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ABSTRACT

Drawing from interviews with 869 award-winning
community college professors and instructors from the United States
and Canada, this book describes the behaviors and techniques used by
outstanding teachers in their rcles as leaders, influencers, and
motivators. Chapter ) provides a foundation for the concept of
teacher as leader, including operational definitions of "teaching"
and "learning" anéd a discussion of motivation theories. Chapter 2
employs an analysis of leadership theory to demonstrate the clear
link between leaders and followers, highlighting the path-goal model
of leadership as the process of gathering behavic.al information
about teaching. Chapter 3 presents the research methodology used teo
describe effective teaching behavior, predict the behavior of
effective teachers, develop recommendations for improvement through
self-evaluation, and explain ways in which effective teachers
motivate students. Chapter 4 presents a profile of the award-winning
instructors, including information on experience, age, gender,
ethnicity, teaching fields, retention rates, and institutional
policies. Chapter 5 provides a framework for employing the path-geal
theory of leadership to explain the interaction between teaching and
learning. Chapter 8 introduces the Teaching as Leading Inventory
(TALI), & tool used to classify an instructor's dominant teaching
style as Supporter, Theerist, Achiever, or Influencer. Chapters 7
through 10 offer detailed descriptions of each of these four teachiny
styles. After summarizing the four separate styles, chapter 11l
reviews leadership theories supporting situational teaching and a
heolistic and contingent view of teaching. Chapter 12 highlights
current professional development programs in the U.S. and Canada.
Finally, chapter 13 reviews the recommendations from three major
educational reform reports as strategies for making teaching arg
learning a central aspect of all community celleges. Includes a
compact version of the TALI and the survey instrument. (WBT)




EDP318527

George A. Baker Wl
~ John E. Roueche &
“Rosemary Gillett-Karam
~ BEST CoPY AVAILABLE [

[ 2

"PERMISSION TO REPRODUCE THIS
MATEXIAL IN MICROFICHE ONLY
HAS BEEN GRANTED BY

J. GOLLATTSCHECK

TO THE EDUCATIONAL RESOURCES

INFORMATION CENTER (ERIC).”

U.6. DEPARTMENT OF EDUCATION
Office of Eucaticnat Research and tmptavoment 38
UCATIONAL RESQURCES INFORMATION
® © CENTER (ERIC

JThns document has besn raproduced as §
recoived fiom the perton of organutation

onginating i

{1 Minar changes have boen made 0 (Mprove -

reproduction quality

& Pomnts of view G ORIMGNSE statedin this docw:

ment do not NECESSArly reprasant oﬂte&s(_

OERI posmign & policy.

e e .
. ~




erhaps no figures in our lives besides our parants ere

more critical to our deveiopment than our teachers.

No less notable a figure than Thomas Jefferson

honored the teachers who guided him—one of his
proudest accomplishments was the establishment of the
University of Virginia.

Yet, higher education's premier teaching institutions, com-
munity, technical, and junior colleges, have reached a criti-
cal juncture in their history: while the breadith of student diver-
sity continues to expand, over 50 percent of today's
community college instructors will retire or leave the field in
the coming decade.

Teaching as Leading: Profiles of Excellence in the Open-
Door College is the first step in the vital process of strength-
ening and energizing innovative teaching technigues for the
ne century. The book provides an opportunity for teachers
of all types to analyze student neecs, evaluate their persenat
teaching style, and plan strategies ‘or improvement.

Through interviews, 869 award-wirning community col-
lege protessors and instructors from the United States and
Canada share their candid opinions and tips for successful
teaching. Authors George A. Baker lil, John E. Roueche,
and Rosemary Gillett-Karam examing teachers as leaders,
influencers, and motivators. The authors direct their atten-
tion away from course content to focus upon exemplary be-
haviors and techniques used by outstanding teachers.

Through their exhaustive research, the authors collected
over one million pieces of data to analyze what makes these
special teachers tick. The authors are pioneers blazing a new
trail of understanding regarding the energy of teaching at
community colleges. Teaching as Leading provides an op-
portunity for teachers to study themselves. Teaching as Lead-
ing is the first in what the authors hope will be the beginning
of research on the nature of teaching at community colleges,
for it is the nature of teaching and learning that is the care
of a college's existence.

George A. Baker Ill is professor of Educational Adminis-
tration at the University of Texas at Austin, where he works
with graduate students enrolled in the University's Commu-
nity College Leadership Program.

