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CHAPTER I 

INTRODUCTION 

Statement of the Problem 

Faculty development programs in higher education have typically been 

fragmented in content and limited in scope. The major models of effective 

faculty development produced in the 1970s have proposed that faculty 

development should be and can be more complex and comprehensive than 

presently practiced. In practice, however, programs for faculty development 

have not emphasized the link between personal development and instructional 

development that is part of the modela If the integration of theory and 

practice is to occur, development programs must be designed to combine the 

fc>enefits of personal and instructional development and research must be done to 

establish the effects of these programa 

Prior to the mid-1970s most references to faculty development ^ere 

references to teaching improvement As the decade started, i t was acceptable 

to view faculty development as a patchwork of ideas overlaying the coUege or 

university. A number of "improvements" were implemented in the system in 

relative isolation. Efforts to improve teaching included changes in the 

curriculum, in-service programs, reductions in the student/faculty ratio, and 

developing instructional resource centers (Bergquist & Phillips, 1975a). 

Although not wholly ineffective, none of these changes brought about 

comprehensive change. The Group for Human Development in Higher Education 

summarized the problem in 1974: 

In the past, reformers have often attempted to improve teaching by 
exhorting professors to rededicate themselves to the task, by providing tips 
on technique, by readjusting the subject matter, by offering prizes for 
exemplary performance, and the like. I t is hard to estimate the net yield. 



if any, of these methoda What has not oeen done is to develop an 
adequate system of supports resting on a network of new kinds of 
relationships between a teacher and his or her colleagues, students, 
administrators, and experts on the processes of learning, (p. 18) 

The Group for Human Development in Higher Education is indL::ating that faculty 

development must achieve a state of greater complexity and diversity before i t 

can achieve comprehensiveness and become a process for improving more than 

teaching methoda The work of the Group for Human Development in Higher 

Education, published as Faculty Development in a Time of Retrenchment (1974), 

is credited with crystalizing national attention on the personal and professional 

growth of university and college faculty membera By the end of the decade, 

faculty development had achieved a new status as an important educational 

endeavor. 

Nevertheless, programs for faculty development have rarely achieved the 

complexity, diversity, and comprehensiveness suggested by the Group for Human 

Development in Higher Education and much of the theoretical literature in the 

field. The literature emphasizes the importance of the link between personal 

and instructional development as components of a process of growth, but 

development practices have centered on instructional improvement and 

quantifiable changes in the classroom asociated with that improvement The 

validity of specific programs of personal and instructional development as 

pathways to human growth has not been established. In 1977, Rose, Nyre, and 

Marantz observed that "although the bandwagon is now almost full, its basic 

structure has never been adequately examined and the horses have never been 

rested" (p. 1). We are just beginning to rest the horses in an effort to clarify 

the specific direction the field is taking and to determine whether theory can 

be translated into practice. 

A significant problem in establishing that direction has "oeen the emphasis 



in the literature on conceptual worka Approximately three-fourths of the 

indexed articles on faculty development written since 1973 are conceptual in 

nature. The lack of empirical data has made i t difficult to posit generalizations 

or to defend specific methoda 

The literature also reveals a bias in the field toward development 

practices that are easily quantifiable and observable, although a substantial part 

of the development process is not easily quantifiable and observable. Thus far 

the bulk of faculty development practices and research either have not dealt 

directly with teaching a t all (sabbaticals and research grants for example) or 

have dealt with the observable acts of teaching (workshops on new teactiing 

methods, instructional technology, curriculum design, etc.). Relatively little 

consideration has been given to the teacher as a learner with unique personal 

learning needa Increased motivation for teaching excellence, a greater 

awareness of one's own teaching assumptions and practices, improved 

relationships with colleagues and students, and opportunities to reassess one's 

role as a teacher, for instance, are all potential benefits of faculty development 

and professional growth. We are just beginning to recognize and Lnvestigata the 

importance of these factors which are central to the creation of "a network of 

new kinds of relationships" as envisioned by the Group for Human Development 

in Higher Education in 1974. 

The quintessential model of faculty development portrays change as a 

systemic, comprehensive procesa Bergquist and Phillips (1975a) foresee 

interrelated changes occurring within the system that are organizational, 

attitudinaU and instructionaL According to Bergquist and Phillips, the 

generalized goal is growth in faculty members and it wiH not occur, a t least in 

any significant regard, unless a comprehensive approach is utilized. In other 

words, personal and professional growth in faculty members cannot solely be a 



product of cinanges in instructional practicea Combs (1982) sa^^ i t is a fallacy 

that good teaching is a question of teaching methoda He concludes, after 

reviewing the literature on teaching effectiveness, "that there is no teacher 

behavior or metiiod of teaching that can be clearly shown to be a trustworthy 

indicator of either good or bad teaching" (p. 1). 

Surveys of development practices (Centra, 1976; Gaff & Morstain, 1978; 

Smith, 1981), however, reveal an emphasis on the instructional component. 

Curriculum changes, innovative practices, classroom evaluation and other easHy 

observabLe, quantifiable activities are tlie current norm. These types of 

activities are potentially effective in producing classroom change and, certainly, 

should be continued; nevertheless, no research supports a link between these 

practices implemented in isolation and a comprehensive, long-term process of 

growth in faculty membera Most current approaches are simplistic in conception 

and supportive of specific competences rather than an individualized process of 

change. 

In response to demands for greater accountability, administrators have 

been seduced by the inherent attractiveness of observable, quantifiable change 

while neglecting the more ethereal goal of individual growth. Bar wick (1980) 

says this restricted approach to development lacks any lasting benefit for i t 

ignores the holistic nature of the process of change. He contends "it isn't the 

particular workshop on competency based education, any more than i t is the 

MOD CIV I course, tha t makes an individual better able to cope with 

circumstances of the future, i t is everything the individual is exposed to over 

an extended period of time" (p. 257). 

Expcfiing a teacher to ne;v ways of teaching or a. new view of teaching 

may also expose that teacher to new ways of thinking and valuing. Bergquist 

and PhiUips (1975a) say, "All too frequently, we compartmentalize our images of 



change, neglecting the fact that when we change the professional performance 

of an individual we have usually touched his family Ufe, his relationship with his 

colleagues and students, and perhaps even his Ufe goals" (p. 202). Conversely, 

values and attitudes may frequently have to change before a teacher can "grovj" 

to accept instructional change. Craig (1976) points out that "most (faculty 

development) systems fail to recognize the strong relationship of emotional 

acceptance of new ideas to the cognitive or b^avioral manifestations of their 

acceptance" (p. 50). 

Personal growth is a basic tenet of the entire educational process. 

Educators expect the experience of college to nurture personal and intellectual 

growth in students and they expect and claim that teachers play a vital role in 

that procesa The institution should, therefore, be responsible for nurturing 

growth in faculty members for they serve as the role models of the educated, 

growing person and determine the fundamental success or failure of the 

mstitution. Martin (1975) proposes that "unless faculty get in touch with 

themselves, they wiH not relate effectively to studenta Until faculty have a 

sense of personal well-being, seeing themselves as valued and important, they 

cannot contribute much to the achievement of institutional well-being" (p. 195). 

Stuart Smith (1979) beUeves wa are in danger of missing the point of 

development unless adjustments are made in the methods used. Smith says: 

Professional development has become a large, and maybe important, issue 
in our gener^tioa But i t has somehow achieved this status while 
overlooking what could be the single most important aspect of all -
providing an arena in which each faculty member may engage in a 
continuous process of struggling and shaping his or her own professional 
image, (p. 38) 

Limited resources hamper many institutions that are struggling to provide such 

an arena, but many institutions have conceptualized the development process in 

a limited fashioa The standard fare of development practices provide faculty 



with more information about teaching anchor provide faculty with opportunities 

to seek more information about teaching. The process too rarely extends to 

what faculty members think and feel about teaching or their roles as teachera 

Adult development has been conceptualized as the simple acquisition of new 

knowledge rather than the development of increasingly complex ways of 

thinking, feeling, and acting. Norbert Ralph (1978) contends that faculty 

development "programs must be based on an understanding of personality 

development as a whole, not just more secure adaption to a professional r d e " 

(p. 61). 

However, Ralph is not suggesting a shift from an emphasis on teaching 

improvement to an emphasis on personal LTiprovement alone. Activities that 

integrate personal and instructional development must be devised and studied. 

Teachers need to be involved in activities that are based on their classroom 

experiences, but allow or prompt them to confront their own needs, attitudes, 

and beliefs in relation to those experiencea 

An added and correlated problem is the dearth of research to evaluate the 

specific effects of development programa Gaff and Morstain (1978) say that 

"while the literature of faculty development is replete with descriptions and 

analyses of programa Uttie evidence has been gathered about the impact of 

these programs on participants" (p. 73). Smce few programs have achieved an 

integration of the instructional and personal components of the development 

modeU the sparcity of research on this type of activity is not surprising. 

However, Goldman (1978) contends that even where comprehensive, complex 

programs exist, research and analysis of the effects are only beginning to occur. 

Even successful programs are Ukely to regain parochial until there is some 

evaluation of the projected effecta 

The difficulties inherent in defining and identifying "growth" are major 



factors in the sparcity of reported practices and research of this type. If 

educators are to effectively pursue growth as a goal and effectively evaluate 

successes and failures, operational definitions wiO. have to be established and 

accepted. For instance, one can determine how an individual views the world 

and whether there are changes in that view. Shostrom (1964) beUeves we have 

established the characteristics of a person's personal orientation to the world 

that promote "positive health" or growth. An acceptance of selE, an acceptance 

of others, autonomy, an abiHty for spontaneity, and a capacity to develop 

iitimate relationships are examplea Shostrom designed an instrument, the 

Personal Orientation Inventory (POD, that determines levels, and changes in 

levels, of orientation and valueing concerning these characterdstica The POI 

can be used to assess the growth of participants in faculty development 

activities by interpreting positive changes in POI scores as representative of 

personal growth. 

Several studies (Dandes, 1966; Murray, 1966; Murray, 1968) have found a 

significant relationship between teaching effectiveness and levels of personal 

orientation wnen using the POL In addition. Smith (1975) concludes that his 

study on shifts in personality from teacher education indicates that significant 

shifts in orientation "in teachers can be achieved and that a small group 

experience which entails personal inquiry, planning, performance, analysis of 

teaching, and self-evaluation is quite useful in that respect" (p. 231). 

A number of different activities have the potential for integrating personal 

and instructional development, but they rarely have been a;sessed for evidence 

of personal growth in faculty membera Bergquist and Phillips (1975b) have 

suggested the use of week-long workshops that deal with instruction and 

personal growth in separate segmanta Procedures for the clinical analysis of 

teaching methods have been used by Parker and Lawson (1978) to get teachers 
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to explore their personal theories of teaching. McKibbin (1978) has proposed 

videotaped feedback and other selE-observation techniques as a way to prompt 

teachers to become more "conscious^' of their thoughts about teaching. Peer 

observation has often been used to promote a personal and group consideration 

of teaching and teaching assumptions (BeH, Dodson, & Gram, 1977; Redditt & 

Hamilton, 1978; Skoog, 1980). 

WiDiam Becker (1981) beUeves aU of the former, and many other 

techniques, can be subsumed by a "coUegial approach" to faculty development. 

The coUegial approach stresses the formation of a variety of opportunites and 

programs through which colleagues may engage in cooperative development As 

a part of this approach, a program for the "CoUegial Analysis of Teaching" can 

be used to prompt consideration of specific teaching practices while estaialishing 

new relationships among coUeaguea CoUegial Analysis of Teaching may include 

several different types of processes that allow colleagues to share in a joint 

analysis of their own teaching. Evaluation instruments, videotaping, workshops, 

peer observation, discu.ssion groups, etc. — any or all of these may be part of a 

coordinated process that evokes an analysis of teaching practices, ideas, and 

attitudea The process of change is highly autonomous and individualized, and is 

directly linked to the personal experiences and problems that faculty members 

encounter in their professional Uvea 

Out of the preceding review and discussion there emerges a fundamental 

proposition in need of research verLficatioa The basic research question needing 

tasting is: Will a program designed to promote improved faculty instruction also 

result in personal growth for participating faculty members? 

Purpose of the Study 

The CoUegial Analysis of Teaching approach, and other similar approaches 

to faculty development, need to be investigated for evidence of personal growth 



in faculty membera Activities designed to combine the benefits of instructional 

and personal development are fundamental to advancing the long-range benefits 

of professional development and verifying the benefits of such programs is 

fundamental to their acceptance in higher educatioa 

The purpose of this study was to determine the effects of the CoUegial 

Analysis of Teaching Program (CAT Program) on the levels of personal 

orientation (as measured by the POD of the participanta Personal growth was 

operationaUy defined as positive changes in the POI scores of the participants 

in the CAT Program. 

Hypotheses 

The Personal Orientation Inventory (POD, developed by Shostrom (1964), 

was selected as the indicator of personal growth. Based on the POI and 

pursuant to the stated purpose of the study, the following nuU hypotheses were 

considered: 

HQI After completing the CAT Program there wiD. be no significant difference 
between participants' pretest and posttest scores on a measure of time 
competence. 

H 2 After completing the CAT Program there will be no significant difference 
between participants' pretest and posttest scores on a measure of inner 
directednesa 

HQ3 After completing the CAT Program there wHL be no significant difference 
between participants' pretest and posttest scores on a measure of 
self-actualizing value. 

'^Q4 After completing the CAT Program there will be no significant difference 
between participants' pretest and posttest scores on a measure of 
axistentiality. 

H 5 After completing the CAT Program there wiU. be no significant difference 
between participants' pretest and posttest scores on a measure of feeling 
reactivity. 

H-̂ 6 After completing the CAT Program there wHL be no significant difference 
between participants' pretest and posttest scores on a measure of 
spontaneity. 
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HQ7 After completing the CAT Program there wiU. be no significant difference 
between participants' pretest and posttest scores on a measure of 
self-regard. 

HQ8 After completing the CAT Program there wiU be no significant difference 
between participants' pretest and posttest scores on a measure of 
self-acceptance. 

H^9 After completing the CAT Program there wiH be no significant difference 
between participants' pretest and posttest scores on a measure of the 
nature of maa 

H ÎO After completing tlie CAT Program there wiH be no significant difference 
between participants' pretest and posttest scores on a measure of 
synergy. 

H-.11 After completing the CAT Program there will be no significant difference 
between participants' pretest and posttest scores on a measure of 
acceptance of aggressioa 

H-.12 After completing the CAT Program there wiLL be no significant difference 
between participants' pretest and posttest scores on a measure of 
capacity for intimate contact 

Scope and Limitations of the Study 

No effort was made to analyze or assess any specific aspect of the CAT 

Program. The program was treated as a monolith, rather than as a collection of 

processea Consequently, the present study does not address the effects of 

specific elements of the program, nor does the study consider the effects of the 

program on the participant's teaching. Since the study was Umited to one 

semester in length, i t was not clear whether a longitudinal study would produce 

different resulta The present study is viewed as a precursor of research of this 

nature. 

The study took place in a community coUege and the results should not be 

generalized to aU institutions of higher educatioa The characteristics of the 

community coUege and its faculty may be more conducive to the success of a 

program of this type. Community colleges traditionaUy place a greater emphasis 

on teaching and community ccQlege faculty are less discipline and research 

oriented. The institutional and normative rewards for improving one's teaching 
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are different from those in a four-year institution (Cohen and Brawer, 1982). 

Methodological limitations were also unavoidable. Most faculty 

development activities must rely on volunteers for participation and so did the 

CAT Program. The experimental and control groups were selected randomly 

from a group of volunteers for the program and may not be representative of 

the entire faculty populatioa In addition, changes on the Personal Orientation 

Inventory were accepted as a reasonable approximation of growth and should 

not be viewed as a perfect index of such changea Some elements of growth may 

not be reflected in the POI and the instrument may not be sensitive enough to 

detect othera These problems are discussed in more detail in later chapters. 

Definition of Terms 

colleagues 
faculty members 

coUegial 

faculty development 
professional development 
staff development 

-growth 

FuU-time faculty who spend the major 
part of their time in the role of in
structor. 

