also shows a relationship between instructor quality and student achievement.  The 

authors conclude that good instructors who provide their students with knowledge that is useful to future 

learning require effort from their students and students who dislike exerting effort evaluate their instructors 

based on how much they enjoyed the course. 

 

Chapman, D.D. & Joines, J.A. (2017). Strategies for increasing response rates for online end-of-course 
evaluations. International Journal of Teaching and Learning in Higher Education, 29(1), 47-60 Retrieved 
from https://files.eric.ed.gov/fulltext/EJ1136018.pdf 

 

Abstract: “Student Evaluations of Teaching (SETs) are used by nearly all public and private universities as one 

means to evaluate teaching effectiveness. A majority of these universities have transitioned from the traditional 

paper-based evaluations to online evaluations, resulting in a decline in overall response rates. This has led to 

scepticism about the validity and reliability of the SETs. In this study, a large, US public university transitioned to 

online SETs in 2007 and suffered a decline in overall response rates from 73% for the paper-based evaluations in 

2006 to a low of 43%. The aim of this study was to determine successful strategies used by instructors to 

improve their own SET response rates. A survey was conducted of faculty members who had high response 

rates, and the data were analyzed to determine which strategies were being employed. The study found that 

when instructors show students they care about evaluations, response rates tend to be higher. The results from 

the study have been turned into a FAQ on myths and suggestions that has been distributed to the faculty at the 

university to provide guidelines for increasing response rates on SETs.” 

https://files.eric.ed.gov/fulltext/EJ1136018.pdf
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Darwin, S. (2017). What contemporary work are student ratings actually doing in higher education? Studies in 

Educational Evaluation, 54, 13-21. 

 

It is necessary to re-consider evaluative orthodoxies in higher education. To respond to the complex ecology of 

higher education, academics necessarily have to become much more autonomous and engaged learning 

professionals, who are able to self-monitor, reflect, collaborate on current and improved practice and be subject 

to peer-level review and scrutiny. The challenge is for higher education institutions committed to quality 

learning to consider moving beyond their familiar conventional approaches centered on student ratings alone 

and to investigate deeper and more qualitative engagement with the student voice. 

 

Dommeyer, C. J., Baum, P., Hanna, R. W., & Chapman, K. S. (2004). Gathering faculty teaching evaluations by in‐

class and online surveys: Their effects on response rates and evaluations. Assessment & Evaluation in 

Higher Education, 29(5), 611-623. 

 

Abstract:  “This study compares student evaluations of faculty teaching that were completed in-class with those 

collected online. The two methods of evaluation were compared on response rates and on evaluation scores. In 

addition, this study investigates whether treatments or incentives can affect the response to online evaluations. 

It was found that the response rate to the online survey was generally lower than that to the in-class survey. 

When a grade incentive was used to encourage response to the online survey, a response rate was achieved that 

was comparable with that to the in-class survey. Additionally, the study found that online evaluations do not 

produce significantly different mean evaluation scores than traditional in-class evaluations, even when different 

incentives are offered to students who are asked to complete online evaluations.” 

 

Feistauer, D. & Richter, T. (2017) How reliable are students’ evaluations of teaching quality? A variance 

components approach, Assessment & Evaluation in Higher Education, 42(8), 1263-1279, 

DOI: 10.1080/02602938.2016.1261083 

 

Abstract: “The inter-rater reliability of university students’ evaluations of teaching quality was examined with 
cross-classified multilevel models. Students (N = 480) evaluated lectures and seminars over three years with a 
standardized evaluation questionnaire, yielding 4224 data points. The total variance of these student 
evaluations was separated into the variance components of courses, teachers, students and the student/teacher 
interaction. The substantial variance components of teachers and courses suggest reliability. However, a similar 
proportion of variance was due to students, and the interaction of students and teachers was the strongest 
source of variance. Students’ individual perceptions of teaching and the fit of these perceptions with the 
particular teacher greatly influence their evaluations. This casts some doubt on the validity of student 
evaluations as indicators of teaching quality and suggests that aggregated evaluation scores should be used with 
caution.” 
 

Feldman, K. A. (2007). Identifying exemplary teachers and teaching: Evidence from student ratings. In The 

scholarship of teaching and learning in higher education: An evidence-based perspective (pp. 93-143). 

Springer, Dordrecht. 

 

Examined the degree to which different instructional dimensions accounted for variance in student course 

ratings that was accounted for by different instructional dimensions.  Found that the most important dimensions 

https://doi.org/10.1080/02602938.2016.1261083


8 
 

were clarity and whether instructor was understandable, instructor’s stimulation of interest in course and 

subject matter, perceived impact of instruction, instructor preparation and course organization, instructor 

meeting course objectives, and instructor motivating students to do their best/requiring high standard of 

performance. 

 

Harlow, R. (2003). "Race doesn't matter, but . . .": The effect of race on professors' experiences and emotion 

management in the undergraduate college classroom. Social Psychology Quarterly 66(4), 348-363. 

Retrieved from https://search.proquest.com/docview/212781793?pq-origsite=gscholar  

 

Abstract: “Research has shown how black scholars' experiences differ from those of their white counterparts in 

regard to research and service, but few studies have addressed the influence of race on professors' teaching 

experiences. In this paper I examine how and to what degree race shapes professors' perceptions and 

experiences in the undergraduate college classroom. I analyze how students' social and cultural expectations 

about race affect professors' emotional labor and management, shaping the overall nature of their jobs. The 

findings suggest that black professors' work in the classroom is different and more complex than that of their 

white colleagues because negotiating a devalued racial status requires extensive emotion management. Social 

constraints affect the negotiation of self and identity in the classroom, influencing the emotional demands of 

teaching and increasing the amount of work required to be effective.” 

 

Jaquett, C.M., VanMaaren, V.G., Williams, R.L. (2016). Course factors that motivate students to submit end-of-
course evaluations. Innovative Higher Education, 42(1), 19-31. DOI: 10.1007/s10755-016-9368-5. 

 

Abstract: “We surveyed students (N = 152) in several sections of an undergraduate educational psychology 

course to determine what course factors would most motivate them to submit course evaluations. The survey 

directed students to choose among several pairs of course characteristics as to their relative impact on their 

decision to submit a course evaluation. After tabulating their choices, we ranked the course characteristics for 

the total sample and then for various demographic and performance subgroups. In general, students indicated 

that positive aspects of a course would motivate them to submit course evaluations more than would negative 

aspects.” 

 

Linse, A. R. (2017). Interpreting and using student ratings data: Guidance for faculty serving as administrators 

and on evaluation committees. Studies in Educational Evaluation, 54, 94-106. 

