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ABSTRACT 

The theme of this dissertation is the design of a comprehensive 

faculty development workshop for community college teachers. The work

shop is to help teachers develop facilitative classroom skills. The 

workshops would be suitable for a group of 50 to 100 community college 

teachers, but adaptable to other situations and other numbers, or to pre-

service training for prospective community college teachers. 

An introductory chapter establishes the need -for facilitative staff 

development approaches. Most workshop designs are discrete and 

unsystematic, not the result of the use of a specific planning pattern. Even 

when focused on the instructional role of the teacher, the traditional staff 

development programs usually concern the teacher as e3q)ert (welder, 

philosopher, nurse) or the presenter of information rather than the role of 

one who helps others leam or leam to leam. Only rarely is the facilitative 

role, that of helping students to understand and use their own learning 

patterns and their own ejqperiences considered. The dissertation also empha

sizes the particular relevance of facilitative techniques for use with the 

adult learners in community colleges. 

The Review of Literature includes sections on the rationale and 

need for staff development in community colleges, staff development 
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program descriptions, implications for new faculty members and for part-

time teachers, as well as for full-time, experienced teachers. 

The section of the dissertation which is the "plan for planning" 

establishes a systematic approach for developing a workshop design based on 

a three-step pattern. The pattern utilizes the concepts of objectives, 

teaching/learning activities, and evaluation. 

The plan for planning is supplemented with educational principles to 

be considered in planning a faculty development program. Gleaned from the 

literature, they include: 

1. Source of Objectives: The anticipated outcomes of the workshop 

need to be determined by the participants; 

2. Involvement: Participants must be involved extensively in the 

activities of the workshop; 

3. Modeling: The workshop should model that which it espouses, i. e., 

a workshop about facilitation should use facilitative methods; 

4. Transcendency: The workshop should involve planning specific 

activities to be accomplished subsequent to the workshop; 

5. Learning Modes; Both cognitive and affective aspects should be 

included; 

6. Skills and Knowledge: In addition to knowledge about a topic such 

as a teaching method, skill in the topic should be emphasized; 

7. Individualization: Differing needs on the part of each participant 

should be recognized and the workshop should respond to those needs. 
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The workshop design itself is a cohesive series of exercises and 

methods. The design utilizes the principles of experiential learning in the 

workshop and helps the participants to plan facilitative teaching techniques 

with their own students. 

The overall objectives of the workshop are: 

1. Increased skill and knowledge by all participants concerning 

facilitative teaching techniques; 

2. A written plan for a teaching unit utilizing facilitative methods. 

Workshop activities described include acquaintance and warm-up 

exercises, cross-interviewing techniques, brainstorming, team building 

exercise, and individual and team planning. 

A procedure for the evaluation of the workshop is described, based 

on the planning pattern, in which participants are asked to respond to a 

questionnaire. It asks about the extent to which each day's objectives were 

met and about the relative effectiveness of each workshop activity. A subse

quent section utilizes the planning pattern and the seven educational 

principles as evaluative criteria for assessment of the overall workshop. 

The final section suggests next steps in research, including a 

suggested plan for field testing. The selected bibliography cites over 300 

books and journal articles in the entire field of staff development, with 

emphasis on studies which deal with experiential learning and facilitative 

teaching. 



CHAPTER 1 

INTRODUCTION 

Background Information 

The art and craft of teaching has enormous social implications. 

Competent teachers have done much in past centuries to bring about increased 

fulfillment on the part of individuals, as well as to bring about appropriate 

social changes. Education has been, and continues to be, a mechanism for 

bringing about necessary social change. 

It has been said that; 

If an engineer graduated from college in 1969 and has not upgraded 
his skills in the ensuing time, that by 1979 his skills are essentially 
obsolete. 

In the history of mankind, of all the individuals who have contributed 
significantly to the science of mathematics, 90 percent are now living. 

The amount of knowledge available to mankind from the time of the 
birth of Christ to 1750 doubled. It doubled again between 1750 and 
1900, that time taking only 150 years to do what had previously 
taken 1750 years. It doubled again between 1900 and 1950, again 
between 1950 and 1960, and has since continued at this exponential 
rate, such that the amount of available knowledge doubles about 
every seven years (Wilson and Wilson 1968, p. 147). 

These are all imprecise but useful illustrations of the fantastic growth of 

technical information. It has been called the knowledge explosion and is 
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very much a response to education's role in providing the accumulated history 

and knowledge of the past to the younger generations (Thelen 1960). 

Educational Process and Content 

Education has traditionally been seen as society's response to the 

need for the transmission of the cultural heritage, or the accumulated wisdom 

of the past, rather than an inquiry into new frontiers. When the amount of 

available knowledge was small, this traditional role of education served 

society's needs completely; the "transmission of content" role was adequate. 

But, as a result of the knowledge ejq)losion, the basic role and function of 

education must change dramatically. The direction of education must move 

from the accumulation of information to helping the individual become a 

learner. We must provide skills in helping students to become learners 

rather than learned, since the tremendous wealth of information available is 

beyond the scope of any one person and even the process of selection becomes 

difficult. John Dewey, America's most renowned educational philosopher, in 

one of his earliest works, put the concept well: 

The only possible adjustment which we can give to the child under 
existing conditions is that which arises through putting him in 
complete possession of all his powers. With the advent of demo
cracy and modem industrial conditions, it is impossible to fore
tell definitely just what civilization will be twenty years from now. 
Hence, it is impossible to prepare the child for any precise set of 
conditions (John Dewey, quoted in Hutchins 1968, p. 118). 
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The Changing Role of the Community College Teacher 

The teacher is central in education, and the role and function of the 

teacher has been the subject of extensive discussion and attention. The 

typical role of the teacher as the learned person of society who transmits the 

accumulated cultural heritage to the younger generation has been the role 

taken by teachers for many centuries. This role definition and the associated 

teaching methods have undoubtedly been responsible for many of the technical 

advantages which we enjoy today, as well as having provided a potential for 

future technical growth at an increased rate (Wilson and Wilson 1968). 

The teaching methods consistent with the model of transmission of 

information are in the realm of the expert, the person who is knowledgeable 

about a given field or discipline who thus tells others about it. Traditionally, 

this relationship has been exemplified in classrooms from the elementary 

school through graduate school, but with a major emphasis in colleges. As 

learners increase in knowledge, teachers act as if the content level (topics, 

the information and materials, the curriculum) becomes more important, and 

the methods of transmitting this information becomes less important (Pearl 
I 

1972). Figure 1 illustrates the changing emphasis of content and method by 

grade level. 

An assumption is often casually made that if a person is competent in 

his field, he will be a successful teacher. However, we are all familiar with 

the expert in his field who is a grossly incompetent teacher. Teaching can 
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Figure 1. The Change in Emphasis of Methods vs. 
Content as Educational Level Changes. 
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more appropriately be understood as an identifiable set of skills: distinct, 

learnable, and different than content ejipertise. John Dewey has emphasized 

that teaching is a process, a method, a way, a system of skills, not merely 

knowledge of content (Dewey 1938). 

The discipline of education has its own content, including an under

standing of the history and philosophy of education, and knowledge of principles 

of learaing and teaching. Although knowledge of these educational principles 

is probably important to being an effective teacher, it is apparently not 

sufficient. 

Thus, education has been a difficult discipline to leam and teach in 

the past, and colleges of education have tended to emphasize the presentation 

of the content of education rather than helping prospective teachers become 

more skillful in the process of helping others to learn, or to facilitate their 

learning. 

However, much of the recent emphasis on the preparation and in-

service support of teachers today centers on the development of what have 

been called facilitative skills. 

The idea of facilitation is not more jargon, but rather a completely 

different technique—that of helping others to leam and to learn how to learn. 

The teacher becomes the facilitator of others' learning rather than simply a 

supplier of information. The teacher becomes the orchestrator of a variety 

of resources and content information around the student and deals with issues 



6 

such as motivation and learning styles. The teacher helps the student to 

become an effective learner. 

Educational reform, as emphasized by Combs, might therefore most 

appropriately center on redefining the role of the teacher from the transmitter 

of the accumulated knowledge of the past to the facilitator of student learning; 

from the expert to one with skill in supporting learning; from the provider of 

content information to the process-oriented orchestrator of learning 

resources (Combs 1972). 

The Need for a Plan for Improved 
Community College Faculty Development 

But if education is to begin this enormous leap forward in the direc

tion of the teacher as facilitator, helping students to develop skills of 

learning, it must have a plan, a scheme, a theory. None really exist. 

Teaching in colleges of education has been patterned on the same model of the" 

transmission of the cultural heritage as has been used in public schools and 

colleges. Professors of education often have taught about education rather 

than helping prospective teachers to learn the skills of facilitation. 

Prospective teachers have, at best, been helped to develop a 

repertoire of discrete techniques, not based on any particular theory, not 

systematized, not necessarily related to their own values and experiences, 

and not often consistent with their own developing understanding about 

learning (Eble 1977)o 
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Teachers tend to teach as they were taught. They were taught largely 

by lecture methods, by didactic approaches, and by the transmission of infor

mation. Their own teaching, when they become teachers in elementary and 

secondary schools or community colleges or universities, therefore, tends to 

be that same didactic, one-way approach. They present content information 

rather than help their students to develop the skills of learning. 

But we know much about the process of learning. Through the efforts 

of educational psychologists and competent teachers, we have been focusing on 

the process of learning. A variety of concepts, ideas, theories, and tech

niques have become associated with the idea of learning. We need to use 

what we know about learning in the teaching of teachers. 

A form or pattern, a set of guiding principles—a plan—needs to be 

extracted from the available data, expanded, filled in with appropriate experi

ences, and utilized in developing improved methods of faculty development for 

community college teachers. 

Purpose of the Study 

The purpose of this dissertation is to prepare an educational plan, 

grounded in process education and experiential learning, and to use this plan 

in the design of a faculty development workshop for community college 

teachers. 
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Assumptions, Limitations, and Definitions 

Assumptions of the Study 

The following assumptions are made by the author: 

1. Teaching is a socially important activity which will continue to be of 

prime importance in our developing society. 

2. Teaching is a skill, a craft, a complex behavior, and highly 

dependf3nt upon personal and interpersonal relationships; however, those 

relationships, as well as other aspects of teaching, can be learned. 

3. Teaching is different from having content expertise. 

4. The principles of teaching and learning valid for use by teachers are 

also valid for use by teachers of teachers. 

Limitations of the Study 

1. The topic is not amenable to rigorous, precise "before and after" 

measurement. It should be classed as a convergent rather than a divergent 

problem (Shumacher 1977). 

2. The topic is partially subject to changed interpretation by level; 

therefore, the implications of the dissertation should be limited to the 

community college teacher. 
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Definitions 

Operational definitions of the major concepts used in the dissertation 

are presented here. Words not defined here but included in the dissertation 

are assumed to be used in their most common sense. 

Plan. A plan is a system describing the relationships of elements of 

a theory. It is essentially content-free and used as a preliminary syntax or 

form in which elements can be included to produce a theory. A plan, then, is 

comprehensive rather than the elements or parts only—a recipe rather than 

the ingredients; it describes relationships, provides a form. As defined here, 

a plan is a heuristic myth, a kind of "straw man" set up for purposes of 

organization and learning. 

Theory. A theory can be defined as a plan filled in with a set of 

ejqperiences, therefore becoming a comprehensive, useful, and internally 

consistent system of ideas about a group of related experiences or phenomena. 

Process education. Process education is defined as distinct from 

coiitent education and refers to the educational method rather than the educa

tional outcome. Process education includes such issues as thinking, valuing, 

feeling, and relating; the how rather than the what of education. 

Experiential learning. Experiential learning is that learning which is 

grounded in the student's own experiences rather than that which comes from ' 

outside his own experiences; learning in which the student's experiences, both 

in and out of the classroom, are used as the content or curriculum. The 

student is helped to analyze and leam from his own experiences, whether 



10 

those be day-to-day life ejq)eriences, or special e3q)eriences provided in a 

classroom for the purpose of analysis. 

Facilitation. Facilitation is the role of the teacher, associated with 

process education and experiential learning, as distinct from the presentation 

role. The facilitative teacher makes learning easier for the student but keeps 

the process of learning centered on the student's ejqjeriences. In addition to 

the presenting of additional content material to the student, the facilitative 

teacher helps the student to analyze his experiences or appropriate phenomena, 

and develop theories himself from the analysis. Facilitation is, then, the act 

of helping a student to leam from his own experiences—to become his own 

theoretician. 



CHAPTER 2 

REVIEW OF LITERATURE 

An Organizational Plan for the 
Study of Faculty Development 

The current status of faculty development in community colleges is 

exciting and at the same time confused. It is exciting because we can see 

enormous changes in both the quantity and quality of programs, and the results 

are beginning to show. The quality of change is moving toward more involve

ment in the process, an increased understanding of the unique needs of the 

community college student, and most importantly, a beginning of an under

standing of the needs of the student as adult. 

At the same time, the further development of programs to improve 

the quality of teaching in community colleges will be extraordinarily difficult, 

largely because there are no clear organizing principles by which to 

systematically study faculty development programs and techniques. It will be 

important, therefore, to generate a syntax or framework by which theoretical 

implications are organized out of our experiences in teacher improvement pro

grams to date. The framework will be used to study existing faculty develop

ment programs and to generate ideas for new programs. 

11 



12 

The organizing concepts for this study of faculty development have 

been extracted from a comprehensive review of the literature of faculty 

development programs to date, partially summarized in this chapter. The 

review is not intended to be comprehensive but rather highly selective, 

pointing to the needs and emphasizing the purpose of this dissertation: the 

development of a plan for designing a workshop for community college 

teachers and the use of the plan to design a workshop for community college 

teachers emphasizing facilitative approaches. 

An introductory section of the chapter will review documents which 

explain the basic rationale for faculty development, emphasizing the needs, 

and will include a number of papers which describe complete programs. This 

section of the chapter will provide an overall framework concerning the state 

of the art of community college faculty development in all of its manifestations 

and will lead into the more specific and pointed sections which follow. The 

second major section of the review will present a selection of papers which 

deal with the community college teacher as expert/presenter, the most 

typical role of the teacher. This content dissemination role of the teacher 

includes such issues, in its faculty development manifestations, as developing 

and building on the expertise of the discipline—chemistry, humanities, nursing, 

or welding—as well as a plethora of transmission skills such as lectures, the 

use of audio/visual techniques, giving tests, organizing the content, and 

many others. 
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The most vital community college teacher role, however, according 

to the thesis of this dissertation, is the role of the teacher as facilitator of 

learning—the person who "orchestrates" the resources around a student, 

helps a student to become aware of his own learning needs, helps a student 

organize his experiences and process them into internalized learning. This 

facilitative role, described in only a limited fashion in the research literature, 

is the subject of the next section of the review. 

Following this section, some additional aspects of community college 

faculty development will be considered, including provision for part-time 

teachers, special programs for newly hired teachers, and the use of faculty 

evaluation procedures as a basis for faculty development. 

Faculty Development in the Community College 

Introduction, Needs, and Program Descriptions 

A clear rationale and specific needs have been determined for 

community college faculty development programs by a variety of authors and 

are presented in a large number of studies and reviews. A representative 

sample is included in this review. In many of the studies, the need for 

increased skill on the part of community college teachers, particularly those 

who are content ejqjerts but have little experience in teaching, is forcefully 

presented. 

Although less extensively discussed, an equally compelling idea is 

the importance of a comprehensive plan or pattern for the organizing of the 
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faculty development ideas; faculty development should not be undertaken as a 

series of discrete steps but rather should be part of an integrated, total 

college effort. 

A general study supporting the idea of faculty development is entitled, 

"An Assessment of Staff Development Needs" (Hammons and Jaggard 1976). 

The paper is a study in which 294 two-year college presidents in the 13 north

eastern states were surveyed to ascertain their assessment of staff develop

ment needs and their thoughts on where, when, and how staff development is 

best achieved. The paper reports an overwhelming degree of unanimity on the 

part of the presidents on the importance of staff development and the need for 

increased faculty skills. Each faculty member's classroom performance, 

although not their only concern, is certainly a major source of the need as 

the presidents view the issue. 

In an extensive two-volume work entitled, Post Secondary Personnel 

Development (Doty and Gepner, Vol. 1, 1976), a series of documents is 

compiled from a conference on personnel development of community college 

personnel. The conference resulted from a recognition of a problem of 

employing individuals who are technically competent yet unprepared to teach 

—persons from business and industry. Topics in the paper include: 

1. Personnel development as a priority; 

2. Notes on personnel development programs; 

3. Attitudes of a new community college instructor; 



4. Role of faculty development in two-year post-secondary institutions; 

5. Court decisions affecting teacher evaluation; 

6. Faculty evaluations—what do they mean; 

7. Faculty evaluation in community colleges; 

8. A model for implementing competency based programs; 

9o An on-campus teaching consultant; 

10. Maximum of effectiveness: staff development; 

11. Preparing post-secondary faculty members through pre-service 

programs; 

12. Faculty development in the community college; 

13. Adjunct occupational instructors; 

14. Teaching strategies for post-secondary institutions; 

15. Technical upgrading of instructors; 

16. Non-traditional students; 

17. Career development of administrators. 

An extensive bibliography is included. The second volume includes 

descriptions of personnel development programs for post-secondary voca

tional and technical faculty in selected post-secondary educational institutions 

in several states. The programs are identified and described according to the 

following criteria: 

1. Objectives of the program; 

2. Organization of the program; 
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3. Cost of the program; 

4. Motivation of staff; 

5. Pedogogical skills emphasized; 

6. Technical content emphasized; 

7. Constraints on the program; 

8. The evaluation process; 

9. Program changes needed. 

Programs at 25 colleges in 17 different states are described 

according to their format. The programs are institutional programs in 

continuous operation, not departmentally oriented or designed for special 

groups. Each is focused on upgrading the teaching skills of technically 

competent yet pedagogically unprepared persons from business and industry 

or instructors in vocational and technical education in community colleges and 

technical institutes. The programs described are wide in scope, but clearly 

emphasize the need for faculty development programs and take at least some 

steps in solving some of the problems. 

If one publication were to be cited as developing a national focus on 

faculty development, it would be Faculty Development in a Time of 

Retrenchment (Group for Human Development in Higher Education 1974). The 

booklet crystallizes national attention on the professional development of 

faculty. It faces directly the problem of how to initiate ways to stimulate 

excellence in teaching as a performing art, emphasizes the need for faculty 
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development and describes campus programs. Although not specifically 

related to community colleges, the emphasis is on the teaching role. The 

booklet has become seminal in its effect on faculty development since 1974. 

A more recent publication is Professional Development; A Guide to 

Resources (Gaff, Festa, and Gaff 1978). The booklet contains a useful 

rationale for faculty development programs based on the idea of finiteness of 

resources: 

Institutions are now faced with questions of how to be effective, 
creative and challenging within a reduced context of possibility. 
In like measure, faculty members are asking themselves how 
they as individuals can continue to be effective, creative and 
challenged, with fewer opportunities for mobility and more 
likelihood of spending a large portion of their teaching life at a 
single insitution. Moreover even with the extension of college 
e35)erience to more diverse students, to more women, to more 
minorities, to those who must be employed while enrolled as 
students and older persons, the enrollment picture at many 
universities is not bright. As a consequence, high quality and 
excellence of teaching have become more than ideals, they have 
become survival skills both for individuals and organizations 
(Gaff, Festa, and Gaff 1978, p. 67). 

Thus, the problem of diminishing resources available to the universi

ties and colleges in recent years has become a focal point for improved 

faculty development programs. 

Levinson, Darrow, Klein, Levinson, and McKee (1974), Gould (1972), 

Sheehy (1974), and others have outlined and described stages of adult develop

ment through which most people progress, from entering the adult world with 

hopes, dreams, and fantasies, to questioning what life is all about and how to 

fit into it, to trying to become one's own person, independent and self-

governing. These authors and others note that there are easily perceived 
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periods of growth, periods of instability, and periods of transition or 

suspended animation which can eventually lead to greater re-stabilization. 

Hodgkinson (1974) has sought to relate these general stages of 

adulthood to the life patterns of faculty and administrators. He speculates 

that there may be a sequence of progression through the "groves of academic" 

just as there in in human development itself. This concept of adults who are 

not finished products, but who can learn new skills and strategies, who can 

grow and change through somewhat predictable stages of development, paves 

the way for additional considerations of a need and rationale for faculty 

development. 

