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For the past 100 years, the prominent instructional model for all public 

education in the United States has been teacher/content centered with the intent of 

covering a discrete body of knowledge in a given period of time. As the end of the 

twentieth century approaches, natural, social, political, and economic forces are 

influencing community college instructors to transition from content centered 

instruction to a student centered approach to teaching and learning as part of the 

national education reform agenda. 

The purpose of this study was to document, through a case study, the 

experience of one community college instructor as she attempted to transition from 

a traditional content focused teaching model to an outcome-based/learner centered 

model. A literature survey provides a review of education reform as it relates to 

instructors in a community college. A learner centered training model from industry, 

is applied as a framework for outcome-based/learner centered instruction in 

community colleges. 
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TRANSITIONING FROM CONTENT CENTERED INSTRUCTION TO
 
STUDENT CENTERED LEARNING: A QUALITATIVE
 

STUDY OF ONE COMMUNITY COLLEGE
 
INSTRUCTOR'S EXPERIENCE
 

CHAPTER I 

INTRODUCTION 

At the heart of redesigning the United States' education system is the 

notion of changing outdated rules and fundamental assumptions. It means 

reexamining assumptions and shedding rules of work that are based on outdated 

notions about technology, people, and organizational goals (O'Looney, 1993). 

It is clearly time for innovative approaches to the ongoing call for education 

reform in this country. In 1983, the publication of A Nation at Risk by the National 

Commission on Excellence in Education launched the first wave of the education 

reform movement in the United States that has since triggered more than 30 

national reports and more than 150 state task forces. The first wave of the current 

education reform movement was characterized by the imposition of top-down 

reforms that essentially asked that educators do more of the same. The second 

wave of education reform, as exemplified by the 1986 Carnegie Forum Report, A 

Nation Prepared, was characterized by a recognition of the systematic nature of the 

educational enterprise and the necessity of putting the teacher at the center of 

education reform (Petrie, 1991). On the heels of these major reform efforts, many 

people are still asking why, in the 1990s, there is still the fervent call for education 

reform to go beyond what has already been done. 
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Nelson (1994) explains that a demand for real change in the 1990s is not 

focused solely on educational systems, but on most "organizations and institutions 

that have serviced the needs of people in the past" (p. 51). In this decade, many 

organizations are being "scrapped, redesigned, or significantly restructured" (p. 51). 

Nelson makes the case that reorganization and reform of existing institutions is not 

because of failure nor mismanagement so much as that their time has passed. 

Therefore, the challenge for educators and business leaders alike is not to fix 

blame nor to fix old institutions. Nelson (1994) concludes that: 

The challenge is now to design [organizational] systems within logic 
and meaning of emerging paradigms that are more in alignment 
with, and informed by, our growing understanding of the complexity 
and interconnectedness of living systems; our next best 
approximation of how social organizations and institutions really 
work. (p. 51) 

If Nelson's argument is accepted, current dissatisfaction with the practices 

of instruction and teaching should be viewed as a unique opportunity for innovative 

intervention, giving educators reason to reflect on what we now know about 

learning that we did not know in the time of the Industrial Revolution. It should 

allow educators to reflect on what learning and education mean at this time, rather 

than in times past. It is an opportunity to imagine or reconceptualize what new 

forms our educational systems can take in order to best serve the most important 

clients of our learning systems, the learners (Nelson, 1994). It is also a time to 

carefully consider how the natural, social, political, and economic forces that 

shaped the current educational system may affect the vision of education in the 

21st century. 
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BACKGROUND
 

Intentionally or not, at the end of the 20th century, the western society view 

of the world continues to be influenced by the natural sciences. Wheatley (1992) 

describes how the natural sciences impact organizations in her book, Leadership 

and the New Science. She describes organizations designed from seventeenth 

century Newtonian influenced images of the universe as those which embrace a 

science based upon reason, prediction, analysis, and cause and effect. These same 

ideas have been translated into the organizational patterns and instructional 

practices in education which are familiar to us today. 

We can recognize the Newtonian influence in education when instruction 

is delivered through the relatively rigid but efficient structure of a prescribed 

curriculum where students are compartmentalized by age, abilities, and disciplines. 

The Newtonian thinking has influenced education by viewing learning as isolated 

events that students will successfully put back together. The assumption is that by 

comprehending each piece of the curriculum, the whole can be understood 

(Wheatley, 1992). These patterns served public schools in the United States well 

because they were originally designed to create a modestly literate public, not to 

deliver quality education or produce great minds. Throughout this scenario the 

teacher's role is that of the disseminator of information, with the student being the 

empty receptacle to be filled. It is no wonder that education has been and 

continues to be seen not only as bureaucratically determined and resistant to 

community input, but as a social necessity to inculcate minimum skills (Ferguson, 

1980). 
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As the end of the 20th century approaches, Newtonian thinking and 

mechanistic educational practices are being attacked on all sides as inadequate to 

address the changing needs of society. O'Looney (1993) predicts that "legions of 

apathetic, unemployable youths will emerge from 12 years of formal processing to 

enter a work force that no longer has a place for low or unskilled labor" (p. 375). 

O'Looney goes on to project that fewer than 10% of the jobs at the turn of the 

century will be filled by unskilled workers while more than half of the jobs created 

between now and the year 2000 will require education beyond high school, and 

almost one-third will require college degrees. Darling-Hammond (1990) shares a 

similar concern for these projected changes in our society, agreeing that such 

drastic changes in our work force needs will mean that the traditional outcomes of 

our school systemacademic success for some and failure for manywill no longer 

be socially acceptable. If the employment opportunities for the students whose 

needs are not addressed in our public schools are greatly limited, the additional 

demands on society's support systems will be significantly impacted. 

Why then is public education so slow to respond to the call for education 

reform? One reason may be that the seeds of public education's current failures 

are found in its success of the past. Betts (1992) reasons that from its inception, 

public education has, in essence, been a maintenance institution called upon to 

provide custodial care, transmit a core knowledge, and prepare a productive 

citizenry. It was neither designed nor prepared to respond quickly to changing 

social or workplace demands. This could explain why attempts over the past 50 

years by education reformers to respond to societal demands of the day using old 
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models and metaphors have proven piecemeal and unsuccessful. Educators have 

attempted to treat education as a unitary system, but in reality it is highly 

pluralistic with many conflicting goals. Betts goes on to suggest that quality 

education will only be achieved when the relationships between the educational 

system and its environment are realized. 

Capra (1982), Ferguson (1980), and Wheatley (1992) all suggest that to 

transition through this critical period of time social organizations must once again 

look to the new models emerging in science to create and manage organizations 

for the 21st century. To do this, educational systems need to stop seeking after the 

Newtonian universe as conceptualized in the seventeenth century and begin to 

explore what is being revealed through 20th century scientific research and 

determine how it applies to the rising tide of education reform. 

Most organizational reform can be linked to discoveries by 20th-century 

physicists and the emerging theory of Quantum Physics. This theory supports the 

idea that organizations cannot rely exclusively on the mechanistic view of the past 

which looked at learning from a reductionistic, left-brain perspective (Ferguson, 

1980). The emerging Quantum Theory recognizes the world as dynamic, 

interconnected networks with living qualities. In the quantum world, relationships 

are not just interesting but are critical to reality. This new vision of reality is the 

"essential interrelatedness and interdependence of all phenomena-physical, 

biological, psychological, social, and cultural. It transcends current disciplinary and 

conceptual boundaries and will be pursued within new institutions" (Capra, 1982, 

p. 265). As a result, a new vision of connections between what were previously 
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thought to be separate entities has emerged as a systems view of social and 

business institutions. Table 1 illustrates the nature of the shifts in thinking taking 

place as a systems view emerges in our social and business institutions. 

TABLE 1 

MECHANISTIC PARADIGM VS. SOCIAL SYSTEMS PARADIGM 

Mechanistic Paradigm Social Systems Paradigm
 

Goal driven Process driven
 

Change imposed Change from consensus
 

Central governance Decentralization
 

Win/lose orientation Win/Win orientation
 

Manipulation, power Respect/autonomy
 

Leaders/followers Dynamic relationships
 

Issue oriented World view perspective
 

Pragmatic or visionary Pragmatic and visionary
 

Freedom from interference Freedom for positive, creative
 
action, self-knowledge 

Leadership as direction and Leadership as empowerment of
 
control others
 

External, imposed reform Transformation of individuals
 
essential for reform
 

Quick -fix or pay-later Foresight, ethics, flexibility
 

Entrenchment Experimentation
 

Conformity Innovation
 

Compartmentalized Interdisciplinary 

It should be no surprise that paradigm shifts in both business and education 

are emerging simultaneously. Global challenges facing U.S. industry cannot be 
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separated from education reform and the preparation of students for the world of 

work. One component of the public education system that is strongly positioned 

to respond to changing paradigms in both education and industry is the nation's 

community colleges. Unlike the entrenched elementary and secondary system of 

public education or the disciplined-based model of the university, there has been, 

for decades, a synergistic relationship between community colleges and their 

environment, which includes the business and industrial communities. Historically, 

the community college has forged innovative new programs and practices in concert 

with business and industry training. Cunningham (1993) projects that "as educators 

and business planners draw closer together in their common goal of maintaining 

a skilled work force, the great similarity between the field of teaching and training 

will become more and more apparent, and the two will begin to merge" (p. 21). 

Both training and education are processes to promote and facilitate learning. Both, 

by definition and practice, exhibit numerous similarities and can be seen, in many 

cases, as identical. 

Current trends in both training and education focus on helping students/ 

workers develop the skills necessary to work effectively in teams which are capable 

of making creative leaps and imagining new ways of doing things. Learning 

environments are evolving to include varied learning structures with increased 

access to information. These trends reflect a union of collective forces for change 

in schools and the workplace. 

What do these changes mean for community college instructors and 

workplace trainers? The field of human resource development, which includes 
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training and development, has been growing at an ever increasing rate in the 

United States, but is generally considered a still-emerging field (Cunningham, 

1993). Human resources development in the workplace draws from a wide range 

of specialties, including education, to keep pace with the accelerated changes in 

technology, market demand, and labor force demography. On the other hand, 

nearly 50% of current community college instructors have been teaching since the 

1960s and are nearing retirement (Parsons, 1992). In the next decade, community 

colleges will be filled with a cadre of new, inexperienced instructors, those who will 

be asked to teach some of the most under-prepared students to enter 

post-secondary institutions in the history of public education. Sharing new 

understandings of teaching and learning between business and education can only 

enhance the possibility of success for community college instructors/workplace 

trainers and their students and workers. 

One of the lessons we are learning from new physics suggests that 

organizations will be spending less time focusing on the structure of institutions 

and more time focusing on the individuals within the system. Wheatley (1992) says, 

"we cannot hope to influence any situation without the respect for the complex 

network of people who contribute to our organizations" (p. 149). In the community 

college and in workplace training this means moving away from the traditional 

model, where knowledge is simply disseminated, and replacing it with a view of 

teaching and learning as a collaborative process where the focus is on the success 

of the individual learner. The changing perspective shifts the focus of education 

from the instructor to the learner in both business and education. This emerging 
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role of the teacher/trainer, then, requires an appreciation of the role as facilitator 

of learning and the students or employees as the true change agents in our society. 

John Naisbitt (1994) puts it another way in his book the Global Paradox: "The 

larger the system, the smaller and more powerful and important the parts" 

(Naisbitt, 1994, flyleaf). 

Stiehl and Bessey (1994) have developed a workplace training model that 

focuses on the success of the individual learner, reflects systems thinking, and 

describes the trainer as a manager of learning. They define the role of a manager 

of learning as one who employs "a systematic strategy for creating conditions that 

cause learning to happen" (p. 6). The workplace model is based upon a synthesis 

of research grounded in social cognitive theory of education and training, adult 

development, psychology of optimal experience, systems theory, instructional 

systems theory, organizational development, and communications theory. Stiehl and 

Bessey (1994) propose that the key to successful training is learning to recognize 

and address the needs of learners, and provide the support for learners to be 

successful in demonstrating a new level of performance. The model identifies seven 

specific learner needs that trainers must address: 

1. The need to understand the performance task and expectations. 

2. The need to believe they will be able to perform successfully. 

3. The need to recognize the value of reaching the performance goal 

and committing to the goal. 

4. The need to acquire the knowledge, skills, and attitudes necessary to 

perform the new task successfully. 
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5. The need to practice skills and adjust performance based on self and 

external feedback. 

6. The need to demonstrate mastery of the task. 

7. The need to affirm their own success.
 

It then follows that the role of trainers is to help learners:
 

1. Engage in significant and challenging learning tasks. 

2. Believe they will be able to complete learning tasks. 

3. Value the learning experience. 

4. Gain access to the knowledge, skills and, attitudes needed to 

complete tasks successfully. 

5. Practice tasks and receive feedback. 

6. Demonstrate what they can do. 

7. Affirm a new level of competence. 

If the emerging role for business trainers and community college instructors 

is becoming more similar, could it be that an outcome-based/learner centered 

model, such as Stiehl and Bessey (1994) propose, might be applicable to 

community college teaching as well as to workplace training? 

The prevailing climate of change suggests that it is time to apply new 

innovative approaches for teaching and learning in the workplace to the community 

college classroom. "The forces for changereform movement forces, political 

forces, innovative forces, social and demographic forces, and technological 

forcessupport the mandate that community colleges will have to transform 

teaching and learning in this decade" (O'Banion, 1994, p. 21). A clear mandate is 
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emerging at the community college level to place teaching and learning at the top 

of the educational agenda in order to repair the neglect of the past and prepare 

for a new decade. O'Banion (1994) suggests that "there has never been a more 

propitious moment for the community college to leap forward in its continuing 

commitment to quality education" (p. 25). Progress toward quality education can 

only be supported by experimenting with new approaches such as the one designed 

by Stiehl and Bessey (1993). 

STATEMENT OF THE PURPOSE 

The purpose of this study is to document, through a case study, the 

experiences of one community college instructor as she attempted to transition 

from a traditional content focused teaching model to a outcome-based/learner 

centered model. 

The focus of this single case study was the experience of one community 

college instructor and a group of 25 students enrolled in an introductory medical 

terminology course at a large regional community college in the Pacific Northwest. 

A qualitative case study research design was selected for this study as the best 

methodology for addressing problems in which understanding is sought in order to 

improve practice. The qualitative case study "is an ideal design for understanding 

and interpreting educational phenomena" (Merriam, 1988, p. 2). A single case 

study allowed the researcher to focus intensively on one instructor to provide a 

holistic description and insights into the application of a newly proposed framework 

for instruction. Data for this study were collected through field notes, class surveys, 
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in-depth interviews of both instructors and students, and the collection of personal 

documents. Each course session was audiotaped for supporting documentation. 

Through the story told by this researcher, the reader gained an intimate look at the 

personal experiences of one instructor attempting to transition from a disseminator 

of information role to a manager of learning. Students' perceptions of their success 

in the course in transition were also documented. 

The identification of successful and limiting practices helped the investigator 

answer the following questions: What changes were most difficult for the 

instructor? Why were these changes difficult? What changes were/were not made 

during the period of investigation? What were the students' perceptions about the 

changes? How did the community college culture affect the instructor's ability to 

change instructional practices? How did students perceive their own success? 

THE IMPORTANCE OF THE STUDY 

"Teaching is the heartbeat of the educational enterprise and, when it is 

successful, energy is pumped into the community, continuously renewing and 

revitalizing the community college" (AACJC, 1988, p. 7). For teaching to continue 

to be the heartbeat of the community college, instructors must be prepared to meet 

the needs of the diverse learners entering their classrooms. Petrie (1991) envisions 

educators for the 21st century who are willing to shift from traditional content 

based instruction to learner centered instruction. A learner centered instructor 

exercises professional judgment, facilitates meaning-making, and is committed to 

understanding, participating in, and influencing the debates surrounding the 
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purposes of teaching and learning. This study moves us toward that goal by (a) 

helping to identify how difficult it might be for an instructor to change to learner 

centered instruction, (b) alerting us to the barriers to changing from content-based 

teaching to an outcome-based/learner centered approach, and (c) identifying those 

aspects of the community college culture that support or prevent instructional 

change. 

This study was important because it provided an in depth, holistic insight 

into the daily experiences of one instructor in transition. Hypotheses emerged that 

may not have been discovered through broader, less rigorous observations. 

ASSUMPTIONS 

This study was based on the following assumptions: 

1. That training models developed for business and industry may have 

application to professional technical instruction in Community Colleges. 

2. That a key to effective education in the 21st century lies in the 

instructor's ability to focus students on meaningful learning tasks and provide them 

with the support they need to successfully demonstrate competence in the task. 

3. That the training model designed by Stiehl and Bessey (1994) is 

consistent with the principles underlying the current outcome-based/learner 

centered paradigm being advocated for community college instruction at the end 

of this decade. 
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4. That pre-service and in-service instructional staff development are 

ongoing functions of the community college and involve a variety of approaches 

including peer coaching and action research. 

LIMITATIONS 

As with any story, many aspects of this story are unique to a particular 

situation and setting. Certain limitations are acknowledged, including the following: 

1. Information gathered in this study was based on one instructor's 

experience with one class of 25 students, in a professional-technical curriculum 

over one 11-week term. 

2. The model used was a conceptual model with no documented 

application in a community college setting. However, the peer-coach had extensive 

experience with the underlying outcome-based/learner centered principles on which 

this model was based. 

3. Neither the instructor nor the peer-coach had prior experience 

applying the business and industry training model in a community college 

classroom. 

4. The peer-coach observed all class sessions. Having an observer in the 

classroom may have influenced the teacher/learner interaction. 

5. The experiences of this instructor through this transitional period 

may have been unique. 

6. Students participating in this study may not have been typical for all 

community colleges or all programs in a community college. 
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7. The researcher was involved as a participant observer in this study, 

and served as the instructor's coach during the transition process. The relationship 

of the instructor and coach enhanced the richness of the information collected. 

DEFINITION OF TERMS 

Authentic learning tasks. Tasks which engage learners in worthy problems or 

questions of importance in which students use knowledge to fashion performances 

effectively and creatively. The tasks are either replicas of or analogous to the kinds 

of problems faced by adult citizens and consumers or professionals in the field 

(Wiggins, 1993). 

Basic teaching skills. Skills involved in communicating to students: (a) 

mission or purpose of instruction; (b) destination or end result of instruction; (c) 

procedure or actual directions toward which all other components are oriented; (c) 

time or the estimated time it will take to carry out an instruction; (e) anticipation 

or ideas about what can be expected along the way; and (f) indications of wrong 

efforts that help learners know if they are on the wrong track, thus reducing 

frustration on the part of the learner (Wurman, 1992). 

Education reform. To improve a science dealing with the principles and 

practice of teaching and learning, by the removal of faults or abuses, into a new 

and improved form or condition (Webster, 1985). 

Educational innovation. Something that is new or unusual (Webster, 1985). 
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Hypothesis: For the purpose of this study, the term hypothesis is a tentative 

theory or supposition provisionally adopted to explain certain facts and to guide 

the investigation of others (Webster, 1985). 

Paradigm shift. A change in the fundamental conceptual framework (Capra, 

1988). 

Learner centered teaching. Creating a learning environment which engages 

students in higher-order thinking and the practice of metacognitive strategies, 

including reflective self-awareness and goal-setting so that students become more 

aware of their own psychological functioning and how it relates to their own 

learning (American Psychological Association, 1993). 

Outcome-based teaching. Education in which focusing and organizing of all 

instructional efforts emphasize clearly defined outcomes that all students must 

demonstrate when they exit (Boyer, 1994). 

Peer-coach. One of equal status with another who acts as a private instructor 

to teach or train. In the case of this study, it refers to one who has a high level of 

expertise in learner centered instructional practice (Webster's II New Riverside 

Dictionary, 1984). 

Performance goal. A discrete function with a well-defined end, in which the 

learner can engage in and master authentic learning tasks (Stiehl & Bessey, 1993). 

Qualitative evaluation. Evaluation that employs the tenets of naturalistic 

inquiry and emphasizes the process by which outcomes are produced rather than 

merely judging the outcomes (Tesch, 1990). 
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Stiehl and Bessey (1993) model. A learner centered training model based 

upon emerging paradigms associated with growth, empowerment, and collaborative 

relationships which supports cultivating human potential within high-performance 

organizations. 

Systems thinking. Systems theory looks at the world in terms of the 

interrelatedness and interdependence of all phenomena whose properties cannot 

be reduced to those of its parts (Capra, 1998). 

Traditional education. Education that focuses on contentthe emphasis is 

on the curriculum and the most effective method of delivering it (Wurman, 1992). 

Teacher /instructor. One who teachers or instructs; one whose occupation is 

to instruct; an instructor (Webster, 1985). 

Trainers. Individuals responsible for helping departments analyze 

performance problems, determine training needs, suggest training alternatives, and 

deliver instructional programs (London, 1989). 

Training. The special kind of teaching and instruction in which goals are 

clearly determined, readily demonstrated, and call for a degree of mastery (Good, 

1993). 