 

Addresses how student ratings should and should not be used for faculty evaluation.  Student ratings should be 

only one of multiple measures of teaching.   Both those who are proponents of student ratings and researchers 

of rating unanimously recommend personnel decisions be based on more than just the faculty member’s 

student ratings.  The most common additional sources of data about the faculty member’s teaching include 

written student feedback, peer and administrator observations, internal or external reviews of course materials, 

and more recently, teaching portfolios and teaching scholarship. In personnel decisions, a faculty member’s 

complete history of student ratings should be considered, rather than a single composite score. Evaluations and 

decisions should stand alone without reference to other faculty members; avoid comparing faculty to each other 

or to a unit average in personnel decisions. Focus on the most common ratings and comments rather than 

emphasizing one or a few outlier ratings or comments. 

 

https://search.proquest.com/docview/212781793?pq-origsite=gscholar
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Marzano, M.P. & Allen, R. (2016). Online vs. Face-to-Face Course Evaluations: Considerations for Administrators 

and Faculty. Online Journal of Distance Learning Administration, 19(4),. Retrieved January 30, 2020 

from https://www.learntechlib.org/p/193254/. 

 

Abstract: “The purpose of this study was to determine whether students evaluate courses differently, and  

perhaps more critically, when delivered online vs. face-to-face (F2F). Course evaluations are associated with the  

instructor that taught the course. Course evaluation continues to be a significant assessment vehicle of faculty  

performance used by many administrators. This analysis attempted to control for variations in instructors and  

courses, by comparing student course evaluations, where the same instructor taught the same course, in both  

modalities. Moreover, the study attempted to understand the contributing factors to the course rating. The  

results of this study confirm that courses taught by the same instructor, using the same course content, were  

rated lower when delivered in the online modality. The results of the lower ratings, for online courses, have  

implications for faculty and administrators. Areas potentially affected by the lower ratings include: 1) a drop in  

the faculty member's assessed performance; 2) a difficulty to recruit full-time or tenure seeking faculty to teach  

online courses; 3) potential unproductive attempts to compensate for deficiencies or "student dislikes" with the  

Learning Management System; and 4) potential morale issues with faculty experiencing less job satisfaction due  

to lower online course ratings.” 

 

Muhs, G., Niemann, Y., González, C., & Harris, A. (Eds.). (2012). Presumed incompetent: The intersections of race 
and class for women in academia. Boulder, Colorado: University Press of Colorado. Retrieved from 
http://www.jstor.org/stable/j.ctt4cgr3k. 
https://www.dickinson.edu/download/downloads/id/6308/are_student_teaching_evaluations_holding_
back_women_and_minorities.pdf  

 
Discusses the tensions women and racial minorities have to balance - of being likeable, being perceived as 

competent, and being authoritative in the classroom. Also discusses implicit bias against women and minorities.  

Individual minority and women professors can do a great deal to negotiate the stereotypes in the classroom that 

will influence how students see them and judge them. Many individual minority professors, including women, 

are able to manage the complex process of overcoming stereotypes, adopting effective teaching techniques, and 

making material accessible. Thus, they become highly successful teachers. However, academia needs to make 

systemic changes to account for the factors that systemically negatively impact both women and minority 

professors. The question of what student evaluations measure should be framed productively.  

 

Reid, L. (2010). The role of perceived race and gender in the evaluation of college teaching on 
RateMyProfessors.com. Journal of Diversity in Higher Education 3(3), 137–152.  

 
The present study examined whether student evaluations of college teaching (SETs) reflected a bias predicated 
on the perceived race and gender of the instructor. Using anonymous, peer-generated evaluations of teaching 
obtained from RateMyProfessors .com, the present study examined SETs from 3,079 White; 142 Black; 238 
Asian; 130 Latino; and 128 Other race faculty at the 25 highest ranked liberal arts colleges. Results showed that 
racial minority faculty, particularly Blacks and Asians, were evaluated more negatively than White faculty in 
terms of overall quality, helpfulness, and clarity, but were rated higher on easiness. Few effects of gender were 
observed, but several interactions emerged showing that Black male faculty were rated more negatively than 
other faculty. The results of the present study are consistent with the negative racial stereotypes of racial 
minorities and have implications for the tenure and promotion of racial minority faculty. 
 

https://www.learntechlib.org/p/193254/
http://www.jstor.org/stable/j.ctt4cgr3k
https://www.dickinson.edu/download/downloads/id/6308/are_student_teaching_evaluations_holding_back_women_and_minorities.pdf
https://www.dickinson.edu/download/downloads/id/6308/are_student_teaching_evaluations_holding_back_women_and_minorities.pdf
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Smith, B.P. & Hawkins, B. (2011). Examining student evaluations of black college faculty: Does race matter? The 

Journal of Negro Education, 80(2), 49-162. https://www.msudenver.edu/media/content/sri-

taskforce/documents/examining%20student%20evaluations%20of%20black%20college%20faculty.pdf  

 

Abstract: “The purpose of this study was twofold. First, to describe the undergraduate student ratings of 

teaching effectiveness based on the traditional 36-ltem end-of-course evaluation form used in the College of 

Education (COE) at a southeastern Research Extensive predominantly White institution. Second, using critical 

race theory (CRT) to compare the teaching effectiveness for the tenure-track faculty in this study based on race 

(White, Black, and Other racial groups including Asians, Latinos, and Native Americans). Three academic years of 

undergraduate level courses were used to analyze student ratings for 28 items (26 multidimensional, which 

address specific topics or a single aspect about instruction and 2 global/overall, which address value of course 

and teaching ability) on the end-of-course evaluation form. Eight of the 36 items request demographic 

information from the student. The findings showed that of the three faculty racial groups, Black faculty mean 

scores were the lowest on the 26 multidimensional items. On the two global items, which are used in making 

personnel decisions. Black faculty mean scores were also the lowest of the faculty groups analyzed.” 

 

Standish, T., Joines, J. A., Young, K. R., & Gallagher, V. J. (2018). Improving SET response rates: Synchronous 

online administration as a tool to improve evaluation quality. Research in Higher Education, 59(6), 812-

823. 

 

Abstract: “Institutions of higher education continue to migrate student evaluations of teaching (SET) from 

traditional, in-class paper forms to online SETs. Online SETs would favorably compare to paper-and-pencil 

evaluations were it not for widely reported response rate decreases that cause SET validity concerns stemming 

from possible nonresponse bias. To combat low response rates, one institution introduced a SET application for 

mobile devices and piloted formal synchronous classroom time for SET completion. This paper uses the Leverage 

Salience Theory to estimate the impact of these SET process changes on overall response rates, open-ended 

question response rates, and open end response word counts. Synchronous class time best improves SET 

responses when faculty encourage completion on keyboarded devices and provide students SET completion 

time in the first 15 min of a class meeting. Full support from administrators requires sufficient wireless signal 

strength, IT infrastructure, and assuring student access to devices for responses clustering around meeting 

times.” 