Baker is the award-winning author or coauthor of over 75
books, monographs, chapters, journal articles, and techni-
cal reports. Since 1970, he has provided consuttation or
made keynote speeches and presantations to over 500
universities, colleges, organizations, and private corporations.

He, John E. Roueche, and Robert R. Rose share the
honors for the 1889 book, Shared Vision: Transformational
Leadership in American Community Colleges, which is an-
other Lestseller from The Community College Press. Heand
Roueche coauthored the popular 1887 book, Access and
Excelence. :

Baker is the recipient of awards from the governors of Ken-
tucky and Texas for contributions to education and has
received the 1886 American Association of School Adminis-

Continued on back flap



trators’ Distinguished Lecturer Award. Baker has received
numerous national awards for his research, teaching, serv-
ice, and national leadership in the community college
movement.

John E. Rouveche is professor and director of The Com-
munity College | eadership Program at the University of Texas
at Austin, where he holds the Sid W. Richardson Regents
Chair in Community College Leadership. Rousche has
served as director of the program since 1971,

Roueche is the author or coauthor of over 100 books,
monographs, and articles on educational leadership and
teaching effectiveness. He is the recipient of numerous na-
tional awards for his research, teaching, service, and over-
alt leadership, including the 1988 B. Lamar Johnson Leader-
smpAmdmmLmhrmmmmeCummﬁy
College; the 1986 National Distinquished L eadership Award
from the American Association of Community and Junior Cok-
leges; and the 1986 Distinguished Research Publication
Award from the National Assaciation of Developmerntal
Education.

His 1989 book with Baker and Rose, Shared Vision: Trans-
formational Leadership in Amesican Community Colieges.
is a bestseler for The Community College Press, and his 1987
College is in its second printing. Access and Excelence
received the 1987-88 Distinguished Research Award from
the National Council for Stuclent Development and the
1987-88 Distinguished Ressarch Publication Award from the
National Council for Staff, Program, and Organizational De-
wmmmmmmmmm
ing Leaming Problems (1877) and College Responses 0
Low-Achieving Students (1984) with Baker and Suanne D.
Roueche. He currently serves as a member of the Ameri-
can Assodiation of Community and Junior Colleges Board
of Directors.

Rosamery Gillett-Karam is a Kallogg Postdoctoral Fel-
low &t the University of Taxas at Austin in The Community
Collage L. sadarship Program, where she has been involved
in research with John Roueche and George Baker.

She contributed two chrplers for the book, Shaved Vision:
Transformational Leadership in American Communily Col-
leges, by Baker, Roueche, and Rose. As a Kellogg Follow,
ing the AACUC Annusl Convention in Seattie in Aprl 1990
and Leadership 2000 in June 1969.

mmismmmammmamm

munity College. For soven years, she was division chair of
social and behavioral sciences at ACC. She is costhor of a
text, Taxss Government, Undersisnding and Pariicipeding in
Texas Politics: A Citizon's Guide, which is in its soventh e
fion. At ACC she dieveloped the independont study program
:rudy ! 400
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Dedication

Ideas can open our cells. They can liberate us from the prisons we
have ourselves built. In the laboratory of the scientist, the vision
of the Poet, the memory of the historian, the discipline of the
scholar, the imagination of the writer and the passion of the
teacher. 1went locking for......"The news of the mind." I, ound
a kingdom of thought, rich in insights into our times.

Bill Moyers
A World of Ideas p. VII

And so did we! Thus we dedicate this work to the passion of the 869
award-winning instructors who so freely shared their “passion for
teaching” with us.

GAB
JER
RG-K
CANADA AWARD-WINNING INSTRUCTQRS
Alberta
Mount Royal Ccliege Svea Craig-Mason Margaret Osborne
Donald N. Baker, President Melvin Pasternak Mardy Roberts
Robert Rose Eva Rosenberg
Red Deer College Doug Girvan Laurel Goodacre
Edward ]. Luterbach, President Brad Hex1street Ed Kamps
Brian McDonald Donna Storvik
Doug Swanson Paul Wiliams
Southern Alberta Institute Chane Bush Bili Fleld
of Technology David Pike
W. G. Johnson, President
British Columbia
Selkirk College Lesley Anderson
Leo Perra, President
Vancouver Comemunity College John F. Parker
Paul Callagher, President
vii