Chapter II reviews the literature related to this study. It is divided into five 

sections. The first section focuses on the importance of the teacher/student 

relationship in education reform. The second section describes the change process 

as an important aspect of education reform. The third section speaks to the 

organizational support needed for personal change and transformation. The fourth 

section addresses the changing nature and mission of community colleges. The final 
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section describes learner centered education and in what ways the training model 

designed by Stiehl and Bessey (1993) supports learner centered principles and 

success for adult learners. 

Chapter III documents methods used in the study. A description of the 

qualitative case study methodology, its use, and a rationale for its use in this study, 

is included. 

Chapter IV tells the actual story of the instructor and the students in her 

class as they experienced the transition from a content centered approach to 

teaching and learning to a student centered learning environment. The story is 

formulated through field observations, interviews, and supporting documents 

gathered throughout the 11-week academic term. 

Chapter V identifies hypotheses generated from this study and recommends 

directions for further research and instructional practices. 
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CHAPTER II 

REVIEW OF THE LITERATURE 

This chapter provides a selective review of the literature on education 

reform and the change process as it relates to how instructors participate in 

changing what they do with students in the community college classroom. 

Instructors, who must be considered an integral part of the reform movement, are 

being bombarded with conflicting messages about what reform means in the 

teaching and learning process while being asked to teach an increasingly diverse 

and under-prepared group of students. A learner centered model is reviewed which 

addresses both the need for reform at the classroom level, and the unique needs 

of the students who attend community colleges. 

The dance of the universe extends to all the relationships we have. 
Knowing the steps ahead of time is not important; being willing to 
engage with the music and move freely onto the dance floor is what's 
key. (Wheatley, 1992, p. 142) 

INTRODUCTION 

The dance floor is crowded with those who believe they know best how to 

reform a traditional educational system at the end of this millennium. If only those 

education reformists who are beginning to grasp our changing understanding of the 

universe at the end of this millennium are counted, the crowd is significantly 

smaller. Still, many reformists feel that the discontent with the American 
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educational institution is directly related to the complex social, economic, and 

political confusion that currently exists in our society. 

Lorenzo (1994) promotes a more relational perspective of education reform 

by proposing that: 

The current disarray within the educational system can most 
accurately be seen as symptomatic of much larger changes occurring 
in our world caused by the gradual demise of the Industrial Age and 
the emergence of a new era, one that is commonly referred to as the 
Information Age [italics added]. (p. 15) 

In this relational view, Lorenzo sees our educational system not as a failure, but 

as an institution that has not yet been able to transform itself to meet the 

conditions and requirements of a new age. 

Darling-Hammond (1993) provides another view of education as an 

institution in a state of transformation. She holds the view that: 

Complex social organizations that do not evolve, adapting to 
changing circumstances, eventually die. Educational institutions are 
no exception. They must meet the current and future need of the 
people they serve in ways that those people expect. Just as the last 
century's transformation from an agrarian society to an industrial 
one made the one-room schoolhouse obsolete, replacing it with 
today's large school bureaucracies, so this century's movement into 
high-technology Information Age demands a new kind of education 
and new forms of school organization. (p. 753) 

According to Darling-Hammond (1993), transformation becomes the ability to 

change the nature, function, or condition of the American educational system to 

meet the current and future educational needs of this country. 
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EDUCATIONAL TRANSFORMING
 

As our understanding of the world changes, so must our vision change for 

America's educational system. Transforming education at the end of this 

millennium might mean leaving behind a vision of education that focuses on 

offering instruction, delivering services, and covering the curriculum. Instead, the 

focus of education might be to create the kinds of connections with diverse learners 

that enable them to construct their own knowledge and develop their own talents 

in much more effective and powerful ways (Darling-Hammond, 1992). This 

magnitude of change requires a new paradigm for education, one which shifts the 

focus from control to building a capacity for continuous change. Margaret 

Wheatley, in Leadership and the New Science (1992), proposes that this kind of 

change is dependent on a new commitment to participation. She says, "the 

quantum reality of the new age, speaks emphatically to the role of participation" 

(p. 143). She believes that a new participatory approach to education reform must 

include both teachers and learners as a valuable part of the reform effort. Cross 

(1987) also emphasizes the necessity of participation of the classroom teacher to 

the success of education reform. She states: 

In the final analysis, classroom teachers are the linchpins of 
education reform. The quality of student learning is inevitably linked 
to the quality of classroom teaching. Recommendations, legislation, 
and assessment can offer guidelines and point the way. But if 
improvement in student learning is the goal, classroom teachers must 
be the means. (Cross, 1987, p. 502) 
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Conflicting Approaches to Transformation 

While Darling-Hammond (1993), Wheatley (1992), Cross (1989), and others 

agree that the American educational system needs to respond to societal changes, 

there continues to be widespread disagreement about how to transform education 

for the Information Age. Two approaches to school reform, which are often at 

cross purposes, are identified by Darling-Hammond (1993). The first approach 

focuses on tightening controls by requiring more tests, more prescribed curricula, 

and more standards to be met. The second approach focuses on developing the 

capacities of teachers and students to create more inquiring, collaborative 

organizations. The disparity between these two approaches to education reform 

represents two distinct views and is responsible for much of the confusion 

surrounding education reform efforts (Stiehl, 1995). Because of this confusion, 

educators often jump on the most current bandwagon and discard last year's catchy 

buzz word. 

Schlechty (1990), a major figure in the national reform movement, provides 

a definition of educational restructuring that reflects both the control and capacity 

building reform approaches. He advocates that education must be "reconstituted 

in fundamental and radical ways . . . [by] altering systems of rules, roles, and 

relationships so that schools can serve existing purposes more effectively or serve 

new purposes all together" (p. xvi). Still, educators are caught in the time warp 

between the old and the new. Even those who exemplify Schlechty's goals for 

restructuring education face an uphill battle. As educators devote considerable 

energy and time creating new roles and relationships in the teaching/learning 
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process, they must also maintain their old roles and responsibilities to function in 

a system that has not yet changed (Davis, 1991). 

Teaching and Educational Change 

Because systems are slower to respond than individuals, a common theme 

in the education restructuring literature is the primacy of the teacher's role in any 

restructuring efforts. One of the first to recognize the systematic nature of the 

educational enterprise and the necessity of putting the teacher at the center of 

education reform was the Carnegie Forum Report, A Nation Prepared. Others, such 

as Duffy (1994) and Darling-Hammond (1993), predict that "reform will fail once 

again unless it is built on a foundation of talented, well trained teachers and 

sustained by a commitment to structural rather than merely symbolic changes" (p. 

755). According to Duffy (1994), we will succeed in changing the nature, function, 

and condition of education only when: 

Teachers have been empowered to replace old attitudes and 
concepts with new ones . . . [and they] begin to accept ambiguity and 
change as the essence of teaching and learning for understanding 
and look to one another for support to create opportunities for 
critical reflection and collegial discourse regarding their own 
curricular and instructional agendas. (p. 600) 

THE CHANGE PROCESS IN EDUCATION 

Change does not come easily and it does not come cheap. Ifwe want 
substantially different outcomes from our schools, we will have to 
make substantial changes in how schools and school systems operate, 
what they invest in, what they seek to accomplish, and how they 
support the teacher/leamer relationship. (Darling-Hammond, 1990, 
p. 294) 



24 

Almost every article, book, and research paper on education reform or 

transformation includes some discussion of the topic of change. It is evident that 

in many people's minds, reform is becoming synonymous with change. Many 

education reform researchersEvans (1993), Postman (1987), and Roberts 

(1994))have recognized that change is a process that does not occur quickly and 

is influenced by many variables. Evans (1993) emphasizes the importance of 

understanding change as the key to innovation and understanding personal and 

organizational dynamics. He states, "change raises hope because it offers growth 

and progress, but it also stirs fear because it challenges competence and power, 

creates confusion and conflict, and risks the loss of continuity and meaning" (p. 20). 

Postman (1987) also focuses on the change process to answer the question of 

whether restructuring systems results in changes in teaching and learning. He found 

that the success of restructuring depends upon the educators' willingness to make 

the changes asked of them. Evans (1993) considers educational change to be "a vast 

process of adaptation that must be accomplished teacher by teacher" (p. 19). 

The capacity and willingness of a faculty to change was addressed by Evans 

(1993) as one of five dimensions which affect the success of educational 

restructuring. He also discovered that humans tend to be profoundly ambivalent 

about change, exalting in it in principle but opposing it in practice. Senge (1990), 

however, concludes that people are not ambivalent about change; rather, they resist 

being changed which means that "reform inevitably involves a double standard; 

advocating change, but resisting it personally" (p. 155). Roberts (1994) also found 

evidence of this double standard in his study. He found that educators who seemed 
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enthusiastic about reform proposals, in fact, did not expect the proposed reform 

changes to radically alter existing practice, but rather refine existing modes of 

teaching and learning. From this he predicts that teaching must first be reformed 

if restructuring is to fulfill the promise of radically different schooling. 

Based upon how much is already known about the complexities of creating 

educational change, it is difficult to understand why some educational leaders 

simply expect teachers to carry out their proposals or seek to compel change by 

regulatory mandatesstrategies that have failed in the past. Postman (1987) found 

that traditional reform leaders treat reform as a product, and often overlook its 

human face. He concludes that there can be no significant innovation in education 

that does not have at its center the attitudes of teachers. 

THE CHANGE PROCESS 

Academic Freedom and Change at Multiple Levels of the Organization 

Observations in educational institutions indicate that educators' resistance 

to change may be directly proportionate to their sense of autonomy. According to 

Stevens (1995), teachers, as they move up the education ladder from primary to 

intermediate school, to middle school, high school, and then to the college level of 

teaching, increasingly perceive themselves as autonomous within the system and 

therefore have less need to respond to organizational change efforts. This is 

particularly true of the tenure track system of higher education. The more 

autonomous one perceives oneself, the less affected one is by change. Thus the 

idea of education reform can seem somewhat less urgent to a community college 
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instructor than perhaps to a teacher at the local high school, junior high, or 

elementary school where state departments of education are applying fiscal and 

legislative demands for compliance. 

A perceived lack of urgency to embrace reform efforts by one or more parts 

of the educational system could have a long-term impact on any reform efforts in 

this country. Lorenzo (1994) concludes that true education reform in this country 

will occur only when the entire public educational system views its function as 

critical to the success of the larger social system. 

While American educational traditions have historically placed high value 

on autonomy and academic freedom, systems theory now suggests that it is 

essential to look at the interconnectedness of the entire educational system in 

context of larger social systems. 

The systems view may require that change occur both at the administrative 

as well as the classroom level. While Roberts (1994) also supports the importance 

of intimately including teachers in the reform movement, in his study of 12 

teachers involved in implementing education reform innovations, he found that 

change had to occur on more than one level. One of his primary observations was 

that first change must occur at the administrative level to help facilitate, encourage, 

and drive the educational process. But equally important, change had to occur at 

the classroom level if anything different in teaching and learningwas actually going 

to take place. One of Robert's important findings was that change on one level 

does not necessarily mean that change will occur at the other level. 
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Also recognizing that change must occur at all levels of the organization, 

Lorenzo (1994) describes six stages of change an organization experiences as it 

transitions from a traditional organization acting in isolation to one that 

emphasizes interconnectedness, active learning, shared decision making, and higher 

levels of achievement for all students (Table 2). He cautions that any one part of 

the education system will seldom be clearly at one of these stages but will usually 

experience going back and forth from one state to another on the path towards an 

ideal situation. 

TABLE 2 

LORENZO'S SIX STAGES OF ORGANIZATIONAL CHANGE 

Stage 
1 

Maintenance of the old system: At this stage, educators focus on 
maintaining the system as originally designed. Recognition that the 
system is out of sync with today's world does not exist. New 
knowledge about teaching, learning, and organizational structures has 
not been incorporated into the present structure. 

Stage 
2 

Awareness: Multiple stakeholders become aware that the current 
system is not working as well as it should, but they are unclear about 
what is needed instead. 

Stage 
3 

Exploration: Educators and policy makers study and visit places that 
are trying new approaches. They try new ways of teaching and 
managing, generally in low-risk situations. 

Stage 
4 

Transition: The scales tip toward the new system; a critical number of 
opinion leaders and groups commit themselves to the new system and 
take more risks to make changes in crucial places. 

Stage 
5 

Emergence of new infrastructure: Some elements of the system are 
operated in keeping with the desired new system. These new ways are 
generally accepted. 

Stage 
6 

Predominance of the new system: The more powerful elements of the 
system operate as defined by the new system. Key leaders begin to 
envision even better systems. 
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Anderson (1993) describes similar stages of organizational change, but likens 

the change process to remodeling a building while people are still using it, where 

redesign and reconfiguration is carefully stated to keep the building functional. 

Anderson also acknowledges that "if changes do not occur in teaching and learning, 

all other changes have little value" (p. 15). Darling-Hammond (1992) proposes that 

this type of total transformation of our educational system will require a 

reexamination of all levels of education and professional practice, including an 

expanded concept of public education, which looks beyond K-12 to include, at the 

minimum, community colleges, and preferably institutions of higher education in 

the education reform discussions, debates, and decisions. 

Change at the Classroom Level 

Changes in curriculum, instruction, and other organizational learning 

opportunities cannot be achieved by mandate. Postman (1987), Evans (1993), 

Darling-Hammond (1992), and Anderson (1993) found that change which enables 

institutions and instructors to be responsible for student learning provided 

opportunities for organizational and individual teacher learning and development 

that were fundamentally different from those that now exist. John O'Niel (1993) 

offers historical evidence that one of the chief reasons that centrally led 

improvement efforts of the 1980s failed to penetrate to the classroom level is that 

relatively few resources were expended on professional development or other 

means of promoting personal change. He refers to this as "the Achilles heel of the 

best-designed systematic reform efforts" (p. 11). Most teachers in the current 

system are educationally conservative and accept the status quo, so helping faculty 
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recognize their fundamentally important roles in a new educational system is one 

of the most urgent themes of the current reform efforts. 

A commitment to structural rather than just symbolic change is necessary 

to capture the attention and personal commitment of faculty. Darling-Hammond 

(1993) identifies three components that are needed to support professional and 

personal change and to make it last. One of these components is professional 

development, which some educators arm with the capacity to acquire, use, and 

construct knowledge about and for learner centered practice. The second 

component is policy development aimed at capacity building within institutions, 

rather than at establishing uniform controls which ultimately prove inadequate to 

the task of educating diverse learners. A third component is political development, 

which requires a process of developing consensus about the nature of education we 

want in our programs, schools, and institutions in this country. 

Different parts of the educational system have developed these three 

change components to different degrees. K-12 public schools have typically 

recognized and provided for varying degrees and types of staff development 

activities for their teaching staff for the past 30 years. However, it has only been 

during the past decade, and particularly the past few years, that a significant 

number of colleges and universities have established centers, agencies, or programs 

for the purpose of helping faculty improve their teaching. Brew (1995), in 

explaining this disparity, says, "Traditionally, higher education has been allowed, 

indeed expected, to get on with its work irrespective of the world in which it is 

situated" (p. 2). It has been left to academics to decide on the nature of 
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educational experience of their students. Higher education has been viewed as 

broadly separate from the economic activity of the nation. Brew predicts that it will 

no longer be so in the future. 

In recent years, universities have been forced to take greater account of a 

number of outside influences. According to Abedor and Sachs (1978), there are 

significant reasons why an increased emphasis on instructional staff development 

in higher education is essential: (a) the emergence of educational technology as a 

field of specialization now provides both personnel and tools to address the 

complex problems involved in improving learning and teaching; (b) many 

institutions, as a result of changing enrollment patterns, new clientele, shrinking 

resources, and burgeoning knowledge in the disciplines, realize that improvement 

of teaching is not a simple task; (c) with the general decline of the economy and 

resultant tightening of the academic job market, faculty are becoming far less 

mobile; and (d) enrollment in higher education has entered a period of continuous 

decline. Institutions must thus compete for a smaller number of students or 

cultivate nontraditional populations. Improved instruction is expected to provide 

a competitive advantage when recruiting. 

The relationship between an individual's development and institutional 

strategy and planning is a complex one requiring a great deal of sensitivity. Brew 

(1995) found that if instruction is to improve, something related to instruction must 

change. The instructional process or content must change, the faculty member's 

knowledge, skills, or attitudes must change, or the learning environment must 

change. Brew noted that the conflict which arises through the need to balance both 
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academic freedom and autonomy can have a significant influence on the way many 

academic staff view staff development. 

An individual faculty's readiness to improve instruction is dependent upon 

a combination of characteristics which influence an individual's decision to 

innovate. According to Clark and Astuto (1994), individual learning is an 

interactive and a mutually reinforcing activity that requires the collaborative efforts 

of all participants in collegial, supportive work environments. Abedor and Sachs 

(1978) identify five characteristics, gleaned from information integration theory, 

which create a positive work environment that affects the readiness for 

instructional change: 

1. Attitudes which are positive toward self, teaching, and change. 

2. Values which place importance on teaching and student learning. 

3. Beliefs that instructional improvement is possible and worthwhile. 

4. Skills in organizing and delivering information. 

5. Knowledge of subject matter, innovations, as well as teaching 

methods and strategies. 

Abedor and Sachs (1978) portray each of these five characteristics as filters 

for the individualletting some information in, keeping some information out, and 

distorting other information. Unless an individual possesses some minimal value 

of each of the above characteristics, it is unlikely that he/she will attempt to 

change, since that voice would act as a strong blocking source to innovation. 

One additional dimension for instructional change, as discussed by Mary 

Anne Raywid (1993), is that of time. The literature on teacher work lives concludes 
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that change efforts must include collaborative time for teachers. Successful reform 

efforts are distinguishable from unsuccessful ones by the frequency and extent to 

which teachers discuss practice, collaboratively design materials, and inform and 

critique one another. This sort of interaction appears necessary to continuing 

growth and improvement. In addition to a structure which allows open and free 

communication and group problem solving, Lorenzo (1994) adds four additional 

prerequisites which support instructional change: 

1. Rewards for teaching or related activities. 

2. Norms that support innovation. 

3. Resources to support innovation. 

4. Policies that permit trial of innovations. 

Comprehensive Professional Change 

A comprehensive professional development program which cultivates and 

enhances the qualities of the individuals within the staff is the core of 

organizational renewal. According to Lorenzo (1994), professional development 

programs must move from the episodic and voluntary patterns of today to a 

continual engagement in learning for all employees. Such an approach creates the 

capacities for change in the individual and in a learning organization (Lorenzo, 

1994). Spear, Seymour, and McGrath (1992) note that the most common form of 

staff development activity has been workshops encouraging continuing professional 

studies and instruction in effective teaching. Kort (1992) believes that the new 

focus of staff development activities should shift from asking faculty to unlearn 

skills towards exploring what they know by looking at their experiences in new 
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ways, exploring new techniques, and helping them discovering more useful 

frameworks. 

What are the critical components of effective staff development? Le Croy 

and McClenney (1992) draw upon observation and empirical research to suggest 

five components of effective staff development: 

1. Staff development needs to be developmental; that is, it needs to be 

seen from a personal and a career perspective. 

2. Staff development needs to deal with the real world issues that face 

faculty, particularly with those issues that are confronted in the classroom. 

3. Staff development needs to emphasize peer interaction. 

4. Staff development needs to include mentoring, not so much by one, 

but by many individuals all chosen for different reasons. 

5. Staff development needs to include honest, recurrent feedback. 

Le Croy and McClenney (1992) also found that staff development models 

need to provide for ongoing reflection, synthesis, and feedback. 

In another study conducted by Lawson (1989), three additional variables for 

a successful staff development program were identified. Lawson found that (a) the 

time of day which the training was offered, (b) the location or close proximity of 

the training to the participants, and (c) the active participation of administration 

had significant impact on the success of the training. A strategy which incorporates 

the ideas of both Le Croy (1992) and Lawson (1989) is The Pickle Model of staff 

development (Tirri, 1993). The Pickle Model looks at both the personal as well as 

professional needs of participants within three dimensions of professional 
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development: (a) a professional dimension, (b) a personal dimension, and (c) a 

process dimension. The professional dimension includes the planning, 

implementation and evaluation aspects of staff development activities. The personal 

dimension recognizes the values and attitudes and personal needs which guide the 

teacher's decision making process. The process dimension recognizes the way 

individual teachers acquire and use information. 

While many studies have been conducted to identify the components of 

successful staff development programs, researchers such as Kort (1992), Barnes 

(1992), and LeCroy (1992), have developed varying theories on the qualities and 

outcomes of successful staff development programs. Kort (1992) reports that the 

outcomes of a successful staff development program should be a greater sense of 

faculty ownership, an increase in feelings of enthusiasm and professional security, 

and situations in which faculty members feel increased collegial support and value 

for teaching. He found that at the highest degree of success, the staff development 

program "creates a better climate for teaching and learning, and a commitment to 

teaching and communicating about teaching become normative" (Kort, 1992, p. 64). 