It might be noted that this view of adults, not unlike Knowles's model, 

is merely using the idea of teaching our students as adults, to the idea of 

teaching teachers as adults. 

Milton and Shoben (1968), in their book Learning and The Professors, 

comment that "college teaching is probably the only profession in the world 

for which no specific training is required (Milton and Shoben 1968, p. 77). 

Hence the rationale so clearly and importantly stated by Gaff, Festa, and 

Gaff (1978, p. 7); "If one assumed that personal growth and development are 

possible as an adult, and that the craft of teaching may be taught and learned, 

then faculty development becomes a possibility." 

Some temporary definitions of faculty development included in Gaff, 

Festa, and Gaff include: 
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Faculty development is an attempt to help improve teaching 
effectiveness in higher education (Gaff, Festa, and Gaff 1978, 
p. 42). 

Faculty development is an institutional process which seems 
to modify attitudes, skills and behavior of faculty members 
toward greater competence and effectiveness in meeting 
students' needs, their own needs, and the need of the 
institution (Gaff, Festa, and Gaff 1978, p. 56). 

]h an earlier study. Gaff (1975) distinguishes three general 

approaches to faculty renewal which include faculty development, instructional 

development, and organizational development. The first rests on Clinical, 

Developmental, and Social Psychology with a focus on individual growth and 

development. The second is based on Education, Instructional Technology 

and Media, Learning Theory, and Systems Theory. Its primary foci are 

courses and curricula. The third focuses on the institution itself, with roots 

in organizational theory, organizational change, and group process. 

The paper generally supports the idea of an extremely broad and 

comprehensive view of faculty development not limited to classroom behaviors. 

Further impetus for a rationale and needs statement for faculty 

development in community colleges comes from an interesting article entitled, 

"Needed: Education Courses for the College Teacher" (Anderson 1976), 

building on the long-term argument about the importance or lack of importance 

of education courses for the college teacher. Anderson promotes the idea 

that the knowledge of the discipline of education is important for the college 

teacher; 
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It surely cannot be claimed that the state of education and educa
tion courses is inviolate; it perhaps cannot even be asserted that 
at the present time they are highly effective; however, there is 
little disputing the statement that education is a field of study and 
that it does have a contribution to make to the training of anyone 
who would be an educator. Like it or not, the college teacher 
must be aware that he is an educator. Therefore, he has a 
responsibility to himself as well as to his institution and to 
students to be as effective an educator as possible. A knowledge 
of education is vital to this effectiveness (Anderson 1976, po 211). 

Anderson would be more convincing if he not only talked about 

knowledge but about skills—if he not only emphasized that one needs to know 

about teaching but to be a practitioner of competent teaching. 

Included in the arguments about faculty development is the distinction 

between in-service and pre-service teaching and where the greater emphasis 

should be made. In The University Can't Train Teachers (Bowman, Freeman, 

Olson, and Pieper 1971), data is presented to support the idea that there 

should be an increase in in-service and school-oriented teacher training pro

grams. The book is a compilation of data collected from a conference funded 

by the U.S. Office of Education (USOE) for undergraduate education and the 

education of teachers. Teacher training programs, emphasized the report, 

should be much more school based and much less university based; thus, a 

training program for community college teachers should have a major center, 

according to this material, in the community college. A more local rationale 

for training for the prospective community college teacher as well as the 

existing community college teacher came from a discussion conducted by the 

author with a class taught by Dr. Waldo Anderson at The University of 



Arizona, a seminar associated with a pre-service training program for 

community college teachers (Johnson 1977). The author asked the students 

about the needs, as they saw them, of prospective community college or 

university teachers. The students gave the following answers; a diversity of 

leadership skills; a specific style; how to work with aggressive students; 

incorporating methods into your own personality and philosophy; how to evolve 

your own answers about teaching; skills in the use of simulation; avoiding 

working by the clock; how to deal with institutional constraints; how to find 

extra time, energy, and commitment; how to "cover the book" when such 

seems to be required; how to deal with staff work, meetings and research; 

how to involve students in objectives and planning; how to reach a variety of 

students; how to determine a matrix of teaching skills with criteria for their 

use; how to find the charisma, energy, enthusiasm, and confidence it takes; 

how to know the content and like the subject; how to make decisions about a 

text; how to know when one is doing a good job; how to be a good listener; how 

to leam a variety of group exercises to use as warm-ups and other classroom 

experiences. 

Generally the students felt that in-service training would be 

extremely useful not only from the usual perspective of understanding the 

institution, but also from the perspective of how to be an adequate classroom 

teacher. 

Although the enormous weight of information about faculty develop

ment programs is in favor of their increase, occasionally there is an 



argument from the other side. An article entitled "Faculty Development and 

the Department" (Fumiss 1975) took this viewpoint. Fumiss looks at faculty 

development with criticism and suspicion about what is sometimes done for 

the purpose of promoting greater effectiveness among faculty. He argues that 

in the right atmosphere, an atmosphere that approximates the ideal of a 

community of scholars, faculty members will develop on their own initiative 

and will not need faculty development programs. Fumiss's article was 

received with mixed reviews. 

It was responded to in an article entitled "What, Then, is Faculty 

Development?" (Phillips 1976b). Phillips clarifies many misconceptions that 

educators have about the entire concept of faculty development and indicates 

how colleges and universities may establish programs to stimulate and facili

tate the full development of faculty members. He argues that these positive 

thrusts, not a retreat into the past, represent the most promising way to 

meet the future needs of faculty members, their institutions, and their students 

One of the most famous names in community college literature is 

B. Lamar Johnson. Instrumental in the development of the entire community 

college movement, Johnson published a paper entitled "The Improvement of 

Junior College Instruction" (Johnson 1969b). It included edited versions of 

major papers presented at the National Conference on the Improvement of 

Junior College Instruction held at the University of California in 1969. In 

Section I, instructional improvement as a major junior college objective and 

the importance of in-service training are discussed. Section n examines 
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potential sources of improvement, improvement assistance including recent 

elementary and secondary school developments, and the exchange of ideas and 

effective techniques through staff interpersonal relationships. Also discussed 

is the assistance that the USOE can provide and the collection and dissemina

tion of instructional objectives through centralized objective exchanges. 

Section III focuses on several improvement plans currently in use like the 

instructional evaluation plan at Golden West College in California and on the 

systems approach to teaching and learning using English, Chemistry, and 

Psychology classes at Meramec Community College in Missouri. Section IV 

includes a report of the realities and potentialities of Computer-Assisted 

Instruction. 

Although Johnson's report summarizes the state of the art of a 

variety of programs in 1969, it presents no cohesive rationale, nor does it 

consider relating instructional methods to the educational philosophy of the 

individual teacher. 

Toward a Professional Faculty (Cohen 1973) presents a collection of 

articles assessing positive and negative factors associated with professionali-

zation of community college faculty, including in-service training, administra

tive relationships and pre-service training. Campus examples are presented 

with the argument that faculty are the ones who accept or reject statements of 

what their institutions do to implement institutional goals and purposes. 

In 1973, an important conference was planned and implemented by The 

American Association of Community and Junior Colleges concerning faculty 
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development programs. The report of the conference is entitled New Staff for 

New Students; Educational Opportunity for All (Yarrington 1974)o The major 

portion of the book consists of background study papers for this 1973 meeting. 

Chapters include: 

1. "A Futuristic Look at Training," by William A. McClellan and 

Davids. Bushnel; 

2. "Staff Development: A Priority on Persons," by Terry O'Banion; 

3. "Governmental Actions Affecting Staff Development," by Louis W. 

Bender; 

4. "College Environment as a Determinant in Staff Development," by 

Charles C. Collins; 

5. "Differentiated Staffing Patterns and Potentials," by Ervin L. 

Harlacher and Elenor Roberts; 

6. "Work Ejq)erience as a Means of Preparation and Renewal," by 

Arden L. Pratt; 

7. "Staff Development: A New Promise to the New Student," by Connie 

Sutton; 

8. "Staffing to Meet the Needs of Spanish Speaking Students," by 

Alfredo G. De Los Santos, Jr.; 

9. "Native American Staff: A Prerequisite to Successful Indian 

Education," by P. E. Azure; 

10. "Developing Special Teaching Degrees," by Arthur M. Eastman; 

11. "A Role for the Discipline Organizations," by Michael F. Shugrue. 
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The report gives a comprehensive and useful picture of the state of 

faculty and staff development in 1973. 

Facilitating Faculty Development (Freedman 1973) is a publication in 

the Jossey-Bass series New Directions and emphasizes faculty development in 

terms of self-understanding as well as organizational structure and milieu. It 

includes articles by a number of the leading persons in faculty development 

and the community college movement, including Milton Freedman, Nevitt 

Sanford, John Noonan, Donald Gerth, Joseph Axelrod, Norbert Ralph, and 

others. Chapters deal with a review of changes in faculty life since the turbu

lent 1960s, the role of the professor as artist at teaching, stages of faculty 

development, institutional approaches to faculty development, faculty develop

ment through experimentation, and inter-institutional cooperation. 

Although not related specifically to the community college movement, 

a useful publication entitled New Patterns of Teacher Education and Tasks, 

General Analysis was written in 1974 (Organization for Economic Cooperation 

and Development 1974). The monograph includes three papers that discuss 

ways teachers can respond to new teaching and learning demands. Part I, 

"Initial and Continuing Training of Teachers: New Trends and Concepts," 

examines general principles of the development of teacher education. Part n, 

"New Patterns of Teacher Tasks and Their Implications," focuses on present 

trends and distribution of responsibilities for teaching and learning. Part m, 

"Class Size as a Factor in Pupil Performance," is an analysis of a prevalent 

teacher view concerning the need for class size reduction in order to increase 



efficiency. This section presents and examines research demonstrating that 

student achievement is not related to class size. Each part includes policy 

recommendations and conclusions. 

One of the important publications concerning staff development in the 

community college was written by O'Banion in his book, Teachers for 

Tomorrow; Staff Development in the Community-Junior Colleges (O'Banion 

1973). Specifically oriented to community colleges, O'Banion's ideas are 

applicable to other institutions. He describes a need for massive support for 

staff development programs and outlines major efforts in pre-service and in-

service program planning as well as suggestions to meet diverse staff needs. 

O'Banion's book presents the clearest and most resounding back

ground and rationale for a major increase in faculty development programs, 

particularly at the community college level. His rationale emphasizes in-

service rather than pre-service training. 

O'Banion (1976) later presented an interesting paper entitled "Staff 

Development: A New Priority for the Seventies." Several ideas are presented 

for staff development programs and approaches by community colleges. The 

article builds on the goals and purposes of the community colleges, faculty, 

and staff needs for updating in their disciplines and in education, staying tuned 

to the philosophy and commitment of the institution, having appreciation and 

understanding of students and the changing nature of the student population, 

and growing personally, professionally, and individually. O'Banion views 

staff development as an instrument of institutional change and offers examples 
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of where this has occurred. Six approaches are described: retreats; inter

personal relations; personal renewal; instructional improvement; curriculum 

development; and staff and organizational development. 

Again, no adequate model for the integration of faculty development 

programs with the teachers' philosophy of education, the teachers' experien

tial background, or the institutional philosophy is presented. 

The emphasis of faculty development as human development is also 

taken by Martin (1975). He presents, however, a provocative philosophical 

and theoretical treatment of faculty development. He stresses the need for an 

adequate theory of faculty development that encompasses a sophisticated under

standing of the process of professionalization in historical, social, and institu

tional terms as well as an integrated theory of human development. He faults 

those efforts which benefit the institution or administration more than the indi

vidual and which deal more with quantifying and categorizing the teacher-student 

relationship and less with learner and learning. He suggests that faculty 

serve as exemplars of the educational idea and as leaders in defining 

educational tasks. 

Martin, therefore, presents a compelling argument that faculty 

development programs need to be meaningful, practical, and substantive. He 

also points out the importance of dealing with the learner and learning, and 

thus indicates that faculty development programs must relate to the needs of 

the student and the philosophy of the teacher. 
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One of the best known names in the field of faculty development is 

Kenneth Eble. In his early book, Professors as Teachers (Eble 1972a), he 

describes the results of The Project to Improve College Teaching of the 

Association of American Colleges and American Association of University 

Professors, in which he searched the literature, visited many campuses, 

and attended a variety of conferences to study the career development of 

effective teachers. He also looked at the development of optimum working 

conditions for effective teaching as well as the recognition and evaluation of 

teaching. He offers in his overview some recommendations and suggestions, 

primarily within existing structures. 

His more definitive book, however, is entitled The Craft of Teaching 

(Eble 1977). Within the framework of a humanistic and a very personal 

approach to teaching, Eble has zeroed in on the particulars of the professor's 

art and provides specific advice and realistic suggestions to improve the 

teaching of all college instructors. He examines and refutes assumptions, 

particularly that a knowledge of a subject is all that is necessary to teach it. 

His book deals with the classroom atmosphere, how to conduct a good dis

course, alternatives to lecturing, and a variety of other issues including 

assignments, grading, testing, and choosing texts. He offers candid si^-

gestions for handling difficult situations and deals with concrete ways that 

college teachers can improve their practice and achieve additional teaching 

competence. He maintains that people are not born with teaching skills but 

acquire them, and that teaching is not a science but rather an art or craft 



involving a very personal energy between instructor and student. Some 

useful, brief quotes from Eble; 

Teaching skills can be acquired; teaching skill can be taught. 

Diversity does not mean that there is no common set of practices 
—no common characteristics that identify the good teacher. 

One can find firm sets of attributes, intentions and principles 
which underly diverse practices. 

The marginally defensible use of the large lecture for conveying 
information is even less defensible for teaching skills. 

The shift of attention away from teaching toward learning is 
healthy; it makes teachers more human by making them more 
responsive to their students' needs. 

Attention to the particulars of teaching does not sli^t the 
primary importance of learnii^. Rather it recognizes the 
practical fact that teaching will continue in most of the common 
modes as well as in new ways that shift the emphasis to self 
learning. Within these modes, teaching and learning practices 
do make a difference, not only in terms of defined subject 
matter but also in the larger personal development of the indi
viduals involved. 

The teacher's prime responsibility may well be to reduce his or 
her importance; to help learners arrive at their own freedom to 
learn; but the teacher does not exercise that responsibility by 
merely withdrawing, nor by denying them ways in which humans 
can interact. 

Learning and teaching are constantly interchanging activities. 
One learns by teaching; one cannot teach except by constant 
learning (Eble 1977, pp. 98-99). 

Eble describes ten common and incorrect assumptions that help 

create a mythology of teaching; 

1. That teaching is not doing; 

2. That teaching is not a performing art; 
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That teaching excludes the personality; 

That students' worst teachers now will become their best teachers 

later; 

That the popular teacher is a bad teacher; 

That teachers are born and not made; 

That good and bad teaching cannot be identified; 

That research is complementary to teaching; 

A subject matter requires only that one know it; 

That college teaching is not a profession. 

One of the major problems of Eble's interesting and useful book is 

that it does not connect the topics, ideas, and approaches into a cohesive 

framework; it does not provide an organizational pattern for the ideas, nor 

does it relate the ideas to the reader's own experiences or values. It 

presents only discrete topics, tips, and suggestions. 

An unfortunate corollary of the lack of a framework for staff develop

ment programs or the lack of utilization of the instructor's own philosophies 

and experiences in developing such programs is epitomized in a paper 

entitled "The Instructor's Dilemma" (Gladkowski 1977). Gladkowski commits 

the typical error of using a "shotgun" technique or an overly eclectic 

approach. His paper urges experimentation by facully members with a 

variety of techniques and systems. He says; 

We must experiment with other alternatives for instruction 
because it is becoming increasingly evident that we must get 

3. 

4. 

5. 

6 .  

7. 

8 .  

9. 

10. 
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away from the "GIGO" system (garbage in, garbage out). I spew 
forth and then you regurgitate it at a later date. By permitting 
many different alternative courses of action we therefore increase 
considerably the many different combinations possible. For 
example, if we utilize, say two different instructional strategies, 
three types of evaluation, and three types of assignments, the 
result is 17 different possibilities. Also such an approach is 
certainly more consistent with what we learn from our behavioral 
science research concerning such matters as learning, motiva
tion and growth and development, for example, as individuals 
differ; perhaps becoming experimenters in the classroom we 
might realize that there is no one common accepted learning 
theory, theory of motivation, or theory of instruction (Gladkowski 
1977, p. 117). 

Unfortunately, simple experimentation cannot provide many answers. 

Our experimentation must be within an organizational framework if it is to 

lead to definitive answers and to the development of programs that are 

internally consistent. Eclecticism is not the way to improved college 

instruction. 

Perhaps a summary of this overview is presented in the paper from 

the Education Testing Service (Centra 1976). It summarizes a national 

survey of colleges and universities concerning faculty development activities. 

Although not limited to community colleges, it contains a variety of informa

tion about the frequency and effectiveness of various practices, the extent to 

which various faculty are involved, the organization and funding of programs 

and tjrpical development practices. It reports that for half of the colleges 

and universities which have a set of activities to aid the development of 

faculty, the average age of such programs is a little over two years. We 



appear to be at the very begiiming of an impressive movement, but it 

clearly needs an organizational framework, models, and theories. 

An additional consideration in assessing the general approach to staff 

development in the community college is the organizational framework into 

which staff development fits. If staff development is to become a functional 

reality, particularly involving training for the facUitative process, then it 

needs an appropriate place in the institution. Further, appropriate attitudes 

on the part of administration need to be established and implemented and a 

variety of organizational procedures undertaken to assure that staff develop

ment has its day. 

A number of papers have addressed these questions and will be 

briefly reviewed. 

James Stone, an important author in teacher education, who has 

written the book. Breakthrough in Teacher Education (Stone 1968a), also 

wrote an article entitled "Statewide Plans for Student Teaching: One Step 

Further" (Stone 1968b). The brief article gives an interesting rationale for 

the general idea of teacher education. He describes teacher education as a 

step-child, unwanted by colleges, permissively accepted by schools, allowed 

in any and all forms by state departments of education, and tolerated by the 

profession. Although not specifically addressing the question of teacher 

education for community college teaching, Stone indicates that attempts to 

reform teacher education have failed to recognize that the social institutions 

in which teacher education is embedded (schools, colleges, and state 



departments of education) were created by society to preserve the status quo 

rather than to bring about change or innovation. Therefore, a new organiza

tional structure for professional education, The Educational Professions 

Institute (EPI) is proposed. Stone proposes that EPI's provide leadership 

through state departments of education but with separate organizational 

structures, drawing their faculty from colleges and from schools and com

munities in which they are located. They would be largely post-graduate 

institutions, although they mi^t admit students at any point in their college 

career when they are deemed ready to begin a semester of professional 

education. As prestige agencies, EPI's would pay higher salaries than tradi

tional colleges, universities, and school systems. They would train both 

teachers and teachers of teachers and their research activities would focus on 

the teaching-learning process. 

His rather radical views about teacher education have much to offer, 

particularly to those concerned with community colleges. He points clearly 

to the importance of an appropriate and powerful organizational framework 

for the teacher education and staff development programs. 

"A Case for Staff Development in the California Community College 

System" is the title of a dissertation by Lefteris Lavrakas at the Clairmont 

Graduate School (Lavrakas 1977). Using Kurt Lewin's concept of a dynamic 

balance of forces, Lavrakas develops a powerful rationale for staff develop

ment in the California community college system, with ideas about its 

organizational structure. The forces of heritage/tradition, awareness. 
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money, organizational climate, time, reward system, and the formal system 

were examined for their positive or negative effects on staff development 

efforts through a survey of perceptions of community college deans of instruc

tion. Positive interactions of varying strengths were perceived for all forces 

but money and time, the single force identified as primarily restraining in 

character. Heritage/tradition was seen as the strongest driving force. It 

was concluded that more attention and effort are being focused on staff 

development at the community college and other levels of higher education. 

However, funding is not necessarily related to effective development, and 

leaders need to examine forces which restrain staff development. 

One of the more seminal works in faculty development emphasizing 

its place in the organization is Toward Faculty Renewal (Gaff 1975). The 

book establishes a conceptual framework for approaching instructional 

improvement including faculty development, instructional development, and 

organizational development. It describes the focus, purposes, and 

intellectual bases of each and gives examples of types of activities and 

specific programs illustrative of each concept. Knox (1977) comments that 

this book 

. . . addresses what institutions can do to help their faculties. 
This is one of the few critical analyses of the various efforts 
undertaken nationwide to address this question (Knox 1977, p. 51). 