 

Storage D, Horne Z, Cimpian A, Leslie S-J (2016). The frequency of “Brilliant” and “Genius” in teaching 

evaluations predicts the representation of women and African Americans across fields. PLoS one 11(3): 

e0150194. https://doi.org/10.1371/journal.pone.0150194 

 

Abstract: “Women and African Americans—groups targeted by negative stereotypes about their intellectual 

abilities—may be underrepresented in careers that prize brilliance and genius. A recent nationwide survey of 

academics provided initial support for this possibility. Fields whose practitioners believed that natural talent is 

crucial for success had fewer female and African American PhDs. The present study seeks to replicate this initial 

finding with a different, and arguably more naturalistic, measure of the extent to which brilliance and genius are 

prized within a field. Specifically, we measured field-by-field variability in the emphasis on these intellectual 

qualities by tallying—with the use of a recently released online tool—the frequency of the words “brilliant” and 

“genius” in over 14 million reviews on RateMyProfessors.com, a popular website where students can write 

https://www.msudenver.edu/media/content/sri-taskforce/documents/examining%20student%20evaluations%20of%20black%20college%20faculty.pdf
https://www.msudenver.edu/media/content/sri-taskforce/documents/examining%20student%20evaluations%20of%20black%20college%20faculty.pdf
https://doi.org/10.1371/journal.pone.0150194
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anonymous evaluations of their instructors. This simple word count predicted both women’s and African 

Americans’ representation across the academic spectrum. That is, we found that fields in which the words 

“brilliant” and “genius” were used more frequently on RateMyProfessors.com also had fewer female and African 

American PhDs. Looking at an earlier stage in students’ educational careers, we found that brilliance-focused 

fields also had fewer women and African Americans obtaining bachelor’s degrees. These relationships held even 

when accounting for field-specific averages on standardized mathematics assessments, as well as several 

competing hypotheses concerning group differences in representation. The fact that this naturalistic measure of 

a field’s focus on brilliance predicted the magnitude of its gender and race gaps speaks to the tight link between 

ability beliefs and diversity.” 

 

Subtirelu, N. (2015). “She does have an accent but…”: Race and language ideology in students' evaluations of 

mathematics instructors on RateMyProfessors.com. Language in Society, 44(1), 35-62. DOI: 

10.1017/S0047404514000736  

 

Abstract: “Nonnative English speakers (NNESs) who teach at English-medium institutions in the United States 

(US) have frequently been the subject of student complaints. Research into language ideologies concerning 

NNESs in the US suggests that such complaints can be understood as manifestations of a broader project of 

social exclusion operating, in part, through the ideological construction of the NNES as incomprehensible Other. 

The present study explores the extent to which such ideological presuppositions and exaggerative performances 

are observable in students' evaluations of ‘Asian’ mathematics instructors on the website 

RateMyProfessors.com (RMP). A mixed methodological approach combining statistical analysis of numeric RMP 

ratings, quantitative corpus linguistic techniques, and critical discourse analysis was employed. Findings confirm 

the presence of disadvantages related to ‘Asian’ instructors' race and language. However, RMP users' discourse 

is shown to be less overtly discriminatory and instead to reproduce dominant language ideology in subtle, 

previously undescribed ways.” 

 

Uttl, B., White, C. A., & Gonzalez, D. W. (2017). Meta-analysis of faculty's teaching effectiveness: Student 

evaluation of teaching ratings and student learning are not related. Studies in Educational 

Evaluation, 54, 22-42. 

 

Abstract:  “Student evaluation of teaching (SET) ratings are used to evaluate faculty's teaching effectiveness 

based on a widespread belief that students learn more from highly rated professors. The key evidence cited in 

support of this belief are meta-analyses of multisection studies showing small-to-moderate correlations 

between SET ratings and student achievement (e.g., Cohen, 1980, 1981; Feldman, 1989). We re-analyzed 

previously published meta-analyses of the multisection studies and found that their findings were an artifact of 

small sample sized studies and publication bias. Whereas the small sample sized studies showed large and 

moderate correlation, the large sample sized studies showed no or only minimal correlation between SET ratings 

and learning. Our up-to-date meta-analysis of all multisection studies revealed no significant correlations 

between the SET ratings and learning. These findings suggest that institutions focused on student learning and 

career success may want to abandon SET ratings as a measure of faculty's teaching effectiveness.” 

 

https://www.cambridge.org/core/journals/language-in-society/article/she-does-have-an-accent-but-race-and-language-ideology-in-students-evaluations-of-mathematics-instructors-on-ratemyprofessorscom/1D4C9E099B351BADE27C9211526C4E01
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White, C. A. & Gonzalez, D. W. (2016). Meta-analysis of faculty's teaching effectiveness: Student evaluation of 

teaching ratings and student learning are not related. Studies in Educational Evaluation, 54, 22-42. 

https://doi.org/10.1016/j.stueduc.2016.08.007Get rights and content 

 

Abstract: “Student evaluation of teaching (SET) ratings are used to evaluate faculty's teaching effectiveness 
based on a widespread belief that students learn more from highly rated professors. The key evidence cited in 
support of this belief are meta-analyses of multi-section studies showing small-to-moderate correlations 
between SET ratings and student achievement (e.g., Cohen, 1980, Cohen, 1981; Feldman, 1989). We re-analyzed 
previously published meta-analyses of the multi-section studies and found that their findings were an artifact of 
small sample sized studies and publication bias. Whereas the small sample sized studies showed large and 
moderate correlation, the large sample sized studies showed no or only minimal correlation between SET ratings 
and learning. Our up-to-date meta-analysis of all multi-section studies revealed no significant correlations 
between the SET ratings and learning. These findings suggest that institutions focused on student learning and 
career success may want to abandon SET ratings as a measure of faculty's teaching effectiveness.” 
 

 

 

Other Articles: 

 

Doerer, K. (2019). Colleges are getting smarter about student evaluations. Here’s how.  Retrieved from 

https://www.chronicle.com/article/Colleges-Are-Getting-

Smarter/245457/?key=nbhuwAvuzuO_LrP40ugFwGAval7dwg3fabqzy3pk8zpO1GA_SdrTn1HRJON17BqZ

bzFxcjBwb1NfZHV6V21DYWRBUmpiWEp5dC0tOTA4OHhNSVg5LUVBQ3F1cw&fbclid=IwAR3XBPuUu88U

XUZqHReGzEmCK4LGFKM7Aom25T3cg7TZU9SoKyCStQVvUwM#.XD5Ak66gpJk.twitter 

Discusses a number of issues with course evaluations including bias and grade inflation, and how different 

institutions have responded. 

 

Flaherty, C. (2016). Bias against female instructors.  Retrieved from 

http://www.insidehighered.com/news/2016/01/11/new-analysis-offers-more-evidence-against-

student-evaluations-teaching 

Discusses the research on bias in student evaluations against female instructors. 

 

Flaherty, C. (2018). Teaching eval shake-up. Retrieved from 

https://www.insidehighered.com/news/2018/05/22/most-institutions-say-they-value-teaching-how-

they-assess-it-tells-different-

story?fbclid=IwAR3qWdGlXGIrDq4o8k2Ob5SwcD7siQR5_bZUCTqy1a43tqy7t6W-rY0jXms 

Discusses bias in student evaluations of teaching, how that affects faculty of different genders and backgrounds, 

and what might be done differently. 