Of colleagues or pertaining to relation
ships between ccUeaguea 

These three terms are used interchange
ably in the literature and are used 
herein to refer to aU formalized at
tempts within an institution to produce 
changes in faculty membera 

O p e r a t i o n a l l y def ined a s pos i t ive 
c h a n g e s i n P e r s o n a l O r i e n t a t i o n 
Inventory scorea 



CHAPTER n 

REVIEW OF LITERATURE 

A teacher's understanding of others can be only as deep as the wisdom he 
possesses when he looks inward upon himself. (JersHd, 1955, p. 83) 

A. F. Jersild's statement from the 1950s corresponds with the view of 

faculty development that has arisen in the past decade. The psychological 

health and personal growth of faculty members are now considered important 

factors in the educational procesa As educators have begun to view the student 

population as individuals a t different stages of adult human development, the 

importance of viewing faculty members similarly has become clear. 

Consequently, Lindquist (1981) say a 'If academics are seen as developing adults 

who aid the development of otiier adults, i t becomes dea r that professional 

development is critical to the renewal of the American college" (p. 732). 

However, the literature indicates that the comprehensiva models and 

tneories of faculty development proposed in the 1970s hava not been widely 

implemented. The majority of programs and activLties in use emphasize 

instructional improvement while personal growth is an indirectly related 

assumption a t best. As a result, the research on programs for developing growth 

in faculty members is scant. 

This review of the literature presents the major models of faculty 

development and compares the major surveys of practicea The need for an 

integration of theory and practice is discussed and processas and components 

for change are delineated. 

Models for Faculty Development 

Faculty development does have a history prior to the 1970s, if one 

12 
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interprets the term broadly. Research as a means of professional growth has 

been a j a r t of higher education throughout this century, and efforts a t teaching 

improvement ware not uncommon in the 1960a There is only one major study, 

prior to 1970, however, that affirms the state of faculty development. Miller 

and Wilson's Faculty Development Procedures in SmaU CcQleges, published in 

1963, identifies an array of procedures related to teaching effectiveness and 

professional growth. The most common practices were sabbaticals, precoUege 

workshops, financial assistance for attendance a t professional meetings, and 

occasional department conferences on teaching. MiOer and WUson concluded 

that there was "a dearth of weU-articulated, comprehenslvaly designed programs 

for faculty development" (p. 27). 

Educators were working with a set of assumptions about teaching and 

learning that did not lend support to the need for faculty development, Mary 

Lynn Crow, e t aL, (1976) point out that "the pervasive notion, capsulatad, was 

that a successful learning experience would occur to the extent that (a) fine 

quality minds with access to (b) fine quality books, periodicals, and media could 

interact with (c) a small group of fine quality students" (p. 3). The role of the 

coUege did not include direct attempts to affect the teaching behavior of its 

teachers, and if improvement was needed, resources could be u^jd most 

efficiently by trying to locate better teachera 

These assumptions are the basis for what Webb and Smith (1976) caU the 

"scholarship modeL" If the assumption is that good scholars make good teachers, 

then development can rest upon opportunities for research and sabbaticala The 

scholarship model is still in use in most institutions, but as Wabb and Smith 

point out, "the weakness of this model for improving instrucdjon is the lack of 

empirical evidence that a relationship exists between increased scholarly 

activity and increassd teaching effectiveness" (p. 87). 
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As resources diminished, as the student population changed, and as faculty 

mobiHty atrophied, educators became more concerned about the specifics of the 

processes of changing teaching behavior. Ultimately, our assumptions about 

faculty development changed in response. Jerry Gaff (1976) delineated the 

assumptions on which development was based in the 1970s: 

(1) Faculty members are the most important educational resources of a 
college 

(2) Teaching is the primary, though by no means only, professional activity 
of most faculty memiDers, and most want to excel as teachera 

(3) Because most faculty members received no preparation as teachers 
during their graduate training, they can profit from participation in 
campus-based programa (pp. 62-63) 

Other educators would add the assumption that faculty development includes a 

process of human or individual development for faculty members, which has 

effects upon their professional activities (Bergquist & Phillips, 1975 b; 

Hodgkinson, 1974; Martin, 1975). 

Based on these new assumptions, educators have devised a number of 

competing models that are designed to confront different sets of development 

goala Some institutions have chosen to emphasize the processes of teaching and 

learning and to restrict development activities to those that improve 

instruction. Webb and Smith (1976) term this the "Instructional Effectiveness 

ModeL" This model relies heavily on a systematic design for instruction and 

changes teachers' behavior by familiarizing them with the components of the 

desiga The emphasis is not on teaching methods, but on the restructuring of the 

curriculum and t±ie development of new instructional systems within that 

curriculum. Inasmuch as curriculum modification is part of this models other 

authors refer to this approach as "curriculum reform" (Simerly, 1977). 

The "Organizational and Personal Growth Model" (Webb & Scnith, 1976) is 

mora complex and comprehensive than the preceding two. This model emphasizes 
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the importance of the organizational environment in which one works, and it 

promotes growth in individual faculty members as a means of achieving 

instructional improvement. Bergquist and Phillips (1975a), the chief designers 

and proponents of this models beHeve the development process must be 

comprehensive and diverse if i t is to bring about significant change 
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Figure L A Model for Effective Faculty Development 

(Bergquist Sc Phillips, 1975a, p. 183) 

Bergquist and PhiOips (1975a) have taken some of ?Vrgyris' (1964) ideas 

about integrating the individual and the organization and hava combined them 

with the theories of Watson and Johnson (1972) on social psychology. The result 
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is a model of change that occurs a t three levels: attitude, process, and 

structure (see Figure 1). The attitudinal level is a "personal" component that 

empnasizes the attitudes of faculty members toward their work and their 

working environment This component is designed to deal with personal changes 

that result from development and provides opportunities for faculty members to 

create new "value systems" concerning teaching. The process level of change is 

,aimed a t instructional development and includes such traditional approaches as 

instructional evaluation, classroom diagnosis, and curriculum development. The 

structural level facilitates change by developing relevant organizational skills 

within faculty members. Principal among these are skills of decision-making and 

conflict management, whioh can be developed a t the departmental level in an 

effort to improve the processes by which changes are made 

Gaff (1976) views the difference in the parts of the model as a matter of 

focua The attitudinal level focuses on the faculty member, the process level 

focuses on the courses he teaches, and the structural level focuses on the 

environment in which he works. 

Each level of the model represents a different type of change that may 

occur through development, but the levels are not viewed as independent 

entities. Bergquist and PhiOips (1975a) beHeve that their model reflects the 

complexity of an institution of higher education and that activity in one 

component of the model wiU frequently lead to activity in another component 

Faculty development, based on this model, should be comprehensive enough to 

deal with changes that wiH and should occur a t aU three levels. 

Robert Simeily (1977) believes that aU these models, and others, are simply 

stages in a progression. Simerly says that we can rank order programs based on 

the impact the program can be expected to have on the organization (See 

Figure 2). Simerly's "Hands-Off' approach is much like the scholarship modeL 
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"Introduction and Initiation" refers to programs that are designed to orient and 

educate new faculty members. "Career Development" is a stage at whirh the 

organization uses tenure-promotion and other advancement procedures as 

methods of development. The "Curriculum Reform" stage is comparable to the 

iistructional effectiveness model; similarly, the "Over-aU Concept" is another 

name for the organization and personal growth modeL The "Organizational Goal" 

stage goes one step further and suggests that facuty development can reach a 

point at which the constant discovery of new organization "sub-goals" is a 

result of the development process. The last stage approaches development as a 

state of permanent institutional self-study and analysis. 

Greatest Impact 

Organizational Goal 

Over-ail Concept 

Curriculum Reform 

Career Development 

Introduction and Ini i iauon 

Least Impact 

Figure 2. Ways to View Faculty Development 

(Simerly, 1977, p. 47) 

Astin (1982) contributes to the concept of an Organizational Goal stage in 

a recent article on measuring quality in higher educatioa Astin 'believes our 

success in achieving quality can and shoiild be monitored constantly through 

student and faculty feedback. According to Astin, faculty development 
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procedures are part of the feedback process and are fundamental to achieving 

quality. A high-quaUty institution is, "one that knows what is happening to its 

students and one that gives both faculty members and administrators clear-cut 

opportunities to develop their academic sidlls under minimally threatening 

conditions" (p. 15). 

Accordiig to Simerly (1977), the more comprehensive the approach, the 

greater the Lmpact wiH be. In addition, Simerly does not see each stage as a 

separate "model" in the sense that each shoiild represent an ideal, or even 

satisfactory, approach to a particular situation. Each successive stage 

represents a recognition of a greater complexity in the development process. An 

institution is not faced with a choice between competing models, but with 

deciding where to enter a development process that ^ould become progressively 

complex if i t is to be effective Simerly, as well as many other authorities in 

the field (Bergquist & Phillips, 1975a; Crow, e t a l , 1976; Gaff, 1975; 

O'Bannion, 1976), is conceptualizing faculty development as part of a total 

system while recognizing that some institutions choose not to, or are unable to, 

deal with the entire system. 

The new assumptions and models of the 1970s lead to two general 

conclusions on the state of faculty development Firsts there are a number of 

diEferent approaches to faculty development and, depending on the scope of the 

approach an institution chooses, i t can expect a varying degree of impact upon 

teaching behavior. Second, faculty development is a highly complex process of 

behavior change that includes more than instructional improvement and 

encompasses human development and the structure and administration of the 

organizatioa A look a t specific practices of faculty development wiLL reveal the 

degree to which institutions, practitioners, and researchers have acted on these 

assumotions and conclusiona 
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Development in Practice 

When Sble conducted a survey in 1972, he reported that "faculty members 

from 142 different institutions were almost unanimous in responding negatively 

to the main question, 'My i:istitution (does, does not) have an effective faculty 

development system'" (p. 110). When Eble considered practices other than 

sabbaticals (the most prevalent), he concluded, "We are left with a variety of 

practices of lesser significance," and, "Except for favorable treatment shown to 

the first-year teacher, none of these practices directly affect teaching" 

(p. 111). 

The first national survey of development practices was conducted by John 

Centra in 1976. Centra decided that about halE (or slightly more) of the 

two-year colleges, four-year colleges, and universities in the United States were 

using some sort of faculty development activities. The study also revealed that, 

the most common institution-wide practices are the giving of annual 
monetary awards for teaching excellence, the circulation of written 
materials or newsletters related to teaching or to faculty devlopment in 
the larger sense, and the availabiltity of summer grants for p]x>jects to 
improve instruction, of Scibbatical leaves, and of travel grants or funds. 
(Koerin, 1980, p. 47) 

In 1978, Jerry Gaff surveyed the fourteen institutions in the Project on 

Institutional Renewal through the Improvement of Teaching (PIRTT). The 

development orograms in these institutions emphasized practices concerning 

"innovative teaching methods, interdisciplinary programs, teaching and learning 

styles, tes t construction, teacher and course evaluation, student-faculty 

relationships, advising, and career development" (1978, p. 76). When faculty 

members were asked in what types of development activities they most 

commonly participated, "the most common activities reported were attending 

seminars or workshops, talking with colleagues or consultants in order to 

analyze or improve one's teaching and developing new courses" (p. 76). 
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Al Smith conducted a survey of community ccilleges in 1980 and decided 

that fewer than half of the two-year colleges had some type of organized 

program of development Smith did not survey specific practices used, out 

rather the goals of development programs In order of priority, the three goals 

mentioned most frequently were: (1) to increase staff responsiveness to student 

needs; (2) to increase the faculty's knowledge about the teaching-learning 

process; and (3) to increase the faculty's skills in instructioa 

Although the facts and figures may be changing rapidly, one may conclude 

that many institutions of higher education have not mounted any major faculty 

development effort In addition, the surveys reveal an emphasis on development 

practices that are closely connected to teaching improvement There is no 

indication that a significant number of institutions have adopted a 

comprehensive approach to development As Centra (1977) noted after his 

survey, the sun^ey results "provide a somewhat different view of development 

programs than do the heuristic models discussed by Bergquist and Phillips and by 

Gaff' (p. 199). CroweH and Harring (1978) add that, "faculty development 

activities rarely have been provided in the context of a systematic, coherent 

program leading to the realization of college/de^»rtment missions and 

personal/professional growth goals" (p 7). 

Integration 

Because the goal of excellent teaching is central to the faculty 

development process, i t is not surprising or inappropriate that much of our 

faculty development effort has centered on the connections between teaching 

and learning. However, in spite of the emphasis on instructional improvement, 

the significance of faculty development as a means of developing new teaching 

competencies has not been established adequately. ConnelL Alberti^ and 

Piotrowski (1977) contend: 
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Research now seriously challenges the assumption that acquisition of such 
educational competencies by faculty results in the enhancement of 
student's learning. There appears to be no necessary relationship between 
faculty using particular educational strategies and increases in' student's 
learning, (pt 108) 

The degree to whioh teaching requires instantaneous problem solving is, 

according to Combs (1982), a major factor in our inability to identify teaching 

methods that are inherent to good teaching. Combs says, "The teacher's process 

of selecting appropriate methods is not a simple mechanical matter. I t is a 

problem-solving response to a highly complex situation. . . . . The search for a 

common uniqueness is impossible by definition" (p. 2). 

Similarly, we know very little about the effects of specific development 

practices on the attitudes and perceptions of faculty and their teaching, and 

the research in this regard is especially skimpy when compared to research on 

teaching improvement and effectiveness. Sanford (1971) chastizes educational 

researchers for directing most of their inquiries "toward superficial aspects of 

'how to do it' rather than to the really important matters of attitudes, values, 

and ways of conceiving of the teacher's r d e and functions" (p. 357). 

Nevertheless, faculty attitudes and values are clearly established in the 

literature as important factors to consider in the development procesa 

Bergquist and PhQUps (1975a) refer to this dimension of faculty 

development as personal development, but they emphasize changes that faculty 

development may spawn in a teacher's attitudes toward and relationship with 

colleagues, students, family, and teaching. Personal development is viewed as ain 

inevitable, overlapping by-product of instructional change, and methods must be 

incorporated to deal with this change specifically. Barwick (1980), drawing from 

Bloom's taxonomy, suggests we are dealing with the affective dimension of 

faculty development For the sake of simplicity, Barwiok also treats this 

dLmensLon as principally attitudinal 
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Bergquist, PhiUlps, and Barwick stress the interlocking nature of 

personal/attitudinal change and instructional change However, in practice, 

development programs have generally chosen to deal with each process as a 

separate entity, iE a t a l l Bergquist and Phillips (1975a) admit that "movement 

between components may be difficult either because one component does not 

lead logically to the next or because one component does not adequately 

prepare the faculty member for the next" (p. 208). Instructional evaluation, 

curriculum development, and microteaching are examples of instructional change 

processes. Personal change is shaped through personal growth and life planning 

workshops, interpersonal skills training, and supportive counseling, for example. 

Heller (1982), referring to the Bergquist and Phillips approach, says, "it seems 

unlikely that their abstract discussions of leadership characteristics, exercises 

for active listening, paper-and-pendl team games, or value clarification 

activities can help institutions sdve their most serious problems" (pt 5). 

The connection between the two change processes is conceptually obvious, 

but the connection may be functionally tenuous for a faculty member involved 

i i either process of change Bess (1977) laments and further explains the 

problem: 

It is important to recognize that these are primarily teaching improvement 
programs, rather than teacher improvement systems. In the former, the 
faculty member is given information through various feedback devices on 
whether a particular style or approach to teaching has or has not had the 
desired result. Importantly, he is not directly aided in discovering whether 
and how the results met his particularistic needs in what is expected to be 
a fulfilling enterprise There is no attempt, in other words, to establish the 
"connections" between what is achieved and what was desired to be 
achieved or between what happened and the needs the faculty member 
wanted to satisfy through his behavior, (p. 255) 

The process of change is not designed to accommodate individual needs and 

responses nor are these programs aimed a t personal growth as a result of 

professional development 

Part of the problem is in contradictions between development practices 
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and theories of adult learning. TypkralLy, development programs are 'nighly 

mechanistic and, therefore, rely on behavioristic processes of change The 

mechanistic view requires a high degree of iguantification and asumes an 

individual wiH change in predictable ways when, and only when, acted upon by 

the environment (Knowles, 1978). Many programs, for instance, have assumed 

that when teachers are exposed to information and exposition on instructional 

methodology, curriculum reform, and so forth, that those teachers wiLL 

consequently make significant changes in their teaching practices as a re^xDnse. 