In "A Three Dimensional View of Faculty Development," Toombs 

(1975) advocates planning for faculty development within a comprehensive 

programmatic framework which addresses both practical and conceptual 
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issues. He proposes to look at faculty development through three dimensions; 

the professional, the curricular, and the institutional. From these dimen

sions emerge principles for planning and a programming matrix. 

More specifically in the area of program development, J. B. 

Francis, his his article, "How Do We Get There From Here; Program 

Design for Faculty Development" (Francis 1975), analyzes stages through 

•which attitudes about faculty development pass at a given institution. He 

points out that procedures, programs, and practices should differ, depending 

upon the current attitudinal stage of the specific college. As does Lavrakas 

(1977), Francis uses Kurt Lewin's model as the basis for his presentation. 

He elucidates the pitfalls of incongruence when programs or ideas of an 

abstract nature are introduced out of phase with the institutional level of 

awareness. In "Components of an Effective Faculty Development Program, " 

Bergquist and Phillips (1975) advocate a comprehensive approach to faculty 

development based on diverse but related strategies. Their model assumes 

that changes take place at three levels; attitude, process, and structure. 

The levels relate to three identified faculty development dimensions; 

personal, instructional, and organizational. Diagrams of relationships and 

illustrations of activities and programs help explain the components in 

context. Figure 2 illustrates the basic relationship. 

Another study dealing with the organizational aspects of faculty 

development programs is "The Practice of Faculty Development; An 

Experience-Derived Model" (Wergin, Mason, and Munson 1976). Although 



Faculty Development Dimension 
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Levels of Change 

Attitude • 
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Figure 2. The Relationship of Levels of Approach to 
Faculty Development Dimensions. —From 
Berquist and Phillips 1975, p. 48). 
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based at Virginia Commonwealth University, the activities described have 

much to say for community college programs. They contribute to a model 

which is formulated and suggests that those involved in faculty development 

need to move from a "professional-expert" phase to a "personal-collaborator" 

phase. The paper is one of very few that emphasize the importance of faculty 

development programs utilizing the experiences of the teachers; that is, 

being largely experiential in nature. 

Thus, the current situation concerning faculty development in com-

munily colleges is beginning to be defined by a review of selected studies, 

including a rationale and need, background information, and ideas about the 

organizational framework within which faculty development fits. Next are 

included some general descriptions of existing faculty development programs 

to provide an overview before attempting to look at specific program elements 

and developing a model for their study. 

One of the more definitive books about the entire community college 

movement is A Constant Variable (Cohen 1971). An examination of the entire 

community college movement at that point, the book discusses teacher 

training in some detail; 

The academic preparation of incoming junior college teachers 
varies slightly. Most instructors have masters degrees, and 
only a few are prepared in special junior college programs. In 
fact, formerly such programs were rare. In 1954, only 20 uni
versities and four-year colleges offered as much as one course 
in The Junior College; in 1968 approximately 75 institutions 
offered not only one course, but also sequences or programs for 
junior college staff preparation. By 1970, over 200 colleges and 
universities were interested in establishing preparation programs 



38 

for junior college instructors. It appears that this special 
sequence to prepare people for junior college instruction is 
to endure (Cohen 1971, p. 143). 

Cohen also discusses in-service training; 

In-service training is seen as the answer to several problems. 
Kilpatrick (1967), for example, perceives such programs as 
presenting new ideas in teaching methods to the faculty, 
keeping the instructors current on subject matter and orienting 
them to new philosophies. These goals can be met in many 
ways; institutes, conferences, conventions, workshops, faculty 
and departmental meetings, consultant services, university 
courses, classroom visits, and professional on-campus libraries 
(Cohen 1971, p. 153). 

Cohen describes a study in 1968 by Ellerbrook which reports 21 of 

39 community college presidents having reported concerning formal in-

service programs at their institutions. They were generally based on 

knowledge of one's own college and knowledge of the community college in 

general and had very little to do with classroom skills. Further, they were 

not consistent with any sort of a model of instruction or philosophy of educa

tion on the part of the teachers. 

Related to the idea of in-service staff development, Cohen includes a 

section called "What is Gtood Teaching?" From that chapter: 

Community college teaching is not quite the same as teaching at 
other levels of education, although it is modeled partly by 
teaching in secondary schools and partly on the four-year college 
image. Hence, comparisons with the university, although fre
quently made, are inappropriate, the differences are obvious. 
Junior college instructors are aware that they are not expected to 
conduct research or publish. A variety of intramural procedures 
is more likely to influence their instruction, and perhaps more 
important, for years they have been involved in attempts to teach 
non-traditional students, a task that university professors are 
first beginning to be aware of (Cohen 1971, p. 178). 
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Good teaching is particularly important in the community college. 

For better or for worse and regardless of the variation and definitions of good 

teaching, it has no other defensible raison d' etre. 

A description of both pre-service and in-service community college 

teacher programs is available in a brief prepared for the American Associa

tion for the Community-Junior Colleges 1973 Assembly (Yarrington 1974). 

The general topic of the assembly was "New Staff for New Students," with 

emphasis on the unique qualities of community college students. The most 

often discussed quality, however, is that of the student's low income back

ground and ethnic status as distinct from that of the usual university student, 

not the student's age and experience. This review offers an overview of 

community college teacher preparation programs relative to those imple

mented. Pre-service teacher education programs, in-service programs, 

and programs to prepare teachers to work with the disadvantaged student are 

discussed. The bibliography for the review contains pertinent ERIC docu

ments from 1966 to 1973, and a comprehensive listing of books and journal 

articles. 

Another book of interest, Instructional Development Agencies in 

Higher Education (Alexander and Yelon 1972), describes some of the most 

well known instructional development and improvement centers in the United 

States which were established during the 1960s. A case study method is 

employed with 16 agencies. Descriptions are written by those actively 

involved in the centers. Program descriptions include activities, programs. 



administration, budget, and staff, as well as information on consultation 

services, short courses, and workshops. The programs are notable in that 

they seem composed of rather discrete and unrelated pieces without the 

virtue of a unifying theme. Further they are often primarily didactic in 

nature; teaching teachers without respect to their own experience, they there

fore seem to be poor models of education—a further example of "do as I say, 

not as I do." 

A research monograph entitled Faculty Development Procedures in 

Small Colleges (Miller and Wilson 1963) reported a study of 228 small 

colleges and describes faculty development procedures relating to teaching 

effectiveness and professional growth. This early study is typical in that 

most program descriptions are related to ideas such as new faculty orienta

tion, institutional philosophy, the use of audio visual equipment, and other 

areas of teacher knowledge only tangentially related to specific classroom 

performance. 

An interesting study. Staff Development; A Gestalt Paradigm 

(Parsons 1974), describes a staff development program at Hagerstown Junior 

College in Maryland which had been in operation at that time for five years. 

The major components had been evaluated, revised, and integrated into a 

Gestalt paradigm, a systems approach. A total institutional thrust was 

designed. Each component exists to foster specific objectives which are 

designed to implement institutional goals. This paper, therefore, presents 

an organizationally comprehensive approach to staff development, but still 
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does not deal with the personally understood needs of the teacher partici

pants, nor does it present a developmental model consistent with the teacher's 

own philosophy of education. 

A 1976 report entitled "Provisions for In-Service Education of 

Higher Education Faculty, 1972-73" (National Education Association 1976) 

was presented in an NEA research memo. The majority of higher education 

institutions, it explains, accept the responsibility to provide incentives and 

activities conducive to in-service education and professional growth of 

faculty. In 1972 and 1973, data were gathered from higher education institu

tions to obtain information about specific ways institutions provide activities, 

opportunities and/or financial direction to in-service education faculty. 

Tables are presented showing various provisions including payments of 

expenses of faculty to attend special meetings, sabbatical leave, leave with

out pay for professional growth, workshops, and special meetings. 

Both pre-service and in-service training programs are described in 

"The Final Report on the Second Year of the Cooperative Internship for 

Community College Instructor, 1970-71" (Bureau of Higher Education 1971). 

The University of California at Berkeley has for many years operated an 

extensive training program for community college instructors. This report 

describes the operation of the internship program, including objectives, pro

gram operations, evaluations, and conclusions. Emphasis is placed on three 

phases; activities, placement, and pre-service/in-service. Pre-service 

activities were video taping and playback, curriculum, methodology group 
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interaction, and experienced faculty participation. In-service activities 

included seminars, workshops, interpersonal learning weekends, and field 

visits. Program evaluation was based on experienced faculty evaluation of 

interns, deans' of instruction evaluation of interns, student evaluation of 

interns, intern evaluation of the program, and the use of the personality 

inventory. Conclusions cover major strengths and weaknesses of the pro

gram and recommendations for further program development. Overall, this 

experiential program was seen as an important and useful training mechanism 

for community college instructors. 

Another specific program is described in a paper, "Products and 

Productivity: A Perspective on Learning in 1972" (Gilley and Tollefson 1972). 

Implementation and results of a project to optimize the learning program at 

Wythville Community College are discussed. A systems approach to instruc

tion was selected as the best method of assuring continuing improvement of 

the teaching-learning process, the productivity of the college, and accom

plishment of the long-range goals of the college. An essential element of the 

systems approach is described as the in-service training of the instructional 

staff. The program is described in relation to a systems approach to instruc

tion, program evaluation, student accomplishment, and future directions. 

Another specific program description about The College and 

University Teaching Project (CATJT) is presented in "Improving Undergraduate 

Teaching Through a Faculty Development Program" (Osterman 1976). The 

project was designed to create activities to enable faculty members at Oregon 
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State University to design and implement a systematic instructional process. 

The CAUT project uses a full-year program with four phases of in-service 

activities for faculty members: workshops, a planning period, teaching 

strategies development period, and a one- or two-day evaluation. The pro

gram evaluation reports improved student satisfaction and higher average 

grades. In addition, the average level of student competency increased, the 

proportion of students that completed the course increased, and student 

evaluation of the teaching effort was higher. This is one of the few programs 

which seems sequential, related to the philosophy of the institution, related 

to tlie instructor's own views of education and in which the program is 

evaluated as showing higher student learning. 

A brief paper, "Faculty Development in Southern Universities" 

(Crow et al., 1976), describes in detail centers concerning the improvement of 

teaching and have been established in several southern universities. Their 

structure, programs, staff, and methods of operation are discussed. The 

paper provides useful models of alternative approaches for other institutions 

to consider. Again, however, the methodology on the in-service training 

programs seem somewhat at odds with the methodology espoused by those 

same educators for use by teachers. 

Sikes and Barrett (1977) present a booklet entitled Case Studies on 

Faculty Development. The report describes and analyzes four models 

chosen from 40 participating institutions in terms of development of faculty 

teams and discusses successes and problems. The major emphasis of the 
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report is the importance of attitude development and the importance of 

working with colleagues in an experiential rather than a didactic fashion. 

"A Comprehensive Plan for Institutional Staff Development; Final 

Project Report" (Justice 1976a) describes a staff development program at 

Mount Hood Community College. The college studied existing staff develop

ment programs at numerous other institutions, re-examined its own 

philosophy and staff development programs, analyzed faculty needs, 

formulated new directions for its faculty, and more closely articulated staff 

development opportunities with area institutions and agencies. Among the 

results of the study were identification of; 

1. Faculty development needs; 

2. Part-time faculty needs for orientation; 

3. Other institutions' development programs; 

4. Community resources; 

5. Methods by which individual staff members could complete their 

development plans; 

6. Those areas which would benefit from in-service programs. 

A final objective included preparation of a grant proposal in order to 

implement staff development programs. The project arising as a consequence 

of this study will provide for a centralized staff development office, teacher 

exchanges and externships, and the initiation of a staff development system 

for use by other agencies. 
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Summary 

Thus there appears to be widespread evidence of the need for faculty 

development programs in community colleges, especially developed from a 

specific planning pattern. The problems of economic retrenchment and 

dwindling enrollment merely heighten the need for improved teaching, 

especially in relation to providing for the "new students," and to the adult 

students in community colleges. 

A number of typical faculty development programs will be reviewed. 

Some clear limitations appear in that the programs emphasize discrete 

"teaching tips"; they are often unrelated to the teacher's own educational 

philosophy and values, and they concern organizational rather than 

instructional aspects of the teacher's role. But perhaps the most conspicuous 

lack in this sample of faculty development programs is that only rarely is the 

crucial facilitative aspect of the community college teacher's role addressed. 

Consequently, the following two sections of this survey of the 

research literature will focus on faculty development in relation to the 

teacher's classroom role, first as expert/presenter, then in the vital 

facilitative function. 

Faculty Development; The Teacher as Expert/Presenter 

The entire faculty development program at many colleges is seen as 

merely being supportive to the teacher within the institutional setting. 

Teachers are helped to understand committee functioning, the college 



organizational pattern, tenure, the institutional record keeping systems, 

the history of the community college movement, faculty rights and responsi

bilities, and other issues related to the teacher's role as an employee of the 

institution. 

A general booklet about in-service education in community colleges, 

"In-Service Training as an Instrument for Change," was developed by the 

University of Florida (Lefforge 1971). It is a publication of the Southeastern 

Community College leadership program and was supported by Kellog funds. 

The proposals presented, included a series of objectives for the community 

college teacher, are limited almost a^clusively to understanding issues like 

tenure and the administrative structure of one's college. 

Since it seems clear that this approach to faculty development, 

surprisingly extensive at many community colleges and apparently the only 

effort at faculty development at many, has precious little to do with the 

improvement of instruction or even the total mission of the community 

college, no additional studies from the literature of this tj^se will be 

reviewed. 

Of much more concern to the purposes of this dissertation, however, 

is a consideration of faculty development with respect to the instructional role 

of the teacher rather than the institutional role. The instructional role, 

although one portion of the teacher's total set of tasks, is nonetheless 

extremely complex. A further "breaking out" of the role, as evidenced 

from a review of literature concerning faculty development in community 
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colleges, could be by distinguishing the teacher as expert/presenter from 

the teacher as facilitator. 

Expert/presenter in this case means one who is concerned 

essentially with content. The teacher in this faculty development program is 

seen as one who needs to transmit that content to students. This is by far 

the most typical role of the community college teacher, accounting for most 

of the usual teacher's activity and most of the activity of faculty development 

programs. The general idea is that the students do not know, the teacher 

does know, and the role of the teacher is to transmit the content information 

from himself or other sources to the student. In general, the role of the 

student is one of recipient of information, the role of the teacher is one of 

giver of information. 

On the other hand, when defined in a more narrow sense, the role 

of the teacher might be defined by the word facilitator. The word facilitator 

is not a euphemism for the word teacher but rather describes a different 

role—the role of providing means and mechanisms by which the student 

learns. The teacher as facilitator need not be content expert, but through an 

understanding of the learning process, the needs of the student, and how to 

orchestrate resources around the student, can provide for student learning. 

This role of the teacher is also consistent with Dewey's definition, 

previously discussed, of the teacher as co-learner. 
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The literature is replete with information about the role of the 

teacher as expert. This review is not intended to be even partially compre

hensive, but a few examples might be in order. 

"A Study of the In-Service Education and Supervision Needs of 

Community College Business Instructors in the State of Illinois" (Falk 1975) 

includes a variety of information about the content needs of business teachers. 

Data were gathered by surveying 387 full- and part-time faculty. In general, 

the results of his study indicate that the faculty placed emphasis on the 

importance of in-service training in increased business skills such as 

management, supervision, and accounting, as distinct from teaching skills, 

such as how to relate to students. 

Further emphasis of the general concern with content is evident in 

a paper entitled "Professional Development Project for Two-Year College 

Vocational and Technical Faculty" (Kelly 1968). The espoused objective of 

the project was to develop a model designed to expose the new community 

college faculty member to essential components of community college 

teaching. The emphasis in the paper, however, is limited to the idea of 

content transmission. Kelly says: 

It is characteristic of this model that while the content is structured 
and was identified by consensus, the technique by which content is 
to be presented is left to the discretion of the individual teacher 
(Kelly 1968, p. 31). 

It is interesting to note that this paper, very typical of many faculty 

development programs in community colleges, thus does the following; 
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1. It assumes that because of the teacher's content expertise, the 

teacher should therefore determine the content of the teaching/ 

learning setting. The role of the student as being involved in deter

mining his own objectives is ignored. 

2. It assumes that teaching methods are simply unimportant delivery 

systems for the all-important content, and that it is not necessary to 

help teachers to use effective methods. This de-emphasis of the 

importance of teaching techniques and emphasis on the importance of 

content is tj^ical in the literature and contributes to a basic conserva

tism in education—the use of essentially the same models of 

teaching that have been in use for thousands of years, from a time 

when so little was known that an educated person would be defined as 

learned, a master of content. In today's post-technological world, 

however, an educated person must first be described as a learner, 

a master of process. 

Another paper, "A Working Model for In-Service Training" (Topper 

1974), was presented in the Two-Year College Mathematics Journal, and it 

deals with teachers of mathematics. The overall objectives of six National 

Science Foundation sponsored workshops for mathematics teachers in 

Illinois two-year colleges are defined. The emphasis of the paper is on 

articulation among colleges and universities and related problems, on 
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testing and on other content mathematics concerns. Little attention, if any, 

was paid to the idea of teaching techniques. 

"The Pre-Service and In-Service Preparation of College English 

Teachers" (Courts and Neville 1973) describes college teacher programs in 

essentially a content framework. An assumption is made that if one is 

competent in the knowledge of English, one must therefore be a competent 

teacher of English. 

"Staff Development in the Community College—The Contributions 

Which a Speech-Communication Instructor Can Make" (Justice 1976b) is 

another example. Justice develops the idea of the importance of staff 

development programs in community colleges, particularly as a result of 

stabilizing enrollments and decreased faculty mobility. But her suggestions 

concerning the role of the speech communication teacher in faculty develop

ment are entirely of a content nature; that is, the inclusion of the content of 

speech and communication in staff development programs. 

In an interesting paper entitled "In-Service Work with Community 

College Teachers" (Gere 1977), the author surveys much of the community 

college staff development movement in the past 20 years and concludes that 

colleges have increased and re-defined themselves and their purposes. The 

paper discusses the relationship of graduate schools and community colleges 

and describes an in-service seminar that was conducted by two university 

faculty members for English teachers at a nearby community college. The 

seminar focused on language and defined general topics within that content 
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field for discussion. No consideration was given to the facilitative role of the 

teacher, and only tangential attention was paid to the idea of the teacher as a 

presenter of information. Almost entirely the paper concerns the English 

teacher as knowledgeable about the English language. 

Faculty development which focuses almost exclusively on the teacher 

as master of his discipline is closely followed by those in which emphasis is 

both on the discipline and its transmission. The theme of these faculty 

development programs seems to be "I know and you don't; my role is both to 

know the discipline and to get you to know it." Thus, the techniques of trans

mission have been extensively investigated, especially as it became recog

nized that an expert is not necessarily a competent teacher. An assumption is 

then made that a person needs to be expert in his discipline and skilled in its 

transmission in order to be a competent teacher. 

Since the characteristic of the learner and the meaning of learning 

thus become an important aspect of the consideration of teaching, the disci

pline of psychology has become of increasing importance in faculty develop

ment programs. 

One of the widely used techniques of instructional improvement in 

recent years has been from behavioral psychology. Teachers are helped to 

define behavioral or performance objectives. The objectives, which are 

intended to describe the outcomes of the instruction, are considered to be the 

starting point for program development and course design. 
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Tjrpical of faculty development programs involving the utilization of 

behavioral objectives in instructional design is "Designing More Effective 

College Instruction" (Geis 1970). This prototype of an in-service, self-

instructional course for college teachers emphasizes the techniques of 

defining instructional goals, measuring the effectiveness of instructional 

methods, developing solutions to instructional problems, and trying out and 

revising material. The curriculum emphasizes the need for empirical 

development of instructional materials and advocates the process of write-

test-revise in order to efficiently and effectively reach intended goals. 

Another study typical of the behavioral objective approach to faculty 

development is in a report, "How to Individualize Instruction Througji Pro

gram Development" (Bureau of Educational Personnel Development 1972). 

The major objectives of this project were to assist selected vocational 

educators to develop instructional materials based on behavioral objectives in 

each course, to individualize instruction, and to develop resource materials 

to guide other educators. Summaries are provided in the study of the partici

pants' evaluation of the workshops. General comments of the educators indi

cated an appreciation for the opportunity to leam about and develop 

individualized instruction packages. 