From a slightly different perspective of a successful professional 

development program, Barnes (1992) and LeCroy (1992) found that it must also 

be recognized that instructors go through stages of development as they progress 

through their careers. Successful professional development programs recognize 

these developmental stages and capitalize upon them to enhance staff development 

efforts. Barnes (1992) describes the four developmental stages of instructors: (a) 

low competence but high commitment, (b) some competency but low to moderate 
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commitment, (c) high competence but variable commitment, and (d) high 

competence and high commitment. Le Croy (1992) also describes developmental 

phases of instructors. She describes a staff development continuum that allows for 

varying interests and other fluctuations over an entire career. For new faculty, for 

example, the need for building camaraderie, creating an individual and collective 

sense of the community college mission, and sharing expertise is important. Thus, 

for new faculty, an orientation phase is critical, and it should include a variety of 

learning opportunities. Mid-career faculty, on the other hand, are more likely to 

have concerns about staying current; they are ready to experiment in substantive 

ways that renew faculty interest and provide opportunities to strengthen teaching 

skills and curriculum. Senior faculty often discover a deep-felt desire to share their 

expertise, to mentor, to finish a body of work that will leave a legacy to the 

institution and to those who follow. Understanding which stage of development 

each instructor is at can help staff take full advantage of the professional 

opportunities that are available. Barnes (1992) summarizes the importance of 

recognizing the developmental journey of instructors: "Teaching content and 

teaching people are two different things, and the developmental stages that 

teachers progress through help them move from teaching content and subjects to 

learning with people" (Barnes, 1992, p. 17). 

Change From a Personal Perspective 

The change process can be a difficult and painful one requiring 

introspection and self-exposure. If staff development activities are going to be 

successful, creating a context for personal change will be essential. In her book, 
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Constructing Professional Knowledge in Teaching, Mary Beattie (1995) describes the 

intensely personal nature of change: 

To change the way in which we think requires that we make new 
forms, new relations and connections, and transform what we know 
by building a reconstructed personal world within which we live out 
a new and transformed story of ourselves. (p. 143) 

According to Ishler (1972) individuals progress through three distinct phases 

before finally accepting or rejecting the notion of change. The first phase is the 

awareness phase by which an individual first encounters a new idea. Awareness is 

followed by a phase of passive interest where the individual usually gathers 

additional information. After additional information is gathered there usually 

follows a period of evaluation which is in turn followed by either acceptance or 

rejection. Ishler (1972) adds that it is important to remember that the initial 

appearance of commitment, based on impressions or partial knowledge, may be 

fragile. She found that commitment quickly increased as the individual's sense of 

competence increased. 

Feelings of inadequacy or incompetence are an internal struggle which 

ensues as the individual attempts to assimilate change. The change process can be 

thwarted by the sense of fear which is often associated with the unknown. Caine 

and Caine (1991), who have conducted extensive research on learning in relation 

to the brain functioning, have found that "Making maximum connections in the 

brain requires a state of 'relaxed alertness.' This is a combination of low threat and 

high challenge" (p. 64). This means considering the change process in the context 

of the content and the environment and ensuring the individual has the opportunity 
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to experience the process in multiple ways so they can successfully acquire deeper 

insights and a more profound understanding of themselves. 

Caine and Caine (1991) introduced three methods into their research to 

create a process of immersion, relaxed alternates, and active processing. The first 

method involved finding ways for the individual to reflect on the process and their 

own experience. The second method was to explore the individual's particular 

interest in the idea or concept to which they had been exposed. The third was to 

take time out to genuinely relax apart from the change activity. 

These studies on the very personal nature of change are quite different from 

the behavioristic view of change found extensively in the educational literature for 

the past 25 years. They are another example of the influence of the new science 

on our understanding of people and the profound importance of the individual in 

our organizations. Mary Bettie (1995) believes that the dialogue, debates, 

discussions, and conflicts in which we engage as we move towards shared 

understanding are the true underpinnings of change. 

The sounds of personal change, professional change, and of social 
reform can be imagined, not as monologic imposition of ideas, and 
values by one person or group on another, but as the polyphonic re
forming and reconstruction of understanding by all the parties 
involved through the interaction of narratives. (Beattie, 1995, p. 146) 

COMMUNITY COLLEGE:
 
AN ORGANIZATION GEARED FOR CHANGE
 

The various institutions which are a part of post-secondary education in the 

United States play very different roles. Universities as institutions tend to be more 

insulated from outside forces of change, while community colleges pride themselves 
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as organizations who are able to respond quickly to change. Universities see their 

mission as narrowing the student population only to those with the most potential 

for success, while the community college opens its doors to the community to 

provide academic, professional technical, and remedial education. These very 

different approaches and philosophies of education attract and command very 

different attitudes about professional development among the teaching staff. 

The premise of academic freedom has been a deterrent to staff development 

efforts on university campuses for years, while community colleges have a history 

of welcoming such professional development opportunities (Spear, 1992). O'Banion 

(1994) reports that there has been a profusion of staff development activities in 

community colleges in the last decade for a number of reasons. He sees one of the 

major reasons to be that as the nation continues to become more diverse, 

community colleges have become the primary institutions of higher education that 

reflect this diversity. In Building Communities: A Vision for a New Century, the 

Commission on the Future of Community Colleges (1988), proclaimed community 

colleges to be primarily teaching institutions. In so doing, teaching and learning 

have become more visible and more significant as instructors respond to the 

overwhelming challenge of providing successful educational opportunities for the 

most diverse group of college students in the history of our society. 

Teaching at the Community College 

Horan (1991) recognized that the responsibility for teaching this rich 

mixture of ethnic cultures, wide age spans, and variety of socioeconomic classes, 

which includes a complex set of expectations and educational problems in the 
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community college, ultimately falls on the shoulders of the instructor. It is the 

instructor who has the most direct contact, and the assignment to connect the 

student with his/her educational aspirations. In this regard, teacher effectiveness 

has taken on a renewed interest both within and outside the community college 

campus. 

As the nature of teaching at the community college changes in response to 

societal, economic, and political conditions, so have the conditions for faculty. 

Barnes (1992), Tsunoda (1992), and Manikas (1983) address the changing 

environment of the community which translates into a need for faculty with strong 

professional, pedagogical, and technical skills to teach adult students of diverse 

heritage, socioeconomic backgrounds, goals, and abilities. In addition, Barnes 

(1992) identifies numerous instructional issues relating to the increasing diversity 

confronting instructors, including students who learn at different rates, demonstrate 

different spans of ability, learn in different ways, are poor readers and 

inexperienced writers, do not know how to listen, do not process information well, 

and those who do not have enough practice times. Tsunoda (1992) emphasizes 

that, "more than ever community college faculty will need expertise in the subject 

or subjects taught, skill in the art of teaching, and most important, a strong 

commitment to the community college mission and values" (p. 13). 

A further explanation of the diversity of teaching is offered by William 

Manikas (1983). Manikas' research found that the brain preferences of traditional 

middle-class students and traditional educational programs tend to be left-

hemisphere oriented, while non-traditional students, especially those from urban 



40 

and poverty areas, tend to have a right-hemisphere preference. He concludes that 

for these students, who excel in holistic and spatial functions and for whom the 

emotional dimension of learning is more important than cognitive dimensions, new 

teaching methods and curricula should be developed. 

Teaching and the New Age 

Wheatley (1992) emphasizes that one of the guiding principals of scientific 

inquiry is that at all levels, nature seems to resemble itself. If nature uses certain 

principles it is highly probable that those principles apply to human organizations. 

The participatory nature of the universe emphasizes the importance of the 

relationships that instructors establish with students and the relationship that 

instructors help students develop in terms of their own learning. It has become 

obvious that community colleges can no longer promote what Ferguson (1980) 

refers to as "mere schooling" by instructors who are mere purveyors of information, 

teachers who care little about students and devote little time to class preparation 

to meet the needs of a growing population of nontraditional, maybe under-

prepared students. McKeechie (1990) calls this a shift away from thinking of 

subject-matter knowledge as the only goal of education as the first step towards a 

learner centered environment. 

In a learner centered environment, the instructor is more than a content 

expert. A shift to learner centered teaching includes creating an environment in 

which the role of the instructor includes facilitating student responsibility for 

learning. Learner centered teaching places an increased emphasis on facilitating 

interaction between students and encouraging student responsibility for decisions 
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about goals and activities of the class. Although content goals are still recognized 

as being important, learner centered classes accept the expression of feelings and 

development of group cohesion as important mechanisms for achieving deep 

understandings. 

Marilyn Ferguson (1980) further describes student centered learning as 

transpersonal education. The name is derived from a branch of psychology that 

focuses on the transcendent capacities of human beings. The transpersonal 

experience aims for a new kind of learner which celebrates the individual and 

society, freedom and responsibility, uniqueness and interdependence, mystery and 

clarity, tradition and innovation. This larger paradigm looks to the nature of 

learning rather than methods of instruction. It is the process of transformation that 

occurs in the brain whenever new information is integrated, whenever a new skill 

is mastered. Learning is kindled in the mind of the individual. Ferguson (1980) 

believes that "anything else is mere schooling" (p. 288). Table 3 is a comparison of 

the content driven paradigm of education with Ferguson's student learning which 

reflects a new paradigm of education. 

In summary, Marilyn Ferguson (1980) suggests that the assumptions of the 

content driven paradigm of education generates suggestions about how to achieve 

norms, obedience, and correct answers. The student centered approach leads to 

questions about how to motivate for lifelong learning, how to strengthen self-

discipline, how to awaken curiosity, and how to encourage creative risk in people 

of all ages. 
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TABLE 3
 

A COMPARISON OF EDUCATIONAL PARADIGMS
 

The Old Paradigm 
of Education 

Emphasis on content, acquiring a body of right 
information, once and for all. 

Learning is a product, a destination. 

Hierarchical and authoritarian, rewards for
 
conformity.
 

Relatively rigid structure, prescribed curriculum.
 

Lockstep progress, compartmentalized.
 

Priority on performance.
 

Emphasis on external world.
 

Guessing and divergent thinking discouraged.
 

Emphasis on analytical, linear, left-brain 
thinking. 

Labeling contributes to self-fulfilling prophecy. 

Concern with norms. 

Primary reliance on theoretical, abstract book 
knowledge. 

Classrooms designed for efficiency, convenience. 

Bureaucratically determined, resistant to 
community input. 

Education seen as a social necessary for a 
certain period of time, to inculcate minimum 
skills and train for a specific role. 

Increasing reliable on technology (audiovisual 
equipment, computers, tapes, texts, 
dehumanization. 

Assumptions of the New
 
Paradigm of Learning
 

Emphasis on learning how to learn. 

Learning is a process, a journey. 

Egalitarian, structure, encourages autonomy. 

Relatively flexible structure.
 

Flexibility and integration subject matter.
 

Priority on self-image as the generator of
 
performance.
 

Inner experience seen as context for learning.
 

Guessing and divergent thinking encouraged as
 
part of the creative process. 

Strives for whole-brain education. 

Labeling used only in minor prescriptive role 
and not as fixed evaluation. 

Concern with the individual's performance in 
terms of potential 

Theoretical and abstract knowledge heavily 
complemented by experiment and experience. 

Concern for the environment of learning, 
lighting. 

Encourages community input, even community 
control. 

Education seen as lifelong process, one only 
tangentially related to schools. 

Appropriate technology, human relationships 
between teachers and learners of primary 
importance. 

Teacher imparts knowledge, one-way street. Teacher is learner too, learning from students. 
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The American Psychological Association (1993) supports Ferguson's (1980) 

work in identifying 12 psychological principles which pertain to the learner and the 

learning process (Table 4). The principles reflect conventional and scientific 

wisdom and are comprised of systematically researched learner centered principles 

for effective schooling. The principles provide guidelines for current education 

reform and school redesign efforts to help meet the nation's educational goals. 

Reflecting a systems perspective, the principles focus on human functions at 

multiple levels of the educational system (learning, teaching, evaluating, and 

managing). From a systems perspective, educational practices improve only when 

the educational system is redesigned with the primary focus on the learner. 

According to the American Psychological Association, the principles are meant to 

be viewed as an organized set and not to be treated in isolation. 

The first 10 principles are subdivided into those referring to cognitive, 

affective, developmental, and social factors and issues. Two final principles cut 

across the prior principles and focus on what psychologists know about individual 

difference. All the principles are intended to apply to all learners, beginning with 

preschoolers. These learner centered goals, developed by the American 

Psychological Association, consider the learner's thoughts and feelings about 

learning and schooling. They emphasize that students learn because something is 

meaningful to them, not because they must perform some task. The document 

proposes that students will perform better if they see schools as relevant places in 

which to spend time and if they can choose their goals and the products that 

demonstrate their development and achievement. 
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TABLE 4
 

TWELVE PSYCHOLOGICAL PRINCIPLES
 

Principal The nature of the learning process. Learning is a natural process of pursuing personally 
1	 meaningful goals, and it is active, volitional, and internally mediated. It is a process of 

discovering and constructing meaning from information and experience, filtered through 
the learner's unique perceptions, thoughts, and feelings. 

Principal Goals of the learning process. The learner seeks to create meaningful, coherent 
2 representations of knowledge regardless of the quantity and quality of data available. 

Principal Construction of knowledge. The learner links new information with existing and future
3 oriented knowledge in uniquely meaningful ways. 

Principal Higher order thinking. Higher order strategies for thinking about thinkingoverseeing and 
4 monitoring mental operationsfacilitate creative and critical thinking and the 

development of expertise. 

Principal Motivational influences on learning. The depth and breadth of information processed, and 
5	 what and how much is learned and remembered, are influenced by (a) self-awareness and 

beliefs about personal control, competence, and ability; (b) clarity and saliency of 
personal values, interests, and goals; (c) personal expectations for success or failure; (d) 
affect, emotion, and general states of mind; and (e) the resulting motivation to learn. 

Principal Intrinsic motivation to learn. Individuals are naturally curious and enjoy learning, but 
6	 intense negative cognition and emotions (e.g., feeling insecure, worrying about failure, 

being self-conscious or shy, and fearing corporal punishment, ridicule, or stigmatizing 
labels) thwart this enthusiasm. 

Principal Characteristics of motivation-enhancing learning tasks. Curiosity, creativity, and higher
7 order thinking are stimulated by relevant, authentic learning tasks of optimal difficulty 

and novelty for each student. 

Principal Developmental constraints and opportunities. Individuals progress through stages of 
8 physical, intellectual, emotional, and social development that are a function of unique and 

genetic and environmental factors. 

Principal Social and cultural diversity. Learning is facilitated by social interactions and 
9 communication with others in flexible, diverse (in age, culture, family background, etc.), 

and adaptive instructional setting. 

Principal Social acceptance, self-esteem, and learning. Learning and self-esteem are heightened when 
10 individuals are in respectful and caring relationships with others who see their potential, 

genuinely appreciate their unique talents, and accept them as individuals. 

Principal Individual differences in learning. Although basic principles of learning, motivation, and 
11 effective instruction apply to all learners (regardless of ethnicity, race, gender, physical 

ability, religion, or socioeconomic status), learners have different capabilities and 
preferences for learning mode and strategies. These differences are a function of 
environment (what is learned and communicated in different cultures or other social 
groups) and heredity (what occurs naturally as a function of genes). 

Principal Cognitive filters. Personal beliefs, thoughts, and understandings resulting from prior 
12 learning and interpretations become the individual's basis for constructing reality and 

interpreting life experiences. 
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OUTCOME-BASED/STUDENT CENTERED
 
INSTRUCTIONAL MODELS
 

For the past 100 years, the prominent instructional model for all public 

education in this country has been teacher/content centered with the intent of 

covering a discrete body of knowledge in a given period of time. While community 

colleges have identified teaching as their priority, it has not necessarily followed 

that teaching practices have become more student centered. To find instructional 

models which emulate student centered principles, it may be necessary to look to 

other learning organizations which are experimenting with models that reflect more 

concern for high learner performance. Some of these models have been developed 

for ongoing training in the workplace. 

Community colleges historically have had a close relationship with the 

workplace. It can be assumed that training models used in business and industry 

might be appropriate for adult learners in community colleges who are preparing 

for success in the workplace. From Davis's (1993) perspective, "what is identified 

as training or education [italics added] for adults results in similar or identical 

learner outcomes" (p. 36). Watson (1979) says, "People act as integrated beings, 

whose knowledge, skills, and attitudes are interrelated and inseparable. To make 

a distinction between training and education is to ignore these interrelationships" 

(pp. 4-5). Beyond this theoretical argument, Davis offers a practical reason for the 

merging of training strategies across the workplace and community college 

education. He predicts that a synergistic relationship between colleges and public 

and private institutions will be necessary as an important aspect of economic 
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development. O'Banion (1994) echoes this predication: "In recent years community 

colleges have been broadening their definition of community in serving business 

and industry. As community colleges begin to explore new alliances with business 

and industry, they will be required to examine new approaches to teaching and 

learning" (p. 24). 

Outcome-based Assessment and Student Centered Instruction 

The business community has long been concerned with outcomes to 

substantiate a return on fiscal investment. The public, feeling overburdened by an 

increasing demand for financial support for community programs, is demanding 

similar documentation of outcomes from all it public institutions. The community 

college is no exception. O'Banion (1994) recognizes outcomes assessment for 

education and training programs as a way of measuring and evaluating effectiveness 

which increases community confidence. Outcome assessment usually involves 

authentic tasks that reveal what students are capable of doing at the completion 

of specific learning programs (R. Stiehl, personal communication, September 22, 

1995). 

Capper (1994) promotes outcome-based assessment as a means of (a) 

clarifying the focus for educational activities, (b) expanding the ways learning 

occurs and is demonstrated, and (c) setting consistently high expectations for 

learner success. Boyer (1993) adds the effective organization of the educational 

experience as another characteristic of outcome-based assessment. Spady and 

Marshall (1992) describe outcome-based assessment in the information age as a 

"collaborative, flexible, open-system, transdisciplinary, empowerment-oriented 
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approach to learning" (p. 68). From this description a case can be made that 

effective outcome-based assessment also incorporates a student centered 

perspective; it recognizes the importance of empowering the learner, 

acknowledging that flexibility is needed to meet the individual needs of diverse 

learners, and acknowledging the interrelatedness of the disciplines. "At the same 

time, assessing outcomes does not necessarily guarantee that real student needs are 

central in the mind of the instructor" (R. Stiehl, personal communication, 

September 22, 1995). 

If not all outcome-based assessment is learner centered, what then is meant 

by learner centered instruction? The definition of learner centered instruction 

provided by the American Psychological Association (1993) defines student 

centered instruction as, "creating a learning environment which engages students 

in higher-order thinking and practices metacognitive strategies, including reflective 

self-awareness and goal setting so that students become more aware of their own 

psychological functioning and how it relates to their own learning" (p. 10). 

Designating specific outcomes and assessing whether students have met the 

outcomes does not insure that the learning experience engages the student in a 

reflective experience which allowed the student to set goals and evaluate their own 

learning; it is only known that the student has acquired a particular, observable 

behavior. Learner centered instruction is concerned with much more than just 

outcomes, it promotes the intimate involvement of students in the learning process 

for both immediate and long term benefits. 
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The Stiehl & Bessey Workplace Model 

The challenge for community college instructors to adopt outcome-based 

assessment and learner centered strategies requires faculty members to experiment 

with teaching and learning in new and different ways. To negotiate these changes 

models need to be identified which can be used as experimental templates for 

teaching in new ways. Stiehl and Bessey developed a learner centered, outcome-

based training model for training adults in the workplace in 1993 based on a set 

of principles which seems to transcend differences in organizational structure. In 

the model, Stiehl and Bessey address the needs of adult learners in any learning 

situation. The model proposes that learning be managed by assuring the 

complementary development of clear performance outcomes, learner confidence, 

task relevance; knowledge and skill acquisition, continuous feedback, and 

demonstration of mastery affirmation of accomplishment. The shared responsibility 

for teaching and learning described in their book, Managing Learning in High 

Performance Organizations: The Green Thumb Myth, defines training as a "systematic 

strategy for creating conditions that cause learning to happen in organizations" 

(Stiehl & Bessey, 1993, p. 6). The model represents a major shift away from 

instruction where the intent is to cover the content. 

The Green Thumb Myth (Stiehl & Bessey, 1993) is based on empirical 

observations of instruction and training in multiple settings including public 

schools, community colleges, universities, government agencies, and corporations. 

The authors hypothesize that teaching and learning in high performance 

organizations depends first and foremost on defining and addressing the needs of 
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the learners as the only way to get learners truly engaged in meaningful learning 

tasks that results in continued learning. The model proposed by Stiehl and Bessey 

(1993) represents a balance between two extreme views: the outcome-based view 

that strives to predict and control the results of education, and the nondirective, 

improvisational view that disregards outcomes in favor of the individual's process. 

Stiehl and Bessey attempt to respond to individual learner needs without 

disregarding the needs of the organization to predict and assess performance 

results because real learning does not happen through prediction and control. It 

happens when learners choose to engage in tasks that challenge them and help 

them build new meaning (R. Stiehl, personal communication, September 22, 1995). 