Lindqmst (1981) agrees that "practitioners of instructional development often 

are schooled in a behaviordst rather than a developmental view of education" (p. 

740). 

The organic view is that individuals are complex, developing organisms that 

are as much the source of acts as the result of being acted upon. According to 

Reese and Overton (1970): 

The individual who accepts this model wiH tend to emphasize the 
significance of processes over products, and qualitative chaunge over 
quantitative change . . . . In addition, he wiLL tend to emphasize the 
significance of the r d e of experience in facilitating or inhibiting the 
course of development, rather than the effect of training as the source of 
development (p. 134) 

If one applies this view to faculty development, quantifiable changes in 

teacher behavior and student learning are not the paramount criteria for 

success. The teaching experiences of faculty become a focal point of the 

development process rather than an emphasis on providing new experiences 

aimed at training new teaching habits. 

The difference in view results in divergent expectations about the ways 

adults can be expected to learn and, more importantly, what the results of that 

learning wiLL be A shift from the mechanistic view to the organic view 

represents a shift from a goal of developing specific competencies to a goal of 

personal growth. The organisnaic view reUes on "humanistic psychology" rather 
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than behaviDrism. Carl Rogers (1969) outlines the elements of learning from the 

viewpoint of humanistic psychology: 

I t has a quality of personal involvement - the whole person in both his 
feeling and cognitive aspects being in the learning event I t is 
self-initiated. Even when the impetus or stimulus comes from the outside, 
the sense of discovery, of reaching out, of grasping and comprehending, 
comes from within. I t is pervasive I t makes a difference in the behavior, 
attitudes, perhaps even the personality of the learner. I t is evaluated by 
the learner. He knows whether i t is meeting his need, whether i t leads 
toward what he wants to know, . . . . Its essence is meaning. When such 
learning takes place the element of meaning to the learner is built into the 
whole experience (p. 5) 

Faculty development should be a process through which individuals learn 

what teaching "means" to them. What is the value of teaching? What are its 

rewards? What is the r d e of a teacher? The answer to these questions 

ondergirds the integration of an understanding of teaching and a commitment to 

excellence As JersHd (1955) asserts, "where meaning is lacking in one's work as 

a teacher, the sdf is uninvdved, the substance is lacking, and teaching is just 

an empty formality" (p. 79). The monumental challenge that faculty development 

has embraced is to make teaching meaningful for each individuaL 

Combs (1982) beUeves meaningful and excellent teaching occurs when one 

develops a comprehensive "personal theory" of teaching. A personal theory of 

teaching includes beliefs about self, learning, and the nature and goals of 

individuals and society. These beliefs become a meaningful personal theory when 

they are comprehensive, accurate, internally congruent, personally relevant, 

appropriate to the tasks confronted, and open to change Combs stresses the 

relationship between self and theory: 

Ideas sLnply "known" but not regarded as truly significant for self are 
unlikely to be very helpful in providing dues to action. One can read all 
manner of theories, hear them expounded, and even agree that they are 
reasonable or right . . . . yet behave as though they did not exist i£ ideas 
have not been truly related to sdf. Effective theory requires commitment 
(p. 8) 

The development of such commitment is the essence of the faculty developtnent 
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effort 

The relativism inherent in the development of individual meaning and 

comiTiitment requires consideration of the stage conception of human 

development that is an outgrowth of the organic view. Educational processes 

throughout higher education have begun to emphasize the principles of 

humanistic psychology and the Importance of developmental stages as a route to 

more meaningful learning (Chickering, 1981). One should expect a corresponding 

emphasis on developmental growth among faculty members who are expected to 

facilitate growth in their students. Lindquist (1981) proposes that: 

The adult devdopment movement of the seventies has joined the student 
devdopment movement of the sixties in turning attention from subject 
mastery as the essence of higher learning to human development, . . . . 
i^astery through devdopment rather than devdopment through mastery 
becomes the key to continuing effectiveness in a rapidly changing world, 
(p. 741) 

Under this view, growth, initiated and defined by the learner, takes 

precedence over a specified body of knowledge Learners are urged to give 

their own "meaning" to the content of education for, according to Perry (1981), 

only the learner can do so. In terms of faculty development, faculty members 

must be allowed to find meaning in their teaching as a result of the process of 

personal and professional growth rather than expected to achieve superiority 

based on an extensive amalgam of teaching facts. 

A teacher's expectations of faculty development and any growth that 

results from the devdopment process wiLL be dependent upon the teacher's own 

personality and present stage of development. The stage conception of human 

devdopment (Erikson, 1959; Gould, 1972; Havighurst, 1972; Levinson, 1978) 

proposes that faculty members will be proceeding through a series of relativdy 

predictable developmental stages. Chickering and Havighurst (1981) describe the 

causes underlying such stages: 

Research studies of adults aged 18 to 80 confirm the broad hypothesis that 
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human personality does change perceptibly as people grow dder. These 
changes m personality are caused not by the passage of time, but by the 
various biological and social events that occur with the parage of tijne 
Adult development firom youth to cM age can be seen as a oroce^ of 
adaptation in which personality is the key dement (pi 19) 

A teacher's current state of development, as determined by a variety of 

environmental and personal dements, will determine that individual's personal 

and professk)nal needs for meaningful teaching. Consequently, a development 

process that addresses predetermined and process-determined needs is 

restricting its potential for change Maguire (1977) says too many projects for 

academic change "prescribe uniform activity f-jr pluriform participants" (p. 586). 

Cohen and Brawer (1972) believe "teacher burnout may weU. be more 

rdated to age and stages of adult development than to workplace" (p. 81). They 

point to research that shows a high positive corrdation between faculty age, 

stages of adult devdopment, and job satisfactioa 

Chickering and Havighurst (1981) contend that developmental needs and 

resulting "tasks" chat are evident a t any stage eminate from three major forces: 

"Developmental tasks may arise from physical maturation or change; from social 

roles, pressures, or opportunities; or from aspirations and values of a constantly 

emerging personality. In many cases they arise from combinations of these three 

major forces acting together" (p. 26). The combination of forces determines the 

tasks that an individual presently views as meaningful and the tasks through 

which that individual will experience growth. 

The emphasis on individuality and selE need not be a path to personal 

self-absorption and goals unrelated to professional achievement, however. The 

person who has experienced a fulfilling process of growth a t any stage of 

development is the most capable of integrating the personal and professional 

aspects of l ife Cohen and Brawer (1972) describe the process of integration: 

When the person has finally resdved many questions about his own 
identity, when his search for selE-knowledge turns into a search for 
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integrity, actualization and individuation, he has moved toward maturity. 
Included in such a transition must be a consdousnes of g o ^ an 
awareness of directions, and a concentration on the tasks to be performed. 
The mature person thus merges his own awareness of sdf with a 
recognition of his professional functions . . . . He prefers to be judged on 
'nis work, not on his face, 'nis personal characteristics, or the number of 
times students say he is a good lecturer or a good guy. Instead of focusing 
primarily on sdf, he focuses on his task and on the resultinq effecta 
(p. 171) 

Cohen and Brawner bdieve faith must be placed in the rewards of 

developmental growth and their effects upon individuals. Realistically, not every 

mdividual in the organization can be expected to experience growth and 

integration, but, for those who do, the resulting change wiLl permeate both 

personal and professional aspects of l ife 

The emphasis on faculty members as devdopdng adult learners has 

important implications for learning practices. Placed in the framework of 

Knowles' (1978) theories of adult learning, too much emphasis has been placed 

on pedagogical practice and not enough on andragogical practices. Knowles 

distinguishes between learning in children (where pedagogy is appropriate) and 

learning in adults (where andragogy is appropriate). Knowles admits that the 

differences in children and adults as learners is not clear-cut; however, he 

bdieves the differences in learning are great enough to warrant a different set 

of assumptions for adult learners. As opposed to children, Knowles beUeves 

adult learners are more self-directed and problem centered. Moreover, adults 

dace a greater emphasis on their past and present experiences as a part of 

learning, and, as they mature, their readiness to learn is increasingly a product 

of devdoping social rdes . The principles of andragogy would suggest that 

faculty development should provide a significant number of learning experiences 

that allow for faculty autonomy and that are linked to the problems that 

teachers encounter in their own professional experiences. 

Viewing the devdopment process from the perspective of andragogy and 
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Che stage conception of human devdopment demands that personal devdopment 

and instructional devdopment become two parts of an inextricably unified 

process. The problems that teachers encounter and strive to resdve through 

their own learning are only partially a product of methodology and curriculum. 

Just as frequently the problem wia revdve around attitudes, needs, motivation, 

decison-making routines and other psychdLogical aspects of a teacher's 

relationship with teaching. The developmental process must be used to prompt a 

greater consciousness of the linkages between these aspects of the teacher's 

personality and the events of the classroom. 

Bruce Joyce (1978) perceives this institutionalized dichotomy between 

instructional and personal development in a slightly different manner. Joyce 

says educators have perpetrated a neglect of the "teaching mind." Joyce divides 

the process of teaching into "visible acts" and "inner acts" and contends that 

the concentration point of research and development activities has been on the 

otservable behavior of teachers and students, the visible acta Information 

processing, decision making, pQanning, and attitude formation are examples of 

the inner acts of teaching. Although Joyce is personally more concerned with 

the cognitive aspects of the teaching mind, his attention to teacher thinking as 

a part of the act of teaclning dearly overlaps the affective domain. 

Joyce, and his associate, Michael McKibbin, suggest using the development 

process to prompt teachers to consider these inner acts as a part of their own 

teaching. McKibbin (1978) says, "Most inservice efforts to date have not had 

sufficient grounding in the real events of the classroom" (p 79) and "to change, 

teachers need the opportunity to evaluate not only their visible behavior but 

also their intdlectual routines" (p 80). Martin (1975) makes a similar plea for 

connecting development of teaching and development of the individual when he 

says, "Clearly we need more than the psychoLogioal-deveLopmental approach 
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which deals mainly with strengthening the individual; even as we need more 

than the administrative-bureaucratic approach which measures development by 

institutional criteria" (p. 196). 

In other words, the two types of change, instructional and personal, can be 

studied and developed simultaneously. The personal aspects of teaching can be 

Unked with the methodological aspects, and this linkage is not currently being 

achieved by most development programs and activities. John Maguire (1977) 

expresses the same idea, in a more eloquent fashion, when he says. 

The university is a community of pain as well as a community of 
achievement, so that coalescing the energy necessary to sustain change 
requires engaging the deeper down, inner portions of individuals. We have 
to be aroused, moved where we really live, where we dream and fantasize, 
and feel and hurt, and think and plaa Too few change projects really get 
integrated into the personal loyalty of enough participants, and so they 
remain marginal and ineffective because of insufficient commitment 
Somehow the core of individuals' lives must mesh with the demands of 
institutional development (p. 586) 

Determining Growth 

When instructional change and personal change are Unked together, faculty 

development has the potential to fulfill the goal of producing personal growth in 

faculty members. Subsequently, defining growth and determining when i t occurs 

become paramount challenges in identifying effective development practices. 

There is no universally accepted definition or theory of growth and its 

evidence in human beings Faculty development practitioners will inevitably 

sample and use a variety of theories and measures. However, Maslow's (1962) 

theory of self-actualization is particularly useful because it hypothesizes a 

stage conception of growth in which a person moves from one identifiable set of 

needs and attitudes to a higher s e t Maslow perceives growth as movement 

toward the highest l evd of self-actualization, a l evd at which a person is 

"utilizing all of his unique capabilities, or potentialities, free of the inhibitions 

and emotional turmoil of those less self-actualized (Shostrom, 1974, p. 4). The 
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fuHy functioning, psychologically healthy individual is one who exhibits such 

attributes as acceptance, creativity, spontaneity, and autonomy. 

In 1964, Everett L. Shostrom produced a psychometric instrument, the 

Personal Orientation Inventory (POD, to measure the devdopment of attitudes 

and values associated with self-actualization. The twelve scales produced by the 

POI have been widdy used in the ensuing twenty years as an indication of 

growth toward self-actualization. In 1971, Maslow proclaimed. 

In studying healthy people, sdf-actualizing people, etc., there has been a 
steady move . . . toward more and more descriptive, objective words, to 
the point where there is today a standardized test of self-actualization. 
Self-actualization can now be defined quite operationally, as intelligence 
used to be defined, i e , sdf-actualization is what the test tests, (p. 28) 

Growth, for the purpose of investigating faculty devdopment, can be defined as 

movement from one level on that test, the POI, to a higher leveL 

The POI has been used to establish a relationship between 

self-actualization and effective teaching, and between sdf-actualization and 

specific teacher characteristLca Murray (1966) reported a significant positive 

relationship between levels of sdf-actualization and teacher success. Coble and 

HounsheH (1972) grouped teachers on the basis of significant gains in critical 

thinking abilities on the part of studenta The students of teachers with the 

characteristics of sdf-actualization showed more significant gaina Silverman 

(1973) found that teachers who dispQay the characteristics of sdf-actualization 

are mora likdy to structure open, trusting learning environments, and a study 

by Smith (1975) reported that "self-actuaUzed teachers were significantly less 

dogmatic and perceived themsdes as behaving in a manner which encouraged 

independence in thei : students" (p. 229). Students perceive sdf-actualized 

teachers as more concerned than non-self-actualized teachers, according to 

Murray (1972). Pusateri (1976) found a significant relationship between certain 

scores on the POI and scores on an index of job satisfaction. 
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The POI has also been used in teaching improvement and faculty 

development programs to identify changes in teachers; however, its use for this 

purpose has been very limited, A group of college seniors enrolled in a course 

on teaching methods participated in the simulation and analysis of teaching. The 

POI was used to assess changes that occurred during that semester. Smith (1975) 

indicates that "significant shifts toward self-actualization in teachers can be 

achieved and that a small group simulation experience which entails personal 

inquiry, planning, performance, analysis of teaching, and self-evaluation is quite 

osaful in that respect" (p. 231). Goldman (1978) used the POI to assess the 

impact of a sbc-day Basic Instructional Improvement Workshop. The study 

revealed significant increases on six scales of the POI, but the research did not 

determine whether these changes were due to the personal development 

component of the workshop, the instructional component, or some combination 

of the two. 

These links between self-actualization and effective teaching, and the 

preliminary indications that the POI is a useful measurement tool for faculty 

development programs, support the u ^ of the POI for assessing growth in 

faculty members engaged in devdopment activltiea 

Attitudes 

Although attitudes are only one aspect of a psychological component to 

teaching, attitudes about development play a key r d e in the success of a 

progi^m; therefore, attitudes merit special consideration in the designing of 

programs to link components of faculty devdopment, Jo Anne Craig (1976) 

emphasizes the crucial connection between attitudes and the growth process: 

The success of a faculty development program depends on a psychological 
shifting of faculty attitudes and the acceptance of an ongoing growth 
process . . . . As effective as many systematized approaches are for 
organized growth, most systems fail to recognize the strong relationship of 
emotional acceptance of new ideas to the cognitive or behavioral 
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manifastations of that acceptance (p. 50) 

The attitude most commonly encountered by facility development programs 

is pessLtiism about devdopment, in general, and teaching improvement, 

specifically. Faculty resistance is an inevitable concomitant of every effort a t 

faculty growth, and the reasons for its existence are numerous Mythical 

assumptions about teaching and the development process are partially 

responsible: "Good teachers are bom, not made," and "The faculty devdopment 

movement is a plot to lower academic standards," and "Faculty devdopment is a 

remedial program for bad teachers" are just some of the prevalent attitudes 

that block the progress of a development program (Crow, e t a l , 1976). Gaff 

(1978) refers to the problem as "academic fdklore" and indudes the fact that 

"faculty have come to bdieve that a professor's classroom is his castle" to the 

extent that "teacning has replaced sex as a taboo topic" (p. 45). 