Ontario
Centennial College of Applied

Arts & Technalogy
1. B McCauley, President

Conestoga College of Applied
Asts & Techrology

John Tibbits, President

Humber College of Appited
Arts & Technology
Robert A, Gordon, President

Lambton College of Applied

Arts & Technology
A. Wilkinson, Presiden

Mohawk College of Applied
Arts & Technology
Keith L. McIntyre, President

Sir Sandford Fleming College
Brian Desbiens, President

5t. Lawrance College Saint-Laurent
W.W. Cruden, President

Newfoundland

Newfoundland & Labracior Institute
of Rsheries & Marine Tec'mology

David A. Vard, President

Saskatchewan

Saskatchewsn Institute of Art, Science
& Technology - Kelsey Campus

Larry Dinter, President

Yukon
Yukon College
John E. Casey, Director
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Jack Spohn

Bruce Bjorkquist

Joseph Kertes

Derwyn Smith

Maureen Emmerson
Esther L. McIntosh
Jack O’'Brien

Robert Tripe

Angele Dion

Joe Jordan
William E. Tennant

Edgar Churchill

Linda Brose

Mary Lot Smith

Robert E. Malcomson
Jay Moore
Harry Sutcliffe

David Long

Edward R. Lypchuk

Boyd Smith

Ann M, Giesbrecht



Alabama
Bessemer State Technical College
W. Mickae! Bailey, President

Gaduden State Community College
Robert W. Howard, President

George C. Wallace State Commv nity

Callege
Nathan L. Hodges, President

J. F. Ingram State Technical College
Murry C. Gregg. President

Jeffersan State Junior Callege
Judy M. Merritt, Presicant

John C. Calhoun State Community

College
James R Chasteen, President

Lurleen B. Wallace State Junior College

William H. McWhorter, President

Arizona
Rio Salado Community College
Charles Green, President

Arkansas
Enst Arkansss Community College
Bob C. Bums, President

Westark Community College
joel R. Stubblefield, President

California
Butte College

W. Lee Reeder, Superintendent/President

Cabrillo College
Robert F. Agrella, Superintendent/
President

Fred Kapp
George W, Terrell Ir.

Mina L. Dickens

Kenneth E. Scott
Janice Robexts

Elizabeth H. Brett

Bev Smith

Julie Bertch
Laura Helminski

Peter Haven
Mary M. Weiner

Do Bailey
Mtke Cooper
Nancy Zechiedrich

Dian Hasson

Charles F. Squatrito
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Linda Parish

Bruce Thomas

George O,
Williams, Jr.

René Diaz-Lefebvre
Helen Sprawls

Jim McInturff

Brenda Cantwell
Anita Hammack

Katherine C. Newman

ix
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Califomia (cont.)
Cerritos Cellege
Emest A, Martinez, President

Coastline Community College
William M. Vega, President

Cclumbia College
W. Dean Cunningham, President

Cypress College
Kirk Avery, President

DeAnza College
A. Robert DeHart, President

Diablo Valley College
Phyllis Peterson, President

Foothill College
Thomas H. Qements, President

Fullerton College
Philip Borst, President

Gavilan College
John J. Holleman, Superintendent/
President

Grossmont Community College
Ivan L. Jones, President

John Bogdanovich
James Fye

Connie Mantz
Nova Jean Weber

Joseph W. DeCarlo
Ning Yeh

Richard L. Dyer

Charlene Felos
Robert Harkrider

Sally Anderson
Charles B. Barker I1I
Joyce Colvard

Rena Frabony
Frank Soler

Barbara B. Travis

James M. Ardind

Marda Frederick
Michiko Hiramatsu
Mike McHargue
Glenn Moffat
Miriam Rosenthal
Harry Saterfield
Ange] Sierra
Margie Whalen

Kathieen Engstrom
William Smith

Marilyn Abad-Cardinalli

William Bornhonst

Hy L. Finkelstein
Joseph Girtner
Patricia Regan
Franklin Yee

Barbara J. Darby

James R. Mendonsa

Russell Flynn

Chris Avery

Douglas T. Cheeseman
Gary Cununings
Michael Holler

Bruce J. Sturm

John W, Wanlass

James ], Rawls

Catherine Germane
James Mauch

Larry Miller

Robert Pierce

Irv Roth

Bryan Sharmer
Mona Spicer

Martin Hebeling

Robert Punk




California {cont)