Influenced by the work of Bandura (1986), Csikszentimihalyi (1990), Senge 

(1990), and Brim (1992), as well as the literature emerging from the study of 

quantum physics, Stiehl & Bessey (1993) use organic metaphors to describe the 

growth of the individual within organizations. The premise of The Green Thumb 

Myth is the mistaken idea that growth occurs when someone (often a motivational 

guru) comes to bestow the latest magical cure. Stiehl and Bessey (1993) counter 

this notion with this analogy: "A vine can be trained to go up, around or over a 

wall, but can't be forced to keep growing. It can be manipulated, twisted and 

shaped without much result unless it gets what it needs to grow. It's no different 

with people in organizations" (p. 5). They maintain that growth occurs when the 

needs of the plant are met and appropriate environmental conditions are created. 

Stiehl and Bessey's use of an organic metaphor, as opposed to a mechanistic 

metaphor, is consistent with a holistic world view of social systems that has 
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reemerged in the 1990s (Morgan, 1986). Organic metaphors are used to stress that 

the growth of the individuals within an organization must be nurtured as the key 

to success. "In essence, the high performance organization is a garden where 

everyone attends to the health of the whole by learning to manage the growth of 

its members" (Stiehl & Bessey, 1993, p. 6). 

Stiehl and Bessey (1993) identified 12 underlying beliefs upon which their 

learner-centered training model is based. All of the beliefs support the premise 

that trainers, who are typically responsible for telling learners how and what to do, 

must instead acquire the skills to recognize and attend to the real needs of the 

learners as they observe them. The 12 principles shown in Table 5 define the belief 

system that is at the core of their instructional model. Stiehl and Bessey's (1993) 

12 principles go beyond the obvious indicators of performance mastery and look 

at the learner holistically with an equal concern for self-efficacy and satisfaction. 

Stiehl and Bessey propose that helping individuals believe they have the capacity 

to succeed provides a greater chance for success and personal satisfaction. 

Satisfaction increases the likelihood that an individual will pursue new goals which 

ultimately provide long term benefits to the organization. 

Working from this belief system, Stiehl and Bessey (1993) observed and 

interviewed adults in trauma and educational situations over a period of 8 years. 

They asked: What do successful learners do? From this question they hoped to 

hypothesize what learners need. They observed that successful learners seem to do 

similar things. They hypothesized that successful learners consistently do seven 

things, but not necessarily in a certain order. They found that successful learners: 
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TABLE 5 

STIEHL & BESSEY PRINCIPLES OF INSTRUCTION 

Principal Learning is about working on tasks that result in increased personal 
1 mastery. 

Principal The purpose of training is to increase learner competence and close
2 performance gaps. 

Principal Optimal performance is achieved by closing discrete performance
3 gaps that contribute to the whole. 

Principal The path to high performance is always marked by smaller successes. 
4 

Principal The learner is the reason trainers and managers exist.
 
5
 

Principal The responsibility of the trainer or manager is to assure learner 
6 success. 

Principal What the trainer or manager does is determined by what learners 
7 need in order to succeed in reaching new levels of competence. 

Principal The opportunity to demonstrate new competence is an essential 
8 culmination of any learning experience. 

Principal Failure is a natural part of the ultimate achievement of high
9 performance. 

Principal Responsibility and control are major factors in increasing the level 
10 of self-satisfaction learners experience in achieving performance 

goals. 

Principal The celebration of mastery contributes to the strengthening of self 
11 and to the learner's willingness to take on new learning challenges. 

Principal Working on tasks that result in personal mastery is one of the 
12 greatest sources of human happiness and satisfaction. 
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1. Understand the performance task and expectations. 

2. Believe they will be able to perform successfully. 

3. Recognize the value of reaching the performance goal and commit 

to the goal. 

4. Acquire the knowledge, skills, and attitudes needed to perform 

successfully. 

5. Practice skills and adjust performance based on self and external 

feedback. 

6. Demonstrate mastery of the task. 

7. Celebrate mastery. 

Their findings were further supported by studies in social learning theory, 

instructional systems theory, and psychological studies of optimal experience. 

The first component of the Stiehl and Bessey (1993) performance

based/student centered instructional model (Table 6) shows these seven factors of 

learning success along a continuum from a beginning point (actual performance) 

to an attainable performance demonstration (successful performance). The seventh 

factor (claim success) is illustrated as a loop which denotes momentum to move on 

to another learning task. Stiehl and Bessey's (1993) seven critical factors of 

performance success provides a framework that suggests learners will be successful 

if they are able to engage and master performance tasks which are well defined, 

have standards and criteria that identify a good performance from a poor one, and 

contribute to larger performance goals. Understanding the performance goal helps 

learners recognize the value of reaching the performance goal and fosters a belief 



Demonstration 
of Competence 

Practice 

KSAs 

Value 

Confidence 

Expectations 

TABLE 6 

THE SEVEN FACTORS OF PERFORMANCE SUCCESS 

Successful Performance Affirmation 

Demonstrate mastery of the task 

Practice skills and adjust performance 
based on self and external feedback 

Acquire the knowledge, skills and 
attitudes needed to perform 
successfully 

Recognize the value of reaching 
the performance goal and commit 
to the goal What do 
believe they will be able to successful 
perform successfully 

learners do? 
Understand the performance 
task and expectations 

Actual. Performance 

Note: From Managing Learning in High Performance Organizations: The Green Thumb Myth (p. 31), by R. Stiehl and B. 
Bessey, 1993, Corvallis, OR: The Learning Organization. Copyright 1993 by R. Stiehl and B. Bessey. Reprinted with
permission. 
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in their ability to be successful. Many studies confirm that the learners' belief in 

their ability to achieve a goal or meet a specific expectation is a primary factor in 

achieving goals (Bandura, 1977). Meaningful performance goals also require 

content knowledge and skills to be delivered in the context of real situations with 

the opportunity to practice new skills in an environment which allows for 

adjustments. The opportunity to demonstrate new skills gained in working towards 

a performance goal offers increased self-satisfaction and often raises hope for 

further achievement (Bandura, 1977). Claiming mastery is a deeply intrinsic 

motivator which offers a chance to reflect upon new abilities and envision new 

learning tasks (Stiehl & Bessey, 1993). 

One of the most unique characteristics of the Stiehl and Bessey (1993) 

instructional model is that they define the role of the trainer or instructor by the 

needs of the learner. They ask: If these are the things successful learners dothen, 

what does a trainer do? A trainer supports the needs of the learner. In this sense, 

the Stiehl and Bessey model is about a learning partnership (see Table 7). 

Since the Stiehl and Bessey (1993) model is just one of many outcome-based 

models which could be used in a study, it is important to ask how the Stiehl and 

Bessey model compares to other performance-based/learner centered models. 

Table 8 compares the Stiehl and Bessey (1993) model with Ferguson's (1980) 

transformation model, and the outcome based model described by Capper (1992). 

Each model focuses on the success of learners in accomplishing specific 

performance tasks in contrast with training and educational practices which focus 

on delivering information. 



TABLE 7 

THE SEVEN CONSTRUCTS FOR MANAGING LEARNING 

AffirmationSuccessful Performance 

Demonstration 
of Competence What, then,
 

must the
 
Structure andPractice 

coach skill practicetrainer/ 
Identify and provide
 

KSAs manager do access to knowledge, skills
 
and attitudes needed to perform
to assure 

Value Explain and demonstrate the value oflearner 3 
performing the task well 

Confidence success?	 Help learners believe they will be able to2 
reach the performance goal 

Expectations	 Establish specific performance goals
 
and clarify expectations
 

Actual Performance 

Note: From Managing Learning in High Performance Organizations: The Green Thumb Myth (p. 71), by R. Stiehl and B. 
Bessey, 1993, Corvallis, OR: The Learning Organization. Copyright 1993 by R. Stiehl and B. Bessey. Reprinted with 
permission. 
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TABLE 8 

COMPARISON OF STIEHL AND BESSEY MODEL, FERGUSON MODEL,
 
AND OUTCOME-BASED MODEL
 

Stiehl and Bessey 
Seven Constructs 

Expectations: helping the 
learner understand the 
performance task and 
expectations. 

Confidence: believing that 
we will be able to perform 
successfully. 

Value: recognizing the 
value and commitment to 
the task. 

Knowledge, skills, and 
attitudes: acquiring the 
knowledge, skills and 
attitudes needed. 

Practice: practice skills and 
adjust to feedback. 

Demonstrate competence: 
demonstrate mastery of the 
task. 

Affirmation of self-
satisfaction: claiming 
mastery. 

Ferguson
 
Model
 

Egalitarian; learner 
involved in selecting 
meaningful tasks. 

Priority on self-image; 
motivational influences; 
cognitive filters; inner 
experience. 

Contextual learning; 
personal meaning; intrinsic 
motivation to learn. 

Learning as a process; 
construction of knowledge; 
higher order thinking; 
nature of the learning 
process; developmental 
constraints; social/cultural 
diversity. 

Flexible structure; 
individual differences in 
learning; whole brain 
teaching/learning. 

Flexibility and integration 
of students; concern with 
performance. 

Abstract complemented by 
experiment and experience. 

Capper
 
Outcome-Based Model
 

Clarity of focus; authentic,
meaningful tasks; 
collaborative; clear criteria. 

Empowerment oriented. 

High expectation for 
success. 

Ways of expanding how 
learning occurs. 

Flexible. 

Ways of expanding how 
learning is demonstrated. 
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The Stiehl and Bessey model includes components from both the Ferguson 

(1980) model and the outcome based model (Capper, 1992), integrating a learner 

centered focus with outcome-based results and authentic performance tasks (see 

Table 8). The importance of authentic knowledge tasks is supported by the work 

of Burke (1993), who describes authentic tasks as the prerequisite of authentic 

achievement, which is knowledge that has value beyond evaluation. Archibald and 

Newmann (1988) propose that before educators try to assess authentically, they 

should make sure they teach authentically. Stiehl and Bessey (1993) attempt to 

provide a model for training in the workplace that is authentic. 

The Stiehl and Bessey (1993) model was selected for this case study for two 

reason: (a) it represents two recurring theories in education reform in this 

decadethe need to focus on authentic learner outcomes (rather than content 

coverage) and the need to engage students by respecting and responding to their 

learning needs; and (b) the model applies not only to the student as learner, but 

also to the trainer/instructor as learner. The seven factors of success are the factors 

of success for every learner. In a true learning organization, everyone has a 

performance gap(s) and everyone needs support in closing the gap. This is 

particularly true in a community college classroom when the instructor is trying to 

demonstrate new teaching outcomes to better enable students to achieve their own 

performance goals. The Stiehl and Bessey (1993) model includes a fractal quality 

that is particularly appropriate for this study. The instructor, participant observer, 

and the students were all learners. 
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SUMMARY
 

Transforming the American educational system to meet the current and 

future education needs of this country requires a new understanding of the 

teaching/learning process. Shifting from a mechanistic model of control to a learner 

centered model requires new roles and new skills for the classroom teacher. 

Helping educators acquire the skills necessary to construct learning opportunities 

that are responsive to learner needs will require systems which support continuous 

change at both the organizational and the individual level. Community colleges are 

no exception; in fact, they face the unique challenge of providing educational 

opportunities to the most diverse group of college students in the history of the 

world, while employing instructors who are traditionally content specialists with 

little or no pedagogical background. If the necessary resources to face these 

challenges can not be found among their own ranks, community colleges can 

capitalize on their historically close ties with business and industry by adapting their 

innovative training models. One such model is the Stiehl and Bessey (1993) model 

described in Managing Learning in High Performance Organizations: The Green 

Thumb Myth. What makes the Stiehl and Bessey model an appropriate choice for 

a learner centered education model is that the role of the trainer or instructor is 

defined totally by the needs of the learner. The fractal quality of the model also 

recognizes the trainer /instructor as a learner as s/he strives to support the needs 

of the learner within a learning organization. 
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CHAPTER III 

DESIGN AND METHODOLOGY 

"Educational research must start from, and return to, the practical problem. 

It must be organized around practical issues" (Ausubel & Freeman, p. 76). 

The purpose of the study is to document the experiences of one community 

college instructor as She attempted to transition from traditional content-focused 

teaching to a performance-based, learner centered model. 

METHODOLOGY 

Educational research, regardless of tradition, has a practical purpose. Within 

educational research in particular, and social science research in general, the 

qualitative research tradition is oriented towards developing understandings of 

social phenomena (Reed, 1991). An in-depth, holistic description of events, 

programs, procedures, and/or philosophies as they operate in context in natural 

settings is often needed in order to understand and make informed decisions. 

Qualitative methodology provides the researcher with a way to gather a broad 

range and variety of types of data and allows for the study of interrelationships 

among the data (Stainback & Stainback, 1989). Qualitative research is geared 

toward gaining an increased understanding of the ideas, feelings, motives, and 

beliefs behind people's actions. "In essence, qualitative research is oriented toward 

the search for meanings, that is, the interpretations and meanings people give to 

events, objects, other people, and situations in their environment" (Stainback & 
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Stainback, 1989, p. 7). Through holistic description the researcher has the 

opportunity to study the process or procedures inherent in an educational program 

or situation. 

Some questions qualitative research can address are: 

1. What is happening, specifically, in a particular setting or settings? 

2. What do these happenings mean to the people involved in them? 

3. How are these happenings organized in patterns of social 

organization and learned cultural principles in the conduct of everyday life? 

4. How is what is happening in this setting as a whole related to 

happenings at other system levels outside the setting? 

5. How do the ways everyday life in this setting is organized compare 

with other ways of organizing social and cultural life in a wide range of settings in 

other places and at other times (Stainback & Stainback, 1989)? 

Guba and Lincoln (1981) maintain that naturalistic inquiry is an ideal form 

of evaluation because it provides "thick descriptions" (pp. 375-376); is grounded, 

holistic, and lifelike; simplifies data; illuminates meanings; and can communicate 

tacit knowledge. In addition, according to Merriam (1988), naturalistic inquiry is 

a particularly good means of educational evaluation for four reasons: (a) it can 

explain causal links in real-life interventions that may be too complex for the 

survey of experimental strategies; (b) it describes the real-life context in which an 

intervention has occurred; (c) it provides an illustrative account of the intervention 

itself; and (d) it can be used to explore those situations in which the intervention 

being evaluated has no clear single set of outcomes. 
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Critics of qualitative research question the generalizability of its research 

findings. When researchers use the term generalizability, they are usually referring 

to whether the findings of a study hold up beyond specific research subjects and 

the setting involved. However, "qualitative researchers are more interested in 

deriving universal statements of general social processes than statements of 

commonality between similar settings such as classrooms" (Bogdan & Bilkin, 1992, 

p. 63). Qualitative researchers are making the assumption that human behavior is 

not random or idiosyncratic, which suggests that qualitative studies can be 

generalized to other settings and subjects. Another way some qualitative 

researchers approach the issue of generalizability is to allow other researchers to 

see how their carefully documented study fits into the general scheme of things. 

One of the most popular choices for a qualitative research project is a case 

study. "A qualitative case study is an intensive, holistic description and analysis of 

a single instance, phenomena, or social unit" (Merriam, 1988, p. 21). The design 

of a case study can be compared to a funnel. The research starts from a broad 

perspective, with a general question or questions to be answered. As a researcher 

proceeds through the study, the data collected affect decisions about the future 

direction of the study. The study is continually modified as procedures are selected 

to learn more about the topic of study. Stainback and Stainback (1989) point out 

that, "it is critical that methodology not be allowed to supersede the interpretive, 

intuitive thought processes of the researcher" (p. 25). As the study develops a 

focus, the data collection and research activities narrow. Each type of qualitative 
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case study requires special considerations regarding the feasibility of the study and 

most effective procedures to be used (Bogdan & Bilkin, 1992). 

The various case study approaches to qualitative research include 

observational, historical, and life history. For the purpose of this study, an 

observational case study approach was used. "In [observational] studies the major 

data-gathering technique is participant observation and the focus of the study is 

on a particular organization or some aspect of the organization" (Bogdan & Bilkin, 

1992, p. 106). Usually a specific part of the organization is considered for study. 

This could be a particular place in the organization, a specific group of people 

within the organization, or a specific activity carried out by the organization. Often, 

observational case study researchers use a combination of these as part of their 

study. The observational case study conducted by this researcher focused on an 

instructor and the students who participated in an introductory medical terminology 

course at a large urban community college in the Pacific Northwest. Bogdan and 

Bilkin (1992) recognized the fact that "to study a particular group out of the 

context of a world that is normally integrated, is an artificial act, but a necessity to 

make research manageable" (p. 49). To offset the artificiality, the researcher 

attempted to choose a piece of the organization that was a naturally existing unit 

within a larger program and degree. 

POPULATION 

The segment of the organization selected for this study was the instructor 

and students enrolled in a medical terminology course in the Health Care Support 
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Program which leads to a Health Care Associate degree from a community college. 

The class met twice weekly for 11/2 hour sessions, for a total of 3 class hours per 

week. The class was comprised of 23 female students and 2 male students. 

Twenty-two students were white (non-Hispanic), two were Asian, and two were 

Hispanic. Twelve students were between the ages of 18 and 24, five between the 

ages of 25 and 29, four between the ages of 30 and 39, and four students were over 

age 40. The oldest person attending the class was 56 years old. Half of the students 

reported working at least part-time. Three students indicated that they were 

working full-time while attending classes. Eighty percent of the students were 

enrolled in the course because it was a requirement for the degree they were 

pursuing, while the other 20% were taking the course for personal improvement 

or to make a career change. Seventy-six percent of the students reported incomes 

of under $10,000 a year. Four of the students reported parenting children under 

age 18 and working a least part-time while attending college (see Appendix A). 

The instructor of the medical terminology course was hired in the fall of 

1994 on a part-time basis to teach three classes for the Health Care Support 

Services Program. Although she held a Bachelor of Arts degree in education, she 

chose to pursue a career in medical records. She had 21 years of experience in the 

medical records field and had held adjunct faculty positions at two other 

community colleges. She was motivated to work on improving her teaching to 

enhance her chances of being given a full-time instructorship while a colleague 

took sabbatical leave for the next academic year. She was an ideal candidate for 
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the study because she represents the large number of community college faculty 

who teach part-time, many who aspire to hold full-time positions. She was also 

typical in that she came to the teaching situation with a wealth of professional 

expertise but very little teaching experience. 

DATA COLLECTION 

Qualitative research is well suited for theory development. When a 
theory is built upon a wide variety of data gathered in natural 
educational settings, the probability of it being relevant and 
functional to educational practice is enhanced (Stainback & 
Stainback, 1989, p. 14). 

Bogdan and Bilkin (1992) define data as, "the rough materials researchers 

collect from the world they are studying; they are the particulars that form the 

basis of analysis" (p. 106). The dominant strategies that were used for data 

collection in this study were participant observation, field notes, surveys, personal 

documents, and participant interviews. Field notes were generated during 30 hours 

of classroom observations. Approximately 60 hours of collaborative planning time 

was documented through joumaling. In addition, student surveys were conducted 

three times during the term, and the instructor was interviewed during the fourth 

and tenth week of the term. Students who represented A level, B level, and C level 

work based upon the midterm and quizzes were selected for in-depth interviews 

to determine their perception of the course and the instructor. Each class session 

and interview was audiotaped. 
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INSTRUMENTATION 

Bogdan and Bilkin (1992) state that "the qualitative researcher's goal is to 

better understand human behavior and experience" (p. 107). The descriptions, 

analysis, and interpretations of data are the heart or core of describing human 

behavior and experience. This researcher assumed the role of a participant observer 

to gather the previously described data and to describe one instructor's experience 

as she transitioned from a traditional teaching model to an outcome-based student 

centered model that originated in the workplace. Taylor and Bogdan (1984) 

describe the role of the researcher as a participant observer as one who is involved 

in the social interaction between the researcher and informants during which data 

are systematically and unobtrusively collected. According to Dobbert (1982), the 

participant observer (a) systematically seeks out and organizes data concerning 

what is being studied, (b) keeps detailed records of what occurs, (c) periodically 

detaches self from situation to review records from the neutral position of social 

scientists, and (d) constantly monitors observations and records for evidence of 

personal bias or prejudice. 

Two types of researcher participation were used in this study. In one aspect 

of the study, the researcher was a passive participant. Stainback and Stainback 

(1989) describe the role of a passive participant researcher as one who is present 

at the scene of action but does not interact or participate. The researcher finds an 

observation post and assumes the role of a bystander or spectator. This accurately 

describes the researcher's role during the 30 hours of classroom observation. In 

another aspect of the study, the researcher was a complete participant, which again 
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described by Stainback and Stainback (1989) means the researcher maintained the 

highest level of involvement. This occurred during the planning process as the 

researcher and instructor met biweekly to plan class sessions. The researcher 

functioned as a peer-coach during these planning meetings. Webster (1984) 

describes a peer-coach as "one of equal status with another who acts as a private 

instructor to teach or train." For the purpose of this study, the peer-coach had a 

high level of expertise in learner centered instructional practice which allowed the 

researcher to act as a trainer. 

"The successful outcome of a participant observation study relies on 

detailed, accurate and extensive field notes" (Bogdan & Bilkin, 1992, p. 107). Field 

notes in this study refer to all the data collected by the researcher as a passive 

participant in the classroom setting. As a passive participant, the researcher was 

able to observe from a corner of the classroom and write field notes during each 

class session on a laptop computer. The field notes captured (a) portraits of the 

instructor and students, (b) the dialogue between instructor and students, (c) 

descriptions of the physical setting, (d) accounts of each class session regarding 

student/teacher interactions and success of instructional strategies, (e) instructional 

content and activities, and (f) the researcher's subjective reflection and analysis. 