These bits of "folklore" are firmly lodged in the threat that devdopment 

presents to the autonomy and self-concept of faculty membera Withall and 

Wood (1979) contend that "the resistance encountered from those marked for 

change seems triggered by conveyance of the notion that those advocating 

change are 'masters of their f a t e ' This denial of autonomy is seen as a threat 

and an invasion of the individual's personal rights" (p. 55). Individuals wiH not 

grow or learn if those changes appear to be an attack on their personal or 

professional freedom. Moreover, resistance is intensified when fears of IxDsing 

autonomy are Unked to fears of inadequacy. Crow, a t aL, (1976) describe the 

psychological threat that faculty development can represent: 

According to self-concept theorists, man strives to maintain and enhance 
nis sdf-perception or his identity. The possibility of forced change, 
particularly large-scale change, can therefore pose a great deal of 
psychdogical th rea t People who fear they are not adequate in a given 
area will fed. threatened by anything or anyone that purports to evaluate, 
judge, or assist them in that area.(p. 9) 

These attitudes are further revealed in surveys of faculty members 
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attitudes about development practicea Faculty members display a clear 

preference for devdopment programs that are faculty-run and devdopment 

practixres that can be pursued individually or, a t least, independently of 

professional development officers (Caffey, 1979; Centra, 1978; Spitzer, 1976). 

Resistance may also stem from faculty members' inability to perceive any 

reward accruing from participation, or, in other words, the program of 

devdopment does not satisfy any of the needs they have. The reward structure 

of the institution may exacerbate the problem if there are few tangible rewards 

for growth and teaching improvement, but the specific development practices 

being implemented can be a problem if no effort has been made to deter mine 

the needs perceived by faculty membera 

However, determining the needs of an entire faculty is, adxtiittedly, a 

difficult and never-ending procesa Francis (1975) believes that all faculty 

attitudes, including perceived needs, can be expected to pass through a series 

of predictaide stages a t any institution introducing faculty development. 

According to Francis, we should antidtpata certain "stages" of attitude change, 

look for the signs of that change, and design practices that accommodate each 

stage T'nis idea dovetails with the suggestion that individual faculty members 

proceed through relatively predictable adult life cycles that faculty 

development programs should consider. 

Processes for Change 

In view of the predictability of a certain degree of resistance, programs 

for development should always be preceded by a period in which new ways of 

looking a t faculty development are aired. As Gaff (1978) advises, particular 

programs may even have to be devised to deal specifically with the pessimism 

and negativism that undermine development efforta However, in the long run, 

programs for teaching improvement should be designed not only to accommodate 
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faculty attitudes but to promote a consideration of those attitudes and their 

relationship to and effects upon teaching. Based on our understanding of faculty 

attitudes and adult development, these programs wHl have to minimize the 

threat to personal and professional autonomy and offer opportunities for 

chcinges that faculty members personally perceive as worthwhile. 

The motivation for change and the direction of change must come from 

within individuals. Rather than first establishing specific teaching improvement 

goals, ceaching improvement activities should be designed that foster the 

surfacing of the needs and goals of individual faculty membera Mangano (1973) 

believes: 

Educational investigators . . . . research students to an almost ridiculous 
degree They posit that individual differences of students must be 
accounted for in the teaching process, and rightly so. Yet they have quite 
thoroughly neglected to extend the same expertise to the individual 
differences of the college and university teacher. Little thought has been 
given to the effect of a faculty member's individuality on his instruction 
and his acceptance of change (pp. 208-209) 

However, concern for individual needs does not imply that an individual program 

must be designed for every participant or that institutional concerns are not a 

factor in the procesa The suggestion is that faculty members should be drawn 

together to share their professional needs, interests, and experiences and that 

the process of sharing wiH produce new directions for change 

Gaff uses the l a b d "organic change" to describe the establishment of a 

change process that arises within individuals (the bodHy organs of the 

institution) and, ultimately, creates fundamental change for the entire 

institutioa Gaff says: 

Organic change invdves rooting a program in the Uves of individuals and 
the realities of the institution. Faculty often become enmeshed in their 
Uves and thei : classea Reforms affecting teachers and teaching can 
succeed only if individual faculty members examine their own activities in 
specific courses and instructional situations and experiment with 
alternatives that they see as promising. Continual efforts to make 
discuffiions concrete and personal can foster specific changes in the 
instructional attitudes and behaviors of different individuala (p 50) 
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Gaff advises starting with a small nucleus of individuals and allowing the 

change to be evolutionary rather than attempting revdutionary renewal 

Theoretically, small individual changes will compound themsdves, individuals 

win discover and explore the connections between individual change and 

institutional change, and institutional renewal wiU be the end result. As Bess 

(1977) says, "System values wHL follow from aggregate personal values" (pi 256). 

L^evitt Sanford (1971) proposes the same approach in "Academic Culture 

and the Teacher's Devdopment" when he describes a discussion-based process of 

individual sdf-study: 

In what I am proposing the agency of change is in the process of self-study 
itself—not in some academic body that makes up its mind to do something 
or, more likdy, not to do something after the so-called facts are in. The 
procedure is oased on the a^umption that professors are human, that they 
have needs and aspirations that are not fulfilled under present 
arrangements, but which, when they have been brought fully into 
awareness, can be fulfilled—without loss to other values—under different 
arrangementa (p. 368) 

Sanford emphasizes a "change in consciousness," for he odieves teachers are 

unaware of the opportunities that teaching presents for the satisfaction of their 

own needa The faculty devdopment process becomes a conduit through which 

teachers can learn how teaching can satisfy these inner needa 

Sanford's "change in consciousness" corresponds to Knowles' (1973) 

andragogical principles on teaching. Knowles believes the initial steps in the 

change process are for the learner to be exposed to new possibilities of 

self-fulfillment, for the learner to receive help in clarifying aspirations for 

changes in behavior, and for the learner to receive help in diagnosing the gap 

between aspirations and present behavior. Ralph (1978) contributes the same 

idea when he says "developlment occurs when the individual is confronted with 

novd perspectives and events that he cannot account for with his usual 

assumptions" (p. 63). HeUer (1982) beUeves we must assume that individuals wia 
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"seek to produce change when they become aware of a mismatch between their 

image of what should be and what actually is" (p. 38). 

Parker and Lawson (1978), using the cUnical approach to faculty 

development, have found a significant difference between teacher's "espoused 

theories" and "theories-in-use" More importantly, some teachers have no 

explainable basis for classroom activities, nor are the teacher's actions always a 

matter of conscious choice Craig (1976) explains: 

Whatever the motive for invdvement in teaching, a faculty member brings 
an emotional perception of teaching to the classroom. Few can give 
empirical evidence supporting a particular mode and most cannot even 
logically argue for a preferred instructional style. By promoting change 
through the growth process, we are asking faculty to redefine themsdvea 
(p. 50) 

However, the sdf-assessment process must be a guided one if teachers are 

to redefine themsdves in any worthwhile manner. Although one cannot impose 

goals upon teachers, teachers can be helped to establish goals for growth that 

are assessable. As Cohen and Brawer (1972) point out: 

Sdf-examination becomes a circular route to nowhere if i t indudes only 
such questions as 'How am I handling the students? Was the lecture 
well-paced? Am I in a rut?' The instructor needs to establish specific goals 
that subsequently act as criteria against which he can assess nis 
procassesa (p. 180) 

Devdopment activities can promote greater consciousness in teaching by guiding 

faculty members toward a clarification of their aspdrationa 

Unconscious decisions and actions contribute to more than poor teaching. 

The ability to understand and explain one's work is a factor in the enjoyment 

and satisfaction that one receives from i t Sanford (1970) beUeves the inabflity 

of teachers to explain and evaluate their own work denigrates the profession 

and saps the profession of rewards that other professionals experience "They 

deny themsdves the satisfactions that most profe^ionals enjoy—such as seeing 

tangible affects of their efforta The rewards of thei: teaching are not 

altogether lacking. But they are random and unsystematic when they could be 
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regular and durable" {p. 16). Sanford (1971) sees a direct link between the 

satisfaction of teacher needs and the devdopment of a greater consciousness 

about behavior: 

The more famiHar he is with his own feelings—his anxieties and misgivings 
as well as his satisfactions—the greater his abdUty to understand what 
students are thinking and feeling; and the greater the latter, the more 
conscious of his classroom behavior and the more able to evaluate his work 
he wia b e (p. 367) 

Bess (1977) also sees a connection between the satisfaction of human needs 

and excdlence in teaching. Bess examined a series of teaching "difficulties" 

(deterfnining what ought to be the outcomes of teaching, dealing with ambiguous 

and conflicting r d e demands, finding variety in the routine of teaching, etc.) 

and found most teachers unaware of the opportunities these difficulties present 

for the satisfaction of their own needa He notes: 

In examining typical faculty sdutions to these difficulties, we observe a 
pattern of defensiveness and sdf-protectionism, which stems from the 
inability of faculty to understand the linkages between their own needs 
and the opportunities in teaching. When faculty turn unconsciously to 
simple reactive, unreconstructive behavior, their most fundamental intrinsic 
and learned needs are not met through teaching. They turn to other 
pursuits and create reward structures that honor achievements elsewhere 
(p. 256) 

Establishing these linkages establishes a new basis for rewards from teaching. 

Implicit in the ideas of Gaff, Sanford, and Bess is the assumption that 

faculty members wHl be motivated by the intrinsic rewards of the change 

process they describe Sanford (1971), particularly, is skeptical of our a'pHlty to 

use the external reward system of the institution as a basis for promoting 

teaching Lmprovement He notes that there have perennially oeen plans to 

restructure the reward system so that rewards are Unked more dosdy to 

teaching, but the plans are rardy carried out Sanford beUeves this is "partly 

because there is no adequate way to evaluate teaching, but more largdy 

because i t is soon discovered that there is no way to change the reward system 

without restructuring the whole academic system of values" (p. 358). External 
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rewards should not be ignored, but i t is unlikdy such rewards are a basis for 

fundamental changes in attitudes or teaching improvement Faculty devdopment 

processes must be used bo make connections "oetween the act of teaching and 

the internal rewards that teachers receive from that ac t 

Although each individual wiH determine his needs and, consequently, his 

rewards, PhilUps (1974) says the goal we have established is to aid each faculty 

member to "rediscover—or perhaps even discover for the first time—the joys of 

effective and successful teaching" (p. 17). Redditt and Hamilton (1978) bdieve 

the basis for much of that joy is a discovery by faculty members that teaching 

is "intellectually interesting." However, professional status and the respect of 

colleagues is likely to play a major r d e in the reward system that is 

established, for the process of change is largdy based on normative power. 

Etzioni (1961) uses "normative power" to describe the basis for change that 

occurs in reaction to the allocation of symbdic rewards by leaders and peera 

Esteem, prestige, and acceptance will play an important r d e in an organization 

that cannot or does not r d y on force (coercive power) or the allocation of 

material resources (remunerative power) as the basis for changes in behavior. 

Chait and Gueths (1981) believe normative change is the only viable alternative 

for faculty devdopment, "especially since academic administrators lack the 

authority and the appetite to compd faculty to change, and colleges lack 

sufficient resources to induce wholesale change economically" (a 31). The use 

of normative power is also the basis for the use of individual changes in 

attitudes as a means of institutional renewal, for the methods used wiO. 

"encourage and reward participants so that institutional norms eventually 

change and so that people eventually elect to participate or suffer from a 

deprivation of symbdic rewards and 'positive acceptance'" (Chait & Gueths, 

1981, p. 31). 
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If faculty development programs are to avoid the problems associated with 

faculty resistance and produce significant changes in teaching attitudes and 

behavior, activities for development wia have to be designed around the needs 

for change that exist within individuala In order to use the devdopment process 

to respond to those needs, activities should be structured to indude the 

following characteristics: (1) activities shodd be entirdy voluntary; (2) 

activities should be rooted in the current teaching and Uves of the individuals 

invdved rather than in abstract applications; (3) activities should promote and 

foster the discovery and revelation of individual needs as they apply to the 

development process; and (4) activities should promote the devdopment of new 

relationships with colleagues that can be the basis for a normative system of 

rewarda 

Components for Development Activities 

The essential characteristics for a successful devdopment process could 

conceivady be included in a myriad of activities and designs for teaching 

change However, the Uterature points to a number of specific components that 

wia directly support the desired characteristica Such activities should: (1) be 

designed to include teacher discussion of teaching; (2) center the discussion on 

each teacher's own teac'ning and their thoughts and attitudes a Pout that 

teaching; (3) be cdlegial in nature; and (4) get teachers into the classrooms of 

other teachera 

Getting teachers to discuss teaching is a vehicle for the surfacing of 

needs, but i t is also an end in itself. One of the marks of a profession is the 

exchange of information and opinion that flows among professional members, 

binding them together and shaping the course of the professioa Sanford (1971) 

doubts this exchange is cnaracteristic of college teachers, partially due to 

specialization and an orientation toward a particular discipline Sanford says. 
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"Perhaps the most vivia sign of this is the fact that such professors, when they 

assemble informally or formally, almost never discus teaching; this is not the 

'shop' they talk. Nor, for that matter, do they discuss the phQosophy of 

education" (p. 359). John Egerton (1978), after one year in college teaching, 

wrote: 

One of my keenest disappointments was that so few faculty members 
wanted to talk about beaching, to compare notes and share experiencea 
Superlative teaching must be a happy accident; certainly, college 
professors are not trained to do it, and once they asume the rde , they 
are on their owa (p. 48) 

ComlDS (1982) agrees and suggests that faculty discussions are fundamental to 

the process of developing a personal theory of teaching. 

The Lay Endowment sponsored a project at the University of Tennessee 

specifically and exclusivdy for the purpose of regularly getting teachers 

together to talk about teaching. Although no attempt was made to determine its 

direct effects upon teaching, participants in the program unanimously perceived 

the discussions as having had an effect upon their teaching (Ashdown, 1980). 

Sanford (1971) says, "We must expose and begin the process of breaking up this 

'conspiracy of silence'" (p. 367). 

However, even if we assume that all talking about teaching is beneficial, 

some types of talking wia be more constructive than othera The development 

process must challenge teachers to reveal their own relationship with teaching. 

Lembo (1971), in Why Teachers Fail, lists the following as one of the four most 

important characteristics of a competent teacher: "He can look a t his own 

bdiefs, feelings and behavior openly and can find ways to make them more 

constructive to himself and others" (p. 73). One of the most common outcomes 

of the initial phases of faculty development is for faculty memioers "to begin 

raising questions about their own teaching effectiveness" (Wergin, Mason, & 

Munson, 1976. p. 303). In the proper setting, teachers wia begin to voice these 
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questions naturally. 

The process of discussion hdds the potential of revealing needs, attitudes, 

and bdiefs that are influencing teaching, but just as importantly, the process 

may reveal contradictions in action and thought that are interfering with 

effective teaching. Connelly Alberti, and Piotrowski (1976) beUeve effective 

programs for development should: 

stress the development in faculty of an abiUty to experience "and articulate 
personal dissatisfactions with their educational effectivenesa Specifically, 
programs invdve faculty in activities designed to raise their consciousness 
about discrepencies between their intentions as educators and their actual 
practicea (p. 109) 

Parker and Lawson (1978) stress the importance of devdopment as a means 

of revealing the difference between "espoused theories" and "theories-in-use" 

Getting teachers to verbalize the theories they think they are using in the 

classroom is the first step in the raising of consciousnesa However, raising 

consciousness about teaching is not just a matter of revealing discrepencies in 

theoretical application; the underlying goal is to make teaching a more 

conscious process, permanently. 

Joyce (1978) says there are strong normative pressures, particularly a t the 

beginning of one's teaching career, that shape one's teaching style. 

Consequently, many patterns of a teacher's behavior may not have been a 

matter of conscious choice, nor are these patterns ever subjected to conscious 

questioning or analysia Unless teachers are prompted to reconsider these 

patterns, their teaching bdnavicr wia change only in minor waya Unless 

development programs promote consideration of teacher thinking, they wia only 

affect the teaching process in a peripheral fashioa 

The comprehensive personal theory of teaching that Combs (1982) describes 

should be tine result of this conscious reconsideration of teaching theories and 

practicea Combs sees this proce^ of development as the key to greater 
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professionalism in the teaching fieli: 

Possession of a comprehensive, congruent, and accurate frame of reference 
is a prime requisite in any truly professional activity. Responsible 
professional behavior demands that whatever the profeslonal worker does 
must be defensible on some basis - research, theory, experience, expert 
opinion, or some other rational basis, (p. 4) 

However, getting teachers to reveal their teaching and developing a 

conscious process of teaching within them is a complex and difficult task. That 

change wia not come quickly and wia take place only in a setting in which 

participants are psychdogically comfortable and safe A cdlegial setting offers 

the best opportunity to create this atmosphere. Studies done by the Center for 

the Study of Community Colleges (1978) reveal that faculty members rate their 

colleagues highest as potential sources of advice on teaching. Withall and Wood 

(1979) believe: 

I t has been demonstrated to the satisfaction of many educators that within 
a smalls acceptant, trusting group of two or three compatible persons, a 
milieu can be created in which: 

Each individual is enabled to change himself or hersdf with the hdp 
of others who evidence caring. 