Hartnell Community College

James R. Hardt, Superintendent/
President

Keamy Mesa Continuing Education Center
Robert L. Matthews, President

Kings River Community Coll ge
Abel B. Sykes, Jr., President

Long Beach Gty College
Beverly O'Nefll, Superintendent/
President

Los Angeles Harbor College
James L. Heinselman, Prestdent

Los Angeles Pierce College
David B. Wolf, President

Merced College
Tom K. Harrls, Jr., Superintendent/
President

Modesto Junior College
Stanley L. Hodges, President

Mt. San Antonio College
John D. Randall, Superintendent/
President

Palomar College
George R. Boggs, President

Joanne Miller

Claude E. Richards

Paul Kaser
Lawrence (Bud) West

F. Allen Bundy
Lowell Johnson

George Shaw
Joyce Witscher

Farah P. Fisher

Larry W. Heimgariner
Rodney Oakes

Robert Sager

JoRae Zuckerman

Kathy Basil
Gail Hobbs
Ronald Smetzer
Paul Xanthos

Deanna Hauser

Ronald L. Alves
Sandra C. Bucknell
Richard F. Nimphius
Derothy L. Scully

C. Wayne Wightman

Frank A. Acuna

Gary Alderson
Karen Huffman

Clark Skogsberg

David Frattalone
Robert Orr
Howard Shifflett

James H. Heffron
John C. McCarthy
James P. O'Brien
Robert G. Wrenn

Richard Follett
Robert Ono
Ann Watkins

Mark E. Bender
Edward F. Leal
Robert D. Raduechel
Stephen L. Stroud

Wayne ]. Lutz

Ray Dahlin
Richard Norlin




Califoraia (cont)
Rancho Santiago College
Robert D. Jensen, President

San Diego City College
Jeanne Atherton, President

San Diego Miramar College
George F. Yee, President

Santa Barbara City College

Peter R MacDougall,
Superintendent/President

Santa Monica College
Richard L. Moore, Superintendent/
President

Solane Community College

Marjorie K. Blaha, Superintendent/
President

Southwestern College

Joseph M. Conte, Superintendent/
President

Colorado
Colorado Mountain College
Dennis M. Mayer, President

Community College of Aurora
Larty D. Carter, Preaident

Community College of Denver
Byron McClenney, President

Northeastern Juntor College
Marvin W, Weiss, President

Pueble Community College
Tony Zeiss, President

Terry W. Bales

Lawrence Forman

Dorothy K. Simpson

Henry Bagish
George Frakes
Barbara Lindemann

Edward Tarvyd

Sarah Phelan

Irma Alvarez

Lucy T. Pryde
Teresa A. Thomas

William J. Hil

Cynthia A. Bamnes

Melvin Carter

Barbara Gilt

Clay Prall

Mary Ann Bumis

Thomas . Osborne

Robert Casier
John Kay
Elwood Schapansky

Charlotte McGowan
Jim Switzer

James Ford

Linda Forker
Robert Norden




Connecticut
Housatonic Community College
Vincent S. Darnowskd, President

South Central Community College
Antonio Perez, President

Delaware

Delaware Technical & Comumunity College

JohnR Kotula, President

Florida
Brevard Community College
Maxwell C King, President

Broward Community College
Willis N. Helcombe, President

Central Florida Community College
William J. Campion, President

Florida Community College
at Jacksuaville
Charles Spence, President

Manatee Community College
Stephen J. Korcheck, President

Miami-Dede Community College
Robert H McCabe, President

Okalooss-Walton Community College
James R Richburg, President

Ronald Abbe
John Conway
Walter Gerry
Glen Kindilien
Patricla Pifko

Robert E. Tremblay

Josephine S, Rolison

John Willard

Joe Castillo

Kevin Mulholland

Joan Bearden
Libby Holt

Larry Monts

Robert D, Campbell

Thelma Altshuler
Robert H. Calabrese
Joseph H. Gibson
James S. Gray
Jon Kitner
Oswaldo Lopez
Robert Moorman
Cedil B. Nichols
Ann G. Rose
Melvin Schwartz
Reina K. Welch

Wesley Johnstone

| 2Ty
1

Natalie Bieber
Catherine Cron
Phyllis Gutowski
Norman Moore
Maria Roche

Barbara West

Leo DeGoursey
Ethel (Pat} Jenkins
Christine Robinson

Robert Blitzer
Betty Ferguson
Jorge B. Gonzalez
Harold E. Harms
Marvin Langsam
Jane Mangrum
German Munoz
John H. Pryor, Jr.
Candido Sancher
Sharon Thoamas

Carolyn B, Wright

C. M. Duque Wilson
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Florida (cont.)
Palm Beach Community College
Edward M. Eissey, President