 
Kelsky, K. (April 2018). The semester’s ending. Time to worry about our flawed course evaluations. Retrieved from 

https://chroniclevitae.com/news/2042-the-semester-s-ending-time-to-worry-about-our-flawed-course-

evaluations?fbclid=IwAR0yOHmOdtrFQ4dIfq4nVYO8GbkHmqLdK-7uQd_Ke9lvTZrmFEfA0G6h9K0 

Provides recommendations to faculty on how to administer course evaluations. 

https://doi.org/10.1016/j.stueduc.2016.08.007
https://doi.org/10.1016/j.stueduc.2016.08.007
https://www.sciencedirect.com/science/article/pii/S0191491X16300323?fbclid=IwAR0FuHt3WyRJQzX_5RJB8-ycLaFGMaVP_a0vzTkecDrQzvHDNrCNg1haB_U#bib0095
https://www.sciencedirect.com/science/article/pii/S0191491X16300323?fbclid=IwAR0FuHt3WyRJQzX_5RJB8-ycLaFGMaVP_a0vzTkecDrQzvHDNrCNg1haB_U#bib0100
https://www.chronicle.com/article/Colleges-Are-Getting-Smarter/245457/?key=nbhuwAvuzuO_LrP40ugFwGAval7dwg3fabqzy3pk8zpO1GA_SdrTn1HRJON17BqZbzFxcjBwb1NfZHV6V21DYWRBUmpiWEp5dC0tOTA4OHhNSVg5LUVBQ3F1cw&fbclid=IwAR3XBPuUu88UXUZqHReGzEmCK4LGFKM7Aom25T3cg7TZU9SoKyCStQVvUwM#.XD5Ak66gpJk.twitter
https://www.chronicle.com/article/Colleges-Are-Getting-Smarter/245457/?key=nbhuwAvuzuO_LrP40ugFwGAval7dwg3fabqzy3pk8zpO1GA_SdrTn1HRJON17BqZbzFxcjBwb1NfZHV6V21DYWRBUmpiWEp5dC0tOTA4OHhNSVg5LUVBQ3F1cw&fbclid=IwAR3XBPuUu88UXUZqHReGzEmCK4LGFKM7Aom25T3cg7TZU9SoKyCStQVvUwM#.XD5Ak66gpJk.twitter
https://www.chronicle.com/article/Colleges-Are-Getting-Smarter/245457/?key=nbhuwAvuzuO_LrP40ugFwGAval7dwg3fabqzy3pk8zpO1GA_SdrTn1HRJON17BqZbzFxcjBwb1NfZHV6V21DYWRBUmpiWEp5dC0tOTA4OHhNSVg5LUVBQ3F1cw&fbclid=IwAR3XBPuUu88UXUZqHReGzEmCK4LGFKM7Aom25T3cg7TZU9SoKyCStQVvUwM#.XD5Ak66gpJk.twitter
https://www.chronicle.com/article/Colleges-Are-Getting-Smarter/245457/?key=nbhuwAvuzuO_LrP40ugFwGAval7dwg3fabqzy3pk8zpO1GA_SdrTn1HRJON17BqZbzFxcjBwb1NfZHV6V21DYWRBUmpiWEp5dC0tOTA4OHhNSVg5LUVBQ3F1cw&fbclid=IwAR3XBPuUu88UXUZqHReGzEmCK4LGFKM7Aom25T3cg7TZU9SoKyCStQVvUwM#.XD5Ak66gpJk.twitter
http://www.insidehighered.com/news/2016/01/11/new-analysis-offers-more-evidence-against-student-evaluations-teaching
http://www.insidehighered.com/news/2016/01/11/new-analysis-offers-more-evidence-against-student-evaluations-teaching
https://www.insidehighered.com/news/2018/05/22/most-institutions-say-they-value-teaching-how-they-assess-it-tells-different-story?fbclid=IwAR3qWdGlXGIrDq4o8k2Ob5SwcD7siQR5_bZUCTqy1a43tqy7t6W-rY0jXms
https://www.insidehighered.com/news/2018/05/22/most-institutions-say-they-value-teaching-how-they-assess-it-tells-different-story?fbclid=IwAR3qWdGlXGIrDq4o8k2Ob5SwcD7siQR5_bZUCTqy1a43tqy7t6W-rY0jXms
https://www.insidehighered.com/news/2018/05/22/most-institutions-say-they-value-teaching-how-they-assess-it-tells-different-story?fbclid=IwAR3qWdGlXGIrDq4o8k2Ob5SwcD7siQR5_bZUCTqy1a43tqy7t6W-rY0jXms
https://chroniclevitae.com/news/2042-the-semester-s-ending-time-to-worry-about-our-flawed-course-evaluations?fbclid=IwAR0yOHmOdtrFQ4dIfq4nVYO8GbkHmqLdK-7uQd_Ke9lvTZrmFEfA0G6h9K0
https://chroniclevitae.com/news/2042-the-semester-s-ending-time-to-worry-about-our-flawed-course-evaluations?fbclid=IwAR0yOHmOdtrFQ4dIfq4nVYO8GbkHmqLdK-7uQd_Ke9lvTZrmFEfA0G6h9K0
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Lilienfeld, E. (2016). How student evaluations are skewed against women and minority professors. Retrieved 

from https://tcf.org/content/commentary/student-evaluations-skewed-women-minority-

professors/?fbclid=IwAR1pgWQdbHWxupuGRGbMVONkMpdhVi1mM7RNbBPNu_keh22IHbWt3dov8Io&

agreed=1&agreed=1 

Discusses implicit biases in student evaluations against women and minorities. 

Opidee, I. (2018). Colleges develop faculty evaluation equations. Retrieved from 

https://universitybusiness.com/colleges-develop-faculty-evaluation-equations/ 

Discusses ways to make student evaluations more effective in helping faculty to improve performance. 

Sprague, J. (2016). The bias in student course evaluations. Retrieved from 

https://www.insidehighered.com/advice/2016/06/17/removing-bias-student-evaluations-faculty-

members-essay 

Provides very interesting recommendations on how to word course evaluation questions and how to interpret 

data from them. 