Each individual is afforded a sense of security and freedom to change 
in the direction of positive growth and further fulfillment, (p. 57) 

Although professional competition and professional insecurities wia present a 

barrier for some faculty members, some individuals wia be attracted to an 

opportunity to grow with colleagues who share a common personal goal: the 

improvement of teaching. 

Backer (1980) says that ccQlegial processes are the most practical and 

potentially effective forms of development: 

In mutual cooperation we hava a resource for the improvement of our 
teaching which is readily available, is of low cost^ is potentially highly 
effective, is appropriate to deal with the vital personal dimension of 
teaching, and (for precisdy that reason) hdds promise of being of genuine 
personal interest (even excitement, for some, and even profound personal 
growth, for a few), (p. 29) 

Cohen and McKeachis (1980) add that granted faculty members' "unigue 

perspectives on course content and the dynamics of learning within certain class 
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environments, the r d e of 'integrator of information on teaching' seems ideally 

suited for faculty colleagues" (p. 151). 

Gaff (1976) agrees that these attributes of cdlegial processes promise to 

make such "home-grown" efforts the most durable. He says, "one of the 

tragedies of the academic profession is that faculty so sddom take advantage 

of the rich resources of their own institution to further their understanding and 

purpose" {p. 66). Teachers are practiced in the art of sharing knowledge, yet 

they share very little knowledge of teaching. Programs based on the inherent 

resources and knowledge that faculty represent in an institution of higher 

learning are the most likely to establish an dement of permanence 

The evaluation of teachers and teaching effectiveness has relied heavily on 

information supplied by studenta Student evduations are an Important source of 

feedback, but the scope of the information teachers use for change should be 

much broader. Sweeney and Grasha (1979) contend that colleagues are a vital 

source of information in the assessment process: 

The sole rdiance on student input should decrease, with input from peers, 
sdf, and other parties playing a more important r d e in the assessment and 
devleopment process . . . This process must become more collaborative, 
with faculty members sharing their teaching goals, methods, and proposed 
modifications with othera (p. 54) 

Both the teacher and the student are more susceptible to unconscious 

biases when assessing the events of the classroom than is an outsiie observer, 

and teachers may be unable to resolve the contradictions that appear to exist 

between their perceptions of classroom performance and that of the student 

Koerin (1980) reports a recent study in which. 

Teachers who were given the help of a faculty cdLaague, in addition to 
feedback on student ratings, were able to discuss the implications of the 
evaluation and the changes that might be made in the course or the 
teacher's presentation: this group showed greater improvement than the 
group that received no feedback, or only feedback firom student evaluatioa 
(p. 46) 

Cohen and McKeachie (1980) see cdlegial relationships and the support of 
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peers as the basis for innovation and experimentation in the classroom. 

Cdlege teachers often informally discuss aspects of their teaching with 
their peera These dialogues may lead to experimentation with novd ideas 
or methodologies in the classroom. The support one receives from one's 
peers plays a large part in determining which professional activities are 
emphasized, (p. 152) 

Cohen and McKeachie describe a natural process, but the process can be 

expanded and the effects compounded through cdlegial programs of faculty 

development 

Creating cdlegial development activities is the basis for the development 

of a new network of relationships within the institution that wia not only 

affect the classroom, but wia potentially affect other facets of the institutional 

environment as wdL Hunter, Ventianiglea, and Crow surveyed faculty members 

in higher education in 1980 and found that "respondents do not seem to find 

much support from their cdleaguea Mutual respect and trust, a sense of 

community, and interdisciplinary opportunities were viewed as meager. Nearly 

half the faculty viewed cdlegial relations as intellectually sterile" (p. 28). 

Hunter e t aL, bdieve that attitudes are a major fetor in the low morale of 

faculty members, but that development programs can build new relationships and 

changes in at t i tude 

The vagaries of the transitions of adult development are more palatable 

and survivade when there is support from peera Lindquist (1981) contends that 

"persons faced with transitions in their adult Uves often need cdleague support 

and assistance, commodities hard to come by in the privitist world of higher 

education" (p. 737). Faculty devdopment can provide structures that promote 

such asis tance and, in the process, promote learning experiences that are not 

available in any graduate schooL Perry (1981) speaks of "allowing for grief' in 

the process of growth. "Like aU mourning, i t is less costly when 'known' py 

another" (p. 108). 
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CoUegial discussions about teaching, however, wia only be effective when 

Unked to the on-going teaching of participanta Peer observation is critical to a 

process that is based on the revealing of one's teaching practices and 

assumptiona According to Acheson (1981), "Most teachers are aware of areas of 

difficulty within their classroom but need systematic observation data to 

identify specific problems and to find solutions to the problems they already 

recognize" (p. 1). Admittedly, even though peer observation has been used 

successfully in some institutions, i t remains anathema in most, Egerton (1978) 

laments that "doctors watch doctors doctor, lawyers watch lawyers defend and 

prosecute, but professors don't watch professors teach; i t simply isn't done—not 

in any sustained and effective way" (p. 48). McKibbin (1978) explains the 

difficulties behind getting the doors open: 

One of the reasons why cdlegial analysis of teaching has sddom happened 
is that very few teachers feel safe enough to open their doors and 
encourage observatioa "Pudic" teaching has not fc^n common because 
there have been many risks but very few rewarda If effective training is 
to happen, teachers must feel free to open their doors and bdieve they 
will be supported by their peera (p. 80) 

The indications are that, once the process begins, the risks are minimized 

and the rewards are maximized. Withall and Wood (1979) daim, "after one or 

two experiences, there is significant increase in commitment to use of peer 

observation and perceived ability to use the process to improve their own and 

other's professional performance" (p. 57). They beHeve that negative attitudes 

can be minimized by Lnvdving faculty members in non-thraataning small 

peer-group activities prior to the observation phase. A supportive environment 

can be established through these initial contacta AdditionaUy, they stress the 

importance of allowing the observees to establish the goals and limitations of 

their own observation. 

Peer observation has been used for tan years in the College of Education 

at Texas Tech University. Skoog (1980) reports that "as a team works together, 
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supportive rdationships are established and discussions concerning teaching 

become more common, lengthy and sophisticated. Ownership of common and 

unique teaching problems is acknowledged more openly" (p. 24). Skoog bdieves 

the biggest benaflt of peer observation is the increased access i t creates to 

information and assistance from colleagues, but he also recognizes the 

importance of the personal changes, such as increased job satisfaction and pride 

in teaching, that the peer observation process may produce 

The University of South CaroUna stresses the r d e of observers as 

problem-solvers rather than evaluatora Participating faculty members are 

viewed as "resource j^rsons" and are used only to observe problems identified 

and targeted as needing corrective strategies (BelU Dobson, and Gram, 1977). 

The University of Cincinnati has used three-person teams of faculty 

members to share ideas about teaching and to engage in d a ^ o o m observatioa 

Sweeney and Grasha (1979) report the results of questionnaire and interviaw 

data from 120 persons: 

Everyone indicated that the experience was \/aluable from two 
perspectivea It allowed them to gain insights into their teaching that they 
would not have ordinarily obtained, and i t created a supportive structure 
for them in making changes in their instruction. Faculty also reported that 
i t was beneficial and comforting to share their ideas, philosophies, and 
fears with cdleaguea (p. 56) 

Other programs for peer observation report sLmilar positive results (BeH, 

Dodson, SGram, 1977; Redditt & Hamilton, 1978; Skoog, 1980). 

The projected and reported benefits of cdlegial analysis of teaching are 

directly correlatad with the perceptions of faculty members about the benefits 

of teaching improvement acitivlties in generaL Gaff and Morstain (1978) 

surveyed almost five hundred faculty members who had participated in a variety 

of teaching improvement activities over a period of several yeara Faculty 

mambers reported the following five characteristics, in this order, as the 

greatest benefits of engaging in teaching improvement activities: 
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(1) Contact with interesting people from other parts of the institution; 

(2) Increased motivation or stimulation for teaching excdlence; 

(3) Support or confirmation of your previous ideas or practices; 

(4) Greater awareness of your own teaching assumptions and practices; and 

(5) Personal growth or renewal {p. 11) 

These perceived benefits of teaching Improvement activities would correspond 

very dosely to a goal statement for cdlegial analysia 

Summary 

Faculty devdopment is a highly complex process of behavior change that 

currently assumes a number of different forms in higher education. The major 

modds of development practice promote a comprehensive approach, but very 

few institutions exhibit such comprehenslvenesa Instructional development 

receives greater emphasis than personal development and the interdependence of 

the two is rardy emphasized in practice 

Devdopment programs that ignore the process of personal growth as an 

dement of professional growth are severdy limiting their potential for success 

and are relegating faculty devdopment to the nuts and bolts domain of 

instructional change The field of faculty development must move beyond such a 

limited approach in order to have any substantive, lasting effect upon higher 

education. 

Organizational, instructional and personal factors are all part of an 

educational system in which faculty members are seeking personal and 

professional fulfillment while often being awash in common perplexities about 

the r d e they have a^umed. Faculty development programs have disregarded 

many of the basic tenets of adult education in favor of mechanistic, 

behavioristic processes of change that faa to meet the personal needs of many 

instructora A more fundamental, long-lasting change wia occur as programs for 
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faculty development focus, on faculty growth as an element of instructional 

devdopment 

Programs for devdopment should promote consideration of faculty 

attitudes and values about teaching and provide development opportunities that 

faculty have chosen as personally worthwhile The development activities used 

should be centered on the current teaching activities of participants and be 

cdlegial in nature The link created by such program is a Unk between 

instructional improvement and personal growth. That link is the cornerstone of 

successful faculty development 
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RESEARCH DESIGN Â jD METHODOLOGY; 

Chapter Ht e>q?lains the research design of the study and describes the 

sdbjscts, the instrument, the variables, and the cciUection of data supporting 

that desiga 

Research Design 

A two group pretast-posttest design with random assslgnment was used in 

this study; however, the population of inference, and the population in which 

randomization of selection was used, was a vdunteer population. 

Rosenthal (1975) has ddineated the problems of the vdunteer subject and 

the characteristix:s that distinguish vduntaers from non-vduntaers; nevertheless, 

a basic tenet of faculty development and this type of development program is 

the necessity of rdylng on vduntaerism (Becker, 1979; Crow, Miton, Moomaw, 

& O'ConnelL, 1976; Gaff, 1978). Establishing a mandatory program for teaching 

analysis would be a perversion of the theories that underlie its creatioa 

Consequently, there is no need to generalize to a population that includes 

non-vduntaers for a prograxm of this type should notd be used with a 

non-voLintaer populatioa Gage (1977) even argues that a researcher's 

dependence on vdunteers contributes to external validity when researcning 

"teacher education" programs: 

Yet the fact of such dependence on vdunteers is, in another sense, an 
advantage to the external validity, or relevance to the real world, of such 
an experiment, Tnis is so because inservice teacher education programs in 
many school districts may need to be limited to teachers who ara willing 
to undertake such programs vduntarily. (p. 86) 

Kerlinger (1973) affirms that a researcher may desire or need to limit the 

population of inference and he gives the following exampLa: 

49 
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An educational investigator is studying the presumed effect of the 
relationships between board of education members and chief educational 
administrators, on the one hand, and teacher morale, on the other hand. 
Ais hypothesis is that, when relationships between boards and chief 
administrators are strained, teacher morale is lower than otherwise He is 
interested only in testing this hypothesis in Y County. He makes the study 
and obtains statistical results that support . . . that his hypothetical 
proposition is correct - in Y County. And it is possible for his interest to 
be strictly Umited to Y County, (pt 186) 

In the example the researcher has Umited the population geogmphioaUy. In this 

study tine researcher has ILmited the population based on a characteristic hdd in 

common by all members of the population - vdunteerism. According to Campbell 

and Stanley (1966) the concept of external validity asks the question of 

generalizabiHty: to what populations can this effect be generalized? The 

answer, in this study, is a vdunteer population a t a selected institutioa 

Consequently, within the vdunteer population, an experimental design and 

randomization were possible. Out of a faculty of 140, 28 faculty members 

volunteered for the Cdlegial Analysis of Teaching Program. Using a 

computer-generated list of random numbers, the group of vdunteers was 

randomly divided into two groups and the two groups were randomly designated 

as an exoerimental and contrd group. Both groups were pretested and 

posttested on the dependent variable^ 

Subjects 

The participants in the study were aU vdunteers from the faculty a t Texas 

Southmost Cdlege (TSC), which is located in Brownsville, Texas. TSC was 

established in 1926 and is now a fuUy accredited pubUc community cd lege The 

college has an enrollment of approximately 4,500 students and a full-time 

faculty of 124. A wide array of academic transfer and vocational-technioal 

programs are offered by TSC. 

Every member of the TSC faculty received a letter announcing the 

creation of a program for teaching analysis (See Appendix A). Faculty members 
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who ware interested attended an organizational meeting in whioh the details of 

the program were expilained. The faculty members'attending the meeting were 

also informed that the program wodd be the basis for dissertation research. 

Based on the meeting, and in some cases word-of-mouth commumcation, 

twenty-eight faculty members vdunteered to participate in the CAT Program. 

Fourteen of the vdunteers were women and fourteen were mea Six were from 

the vocational-technical division and twenty-two from the academio divisioa A 

variety of degrees and ages were represented. Tabl3 1 compares the 

experimental and cont rd groups on the characteristics of age, sex, cdlege 

division, and degree 

TatO^ 1 

Demographic Comparison of Experimental and Contrd Groups 

Mean Age 

Female 

Male 

Academic Division 

Vocational-Technical Division 

Bachelor's Degree 

Master's Degree 

Doctoral Degree 

Exp'l 
42 

8 

6 

12 

isinn 2 

0 

12 

2 

Control 
40 

6 

8 

10 

4 

2 

8 

4 

The CcQIeqial Analysis of Teaching Program 

The Cdlegial Analysis of Teaching Program (CAT Program) used in this 

study engaged groups of three and four facdty members in a semester-long 

analysis of their own teaching. The basis for the analysis was the collection of 
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information about each participant's instruction through student, sdf, and peer 

evaluations; the program provided a setting in which that information could be 

collected, reviewed, digested, and analyzed with the assistance of cdleaguea 

A group of fourteen vdunteers was divided into two groups of four and 

two groups of three on the basis of the compatibility of their course schedules 

It was imperative that each member of the group be free a t times when other 

members of the group were teaching in order for peer observations to occur. 

The groups met initially to discuss each participant's approach to teaching, 

to discuss the type of courses that each group member taught, and to plan for 

future meetings (See Table 2). Each participant administered a student 

evaluation of instruction in his or her classes and :xompleted a sdf-evaluation of 

instruction during this first week (See Appendix B). These evaluations were not 

part of the research of this study and were not subjected to statistical analysis; 

these forms served as a means of collecting information and the basis for 

discussion and group analysis. 

Instructors and students used the same evaluation form for evaluating 

instruction, the Descriptive Ranking Form for Teachers. The form was developed 

by R. J. Wherry a t Ohio State University and reported by Don Cosgrove in the 

Journal of Educational Psychdogy in 1959. The form is based on the 

forced-choice technique and is designed so that the results are presented in a 

descripti.ve profile that compares student and instructor responses. 

The forced-choice technique forces the students to itiake choices between 

an instructor's strengths and weaknesses Most traditional evaluation forms 

impUcitly ask the student to compare the instructor being evaluated against 

other instructors and such forms allow the student to judge a particular 

mstructor as "perfect" in every regard A high percentage of perfect ratings on 

every scale is satisfying to a teacher's ego but is not very helpful in iientifying 
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t h e t e a c h e r ' s s t r e n g t h s and wea:<nesses and t h e r e l a t i ve impor tance of those 

s t r e n g t h s and weaknesses. The forced-choice form forces s tuden t s t o 

d iscr iminate be tween reOatively s t rong and weak teach ing cha rac t e r i s t i c s of a 

pa r t i cu la r ins t ruc to r . 