"Workshop in the Preparation of Measurable Performance Objectives" 

(California Community Colleges 1971) emphasizes the use of performance 

objectives for every vocational education program in the Technical-Industrial 

division at Fresno Community College. The paper describes a four-day 
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workshop for 33 community college instructors, funded under the Vocational 

Education Act of 1968 in cooperation with the California Community Colleges 

and The California State Department of Education. The report presents 

performance objectives developed within each instructor's field. Although 

each of the 33 instructors was required to prepare satisfactory measurable 

performance objectives, only 25 completed the assignment. For each general 

goal as a desired outcome, a performance criterion, a rationale, and condi

tions for performing the objectives are provided. The completed objectives 

are grouped alphabetically by program topics ranging from Agriculture to 

Police Science. 

The study is typical of many in which performance objectives are 

developed. Many objectives prepared in these workshops appear to remain on 

shelves in curriculum offices rather than becoming the basis for the design 

for appropriate instructional activities. 

Another major aspect of the teacher's role of presenter of content in 

faculty development programs is based on the idea of specific teacher compe

tencies. Some of the faculty development techniques for improving competence 

include the use of learning contracts, skill training through microteaching, 

the extensive work done in the field of interaction analysis, where the teacher's, 

interaction with students is considered, research and curriculum development 

activities, the use of a variety of reading materials about teaching competen

cies, and a host of others. One important technique developed in recent 

years to help teachers leam specific competencies has been microteaching. 
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In this approach, a teacher prepares a small unit of instruction, generally 

emphasizing a specific skill such as asking open-ended questions. The 

teacher thus practices the skill, perhaps with a class or a group of peers 

acting as a class, or a video tape camera. The performance is then critiqued 

against established criteria. Many variations of this technique have been 

developed, but all in the general area of helping teachers to learn specific 

teaching competencies. 

Typical of a comprehensive program of instructional support at the 

university level is that directed by Dr. Lawrence Aleamoni of The University 

of Arizona. Described in a memo (Aleamoni 1976), the program is a resource 

available to all university faculty and provides assistance to the professor in 

a variety of ways. One of the major approaches is the use of an evaluation 

questionnaire (Aleamoni 1977) to collect information on which to base decisions 

regarding instnictional improvement. The office also produces brief mono

graphs periodically which are sent to all faculty regarding instructional topics 

such as instructional planning, evaluation of instruction via student ratings, 

types of examinations, rewarding instructional effectiveness, developing 

instructional objectives, and grading students. The major emphasis of the 

activities of this office center on the professor as expert/presenter. 

The use of video tape and microteaching to emphasize important 

teacher behaviors or competencies and to develop skills is discussed in a 

typical paper, "The Use of Video-Tape Recording and Micro-Teaching 



Techniques to Improve Instruction on the Higher Education Level" (Perlberg 

and O'Bryant 1968). They say: 

Video recordings provide an authentic feedback of classroom 
interaction, and microteaching is a systematic method for analysis 
of these tapes and the acquisition of special teaching skills. Their 
combined use in teacher education has resulted in improved 
teacher classroom interaction at the college level. The develop
ment of individual and group models motivates self-improvement 
in teaching strategy. Often, the psychological impact of self-
confrontation causes a beneficial classroom behavioral change 
(Perlberg and O'Bryant 1968, p. 177). 

Participatory attitudes, feedback mechanisms, and the feasibility of 

taping with portable equipment were examined in phase one of this study. In 

the second phase, tapes of engineering courses were analyzed. Senior and 

junior faculty members submitted to a minimum of six tapings during a 

semester with semi-professional equipment. Recommendations of the paper 

include that in order to reduce faculty anxiety, no administrative use should 

be made of the tapes without consent. 

Basic to the idea of the use of video tape is an interesting article in 

Educational Media International entitled "Educational Media and Microteaching" 

(Ely 1976). It is a basic discussion of the use of media to study behavior and 

the particular application that is used by microteaching. 

The author of this dissertation has experience in the use of video 

taping equipment to assess specific teacher competencies on the elementary 

school level. In 1968, while leading a faculty development program in a 

small elementary school in eastern Maine, the author developed a program 

and conducted a study in using video tape recording equipment to assess 
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classroom interactions and other variables. Using the tapes, lists of 

criteria for classroom and interaction assessment were developed by the 

teachers. The criteria were then used in the form of an instrument by the 

teachers themselves to assess their own classrooms and the interaction that 

the video taping indicated. 

A summary of the study, "Development of Scales for Evaluating 

Classroom Environment and Interactions" (Angell and Johnson 1968), indicates, 

however, that the utility of the instrument was far greater as a result of its 

initial development than its subsequent use by other classroom teachers. It 

appears that "re-inventing the wheel" is at least partially necessary. This 

information is consistent with the idea that curriculum development seems to 

benefit the curriculum developer more than the teacher for whom the mate

rials were prepared. The process implication, as discussed earlier, is that 

developing is more crucial than development. 

A summary of microteaching in the development of teaching 

competencies at all levels is available in "Microteaching—An Overview" 

(Trott 1976). The paper is a general look at the development of micro-

teaching for pre-service teacher education with at least some implications 

for in-service approaches. 

Interaction analysis is the study of the personal interactions or trans

actions in a classroom, usually the interaction of the teacher with the students. 

Often studied with the use of video tape and related to the concept of self-

evaluation, interaction analysis has helped many teachers to focus on their 
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role as presenter of information through personal interaction. Even within 

the concept of expert/presenter model of the teacher, interaction analysis has 

therefore been useful. It is also likely that interaction analysis, especially 

when coupled with models of interaction such as transactional analysis, has 

also helped some teachers to move toward the facilitative/ejjperiential 

framework. 

Interaction analysis has been of notable significance in the develop

ment of improved teaching competencies in elementary and secondary schools. 

Although limited in its application to colleges, one study, "Improving Junior 

and Community College Instruction" (Johnson and Schmedemann 1975), is 

concerned with the college level. Twenty-five instructors from 11 community 

colleges and 13 disciplines participated in a six-week institute at Texas A & M 

University, geared to improving teaching in junior and community colleges. 

The participants had an average of five years e^qjerience at college level 

teaching and all had at least a masters degree. Each participant received 15 

contact hours of skill training in Flanders Interaction Analysis, a ten-category 

observation system which classifies any verbal statement made in the class

room by an instructor or student, thus the facilitating study of teacher/student 

verbal interaction. The participants also engaged in microteaching experi

ences concentrating on skills of fluency in asking questions, reinforcement, 

probing questions, and various higher order questions. This procedure 

allowed participants to focus on individual technical teaching skills. Other 

activities included audio tutorial programs, multiple choice test construction 
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and test item analysis, independent listening, assigned readings, behavioral 

objectives, small group discussions, and simulation. Evaluations collected 

throughout the program indicate that the training received by the participants 

contributed to changes in their attitudes, opinions, and behaviors relating to 

teacher effectiveness. The study is a very clear and useful explication of the 

importance of specific training in instructional techniques and competencies 

for improved classroom behavior. 

The use of curriculum development and research methodology has 

also been seen as an avenue toward developing improved competencies in 

faculty development programs. 

The West Tennessee Research Development Consortium was formed 

to increase the potentiality of research in two small west Tennessee colleges, 

and thus improve classroom performance (Colmey 1968). The consortium 

implemented a project designed to train in research methodology one research 

person on each of the two campuses and to offer concurrently an in-service 

training program to eight faculty members in each of the two colleges. The 

program for the two individual researchers consisted of a practicum 

including: 

1. Participation in the development of curriculum packages designed to 

upgrade instructional processes at the higher education level—one 

treatment designed to improve the lecture technique of instruction, 

and the other to improve an increase of skills in the use of the 

discussion method; 
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2. Assistance in the administering of seminars held every other week 

on campus to test the effects of the curriculum packages on the 

eight faculty members. 

Faculty receiving the experimental instruction were evaluated using 

the Purdue rating scale for instruction and the Stanford Teaching Competence 

Appraisal Guide as pre- and post-tests. No significant changes were 

recorded in classroom behavior, but the increased interest and knowledge of 

current developments in classroom methodology led to the recommendation 

that the programs be continued with proposed instruction in film and T.V. 

methods, test construction, curriculum organization, and instructional 

objectives. The report includes session outlines on the lecture and 

discussion methods. 

The report might be seen as typical in that the program of attempted 

instructional growth, although not resulting in significant behavioral changes, 

was considered worthwhile. One reason for the program not resulting in 

behavior changes was not considered by the report, but for the purposes of 

this dissertation, might be significant. It is that the behaviors expected did 

not relate specifically to the values or previous experiences of the instructors. 

It is possible that if an effort had been made to develop classroom behaviors 

consistent with the participants' previous experiences and values, that 

specific classroom behavioral changes might have been evidenced. 
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Another instructional development program emphasizing curriculum 

is reported in "Instructional Development Grant Program" (Los Angeles 

Community College District 1973). This program encourages developmental 

work by faculty members towards innovative approaches that are designed to 

have a positive impact on the learning process. The goals of the program 

are to; 

1. Provide incentives for faculty contributions beyond the normal 

assignments for the design and implementation of instructional 

experimentation and innovation; 

2. Extend faculty capability to meet student needs and interests; 

3. Enhance the teaching-learning situation in the classroom; 

4. Encourage development and utilization of new learning systems and 

media. 

The report provides information relative to the grant program 

including eligibility requirements, duration of projects, criteria for evalua

tion, and complete proposals. 

The emphasis on curriculum development and the assumed personal 

growth and increased teaching skill through curriculum development is evi

dent throughout the paper. Unfortunately, no results of the grant program 

were reported, so it is impossible to assess the value of the particular 

approach. 
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Another theme of faculty development relating to the competencies 

of the teacher as expert/presenter in the classroom is based largely on the 

needs of the "new learner" as described by a variety of researchers. One 

report is really the handbook for the 1976-77 faculty development program at 

William Rainey Harper College (1976a). It is a continuation of the effort to 

assist faculty in examining their own professional attitudes toward instruc

tion and their relationships with their students. The major objectives of the 

1976-77 program were to develop competencies and curriculum associated 

with the new learners—those students who appear to have been disaffected by 

previous educational experiences and who are considered to be adults. 

Among the activities and programs described are: 

1. Special raiding for faculty development through research, experi

mentation, travel, sabbatical leaves, instructional development, and 

continued education; 

2. A series of guest speaker presentations; 

3. The new faculty development program and new faculty mentor 

program. 

An overview and background material on "New Learner: New 

Clientele" (William Rainey Harper College 1976b) comprises over half of the 

document. Discussed are "new students, "methodsof instruction, charac

teristics of an open university, implications of the stages of adult develop

ment for hi^er education, problems in implementing open learning programs. 
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and an overview of instructional strategies. The program described 

includes an informal evaluation at the end of the paper which indicates 

effective results, at least in terms of the estimates of the participating 

teachers. 

The use of reading material is extremely popular in attempts to 

develop competencies to change teacher behavior in community college 

classrooms. A variety of material is available. Typical is a two-volume 

series entitled A Handbook for Faculty Development (Bergquist, Phillips, 

and Quehl 1975). The work is defined as a practical usable bag of ideas and 

activities to help those currently involved, in developing faculty. Although 

essentially for use by administrators of faculty development programs, the 

workbook format offers much direct help to teachers including exercises, 

instruments, and other materials which can be used individually by faculty, 

as well as plans for workshops and seminars. It is intended to be helpful in 

clarifying goals, establishing strategies, and helping teachers to become 

more consciously aware of the developmental process. Also included are 

activities which are related to course design, instructional diagnosis and 

improvement, faculty motivation, leadership training, life planning and values 

clarification, and interpersonal skills training. The materials are excellent 

and appear to have a hi^ degree of utility for the teacher who is working by 

himself to improve his instructional skills, or for use in workshop approaches. 

Perhaps the only criticism which might be levied of the handbooks is that they 

do not help the teacher relate his developing instructional strategies to his 
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own philosophy of teaching and learning. Further, as is typical of written 

material, they seem to offer a variety of discrete pieces and small bits of 

advice rather than a related and cohesive set of instructional strategies or 

model for their use which might come from a consistent philosophy. 

Teaching Tips; A Guidebook for the Beginning College Teacher 

(McKeachie 1969) is an extremely popular and at least marginally useful book 

for begiiming college teachers. It has been used throughout post-secondary 

education, particularly in orientation programs with new teachers. He says; 

This is not a textbook in the educational psychology of college 
teaching; it is merely a compilation of useful (occasionally 
mechanical) tricks of the trade which I, as a teacher, have 
found useful in running classes. What is contained in this 
discussion will not make you a great teacher. It may be that 
only God can make a great teacher. At the same time it seems 
to be perfectly obvious that many of us get bogged down in the 
details of running the classroom. In this discussion I have tried 
to discuss ways of making this go more smoothly. It is barely 
possible that teaching benefits from varied but planned routine 
(McKeachie 1969, p. 3). 

Further in the text we find; 

Techniques of teaching that one uses wiU. undoubtedly reflect 
one's philosophy of teaching. Thus it might be a good idea for 
me to state my views here and now . . . (McKeachie 1969, p. 11), 

Thus it seems that McKeachie, although presenting a book of 

unrelated techniques or "tricks of the trade" is still aware that one's 

philosophy is reflected in his teaching. But it would appear that he is not 

doing what he says. If the philosophy implication is correct, it would seem 

that he might first be obliged to help the reader assess his own philosophy. 
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the trade" in relationship to his own philosophy, not that of McKeachie. 

The tips are nonetheless useful and include ideas in the areas of the 

use of the text, course outlining, "getting students into seats," organizing a 

lecture, the instructor's role, laboratory teaching, project methods and 

tadependent study, programmed instruction, reading, computer assisted 

instruction, audio visual techniques, role playing, term papers, student 

reports, visiting experts, field trips, examinations, grades, discipline, 

large classes, counseling, ethical standards, motivation, personalizing 

instruction, aad general ideas about improving one's teaching. 

The book is a collection of practical tips and might be useful for the 

teacher who already has a clear understanding of his own values in education 

and thus can sort and select, can say yes or no to many of the ideas. It 

appears, however, that the book will have very little impact on teaching in the 

community college, largely because it is typically full of advice, "how to's" 

rather than providing means by which the reader can develop his own "how 

to's" consistent with his own experience. 

Another article by the same author is entitled "Textbooks: Problems 

of Professors and Publishers" (McKeachie 1976a). McKeachie discusses some 

problems he has encountered with college-level psychology textbooks and 

publishers, and although the book is very useful, it is not comprehensive 

enough to result in a substantial impact. 



Thus most of the faculty development information available in the 

literature describes programs which are essentially didactic; that is, in a 

one-way fashion present information from faculty development experts to 

community college teachers. As has been pointed out, even programs which 

espouse a facilitative approach to faculty development are usually themselves 

presented in a didactic, expert/presenter fashion. These approaches, there

fore, do not model the idea of facilitative teaching but support rather a more 

conservative view: "I know and you don't; therefore, I'm going to tell you." 

Although often containing much useful information about methods or 

the presentation of the content, they do not generally deal with the functions 

of the teacher as facilitator—one who helps others to learn—not by merely 

providing information, to become learned, but also by helping students to 

understand their own learning processes, thus to become learners. 

The following section of the review will concern those few programs 

where the facilitative role of the teacher is concerned. 

Faculty Development: The Teacher as Facilitator 

In recent years, the concept of the role of the community college 

teacher in the classroom has come to include not only the content ejqDert who 

presents information, but also one whose primary responsibility is the facili

tation in the learning of others, whether or not the teacher is the prime 

supplier of the information. Perhaps an even more radical view of the 

facilitative role is one who can help a student to learn from the student's own 

ejqperiences. 
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The word facilitator is often seen as jargon, but when it is used to 

describe a changed teaching role, the word can be very useful to describe 

approaches which are based more in ejqperiential learning and are more con

sistent with a liberal view of the purposes of education. 

Although the research on the teacher as facilitator is more limited, 

still there are a variety of excellent studies which give us a basic sense of 

that role. Not unlike studies having to do with the teacher as a person who 

relates to students, the work centers on a variety of approaches and educa

tional techniques including the idea of confluent education, Knowles's work on 

the idea of andragogy, and general concern with process education, previously 

described, as distinct from education seen as content transfer. 

An important function of the review of literature, in addition to the 

traditional survey of studies similar to that which is proposed, is the identifi

cation of teaching/learning principles. These concepts will be identified in 

this chapter, used as part of a planning pattern in Chapter 4, and the results 

of their use will become manifest in the workshop designs in Chapter 5. The 

teaching/learning principles will also be used as criteria by which the work

shop will be evaluated for internal consistency. 

When considering community college faculty development in the light 

of facilitative classroom behavior rather than expert/presenter classroom • 

behavior, it appears that two major areas of the facilitative role have been 

described in the literature: the personal facilitative role and the methodologi

cal facilitative roleo 



Facilitative Personal Role 

One of the major considerations in the literature of community 

college faculty development has been in the general area of personal growth. 

Personal growth usually looked at as related to the facilitative role of the 

teacher is defined as those skills, values, or attitudes which are inherent in 

a person himself as distinct from those evident in a more technical fashion in 

his role. They include interpersonal communication, attitude development, 

personal relationships, creativity, and the entire realm of the teacher as one 

who relates to students. 

A number of studies have been conducted in this area. Some typical 

examples include papers on dialogue, personal relationships, communication 

skills, and the matching of a very personal teaching style with a learning style 

of the student. 

One paper rather typically looks at the issue of dialogue between 

student and teacher. It is entitled "Aims, Processes, and the Engineering of 

Teaching" (Black 1976). The paper explores two relationships, that between 

scholarship and teaching, and that between research and teaching. In the light 

of these two, instructional design is then discussed. Consideration is given to 

dialogue and lectures, student reaction to lectures, skills sessions, and 

tutorials. Major emphasis in the paper is the importance of interpersonal 

communication, defined as dialogue, in the teaching relationship. The' use of 

dialogue as an individualized approach, both in the classroom and as it is 



modeled in faculty development programs, therefore, becomes an important 

teaching/learning principle for use in workshop design and will be explored 

further. 

Another paper useful to the development of improved relationships 

is entitled "Encounter With a Purpose" (Miller 1977). The article deals with 

the question, "What can a teacher do to establish personal relationships that 

support learning behavior and how can skills necessary to maintain these 

relationships be developed?" A group of nine teachers at Auburn University 

formed an encounter group to deal with these questions. The activities of the 

group included getting acquainted, discussion of Carkhuff model, a series of 

interactions, and evaluation of facilitative behavior. The sessions consisted 

of experiences intended to provide opportunities for practicing conditions of 

facilitation. Topics of the seminars or encounter groups included para

phrasing, expressing feelings versus labeling, judging video tape recorded 

helping episodes, responding concretely, and the use of the transactional 

analysis model of Parent-Adult-Child for developing skills. Miller empha

sizes that the use of interpersonal techniques are successful largely because 

of the intensive involvement they require of each workshop participant. The 

idea of involvement is an important and recurring one throughout the literature 

of facilitative teaching and will be used as a teaching/learning principle and 

as an evaluative criteria in Chapters 4 and 5. 
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Training sessions were evaluated as follows: 

1. Facilitating behavior skills could be developed in an encounter group 

such as this; 

2. Each of the participants had increased his or her ability for facilita

ting behavior. 

"Bronx Community College Faces Change" (Donovan 1972), an article 

in Education Leadership, describes a workshop at the Center for Humanistic 

Education which stressed the development of communication skills needed for 

interpersonal relationships and generally sought ways in which classrooms 

and colleges might be humanized. The author and others are attempting to put 

these suggestions to practice at Bronx Community College. The article is 

typical of many in which interpersonal skills are seen as the basis for the 

development of the appropriate teaching techniques, particularly those tech

niques that are relational in nature and which are generally described as 

facilitative rather than of a presenting nature. An interesting point of a 

procedural nature made in the paper is that we often, in faculty development 

programs, do not use the very techniques that we say are important. His 

example is the use of small groups, which he defines as critical to the 

learning of facilitation skills, but which is a technique not used frequently 

enough in faculty development workshops. 

A useful article which discusses matching the learning styles of 

students with the teaching styles of teachers is described in "A New Strategy 



for Improving College Teaching" (Smith 1973). Published in The Journal of 

Applied Creativity, the strategy described includes; 

1. A method for measuring a student learning style; 

2. The design of alternative learning activities for student learning 

styles, largely of a facilitative nature; 

3. The matching of student learning styles with those facilitative 

instructional activities; 

4. A research model for improving college teaching along these 

dimensions. 