While participant observation is a major means of collecting data in a 

qualitative study by providing a first hand account of the situation under study, 

when it is combined with interviewing, personal documents, and student surveys, 

it allows for a holistic interpretation of the phenomenon being investigated 

(Merriam, 1988). 
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Personal documents, such as a journal, are used broadly to refer to any first 

person narrative that describe an individual's actions, experiences, and beliefs 

(Taylor & Bogdan, 1984). The aim of such materials is to obtain detailed evidence 

as to how social situations appear and what factors may have significant meaning 

for the study (Bogdan & Bilkin, 1992). As a complete participant in the planning 

process, a journal documenting the planning process and dialogue provided 

valuable insight into the instructor's thoughts, feelings, and intentions regarding her 

experience as she attempted to transition from a traditional instructional style to 

a student-centered instructional style. 

The participant observation and collection procedure is often used in 

concert with, and as a complement to, other data collection procedures such as 

interviewing. "When the participant observation is used in conjunction with 

interviewing, the researcher is provided the opportunity to study the relationship 

between the natural participant's words and their deeds" (Stainback & Stainback, 

1989, p. 51). The most common form of interview is the person-to-person 

encounter in which one person elicits information from another. In qualitative 

studies, the main purpose of the interview is to obtain a special kind of information 

(Merriam, 1988). In this study, the researcher sought to gain additional information 

from the instructor and students regarding their feelings, attitudes, and 

self-evaluation on the Seven Factors of Performance Success as described by Stiehl 

and Bessey (1993). Interviews were conducted with the instructor the fourth week 

and the tenth week of the term regarding the instructor's perception about her 

perceived value for the model while she was trying to adapt to the impact of the 
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changes on her instructional delivery and student success. All students were 

surveyed three times throughout the term through use of the Learner Perception 

Tool (Stiehl & Bessey, 1993) The survey was conducted in the first, fourth, and the 

tenth week before finals evaluation. The survey asked students to respond to their 

perception of the class in four categories or indexes, which included: (a) the 

challenge indexhow challenged the student was by the course, (b) the confidence 

indexhow confident the student was that s/he would be successful in the course, 

(c) value indexwhat value the student placed on the course in relationship to 

perceived needs, and (d) control indexhow much control the student felt s/he had 

over his/her own learning. In addition, after completing the final examination, 

students were again surveyed on the Self-Satisfaction Response Tool (Stiehl & 

Bessey, 1993) which asked students to respond on a scale of 1 to 4 about how 

satisfied the student was with (a) the effort s/he put into achieving the training 

goals, (b) the degree to which s/he was responsible for his or her own success, (c) 

the level of personal satisfaction that s/he felt from completing the course, and (d) 

how successful s/he was in achieving the training goals. 

Students also had an opportunity to share their perception of the course 

during a Small Group Instructional Diagnosis (SGID) (Clark & Redmond, 1980) 

conducted the fourth week of classes. The SGID ask students, in small groups, to 

respond to three questions: 

1. What do you like about the class? 

2. What needs to be improved? 

3. What are suggested ways to improve the course? 
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To gain more in-depth understanding of the instructor and students' 

experience during the study, the instructor and three students were interviewed at 

the end of the term. Each was asked to respond to their perception of how well 

each of the seven needs identified in the model were met at that point in the 

course: (a) the need to understand the performance task and expectations; (b) the 

need to believe that they would be able to perform successfully; (c) the need to 

recognize the value of reaching the performance goal and committed to the goal; 

(d) the need to acquire the knowledge, skills, and attitudes necessary to perform 

successfully; (e) the need to practice skills and adjusted performance based on self 

and external feedback; (t) the need to demonstrate mastery of the task; and (g) the 

need to affirm mastery. Each interview was audiotaped for accuracy, transcribed 

for consistency, and interviewer comments were journaled following each interview 

to add impressions and comments. 

The interviewer/respondent interaction is a complex phenomenon. Both 

parties bring biases, predispositions, and attitudes that affect the interaction 

between interviewer and respondent. This researcher had to rely on professional 

experience, to establish a positive rapport with the interviewee by being sensitive 

to verbal and nonverbal cues, maintaining a non-judgmental demeanor, and being 

respectful of the individual's opinions and comments in a confidential manner. This 

researcher developed professional expertise in these skills during 18 years of 

experience in education. Eleven years of this experience was in public education, 

which included 8 years as a special education consultant and teacher and 3 years 

in administrative positions, requiring training and proficiency as an observer, coach, 
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and instructional leader. The past 7 years, the researcher has participated and 

gained additional experience in a community college setting as a peer-coach. 

RELIABILITY AND VALIDITY 

All research is concerned with producing valid and reliable knowledge. "In 

qualitative research, findings can be considered valid if there is a fit between what 

is intended to be studied and what actually is studied" (Stainback & Stainback, 

1989, p. 101). Stainback and Stainback go on to say that researchers attempt to 

strengthen the validity of their findings through "methods which provide first hand 

knowledge of the phenomenon under inquiry as it exists in the world" (p. 101). 

Merriam (1988) identifies several strategies that researchers can use to ensure 

internal validity: 

1. Triangulation: Involves using multiple sources of data to confirm 

emerging findings. In this study, triangulation was accomplished through the 

combined use of participant observation, personal documents, an SGID, and 

interviews to create a holistic understanding of the situation to construct "plausible 

explanations about the phenomena being studied" (Mathison, 1988, p. 15). 

2. Member checks: Involves eliciting interpretations from the members 

who participate in the study. Member checks were conducted through the use of 

four student surveys and an in-depth interview with three students individually. In 

addition, a Small Group Instructional Diagnosis was conducted during the fourth 

week of the term which gave students the opportunity to give the instructor 

feedback on the strengths and weaknesses of the course. 
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3. Gathering data over a period of time: The 11-week design of this 

study allowed the researcher to participate on a regular basis in the entire delivery 

of this one term course to determine emerging patterns. The 11-week pattern of 

course delivery is consistent with the quarter system that other community colleges 

operate under. Although longer periods of time would offer additional 

opportunities to follow change patterns in the instructor's delivery of course 

material, the student enrollment in the course would change each 11 weeks, 

eliminating the opportunity to observe the interaction of an instructor with a 

consistent group of students. 

4. Researcher's biases: Involves clarifying the researcher's assumptions 

and theoretical orientation. Qualitative researchers stress that research is, by 

necessity, value bound and that this should be understood and taken into account 

when conducting and reporting research results. Stainback and Stainback (1989) 

define value bound as those values which influence the researcher when he/she 

selects the problem to be investigated, frames the questions to be answered, 

chooses the measuring instruments and the design of the study, and analyzes and 

interprets the data. To compensate for the value that this researcher brings to the 

study, a holistic picture will be developed by the wide variety of data gathering 

strategies described earlier to discover and/or explore ideas and emergingconcepts. 

Other ways that validity can be enhanced are by using approaches which 

improve the validity of data collected. A key to validity is the researcher's ability 

to enter and study a setting or situation so as not to alter its natural condition. 

Taped sessions of each class and the researcher's observations of student reactions 
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as part of the field notes and the SLID provided evidence that the researcher's 

presence in the classroom had little, if any, impact on the students or instructor, 

thus increasing the validity of data gathered in the classroom. 

Merriam (1988) also suggests that qualitative studies can be considered valid 

if there is consistency or if repeated patterns of events are recorded in the 

observational data. For a further triangulation of data, all data recorded as field 

notes were coded for entry into the qualitative data analysis software program, 

Data Collector (Turner & Handler, 1992). The use of the program identified 

patterns of events which support the researcher's observations and analysis. 

Reliability is often defined as the consistency and stability of data or 

findings. However, Stainback and Stainback (1989) suggest that the nature of 

qualitative research does not support traditional concepts of reliability. The 

emerging design of a qualitative study is not predetermined and is not likely to 

produce the same results in two different situations. In addition, unlike quantitative 

research which attempts to address data that is objective, stable, or static, the 

qualitative researcher collects data that are often subjective, dynamic, or 

changeable over time. That is not to suggest that qualitative research is not 

reliable. Guba and Lincoln (1981) make the case that qualitative research is 

reliable because reliability and validity are inextricably linked in the conduct of 

research and "to have internal validity amounts to simultaneous demonstration of 

reliability" (p. 120). 
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DATA ANALYSIS
 

Data analysis is the process of systematically searching and arranging the 

interview transcripts, field notes, and other materials that accumulate to increase 

the understanding of them and enable the researcher to share findings with others 

(Bogdan & Bilkin, 1992). Bogdan and Bilkin suggest that some ongoing analysis 

must be conducted during data collection, but that full-fledged analysis of the data 

should wait until most of the data have been collected. Throughout this study the 

researcher tracked emerging themes, reviewed field notes, and developed theories 

to progressively make sense of the data. 

After the final data were collected, this researcher followed Bogdan and 

Bilkin's (1992) suggested steps for data analysis which included: 

1. Developing coding categories. All field notes were coded to 

determine emerging teaching/learning patterns related to the seven factors of 

performance success described in the Stiehl and Bessey (1993) model. Other coding 

categories emerged, such as (a) lack of basic teaching skills, (b) instructor's 

resistance to change, and (c) instructor/student relationship. 

2. Storing and sorting coded material. As previously mentioned all 

coded material were sorted and stored through the use of a computer program, 

Data Collector (Turner, 1992). 

3. Analyzing and making sense out of the collected materials. After all 

data were collected the process of summarizing, determining patterns, and 

identifying emerging theory began. Merriam (1988) suggests that 60% to 70% of 

the emerging analysis is based upon the events, anecdotes, episodes, and some 30% 
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to 40% is based upon a conceptual framework. In this study, data were organized 

in a conceptual fashion: one that builds conceptual categories or explanatory 

concepts that encompass much of the raw data. To convey this information, 

particular descriptions were included which consisted of quotes from the instructor 

and students interviewed, quotes from field notes, and narrative vignettes from the 

class. General descriptions were woven throughout the report to identify the 

context of the situations described. Interpretive commentary provided a framework 

for understanding the particular descriptions while general descriptions were used 

to convey salient details. "It is the mixture [of general and particular descriptions] 

that conveys to the reader the researcher's interpretation of the case and the basis 

for that interpretation" (Merriam, 1988, p. 263). Table 9 depicts the time line and 

process for data gathering and data analysis used in this study. 
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TABLE 9
 

DATA GATHERING MODEL
 

Week 1 

Week 2-3 

Week 4 

Week 5-8 

Week 9 

Week 10-11 

Class Observations/Field Notes
 
LPT Survey Tool
 

Planning Sessions/Journal Entries
 

Class Observations/Field Notes
 
Planning Sessions/Journal Entries
 

Class Observations/Field Notes
 
LPT Survey Tool
 

SGID
 
Planning Sessions/Journal Entries
 

Instructor Interview
 

Class Observations/Field Notes
 
Planning Sessions/Journal Entries
 

Class Observations/Field Notes
 
Planning Sessions/Journal Entries
 

LPT Survey
 

Class Observations/Field Notes
 
SSRT Survey
 

Three Student Interviews
 
Instructor Interview
 

Synthesis of
 
Emerging
 
Patterns
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CHAPTER IV 

THE STORY 

INTRODUCTION 

I arrived early for the first day of the class so that I could observe the 

students and instructor for the medical terminology course entering the room. I 

wondered if the students and Mary, the instructor, were feeling the same feelings 

of anticipation, excitement, and nervousness that I was on this warm, late 

September morning. As an instructor myself, I usually do not have the chance to 

observe in another instructor's class. I took time to notice the ambiance of the 

environment. This classroom had four large windows which provided a light and 

airy feeling to an otherwise sterile college classroom atmosphere. A few remnants 

from previous health classes remained on the wall in the form of posters of various 

internal organs labeled with unfamiliar words. A plastic skeleton hung in the front 

of the room and the familiar medicinal smell of antiseptic from a nearby lab 

classroom filled the air and marked the setting as students filtered in. 

As I waited for class to begin I tried to get a feel for who the students were. 

At 10:50 a.m., 10 minutes before class was due to begin, 12 students were already 

waiting. Most of the students were women ranging in age from about 18 years to 

mid-50's. It looked as if three of the woman were Asian and two were Hispanic. 

There were two male students: one appeared to be in his early 20's and was 

wearing the blue uniform of an Emergency Medical Technician student; the other 
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male looked older, perhaps in his late 20's or early 30's, and he sat down by 

himself at a long table. 

Since the course that I had come to observe was an entry-level course for 

all health care related career paths, I presume that this was probably the first 

college class for many of these students. I assumed that explained why the room 

was very quiet. The students didn't seem to know each other. I saw only one 

conversation going on between the two Hispanic women. 

Women students of all ages filled the rest of the seats. The students sat 

three to a long table facing the front of the room. On each side of the room there 

were five tables, one behind the other. The rectangular configuration of the room 

left few other options for arrangements, especially with the use of six foot tables. 

By 11:00 a.m., 26 students filled all but two of the available seats, 23 women and 

3 men. As soon as Mary entered the classroom, coffee cup in hand, the small quiet 

conversations ceased and all heads, including mine, looked up expectantly. 

PREFACE TO THE STORY 

The story of how I happened to be observing in this classroom on this 

particular September morning began 2 years earlier when I noticed the students 

in my program frequently reporting to me the difficulty they were having with some 

of the instructors in other parts of their academic programs. Because my students 

were part of an education program where they were experiencing and learning 

about effective teaching and learning strategies, they had become well-informed 

educational consumers. Until that time, I had not given much thought to how 
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difficult it would be for someone with no teaching background to walk into a 

community college classroom and teach 25 expectant adult learners. Even though 

I had an undergraduate and graduate degree in education, 10 years of public 

school teaching experience, and 6 years experience teaching adults, I was 

challenged by the diverse and demanding student population inherent to the 

community college. Demanding and diverse students were often the topic of 

lunchtime conversations between my colleagues and myself. 

Lunchtime in my office setting often brought me in close contact with 

faculty from a variety of heath care related programs, who were almost exclusively 

content specialists with no formal teaching preparation. As I became close friends 

with a few, I realized how much more difficult the job was for them as they 

struggled with the unwritten expectations of teaching and assessment. They were 

hired for their professional or technical expertise, given a copy of the textbook, a 

course content guide, and told when and where to go for their first class. They 

taught as they had been taught, using lecture, memorization, and multiple choice 

tests. It was not unusual for our lunchtime discussions to turn into gripe sessions 

about the lack of student preparedness, poor test scores, and a general frustration 

with the quality of the students. One colleague in particular noticed that I had not 

shared the same level of concern with students and asked me what I would do with 

one topic or another. Soon I was helping two of the health care faculty develop 

activities to supplement their typical lecture classroom format. 

As I worked with the two health care support faculty, I wondered whether 

all new faculty experience the same type of frustration in their first years of 
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teaching. I sought out new faculty on my campus for informal interviews and 

conducted a survey of 75 community college faculty and administrators concerning 

the needs of new faculty. From both the interviews and the survey, I sensed a 

definite need to provide new faculty with some type of support during their first 

years of teaching. 

It seemed familiar to me to be working with other instructors talking about 

teaching and learning because of my past experiences as a special education 

consultant, head teacher, principal, and student teaching supervisor. Ten years 

earlier I would not have felt qualified to give advice to anyone about teaching. I 

remember feeling the same types of frustration as my current colleagues when I 

taught in the elementary grades. My own understanding of the teaching-learning 

process began when I became involved in the early childhood literature and 

culture. I began to comprehend how each of us construct meaning for ourselves (a 

theory of constructivism in the early childhood literature). I gradually learned to 

become a partner with students in the learning process by providing a rich 

environment where learners engage in meaningful interaction with information, 

systems, and people. As I began to work with adults, I soon discovered that they 

learn through the same principles that I had gained from my early childhood 

experiences. Putting together the information gained from my own experiences, 

along with the concerns voiced by my colleagues during our lunchtime discussions 

and talking with new faculty, led me on a search for meaningful ways to help newly 

hired community college instructors gain the same understanding of the role of an 

instructional leader in the classroom. I was looking for a framework within which 
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I could address the current trends in education, an understanding of adult learners, 

and the many nuances of good instructional practice. As part of my doctoral 

studies, I became familiar with the Stiehl & Bessey (1993) performance based 

model, described in their book Managing Learning in High Performance 

Organizations: The Green Thumb Myth. I was drawn to their model because it 

seemed consistent with my own philosophy and beliefs about teaching and learning 

in schools, even though their model was originally designed for training in the 

workplace. Could the Stiehl and Bessey model provide what I was looking for to 

help newly hired instructors better understand the teaching-learning process? I 

wanted to find out. I looked for a newly hired instructor who would be willing to 

teach using the Stiehl & Bessey (1993) model with my coaching. I found Mary. 

Mary was hired in the Fall of 1993 as a part-time instructor in the health 

care support services program in the community college. By the time I met Mary 

at the end Winter Term, 1994, she had received a series of poor student 

evaluations, which had come to her director's attention. As with most part-time 

instructors, Mary was hoping to move into a full-time position and realized her 

teaching was going to have to improve if she were going to have a chance anytime 

soon. Although Mary had prepared in college to be a teacher 20 years earlier, she 

turned down an elementary teaching contract and enrolled instead in a medical 

records program in Baltimore, Maryland, to pursue a career connected with her 

first love, science. Mary worked in the medical records field for the next 20 years, 

collecting and maintaining medical records for data collection, generating statistics, 

and research. After 20 years in the medical records field, she reconsidered the idea 
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of teaching and pursued a secondary science certificate, which required that she 

only complete some additional science courses but no additional methods classes. 

She went to a local community college in Albuquerque, New Mexico, to apply for 

a part-time science position, but instead was told they needed extra help in the 

ABE/GED Department, where she worked part-time for several years helping 

individuals improve their math and reading skills. Eventually, as her expertise in 

medical terminology became known, she was asked to teach a medical terminology 

course. When she and her family moved to the Northwest in 1993, she was hired 

by a community college to teach one medical terminology course. The following 

year she was given between three and five classes a term, all on part-time 

contracts, and had hopes of replacing the full-time instructor in the health care 

support services program who was going on sabbatical leave. 

When Mary first contacted me about her interest in working with me on a 

new framework for teaching, she told me she had been happy with her lectures, 

seven quizzes, a midterm, and final evaluation until her director raised questions 

about her evaluation. She felt her students' success on her quizzes and final 

evaluation provided enough proof that her students were acquiring the required 

knowledge. According to the department's traditional benchmark of students 

passing multiple choice tests, she felt she was quite successful. 

On the other hand, I knew that Mary was facing more than just the usual 

challenges of a newly hired instructor entering a teaching assignment with years of 

professional experience but little teaching background. She was also facing 

confusing messages at this particular community college. The college 
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philosophically embraced education reform with open arms, including outcome 

based education, yet at the program level it had remained very traditional. Her 

department consisted of four additional instructors, three of whom used a 

traditional lecture and test format, and one who was considered somewhat of an 

outsider for using a variety of teaching strategies and refusing to use standard 

multiple choice assessments. For Mary, this meant being caught between a director 

who wanted her to use a performance based/learner centered model and a 

department where three out of four of her colleagues, including the program chair, 

taught from a very traditional content centered model. 

PREPARING FOR THE STORY 

Mary and I first experienced together the pull of tradition and the push for 

change in the Spring of 1994 during a 2-day training workshop we attended 

presented by Stiehl and Bessey at a nearby community college. It soon became 

evident that the teaching framework advocated in their workshop and in the book 

was a totally foreign one to Mary. After the first day of the workshop I made the 

following observations in my journal: 

Mary commented over and over again today in a very questioning 
manner, "This is really different." She also displayed a lack of 
confidence in her ability to adjust to this teaching style, stating that 
she really could not picture how this approach might apply to her 
content heavy course. Mary seems to lack confidence in herself and 
her abilities. She gave up easily after not being very successful at her 
first attempts at the exercises. I wonder if she is the right choice for 
this experiment. 
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I also noted during the workshop activities that: 

Mary encourages me often. She seems more comfortable giving 
praise to others than giving herself credit. Although Mary was able 
to apply the model to one outcome she selected for one of her 
courses, she kept commenting that she didn't see how she would be 
able to do a whole course in this way. I think she has the basic idea 
but definitely can't see the whole picture yet. 

After the Spring workshop experience, Mary and I only had passing 

conversations related to the Stiehl and Bessey (1993) model. It wasn't until 2 weeks 

prior to the beginning of the fall term that Mary and I began to discuss in earnest 

the possible application of Stiehl and Bessey's principles and constructs to one of 

her courses. 

Since this was also my first experience at trying to apply all seven constructs 

to an entire course, neither of us were totally confident that we knew what we were 

doing. I was relying upon my years of experience teaching and supervising student 

teachers and reading education reform materials. I think Mary had developed some 

sense of trust in me based more upon our collegial friendship rather than on any 

direct knowledge of my teaching or particular expertise. At any rate, I was to be 

the coach and she the trainee in one course throughout fall term. 