 
 
 
Websites, Resources: 
 
Carolina Women’s Center at the University of North Carolina at Chapel Hill maintains a resource list for the topic 

Teaching Evaluations and Bias.   

https://womenscenter.unc.edu/teaching-evaluations-and-bias/ 
 
Center for Research on Teaching and Learning at the University of Michigan includes a link to Annotated 
Bibliography on Gender and Student Evaluations. 
http://www.crlt.umich.edu/sites/default/files/resource_files/gsebibliography.pdf 
 
IDEA Paper Series, a national forum for peer-reviewed articles including those on faculty evaluation. 
https://www.ideaedu.org/Research/IDEA-Paper-Series  
 
IDEA Student Ratings of Instruction webpage includes an Introduction to Student Ratings of Instruction 
infographic download that illustrates types of evaluation questions and report formats. 
https://www.ideaedu.org/Services/Services-to-Improve-Teaching-and-Learning/Student-Ratings-of-Instruction 
 

IDEA Teaching and Learning Resources contains a variety of resources for higher education. 

https://www.ideaedu.org/Resources-Events/Teaching-Learning-Resources 

 
Radford University’s Teaching and Research Faculty Handbook (see pp. 14-15) contains their student evaluation 
procedure (Aspirant Institution). 
https://www.radford.edu/content/dam/departments/administrative/Provost/Teaching_and_Research_Faculty_
Handbook-11-11-2016.pdf 
 
Vanderbilt University’s Center for Teaching website includes multiple resources on interpreting student 
evaluations and various summaries of research on student evaluations. 
https://cft.vanderbilt.edu/guides-sub-pages/student-evaluations/ 

 

https://tcf.org/content/commentary/student-evaluations-skewed-women-minority-professors/?fbclid=IwAR1pgWQdbHWxupuGRGbMVONkMpdhVi1mM7RNbBPNu_keh22IHbWt3dov8Io&agreed=1&agreed=1
https://tcf.org/content/commentary/student-evaluations-skewed-women-minority-professors/?fbclid=IwAR1pgWQdbHWxupuGRGbMVONkMpdhVi1mM7RNbBPNu_keh22IHbWt3dov8Io&agreed=1&agreed=1
https://tcf.org/content/commentary/student-evaluations-skewed-women-minority-professors/?fbclid=IwAR1pgWQdbHWxupuGRGbMVONkMpdhVi1mM7RNbBPNu_keh22IHbWt3dov8Io&agreed=1&agreed=1
https://universitybusiness.com/colleges-develop-faculty-evaluation-equations/
https://www.insidehighered.com/advice/2016/06/17/removing-bias-student-evaluations-faculty-members-essay
https://www.insidehighered.com/advice/2016/06/17/removing-bias-student-evaluations-faculty-members-essay
https://womenscenter.unc.edu/teaching-evaluations-and-bias/
http://www.crlt.umich.edu/sites/default/files/resource_files/gsebibliography.pdf
https://www.ideaedu.org/Research/IDEA-Paper-Series
https://www.ideaedu.org/Services/Services-to-Improve-Teaching-and-Learning/Student-Ratings-of-Instruction
https://www.ideaedu.org/Resources-Events/Teaching-Learning-Resources
https://www.radford.edu/content/dam/departments/administrative/Provost/Teaching_and_Research_Faculty_Handbook-11-11-2016.pdf
https://www.radford.edu/content/dam/departments/administrative/Provost/Teaching_and_Research_Faculty_Handbook-11-11-2016.pdf
https://cft.vanderbilt.edu/guides-sub-pages/student-evaluations/
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Appendix B 

SOP Response Rates at USC Upstate 2017-18 & 2018-19 by Department 

National Average Response Rates for Online Student Course Evaluations = 50% - 60% 

Departments/Divisions* 
 

Response Rate 
 

  
Fall  

2017 
Spring  
2018 

Fall  
2018 

Spring 
2019 

CAST Child Advocacy 52% 42% 57% 64% 

FACS (Fine Arts and Communication Studies) 43% 36% 41% 45% 

HPPA (History, Political Science, Philosophy and American 
Studies) 

34% 30% 
39% 

45% 

IMS (informatics Department) 31% 31% 38% 42% 

Independent Study 47% 34% 32% 46% 

Interdisciplinary Studies 36% 28% 28% 30% 

JCBE- (Johnson College of Business and Economics) 38% 33% 35% 47% 

Library/Honors 40% 45% 46%      30% 

LLC (Languages, literature and Composition) 39% 27% 41% 43% 

MCS (Mathematics and Computer Science) 45% 34% 45% 47% 

NSE (Natural Sciences and Engineering) 42% 34% 41% 48% 

Psychology 37% 29% 42% 47% 

SGWS (Sociology, Criminal Justice and Women’s and 
Gender Studies) 

36% 31% 
37% 

 
43% 

SOE (School of Education) 34% 32% 37% 46% 

SOE Graduate (School of Education) 19% 22% 25% 55% 

SON (Clinical) (School of Nursing)   30% 31% 37% 

SON (Non-clinical) (School of Nursing) 37% 32% 31% 39% 

SUNV (University 101) 47%   51%  

University 39% 32% 39% 44% 

*These are the Departments/Divisions previously represented in Class Climate – they will be changed in the 

future to represent our current Departments/Divisions. 

 
 
 
 
 
 
 
 
 
 
 

https://sp.uscupstate.edu/ids
https://sp.uscupstate.edu/honors
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Appendix C 
 

Responses of faculty to the question, “How did you get such high response rates?” sent to faculty 

with response rates over 70% in 2017-2018 (class and instructor identifying information removed). 

Verbal Encouragement/Explanation 
of Purpose 

13 

Offering Incentives  10 

Complete During Class Time 10 

Depends on the Class and 
Relationships with Students 

4 

Show Students Where to Find 2 

Suggestions 2 
Total Number of Responses: 19 (Most offered multiple answers) 

Verbal Encouragement/Explanation of Purpose 

 A verbal encouragement/explanation of the purpose/ (reminder) near the end of the semester to follow 
thru on the evaluation when it comes to them and explain the importance to all our faculty of their 
input. 

 Remind them EACH CLASS to do the SOP’s 

 I remind my students near the time I now the SOP are due to come out I tell them where to look for 
them. 

 I remind them that the surveys are about my teaching (I have a separate survey about the course 
content). 

 I have a better response from my face-to-face courses than I do from my online courses -both are 
reminded the same way. 

 I assure them that I will never know who said what and that is true for every class. I encourage them to 
complete the form for all their classes, not just the worst or the best. 

 I encourage students to evaluate my courses because this helps me to know what is or is not working for 
students. Now if only one or two complain about something, then maybe they're just unhappy with their 
grade. But if there is a wide range of complaints, then I need to reevaluate how my courses are 
structured, especially if it's over several semesters.  

 I also tell them how important it is to me to get the results to help improve my teaching and say that this 
is one way they can let me know what I have done right or wrong during the semester. Additionally, I tell 
them that my superiors will be looking at the results to make decisions about my employment. 

 In Fall and Spring semesters, my lower-level classes are generally too large to take into a computer lab, 
so you’ll see that the response rate goes way down for those. For my upper-level class, I have a pretty 
good rapport with the students because it is a small class (and nearly everyone in there is a dedicated 
major, so I probably know them through multiple avenues, not just this one class)—it helps that I will 
remind them nearly every day in class (in a friendly way) that they need to fill out the SOP. 

 I have no profound answer for the response rate. When I get the message that the student-response is 
low, I send an email asking students to participate. In my message, I tell them that I need their feedback 
to grow. 