Table 2 

Schedule of CoUegial Analysis of Teaching Program 

WEEK OF ACTIVITY 

JAN. 31: GENERAL SESSION - ORIENTATION 

FEB. 7: 1ST GROUP SESSION - EVALUATION ADMINISTERED 

FEB. 14: 2ND GROUP SESSION - DISCUSSED EVALUATION 

FEB. 21: PEER OB. - 3RD GROUP SESSION 

FEB. 28: PEER OB. - 4TH GROUP SESSION 

MAR. 7: PEER OB. - 5TH GROUP SESSION 

MAR. 21: PEER OB. - 6TH GROUP SESSION 

MAR. 28: PEER OB. - 7TH GROUP SESSION 

APR. 4: PEER OB. - 8TH GROUP SESSION 

APR. 11: PEER OB. - 9TH GROUP SESSION 

APR. 18: PEER OB. - lOTH GROUP SESSION 

EVALUATION ADMINISTERED 

APR. 25: I ITH GROUP SESSION - EVALUATION AND PROGRAM ASSESSED 

APR. 25: GENERAL SESSION - CONCLUSIONS AND RECOMMENDATIONS 

The Descript ive Ranking Form for Teachers conta ins t a n s e t s of 

descr ip t ive phrases . Within each s e t t h e eva lua to r must rank order the phrases 

from most appUcable t o l e a s t appUcable. The resu l t s a ra repor ted a s average 

scores in four major teaching a r e a s : Knowledge and Organizat ion of S u b l e t 

Mat te r ; Adequacy of R d a t i o n s with S tuden t s in Class; Adequacy of Plans and 
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Procedures in Cla^; and Enthusiasm in Working with Studenta These subaraa 

scores are plotted on a profile form along with the scores from the instructor 

sdf-evaluatioa Such a profile form is shown in Figure 3. 

Subareas acores 

10 15 20 25 30 35 40 
1. Knowledge and Organization 

of Subject Matter. 
2. Adequacy of Rdations with 

Students in Class. 
3. Adequacy of Plans and 

Procedures in Class. 
4. Enthusiasm in Working 

with Studenta 

Figure 3 

A Profile Resulting From the use of 
The Descriptive Ranking Form for Teachers 

(Adapted from Cosgrove, 1959, p. 203) 

'T' represents the instructor's scores in each subarea based on his or her 

evaluatioa "S" represents the average of aU student scores in each subarea. 

Higher subarea scores indicate a higher ranking of the phrases in the subarea 

and are representative of perceived strengths as compared to perceived 

weaknesses. 

The profile form was a useful descriptive and diagnostic instrument Each 

instructor could assess his or her strengths and weakneses as perceived by the 

students and also compare the difference in his or her own perceptions and that 

of the students. The results of the evaluation were used prior to peer 

observation to promote discussion about each participant's instruction and, if 

the participant desired, to identify specific areas of concern for the process of 

observation and analysis. 

An eight week period of peer observation fdlowed the evaluatioa Each 

week a different member of the group was observed by aU other members of the 
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group, although aU members of the group did not necessarily observe the same 

class. The arrangements for observations were made in advance during the 

previous group sessLoa Observations were made in regular classes as ooposed to 

micro-teaching or other special teaching circumstances. The nature of the 

instruction observed was entirdy up to the observee; labs and activity classes 

were observed as weU as lecture courses. 

Each group met weekly to discuss the previous peer observatioa The 

observee was presumed to be in charge of the group session and responsible for 

soliciting the type of information and comments he or she desired. The ultimate 

nature and length of the weekly discussion was a group determination and 

varied from group to group. At the beginning of the program and at several 

junctures during the program, participants were urged to extend the discussions 

beyond peer observatioa The researcher suggested that the groups be viewed as 

potential launching points for general discussions about teaching or discussions 

of educational issues specific to the T.S.C. campus However, the researcher did 

not participate in, or systematically monitor, the group discussions; therefore, 

the exact nature of the discussions was unknowa 

At the end of the eight weeks of peer observation, the evaluation 

instrument was administered again. Although the first and second evaluations 

were not compared statisticaUy, differences in averages and rdationships 

between scores were identified by each participant During the last group 

session these differences were used as the basis for additional comments and 

discu^ion about the impUcations of the evaluations and the questions they 

raised, if any, about each participant's instructioa This last group session was 

also used to critique the entire teaching analysis program and to make 

suggestions for improving the program. 

During the last week of the semester, aU fourteen of the participants met 
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to share their experiences with teaching analysis and to share their 

recommendations for improving the program in the future. During this week the 

participants were also asked to complete an anonymous written evaluation of 

the CAT Program (See Apendix C). 

The members of the control and experimental groups were asked not to 

confer about the teaching analysis program. The members of the contrd group 

participated in their routine faculty activities and were not involved in any 

other organized faculty devdopment programa 

Instrumentation 

The Personal Orientation Inventory (Shostrom, 1974) was chosen to assass 

tha growth of participants in the CAT Program. The Personal Orientation 

Inventory (POD is a comprehensive measure of values and behaviors that are 

associated with Madow's concept of the saU-actuaUzing person. The POI 

consists of 150 two-choice comparative value and behavior judgementa The 

entire set of items is scored twice. The first scoring is for two basic scales of 

personal orientation, time competence and inner directed support These two 

scales are the broadest, most comprehensive indicators of self-actuaUzatioa 

The time competence scala measures the degree to which an individual Uves in 

the present rather than the past or future. The inner directed scale is an 

indication of the source of direction for an individual's behaviors; the most 

significant inauences of behavior may be internal or external The second 

scoring produces "ten subscales each of whirh measures a conceptuaUy 

important element of seU-actuaUzing" (Shostrom, 1974, p. 41). Each of these 

scales overlaps the two primary scales to some degree. The twelve scales, their 

accompanying symbds, and brief descriptions are listed in Table 3. A mora 

detailed description of each scale appears below. 
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Table 3 

POI Scales, Symods, and Descriptions 
(Shostrom,. 1974, p. 5) 

TIME COMPETENCE (Tc) 

INNER DIRECTEDNESS OD 

SELF-ACTUALIZING VALUE (3AV) 

EXISTENTIALITY (fix) 

FEELING REACirvrrY (Fr) 

SPONTANEIIY (S) 

SELF REGARD (Sr) 

SELF ACCEPTANCE (Sa) 

NATURE OF MAN (Nc) 

SYNERGY (Sy) 

ACCEPTANCE OF AGGRESSION (A) 

CAPACTPY FOR INTIMATE 
CONTACT (C) 

M easures degree to 
"present" oriented. 

which one is 

Measures whether reactivity orientation 
is basically toward others or sdf. 

Measures affirmation of primary values 
of self-actual izing persona 

Measures abdUty t o situationaUy or 
e x i s t e n t i a l l y r e a c t w i t h o u t r i g i d 
adherence to principlea 

Measures sensitivity of responsiveness 
to one's own needs and fedinga 

• M e a s u r e s f r e e d o m t o r e a c t 
spontaneously or to be onesdf. 

Measures affirmation of sdf because of 
worth or strength. 

Measures affirmation or acceptance of 
s d f in spite of weaknesses or 
deficienciea 

Measures degree of the constructive 
view of the nature of man, masculinity, 
femininity. 

Measures ability to be synergistic, to 
transcend dichotomiea 

Measures abQity to accept one's natural 
a g g r e s s i v e n e s s a s o p p o s e d t o 
defensivenes, denial, and repression of 
aggressioa 

Measures abiHty to develop contactful 
intimate rdationships with other human 
beings, unencumbered by expectations 
and obUgationa 
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The POI has been subjected to a number of tests for rdiabiUty and 

vaUdity. Klavetter and Mogar (1967) and Ulardi and May (1968) have 

demonstrated the rdiabiUty of the instrument Construct vaUdity has been 

established in studies by Goldman and Olczack (1975) and Hyman (1979). In 

addition, Fodds and Warehime (1971) have demonstrated that the POI shows a 

resistance to faking a good response or giving a particular impressioa 

Data Collection 

The POI was administered to the experimental group and the contrd group 

during the third week of the semester, prior to the beginning of the CAT 

Program. After the completion of the program, during the last week of the 

semester, both groups met to complete the POI again. 

Variables 

Independent 

The independent variable was the CoUegial Analysis of Teaching Program. 

Dependent 

There were twdve dependent variables based on the twdve scales of the 

POI A description of each variable fdlows: 

Variade One - Time Competence Time competence refers to a person's 

abiUty to Uve more fuUy in the present and less in the past and future 

Shostrom (1974) says, "Such a person is able to tie the past and the future to 

the present in meaningful continuity; appears to be less burdened by guHts, 

regrets, and resentments from the past than is the non-self-actuaUzing person, 

and aspirations ara tied meaningfuUy to present working goals" (p. 13). 

N/ariable Two - Inner Directednesa Shostrom (1974) describes the inner 

directed person as one who has "incorporated a psychic "gyroscope" which is 

started by parental influences and later on is further influenced by other 
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authority figures" (p. 14). These influences shape a smaU inner core of 

principles and character traits that becomes the major source of direction for a 

person's behaviors as opposed to behavior that is highly dependent on the 

approval of "others," behavior based on external influencea 

Variable Three - Self-Actualizing Value. The Sdf-ActuaUzing Value score 

measures the degree to which a person hdds and Uves by the values a soda t ed 

with salf-actuaUzation. An array of characteristics associated with 

seU-actuaUzation ara represented in the scale. (Shostrom, 1974) 

Variable Four - ExistentiaUty. The ExistentiaUty scale measures a person's 

flexibility in applying the values of self-actuaUzatioa A higher soore represents 

a greater flexibiUty whUa lower scores represent rigidity. (Shostrom, 1974) 

Variable Five - Feelinq Reactivity. "A high score measures sensitivity to 

one's own needs and feelinga A low score shows insensltivity to one's own 

needs and f aeUngs" (Shostrom, 1974, p. 17). 

\^ariable Six - Spontaneity. "A high score measures the ability to express 

feeling in spontaneous actioa A low score Lndicates that one is fearful of 

expressing feeling behavioraUy" (Shostrom, 1974, p. 17). 

\/=>nahla Seven - Self-Regard. "A high score measures the ability to like 

one's self because of one's strength as a persoa A low score indicates low self 

worth" (Shostrom, 1974, p. 17). 

V;^riable Eight - Sdf-Acceptance. "A high score measures acceptance of 

one's self in spite of one's weaknesses or deficienciea A low score Indicates 

inabiUty to accept one's weaknesses" (Shostrom, 1974, p. 18). 

Variable Nine - Nature of Maa The Nature of Man scale measures one's 

a b i l i t y t o " r e s o l v e t h e g o o d n e s s - e v i l , m a s c u l i n e - f aminine, 

selfishness-unselfishness and splrituaUty-sensuaUty dichotomias in the nature of 

man" (Shostrom, 1974, p. 18). A high score indicates an abdUty to relate the 
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opposltes of these dichotomies and to see man as essentiaUy good, A low score 

indicates a view of man as essentiaUy bad. 

Vcudable Ten - Synergy. The synergy scale measures an individual's adUty 

to r d a t a the opposltes of life rather than perceiving them as antagonistic. 

"When one is synergistic one sees that work and play are not different, that 

lust and love, selfishness and unselfishness, and other dichotomies are not reaUy 

opposltes a t aU" (Shostrom, 1974, p. 18). The synergy scale is more global than 

the Nature of Man scale and measures a person's ability to relate aU aspects of 

Ufe meaningfuUy, not just one's view of man. 

V? r̂i;̂ hî  Eleven - Acceptance of Aggressioa "A high score measures the 

ability to accept anger or aggression within or^'s sdf as naturaL A low score 

means that one denies having such feeUngs" (Shostrom, 1974, p. 18). 

Variable Iwd-ve - Cat:^city for Intimate Contact "A high soore measures 

the person's adUty to develop meaningful contactful, relationships with other 

human beinga A low score means one has difficulty widn warm inter-personal 

relationships" (Shostrom, 1974, p. 18). 

Statistical Treatment of Data 

The t - test was used to test for significant differences between scorea The 

t-test is designed to determine the significance of difference between two 

meana Based on adjustments for sample size and variability, the procedure 

determines whether the observed difference is greater than chance would allow. 

Since tha study was only concerned with significant positive changes in mean 

scores, a one-tailed test was u^d. Significance was tested a t the .05 levd of 

probabiUty. 

After the pretest^ the scores of the experimental and contrd groups ware 

sub^ctad to a t- test to determine whether a significant difference existed 

between tha scores of the two groups on the POI prior to the CAT Program. 
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After the posttest, the experimental group's pretest and posttest scores were 

subjected to a t - tes t for significant difference The contrd group's scores ware 

also compared using a t - t es t 



CHAPTER IV 

PRESENTATION, ANALYSIS, AND 
DISCUSSION OF THE DATA 

Chapter IV presents a comparison of the pretest scores of the experimental 

and control groups to established norms; pretest and posttest scores are also 

compared using t-tests which are analyzed and discussed. 

Presentation and Analysis of the Data 

Group Pretest Scores and Norms 

Shostrom (1974) provides a set of means and standard deviations for a 

self-actuali zing population and a normal adult populatioa The salf-actuaUzing 

group mambers were selected by practicing, certified clinical psychdogists as 

"relativdy sdf-actuaUzing" and their scores on every scale were found to be 

significantly higher than the normal adult population used to establish the norm. 

Comparing the pretest means and standard deviations for the experimental and 

contrd group to these scores reveals the degree to which the two groups 

approached self-actuaUzation prior to the CAT Program. A comparison of these 

scores appears in Table 4: POI Scale Means and Standard Deviations for 

Salf-ActuaUzing, Normal Adult, Experimental and Contrd Groups. 

The scores of the experimental group exceed the scores of the 

salf-actuaUzing (S.A.) group on three scales: Sdf ActuaUzing Value; Self 

Regard; and Synergy. Eight of the remaining nine experimental group scales 

(axd.uding spontaneity) ara closer to tha scores of a normal adult population 

than to the scores of the S.A. group. The control group scores exceed the 

scores of the S.A. group on two scales, Self ActuaUzing Value and Spontaneity. 

Nine of the ten remaining control group scalas (exduding FaeUng Reactivity) 

are doser bo the scores of the normal adult population than to tha scores of 

62 



the S.A. group. 

Table 4 

POI Scale Means and Standard Deviations for 
Self-ActuaUzing, Normal Adult, and Pretes t Scores 

63 

S d f - A c t 
Normal 
Adult 

POI Scales 
Time Competence (Tc) 

Inner Directed (D 

Self ActuaUzing Value (SAV) 

ExistentiaUty (Ex) 

Feeling Reactivity (Fr) 

Spontaneity (S) 

Self Regard (Sr) 

Self Acceptance (3a) 

Nature of Man (Nc) 

Exp l Con t rd 
S.D. S.D. S.D. S.D. 

18.9 02.5 17.7 02.8 15.6 04.8 15.9 03.0 

92.9 11.5 87.2 13.6 86.2 13.7 89.7 15.0 

20.7 03.6 20.2 03.0 22.2 02.6 21.3 03.8 

24.8 03.5 21.8 05.1 19.0 05.3 22.2 04.8 

16.3 02.8 15.7 03.3 15.7 03.1 16.1 03.0 

12.7 02.9 11.6 03.0 12.4 03.0 13.5 02.6 

12.9 01.9 12.0 02.7 13.0 03.1 12.3 02.9 

18.9 03.5 17.1 04.0 15.6 03.8 17.0 04.4 

12.4 02.2 12.4 01.9 12.1 01.5 12.2 03.0 

Synergy (Sy) 07.6 0L2 07.3 01.2 07.8 00.8 07.2 0L5 

Acceptance of Aggression (A) 17.6 03.1 16.6 03.7 15.8 03.3 16.4 03.6 

Capacity for Intimate Contact (C) 20.2 03.4 18.8 04.6 18.4 03.7 18.6 04.1 

(Adapted from Shostrom, 1974, p. 24) 

Since the scores for the experimental and c o n t r d group on the two major 

scalas. Time Competence and Inner Directed, do not reach the levels of the 

seU-actuaUzing group and since the bulk of the scores for both groups most 

dosely approximate the scores of the normal adult population, both groups used 

in the study appear more representative of a normal adult population than of a 

seU-actuaUzing group. 