One week before classes were to begin, Mary and I had our first planning 

session which took the form of a polite dance with me suggesting and questioning, 

and Mary wanting to be cooperative but yet resistant to any changes that she felt 

compromised the content of her course. After our first planning session during 

which we attempted to establish specific performance goals, I made the following 

journal entry: 
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Initially the only performance goal Mary was able to articulate today 
was that of passing a particular quiz or test, which was typically 
multiple choice and fill-in-the-blank, with a score of 70% or better. 
As I had Mary reflect back upon her own use of medical terminology 
in her work experience as a medical records specialists, a few 
tentative ideas emerged, which included (a) medical coding for 
insurance billing, (b) patient histories, and (c) conversations with 
doctors. Another colleague in the medical assisting program 
happened to drop in. Her background was as a nurse in a physician's 
office and she was able to add additional authentic performancegoal 
ideas from her experiences, including handling all types of inquiries 
and referrals over the telephone, walk-in patients, and interpreting 
lab test requests and results. I sensed from this encounter that we 
were going to need the involvement of other colleagues with diverse 
medical backgrounds to help us create more authentic tasks. I am 
also questioning if I know exactly what performance goals I want 
Mary to perform. What do each of the seven constructs look like in 
practice? How will I know if we are making progress? 

I sensed from this first planning session that Mary was not going to let go 

of old ideas easily. She was most concerned by what she was going to do the first 

day of class and much less concerned about student performance tasks. She also 

mentioned a concern that changing her focus away from an exclusively lecture 

model was going to require a lot more planning on her part. She commented, "I 

should be getting college credit or something for all the extra work." She didn't 

seem to value the process at this point, other than that she was being compensated 

through curriculum development funds for 30 extra hours of preparation. I wanted 

Mary to value moving to a more learner centered model so that the extra planning 

time would not seem like so much of a burden to her. 

During our subsequent planning sessions I constantly reminded myself that 

Mary, herself, was a learner. This too was what Stiehl and Bessey (1993) were 

talking about. I was not only teaching Mary how to use the model, I had to be 

using the model while teaching her. The principles of the model had to be applied 
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on two different levels. Mary with her learners, me with my learner, Mary. It 

seemed complicated. This was especially important when Mary and I discussed 

structural changes in the course such as moving away from covering one or two 

chapters per week with seven quizzes, a midterm, and a final. The importance of 

building on to structures familiar to the learner was emphasized by Mary herself 

during an interview at the end of the term where she commented, "I think the 

biggest hurdle for me from the very beginning was to be able to keep my own 

standards of having the quizzes and a lot of accountability." The push to change, 

coming from Mary's director and myself, was often in contrast to the pull she felt 

from colleagues as I noted in a journal entry from September of 1994: 

I had thought from a discussion yesterday that Mary had begun to 
think in terms of general outcomes we wanted for the students, but 
today that seems to be too great of a leap for Mary. Evidently she 
went to a colleague after our talk yesterday to validate her point of 
view about her quizzes, midterms, and final. Obviously, the colleague 
reinforced her, so now we are back to square one on that point. 

Mary was a very conscientious person, and by retaining her check points of 

quizzes and finals, she felt she had control over the students' learning. 

As planning for the first week of classes progressed, Mary and I agreed to 

focus on the second and third constructs of the model: helping students "believe 

they would be able to reach the performance goal," and "explaining and 

demonstrating the value of performing the task well." Somehow the first construct 

of "establishing specific performance goals and clarifying expectations" did not 

emerge as clearly in the plan for the first week of classes. It seemed easier to focus 

on helping students build value for the course content and belief in their ability to 

be successful with the course rather than working towards specific performance 
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goals. Since Maly was so concerned about what she was going to do in class each 

day, our approach was to design activities to reinforce whichever construct we 

chose to emphasize that week. I felt vaguely uncomfortable with this as noted in 

the following journal entry: 

The plans for the first week seem kind of vague to me. I'm not sure 
we are interpreting the seven constructs correctly. Do we spend one 
activity, one day, or one week on a construct? I guess we have to 
begin with our collective interpretation and see what happens. I 
personally believe that we must begin by helping students feel that 
they will be successful. To do this, Mary will have to think about 
starting the class off with manageable amounts of work. Typically 
Mary introduced over 50 new terms the first day. In her word, 
"Students usually walked out the first day with their eyes glazed over, 
but I think it really lets the students know they are going to have to 
stay on top of the work." She has hesitantly agreed to start much less 
aggressively but she is worried about covering all of the required 
content. It is going to be difficult to balance both Mary's needs and 
what I believe to be students' needs throughout this course. But, 
ready or not, classes are set to begin tomorrow. 

What follows is a story of perspectives which are a part of Mary's experience 

in transitioning from a lecture-dominated class to a more student centered 

approach to teaching and learning, using the seven constructs described by Stiehl 

and Bessey (1993) as the structural framework for change. The views of the 

experience will be threefold: myself, as staff developer; Mary, as the instructor; and 

the students in Mary's class. 

TERM BEGINS 

The first thing I noticed about Mary in the classroom was her natural ability 

to establish a comfortable and positive rapport with the students. This positive 

relationship between teacher and students, although not stated as a separate 



87 

construct by Stiehl and Bessey (1993), is an underlying feature of the model. The 

ability to establish a positive rapport with students is imbedded in the seven 

constructs. From the moment Mary entered into the classroom the first day of 

class, she set a positive tone that she was able to maintain throughout the term. 

Examples from the first day include: 

It is as though Mary's presence in the room changes the attitudes of 
the students. As she enters the classroom the students suddenly 
become silent. Mary, coffee cup in hand, jokes about it being so 
quiet, "like a tomb" the first day. The students kind of laugh at that 
comment. Mary introduces herself and asks students to call her by 
her first name. 

Mary is making a positive, personal comment about each student's 
career goal or reason for taking the class. She makes a special point 
of commenting about how hard it is to talk out in a new class. 

Mary shares little anecdotes and stories with each of the medical 
terminology words she introduces today. The students are laughing 
at her jokes and the students seem on task and tuned in. 

Mary's rapport with students seemed to help offset some of the lack of basic 

teaching skills that I noted during the first classes. I made the assumption that 

Mary would introduce, give directions, process, and bring closure to activities the 

same way I would. I found myself wanting to jump up and take over a number of 

times. Instead, I made the following observations: 

After Mary previews the course syllabus, including the course 
objectives, point system, and class schedule, she moves right into 
having the students identify why they are taking this course. She 
gives about 2 minutes for this and then asks them to work with the 
two other individuals sitting next to them at the long tables and asks 
the groups to come up with four reasons for taking this class. 

I thought Mary and I had discussed this activity in a different way. As it was 

presented, I felt that she moved the activities much too fast. I was sure that the 
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students did not have time to process the activity at all and the transitions from 

one activity to the next were not very smooth as was the case during the following 

group activity where students identified how they would use medical terminology 

in the future. 

Mary stops them in the middle of the activity to ask students to find 
out their partner's name and what their occupational goals are 
because she forgot to mention this part of the process when she gave 
directions. I note to talk to Mary about not rushing these activities 
because they are important bonding opportunities and there is no 
need to rush. I wonder if she is nervous about the first day of class, 
or if my observing is causing her to rush through each activity and 
give fairly vague directions? 

As the class progressed the first day, I began to notice more examples of 

problems with what I considered to be basic teaching skills such as pacing, giving 

directions, managing groups, and processing class activities: 

Mary is moving really fast, not really letting students have time to 
think about their responses much. 

Mary has covered about five pages in the terminology textbook in a 
minute and a half. 

This activity hadn't been thought through all the way and students 
were kind of looking at each other, like, "What is going on?" 

Mary returns to the chapter without any specific reference to where 
she is at in the text and continues to introduce words and meanings 
from the first chapter. 

Mary walks to the front and starts talking about the words and the 
rules. In a couple of seconds, students quiet down and eyes and 
attention return to the front the room. Mary goes word by word and 
lets students speak out the answers. 

I would have probably done something more purposeful to gain 
everyone's attention before beginning the discussion, such as giving 
some verbal or visual clue that I wanted the students' attention. I 
would have also done something more specific about students 
offering answers. The murmuring of answers doesn't seem to be a 
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real definitive way for students to offer different opinions to the 
right answer. I would have called on individual students and had 
them explain their answer so all students were clear about the right 
approach. Mary has one student, a male, who seems to have quite a 
bit of medical terminology knowledge already. She's going to have 
to be careful to not let him become the answer man for the class like 
he did today. 

As tenuous as Mary seemed throughout most of the class, she obviously 

became much more comfortable when she started into her content, presenting one 

word after another to the students in a lecture format. Mary seemed to visibly relax 

and seemed to be able to formulate her thoughts more easily. However, even 

though she was comfortable in that role, after about 12 minutes of continuous word 

presentations, the students' attention seemed to waiver as conversations started up 

between small groups while Mary was still talking. 

I was troubled by Mary's continued presentation of word after word for 

another 20 minutes when it was obvious that she did not have the students' 

attention. I was also troubled by a couple of statements by Mary during the lecture 

such as, "I'm kind of winging this right now," and " I get going up here and don't 

always make sense so stop me," which I felt diminished her credibility with the 

class. At the end of the first class, I questioned whether we had made any strides 

toward a specific teaching-learning construct, but I was hopeful about the positive 

rapport that Mary had established and I was especially curious about what the 

students' were thinking. 

As the first class ended, I distributed the Learner Perception Tool (Stiehl & 

Bessey, 1993) survey to gain a baseline understanding of the students' initial 

feelings about the class in terms of the value of the class towards their future 
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career and personal goals, their sense of confidence in their ability to be successful, 

and their perceived sense of control over their own learning. Ninety-nine percent 

of the 26 students who responded to the survey tool identified that, "this course is 

important to me," or "this is exactly what I have been looking for and I already see 

how I will use it." The other 2% noted said that they, "see a relationship between 

this class and my current needs." One student added a comment that, "there are 

many things in this course I will use on the job and in the future in general. You 

can use this information all of the time, with your kids and yourself." From the 

results of this survey, I felt that we would probably be able to spend most of our 

time on the other learning constructs as the students already had a well-developed 

sense of value for this medical terminology course. We decided that we would only 

reinforce the value of the course early in the term for those students who had not 

yet developed a strong sense of value and then return to the topic if later surveys 

show a significant change. Together we decided on a course of activities designed 

to reinforce two of the constructs: "helping learners believe they will be able to 

succeed" and "demonstrating the value of performing the task well." Examples from 

field notes. include: 

Mary asks the students to talk with the other two students at their 
table and share how they will use medical terminology in their future 
career plans. The reasons students stated were: to learn new 
information for future career plans, as a prerequisite for another 
program, to better themselves, to change career goals, to be more 
employable, to further current employment opportunities, for use in 
everyday life, and to gain medical language fluency. After the 
activity, Mary went on to talk about the kinds of jobs that might be 
available and the kind of medical terminology skills needed for 
communication in the medical field. 
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Beyond activities to establish value of the class, Mary also tried to help 

learners believe they would be successful in the class: 

Mary cited several examples of how students in the past have been 
successful in terminology and how she expects all students to be 
successful. She also told about a couple of instances where students 
had come with some barriers to college and were still able to be 
successful. She continues by putting a word on the board and 
explaining how each part has a meaning. Mary shows students how 
word parts are interpreted from the back, then to the beginning, and
then the middle. The examples she uses are ones that might be 
familiar to some students such as cardio and ology. To conclude the 
activity Mary asks students what strategies they think will help them 
successfully learn the large number of words required for the course. 
One student volunteers study partners. Mary suggests that they have 
the phone number of at least one other person in class. Another 
student suggests writing each word three times. Another suggests 
using word associations. Mary adds that associating a visual picture
to the word may be helpful in the memory process and that we 
remember pictures easier than we remember words. She uses the 
example of thinking of their favorite foodshe suggests that we do 
not see the word, we see a picture of our favorite food. She also 
mentions that the tutoring center has two people available for 
tutoring medical terminology, and then Mary states: "So we want you 
to get through this class, that's the goal." 

I was quite surprised that Mary had synthesized our discussion of course 

outcomes down to that one simple statement. I was sure we had talked about a lot 

more than just getting students through the class as a course goal. I suspected that 

Mary's lack of clarity with students regarding the performance goal was due to the 

lack of clarity in our own minds regarding the first constructdeveloping 

performance goals. Instead of going back and reclarifying our goals at this point 

we forged ahead. 

We quickly fell into a pattern of meeting twice a week, after each class 

session, to review the day's class and plan for the next class. Mary seemed 

enthusiastic about how the class was going. She commented, "I'm really enjoying 



92 

the classes. Usually I have so totally overwhelmed the students that they leave 

classes the first weeks with their eyes glazed over." She was, however, concerned 

by her lack of experience working with groups of students. "I feel a little 

uncomfortable during group activities because I don't know what I am supposed 

to be doing." I had noticed that Mary did not seem to have all the knowledge and 

skills she needed to work with groups, so I suggested a couple of basic ideas to 

help Mary feel more a part of the group process. I suggested that she move to each 

group, perhaps sitting in for a minute or two, just using her proximity to let them 

know she was available for help. We also talked about some questioning techniques 

that she could use if the group discussion needed to be stimulated. Although I had 

to admit I was caught off guard by the lack of some basic teaching skills and 

management issues that I regularly noted in class, I appreciated Mary's eagerness 

and growing enthusiasm for the new strategies and the constructs she was trying 

to implement. 

I was surprised by Mary's enthusiasm for some of the new strategies she was 

trying because our planning sessions often got bogged down by the sheer number 

of medical terms Mary wanted to incorporate in each class session. It seemed 

difficult for her to think in terms of students learning terminology in any way but 

direct presentation of word after word, and she continued to rely upon me to 

design the daily classroom activities. Again, I felt that we had overlooked the 

importance of the first construct: establishing specific performance goals and 

clarifying expectations. I sensed that if Mary and I had spent more time clarifying 

our desired outcomes for the course and how the other six constructs related to 
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this specific course, our planning may have progressed more smoothly. Once again 

I sought out the advice of a health care colleague to help us generate possibilities 

as noted in the following journal entry: 

Mary wants the students to memorize about 150 words a week. This 
seems to me an impossible task to accomplish with any possibility for 
long-term retention or application. I decided to ask another 
instructor from Mary's department to join us to see if she could shed 
light on the topic since this is not my area of expertise. She talked 
about how she used the students' own medical history to have them 
discover the meaning and usage of many words in terminology. 
Things began clicking because this fit so well with my own belief
about using the students' own experiences to make things 
meaningful. Between the three of us we came up with an excellent 
plan using the students' own knowledge of medical experiences to 
translate into medical terminology from which they will determine 
likenesses and meanings of prefixes, root words, and suffixes. 
Students will then work together to build larger and larger liss to 
generalize from. I feel really good about the direction of this 
planning session because it seems a more holistic, student-centered 
approach to terminology. Mary however, seems a bit overwhelmed 
by her colleague's suggestions. All she was able to offer is, "This is 
really different." I think she wants to believe students can learn from 
this type of personal experience activity but is still really skeptical 
that students will learn the right amount of words. Mary conceded 
at this point that, "I usually end up losing students about 15 or 20 
minutes into the class and then feel like I have to move faster and 
faster, so maybe this will be a better approach." My hope is if she 
begins to feel that this is a better approach, perhaps she will be more 
comfortable in a few weeks to substitute some other strategies for 
assessing students' learning rather than all she quizzes she plans on 
giving. 

After the second week of planning together, I had hoped that we had turned 

a corner as far as finally gaining an agreement about how we wanted to create 

experiences to engage the learner to provide access to the knowledge and skills 

needed to be successful in the class. I looked forward to seeing how the students 

would respond during the next class session. 
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But, within a few minutes of the next class session starting, I noted that my 

concerns over basic teaching skills were surfacing again. It seemed as thoroughly 

as we planned for this class session, Mary's lack of skill in giving directions, 

facilitating groups, and processing information trivialized each of the activities to 

the point of just busy work, as I noted in the class field notes: 

I thought the directions were given quickly and a little confusingly, 
and sure enough Mary had to go around the room and re-explain 
the activity to several groups. I feel that there are so many little
teaching tips I can be offering Mary that obviously are going to 
impact how successful we are going to be with the seven constructs. 
I'm beginning to think I need to spend more time coaching her on 
basic skills. 

As a person who has done teaching observations for years, I naturally 

wanted to talk with her about giving directions, checking for understanding, etc. On 

the other hand, I didn't want to overwhelm her and make her feel like she was not 

doing anything right. I kept hoping that Mary would naturally pick up on some the 

basic teaching skills, but after a few more observations it was obvious that this was 

going to be an ongoing problem. I wrote: 

Mary really moves quickly from one topic to another. Students do 
not seem to have a sense of what is coming next or why. They seem 
to eventually catch on but I'm not sure they are really feeling any 
connection from one activity to another. 

Mary is moving way too quickly, and her directions are not nearly 
specific enough. The group of three students who sit in front of me 
are still on part one and have not even begun the second part, let 
alone the third. Mary has not walked around to check to see how 
people are doing or built any accountability into the activity. When 
we talked through this activity, it sounded quite good, but as she 
implements it, it seems to be having medium success. I guess there 
are many nuances to teaching that I take for granted, and which are 
hard to articulate to others. Of course it is possible, but I'm not sure 
that is the kind of feedback Mary is expecting. In reality this is a 
good experience because she is lacking so many basic teaching skills, 
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and I now suspect that there must be many more instructors out
there like Mary. 

I was concerned at this point for what the students were going to accomplish 

if the class continued on in this disjointed manner, such as when Mary stopped 

right in the middle of an activity which had students connect their personal medical 

histories with correct terminology and suddenly transitioned to giving the 

assignment for the following class. After several class activities which I perceived 

as well designed turned out much less successful than I had anticipated, I knew I 

couldn't ignore the issue of basic teaching skills, because the lack of basic teaching 

skills seemed to be getting in the way of addressing the constructs. The question 

was: Should I try to blend some instruction in basic teaching skills with the 

application of the seven constructs, or give up the idea of the seven constructs all 

together? I decided that somehow I would have to combine the two ideas together. 

The odd thing was that Mary was getting more and more excited about the changes 

in format. I decided I could build upon that enthusiasm or value Mary was 

developing by trying to be much more specific about the teaching skills as part of 

our discussions about class activities designed to facilitate the learning constructs. 

I came up with 12 questions that I think we needed to be able to eventually answer 

for each class session, which addressed both basic teaching skills and which in turn 

would help us to more successfully implement the seven learning constructs. 

1. Goal: What is your goal for this activity? Which of the seven 

constructs are you addressing? What is the ideal outcome? 

2. Directions: What directions are you going to give so the students get 

a clear idea of the task to be performed? 
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3. Examples: What examples do you have prepared to show students 

what is expected? 

4. Criteria: What are you going to tell or show students so they know 

what success will look like? 

5. Feedback: How are you going to know the students know what to do? 

6. Timing: How are you going to pace the students through the activity 

to balance effective use of class time and completion of the task? 

7. Instructor Role: What is your role during this activity? How can you 

facilitate and extend student's learning during this activity? 

8. Group Synthesis: Is it important to help students realize that they 

achieved the goal of the activity? To do so, will there be a time for each group to 

share with the larger group? How will this be managed in an effective and efficient 

manner? 

9. Accountability: What are you going to build into the activity which 

makes each student accountable for completing the task? 

10. Evaluation: How are you going to know if the students completed the 

activity in a successful manner? 

11. Feedback: How will students know if they have been successful? 

12. Closure: How will you end class so students know that class is over 

and allow students to synthesize and apply today's class to previous knowledge? 

I was surprised by how long this list of skills to incorporate into Mary's 

teaching became. I was beginning to realize that we now had quite a different 

challenge in front of us from what I had anticipated just a few weeks earlier. I also 
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wondered whether it was possible to tackle all 12 skills in the 7 weeks remaining 

of the term? Luckily, Mary's positive attitude and her willingness to try each new 

suggestion made working with her a pleasure and motivated me to find new ways 

to convey the changes and shift in understanding about teaching and learning I was 

hoping to help her make. 

The first indication that Mary was indeed making a shift in thinking came 

towards the end of the third week when she shared the new quiz she had designed: 

Mary dropped by my office today to show me the quiz she had just 
completed rewriting. Now, instead of a multiple choice format, she 
has rewritten the quiz to be totally application-based. Students will 
have to apply the medical terminology in more realistic situations, 
mostly through the use of scenarios such as, "you just received a 
phone call from a patient needing to see a heart doctor. To what 
type of office in the clinic would you refer this patient?" 

I was really pleased to see Mary making connections between content and 

workplace situations. I took it as a sign that she might be open to a suggestion or 

two during this week's planning session from the list of 12 basic teaching skills I 

had identified. I had planned to let Mary suggest which of the skills she would like 

to focus on in the coming week, but during the following planning session Mary 

had her own agenda. 