The study utilized the Myers-Briggs type indicator (MBTI), a self-

administering questionnaire to assess student learning styles. Various facili

tation types of learning activities can then be adopted. 

Research at The University of Florida, quoted in the paper, indicates 

that there is correlation between the student's score on the MBTI and his 

preference for college teaching methods, and that the individualization of 

instruction with a variety of learning e3q)eriences is a desirable teaching 

strategy for college teachers. The practical research model for improving 

college teaching requires research studies which would measure teacher and 

student learning styles through the use of the MBTI. The data gathered for 

such research could be used by the faculty to design more appropriately 

facilitative learning experiences for the student. 
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One report related to faculty self-development and the process impli

cation, "Pragmatics of Faculty Self Development" (Brown and Hanger 1975), 

indicates that part of professional responsibility of a facilitative process-

oriented faculty member is to energize the institutional community. Hence, 

faculty self-development must be encouraged. A list of 142 activities that 

may stimulate self-development and growth on the part of faculty, and 

strategies on the part of administrators to reinforce and enable such growth 

are included. Broad categories include changing environments, altering habit 

patterns, risking new exposures, taking a new job, seeking new patterns of 

interaction, and seeking feedback. 

Facilitative Methodological Role 

More specific, however, than the concept of personal growth in rela

tion to the facilitative role of the teacher or the matching of facilitative styles 

with the needs of the student is the idea of specific facilitative techniques. 

Their scope, their development, and their appropriateness for given situa

tions will, therefore, move us further into reviewing the role of the facilitative 

teacher. 

Although these techniques are extremely difficult to define because 

by its very nature, the facilitative role of the teacher is not a performance 

and must be viewed in relationship to the student's behavior, nevertheless a 

number of important educational ideas and systems form a very useful frame

work for the consideration of the facilitative mode. 



One important idea which has been utilized effectively in elementary 

and secondary education and to a limited extent in faculty development pro

grams for community college teachers is the concept of confluent education. 

It is a classic idea at the interface of facilitative techniques and personal 

growth. 

The idea of confluent education was first defined by Dr. George 

Brown, a Gestalt psychologist at The University of California at Santa 

Barbara. It is an interesting example of an idea related to the role of teacher 

as facilitator. Confluent education is described as the process of the coming 

together of intellectual and the affective, or the mind and the feelings. 

Brown's work has resulted in a series of techniques based on an approach in 

which one deals with the whole student, not only his intellectual, but also his 

emotional parts. Brown's seminal work. Human Teaching for Human 

Learning; An Introduction to Confluent Education (Brown 1971), describes 

his view of the meaning of confluent education and its importance and then 

presents a series of descriptions of facilitative techniques whereby teachers 

can help students to massage, order, organize, and understand their own 

feelings and thoughts and to process these experiences into learning. 

Brown's basic point is, therefore, that in teaching as well as in work

shop leadership, the affective is often as crucial as the cognitive. He empha

sizes that teacher training and support programs should provide opportunities 

for teachers to further their affective skills. This concept is also mentioned 
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at least tangentlally in other studies and constitutes another teaching/learning 

principle which will be emphasized further on in this dissertation. 

"Unnatural Practices—Unspeakable Acts: Teacher Training Work

shops in Confluent Education" (Marcus 1977) is an interesting description of a 

series of workshops to help teachers to understand confluent education and 

develop associated facilitative skills. The paper includes descriptions of a 

variety of activities such as role playing, simulations, structured personal 

experiences, class discussions, and others in which teachers are helped to 

understand the emotional constructs surrounding curriculum and teaching 

methods and develop their own skills for helping students to learn from their 

own experiences. Only limited application is suggested for post-secondary 

•teachers, but in certain areas some ideas are offered. Marcus emphasizes 

the importance of planning activities in a workshop so that the effects 

transcend the workshop itself and have a long-term impact. 

A report entitled "Faculty In-Service Training Pilot Program 

Evaluation" (Holt 1975) describes a faculty in-service training project of the 

Maryland Community Services Continuing Education Project. It was designed 

with the purpose of acquainting teachers in community colleges with the 

principles of androgogy by means of a series of workshops. Androgogy, 

Knowles's idea of the teaching techniques associated with adults, can be seen 

as particularly appropriate to community colleges. Part 1 of the report, 

"Background," discusses the formation and activities of the task force which 

designed and sponsored the training. Part 2, "Design," describes and 



evaluates the workshop sessions. Evaluation data are presented in Part 3 

with relation to the efficacy of the design, the degree to which people retain 

content material, their impressions of the concept of androgogy, and their 

attempts to implement androgogy. Part 4 centers on the various issues 

revealed by the project including aspects of workshop design, audience 

ejqpectations, replicability, and/or transfer of content, staffing, and andra-

gogy as content. 

Positive conclusions about the project are briefly discussed in the 

last part. The concept of androgogy, as previously described, is crucial to 

the point of this dissertation; the Maryland workshop is very disappointing, 

and its very ordinary results could have been predicted. Despite dealing with 

the concept of the adult as a learner and how the adult should be treated in a 

process/experiential facilitative framework, the workshop itself used 

standard e:jq)ert/presenter techniques. Even though espousing andragogy and 

intending to help adults become better teachers of adults, the workshop used 

the usual methods of lecture and lecture-discussion. Apparently no effort was 

made to avoid the classic error, to relate the concept of androgogy to the 

experiences and values of the participants or, in fact, to facilitate the 

learning of those who were being ejqjected to develop increased facilitative 

skills. Positive conclusions about the project are briefly discussed in the last 

part. 

The concept of androgogy was also the subject of a workshop 

recently attended by the author and conducted by Dr. Malcolm Knowles 



himself (Khowles 1978). Knowles defined a major problem in post-secondary 

education, particularly community college teaching, as the fact that much of 

the research on teaching and learning is based on studies with children or 

laboratory animals. Adults, however, have rather different needs because of 

their extensive base of experience. The workshop was intended to help the 

participants, mostly community college teachers, to understand some tech

niques of facilitation rather than simply presentation so that the ejsperiential 

base of the more mature students would be more appropriately utilized. The 

workshop in which Knowles acted largely as a facilitator himself was notably 

successful. Perhaps an important reason for its success was Knowles's care

ful modeling of his own ideas. For example, he made the point that in adult 

education programs, the objectives of the workshop should be, to the extent 

possible, the objectives of the participants, not the objectives of the facilitator. 

He carefully worked with all of the participants early in the workshop to help 

the participants define and clarify their own expectations, so that the 

objectives of the workshop were indeed those of the participants. The 

principle of the source of the objectives being from the participants, as well 

as the principle of modeling the ideas presented were both strongly empha

sized by Knowles and will appear later in the study on workshop principles. 

The concept of process education, or education as learning to learn, 

for example, rather than learning a specific content, has been of major 

importance in the development of new and exciting curriculum materials and 
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teaching approaches in elementary and even secondary schools but has largely 

been ignored in post-secondary programs. 

An excellent article, however, about the process orientation of the 

college teacher is found in "Toward Excellence in College Teaching" 

(Maslowski 1976). Maslowski determined that the college teacher has four 

basic and fundamental responsibilities. They are: 

1. Avoid aimlessness; the function of a teacher is to provide a map, a 

guide, a chart, if a goal is to be reached; 

2. Arouse interest and excitement concerning the trip. The prerequisite 

for this is that the effective college teacher is himself aroused and 

excited and functions as a co-leamer; 

3. Journey the same terrain more than once, but with imagination and 

creativity discover a variety of ways by which teaching is given new 

life; 

4. Develop skills to evaluated the effectiveness of the journey: 

To be effective, a college teacher must not stumble Into the most 
deadly trap that can befall a member of his profession—belief that 
it is his principal responsibility to dispense information (Maslowski 
1976, p. 37). 

Newman (1910) admonishes that the general principle of any study may 

be learned by books at home, but the detail, the color, the tone, the air, the 

life which makes it live in us must catch all these from those in whom it lives 

already. 



A related study dealing with the process orientation of convergent 

versus divergent thinking and its implications in college teaching is entitled 

"Flexible Learning" (Marino 1976). The thesis of the paper is that a great 

majority of evaluative techniques used in schools and universities are 

structurally convergent and encourage convergent thinking on the part of 

students. Convergent thinking occurs when input information is sufficient to 

determine the uniquely correct answer, as in multiple choice exams, or when 

compelling inferences in the direction of a single answer are required, as in 

most essay type exams. Convergent thinking is contrasted with divergent 

thinking, which occurs when the production of multiple responses is required. 

The article uses the classic example of the physics examination 

question concerning the barometer and the height of a building. A student was 

asked on a final examination to apply his skills. Given a barometer, how 

would he determine the height of a skyscraper. The obvious answer would be 

to measure the air pressure at the bottom and the top of the building and con

vert the air pressure difference to altitude and thus to the height of the 

building. But the student, more competent at divergent thinking than his 

professor, gave the following answers: 

1. Lower it with a string from the top of the building, then measure the 

string; 

2. Drop it from the top floor and time the drop. Determine height using 

the acceleration formula; 
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3. Measure the height of one step with the barometer, then walk up the 

stairs counting the number of steps; 

4. Tie a string to the barometer, hold it over the edge of the building, 

swing it, and determine the height of the building by the pendulum 

formula; 

5. Measure the length of the barometer's shadow, and then by propor

tion solve for the height of the building against the building shadow; 

6. Offer the barometer to the building superintendent if he will tell you 

the height. 

The student was given a failing mark on the examination, and the 

story became a classic. A further quotation; 

The significance of encouraging the ability to generate questions, 
to guess possible causes, and to imagine consequences cannot be 
underestimated. The virtual universality of multiple causation, 
the unimaginativeness of our planners, and the relative insignifi
cance of the questions which Western society so often asks all 
point to the importance of developing and fostering these abilities. 
The prevalence of the "If P and then Q" mentality in our schools 
and universities is perhaps not unrelated to the dearth of vision 
in our leaders. The issue is much less one of answering questions 
than in finding the right questions to ask (Marino 1976, p. 55). 

It is an interesting and exciting article about the virtues of process orientation, 

the kind of education that calls for facilitative rather than ej^ert/presenting 

skills on the part of the teacher. 

An additional article concerned with process education and its rela

tionship to the role of the teacher as facilitator centers on test styles. 

"Problem Solving: A Neglected Test Style" (Gillmore and Stallings 1976), 
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emphasizes the use of problem-solving techniques as a process-oriented test. 

The authors feel that testing ejqierts should become more concerned with 

problem-solving tests for the following reasons: 

1. Ease of writing; 

2. Importance of the problem-solving process; 

3. Closeness to required behavior (test requiring the actual solving of 

problems more closely approximate the behaviors desired upon 

completion of formal education); 

4. Adherence to tradition. 

The emphasis is that problem-solving is a process-oriented skill 

amenable to facilitative approaches by the teacher which needs to be supported 

not only in instruction but also in the associated testing. The major impact 

of Gillmore and Stallings's work is in the inescapable conclusion that 

problem-solving is one type of a skill—as distinct from knowledge—which 

should be fostered both in the classroom and modeled in community college 

faculty development workshops. 

The concept of facilitative teaching in the community college is, 

therefore, indistinct and ill-defined, but nevertheless appears to be both a 

neglected and crucial aspect of growth in faculty development. The research 

literature makes the distinction between personal and methodological facilita

tion techniques, and both are reviewed. 
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The personal aspect of facilitative teaching including improved skills 

on the part of the teacher in personal communications and interpersonal rela

tions has been shown as increasingly a frequent and meaningful factor of 

faculty development programs. A number of the programs reviewed empha

size these personal skills and make the assumption that an interpersonally 

competent teacher is a more facilitative and more effective teacher. 

Facilitative methods—teaching techniques based on working with the 

students' experiences rather than transmitting content—are also the subject 

of an increasing number of faculty development workshops and other programs. 

These techniques include matching the learning styles of the student to the 

teaching technique, the implication of confluent education, the concept of 

andragogy, the development of convergent rather than divergent thinking, and 

several others. Perhaps even more important is the implication, in many of 

the papers reviewed, that the facilitative teacher must develop his own tech

niques, consistent with his own values and his own view of the purpose of 

education. 

Additional Considerations 

One recurring consideration in the development and planning of faculty 

development programs has been the extensive use of part-time teachers in 

community colleges. In many colleges, over half of the instruction is under

taken by part-time teachers who are generally experts in a discipline such as 

accounting or air conditioning and teach one or two courses at the college as a 



moonlighting activity. Although their content expertise is extensive and 

up-to-date, their facilitative skills are often minimal. They most often 

model the methods of their own teachers when they were younger, which 

means a slowing in the process of educational change and often a rather 

conservative expert/presenting approach. As a result, extensive efforts are 

being made nationwide to involve part-time community college teachers in 

faculty development programs and help them become more skilled in the 

teaching role. 

A typical article about such a program is "The Development of a 

Curriculum for a Community College Teaching Workshop for Adjunct Faculty" 

(Elwood 1976). The paper presents the rationale and the curriculum for a 

workshop for part-time faculty, particularly faculty in occupational areas; 

skilled professionals in their occupational fields who have had no formal 

instruction in current teaching techniques. While this curriculum is tailored 

to the specific needs of Seminole Community College in Florida, it has a 

wider value for other community colleges in developing their own in-service 

workshops. The curriculum is designed for use in a 15-hour workshop. Its 

elements are: 

1. An introduction and orientation to the community college and the role 

of the instructors therein; 

2. The teaching/learning interface which includes analysis of learning 

behavior, cognitive styles, the community college student, and 

characteristics of the effective instructor; 
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3. Teaching strategies for large and small groups and individuals; 

4. Instructional aides and their use in instructional evaluation, testing, 

and grading; 

5. Planning for instruction lesson planning, task description, and 

lesson preparation. 

Performance objectives, instructional materials (audio visual materials and 

equipment and handouts) and instructional suggestions are given for each work

shop topic. An appendix lists the instructional materials for the entire 

curriculum by type. 

The paper describes a very typical and useful outline of a workshop 

for adjunct faculty but is notable in that it deals only with the presentation of 

discrete and specific techniques rather than helping a part-time teacher 

develop teaching techniques associated with his own philosophies of learning, 

or even helping the person to generate and describe those philosophies. 

Although no evaluative information is presented about the results of this work

shop, it might be assumed that the teachers who participated would be some

what more comfortable in their teaching role as a result, but that they would 

still tend to be largely didactic or expert/presenter in their approaches 

rather than facilitative. 

Another major aspect of faculty development programs in community 

colleges has been their use for new teachers, apparently based on the 

assumption that e3q)erienced teachers do not need any additional help and that 

new teachers are more in need of getting a good start. 
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A typical article is entitled "Helping the New Community College 

Instructor" (Marsh 1972). It includes a variety of simple suggestions for 

beginning teachers, designed to help them feel more comfortable in their 

role, particularly if they are moving from either a high school or a university 

teaching role, or if they are coming from business or industry. 

Another article, more specifically describing a program, is entitled 

"Faculty Orientation by a New Community College" (WilliamRaineyHarper 

College 1976a). Before the opening of classes in the first semester of opera

tion of William Rainey Harper College, the faculty participated in a three-

week orientation program in which attention was given to such matters as: 

1. The history and process of the college; 

2. The college policy manual with particular attention to personnel 

policies; 

3. Community services; 

4. Student personnel services; 

5. Faculty involvement in governance; 

6. Course planning; 

7. Operating procedures; 

8. Instructional equipment. 

Time was scheduled for individual committees and departmental work and for 

presentations by national authorities. Included in their topics were; 

1. The community college mission and program; 

2. Student personnel services in the comprehensive college; 
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3. Governing boards; 

4. Innovation and ejqjerimentation in the junior college. 

Prior to the orientation program, faculty members completed an attitude 

survey. Results of the survey and the faculty evaluation of the program are 

summarized. The results indicate that although the faculty sensed that they 

had more content information about the college and were familiar with a 

variety of policies and procedures, they had not been offered any. help in 

particular instruction procedures or what to do in the classroom, perhaps the 

more important part of their role. The report speculated that this might be 

because so few people know how to help teachers with their classroom 

performance or perhaps because classroom autonomy is guarded and seen as 

an important issue by administrators, or perhaps because many people feel 

that there are no ways to improve faculty facilitative sMUs. 

One of the most important and frequently used rationales for the 

provision of information to teachers in order to help them become more 

facilitative, to develop increased competencies, and to improve their class

room skills in any way has been through the idea of faculty evaluation. Much 

effort in recent years has been spent on studying effective means of community 

college faculty evaluation which is normally defined as the collection of 

information about the teaching perfoinnance on which decisions can be made 

and programs developed for improvement. 

In Chapter 4, a more extensive and esoteric view of evaluation and 

its implications in community college faculty development is presented. The 



point will be made that the only moral use of evaluation in the sense of 

applying a value is self-evaluation. But the implications of the concept of 

evaluation are too complex to be understood by one word. Evaluation is 

therefore developed as a very useful set of ideas in faculty development when 

considered as measurement, evaluation, and valuation—division of the con

cept into a levels approach to be consistent with the more complex issues of 

faculty development models, theories, program development and practice. 

The basic rationale for the use of evaluation as a basis for instruc-

tional improvement has been clearly stated in "Performance Evaluation and 

Growth in Teaching" (Rose 1963). The clear point of the paper is that 

although teaching is a complex activity, it is not infinitely complex. Attempts 

to describe teaching, to define good teaching, and to build development tech

niques on these descriptions and definitions, although not perfect, are helping 

to improve instruction. Rose (1963, p. 177) concludes that "performance 

evaluation is a productive basis for growth in teaching." 

Another study which indicated that self-evaluation with video tape is 

a useful device was reported by the Department of Research, Tucson Public 

Schools (Brooks 1967). The study, in which the objective was to help teachers 

modify their classroom behavior, was based on the premise that teachers who 

viewed their own performance on video tape would tend to change their class

room behavior. Although the emphasis of the study is on the teacher's role of 

expert/presenter more than on that of facilitator, the objective of the study 
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appears to have been accomplished. A later critique of the program found 

teachers highly supportive of the use of video tape and self-evaluation as a 

basis for changed behavior. 

A few of the more typical and useful standard studies about faculty 

evaluation in community college education are useful to review, however. 

One is entitled "Studies of Student Ratings of Faculty—Final Report" 

(McKeachie 1971). This very extensive report summarizes and analyzes 

many studies of student ratings of college faculty to determine what common 

factors emerge and to identify items likely to be useful in discriminating 

along the basic dimensions of differences. A 39-item form was administered 

to students of 18 instructors both at the beginning and end of the semester 

course; results were analyzed both by factor analysis and multiple discrimi

nate analysis. Dimensions which emerged were compared with those reported 

in earlier studies. Structure, skill, and rapport seem to be the dimensions 

common to most studies. 

Evaluation as a concept in community colleges is seen as confusing 

as to purposes. The word evaluation, or lajdng on a value, is often under

stood to be related to issues such as teacher retention, salary increments, 

and other issues of employment. 

In an interesting book, Renewing and Evaluating Teaching: (Centra 

1977), the author includes several articles that focus on faculty development, 

faculty evaluation, and the relationship of the two. It is obvious from his 
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report that evaluation is often done for the purpose of faculty retention or 

salary growth rather than for support of the teacher in developing improved 

teaching techniques. 

Emphasizing faculty evaluation by students, another article, 

"Evaluation of an Ideal University Teacher" (Mannan and Traicoff 1976), 

reports an attempt at Indiana University Northwest to replicate earlier 

studies published in the journal. Improving College and University Teaching. 

The earlier studies included Quick and Wolfe at the University of Oregon, and 

Dogue at Philander Smith College. In general, student perspectives of the 

ideal university teacher were that the following were the most important 

attributes: 

1. Encourages independent thinking, not memorization; 

2. Has the subject matter in the course well organized; 

3. Has the ability to explain clearly. 

An interesting dichotomy is that more than 90 percent of the students 

feel that "is scholarly and participates actively in research" is the least 

important characteristic of a university teacher. Many colleges and universi

ties, on the other hand, and to a lesser extent, community colleges, consider 

this item to be important in the teaching/learning process and of prime 

importance in retaining their teachers. 
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A summary article about faculty evaluation is "Tried and Tested 

Techniques to Evaluate Teaching" (Turner 1976). It concerns mechanisms to 

get feedback about the teaching process. A few of the ideas listed are: 

1. Allow the students to write up their evaluation of the class and turn 

it in to the instructor; 

2. A rating scale which usually consists of an objective rating of the 

course or teacher on a set of given criteria; 

3. The use of oral evaluation, such as in a seminar incorporating the 

evaluation procedure into the general format of the course, perhaps 

as part of a scheduled examination. 