The most notable departure from the scores of a normal adult population 
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are the high scores in both the experimental and contrd groups on the scale of 

Self ActuaUzing Value The Sdf ActuaUzing Value scale is the ody scale on 

whioh the scores of the experimental and contrd group exceeded the scores of 

the sdf-actuaUzing group. High scores on this scale are indicative of a valuing 

of the characteristics of a sdf-actualized persoa 

Experimental and Control Group Pretest Sores 

To ascertain the comparabdlity of the experimental and contrd groups 

prior to the CAT Program, the pretest POI scores were compared for significant 

difference between meana When determining differences between groups, and 

when there are only two groups, the t-test is the most appropriate statistical 

technique Differences were considered significant a t the .05 l evd using a 

one-tailed t e s t The results appear in Table 5: Pretest Means, Standard 

Deviations, and t-values for POI Scores of Experimental and Contrd Groupa 

None of the twelve t- tests ascertained a significant difference between 

the mean POI scores of the experimental and contrd groupa The scores and the 

related t-tests indicate that the experimental and contrd groups were 

comparable groups on the dependent variable prior to the CAT Program. 

Experimental Group Pretest and Posttest Scores 

The experimental group pretest and posttest scores on the POI were 

com oared for significant difference between means using the t-test for 

significant difference The results appear in Table 6: Pretest^ Posttest Means, 

Standard Deviationa and t-values for POI Scores of Experimental Group. 

None of the twdve t-tests attained a significant difference between the 

pretest and posttest mean POI scores of the experimental group. Six of the 

posttest means (induding the means of the two major scales, time competence 

and inner directed) showed an increase from the pretest^ but none of the 

mcreases were statisticaUy significant There is, therefore, no evidence that 
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Table 5 

Pretest Means, Standard Deviations, and 
t-valnes for POI Scores of Experimental and Contrd Groups 

Expl Contrd 
POI Scales x S.D. 

Time Competence (Tc) 15.6 04.8 

Inner Directed CD 86.2 13.7 

Self Actualizing Value (SAV) 22.2 02.6 

ExistentiaUty (Ex) 19.0 05.3 

Feeling Reactivity (Fr) 15.7 03.1 

Spontaneity (S) 12.4 03.0 

Sdf-Regard (SR) 13.0 03.1 

Self-Acceptance (3a) 15.6 03.8 

Nature of Man (Nc) 12.1 0L5 

Synergy (Sy) 07.8 00.8 

Acceptance of Aggression (A) 15.8 03.3 

Capacity for Intimate Contact (C) 18.4 03.7 

* Signiiiicant ditterence a t . 05 l evd = t-value of L 70 

X S.D. 
15.9 03.0 

89.7 15.0 

2L3 03.8 

22.2 04.8 

16.1 03.0 

13.5 02.6 

12.3 02.9 

17.0 04.4 

12.2 03.0 

07.2 0L5 

16.4 03.6 

18.6 04.9 

t-value * 
-0.05 

-0.10 

0.09 

-0.37 

-0.17 

-0.21 

0.13 

-0.20 

-0.01 

0.17 

-0.08 

-0.02 



66 

Table 6 

Pretest , Post tes t Means, Standard Deviations, 
and t-values for POI Scores of Experimental Group 

Pre tes t Post test 
POI Scales x S.D. x S.D. t-value * 

Time Competence (Tc) 15.6 84.8 17.2 03.6 -1.22 

Lnner Directed (D 86.2 13.7 87.3 18.5 -0.57 

Sdf ActuaUzing Value (SAV) 22.2 02.6 21.3 04.0 1.29 

ExistentiaUty (Ex) 19.0 05.3 19.8 04.8 -0.98 
Feding Reactivity (Fr) 15.7 03.1 15.1 03.4 -0.16 

Spontaneity (3) 12.4 03.0 12.1 03.3 0.46 

Sdf-Regard iSR) 13.0 03.1 13.0 03.4 0.13 

Sdf-Acceptance (3a) 15.6 03.8 16.0 04.3 -0.47 

Nature of Man (Nc) 12.1 01.5 12.5 OL7 -1.57 

Synergy (Sy) 07.8 00.8 07.4 0L2 1.47 

Acceptance of Aggression (A) 15.8 03.3 15.1 04.6 1.21 

Capacity for Intimate Contact (C) 18.4 03.7 18.0 04.9 0.44 

* Signiticant di t terence a t . 05 l e v d = t-value of 1.77 
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the CAT Program had any significant effect on the sdf-actuaUzation of the 

participants in the program. 

Control Group Pretest and Posttest Scores 

The con t rd group pretest and posttest scores on the POI were compared 

for significant difference between means using the t-test for significant 

difference The results appear in Table 7: Pretest, Posttest Means, Standard 

Deviations, and Rdated t-tests for POI Scores of Contrd Group. 

Table 7 

Pretest, Posttest Means, Standard 
Deviations, and t-values for POI Scores of Contrd Group 

POT Scales 
Time Competence (Tc) 

Inner Directed (D 

Self ActuaUzing Value 

Existentiality (Ex) 

Feeling Reactivity (Fr) 

Spontaneity (3) 

Self-Regard (SR) 

Sdf-Acceptance (Sa) 

Nature of Man (Nc) 

Synergy (Sy) 

(SAV) 

Acceptance of Aggression (A) 

Capacity for Intimate Contact (C) 

Pre tes t 
X S.D. 

15.9 03.0 

89.7 15.0 

21.3 03.8 

22.2 04.8 

16.1 03.0 

13.5 02.6 

12.3 02.9 

17.0 04.4 

12.2 03.0 

07.2 0L5 

16.4 03.6 

18.6 04.1 

Posttest 
X S.D. 

16.2 03.3 

9L5 14.1 

2L0 02.8 

23.2 04.8 

16.7 03.3 

13.2 02.9 

12.4 02.5 

17.1 04.6 

12.8 02.0 

07.2 0L2 

17.0 04.2 

19.0 04.3 

t-value * 
-0.68 

-0.89 

0.38 

-1.68 

-0.88 

0.77 

-0.15 

-0.43 

-L18 

0.00 

-0.78 

-0.74 

None of the twelve t-tests ascertained a significant difference between 

the pretest and posttest mean POI scores of the contrd group. Eight of the 
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posttest means showed an increase over the pretest means, but none represented 

a StatisticaUy significant difference. 

Discussion 

AU twelve of the nuU hypotheses Ln this study predicted no significant 

difference between experimental group pretest and posttest means on the POI 

scales sifter participation in the CAT Program. Each of the hypotheses was 

based on one of the twelve scalas of the POI and represented one of the 

component characteristics of a self-actuaUzing personaUty. Positive changes on 

these scales were accepted as an operational definition of growth. None of the 

t-values presented in Table 6 are sufficient to support significance a t the .05 

level; therefore, none of the twelve nuU hypotheses can be rajected. 

Acceptance of the twelve nuU hypotheses is an indication that there was 

no personal growth (as measured by the POD in the participants in the CAT 

Program. The lack of significant difference in pretest and posttest scores 

suggests two possible occurrences: (l)No significant changes in values or 

behaviors accrued from participation in the CAT Program; or, (2)Significant 

changes occurred that were not apparent in the POI scorea 

If there were no significant changes in values or behaviors, the design of 

the CAT Program should be considered as a major contributor to that result. 

The CAT Program was a composite of activities that the Uterature on 

development suggested were conducive to teaching improvement As a 

collective, these activTities comprise a program that also has the theoretical 

characteristics that ara conducive to creating an atmosphere in which 

individuals can experience personal growth; spedficaUy, the program was 'nighly 

autonomous, ccUegial, diagnostic, and discussLon-based. However, as a result of 

these characteristics, the CAT Program dealt with personal growth very 

indirectly; opportunities ware created in which participants could deal with 
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their values and attitudes connected with teaching, but there was never any 

requirement for individuals or groups to discuss more than their observations 

about a participant's teaching. 

The experimental and the cont rd group revealed particularly high mean 

scores on the scale of Self ActuaUzing Value (SAV). Such high scores on this 

scale suggest tliat the individuals in these groups were Ukdy to experience the 

type of changes represented by the POI, given the right circumstances, for they 

value the type of bdnaviors associated with self-actualIzatioa However, high 

scores on the SAV scale do not suggest that individuals wiU pursue or create 

opportunities in which to develop the characteristics of sdf-actuaUzatioa The 

CAT Program provided opportunities for an individual and groups of individuals 

to explore their own values and bdnaviors more fuUy, but the lack of significant 

changes on the POI suggest that the program did not provide the Impetus for 

such an exploratioa 

The emphasis on instructional improvement was partially a pragmatic 

consideratioa Negative attitudes about faculty development are always a factor 

when programs are introduced. Trepidation is heightened by programs that 

appear to be aimed a t changing faculty behavior. To minimize the creation of 

negative attitudes and maximize the number of participants, the instructional 

change component of the program was emphasized and the participants were 

given a high degree of autonomy in determining the nature of their group 

meetinga 

In addition, the emphasis on instructional improvement was a theoretical 

consideratioa Investigating programs firmly based in instructional improvement 

is a logical starting point on the route to understanding the relationship 

between instructional development and personal development If evidence of 

oersonal growth had oeen revealed, that would have been evidence that personal 
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growth can occur even when the emphasis of the program is on instructional 

improvement. Since no evidence of personal growth was found, the program 

should be modified to indude a greater emphasis on personal growth. Further 

research may eventuaUy reveal the balance between instructional and personal 

development that produces changes in both araaa If statisticaUy significant 

changes had resulted from the program, such changes could ody be generaUzed 

to tlnis program and populatioa Conversely, an absence of significant changes 

only reflects on this program and does not dismiss the possibility of personal 

growth resulting from other programs for teaching analysia 

Time should also be noted as a potential factor to account for the absence 

of significant differences in POI scorea Admittedly, other studies of 

development programs where the POI has been u^id as an indicator of personal 

growth have shown significant change in relatively short periods of time. 

Goldman (1979) found a significant difference in POI scores after a six-day 

workshop. However, the workshop contained a number of components designed 

spedficaUy for personal devdopment and the participants attended the 

workshop fuU-time for six daya Smith (1975) used the POI with groups of 

student teachers engaged in an eight-week analysis of their teaching using a 

smaU group method. Smith reported a significant change on one scale of the 

POI, self-acceptance. More importantly. Smith retestad after eight months and 

found significant differences in POI scores on four scales, suggesting that some 

changes may be latent for a period of time after participation in a devdopment 

program. Although changes in the g^rtidpants in the CAT Program were not 

ravealad by tha POI, significant changes might be ravaaled in a longitudinal 

study, particularly if the discussion groups were maintained and the process of 

analysis countiued over a longer period of time. 

Tha second possibility, that changes occurred that war a not ravaalad in 
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the POI scorea is suggested by the program evaluations compQeted by the 

participanta Although the scores on the POI failed to reveal any significant 

difference in values and behavior judgments, a t least nine of the fourteen 

participants perceived changes in themsdvea Question number three of the 

anonymous program evaluation asked the participants, "Did the program c a u ^ 

you to change in any way (eg., goals, attitules, new sldUs, new knowledge, 

relationships with colleagues)?" Eleven of the fourteen participants returned the 

evaluation, and nine of the eleven indicated that the program had produced 

changes apart from changes in teaching behavior. The most common change 

noted concerned changes in relation^nips with or perceptions of colleagues CTt 

has made my rdationships with my colleagues more open," and "Made me more 

awara of my humanity and my colleague's humanity," for example). Others noted 

new enthusiasm, motivation, and/or interest in their jobs CT felt that the 

interaction that took pilace in the group "energized" me and increased my 

interest and enthusiasm about teaching as I proceeded through the semester," 

for axampla). Soma reported changes in themsdves ("The program changed my 

attitude toward mysdf . . . J f e d less uptight," for example). Participant 

responses are not vaUd evidence that change did occur; nevertheless, such 

responses should be taken into consideration in future research for they may 

represent dues to ^)ecific types of change that are not assessed by the POL 

The discrepancy between the participants' perceptions of their personal 

changes and the failure of the POI to reveal significant changes may be a 

discrepancy between the types of changes that dii occur and the types of 

changes measured by the POL The POI is a comprehensive measure of a person's 

view of the world and is based on the psychdogical variables associated with 

one particular theory of human behavior, self-actuaUzatioa Many attitudes, 

'/allies, and behavior judgments ara not rapresantad in this particular instrument 
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Specific attitudes about one's job and attitudes about other members of a group 

(or even one's colleagues Ln general), for instance, ara not part of the POI 

repertoire. The type of attitudes and values that are changing may be mora 

specific than the POI is able to reveal 

The absence of any significant changes Ln POI scores bar the researcher 

from verifying any specific relationship between the CAT Program and changes 

related to personal development Nevertheless, the research does suggest a 

number of routes for future investigatioa The appropriate balance between 

instructional and personal development activities can eventuaUy be verified, but 

the program design, the psychometric instruments u ^ d for research, and the 

length of the studies undertaken wiU require further consideratioa Specific 

conclusions and recommendations in thesa areas appear in the following chapter. 



CHAPTER V 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Summary 

New ideas and programs in any field of endeavor require time to reach 

maturity. Faculty development in higher education has passed its period of 

entrance and has had time to explore the myriad options that are part of a new 

beginning. The field and its practitioners now face the challenges of maturity; 

one of those challenges is to integrate the theory of faculty development with 

the knowledge gained from the past decade of devdopment practicea 

If faculty devdopment does not begin to achieve the type of personal and 

institutional changes that the theory has always promised, the field wiU languish 

and die in the manner of many educational fada There is enough substance to 

the concepts of faculty devdopment to avoid a faddish demise, but that 

substance must be identified, verified, and translated into practice. 

The substance of faculty devdopment lies in the creation of an 

environment in which faculty members are allowed to discover the meaning of 

their own teaching and the significance of their rdation^nip to the practice of 

teaching. Tha effects of differences loetween particular styles and methods of 

teaching ara rather insignificant when compared to the effects of differences in 

attitudes and values connected to teaching; a faculty member's teaching is 

affected just as much by his or her feeUngs about teaching as by his or her 

knowledge about teaching. 

Faculty development can and should indude a component of personal 

development which deals with the personal connections that faculty mambers 

have with their professioa The theory of faculty development clearly 

emphasizes the dependent, interconnected relationship between personal devd-
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opment and instructional development However, most faculty development 

practices have been restricted to the goals and practices asociated with 

instructional development alone 

The practitioners of faculty development have traditionaUy ignored the 

major theories of adult learning and developmental growth when designing 

devdopment activltiea The typical goals of most development activities 

constitute relatively simplistic classroom behavior changea Individual faculty 

needs and the growth of self that constitutes personal development have 

generaUy been ignored. 

The long-range success of faculty devdopment depends upon the 

establishment of connections between instructional and personal devdopment in 

practice Instructional and personal devdopment can occur simultaneously as 

related parts of one unified program or approach. Designing and refining 

programs that combine these two devdopment components is an imperative for 

the next decade of faculty development Verifying the outcomes, the benefits, 

and the practicaUty of such programs is fundamental to their acceptance and 

Lmpie mentation in higher educatioa 

This study dealt with the implementation of a program for instructional 

development that also provided opportunities for personal growth. The program 

emphasized individual and group analysis of teaching practices, the 

establishment of new relationships with cdleagues, and the development of 

discusion groups in which a person's thoughts about teaching could be aired. 

The Cdlegial Analysis of Teaching Program (CAT Program) established 

groups of three and four faculty members engaged in weekly analysis of thei: 

own teaching. Student evaluation, self evaluation, and peer evaluation were aU 

used to collect informatioa The core of the analysis was a series of peer 
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observations fdliowed by weekly group discussions of the observatioa 

The research was concerned with changes in values and attitudes that 

resulted from the program. The study questioned whether the program of 

teaching analysis would produce personal growth in participanta A standardized 

psychometric instrument. The Personal Orientation Inventory (POD, was used to 

establish levels of self-actuaUzation, and growth was operationaUy defined as 

positive changes in those levels of self-actuali zatioa Experimental and contrd. 

groups were randomly selected from a group of vdunteers and the POI was 

administered as a pretest and posttest to the program of teaching analysia 

The comparison of pretest and posttest means using a t - test failed to 

ascertain a significant difference on any of the twdve POI scalea The study, 

therefore, failed to establish any evidence of personal growth resulting from 

participation in the program of teaching analysia 

Condusions 

Ihe results of this particular study could be interpreted too broadly and 

seized as an indication that programs for instructional improvement wiU not 

promote personal growth as wdl; however, there were identifiable programmatic 

and methodological characteristics of the study that contributed to the lack of 

significant differences in POI scorea These characteristics should be taken into 

consideration when future investigations of the relation^nip between 

instructional and personal development are designed. There are many avenues to 

explore before an adequate understanding of that relationship can be developed. 