Mary and I talked through a couple of activities we had planned at 
an earlier session. She feels she needs to better understand how to 
facilitate the group activities that we have been planning. I took the 
opportunity to talk more specifically about building accountability 
into the activities and trying to anticipate how students will 
accomplish each of the tasks and how she can verbally bring students 
along with her as she introduces and changes topics as ways of 
facilitating class more successfully. Mary's comment to our discussion 
was, "This sure takes a lot more work before class preparing and 
getting all the materials organized!" Mary also expressed concern 
that she will have to read more papers if she asks students to turn 
in their in-class work as a way of increasing accountability and she 
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has made no provisions in her syllabus for any additional work. Up
until this point, the only thing students turned in were the various 
quizzes and tests. I had hoped I could help her see the value of 
being more aware of each student's progress, but I also realized it 
might be too late to do anything serious about building in this type 
of accountability since it was not built into the syllabus. Instead, we 
agreed that Mary would be more specific about how each class 
activity contributed to their preparation for a quiz. 

The fourth week of classes turned out to be a turning point where Mary 

began to grasp and apply some of the teaching skills I had been mentioning in 

relation to her concerns about facilitating groups. I saw Mary taking more of a 

facilitator role in the classroom. She seemed more aware of the structure and 

sequence of the content which helps students have more access to the knowledge, 

skills, and attitudes needed to perform successfully. The following examples show 

a tremendous improvement over her first few weeks of classes: 

Mary begins class by taking roll from her latest enrollment form. She 
has put an assignment on the board for students to be working on 
while she takes roll. I'm pleased that Mary is getting the class off on 
a more purposeful note by having students engage in a meaningful 
activity while she takes roll. Some mornings this has taken up to ten 
minutes while students just sat around waiting. I take it as a good
sign that she is becoming more aware of facilitating class from
beginning to end. 

Other positive signs of Mary's awareness of the classroom as a whole 

emerged as Mary encouraged student participation in a discussion by interjecting, 

"excellent question," or "that is a really good point." I also saw some excellent 

examples of more constructs being incorporated in the class sessions such as when 

effective transitions occurred and progress was made in structuring practice and 

feedback which allowed the students the opportunity to demonstrate mastery as 

well as explaining the intrinsic worth of mastering the task as noted in field notes: 
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Mary takes the time to gain the students' attention before she begins 
to give oral examples. She stops as she notices that two students are 
continuing to converse with each other loudly. The students quiet 
and Mary continues by explaining that she will call on people. Mary 
begins to give oral examples and call on students. Other students add 
comments. She continues by calling on students and then asking for 
answers. She explains why she is doing it orally because patients 
communicate orally and they have to become comfortable with the 
oral transmission of information. When correcting a student she said, 
"try again," and then helped guide the student to the right answer by 
asking questions. Mary also adds comments or expands upon 
students' answers. 

I was encouraged by the progress being made, which gave me hope that we 

were finally on the right path. While I was pleased with the new strategies Mary 

was implementing, I wanted her to catch on faster and to display the skills more 

consistently. My frustration was evident by the following entry: 

Mary should have really begun giving directions after the students 
had the papers in their hands and done a few examples with the 
students. She really has done nothing to facilitate students working 
together, although some seem to gravitate towards that naturally. 
The table of women in front of me, however, never seems to be able 
to really work together, and by their body language they seem to be 
tentative about what they should be doing. One keeps furtively 
looking up to see if one of the other two are going to speak to her 
or work with her. I find it interesting that they are obviously the 
least functional group and Mary seems to walk by them each time 
without touching base with them. It is also a little disconcerting when 
Mary walks back to me and whispers, "It's going good!" As the time 
for class to end arrives, students pack up their things into backpacks 
and bags and begin walking out without a formal ending of class. I'm 
surprised that Mary doesn't seem concerned about the students 
walking out without class formally ending. 

I did at times get frustrated over the fact that I couldn't anticipate all the 

problems Mary might have during class, but I had to remind myself that this was 

a learning process for both of us and we needed to take it one day at a time. I 

wondered how Mary was feeling after five intense weeks of planning for each of 
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the classes I observed, on top of the planning, preparation, and teaching of her 

other classes, so I arranged for a time that I could interview Mary and find out 

how she thought things were going, Mary responded: 

Parts are going better than others. For me it feels very different 
from my usual role of lecture, show, and story teller. I really get into 
my talks with my students and I always have of lot of questions and 
back and forth. But I have never done a lot of structured classroom 
activity things. It has been always me versus the students. This feels 
very, very, different for me. I'm still getting use to it. As I'm leaving 
the classroom I don't know if I have presented any information. 
Sometimes I just leave asking myself if I really did what I meant to 
do today. Did I get something across, or are they learning everything 
at home? But yet another part of me says this is really working, 
because they are diving into working in groups, aiding each other, 
and actively engaged in medical terminology, and that is wonderful. 
I am finding out I need to learn more about working with groups, 
how to allow groups to happen, how to orchestrate, and how to set 
them up. I need to learn to facilitate groups. As I see positive 
feedback from the students, I have changed my perception, but I still 
give my lectures, but in mini form. 

I was surprised by how perceptive she was about her basic teaching skill 

level considering how well she had told to me she thought things were going. I was 

relieved to realize that Mary had gained some confidence or belief in the process 

after her students were successful on her first two quizzes, but I also sensed that 

she was not yet totally convinced. When I asked her how she felt students in this 

class were doing in relation to past students, she responded: 

I feel like my new form of quizzes are actually a little bit more 
difficult. But it is very valid, it is more true to life and the students 
did just as well if not a little better than in the past. But I'm not 
doing lectures so I can specifically say what they have to hear so I'm 
uneasy about them being able to pull it out. I think I need a couple 
more quizzes maybe and the midterm before I'll feel really 
confident. 
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I continued to ask her about the seven constructs of learning we were 

focusing on to see what her perceptions of each were. When asked about how well 

she thought she had developed specific performance goals with the students her 

response was: "The specific goal is that they learn medical terminology, and from 

the test I am quite clear they all got that goal." 

When asked about the students' confidence to reach the performance goal 

and the value that the students have for the class, she seemed less sure, noting only 

that she felt the activity during the first day of class where students identified how 

they would use the medical terminology in their future seemed to indicate that they 

did find value in the class. She also referred to the survey I conducted which 

indicated a high level of value and self-confidence on the students' part. 

As I asked about the remaining learning constructs, Mary felt she was 

providing students information in manageable pieces, because she was presenting 

one chapter at a time. Her idea of practice continued to be the quizzes the 

students take on a weekly basis. When asked how she gave students feedback on 

their performance she again referred to the grades of their quizzes and the 

individual comments she added to the quizzes before returning them to the 

students. As far as the seventh construct of learningcelebrationMary 

commented: 

This is something I have thought about. I do not think I do enough 
of it. Some things I've tried in the past made them feel childish. I 
gave everyone a success card last year and some of them liked it, but 
some thought it was babyish. So, I'm not sure what really works 
other than things that I write on their quizzes before handing them 
back. 
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At this point I asked Mary which of the seven constructs she felt we still 

needed to work on and how could I help her? Mary seemed confused by this 

question so I reworded it by asking her what she thought our next goals should be? 

She responded: 

When I try an activity for the first time I never really know how it 
is going to turn out. It is still vague to me because the first time 
through I have no idea what it is going to be like. I could use more 
help knowing what to do with the groups. I still am not clear on 
what steps to go through. I must admit, it is a little overwhelming at 
times, but I am learning so much! 

As the interview ended, I had a better idea about Mary's perceptions of the 

process, but I questioned what steps to take next. I wrote in my journal: 

I'm not sure how to help Mary make the paradigm shift that 
incorporates more than just activity planning for each class. I feel like 
her attitude and value are shifting, and she is realizing and practicing 
some of the skills needed for a student centered classroom, but it 
seems like we are only beginning to understand all seven constructs. 

MIDTERM 

My perception mid-way through the term was that we were spending most 

of our time on identifying and providing the students with access to knowledge, 

skills, and attitudes, and skill practice. We had, however, spent very little time on 

performance goals, belief in success, or demonstrating the value of performing the 

task well. Mary and I agreed that I would conduct a Small Group Informational 

Diagnosis (SGID) (Clark & Redmond, 1980) as a way for students to provide Mary 

with some feedback midway through the term and to allow her to respond to any 

concerns the students might have. Students were asked to identify what they like 

about the class, what they didn't like about the class, and what suggestions they 
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could offer the instructor for each of the concerns they raised. In this case, 

students identified that they liked Mary's availability, her knowledge, and her 

approachability. The students also liked the organization of the course and felt that 

the quizzes "kept them on their toes." Students also appreciated the fact that Mary 

never put down those who asked questions and described her as, "fair and sweet." 

When students were asked for suggestions for improvement they responded: 

more review of the chapter before homework, more handouts highlighting key 

words, the use of videos, clearer directions for groups (don't know what to do, 

often wastes time), more consistent directions, study guides before quizzes, clearer 

answers, and less group work because they felt like the groups were busy work. 

Mary and I discussed why the students wanted to do fewer activities. The 

students' concern with the use of groups validated my feelings that the poor 

directions, lack of transitions, and failure to offer a purpose for many of the 

activities left students feeling like the time they spent doing group activities was 

meaningless. I was surprised that Mary wanted to continue to use group activities, 

even when the students expressed dissatisfaction with the group activities. Mary 

and I agreed that continued use of groups activities in the classroom was valid 

because the skills needed to work collaboratively with peers was necessary for 

future success in the workplace. But, the students gave us a clear message that we 

needed to work on conveying the importance of each activity to the students. We 

also discussed how she could include more multimedia approaches in her classes. 

Mary seemed so amazed that there might be videos or guest speakers who could 

enrich the learning environment. I also agreed to help her think out her directions 
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more clearly for each of the activities now that students had also validated my 

concern with the poor quality of the directions given in class. This feedback seemed 

to have an important effect on Mary, because she seemed to be able to clarify at 

this time what was important to her and what wasn't. This translated into Mary 

being able to state more clearly three performance goals to the students at the 

beginning of the next class session as reflected in my field note: 

Mary began class by thanking the students for doing the SGID and 
responded to the concerns the students had shared. She stated her 
three purposes for the course: (a) to learn medical terminology, (b) 
to learn how to access unknown terminology, and (c) to learn to 
work together as they would in the world of work. She also indicated 
that she would try to incorporate more visuals and handouts into the 
classes as they had requested. 

It was at this point that I began to believe that Mary was beginning to gain 

an understanding of the first construct. For the rest of the class she not only told 

them what they were going to be doing, but why, and how it related to their overall 

understanding of medical terminology. I was really pleased that Mary did not use 

the students' request for fewer activities as an opportunity to go back to total 

lecturing, but rather understood she just needed to refine how she facilitated 

activities in the classroom. The increased understanding of the importance of 

identifying and stating the performance goal and its relationship with the class 

activity began to have a positive impact on the classroom in terms of helping to 

demonstrate the value of performing the task well, which translated to better use 

of the basic teaching skills. 
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Mary began class by clearly stating class goals today! 

Mary uses a lot of humor with some of the more uncomfortable 
words such as diarrhea. I really like her continued rapport with the 
students. 

Mary is always prepared for classes. She has prepared and labeled 
boxes for an activity she is going to do today. I can always count on 
her to follow through on things. 

A good example of a transition today. She described what was going 
to happen today and made her mini lecture more interactive. I think 
we are making progress! 

Excellent beginning of class today. She was informative and set the 
tone as well as responded to students' concerns. 

A good transition! Good directions. Students seemed to immediately 
get into the task. Mary successfully structured this skill practice. 

Mary also did a good job of putting students together in groups. The 
students are obviously more comfortable doing this then they were 
at the beginning of the term. This activity appeared to engage the 
learners. 

Mary did a nice introduction to the video. It really fit with the 
discussion prior to the video. She had obviously previewed the video 
and knew what she wanted students to gain from it which shows she 
is more tuned into selecting and preparing appropriate materials 
which enhance the students' access to knowledge, skills, and attitudes 
needed to be successful. 

As I looked back I could see that we had made significant progress. I was 

becoming more convinced that the basic teaching skills did contribute to the 

successful implementation of the seven constructs, which encouraged me to 

continue to spend time working with Mary to refine her basic teaching skills. Some 

basic skills continued to be prevalent but there were fewer and fewer examples. 

As Mary's skills increased and as she became more clear about what she 

wanted from the students, the students seemed to be more motivated to gain the 
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required knowledge. Mary was quite pleased with the midterm test results of 10 

A's, 11 B's and 4 C's. She commented, "I think the students are doing better than 

in the past." When I suggested to her that it would have been interesting for her 

to have taught a straight lecture class at the same time that she was teaching this 

course she immediately dismissed the idea by saying, "I couldn't stand to have 

those blank faces stare at me anymore like when I lectured all the time." 

Other evidence of the students' continued progress was noted on the second 

distribution of the Learner Perception Tool survey during the fifth week of the 

term. Students as a whole still felt they were getting the knowledge and skills they 

expected from the course, but for some it was more of a challenge than they had 

initially anticipated. Sixty-one percent felt that "they could do it if they stretched"; 

14%, or three students, now felt they were not having to put "much effort" into it; 

and four students reported that they were, "getting nervous, I do not think I can 

keep up." 

With 4 weeks to go in the term I was encouraged by the progress Mary had 

made in both her understanding of the constructs and her application of more of 

the basic teaching skills. Although we still needed to work on the consistent 

application of both the constructs and the basic teaching skills, the students were 

demonstrating success when compared to students in previous medical terminology 

classes. 
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FINAL WEEKS 

By the final weeks of the term, Mary and I had become more than 

colleagues, we had become good friends. I comment in my field notes that: 

Mary and I spent about 3 hours together today planning for the final 
weeks of the term. I find it interesting that we spent most of the 
time talking about personal issues we have in common rather than 
planning for classes. I think after seven intense weeks we both feel 
a bit saturated with the focus on continuous change. 

I also noticed that Mary had begun to focus on next term rather than this term: 

Mary stopped by today to discuss an Innovation Grant that she is 
writing for the next term. The grant will provide Mary with 
additional curriculum development funding to revise her Winter 
Term courses. I'm pleased that Mary is so excited by what she is 
doing this term that she wants to continue our work by re-writing 
her courses for the following term to incorporate some of the 
constructs we strived for this term. I know that in many ways Mary 
has only just begun to make a shift in her paradigm of teaching and 
learning, but her enthusiasm for the process will carry her on to 
more experiences which will help her make a total paradigm shift. I 
know from my own experience that understanding the 
teaching/learning process is gradual and a never ending process. I 
think now we need to celebrate the progress that was made because 
Mary has absolutely given 100 percent. However, I truly sense that 
Mary is saturated with new ideas for this term and nothing 
dramatically new is going to happen the last week or two of the 
term. 

With that conclusion made, it seemed appropriate to begin pulling together 

both Mary's and the students' perspectives of the past 10 weeks. To begin with, I 

compared the basic teaching skills with the ones Mary now has and I could see that 

there had been improvement. Some samples of field notes from the last 2 weeks 

included: 

Mary is doing much better beginning class, setting the expectations 
and goals for the class, although they are not all totally performance 
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based as of yet. She also now has her homework and exchange of 
papers organized so that it does not interfere with class time. 

Mary uses her proximity to encourage a group of students back on 
task. She asks guiding questions and suggests a new strategy for the 
group to work together. 

Mary incorporates many more interactive questions in her lecture. 
She asks the questions and then calls on students to keep them on 
their toesanother improvement we discussed. 

Each of these improvements has led to more success in implementing the 

seven constructs. Success was also noted in the students' continued belief in their 

ability to reach the performance goals. On the final response to the Learner 

Perception Tool (LPT) during the final week of classes, only 2 students out of the 

25 indicated that they felt that they, "might be able to handle some of it, but 

probably not all of it." The other 23 students again indicated that they "thought 

they could make it with enough help." No student reported a total lack of 

confidence in his/her ability to be successful with the course at any point in time 

during the term. 

Students were also surveyed on the day of finals about their overall 

satisfaction with the course on the Self Satisfaction Response Tool (SSRT). With 

only two exceptions, the students replied to the statement, "Circle the statement 

that best reflects the effort you put into achieving the training goals,", as "I worked 

at it," or "I worked hard at it." Two students replying to the same statement circled, 

"I made a small effort." When students were asked to describe the degree to which 

they were responsible for their own success in this class, every student indicated 

that they were "responsible for what they learned." These comments could be 

interpreted as a reflection of the student's perception that the course was more 
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self-taught, or a shift in paradigm towards students feeling the need to be 

responsible for their own learning. 

The last week of classes, three students (Virginia, Linda, and Verona) were 

interviewed individually to get a better idea of their perception of the application 

of the seven constructs in the medical terminology class. When asked what they 

thought Mary's performance goal for the class was: 

Virginia stated, "I think it was making us aware of the words and 
how they are broken down. Learning the prefixes and suffixes were 
the main lessons to learn." 

Verona responded, "In the beginning [Mary] told us the goal was to 
learn medical terminology and to learn the words in some of the 
charts, and I think that we accomplished that because there are 
things that I did not know and now when I'm watching the news or 
something and a word comes up I know it. 

Linda stated, "To learn the basic terms, spellings, and meanings. 
How to put the terms into sentences and paragraphs. Maybe work 
up a form and a report for a doctor or someone else. Maybe for 
someone on the outside, like for a patient history. 

When I asked the students about their belief in their ability to reach the 

performance goal, they each recognized a time when personal contact by Mary 

made a difference in their feelings of success in the class. Linda remembered a 

time after class one day when Mary made a special effort to let her know how well 

she thought she was doing in the class. Verona felt Mary had kept her from 

dropping the class at one point when she felt she couldn't succeed. "[Mary] would 

talk to me after class. I would tell her I did not think I was going to make it. She 

told me I was doing better than I thought. I wanted to leave class and she talked 

me into staying and I am going to pass." Virginia's confidence came from her 

success on the first two quizzes. She stated, "I'm not one to ask for assistance; if 
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I can't do it on my own, it will not get done. I did appreciate Mary's offer of help 

if we needed it, though." 

Although not all students were totally confident of their success, most 

students already seemed to value the need for this particular class. Virginia 

thought, "It is good for anybody. Any person should know these terms." Verona 

echoed a similar sentiment, "You can use the information all the time, with your 

kids and yourself. There are things from this course that I will use in the future." 

Linda agreed that the course was necessary for any kind of job in medical records 

that she was interested in. 

When the students were asked if they acquired the knowledge, skills, and 

attitudes from the course necessary to be successful in their future career paths, the 

response to this question was mixed. Both Linda and Verona felt that it was at 

least half self-taught. Linda explained, "We had to memorize those things and that 

is self-taught. But at the same time, people did work together also." Verona noted 

that, "I had to drill and drill to get the words. There were class activities but we 

were on our own to learn it." Virginia on the other hand felt: 

The handouts were good, but it was hard to work in groups. When 
you have to pair up with someone totally different from you it is 
hard. I know that you can work that way, but I often had to work 
with people who knew less than me. 

The students had a number of suggestions for future classes related to 

practicing the knowledge and skills introduced in the course. All three felt that they 

did not have enough time in class to practice. This was especially detrimental for 

students who did not have other adults at home with which to practice pronouncing 
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the terminology words. The ability to practice the terminology is an important 

construct. Linda suggested more group work activities reading medical histories, 

lab tests, and other medical related literature. Virginia wanted more feedback from 

Mary and other students to make sure she understood and could pronounce a word 

correctly. Verona suggested that more emphasis be placed on the flash cards that 

Mary asked students to prepare at the beginning of the term but failed to follow 

through on. 

As far as the students interviewed were concerned, they felt the quizzes and 

tests were their opportunity to demonstrate their knowledge. When asked if they 

felt they got their money's worth for the class, Virginia simply stated that she was 

satisfied. Verona responded, "Yes, but I wish I could have done better." Linda was 

the most enthusiastic by her impassioned response of, "I loved it." Each of the 

students indicated that they planned on taking another class from Mary in the 

future. 

These three students seemed to represent the general sentiment of all the 

students as they responded to other questions on the Self Satisfaction Tool. 

Twenty-four out of the 25 students described how successful they felt they were in 

this class by circling, successful or very successful. One student responded with not 

very successful. In response to the question of how much personal satisfaction they 

felt from what they accomplished in the class, 22 indicated quite a bit, a lot, or 

enormous. Two students circled, some. One student circled, absolutely none. After 

finals were graded every student passed with a grade of C or better, which was the 

best outcome that this instructor could remember. 
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One of the students commented that, "The teacher can only do so much, it 

takes two in the classroom and in the end it is up to each of us to take 

responsibility for our learning." I appreciated that particular comment because I 

had felt a great deal of responsibility for Mary's learning during the term, so I was 

curious about how Maly perceived her learning experience. What began as an 

interview turned into a celebration for both Mary and myself as we relived our 

recent experience together. Mary's first comment about the experience was: 

I feel really good about the experience. I did not have to worry 
about trying to entertain the students with a flashy lecture all the 
time, I got the material across in a different way. I liked trying all 
the different ways. They did not all go over the best, but most of 
them were successful. I also gave more A's and B's. I think there 
were only four C's in the class. I saw that people can learn things 
without me just telling them about it. There is more than one way 
to learn it. 