Turner also emphasizes the importance of knowing exactly what it is you are 

trying to find out. Is it a specific segment of the course or the total course ? 

Is it specific teaching techniques or certain aspects of the content? Were 

there personal characteristics of the teacher that could be improved upon? 

The article is useful, although limited to the idea of how to get feedback. The 

next and perhaps crucial question is what to do with the feedback—how to see 

the feedback as contextual or related to criteria and how to see the feedback as 

related to one's e3q)eriences and values. 

Dealing further with this thought is the article, "Improving Faculty 

Effectiveness Through Objective Ratings" (Vincent 1976). The article reports 

a study of objective ratings of teaching performance and includes a summary 

of a number of other studies. Vincent's concluding paragraph is as follows: 
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The proper use of objective ratings in faculty evaluation may be 
diagnostic, motivational and remedial. Objective ratings are 
diagnostic in that they uncover weaknesses and inadequacies as 
well as strengths. Objective ratings are motivational in that if 
members of a faculty know that they will be evaluated periodically 
and thoroughly, they tend to prepare for this through constructive 
efforts. Also objective ratings provide the basis for intelligent 
and specific remedial action when indicated. Finally, over the 
years, objective ratings can serve as a record of the rate and 
the amount of improvement or the lack of it for faculty members. 
In short, faculty effectiveness should improve if valid factors, 
properly weighed, are used periodically to evaluate teachers 
through objective ratings (Vincent 1976, p. 187). 

This article appears to be based on some behavioral psychology which is of 

limited value in dealing with college teachers. Motivation by means of 

externally imposed standards is probably self defeating when applied to a 

complex and interpersonal behavior such as teaching. The article is a 

collection of largely unrelated ideas apparently because the concept of evalua

tion does not come from a consistent philosophical standpoint. Further, the 

idea of evaluation of one person by others is inherent in the article, rather 

than the concept of self-evaluation. Perhaps the article could have more 

appropriately used the words "collection of information" rather than "evalua

tion. " Then, using the data collected, the teacher himself can do his own 

evaluation. 

"Providing for Rapid In-Course Student Feedback" (White 1976) 

describes a simple and effective method of eliciting feedback. The idea is 

reminiscent of the methods of goal-free evaluation of Michael Scriven; the 

brief article describes a mechanism by which the teacher simply hands out a 

blank form on which is printed, "Please use this form to help improve your 
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class by making positive or critical suggestions, or e3q)ress your reactions 

or suggest subject for class discussions." 

A comprehensive book about faculty evaluation. Evaluating Faculty 

Performance (Miller 1972) includes a complex variety of forms, techniques, 

procedures, statistical studies, and student evaluation questionnaires. 

Although the preface says that the purpose of evaluation is not to be punitive, 

it seems that the idea of evaluation as expressed here is, "Evaluation is an 

evil and is with us; let's do it as reasonably as possible rather than resist 

it." The implication is also strong that evaluation is designed to improve 

instructional performance and to give instructors a chance to recognize and 

correct their weaknesses. Somehow, however, the materials themselves 

seem to be more punitive than these comforting words would indicate. It is 

possible to criticize the procedures described as being unrelated to the values 

of the teacher being evaluated, or even to the teacher's own objectives, and 

based on the assumption that good teaching is the same for all people. 

A comprehensive monograph about evaluation is The Recognition and 

Evaluation of Teaching (Eble 1970). Dr. Eble, who has long been associated 

with the craft of teaching in post-secondary education, brings together informa

tion and ideas about the recognition and evaluation of effective teaching in the 

college and university. The material was gathered in four ways: 

1. A search of the literature; 

2. Solicitation of information about systematic attempts to recognize 

and evaluate teaching; 



3. Visits to individual campuses and discussion of evaluation as a part 

of these visits; 

4. A conference on April 10, 1970, in Washington, in which major 

issues and problems concerning this topic were discussed by 

students, faculty, and administrators from a wide range of 

institutions. 

The first chapter discusses the need to improve college teaching, 

some of the reasons why teaching is neglected in favor of research, shaping 

of professional values and the place of evaluation. Chapter 2 deals with ways 

of evaluating teacher effectiveness. Instruments and procedures for student 

evaluation of effective teaching are discussed in Chapter 3. Chapter 4 deals 

with the impact of student evaluation on the improvement of teaching, and 

Chapter 5 discusses the role of student evaluation in faculty review and 

advancement. 

The report is useful and comprehensive, although it takes no 

philosophical stand about the purposes of evaluation nor the models and values 

from which the evaluation proceeds. Further, only limited emphasis is given 

to the entire important concept of self-evaluation. 

The concern for part-time faculty support in community colleges is 

emphasized in "An Evaluation Plan for Part-Time Faculty in Community/ 

Junior Colleges" (Fellows 1975). The study was conducted to develop and 

test an evaluation plan for part-time continuing education faculty at 



St. Petersburg Junior College. Components of the plan included development 

of a self-instructional booklet on concepts of adult education and the use of the 

booklet by part-time faculty prior to their teaching assignment, self-evaluation 

by faculty after completing their teaching assignment, and personal coaching 

sessions with administrators to identify needs and strategies for improvement. 

Evaluation of the plan indicates that there had been significant growth in 

professional understanding on the part of the participating faculty. In addi

tion, as a result of the coaching sessions, part-time faculty professional 

growth needs are rank ordered by the administrators and 124 strategies 

for improvement are identified. The self-instructional booklet. Faculty 

Self-Evaluation forms, and the list of improvement strategies are included 

among the appendices. The report is an effective mechanism for supporting 

part-time teaching in the community college, with a surprising emphasis on 

self-evaluation. 

One of the most student-oriented papers about evaluation, however, 

is one that relates the activities of evaluation to the particular goals and 

objectives of the instructors. Entitled "Student Evaluation of Instruction; 

Some Theoretical Considerations and a Proposal" (Vandervert 1974), the 

paper received little attention but has some useful and relevant ideas. 

A theoretical model of "student needs to be satisfied" is presented 

that is designed to meet three interrelated criteria: 



1. That the needs of the students be related to the go^s or objectives of 

instructors and the institutions that employ them; 

2. That the satisfaction of the needs be objectively measurable on the 

part of the instructor; 

3. That the needs be theoretically defendable in relation to needs 

college students in the classroom actually have. 

It appears that faculty evaluation systems based on this proposal would be 

rather different than most of those described, since it would be directly built 

on the identified needs of the students. 

Another paper entitled "The Faculty as Teachers: A Perspective on 

Evaluation" (Cook and Neville 1971) emphasizes the classroom role of the 

faculty and that evaluation must relate to that role. More humane than most 

papers on evaluation as a basis for faculty development, it avoids the trap of 

evaluation in addition to being used for instructional improvement as also 

being part of a potentially punitive system involving promotions or the lack of 

them, salary increases or the lack of them, and other institutional and 

employment issues. 

Summary 

Some studies or papers concerned with several additional considera

tions in faculty development have also been reviewed. They include some 

special concerns associated with part-time teachers, since so much instruc

tion at the community college level is undertaken by part-time teachers. 
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typically content e35)erts working in the field with little or no educational back

ground or teaching experience. Papers concerned with meeting the special 

needs of beginning teachers were also reviewed,-

Finally, a number of studies emphasizing the use of faculty evalua

tion, by students or otherwise, as a basis for faculty development were 

considered. Their general theme is the provision of specific data from 

evaluation on which the element of the faculty development programs are 

based. A particularly useful technique is that of encouraging self-evaluation; 

a notable problem is that faculty evaluations, generally espoused as a means 

of instructional improvement, can become a rather different device when also 

used for purposes such as retention, tenure, or salary increments. 

Summary 

This selective review of the literature concerning faculty develop

ment programs in the community college has presented a number of major 

points from which to proceed in developing improvements in instruction at the 

community college level. 

The review was organized according to a simple plan which assessed 

programs based on the implied teacher's role, as follows: 

1. The teacher as e:!q5ert/presenter; 

2. The teacher as facilitator. 
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An introductory section reviewed papers which established a 

rationale for faculty development in general and specifically at the community 

college level. Background information was presented by reviewing some 

typical reports of faculty development programs. 

The section on the teacher as expert/presenter discussed studies 

which describe the teachers in the essentially didactic role of the transmission 

of content, the most typical teacher role, and by far the most frequent type of 

faculty development program. 

The final section looked at the literature which moves in the direction 

of a concern for the facilitative role of the teacher. The facilitator function 

was described as that of understanding learning, arranging resources around 

the student, and structuring the process of the student's learning from his own 

experiences. The review included facilitative concepts, both personal and 

methodological. 

The review of literature also indicated some serious limitations in 

the current state of the art in community college faculty development pro

grams. They are as follows; 

1. Most faculty development programs do not appear to be based on 

what is known about learning. For example, although it was 

acknowledged that learning programs should be individualized as 

much as possible according to the specific needs of each student 

(faculty development program participant in this case), only rarely is 

a faculty development program activity individualized in any way; 



2. Faculty development programs presented infonnation in discrete, 

unrelated pieces, usually bits of advice. There appeared to be no 

plan, no set of organizing principles or other system from which the 

elements of the program are derived; 

3. Most theoretical implications that can be found in faculty development 

programs, moreover, came from outside the participant and were 

unrelated to the participant's own system of experiences, values, 

and personal theory of learning and instruction; 

4. Perhaps the most flagrant violation of good sense evidenced in many 

faculty development programs was a basic dishonesty—the promulga-" 

tion of a useful and important concept by means of a technique totally 

different from the concept espoused; the "do as I say, not as I do" 

error—the lecture about the importance and validity of discussion 

techniques—the presentation, by an expert in faculty development, of 

ideas about facilitative techniques. 

5. The entire body of literature about faculty development programs in 

the community college contained almost no plans, programs, or 

techniques of helping teachers to become more facilitative—to build 

on the rich experiential base of their adult students. 

Given these problems and needs and these basic discontinuities in 

the planning and implementation of community college faculty development 

programs, the balance of the dissertation will focus on; 



The development of a plan for planning, or set of organizing 

principles for the planning of faculty development programs which 

are based on sound educational principles and grounded in each 

participant teacher's experiences, values, and theories of learning 

and instruction and which utilize appropriate teaching/learning 

principles; 

The use of the plan and the associated principles to plan a faculty 

development workshop. 



CHAPTER 3 

METHODS OF THE STUDY 

Development of a Plan 

The review of literature has indicated that much of the work done to 

date is not systematic, is generally unrelated to adult education and to the 

specific needs of the community college student. A need has been described 

for a systematic and cohesive approach relating the goals of the particular 

faculty development program to the goals of the institution within which the 

teacher is working. 

This lack of a system of organization for the study or development of 

appropriate faculty development techniques will be dealt with by accomplishing 

a first step, the development of a plan for planning. The plan will be useful, 

not only in itself for planning the subsequent faculty development workshop, 

but also will be included in the faculty development workshop for the purpose of 

helping the community college teacher to plan his own appropriate facilitative 

instructional techniques. 

The plan will be based on the information already reviewed and will be 

adapted so as to be appropriate to the specific planning of a community college 

faculty development program emphasizing the acquisition of facilitative 

teaching skills. 
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Application of the Plan 

The second step in the three major steps of this dissertation will be 

the application of the plan in the development of a training design for a major 

faculty development workshop for community college teachers. The workshop 

described will be based on a time span of three days and will be for 50-100 

teachers. It will be adaptable to a variety of other situations, however, 

including a sin^e half-day workshop, a month or more of full-time study, or 

occasional workshops throu^out the course of an entire academic year. 

Further, the plan will be readily adaptable to situations with fewer numbers, 

perhaps down to ten, and also somewhat applicable in a counseling relation

ship on a one-to-one basis with other teachers. It will also be adaptable to 

other settings, such as part-time teachers rather than full-time, vocational 

rather than academic, or for that matter, pre-service rather than in-service. 

The emphasis of the resulting workshop design will be on the develop

ment of facilitative classroom skills, based on the concepts of experiential 

learning and process education, for the community college teacher. 

Evaluation of the Plan 

The evaluation of the designs will be accomplished by assessing 

their consistency with the plan for planning and the educational principles 

described. An assumption is therefore made that if the plan for planning and 

the educational principles are relevant, then the workshops resulting from 

their application should be satisfe.ctory. Therefore, the plan for planning 
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and the educational principles described in Chapter 4 will be used as evalua

tive criteria. These criteria will be juxtaposed with workshop designs in 

Chapter 5 to check on the internal consistency and coherence of the plan with 

the resulting designs. 

The concept of evaluation, as applicable in worlcshop design, will 

also be explored in some detail in Chapter 4. 



CHAPTER 4 

INSTRUCTIONAL DEVELOPMENT MODEL FOR 

COMMUNITY COLLEGE TEACHERS 

Introduction 

The following plan is based on work done by Doll (1971) and other 

educators and social scientists. Briefly, it is a three-step problem-solving 

approach, starting with objectives, moving to instructional activities, and 

then to evaluation. It is intended to provide a structure for planning a work

shop which will help the community college teacher to organize his own 

experiences and concepts and values, thus developing his own theory of 

learning and instruction. His own classroom behavior would then flow his own 

theory. 

Graphically, the plan for designing the workshop appears in Figure 3. 

It is important to note that the same planning pattern, here used to plan a 

workshop, will also be used within the workshop as a technique for community 

college teachers to develop their own facilitative skills. 

Further, this instructional planning model of objectives to activities 

to evaluation is firmly grounded in both institutional and personal philosophy 

and goals. 
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Institutional or Personal Philosophy 

Institutional or Personal Goal 

Instructional Objectives 

Evaluation Instructional 
Activities 

Figure 3. A Simplified Workshop Planning Pattern. 



103 

Ideally, the process becomes a self-regulating feedback loop, 

continually adjusting the activities according to its measured effectiveness in 

terms of evaluative criteria. 

The following material is a plan, with descriptions of the above 

three elements and how to determine them: objectives, instructional activi

ties, and methods of evaluation. 

The scope of faculty development varies from entire programs to 

separate workshops, to courses, to consultation with individual teachers. 

The material provided here is intended to be useful in planning any of these, 

but will be utilized here in the planning of a workshop for helping community 

college teachers to develop improved facilit'ative skills. The workshop 

design will be explained and presented in Chapter 5. 

Instructional Objectives of the Workshop 

Objectives are the intended outcomes of the instruction, or, in this 

case, the faculty development program and are most useful if participant 

needs are the basis of their development and if the participants are involved 

in the definition of the objectives. 

Carefully defined objectives can assist the teacher of teachers in 

two ways. First, the selection of faculty development activities becomes 

simpler, and, in general, more effective if objectives are stated. Second, 

clear objectives can assist a facilitator over time by providing a sound basis 

for modifying his instructional procedures. 
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Instructional Activities in the Workshop 

The next step is the design of the activities to be utilized in helping 

the students reach the intended objectives. Designing interesting and effective 

activities is a complicated process, the craft of the teacher, and should be a 

major emphasis of the workshop. 

In objective-based instruction, a helpful criterion is provided to the 

teacher for developing and organizing instructional activities. In general, the 

activity should relate to delivering one or more of the stated objectives. If 

the objectives and activities are not correlated, then either the activities or 

the objectives need to be modified. 

Figure 4 illustrates the relationship between learner involvement and 

teaching methods. With experiential facilitative approaches—those that 

primarily stress active participant involvement versus passive receptivity— 

the learning is presumably internalized more effectively. 

Reading along the bottom of the chart, we see a classification of 

teaching/learning components, ordered more or less according to the extent to 

which they incorporate learner involvement. The least involving intervention 

is reading, in which the learner is in a reactive mode, passively receiving 

and vicariously experiencing. The most involving intervention is the intensive 

growth group, in which the learner is encouraged to be proactive, to take 

complete responsibility for his own learning. In between these two extremes 

are activities that range from lectures to structured experiences. 
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The experiential lecture is more involving than the traditional lecture 

approach because it incorporates activities on the part of the "audience"; 

interspersed in the presentation of content are brief interactions among parti

cipants. These interactions are designed either to personalize the points of 

the lecture and/or to generate readiness for the next topic. 

Discussion is a time-honored teaching intervention, which has been 

extended and refined. 

The case-study method, popular in business education, is closely-

related to role playing, in which a "case" is acted out in a semi-structured 

format. 

In instrumentation, which often involves learners in self-assessment, 

the didactic component comes from the theory underlying the items of the 

scale. 

Structured experiences stress high participation and "processing" of 

data generated during interactive activities. 

Intensive growth groups are especially useful in many aspects of 

human relations training, but would not normally be used in the college class

room simply because of the high level of emotional intensity, which might be 

inappropriate. 

The continuum of involvement in the chart could also be seen in other 

dimensions, such as risk, self-disclosure, and interaction. Each design 

component is useful for a different purpose and there are classroom situations 

in which each might be appropriate. 
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Thus, the selection of a workshop activity or of a teaching method is 

not an easy decision, nor can a simple formula be followed. The answer to 

the question, "What is the best college teaching method in an experiential 

program?" or "What is the best activity to use in a workshop designed to help 

community college teachers become more effective facilitators of learning?" 

can only be answered, "It depends." Teaching skill is evidenced not only in 

the use of a variety of alternative methods, but in the deliberate selection of a 

method appropriate to the relevant variables. 

The plan might, therefore, need to be eijqjanded into another 

dimension, to include the variables associated with selecting an appropriate 

methodology. Those variables include, but are not limited to; the nature of 

the objectives; the time available; teacher skills; student expectations; and 

student characteristics. As these variables are juxtaposed against the 

spectrum of methodologies, the matrix shown in Figure 5 results. 

Evaluation 

Evaluation is probably the single most important aspect of the faculty 

development or classroom instruction planning process. Without an evaluation 

mechanism, there would be no feedback loop by which data is collected to 

revise the objectives and activities. Although the word "evaluation" is often 

used to indicate merely the measurement of student learning, in both faculty 

development and in classroom instructional planning, it should have much 

greater import. 
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Evaluation is a process which can be seen as including these questions; 

(1) What do we know? (2) How do we know? (3) How do we know we know? 

The first of these questions—What do we know?—is answered simply 

by measurement. It is non-contextual, does not utilize criteria, and gives us 

only limited data, which are in turn useful only in terms of the second question. 

The second question—How do we know?—includes the criteria, and 

can properly be called evaluation; relating the measured performance of 

either the teacher or the teacher of teachers against a standard, such as the 

objectives. If the standard is universal for all individuals, then the evaluation 

is of a sorting or ranking nature and is known as norm referenced. If the 

standard is of a "degree of mastery" nature—established for that particular 

program or that particular learner—then the evaluation should be known as 

criterion referenced. 

But the second question makes sense only in the context of the third 

—How do we know we know? This is the philosopher's question—the doubling 

of meaning. The question asks, in an educational setting, "Who determines 

the criteria—where do they come from?" In essence, what are the criteria 

for the criteria? Unless the third level, which might be called valuation, is 

considered, the second level of evaluation has no foundation, and the first 

level, measurement, makes no sense. 

The relationship of the developmental model to valuation-evaluation-

measurement is illustrated in Figure 6. 
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Institutional or Personal Philosophy Valuation; How do we know we 
I know? 

Institutional or Personal Goals Operationalized values; Evaluation; 
How do we know we know ? 

Instructional Obj ectives 

Evaluation Activities Measurement; What do we know? 

Figure 6. A Planning Pattern Juxtaposed 
with Levels of Evaluation. 
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The evaluation components of a faculty development effort need to be 

built in from the beginning, and completely consistent with the goals and values 

of the larger setting—in the case of a college, its total philosophy and the 

values of its wider community. The personal philosophy and goals of the 

individual workshop participants or classroom students are also of prime 

importance in the planning process. Unless there is reasonable consistency, 

the workshop or the classroom instruction might be completely frustrating. 

There are a number of useful implications for the concept of 

valuation-evaluation-measurement for the facilitative college faculty develop

ment program. Most of them are only recently gaining credence. Further, 

the most useful and specific implications are those that each individual 

develops with respect to his own setting. Some implications, however, 

include: 

1.. The learner should be involved in the developmental process; 

planning the faculty development workshop or the classroom activities. Just 

what are the objectives, the activities to be undertaken, and the methods of 

measurement to be used? As previously described, the objectives should be 

the learner's objectives. 