The Program for Teaching Analysis 

The CAT Program failed to result in any evidence of personal growth 

because the program was never focused on the idea of personal growth or the 

type of activities that require participants to consider their own attitudes and 
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vaUi^ The absence of such a focus was a product of the high degree of faculty 

autonomy designed into the CAT Program. Each participant determined the 

depth of the analysis of his or her own teaching and each group determined 

whether the group went beyond a discussion of peer observation. Faculty 

autonomy is crucial to faculty acceptance of a program of this nature and 

should not be diminated; nevertheless, the nature and degree of that autonomy 

can change without entirdy eliminating the benefits that accrue from its 

existence 

There are several modifications that would give the program a focus on 

personal growth and maintain a high degree of faculty autonomy. First, the 

director of the program, a faculty member or a practitioner in faculty 

development, could assume a leadership r d e in the discussion groupa As the 

director of the program, this individual should have a dea r understanding of the 

theories of personal growth that undergird the program and the types of group 

activities that are expected to prompt a consideration of personal values and 

attitudea As the group leader of every discussion group, the director of the 

program could organize and direct the discussions with the goal of moving 

beyond practical observations about teaching to the motivations, beUefs, valuea 

and attitudes- that underlie those observationa Faculty members could continue 

to have responsibility for the specific nature and depth of the analysis of their 

own teaching. 

The position of director-as-group^leader would be a difficult one for some 

institutions to fill, however. Assuming the r d e of director under these 

conditions would require some background in psychological devdopment and the 

requisite skills in working with smaU groupa Working with several groups would 

be very time consuming and a great burden on a faculty member unless the 
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director was released from some classroom dutiea 

Dividing the work between several group leaders provides a second 

alternative The director of the program could solicit vdunteers to serve as 

group leadera Preferably, the vdunteers would have participated in the 

program in a previous semester. The director and the group leaders codd meet 

periodicaUy to discuss the goals of the program, strategies to use in promoting 

group discu^ion, and particular topios that might be broached in weekly 

meetinga The director can, to some extent, serve as a trainer for these 

discusion leaders; nevertheless, the problem of finding faculty members with 

the necessary a^dUs and expertise stOl exists with this approach. 

A third alternative (one that is not mutuaUy exclusive with the previous 

two) is to formaUze personal development as a goal of the program in tandem 

with instructional development The benefits of personal development activities 

and the specific activities to be used in the program could be discussed with 

the participants as a part of the program introductioa A workshop on 

interpersonal skills and/or group dynamics, for instance, could precede the 

initial meeting of the discussion groupa Discussion topics aimed a t discussion of 

personal motivations, beUefs, valuea and attitudes could become a regular part 

of each weekly meeting. In A Handbook for Faculty Development, Bergquist and 

Phillips (1975b) provide a list of questions designed to promote discussion about 

teaching. " W hat is the one criticism that you are most fearful of receiving from 

a student?"; "What is the best thing that codd happen to you in a dass?"; and 

How do you f e d about having some of your cdleagues visit your classes?" are 

examples of questions that wiU take participants beyond the theoretical merits 

of one teaching technique over another (p. 206). Consideration of such questions 

could be introduced as a goal a t the beginning of the program and a discussion 
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question could be designated each week. The quaUty and nature of the 

discussion would certainly vary, but the UkaUhood that such issues wiU a t least 

be considered wiU have increased many fdd simply because the pursuit of 

personal growth wiU have been formaUzed as a goal of the program. 

The Methodology 

A program for teaching analysis has the potential to produce a variety of 

changes in individuala AU t h e ^ changes have been categorized as instructional 

or personal^ and this study was ody concerned with changes in the category of 

personal development. Rather than attempt to ascertain aU the changes of a 

personal nature that resulted from the CAT Program, the research operationaUy 

defined personal growth as positive changes on one psychometric instrument, the 

Personal Orientation Inventory. The POI is a useful instrument for detecting 

changes Ln values and behavior judgments that are components of Maslow's 

tlneory of self-actuaUzation. However, the POI, like any other psychometric 

instrument, is restricted to a select group of psychological variablea The t^^pes 

of values and behavior judgments represented by tha POI did not appear to 

change significantly as a result of the CAT Program; nevertheless, the 

participants did perceive certain types of changes taking place in themsdvea 

If the participants accurately perceived changes in themsdves, the study 

was too rastrictad in scope to accommodate the variety or specific types of 

personal changes that resulted from the program of teaching analysia 

Consequently, future investigations of teaching analysis should consider a 

greater variety of techniqas to gather information, particularly the use of 

instruments that are designed to gauge the specific types of attitudes that 

participants identify as undergoing change. For instance, some of the 

participants indicated changes in attitudes about teaching and/or changes in 
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attitudes about their "job," in a general sense. An instrument that gauges 

attitudes toward teaching or job satisfaction could reveal the specific nature of 

these changes and whether they are significant. 

Moreover, quaUtative research methodologies that are designed to develop 

a framework for understanding the types of changes that are taking place 

rather than identifying specific causal connections may be a necessary prelude 

to further experimental studiea Wergin (1977) points out that most classical 

designs are not capable of portraying the "whole cloth" of a program and that 

for some research goals, "faculty development programs ara (or should be) too 

fluid, too devdopmental, too responsive for such a narrow perspective" (p. 75). 

Michael McKlbbLn and Bruce Joyce (1980) refer to their initial studies of the 

relationship between "psychological states" and staff development as 

"framework-generating rather than conclusive" (p. 254). In other worda the 

dearth of research on the personal changes that occur in participants in faculty 

development programs could make each experimental investigation resemble a 

shot in the dark untU a more complete theory of personal development is 

iUuminatad. Case studies, descriptive approaches, and evaluative approaches 

may be more productiva tl:^n an experimental design that presupposes a 

rdationship between variable "a" and variable "b." 

The South Bay School studies of McKibbin and Joyce (1980) are a good 

example of such research in the pudic schoda McKibbin and Joyce observed a 

particular school over a four-year period in which a large number of staff 

development activities were generated. According to McKibbin and Joyce: 

During the entire period, virtuaUy every (staff development) activity in 
which the teachers engaged was recorded and teachers were interviawed 
periodicaUy to determine their needs and how they were profiting from the 
activltiea A cUnical psychologist analyzed their behavior from Madow's 
stance and the professional staff was able to confirm that psychologist's 
diagnosis of their psychdogical statea (p. 248) 
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McKibbin and Joyce chose to classify their subjects as representative of 

one of five levels of self-actuaUzation based on interviews and observations 

rather than attempting to quantify levels of growth by using a psychometric 

instrument The researchers were able to make observations about the 

differences in the reactions of individuals in each group to the process of 

faculty development, but quantifiable evidence of growth or other changes was 

foregone in favor of a massive quantity of related information about individuals 

reacting to a particular environment 

The South Bay Schod. study combined the case study, descriptive, and 

evaluative approachea As a case study, the research developed a detailed 

picture of one educational environment in which staff devdopment was taking 

place Importantly, that picture was longitudinal as wdl as in-depth, affording 

an opportunity to collect similar data over a long period of time As descriptive 

research, the study systematically compiled a body of detailed factual 

information, detailed to the point of investigating the teachers' thinking 

pattama As evaluative research some of the information gathered was used to 

evaluate the comparative effectiveness of various faculty devdopment activities 

in bringing about a desired behavior. Clark (1978), wno worked with McKibbin 

and Joyce, bdieves aU this information wUl produce, "concepts usefd for 

thinking about, organizing, and making sense of the world of the classroom. In a 

sense, this work might be called 'conceptual research' rather than 

decision-oriented or condusion-orlentad research" (p. 57). 

The data produced by aU of these approaches is helpful in Identifying 

connections between the many parts of a complex s^^tem of change Those 

connecting points compose the framework of a conceptual understanding of the 

relationship between instructional and personal development and the effects of 
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devdopment on learning. Admittedly, the extensive nature of the South Bay 

School study wiU be beyond the resources of many researchers and institutiona 

Nevertheless, the same approaches can and shodd be used in a Umited fashion 

with particular programs Uke teaching analysia 

Using quaUtative approaches to research faculty development is not an 

abandonment of quantitative techniquea In some research settings the two 

approaches may be compatible within the same investigatioa In addition, 

regardless of the route of the most proximate investigations of instructional and 

personal development, research in this area should eventuaUy enter what 

Rosenshine and Furst (1973) refer to as the "descriptive-correlational-experi-

mental loop" (p. 122). This paradigm suggests a continuous looping connection 

between research that identifies and describes new teaching (or program) 

variadea research that correlates these variables with measures of growth, and 

research in which significant variables are manipulated under experimental 

conditiona 

Such a view of the research process highUghts the tentative and 

preUminary nature of the current research in the area of instructional and 

personal growth; nevertheless, such a view also distinguishes a frontier from an 

impasse The ethereal notion of growth as a product of faculty development is 

inherently difficult to identify and quantify, but that difficulty is not an 

acceptable reason for ignoring the important connections between instructional 

and personal devdopment The observation and description of faculty 

experiences with development programs are initial steps in a looping trail of 

investigations that wiU require many methods and many misstarts in order to 

construct an understanding of the process of faculty growth. Choosing not to 

take those steps would be choosing to underestimate the capacity of faculty 
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devdopment and the capacity of research to determine the nature of the 

devdopment procesa 

R ecom m endations 

I t is recom mended that: 

1. Programs for teaching analysis sacrifice some faculty autonomy over 

the program in favor of some planned activities to promote personal 

growth. 

2. Case studies, descriptive research, evaluative research, and other 

quaUtative research methodologies be used to devdop an information 

base on which further hypotheses can be constructed. 

3. Instruments that guage changes in specific types of attitudes and values 

be used in addition to instruments based on global theories of 

personaUty. 

4. When pragmatic and methoddogical considerations allow, studies of 

personal growth be longitudinaL 

5. Other types of faculty development programs be investigated for 

evidence of personal development 

6. Similar studies be done in colleges and universitiea Colleges and 

universities represent an educational environment that is different from 

community cdlegea Programs that affectlvdy integrate the benefits of 

instructional and personal devdopment in a community college setting 

may not be effective in a four-year institutioa The converse is true as 

well; therefore, both settings should be investigated and compared 

7. Comparative studies of the attitudes of non-vdunteers and vdunteers 

for teaching analysis be conducted. From an institutional perspective, 

the theory of faculty development promises that the benefits of 
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integrating instructional and personal devdopment wiU permeate the 

institutioa This diffusion of personal growth depends upon an 

understcunding of the attitudinal gap that separates non-vdunteers and 

volunteers when specific programs for development are made available. 
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Novrmbcr "j, l^HI 

Dear Colleague: 

Serving on the selection committee for tl)e Piper nominee is rp.i Ifi rming mv 
perception that we offer excellence in instruction at TSC, I tliink we 
shouid be proud of the effort we make as a faculty. Not only tiave we 
attained a high level of quality in our teaching, there is evidence of 
growtli as well. Many faculty members regularly pursue independent projects 
to improve their teaching and extend their capabilities. As a group we 
have developed programs that broaden our horizons, including the symposia, 
the honors program, and Professional Women Speak. 

As an extension of these successes, however, thero is mucli to be gained 
by looking more closely at our teaching. I am planning to institute a 
program for teaching "analysis" in the spring of 1982. leaching analysis 
refers to a process through which teachers can examine tlieir own teaching 
assumptions, their teaching practices, and their expectations about 
teaching. Theoretically, we can achieve a better understanding of our 
teaching, and hopefully, even more enjoyment from teaching by participating 
in such an analysis. 

There are no specific Improvement goals for the progrnm except the ones 
you establish yourself. There are no outside experts, advisors, or 
boring speakers. There are no workshops. There are no revolutionary 
methods that promise to make you a model of teaching expertise and make 
your students scholars. The program is entirely voluntary and requires 
a minimal commitment of time. Plainly speaking, do not be threatened 
by this program or prejudge it. 

1 tliink it offers us an opportunity to experience greater satisfaction 
from our teaching and a broader understanding of our roles as teaciiers. 
In addition, I think it gives us a chance to substantiate our claim 
that Texas Southmost College is an institution that cares about good 
teaching and offers excellence in teaching. Importantly, it is a 
program that v^ create and direct. 

I have been purposely vague because I do not feel the details of tlie 
program can easily be expressed in a letter. 1 would like to invite 
you to meet with me to hear the details on Thursday, November 11 at 
12:20 in the Longoria Conference Room in the Library. This meeting 
will give you a chance to decide whetlier the program is of interest 
to you. It does not matter what you teach. The program is applicable 
to anv kind of teaching and, in fact, will benefit greatly from 
participation by individuals from many disciplines and with a divergence 
of skills. 

I hope to see you there. 

Sincerelv, 

,.\c(W((( '\IL-/U(WI-

Russell C. Richardson 
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INSTRUCTOR EVALUATION 

This form consists of 10 sets of phrases which are descriptive 
of instructor performance. Each set is composed of four phrases. 

Please consider the instructor you have for this course. In 
each set of phrases, rank the phrases from 1 to 4 as they apply 
to your instructor. Give a rank of 1 to the phrase which most 
applies, and 4 to the phrase which least applies, using ranks 2 
and 3 for the intermediate ranks. Every phrase must be,ranked. 
There can be no equal ranks. 

Set A 

Always on time for class. 
Pleasant in class. 
_Very sincere when talking, 
with students. 
Well-read. 

Set F 

Good sense of humor. 
Spaces assignments evenly 
Students never afraid to 
ask questions in class 
Well organized course. 

Set B Set G 

Set C 

Set D 

Contaeious enthusiasm for 
subject. 
Does not fill up time with 
trivial material. 
Gives everyone an equal 
chance• 
_Makes clear what is 
expected of students. 

Classes always orderly. 
"Enjoys teaching class. 
Friendliness does not seem 
"forced. 
Logical in thinking. 

Set H 

Set E 

Set I 

Encourages creativeness. 
"Keeps course material up 
'to the minute. 
Never deliberately forces 
"own decision on class. 
Procedures well thought out 

Authority on own subject. 
"Friendly attitude toward 
"students . 
_Marks tests very fairly. 
Never criticizes in a 
"destructive way. 

Set J 

Accepts students' view
points with open mind. 
Increases students' voca
bulary by own excellent 
usage. 
Students always know what 
is coming up next day. 
_Students willinglv work 
for teacher. 

Alwavs knows what he/she is 
doing. 
Appreciates accomplishment. 
"Does not ridicule wrong 
answers. 
_Well informed in related 
fields. 

_Alwavs has class material 
ready. 
Covers subject well. 
"Encourages students to think 
"out answers-
Rules and regulations fair. 

Always manages to get things 
"done on time. 
Course has continuity. 
"Makes material significant. 
"Understands problems of 
students. 
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EVALUATION 
FOR 

THE COLLEGIAL ANALYSIS OF TEACHING PROGRAM 

L What aspects of the program did you find the most beneficial? 

2. 

n. What aspects of the program did you find the least beneficial? 

Did t r ^ orogram cause you to change in any way (e.g., goals, a t t i tudes, new skills, 
new :<nowledge, r^laocnships with colleagues)? Please give SPEC^-IC EX.A .MPLEtSh 
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IV. How could the program be changed next semester to make i t .-nore beneficial? 

1. 

V. Would you be wiUing to partLdpata in the program again in the f'Jture (This is in no 
way a commitment to do so.). 

YES . . . . FALL Some time la te r 

NO . . . . If not, why not? 

TL Would you recommend the program to colleagues? 
YES 

NO 

vn . Please make any additional comments you might care to about the program. 
Feel free to use t.he back of this sheet . 
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