Seminole Community College
Earl S. Weldon, President

St. Petersburg Junior College
Carl M. Kuttler, Jr., President

Valencis Community College
Paul C. Gianiny, Jr., President

Georgla

Atlanta Metropolitan College
Edwin A. Thorpson, President

Brunswick College
John W, Teel, President

Hawatl
Hawail Community College
Patrick W, Naughton, Acting Provost

Honolulu Community College
Peter Kessinger, Provost

Kapiolani Community College
John Morton. Provost

Kauai Community College
Y. David Iha, Provost

Idaho
College of Southern Idaho
Gerald R Meyerhoeffer, President

boons

Watson B. Duncan [

Jill D. Smith

Donald J. Bergsma
Maria Chapin
Karen Estes

Helen W. Gilbart
Sylvia Holladay
Ear] Kohler

Starr C Weihe
Ray 8, Wilson

William M. McCord

Ronald P. Chandonia

Ronald Kidgley

Jane idda
James M. Yoshida

Harvey Chun
Bang Poh Yoshikawa

Robert S. Chinen
R Tim McCabe

Andrew Bushnell

Brian Yamamoto

Claudeer Buettner
Penny Glenn

e

Richard E. Yinger

Jean Bravick
Gladys Cummings
Willie B. Felton, Jr.
Robert Hackworth
Jarbara Hull

Jerry Smith

Johnnie R. Willlams

Marlene Spencer

John H. Sterrett

Kenneth K. Kameoka

David Cleveland

Robert Fearrien

Willlam Kikuchi

James R. Gentry
Helen Hammond
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Hiinois
Chicage City-Wide College
Martha Bazik, Acting President

College of DuPage
Harold D. McAninch, President

Elgin Community College
Peul Hath, President

Harold Washington College
Bernice J. Miller, President

Harry §. Truman College
Wallace B. Appelson, President

Tlinois Valley Community College
Alfred E. Wisgoski, Prestdent

Kennedy-King College
Harold Pates, President

Lincoln Land Community College
William D. Law, Jr., President
Malcolm X College

Della A. Burt, Acting President

Oakton Community College
Thomas TenHoeve, Jr., President

Olive Harvey College
Homter D. Franklin, President

Richard J. Daley College
William P. Conway, President

Sauk Valley Community College
Richard Behrendt, President

John C. Longstreet

David B. Brown

Barbara Hansen-Letrme

Lavoir Banks
John Gondek
James Kimmey
Brent Steel

TFred Johnson
Edmund J. Dehnert
Eugene F. Keutzer
Douglas Stockley

Rose Mar/e Brown

Lana Hostetler
Philip Rivera

Judge C Watkirs, Ir.

Lorenz Boehm
Adele LeGere
William M. Taylor
Rinda West

Philip Brown
Jerome Brooks

Dale Heuck
Jerry Mathis
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Janis A. Geesaman

Sharon Fisher-Larson
Domald Holstrom

Grace Selby

Robert Steinbach

David J. Rowlands

M. Sue Myers

Lots Wilson

Cynthta D. Hayot

Mary Ellen Monroe-
White

Frank . Fonsino
Steven |. Schada
Terry Trobec

Charles J. Evans

Kathryn Lillyman
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Iiinols (cont)

Triton College
James Catanzaro, President

Waubonsee Community College
John J. Swalec, Prasident

Wilbur Wright Coliege
Raymond F. LeFevour, President

Towa

Hswikeye Institute of Technology

John E Hawse, Superintendent/
President

Jowa Lakes Community College
Richard H. Blacker, President

fowa Valley Community College District
John ]. Prihoda, Superintendent/
President