 For my online classes, I just plead and emphasize the importance of SOPs in the faculty review process 
and in the course development process. My response rates are lower in online classes. 
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 I do mention that if the student is particularly busy, to AT LEAST do the numbers and submit. (not all 
students have time to do the comments or desire to do so)  

 
Offering Incentives  

 My students are not offered unlimited extra credit so when  I offer an opportunity they tend to take 
advantage of it.   For the SOP’s, I let them know that if we get 75% participation or higher that I will add 
5 points to their final exam.   They have figured out that they can use the “tools” section of blackboard 
and they will email the class themselves to beg their fellow students who may not be in class to 
participate in the SOP so they all can benefit.   With the students emailing the other students in the class 
it is far more effective than me asking them to do it.   They want the points as well as the feeling of 
helping out the other students who ask them to help out and fill out the opinion poll.   So, far the last 
few semesters all of my classes have been making the 75% mark. 

 The biggest secret.. offer some type of extra credit (and this can be miniscule!.. doesn’t have to be 
significantly important in the grading..) .just the words EXTRA CREDIT.. will get most students to 
participate. 

 Incentives! Whether its a couple of points on their final or a couple dozen Krispy Kreme donuts for the 
class - if I can get the entire class above 90% then I reward them. 

 I believe I get a high response due to my offering this opportunity to evaluate my courses as extra credit. 
The value of the extra credit is not much (one semester it was worth ten points, but this is the only time 
it was worth so much). I tell my students "this will most likely be the easiest opportunity to earn extra 
credit during your collegiate career." Additionally, I stress to my students that whatever they say with 
the SOP will not be held against them in "anyway shape or form." This is for two reasons: 

o Students are not identified (whether by name or student identification number), so I will not 
know who said what. 

o I do not receive the SOP until long after the end of the semester when final grades are official, 
so it's not like I can "guess" who might have said what. 

o Now once a student evaluates my course, they have to submit proof they did this.  

 I add the extra points to an exam, NOT their overall class grade. I write down which exam I added points 
to (before and after), and the date I do this. Having this hard copy is valuable if a situation ever arises 
where a student thinks I have not added any points. This has not happened, but I try to always prepare 
for a worse case scenario. 

 Truthfully, I have used different methods in different years. I think that in the 2017-2018 year, I gave 
them class time to complete the SOPs and I promised extra credit on the exam for the entire class if 
there was a 100% response rate (or something close to it, considering that some students had stopped 
coming to class and there was no hope they would respond). If it was possible, I tried to give them the 
class time on a day when all or most of them were present.  

 I understand that it is possible for the students to save and/or print out the screen at the end of the 
survey and students have told me that some instructors give extra credit to those students who show 
them the proof that way. 

 In the end, though, I think it is the extra credit and/or class time that gets them to comply. 

 I have tried a lot of things, including having them fill out the SOP’s in class on their phones, but I have 
found that offering extra credit is the only thing that works for me.  I tell them about the emails 
instructors receive from Dr. Flynn’s office about the response rate about a week before the SOP’s close.  
These emails include the percentage of students from each class who have completed an SOP.  I tell 
them that if the rate is above X% (I think I usually say 75-80%), I will give everyone extra credit on the 
final exam.  I think it has only happened once, but the rate is at least higher than they were previously. 
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Complete During Class Time 

 All of my classes are taught in a Mac lab, which means each student is sitting at a computer. On the day 
of the SOP’s, the first thing I do when I walk into class is have all students stop whatever they are doing 
and login to Blackboard. I then make sure they all know where to go to find the SOP. I wait for each 
student to actually load the SOP. Once I see that all students have opened the SOP, I leave the room so 
that they can fill it out. I just have a student get me in my office when all students have completed the 
SOP. 

 Thank you for your email. I usually give my students 15 minutes in class prior to the lecture and ask 
them to fill out the student opinion poll. I think this encourages students to complete the SOP and to 
help raise the response rate. 

 I ask them to do it on their devices in class. This usually moves the needle significantly. I also tell them 
I’m using class time because it is important to the institution and to me personally to know how the 
class went from their perspective.  

 In order to get better response rates on the online SOPs, I tell students at least a week in advance that 
we will be completing SOPs in class. I tell them they need to bring a device with which they can 
complete the SOPs.  I remind them at subsequent class meetings.  Most of them will have a device and 
do them.  Usually, I let them do the SOPs at the beginning of class with some kind of activity or lecture 
to follow (instead of at the end of class to eliminate students leaving without doing the SOPs).   

 Plus, I’ll be honest. I ask them in class to take time to do their SOPs and then follow up with an email as 
well and explain why SOPs are beneficial to their faculty. They don’t receive any extra credit or class 
points. But maybe because I ask them in class personally and sincerely, they take it seriously?! 

 It really depends on the class. In the summer, I teach lecture and lab—I make the SOPs part of the class 
(we walk by a computer lab to get to our lab). I specify a day/time and let the class know in advance that 
we will use part of a lab class to do the evaluations. That certainly helps get more responses. I can do 
this because one of our lab experiments doesn’t take the whole lab time (2 hours 15 minutes) to finish, 
so there is some left over time for this “extra”. 

 I take about 15 minutes the last week of classes where students complete SOPs in class while I wait 
outside. 

 I teach all of my graphic classes in computer labs. I make my students show me in class they are on the 
page to take the poll, then I leave and come back after they are finished. Hope that helps. 

 I treat SOPs like we did before they were electronic. Early in the response period, I announce near the 
end of a class period that it is time to complete SOPs. I ask everyone to take out a laptop or device, find 
the email with the link (or find it on Blackboard), and complete the SOP before leaving. After answering 
logistical questions about where to find the link, I leave the room for their privacy. I ask students who 
lack a device to visit the nearest computer lab to complete it.  

 
Depends on the Class and Relationships with Students  

 As a University 101 instructor, perhaps I am in a class that is ‘warm and fuzzy’ enough to warrant the 
cooperation of students to a greater degree than some other academic classes. I usually build in time for 
students to complete the form on the last day of class while we are together and I will even leave the 
room for a few minutes to provide a more comfortable environment for them. They can feel more free 
to respond honestly while I’m out of the room and then log off the form and have a clear screen on their 
computer when I return. 

 I teach a UNIV 101 course which I believe lends itself to high SOP response rates based on the 
relationship we form with our classes. That is probably true of most UNIV 101 classes. 

 I also happen to teach a Nursing specific section and am also the students’ academic advisor, so that all 
probably lends itself to high response rates. I wish I had a better method (like voodoo magic or 
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something extraordinary), but I believe it’s the course and the rapport we form throughout the 
semester. Sure we cover the material in the textbook, but I know with my specific section of having all 
one major (Nursing specifically) we also spend time discussing our highs and lows, curriculum issues and 
concerns, and other common issues the class is going through as a whole. The conversations are 
typically very candid and honest. This seems to form a special bond between the class as individuals and 
with me as their instructor.   

 
Show Students Where to Find 

 Show the students where to find them in the corner of Bb or from Dr. Flynn’s email (you’d be amazed 
how some can’t find it). 