2. A variety of measurement techniques, formal and informal, can be 

used. They might include paying careful attention to non-verbal feedback 

—body position and facial ejqjression—the use of questionnaires or Likert-type 

scales asking for data about the program, or the instructor's techniques, and 

informal discussion about the activities used in relation to the accomplishment 
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of the objectives. It is crucial to gain the learner's trust in order for the 

learaer to provide useful evaluation data. 

3. Goal-free evaluation mechanisms might be utilized in order to 

collect information about the outcomes of a faculty development program or a 

classroom activity, other than the results specifically intended. What 

happens to the learner's self-image and subsequent question-asking behavior, 

for example, when his initial question is answered in a cavalier fashion by the 

instructor ? Even though self-image might not be a topic contained in any of 

the objectives, it might be a very important issue. 

4. The morality of evaluation deserves consideration. Within the 

above framework it would seem that one individual could reasonably assemble 

and report measurement information about another. But since evaluation is 

always in a contextual or criterion oriented framework, it would seem that 

one person could not arbitrarily evaluate another, since the criteria are those 

of the one being evaluated. "Please give me information about my perfor

mance," the effective teacher of teachers must say, "but I'll do my own 

evaluating." 

Teaching/Learning Principles 

The planning process for community college staff development work

shops, in addition to being built from a specific, developmental plan, also 

needs to take into consideration a number of important principles. These con

cepts are consistent with the themes of experiential learning and facilitative 
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teaching. They are probably more crucial to the success of a faculty 

development workshop than is the specific content. The principles listed 

here, once agreed upon, can also be used as criteria for evaluation of the 

planned workshop. They have been gleaned from appropriate studies in the 

research literature, as cited in the section of the review of literature con

cerned with facilitative teaching behaviors. 

It should again be emphasized that these principles are useful not 

only in the planning and the operation of workshops for community college 

faculty, but also that they model teaching behavior for the participant 

teachers to incorporate into their teaching plans and to utilize in their own 

teaching. 

Source of Objectives 

The basic objectives—the desired and anticipated outcomes of the 

workshop—need to come from the participants. As a result, it is impossible 

to thoroughly define a workshop a priori, since the specifics of the content 

need to come from the understanding of the needs of the participants. If at all 

possible, a questionnaire or some other form of data collection should be used 

prior to the workshops so that it can be planned accordingly. If this is not 

possible, an exercise such as a Needs/Resources Survey should be conducted 

very early in the workshop to help the participants define their specific needs 

and thus help the leader plan specific activities. 
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Involvement 

A basic, often stated, and often neglected concept is the idea of 

involvement. People need to be involved, not only in the determination of the 

objectives, but also in the workshop itself. Frequent use of small groups, 

back and forth communications, writing, working, and relating to each other 

will encourage active involvement rather than passive listening by the 

participants. The workshop leader should make every effort to involve 

people and should warn them that as a result of this involvement, they will be 

e:!diausted at the completion of the workshop. 

Modeling 

It is important, also, that any workshop be honest to the extent that 

it models that which it espouses. A lecture about the evils of the lecture 

system, or espousing the virtue of experiential learning in a non-experiential 

framework is of limited value. 

Transcendency 

To the extent possible, a workshop should transcend the moment 

itself and involve planning for specific individual or team activities beyond the 

workshop. 

Learning Modes 

Without diminishing the importance of the cognitive in learning, it is 

also important to emphasize the affective domain. Since attitudes, values. 
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and feelings all contribute to learning and to relationships, they need to be 

considered in the planning of a workshop. 

Skills and Knowledge 

In addition to knowledge about a topic such as a teaching method, the 

skill in the topic should be emphasized. Knowledge through lectures, books, 

films, or other learning material is important, but unless participants can 

translate that knowledge into their own classroom behavior, the knowledge is 

of little consequence. 

Individualization 

It is important that the differing needs on the part of participants be 

recognized and the workshop be responsive to those needs. Although a single 

format and structure is usually established, an emphasis should be placed on 

helping participants to look at their own needs, develop specific individual or 

team plans, and with support, begin the implementation of those plans. 

This chapter has reviewed the need for the study, based on the review 

of literature and presented a planning format for faculty development, 

including the major elements of objectives, activities, and evaluation. The 

plan and its use as a basis for faculty development was then discussed. A 

description of some associated educational principles, important to bear in 

mind and to utilize in designing a workshop or classroom instruction, was 

then presented. 



The next chapter will be a workshop design, based on the use of 

plan, for working with community college teachers to help them improve 

their facilitative skills. 



CHAPTER 5 

WORKSHOP DESIGNS 

Introduction 

A need has been established for the improvement of community 

college teaching, particularly of a facilitative nature. The new skills should 

be grounded in experiential learning and in process education. Faculty 

development programs have been shown to be largely of a discrete and non-

systematic nature related primarily to the teacher's role as an expert/ 

presenter, at best, and often limited to a consideration of the teacher in an 

institutional role rather than the classroom role. 

Further, the need for a planning pattern or a set of procedures has 

been established in order to provide cohesion to the faculty development pro

gram and in order to utilize the educational principles often espoused for use 

by teachers in the classroom. 

The preceding chapter utilized established planning concepts, modi

fied appropriately to present an integrated plan for planning a faculty 

development workshop, including a matrix pattern for helping existing and 

prospective faculty members to relate teaching techniques to criteria for 

their effective use. 
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This chapter represents the use of that planning system and the 

associated teaching/learning principles to develop specific workshop designs 

for helping community college teachers to improve their facilitative teaching 

skills. 

The procedures suggested here are based on specific educational 

principles. The intent of the faculty development program is to utilize these 

principles appropriately so that the honesty of doing as one is saying can be 

clear—so that faculty development programs are themselves models of good 

methods. 

One of the major tasks of a faculty development program is to help 

the participant define his own objectives and to develop plans for the accom-
I 

plishment of those objectiveSo Since the objectives may not be clearly known 

until the workshop starts, it becomes difficult to completely plan the workshop 

before it begins. Nonetheless, the structure of the workshop can be clearly 

defined. 

Although most faculty development programs involve working with 

groups of teachers, it is also useful to be able to work effectively with indi

viduals. It is possible, for example, to begin an extensive faculty develop

ment program emphasizing workshops and other group approaches by starting 

first with the individual. Since faculty development programs often have a 

marginal reputation, and since many teachers are wary of attending faculty 

development workshops, the establishment of a good reputation in working with 

individuals might help the group activities to succeed. 
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However, the most efficient and the most traditional approach to 

faculty development is in worMng with groups. The following material is 

designed for use in three workshops of approximately seven hours duration 

each, for a group of 50 to 100 community college teachers. These numbers 

are arbitrary, however, and might be anywhere from eight to ten individuals 

to several hundred. The workshop could also be adapted using the same 

pattern and the same plan to different lengths of time, anywhere from a work

shop of half a day to a full-time workshop involving two to three weeks. Much 

of the material could also be adapted for use in pre-service classes for the 

preparation of community college teachers. 

The following workshop designs utilize the planning schema previously 

described. They also directly utilize the plan itself for work with teachers; 

that is, the double use of the plan is again evident. Not only is it used in 

planning the workshop, but it is to be used in helping the participants to plan 

their own teaching. The workshops are partially of a plaiming nature; that is, 

they will help teachers plan their subsequent classroom approaches. 

Overall Workshop Objectives 

The overall objectives, or anticipated outcomes, of the three one-day 

workshops (to be modified according to the specific needs of the participants), 

are as follows: 

1. Participants will have increased knowledge and skill concerning the 

use of facilitative classroom techniques. Knowledge will include 
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familiarity with the concept of facilitation as defined in the workshop 

and the relationship of facilitative teaching to the idea of experiential 

learning in working with the adult students in the community college. 

Skill will include the ability to use facilitative techniques such as 

simulation, role play, and structured experiences. 

2. Each participant or team of participants will have a written design 

for an instructional unit, using facilitative methods, which has been 

pilot tested in a classroom and revised on the basis of feedback from 

students and from colleagues in the workshop. 

Overall Workshop Activities 

First Day 

Warm-Up and Introduction. An acquaintance and beginning data 

collection exercise known as Human Bingo will take place. Instructions will be 

given to the participants to fold a sheet of blank paper to make 16 squares. 

Then in each square they are to get a signature of someone else in the group, 

especially someone they do not know. While getting the signature, a cross-

interviewing process is to take place, with each of the two people asking and 

answering the question, "What was the best teaching technique that you have 

ever used as a teacher or that was used with you when you were a student, 

and why?" They try to get as much detail as possible from each other about 

the nature of the technique, e:q)laining and understanding a variety of 
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techniques. At the same time, they would pay close attention to their 

listening skills. The cross-interviewing continues until each person has 

interviewed 16 people and has 16 signatures. 

After the participants finish the interviewing, they are instructed to 

sit down. When all are seated, the leader begins to play the Bingo game. He 

chooses one person, and everyone is then instructed to cross out that player's 

name if it appears on their Bingo card (folded squares with signatures). The 

chosen person will then ejq)lain an interesting answer that he heard, with the 

leader recording a summary of the information on large sheets of newsprint 

taped to the wall. The leader will ask for more detail and extract as much 

information as possible from the person about the teaching methodology. 

When the explanation is through, that person then chooses a second person 

from the list of names on his Bingo card. Everyone then crosses out that 

name, and the process is repeated. 

As the leader records the information on newsprint, he should empha

size the descriptions of personal qualities of teachers and process-oriented 

facilitative skills in teaching, as distinct from content knowledge. 

Overview. The leader then introduces himself and explains the 

nature of the three workshops and the general rationale and objectives for the 

total set as well as the activities to be undertaken. He should also clear up 

issues like the hours and place of meeting, attendance, the nature of breaks, 

and credit provided. Additionally, he should describe the leadership style to 
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be used and the general meanings of process education, experiential learning, 

and facilitative teaching. 

Objectives and Activities. The leader then explains in detail the 

objectives for the total series of workshops, as well as for the current 

session and the activities to be undertaken in an attempt to accomplish those 

objectives. They are as follows: 

Objectives: 

1. All participants will be familiar with each other, including a 
sense of teamwork, and will be familiar with the intent of the 
three workshops. The norm of an experiential approach to 
the workshops rather than "expert" presentation will have 
been established; 

2o Participants will develop familiarity with the general concept 
of facilitative teaching as generated from the ej^jeriences of 
all participants and increased acquaintance with a variety of 
successful facilitative teaching techniques. Techniques might 
include brainstorming, use of role play, video taping, and 
critiquing of small groups, and the use of structured experi
ence exercises; 

3. All participants will complete the session with general 
familiarity with the interest and skills of the other participants 
in the program; 

4. Each participant will have an understanding of the relationship 
of teaching methods to criteria for the selection of methods 
and the implications of facilitative teaching with adults. 

Activities: 

1. Acquaintance and data collection exercise (Human Bingo); 

2. Introductory statements; 

3. Needs/Resources exercise; 
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4. Building of a teaching methodology planning procedure and discussion 
of the plan and its implications; 

5. Summary, evaluation, and an assignment. 

Needs/Resources Exercise. The facilitator will lead a Needs/ 

Resources exercise in order to create the idea that there are extensive skills 

and resources available among the participants which need only be shared, 

obviating the need for an expert presenting information about teaching methods. 

The exercise will also help all of the participants understand the needs that 

each of them have in terms of teaching skills. 

The leader will hand two large sheets of newsprint and a felt pen to 

each person. He wiU give the instructions to each that they are to write, by 

themselves, on one sheet, "I need ..." and answer the question in terms of 

skills, values, attitudes, techniques, or materials that they would like to have 

in relation to their teaching methodologies or in their role as a teacher, 

especially concerning the process/experiential/facilitation framework. What 

would they like to know or be able to do? 

On the other sheet, they are to start, "I offer ..." and again, 

within the framework of facilitative teaching methods and skills, explain what 

their ideas are, what they can offer to other people, their background, 

information from workshops, techniques that have worked well, or other ideas 

that they are willing to share with others in the group. 

After allowing time for all of the participants to write as much as 

possible, the facilitator should ask participants to tape one sheet to their front 
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and the other sheet to their back, sandwichman style, and walk around the 

room reading each other's Needs and Eesources information. As they read it, 

they should further their acquaintance with the individual, ask questions, and 

discuss the nature of the needs and resources described. 

Whenever each participant has had a chance to view a number of 

others' sheets of newsprint, they should be removed, names added and posted 

on the walls around the workshop room for future reference. The leader 

would then summarize the information on the sheets and lead a brief discussion 

about the results of the exercise. 

Planning and Utilization of the Plan. In order to focus on teaching 

methodologies and put the methods into a framework to make sense of them, 

the facilitator will lead the development of a descriptive pattern of teaching 

methods, juxtaposed with criteria for their use, as follows; 

1. By a brainstorming technique followed by total group discussion. The 

facilitator should list on newsprint a spectrum of methods using those 

already described by the participants in the Human Bingo exercise. 

The spectrum migjit go from involving to non-tnvolving, or perhaps 

from didactic to laboratory oriented, or from one-way to two-way. 

The group might help the leader to determine what words to use to 

describe a spectrum of teaching styles. When the spectrum is estab

lished, the facilitator should list the methods that were brainstormed 

on a line, in order, from one end to the other. The format would 

appear as illustrated in Figure 7. 
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2. The facilitator would next ask the group to brainstorm criteria for 

the selection of methodologies. These could be listed, in no 

particular order, down the left side of the methods spectrum. The 

format would appear as illustrated in Figure 8. 

3. The facilitator would next divide the total group into groups of 12 to 

15. They would be instructed to discuss the following questions: 

- Go further with the plan: What other methods or criteria might 

be involved and what does it all mean ? What is an adult learner 

and what are the implications of working with adults ? 

- Discuss the implications of the utilization of the plan in your own 

setting; that is, with your own content material, with the nature 

and objectives you deal with, the nature of the students you work 

with, and your own teaching philosophy. 

One person in each group should record the essence of the 

discussion on newsprint. At the end of 40 minutes or so of group 

discussion, each group recorder would be asked to briefly report 

the general ideas that each group considered. 

Surmnary. The leader would then summarize the workshop, 

referring to the newsprint and recorded data, and in addition, would give an 

assignment. The assignment would be to think about the design of an 

instructional module, perhaps using only one class, utilizing the plan and a 
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facilitative teaching method one would not normally use. They should be pre

pared at the next workshop to plan it in detail with help from the other 

participants. 

Evaluation. The leader would then evaluate the session by asking 

the participants to fill out a Daily Reflection Sheet (see Appendix) in order to 

help them review the day and to help the leader in final planning of the subse

quent workshops. 

After the conclusion of the workshop, the facilitator would record 

the information from the newsprint, including the results of the Needs/ 

Resources exercise, in summary fashion, sending copies to each of the 

participants as soon as possible after the workshop and before the second 

session. If the second workshop is to be on the following day, the material 

should be used as a handout at the beginning of the second workshop. 

Second Day 

This workshop may be held on the day following the first, or might 

be held a week or two later. 

The Adjective Game. The facilitator would give instructions for the 

adjective game by asking participants to sit in a circle with no more than 20 

to a group. One person would be designated as the one to start and would 

give his first name, preceded by an adjective which describes him and which 

starts with the same sound as his name, such as Jumpy Jerry or Marvelous 

Maxine. The person to his left then repeats the name and adjective and adds 
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his own. The next person to the left starts again with the first, repeats the 

second, and then adds his own. This continues until the last person, who 

must say all the adjectives and names. 

Review of Previous Session and Today's Objectives. The facilitator 

of the workshop would then review the previous session, including an 

ejq)lanation of the overall objectives of the three workshops and the 

summarized material which he had sent to the participants or that would be 

available as a handout. The objectives for the workshop today would next be 

explained, as follows: 

1. Each participant will experience and become familiar with several 

facilitative teaching modes, including a warm-up exercise, the 

technique of brainstorming, and the use of classroom teams of 

students; 

2. Each participant or team of participants will leave the workshop 

with a written plan for an instructional unit involving the use of 

facilitative teaching skills; 

3. Participants will have developed a sense of team membership and 

will have established the norm of helping each other within and 

across teams. 

the day, 

teaching 

Activities for Today. The facilitator then ej^jlains the activities for 

emphasizing that he planned the activities based on his knowledge of 

and learning to accomplish the objectives which, in turn, were 
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based on the expressed needs of the participants that he had assessed prior 

to the workshop and discovered in more detail by the use of the Needs/ 

Resources exercise. As with the adjective game, the facilitator should point 

out that the techniques he is using might be applicable in the participants' 

classes. The activities include the following; 

1. Brainstorming about a functional definition of facilitative teaching 

and the relationship of facilitative teaching to adult learning; 

2. The development of teams and their operation in preparing a module 

of instruction based on the facilitative teaching idea; 

3. Presentation by each of the teams, including discussion and 

revision; 

4. Evaluation of the workshop. 

Definition of Facilitative Teaching. The groups of 20 will then be 

given instructions on how to brainstorm and will be asked to conduct a brain

storming session wherein they talk about the qualities of facilitative teaching, 

what facilitative teaching means, and what criteria will be used in its 

definition. They will refer to the Needs/Resources exercise from the 

previous workshop and most particularly to the cross-interviewing exercise 

done within the Human Bingo exercise to get an idea of what facilitation 

means to many people. Each group will be asked to select a recorder to 

write the salient information on newsprint. At the conclusion of the defini

tions, the workshop facilitator will call on each recorder to report briefly 
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to the total group. The facilitator will focus and organize the responses and 

help to bring the group to a comprehensive and understandable view of 

facilitative teaching. 

Team Operations. The facilitator will then organize teams of 

participants, which may be groups of two or three from a department in the 

college, a group of half a dozen from a larger field, a few who are interested 

in the same kind of teaching, or on some other basis according to the 

particular people present. The teams should be people who can work 

together and who have an opportunity for relating to each other during the 

teaching process or who know each other and their teaching techniques. 

Ideally, they would be members of the same department. 

A presentation is then made by the facilitator about a model for 

planning instruction. It is based on the model previously defined in this 

dissertation and includes the use of objectives, activities, and evaluative 

means. A handout might be developed beforehand and used to aid in the 

clarification of what the model of instructional development is and what it can 

do. 

The teams meet, and according to instructions supplied by the 

facilitator, begin the definition of the objectives of their instruction. They 

build on the homework assignment which was given in the first workshop; 

that is, to think about the kind of theme or general objectives that might be 

useful and amenable to a facilitative approach. Through a series of 

successive approximations, and with help from the facilitator as he moves 
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around the room with different teams, each team is to come up with a 

series of carefully defined objectives of instruction. When this is 

accomplished, each of the teams is asked to report its objectives to the 

other groups. It should be remembered that the objectives are defined as 

outcomes and that they have specific criteria for their development and use. 

The objectives should be assessed against those criteria. 

After the teams have received feedback on their objectives, they 

reconvene to define teaching/learning activities of a facilitative nature 

which could be used to help the students accomplish those objectives. Based 

on the previous definition of facilitation, which was, in turn, based on the 

cross-interviewing exercise and inputs from the leader, the teams define 

and describe teaching techniques appropriate to the objectives which are of a 

facilitative and experiential nature. 

When this has been accomplished, and the design of the instruction 

is essentially complete, the teams will again report to the total group about 

the nature of the teaching that they are suggesting for the accomplishment of 

the objectives. The plan for teaching methods should be assessed against the 

definition of facilitative methods and the relevance they have for the 

accomplishment of the objectives, therefore using the definition of methods 

as evaluative criteria. 

After receiving feedback from the other groups about the nature of 

the teaching, the team will then define the evaluative mechanisms that they 

would use to measure the accomplishment of the objectives. How will they 
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tell whether or not the objectives of instruction have been accomplished, or 

to what degree? Again, when this is complete, they will report to the total 

group and seek feedback about the nature of their evaluation. 

Further Discussion and Presentation. Each team will continue to 

meet as a group to discuss the work that they have done and to prepare a 

presentation of the instructional unit during the workshop—perhaps the whole 

unit if it is a brief piece of instruction—perhaps a sample piece if it is longer. 

They will then do the presentation just as they would in class, with the other 

participants in the workshop acting as students. 

After making the presentation to the total group, each team will have 

an opportunity to do their revisions and to develop a final plan. If possible, 

video tape recording equipment can be used to help individuals in the team 

doing the teaching to see themselves as the students will. 