Referring back to the use of the seven constructs for both her and the 

students, I asked Mary if she had been very clear about our performance goal for 

her for the term. She responded: 

I think the goal was to get Mary through this! [Laughter] I think we 
were trying to put in some student activities and group learning into 
the class, to provide more real work skills in the classroom. This 
made me think about what students really need in the workplace. I 
wanted to make this practical for the students, so they would know 
how it would be used on their job sites. 

I followed that question by asking her if the performance goal had been 

clear from the beginning of the term. She agreed the goal had been clear from the 

beginning but she also felt that exactly how to do it seemed overwhelming. This 

prompted me to ask her about her confidence level throughout the term, about 

reaching the performance goal. Mary answered: 
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There were times I did not feel confident when we started out. I did 
feel better in my afternoon class, the second time I taught the 
material. The morning class you observed was the rushed one and 
the afternoon class was better, I was more confident. I think if I had 
planned more carefully on paper or in my head it would have 
helped. Typing out the lesson plan before I taught the class instead 
of after would have helped, but I guess without trying it out I 
probably would not have known anyway. 

When I asked Mary whether I had provided her with enough knowledge and 

skills to do a good job she replied: 

You gave me as much as you could, but there were things I just had 
to do on my own. I had to just dive in and go for it. You know so 
much more about the group process than I did, I did not know what 
to do with the groups. That was a learning thing, I did not have the 
skills to work with the groups. When I realized I did not know how 
to work with small groups, we started to work on that together and 
that was helpful. We did not know that at first when we started in on 
the class. 

In regards to the timing of and support for the new skills we introduced and 

implemented this term, Mary shared how she appreciated that I did not throw 

everything at her at once. She also had strong opinions about several other aspects 

of the experience: 

I think the biggest thing for me was keeping my own accountability 
standards. Once I knew that I would not be forced to change, I was 
determined to follow through on everything else you suggested. At 
times I thought I will not be able to remember all of this, and some 
days I would remember and some days I wouldn't. The thought is 
planted there now though. I'm thinking about it. It was also new for 
me to plan how I would present my material. Before I planned my 
material ahead of time, but never how I would present it. So this was 
a new thing for me, it made me stop and think along the way. I feel 
fortunate to be a part of it, but I also felt very dependent upon you 
as we went along. I was surprised how dependent I felt for you to be 
there every week. Teachers really need a lot of support to do this 
type of program. If they do not get the support they'll just flounder 
and forget the whole thing. There was a lot to it, to keep me going. 
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As our conversation continued we began talking about all the changes she 

had gone through in the past 11 weeks. The following comment from Mary 

surprised me: 

Before this I thought I was a really good teacher until I started 
learning all the different ways I could do things. So I went from 
thinking I was a really good teacher to thinking I was just a real 
below average teacher. I think I'm back up to a seven, but I slipped 
to a five on the way. 

I questioned in what ways besides managing small groups of students that 

she felt she had improved. She reflected that: 

In the past I have had a lot of problems with classroom control. I got 
out of elementary education because I did not like classroom control. 
I did not know what to do with the whole thing. I have been too 
easy on students. I did not have to do it as often this term, and when 
I did it came natural because I was not doing it all the time. I was 
not thinking about classroom control all day, just once in a while. I 
could concentrate more on what was going on with the students. 
Things would go on, and then I would think about it more. That was 
a big change in planning the activities. When the students were 
active I did not feel like I was trying to compete for their attention 
like I did when I lectured all of the time. 

With this realization, I became curious about what Mary's student 

evaluations might tell us. Since it was the student evaluations from the previous 

Spring which had alerted the director to possible difficulties, we decided to 

compare the two sets. We found that last spring, 66% of the class evaluated the 

instructor as average or below average in one or more categories. Mary was also 

able to document that eight students who started the course did not finish. Student 

comments added to the evaluations included: 

Make it a little more fun. 
A better way to apply terminology to the class.
 
Stick on the topic.
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Make it more fun and interesting.

It moved a bit slow.
 
Use a variety of materials.
 
'More conversational activities.
 
Games, videos, class involvement.
 
More games and activities.
 

This Fall, 78% of the students rated the instructor above average or 

outstanding in all categories, and all but four students who began the course 

completed the course. Student comments included: 

Use more research books.
 
Guest speakers.
 
Help us learn to spell better.
 
I was very satisfied with the class.
 
To see that all the students understood what she taught.
 
Less busy work.
 
I think she is an excellent instructor.
 
I like the changes the second half of the term.
 
Help students understand early the importance of working together.
 

Mary was quite pleased with the change in tone of the comments made by 

the students. Since we were on the topic of change, I asked Mary what she 

perceived as the next steps. She responded that she felt she needed a term to work 

on the things that she had learned. 

I feel so new with it all. I would like to hear about another half-step 
or so but I really need time just to practice what I've learned. I'll be 
looking for opportunities to learn more about working with groups, 
to get more student satisfaction, maybe use more student feedback 
in my classes to see the way students react to it rather than waiting 
until the end of the term. I feel like I would like to have some type 
of continued support as I practice all that I have learned. Thinking 
about next term, I have already changed all of my class syllabi to 
reflect more of what I have come to value in the classroom: group 
interaction, problem-solving, and application to the real world. I'm 
not ready to give up my old yardstick (quizzes and exams) yet, so I'm 
still holding on to them at this time, but I see the change in the 
format of the quizzes as another step. 
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Finally, when Mary was asked about her level of satisfaction with the 

experience her response was, "Enormous!" 

Mary had these suggestions for other new instructors facing the prospect of 

teaching in a student centered manner: 

My biggest suggestion is to start with how group process works, to 
know ahead of time there are all these little nuances to teaching. 
Also to realize ahead of time, how time consuming it is. For me it 
was an emotional investment, so I worked at my whole presentation 
more than I ever have before. In the end it was not as intimidating 
as I thought it would be and I feel I have learned so much more 
from all this than I could have ever learned from a book. 
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CHAPTER V
 

HYPOTHESES, CONCLUSIONS, AND RECOMMENDATIONS 

The challenge is for us to see beyond the innumerable fragments to 
the whole, stepping back far enough to appreciate how things move 
and change as a coherent entity. (Wheatley, 1992, p. 41) 

The purpose of this study was to document, through a case study, the 

experiences of one community college instructor as she attempted to transition 

from content centered instruction to student centered learning. 

The following hypotheses were generated from the investigation and 

represent questions that should be investigated using other methodologies. 

HYPOTHESES 

1. Learner centered/outcome based teaching is more complex and takes 

greater skill in basic teaching techniques than teaching in a traditional content 

framework. 

2. An instructor whose teaching experience has been exclusively content 

focused may find it difficult to create authentic learning tasks. 

3. Collegial influence is a major factor affecting the ability of one 

instructor to change instructional practices. 

4. A single instructor's ability to change instructional practice in one 

course is limited by the way the program curriculum is designed. 
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5. Learning is enhanced by human relationships that foster trust and 

reflective practice. 

6. Teaching and learning is complex and multifaceted innature; it is not 

a logical linear process. 

CONCLUSIONS AND RECOMMENDATIONS 

Hypothesis 1 

Learner centered/outcome based teaching is more complex and takes greater 

skill in basic teaching techniques than teaching in a traditional content framework. 

Conclusion. This investigation suggested that it is essential to have a 

command of basic teaching techniques to instruct in a learner centered/outcome

based classroom. Assumptions were made prior to this study that Mary possessed 

the skill of communicating effectively to students the purpose of instruction and 

class procedures. It soon became evident, however, that as a content centered 

instructor, Mary had not previously needed the skills to manage a learner centered 

environment. Throughout the course, Mary's lack of expertise in basic teaching skill 

interfered with the transition from content centered to outcome based/learner 

centered instruction as exhibited in the Stiehl and Bessey (1993) model. 

The lack of basic teaching and communication skills was evident to this 

researcher because of her background as an entry level teacher trainer. This 

unexpected lack of basic teaching skill could have been anticipated had the 

researcher spent some time previous to the study assessing Mary's basic teaching 

and communication skills. 
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Recommendations. Many community college instructors are hired for their 

content knowledge. It should not be assumed that they have expertise in basic 

teaching and communication skills. Staff development opportunities for improving 

basic teaching and communication skills should be provided as a prerequisite or 

simultaneous to transitioning into learner centered instructional practices. 

The Stiehl and Bessey (1993) model should address more clearly the 

assumption of these basic teaching and communication skills or incorporate them 

more deliberately into their model. 

Hypothesis 2 

An instructor whose teaching experience has been exclusively content 

focused will find it difficult to create authentic learning tasks. 

Conclusion. In this investigation, creating meaningful, authenticperformance 

tasks is the foundation piece for implementing the Stiehl and Bessey (1993) model. 

However, this investigation revealed that it was one of the more difficult aspects 

of the transition for three key reasons: (a) Mary had no previous experience 

thinking about her course in terms of authentic learning tasks, (b) the curriculum 

itself was designed out of context, and (c) pedagogical expertise alone was not 

enough to help Mary put the curriculum into authentic context. 

Collegial assistance in the creation of authentic learning tasks requires time. 

On the rare occasion that faculty were able to work collaboratively to create 

authentic tasks, valuable insights and connections were shared which had not been 

apparent before. As the importance of collegial interaction became apparent, it 

also became obvious that teaching hundreds of required medical terms in isolation 
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from the other courses in the program reduced the course to one of just rote 

memorization. In the end, difficulty arose from the isolated nature of the course 

content. 

Recommendations. Before attempting to transition to authentic outcome 

based/learner centered instruction, programs must reevaluate and realign the way 

courses are delineated. Courses that have traditionally been limited to 

memorization of terms and definitions should be integrated with conceptual 

courses. Contextual connections should be emphasized in the design for all courses. 

Hypothesis 3 

Collegial influence is a major factor affecting the ability of one instructor 

to change instructional practices. 

Conclusion. This investigation suggested that an instructor who tries to make 

instructional changes which are in conflict with the traditional practices of 

colleagues may be faced with the challenge of defending their new practice at a 

time when they are most insecure and vulnerable. Instructors may seek out others 

who support their traditional practices as an excuse to avoid change. On the other 

hand, instructors who are surrounded by supportive colleagues with whom theycan 

communicate openly about successes, failures, and frustrations are more likely to 

see change as a natural process of personal and professional growth. In Mary's 

case, she was faced with both a supportive and a non-supportive colleague. Mary 

seemed to turn to the colleague who would support her most in her current 

dilemma. 
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Recommendations. A change in instructional practice should not be 

undertaken in isolation from one's colleagues unless the instructor has an 

alternative support system. Changes in instructional practice should be supported 

and understood at the institutional, departmental, and program level. The conflict 

of autonomy and academic freedom in relationship to collegial planning and 

teaching will need to be addressed as a part of facilitating change in the teaching 

process. 

Hypothesis 4 

A single instructor's ability to change instructional practice in one course is 

limited by the way the program curriculum is designed. 

Conclusion. Course development at community colleges has historically been 

conducted without concern for the larger instructional system. As we change the 

paradigm, encouraging collegial partnerships, collaborative planning, and integrated 

course design, many systems within the institution will have to be realigned to 

support this change. These same systems will need to provide the kind of time that 

teachers need to work together to develop integrated programs as well as helping 

them develop the interpersonal skills necessary to work collaboratively together. 

While professional development activities were offered at this community college 

on a regular basis, there was no accountability built into the system which 

facilitated ongoing instructional improvement. In addition, the evaluation method 

used to recommend continued employment was based upon vague teaching/learning 

guidelines and administered by individuals who openly admitted they were not 
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instructional leaders. Although there was a lot of rhetoric about course integration 

on Mary's community college campus, systemic support was lacking. 

Recommendation. For meaningful change in the teaching process to occur, 

support mechanisms of the larger institutional system must align with the rhetoric. 

The support mechanisms to be considered are: (a) the development of a common 

belief system about authentic outcome based/learner centered instruction, (b) 

workloads which support time for collegial discussion and allow programs to create 

authentic instructional programs, and (c) evaluation and professional development 

systems which encourage and support agreed upon core beliefs about teaching and 

learning. 

Hypothesis 5 

Learning is enhanced by human relationships that foster trust and reflective 

practice. 

Conclusions. This investigation reinforced the findings that trust builds a 

sense of safety in a learning environment. Cain and Cain (1991) have found that 

maximum learning requires a combination of low threat and high challenge. 

Wheatley (1992) describes relationships as rich and complex, and urges us to stop 

focusing on teaching facts and focus instead on relationships. Yet, it appears very 

little attempt is made to help instructors learn how to establish a trusting 

relationship with students. An assumption seems to be made that all instructors 

have a natural ability to gain rapport and trust with a group of 25 students ranging 

in age from 18 to 50. 
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This study included both an element of trust and an element of challenge 

as the researcher-student-teacher relationship relied upon trusting relationships to 

face new challenges. Mary's challengewas the objections she faced from colleagues 

who continued to teach in a very traditional lecture model and questioned her 

motives and new approaches to teaching and learning. The students challenge was 

to learn a language which was foreign to them, and the researcher's challenge was 

to identify significant patterns within the data to guide the process. Each challenge 

was met with success, primarily because of a trusting relationship. 

A trusting relationship between student and teacher can be the determining 

factor of student success. The students interviewed commented over and over again 

that at times the relationship Mary had developed with them was the only thing 

that kept them going when they felt like quitting. The kind of rapport that Mary 

established with the students from the first day of class she earned by sharing her 

professional expertise, through the appropriate use of humor, and by consistently 

displaying a sincere regard for each individual. 

Recommendations. If it is desirable to promote the importance of 

relationships, the development of relational skills must be established as a 

legitimate part of pre-service and continuing professional development programs. 

Criteria for selecting instructors should be investigated to assist hiring committees 

in identifying those individuals who come to the community college with an 

intrinsic desire to make students successful partners in the learning process. 
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Hypothesis 6 

Teaching and learning is complex and multifaceted in nature; it is not a 

logical linear process. 

Conclusion. The current depiction of the Stiehl and Bessey (1993) model 

appears to be linear in nature due to the numbering of the seven constructs. In 

reality, it may be necessary, for example, to establish value before establishing 

specific performance goals. A different graphical depiction of the model might be 

considered. 

Recommendation. Graphically depict the Stiehl and Bessey (1993) model 

to better incorporate the multifaceted nature of teaching and learning, depicting 

it as a cycle rather than a sequential order. Incorporate in the model the need for 

basic teaching skills. 

THE STORY CONTINUES 

Appreciating the relatively small accomplishments in relation to the original 

expectation of the study is probably always difficult for a peer-coach with high 

hopes. Initially it appeared that Mary moved only a few steps toward the expected 

transition. However, a thorough analysis of the data made it evident that 

movement was actually much larger than the original intent of the study. Whether 

it be the process itself, the collegiality between trainer and learner, the confidence 

Mary gained with each small success, or none of the above, in the end, the process 

changed Mary's life. 
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Since the end of this study, Maly has gained a level of confidence which 

permits success as well as failure. She has become self-reflective and aware of her 

professional and personal potential. As a result of the study, Mary has pursued and 

received a teaching innovation grant, voluntarily attended workshops and training 

sessions to try to enhance her basic teaching skills, and has begun a Master's 

Degree Program in Education. What started as a goal to simply acquire a full-time 

teaching position has blossomed into something more: an instructor who sees 

herself as a life-long learner, an educator who feels obligated to continue to grow 

professionally and personally. 
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STUDENT DEMOGRAPHIC DATA
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Student Demographic Data 

Male = 2 Female = 23 

White 20 Black (non-Hispanic) 0 

Hispanic 2 Asian or Pacific Islander 2 

American Indian or Alaskan Native 

Age 

18-24 25-29 30-34 35-39 40-44 45-49 50-55 55+ 

12 5 2 2 2 0 0 2 

Annual Income
 

Under $10,000 $10,000-$25,000 $25,000-$50,000 Over $50,000
 

18 6 1 0
 

Do you have children? 
Yes = 13 ; No = 12 . If yes, under 18 = 2 over 18 = 2 . 

Are you working while taking this course? 
Yes = 14 ; No = 9 . If yes, part-time = 9 full time = 3 . 

Education background: 

4 First college course 7 Freshman 8 Sophomore 
3 Other (2 Associate degrees; 1 BA in Ed/MS in Counseling 

Reason for Taking Course (Check all that apply) 

Chemeketa degree requirement 17 Transfer degree requirement 0 

Upgrade job skills 4 Career change 3 

Personal reasons 1 Other 0 

What kinds of jobs have you held in the past or present? 

Food Sales/ Medical Ed/Child 
Secretary Service Retail Other Field Agriculture Care 

8 5 8 3 7 3 5 
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APPENDIX B
 

LEARNER PERCEPTION TOOLS
 



What is your perception of this training? 

Directions: In each of the Puy columns, circle the statement that best expresses your perceptions, at this time, about this training. Circle only one statement in each 
column. Feel free to clarify your responses with comments on the back of the page. 

Challenge Index Confidence Index Value Index Control Index 

I. There is no challenge	 I. I will never be able to do I. The training is a total waste I. Everything about this training 
here. I already know this. this of my time. is dictated. I have no control. 

2. This material is trivial and 2. I will try, but I probably	 2. It is not clear how I would be 2. I have little control over any 
insignificant.	 cannot do it. able to use any of this train- aspect of this training. 

ing. 
3. I can do this without much 3. I might be able to handle	 3. I have been asked to make 

effort.	 some of it, but probably 3. I suppose it will not hurt me suggestions once or twice, but 
not all of it. to know some of this. I don't know if it will make a 

4. This is a challenge, but I	 difference. 
can do it if I stretch.	 4. If I have enough help, I 4. This training might be useful, 

think I can make it. at some point. 4. Someone else set the goal, but 
5.	 I am getting nervous. I I have had some say in how I 

do not think I can keep up. 5. It will be a challenge, but 5. I see a relationship between am going to reach it. 
I think I can do this. this training and my current 

6. Save me. I am drowning!	 needs. 5. They considered my input 
6.	 I should be able to do it. when they set the goal. 

7. This is too much. I'm ready	 6. This training is important for 
to quit! 7. I have what it takes! 6. 1 helped set the goal and the 

Of course I can do this. way to reach it. 
Comments:	 7. This is exactly what I have 

been looking for. I already 7. I set the goal and planned how 
see how I will use it. to get there myself. 

Title of training program Today's date Learner's name
 
(optional)
 

Note: From Managing Learning in High Performance Organizations: The Green Thumb Myth (p. 85), by R. Stiehl and B. 
Bessey, 1993, Corvallis, OR: The Learning Organization. Copyright 1993 by R. Stiehl and B. Bessey. Reprinted with 
permission. 



1 2 3 4 
I didn't make an effort. I made a small effort. I worked at it I worked hard at it. 

1. Circle the statement that hest reflects the effort you put into achieving the training goals. 

at
 
E
 N cr (D ,.. 

g r '.. Fui. g, 
a) 

E 
C" 

How satisfied are you with 'S m 5' g g 'y 
a a 0 . 0 
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Note: From Managing Learning in High Performance Organizations: The Green Thumb Myth (p. 87), by R. Stiehl and B. 
Bessey, 1993, Corvallis, OR: The Learning Organization. Copyright 1993 by R. Stiehl and B. Bessey. Reprinted with 
permission. (J.) 
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APPENDIX C
 

SELECTED REFERENCES
 



Selected References 

For further reading, we suggest the following hooks which have had a great influence on the development of this work. Each one 
represents a distinct field of study. Together they provide a coherent theoretical basis from which we have developed a strategy for manag
ing learning in high performance organizations. 

Social Cognitive Theory of Education and Training 
Bandura, A. Social Foundations of Thought and Ac
tion: A Social Cognitive Theory. Englewood Cliffs, NJ: 
Prentice-Hall, 1986. 

Adult Development 
Brim, G. Ambition: How We Manage Success and
 
Failure Throughout Our Lives. New York: Harper
 
Collins, 1992.
 

Psychology of Optimal Experience 
Csikszentmihalyi, M. Flow: The Psychology of Opti
mal Experience. New York: Harper Collins, 1990. 

Systems Theory 
Senge, P. The Fifth Discipline. New York: Doubleday, 
1990. 

Pollan, M. Second Nature. New York: Bantam
 
Double-day, 1992.
 

Instructional Systems Theory 
Dick, W. and Carey, L. The Systematic Design of 
Instruction (3rd. ed.). Glenview, II: Scott-Foresman, 
1990. 

Performance Technology 
Mager, R. and Pipe. P. Analyzing Performance 
Problems. Belmont, CA: Pitman Learning, 1984. 

Educational Reform 
Schlechty, P. Schools For the 2Ist Century. San Fran
cisco, CA: Jossey-Bass, 1990. 

Organizational Development 
Walton, Mary. The Deming Management Method. New 
York: Putnam Publishing Group, 1986. 

Communications Theory 
Wurman, R. Information Anxiety. New York: Double-
day, 1989. 

Note: From Managing Learning in High Performance Organizations: The Green Thumb Myth (p. 95), by R. Stiehl and B.
Bessey, 1993, Corvallis, OR: The Learning Organization. Reprinted with permission. 