 I remind my students near the time I now the SOP are due to come out I tell them where to look for 
them. 
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Appendix D 
 

Current Student Opinion Poll (SOP) Items 
 

USC Upstate General Instructor Evaluation 
 
1.1  My performance in this course is evaluated fairly. 
1.2 The instructor is usually on time for class. 
1.3 The instructor clearly explains the course goals, objectives, and requirements. 
1.4  The instructor provides supporting materials (textbook, videos, etc.) that help me understand the 

subject matter.  
1.5 The instructor is available during posted office hours, by appointment, or through email. 
1.6  The instructor helps increase my knowledge of the subject matter.  
1.7  The instructor has improved my ability to think and reason. 
1.8  The instructor is concerned with student learning.  
1.9  The instructor is well prepared.  
1.10  The instructor uses class time effectively. 
1.11  The instructor fosters a positive learning experience. 
1.12  Instructor respects all students equally. 
1.13  My current grade in this course is...  
2.1  What suggestions do you have for improving instruction and/or course content?  
2.2  Note specific strengths or weaknesses of this instructor or course:  
2.3  How would you rate this individual as an instructor and why? 
 
 
USC Upstate General Instructor Evaluation for Online Courses 
 
1.1 My performance in this distance education course is evaluated fairly. 
1.2 The instructor provides me with necessary course materials in a timely manner. 
1.3 The instructor, in his/her posted online course materials, clearly explains the course goals, objectives, 

and requirements. 
1.4 The instructor provides supporting materials that help me understand the subject matter. 
1.5 The instructor is available during posted online office hours via email, Bb, or other communication  

medium. 
1.6 The instructor, through this distance education course, has helped increase my knowledge of the subject  

matter. 
1.7 The instructor, through this distance education course, has helped improve my ability to think and    

reason. 
1.8 The instructor is concerned with student learning. 
1.9 The instructor is well prepared. 
1.10 The instructor uses online class time effectively. 
1.11 The instructor fosters a positive distance education learning experience. 
1.12 The instructor respects all students equally. 
1.13 My current grade in this course is... 
2.1 What suggestions do you have for improving instruction and/or course content?  
2.2 Note specific strengths or weaknesses of this instructor or course:  
2.3 How would you rate this individual as an instructor and why? 
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USC Upstate Nursing Practicum Instructor Evaluation 
 
1.1  My performance in this course is evaluated fairly. 
1.2 The instructor is usually on time for class (clinical). 
1.3  The instructor clearly explains the course goals, objectives, and requirements. 
1.4  The instructor provides supporting materials (textbook, videos, etc.) that help me understand the 

subject matter. 
1.5  The instructor is available during posted office hours, by appointment, or through e-mail. 
1.6  The instructor helps increase my knowledge of the subject matter. 
1.7  The instructor has improved my ability to think and reason. 
1.8 The instructor is concerned with student learning. 
1.9  The instructor is well prepared. 
1.10 The instructor uses online class (clinical) time effectively. 
1.11 The instructor fosters a positive learning experience. 
1.12 The instructor respects all students equally. 
1.13 The instructor adjusts clinical learning experiences to meet changes in the clinical setting. 
1.14 The instructor relates clinical experiences to course content. 
1.15 The instructor encourages all students to participate in pre-conference, post conference, or seminar. 
1.16 The instructor provides an environment conducive to open communications. 
1.17  The instructor guides students in the use of the nursing process. 
1.18 The instructor assists with experiences while allowing students to function. 
2.1  What suggestions do you have for improving instruction and/or course content?  
2.2 Note specific strengths or weaknesses of this instructor or course:  
2.3  How would you rate this individual as an instructor and why? 
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Appendix E 
 

Introduction and Draft Questions for Learning Experience Survey: General Instructor, Online, and Clinical Versions 
 
Introduction:  (included at the beginning of each version and could be read when faculty do the evaluations in class) 
 
Your responses on the Learning Experience Survey can provide useful information to instructors and administrators as 
they work to improve teaching and learning at USC Upstate.  Please be honest, professional, thoughtful and constructive 
in your responses.  Personal characteristics of instructors that are not relevant to teaching or learning should not 
influence your ratings or comments.  The Learning Experience Surveys are entirely confidential and cannot be traced 
back to the students who complete them unless students self-identify within the comments.  Instructors will not see the 
results until after course grades have been submitted.  Your responses to the open-ended questions are a very 
important part of the Learning Experience Survey – please be thoughtful and keep in mind that implicit bias can affect 
interpretations of teaching effectiveness.  Thank you for your careful consideration when responding to the entire 
Learning Experience Survey.  Your responses are important to maintaining and enhancing the quality of the educational 
experience at USC Upstate. 
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General 
(Strongly Agree, Agree, Disagree, Strongly Disagree) 
 
Course Outcomes 

 This course significantly increased my understanding of the subject. 

 As a result of this course, I feel more prepared for success in college or beyond. 
 
Course Materials 

 The textbook helped me to learn the material.  (include N/A if there was no textbook) 

 Course materials beyond the textbook (e.g., handouts, online support materials) helped me to learn the 
material. (include N/A if there were no additional materials) 

 Sufficient course materials (e.g., online support materials, readings, additional problems or case examples) were 

available to support my success in the class.  

 Digital materials (e.g., Blackboard course site, videos) were easy to use. (include a N/A if there were no digital 

materials) 

 The syllabus sufficiently communicated the course expectations and policies. 
 
Instructor 

 The instructor followed the syllabus (e.g., grading scheme, assignments, and course objectives). 

 The instructor fostered an engaging learning environment. 

 I felt respected as an individual. 

 I knew that I was welcome to ask questions and engage in discussion when appropriate.  

 Course content was presented in a way that I could understand. 

 Grading standards/methods were clear and consistent. 

 The instructor provided useful feedback. 

 Instructor feedback on completed assignments was provided in time for me to use it for the next assignment or 
revision. 

 The instructor was available during posted office hours, by appointment, or through email. (required by CHE) 
 
Students 

 I rarely missed class. (if scaled response) OR Approximately how many total days did you miss class? (if open-
ended) 

 I regularly reviewed/read/studied the course materials provided (e.g., books, videos, etc.). 

 I reached out to the instructor when I had questions about the course material. 
 
 
Open-ended: 
 
In what ways did your instructor foster a positive learning environment?  
 
What could your instructor have done to better foster a positive learning environment? 
 
Which aspects of this course helped you to learn? 
 
How could the course have been improved to better help you to learn? 
 
What advice would you give a student who was thinking of taking this course? 
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Online  
(Strongly Agree, Agree, Disagree, Strongly Disagree) 
 
Course Outcomes 

 This course significantly increased my understanding of the subject. 

 As a result of this course, I feel more prepared for success in college or beyond. 
 
Course Materials 

 The textbook helped me to learn the material.  (include N/A if there was no textbook) 

 Course materials beyond the textbook (e.g., videos, readings, online support materials) helped me to learn the 
material. (include N/A if there were no additional materials) 

 Sufficient course materials (e.g., links, readings, additional problems or case examples) were available to support 

my success in the class.  