Daily Reflection Sheet. The entire workshop will then be discussed 

and evaluated with each participant filling out a second Daily Reflection Sheet. 

Homework. Homework assigned will be; 

1. Each team is to undertake the presentation with their own students, 

with each teacher gaining some facilitative experience; 

2. Each team is to plan a report for the workshop group during its next 

workshop on how the teaching went and how they can seek useful 

feedback for further refinements. 
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Third Day 

Since much of the design of the workshop is contingent upon previous 

results, it is increasingly difficult to plan a workshop as it progresses. How

ever, the following structure can be outlined as a possible third workshop. 

Warm-Up Exercise. Participants will be asked to draw or diagram, 

either realistically or surrealistically, a classroom which would be used for 

facilitative teaching. They should include the teacher, the students, the 

equipment and materials, and anything else that they feel is relevant. After 

completing their drawing on a sheet of paper, they will be asked to walk 

around the room explaining their drawing to others and getting information 

from others about theirs. The facilitator will then lead a discussion to 

connect the values and philosophy of the individuals who did the drawing with 

facilitative approaches, in effect, to provide a conceptual framework for the 

participants' explanation of their own positions. 

Introduction. The facilitator will then review the previous work

shops and explain the objectives for the current workshop, which are; 

1. Each participant or departmental team will complete the third day of 

the workshop with a written, comprehensive, tested, and revised 

plan for teaching an instructional unit in a facilitative fashion; 

2. Each participant will be able to demonstrate increased skill in the 

use of facilitative techniques; 



3. There will be clear provision for continuation of the development of 

facilitative approaches beyond the conclusion of the third day of the 

workshop. 

Reporting Results. The major portion of the workshop will be 

accomplished by each team, having taught its facilitative unit, reporting back 

to the total group in the following format: 

1. Here's what we planned at the last workshop; 

2. Here's what we did in the classroom when we taught the unit; 

3. Here's what helped and hindered; 

4. Here are our tentative next steps. 

Planning Next Steps. Each team will seek feedback from the total 

group about the nature of the work that was accomplished and will meet to 

plan the next steps as carefully as possible. Periodically during the work

shop they will report to the other teams. Part of the time will be spent by 

each team in making plans for subsequent meetings and for continued mutual 

support. 

Review of Workshop Progress and Plan. The facilitator will then 

lead a discussion about a redefinition of the workshop plan and its appropriate

ness in further plans for facilitative teaching. 

Evaluation. The Daily Reflection Sheets will be used again, and the 

entire group will discuss the workshop, juxtaposing the results with the 

objectives for the third day. In addition to this aspect of the workshop 

evaluation, the facilitator will lead a discussion of such issues as: 
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1. To what extent can we continue our work as a total group? 

2. What support systems can we generate and use to maintain the 

momentum and transcend these workshops? 

3o What relationship can we develop or improve with administrative 

personnel, the community, student groups, or other aspects of the 

college to provide for increased support of facilitative approaches ? 

Overall Workshop Evaluation 

The total three days of workshops should also be evaluated at the 

conclusion of the third day, perhaps with an evaluative instrument such as a 

questionnaire used a week or two after the workshop. The purpose of the 

evaluation is two-fold: first, to provide information to the workshop facilita

tor about the extent to which the objectives were accomplished and by which 

of the activities; and, second, to model patterns of evaluation in the work

shops which the participants can observe, critique, and adapt for use in 

their own classrooms in association with their increasingly facilitative 

teaching methods. 

Assessment of Planning and Design 

Since field testing is beyond the scope of the study, the evaluation of 

the workshop designs will be accomplished by using the elements defined in 

the plan for planning (Chapter 4) as criteria for the evaluation of the work

shop designs. The planning pattern (objectives-»-activities—s-evaluation) and 

the seven identified teaching/learning principles will be juxtaposed with each 
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activity defined in the workshop designs (Chapter 5) in the following two 

sections to assure consistency of the plan with the resultant designs. 

Use of the Planning Pattern 

The plan for planning, described in the first part of Chapter 4, was 

used as a guide in the planning of the workshop designs. The following 

section relates the overall workshop objectives to the activities during the 

three days and to the overall evaluation. Within that framework, the 

responsiveness of each activity to the objective which it is intended to 

accomplish will also be evaluated-

The two overall workshop objectives—skill and knowledge about 

facilitative teaching, and a written plan for an instructional unit—were 

divided into a number of interim objectives which became the objectives for 

each of the three days of workshops. These more detailed objectives were 

then subjected to the revisions and refinements of the participants so that 

the source of the objectives was primarily the participants'. The objectives 

were then used, as defined in the planning process, to determine appropriate 

teaching/learning activities in each workshop. 

The following list of objectives for each day of the workshops is 

followed by a description of the activities which are included to help 

accomplish them. It should be understood that in an actual workshop, these 

objectives might be rather different, having been influenced by the partici

pants. Thus, the workshop activities would also be different in order to 

be appropriate to the refined objectives. 
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Day One: 

1. Familiarity with each other and the intent of the workshops—a sense 
of teamwork and an experiential norm. 

The activities used to accomplish this objective include the Human 
Bingo exercise, which develops interpersonal acquaintance, the 
introductory statements of the facilitator, and both the Human Bingo 
and Needs/Resources exercises, which establish and model an 
experiential approach. The participants discover that the role of 
the facilitator is one of structuring the process by which participants 
can learn from their own experiences rather than merely supplying 
information. 

2. Familiarity with facilitative techniques. 

This objective will be accomplished by two major avenues: first, by 
means of the Human Bingo exercise and subsequent discussion 
eliciting information from the participants, and second from the 
very techniques used by the facilitator, which are themselves 
facilitative in nature. 

3. Familiarity with needs and skills of other participants. 

The objective is intended to be accomplished primarily through the 
Needs/Resources exercise, in which the individual participant is 
helped to determine and define his own knowledge and skill and 
share this information with the other participants. 

4. An understanding of the relationship of teaching methods to criteria 
for their selection. 

This objective is to be accomplished by a brainstorming exercise 
in which participants would be helped to generate and discuss a 
matrix of methods. 

Day Two: 

1. Familiarity with additional facilitative techniques. 

Building on the equivalent objectives for the first day, this 
continuing objective would be met by the review of the first work
shop, the development of an operational definition of facilitation by 
the use of facilitative techniques by the facilitator, and the actual 
presentation by each individual or team or a unit of instruction 
using a facilitative technique. 
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2. A written plan for a facilitative unit. 

The accomplishment of this objective is the major focus of the 
second day workshop. The individual or team will spend most of 
their time with consultant help from the facilitator and each other, 
planning and recording an instructional unit. 

3. A sense of team membership and a norm of helping. 

This objective, which is crucial to the establishment of continuing 
activity, will be fostered by the group brainstorming exercise, 
which helps develop a sense of comradeship, and by the continued 
pattern of individual or group work, followed by sharing the results 
of the work with the total group for suggestions and then returning 
to the individual or small teams work. 

Day Three: 

1. A revised and tested written plan. 

This outcome will become reality by the activity of each individual 
or departmental team reporting the results of them having taught 
an instructional unit and receiving feedback from the total group. 
The individuals or teams would revise the plan on the basis of the 
suggestions. 

2. Increased facilitative skills and knowledge. 

A further increase in skill and knowledge concerning facilitative 
teaching will be the result of the reporting of experiences by others 
in the workshop and additional informal sharing of experiences as 
the plans are revised. The warm-up exercise, diagramming a 
facilitative classroom and the ensuing discussion will also provide 
additional sources of information about facilitative teaching. 

3. Continuation of facilitative approaches. 

The momentum of the workshops will be maintained by the activities 
of the third day, specifically by the provision of time during the day 
for individuals, team, and the total group to meet, and with the help 
of the facilitator, plan specific next steps. 
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The evaluation conducted at the end of each workshop session has 

two major purposes. First, it provides useful feedback to the facilitator 

about the appropriateness of both the workshop objectives and the associated 

activities for each of the participants. It gives an estimate of the extent to 

which the objectives were accomplished and the usefulness of each activity, 

from the perspective of the participant, in accomplishing the objectives. 

Second, the evaluation helps the participant to review and conceptualize the 

ideas and skills learned. The daily evaluation, therefore, becomes a phase 

in the total evaluation, or the evaluations, in this case, of the two major 

workshop objectives. 

Use of Teaching/Learning Principles 

The Review of Literature identified seven concepts which were 

determined to be important principles for use in the design of workshops 

based on the development of facilitative skills. They were identified in 

Chapter 2, defined and refined in Chapter 4, and utilized in the design of 

workshops in Chapter 5. The following portion of this section on the assess

ment of the planning and design will concern an analysis of the use of these 

principles, thus using these as internal evaluative criteria. 

Source of Objectives. Although the general overall objectives were 

determined without the involvement of the participants, the flexibility built 

into the program and the careful use of the Needs/Resources exercise pro

vided for extensive participant involvement so that the objectives, as they 
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were finally determined, were from the participants. Further, the basic 

individualization of the workshops, with each individual or team working on 

his own plan for instruction, helps to assure that the anticipated outcomes 

are those wished for by that individual or team. 

Involvement. Throughout all of the workshop activities, involvement 

of the participants was at a high level. Frequent use of small groups, indi

viduals, and teams working together and then sharing the results of their 

work with the total group and the use of simulations and role play all 

contribute to a high level of involvement. The role of the facilitator was 

primarily concerned with giving procedural instructions and organizing for 

the sharing of ideas rather than supplying content information. This role 

also contributes to the involvement of each participant. Specific examples of 

workshop activities utilizing the principle of involvement include the Human 

Bingo activity on the first day, the brainstorming of a definition of facilitative 

teaching on the second day, and the team revisions of the plan on the third 

day. 

Modeling. The workshop models what it espouses; the planning 

procedure is not only used in planning the workshop, but also is presented to 

the participants for facilitation approaches. The techniques of facilitation 

which are generated during the workshop are illustrated in its conduct. 

Specific examples of modeling by the facilitator include the use of 

acquaintance exercises component with the collection of data from the 
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participants, the refinement of overall objectives by the use of a Needs/ 

Resources exercise, and the frequent use of small groups alternating with 

reporting back and seeking feedback from the total group. 

Transcendency. The fact that the series of workshops are 

primarily for the purpose of planning subsequent facilitative instruction 

means that the skills learned and planned will continue beyond the conclusion 

of the workshop itself. Efforts made to develop team approaches and to 

begin a norm of team support will also help to provide a continuing effect. 

Specifically, an emphasis is made during the third day to provide time and 

activities for planning future faculty development activities centering on the 

facilitative mode.. 

Learning Modes. As the participants undertake the workshop 

activities, the facilitator was able to reinforce the importance of the affective, 

both in the workshop itself and in the plans that the participants made for 

their own instruction. The clearest example is in the brainstorming and 

subsequent discussion of a variety of teaching approaches with each partici

pant and how those are connected with the values, attitudes, and feelings of 

their students and themselves. 

Skills and Knowledge. Throu^out the entire workshop, emphasis is 

on skill development rather than exclusively on knowledge of concepts or 

even knowledge of techniques. Skills in facilitative teaching are generated. 
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practiced, critiqued, and practiced again. The most obvious example is 

that during the second workshop day, each participant actually facilitates 

a class. 

Individualization. Within the objectives, the workshop activities 

provide latitude to the extent that each individual or team, working on their 

own objectives, are in an essentially individualized program. Individualiza

tion is thus taken to mean not that each participant is involved in a one-to-

one relationship with the facilitator, but rather is working on his own 

objectives within his own field and utilizing his own techniques. 

The plan for planning, presented in Chapter 4, has therefore been 

used to develop a series of three one-day workshops to help community 

college teachers improve their facilitative skills. The workshops are based 

on that planning model as well as using the model to help the teachers plan 

their subsequent instruction. The designs have been assessed byusing the 

planning pattern and associated teaching/learning principles as evaluative 

criteria. 



CHAPTER 6 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

The theme of this dissertation is the development of a design for a 

comprehensive faculty development workshop for community college teachers. 

The workshop is to help both vocational and non-vocational teachers to 

develop facilitative classroom skills associated with the concepts of experien

tial leamiag and process education. The workshops would be suitable for a 

group of 50 to 100 community college teachers, but adaptable to other situa

tions and other numbers, as well as to pre-service training for prospective 

community college teachers. 

An introductory chapter establishes the need for facilitative staff 

development approaches. Most workshop designs for community coUege 

teachers are discrete and unsystematic, not the result of the use of a 

specific planning pattern. Further, they tend to emphasize the teacher's 

institutional role and thus concern topics such as tenure, institutional policy, 

or the role of the teacher as committee member rather than the teacher in 

his classroom role. When these staff development programs do concern the 

instructional role of the teacher, they usually concern the teacher as expert 

(welder, philosopher, nurse) rather than the role of one who helps others 
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leam. And even when staff development focuses on the classroom functions 

of the teacher, the emphasis is largely on the presentation of information. 

Only rarely is the facilitative role, orchestration of resources, or the 

helping of students to understand and use their own learning patterns and 

their own experiences discussed. The dissertation emphasizes the particular 

relevance of facilitative techniques for use with adult learners. 

The Heview of Literature offers an organizational plan for the study 

of staff development programs in community colleges. The review includes 

sections on the rationale and need for staff development in community 

colleges, staff development program descriptions, and studies pointing to 

implications for both new faculty members and for part-time teachers who 

have extensive content expertise but little or no teacher experience, as well 

as for full-time, experienced teachers. 

The section of the dissertation which is the "plan for planning" 

establishes a systematic approach for developing a workshop design based on 

a three-step pattern similar to one often used in curriculum development. 

The planning pattern thus utilizes the concepts of objectives, teaching/learning 

activities, and evaluation. 

The plan for planning is supplemented with appropriate educational 

principles to be considered in planning a faculty development program. These 

principles, gleaned from the literature, include: 

1. Source of Objectives; The basic objectives—the desired and antici

pated outcomes of the workshop—need to come from the participants; 
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2. Involvement: People need to be involved, not only in the determina

tion of the objectives, but in the workshop itself; 

3. Modeling: Any workshop should be honest to the extent that it models 

that which it espouses, i.e., a lecture about the evils of the lecture 

system is of limited value; 

4. Transcendency; To the extent possible, a workshop should transcend 

the moment itself and involve planning for specific individuals or 

team activities beyond the workshop; 

5. Learning Modes: Without diminishing the importance of the cognitive 

in learning, it is also important to emphasize the affective domain. 

Since attitudes, values, and feelings all contribute to learning and to 

relationships, they need to be considered in the planning of a 

workshop; 

6. Skills and Knowledge: In addition to knowledge about a topic such as 

a teaching method, the skill in the topic should be emphasized; 

7. Individualization: It is important that the differing needs on the part 

of participants be recognized and the workshop be responsive to 

those needs. 

It was emphasized in the chapter that the plan for plaiming should be 

considered a kind of pattern or even recipe. In this dissertation, it was used 

as a pattern to develop a series of workshops for helping community college 
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teachers become more facilitative. It could also be used, however, with 

some modification for different situations. 

The workshop design itself offers a cohesive series of exercises 

and methods designed to be utilized by a workshop facilitator with only 

limited experience in workshop leadership. The design models the principles 

of experiential learning in the workshop itself, as well as helping the partici

pants to plan facilitative teaching techniques with their own students. 

The overall objectives of the workshop are; 

1. Increased skill and knowledge by all participants concerning 

facilitative teaching techniques; 

2. A written plan for a teaching unit utilizing facilitative methods. 

Workshop activities described include acquaintance and warm-up 

exercises, cross-interviewing techniques, brainstorming, team 

building exercise, and individual and team planning a problem-

solving method. 

A procedure for the evaluation of each of the workshops is described, 

based on the planning pattern, in which participants are asked to respond to a 

Daily Reflection Sheet. It asks questions about the extent to which each day's 

objectives were met and about the relative effectiveness of each workshop 

activity. 
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A subsequent section utilizes the planning pattern and the seven 

principles, described in the plan for planning, as evaluative criteria for 

assessment of the overall workshop. 

Conclusions 

The following conclusions seem warranted by the study: 

1. A powerful need exists to help community college teachers become 

more facilitative and to develop and use more facilitative classroom 

approaches; 

2. Almost no faculty development plans are available which help 

teachers develop facilitative skills; 

3. It is important to use a pattern or plan to design faculty development 

programs rather than assembling interrelated and discrete pieces of 

workshops; 

4. Properly conceived and implemented workshops can help community 

college teachers to develop increasing facilitative skills and thus be 

more effective teachers; 

5. The criteria established for the planning of workshops were appro

priately utilized. 
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Eecommendations 

Subsequent research and development activities might include the 

following themes; 

1. Alternative designs could be developed, although using the same 

plan for planning, to provide for different numbers of participants, 

different lengths of time, and different content. 

2. Studies could be planned concerning the methods for bringing about 

institutional change to include more emphasis on facilitative 

teaching, including consideration of reward systems for teachers 

who use new facilitative techniques. 

3. Additional research could be conducted on the concept of the plan 

for planning. The lack of useful procedures for planning a faculty 

development program has been demonstrated in the study, but only 

beginning steps have been undertaken, as represented in Chapter 4, 

to remedy the situation. 

Useful research could be conducted, perhaps rooted in the concept of 

models and a model for models (Saunders 1969) to refine the plan to 

make it increasingly relevant to a variety of situations. 

A starting point for the research, after a further review of the 

literature about planning and models, could be in the use of the plan 

for planning in designing other teachingAeaming programs, by 

regular classroom instructors. The participants in the workshops 
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described in Chapter 5 would be asked for feedback about their own 

use of the planning pattern, during the workshop, in planning their 

facilitative classroom methods. The plan for planning could also be 

readily converted into a simple procedure for lesson planning, and 

its viability could be compared with more traditional lesson planning 

techniques in a series of controlled experiments. The studies could 

deal with the use of the plan for traditional as well as facilitative 

instruction, elementary, secondary, or university level instruction 

as well as community college level, or for use by teachers in non-

credit, community-oriented programs. 

Further, the plan for planning, with some modifications, might be 

tested for use in institutional and managerial planning as well as by 

counselors for use in helping clients undertake personal or career 

planning. 

The author has used a modification of the plan for planning in 

designing workshops and associated written material on such topics 

as stopping smoking, controlling drinking, career planning, planning 

for retirement, life planning for the newly single, and especially in 

the development of a personal approach to long-term weight control. 

4. The most obvious and important next step in the continuation of the 

concept of increased facilitative teaching, however, would be the 

field testing of the workshop designs presented in Chapter 5. 
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As is the ease with all major concepts, specifically questions of a 

divergent rather than a convergent nature, the research would be 

difficult and complex. The reality of the participants' setting would 

preclude conducting research of a completely empirical, carefully 

controlled nature. Starting with a research design close to the ideal, 

however, the research procedure could be modified as necessary. 

One procedure for research to appropriately field test the workshops 

could be as follows: 

a. A personal and institutional commitment should be engendered to 

the workshop and to the concomitant research; 

b. A set of criteria could be determined by which to evaluate the 

field test. The criteria should probably be of two basic types. 

One type concerns attitudes, values, and feelings (the affective), 

and the other concerns skills and knowledge (the cognitive). 

Further, they should be established both for the participants in 

the workshop, the teacher, and for the subsequent beneficiaries 

of the increasingly facilitative instruction, their students. 

c. A research design could be established and implemented. 

Ideally, the design would provide for selection of teacher parti

cipants from a college teacher population and random assign

ment to experimental and control groups. The experimental 

group would undertake the facilitation workshops described in 
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Chapter 5. The control group would undertake a more tradi

tional workshop not dealing with facilitative approaches. Prior 

to the workshop, all participants in both groups would be 

measured with instruments, based on the criteria established, 

concerning both their attitudes, values, and feelings, and their 

knowledge and skill. At the conclusion of the workshop, all 

participants would be given alternate forms of the same instru

ments. Additional evaluative techniques using classroom 

discussion or the use of video tapes of classroom activities 

mi^t also be considered. 

Before and after measurements of the concomitant affective and 

cognitive changes in the participants' students might also be 

measured. 

The results could be summarized and analyzed statistically to 

measure the extent of change. 



APPENDIX 

DAILY REFLECTION SHEET 

1. Please describe the extent to which the objectives of today's workshop 
were accomplished for you. 

2. Which activities that we undertook during the workshop were most 
helpful in accomplishing the objectives? 

3. Things I learned today include: 

4. The single best part of the workshop was: 

5. The least useful part of the workshop was: 
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