 Digital materials (e.g., Blackboard course site, embedded media) were easy to use.  

 The syllabus sufficiently communicated the course expectations and policies. 
 
Instructor 

 The instructor followed the syllabus (e.g., grading scheme, assignments, and course objectives). 

 The instructor fostered an engaging learning environment. 

 I felt respected as an individual. 

 I knew that I was welcome to ask questions and post responses in the discussions when appropriate. (include 
N/A if there were no discussions) 

 Course content was presented in a way that I could understand. 

 Grading standards/methods were clear and consistent. 

 The instructor provided useful feedback. 

 Instructor feedback on completed assignments was provided in time for me to use it for the next assignment or 
revision. 

 The instructor was available during virtual office hours, through Blackboard or email, or through other 
communication channels. (required by CHE) 

 
Students 

 I rarely missed a day of logging into class. (if scaled response) OR Approximately how many days per week did 
you miss logging into class? (if open-ended) 

 I regularly reviewed/read/studied the course materials provided (e.g., posts, readings, videos, etc.). 

 I reached out to the instructor when I had questions about the course material. 
 

Open-ended: 
 
In what ways did your instructor foster a positive learning environment?  
 
What could your instructor have done to better foster a positive learning environment? 
 
Which aspects of this course helped you to learn? 
 
How could the course have been improved to better help you to learn? 
 
What advice would you give a student who was thinking of taking this course? 
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Clinical 
 

(Strongly Agree, Agree, Disagree, Strongly Disagree) 
 
Course Outcomes 

 This clinical learning experience significantly increased my understanding of the subject. 

 As a result of this clinical learning experience, I feel more prepared for success in college or beyond. 
 
Course Materials 

 Supportive course materials (e.g., textbook, handouts, online materials) helped me to learn the material needed 
for my clinical experience.  

 Sufficient course materials (e.g., links, readings, case examples) were available to support my success in my 
clinical experience.  

 Digital materials (e.g., Blackboard course site, videos) were easy to use. (include a N/A if there were no digital 

materials) 

 The syllabus sufficiently communicated the course expectations and policies. 
 
Instructor 

 The instructor followed the syllabus (e.g., grading scheme, assignments, and course objectives). 

 I felt respected as an individual. 

 Course experiences were organized in a way that I could understand. 

 Grading standards/methods were clear and consistent. 

 The instructor provided useful feedback. 

 The instructor adjusted clinical learning experiences to meet changes in the clinical setting. 

 The instructor related clinical experiences to course content. 

 The instructor provided an environment conducive to open communication. 

 The instructor guided students in the use of nursing processes. 

 The instructor was available during posted office hours, by appointment, or through email. (required by CHE) 
 
Students 

 I rarely missed class/clinical. (if scaled response) OR Approximately how many total days did you miss 
class/clinical? (if open-ended) 

 I regularly reviewed/read/studied the course materials provided (e.g., books, videos, etc.) 

 I reached out to the instructor when I had questions about my clinical learning experience. 
 
Open-ended: 
In what ways did your instructor foster a positive learning environment?  
 
What could your instructor have done to better foster a positive learning environment? 
 
Which aspects of this course helped you to learn? 
 
How could the course have been improved to better help you to learn? 
 
What advice would you give a student who was thinking of taking this course? 
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Appendix F 
 

Learning Experience Survey Philosophy and Procedures for Implementation 
 

Philosophy 

The Learning Experience Survey is designed to provide faculty with specific feedback to help improve teaching and 

learning.  It is important that students have a vehicle for communicating their learning experiences in their courses and 

know that USC Upstate faculty carefully consider this feedback.  There is no expectation that faculty will act upon all 

feedback. However, even when the feedback does not lead to changes, knowing what students are experiencing 

provides an opportunity for the faculty member to engage with their students so that students can better understand 

the rationale behind course and assignment design.   

It is also important that students understand their responsibility to provide helpful feedback informed by their learning 

needs and experiences, not by their personal biases.  To this end, the University supports a common introduction to the 

Learning Experience Survey that puts it in context of helping to provide useful feedback.   

The instrument is intentionally designed to focus on specific aspects of the course that could impact student learning, 

rather than overall generalizations about the instructor.  This strategy is intended to help minimize students responding 

out of bias by focusing students’ attention on specific course characteristics that are directly related to learning.  Asking 

more specific questions also provides better information about how to address and provide support for faculty who are 

having issues in the classroom.   

USC Upstate also works to minimize bias through the use of the Learning Experience Survey results.  Interpretation of 

results through a strict comparison of means is not recommended.  Bias in relationship to instructor characteristics such 

as race and gender can influence course evaluations, and therefore, mean ratings.  Additionally, course differences in 

level, range of student choice, and modality can all result in differences in means that have no relationship to the quality 

of the course.  Therefore, comparing the mean rating of one course to another, or to all courses in a department or 

college/school, may be like comparing apples to oranges.  It is better to put results in context of trend data (e.g., Are 

courses that received lower ratings in the past trending up?) and in context of a distribution (e.g., Where are the results 

in relationship to a larger distribution of results such as department, college/school or university?).  

In addition, USC Upstate strongly supports the use of the Learning Experience Survey as only one of many sources of 
information about teaching and learning.  Other sources include peer observation of class/online delivery; peer review 
of course design, syllabi, and materials; grade distributions; implementation of innovative, research-based pedagogies; 
and evidence of using assessment data to make improvements.  The Center for Academic Innovation and Faculty 
Support (CAIFS) provides guidance on best practices for reviewing courses and for interpreting the results from Learning 
Experience Surveys. 
 
Finally, USC Upstate recognizes that the usefulness of the results of Learning Experience Surveys are highly dependent 
upon response rates.   One of the greatest factors affecting response rates is students’ beliefs about whether or not 
faculty actually use the results for improvement.  Actively encouraging students to complete the Learning Experience 
Survey, discussing how the feedback has helped in the past, providing opportunities for feedback early in the course, 
and completing Learning Experience Surveys in class when teaching face-to-face can all enhance response rates at the 
individual course level.  CAIFS will work with faculty to effectively implement these and other strategies, including in 
online courses.  USC Upstate academic affairs administration, deans, and department chairs must also send a clear, 
consistent message that response rates matter by monitoring trends in response rates and recognizing faculty who have 
consistently high response rates.   
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Procedures 

The Office of Institutional Effectiveness and Compliance will be responsible for ensuring that all Learning Experience 

Surveys are administered and that appropriate procedures are followed. 

The Learning Experience Survey administration will be integrated into Blackboard as much as possible to allow for as 

much direct access and communication as possible for both students and faculty. 

Learning Experience Surveys will be administered in all classes with at least 5 students enrolled. 

Learning Experience Surveys will open within the last three weeks of classes (opening dates will vary by length of term) 

and will close prior to the start of final exams. 

If Learning Experience Surveys are administered during class time in face-to-face classes, the instructor must remain 

outside the classroom during the administration. 

Results of Learning Experience Surveys will not be released until grades have been submitted to the Registrar. 

 