Musatine Comumunity College
Victor F. McAvoy, President

Kansas

Coffeyville Community College
Dan Kinney, President

Cowley County Community College
Patrick]. McAtee, President

Highland Community College
Larry F. Devane, President

Johnson County Commitnity College
Charles J. Carisen, President

Seward County Community College
Theodare W. Wischropp, President

Foma

Robert Anthony
Melvin Swieton

Gibby Monokoski

Keith Dobberstein

Gareth D. Downey

Jerry L. Larson
David R. Peterson

Donald Benbow

Gerhard (Jeff) F. Koch

Lue Barndollar
Don Ellerman

Carol Hobaugh-Maudlin

Ronald E Goulet

Charles Bishop
Harold Harp
Carolyn Neptune
Roger Traver
Robert Xidis

Xylz Johnson

Tom Secco

Robert G. Kimm

Burlin H. Matthews

Joseph White

Jim Criswell

James Miesner

Eugene Butler
Donna Krichiver
Patrick Sweeney
Robin Woods




Kentucky

Ashland Community College
Axthony Newberry, President

Elizabethton Community College
Charles Stebbins, Presfdent

Hazard Community College
G. Edward Hughes, President

Jefferson Community College
Ronaid ] Horvath, President

Somerset Community College
Richard Carpenter, President

Maryland
Catonsville Community Coliege
John M. Kingsmore, President

Cecil Community College
Robert L. Gell, President

Chesapeske College
Robert C. Schieiger, President

Community College of Baltinrore
Joseph T. Durham, President

Essex Community College
John Ravekes, President

Frederick Community College
Lee J. Betts, President

Hagerstown Jundor College
Norman P. Shea, President

Howard Community College
Dwight A. Burrill, President

Opal S. Conley

James Murley

Richard Crowe

Margo Eltiott
Richard Lyons

Mehale (Mike) Zalampas

Najam Saced

Leroy Giles

Bonnie Giraldi

Brenda Bloomgarden

Mercedes Lesser

James E. Coleman
Thomas Hooe

Peter D. Adanw
Shitley . Davis
Charles R. Luttrell
Steve Zabetalds
Susan R. Bard
Jerrold Caswvay

Susan Frankel
Patricia Turner

b
w

Valina Hurt

Mary Jeanne Fletcher
M. Sherree Zalampas

Sharon Whitehead

Raymond Quigley, Jr.

Edna Marie Hudson

Beverly Gold

Edward Sherwin

Phyllis R. Hamilton

Mark M. Canfleld
Valerie Costantint
Linda L. Johnston

xvii




Muaryland (cont.)
Montgomery College
Robert B Parilla, President

Massachusetis

Cape Cod Community College
Fhilip R. Day, Jr., President

Middlesex Community College
Evan S. Dobelle, President

Springfield Technical Community College
Andrew M. Scibell{, President

Michigas
Glen Oaks Commmunity College

Philip G. Ward, President

Lake Michigan College
Anne E. Mulder, Prestdent

Mid Michigan Community College
Eugene F. Schorzmann, President

Mornroe County Community College
Gerald D. Welch, President

Oakland Community College
R Stephen Nicholson, Chancellor

Schoolcraft College
Richard W. McDowell, President

Washtenaw Community College
Gunder A. Myran, President

Minnesta
University of Minnesota Technical

College-Wasoca
Edward C. Frederick, Chancellor

Thomas E. Kenney

Brenda Boleyn

Regina Goodwin

Roberta R. Nichols

David C. Greenhe
Donald H. VanZuilen

Alice Rasmussen
K. Sundaram

James H. VanderMey

John W, Staas

Pennds H. Fiems

LincoInT. Las
Janina Udrys

George Agin
Ruth Hatcher
Dean Russel]

David Harmon
Mark Wilson

Dale Trude

Stephen G. Weisner

Dary! E. Herrmann

Robert Schodorf
Sheran Wallis

Sandra L. Langeland

Arthur J. Lindenberg

Janet Hastings
Daniel Minock
J. Robert Wotring

David McCarthy




Mastsaippl
Copiah-Lincoin Community College
Billy B. Thames, President

East Central Community College
Eddie M. Smith, President

Itawamba Community College
W. O. Bentjamin, Presicdent

Meridian Community College
William F. Scaggs. President

Mississippi Gulf Coast Community College
Barry L. Mellinger, President

Missour
Penn Valley Community College
Zelema Harris, President

St. Louis Community College
at Florissant Valley
Michael T. Murphy, President

St. Louis Community College
at Forest Park
Vernon 0. Crawley, President

S¢. Louls Community College
at Meramec
Cwendolyn Stephenson, President

Montana
Dawson Community College
Donald H. Kettner, President

Nebraska
Central Community College
Joseph W. Pruesser, President

Roy W. Daughdrill
Faye M. Hill

Phyllis Hayes Lanter
Thomas A. Ross I
Edwin L. Smith

Alfred H. Bailey
Thomas W. Thrash

Kenneth R Bishop

Wilhelmine Damon
Sue Key

Joan E_ Fitch

Jon R Lewis
Patricia A. Odom
Charles R Shows
Charles L. Sullivan

Lioyd Daniel
Carol A. Berger
Larry Byers
Michael ]. Fuller
Emily M. Liebman

Jack E. Miller

Rosemary H. Thomas

Peter §.Degel
Thomas A. Ree

David Fulton
Latham Mortensen

Danny T. Harrell
Melnee K. Jaudon
Kay Raybom
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Preface

Education is the point at which we decide whether we love the
world enough to assume responsibility for it and by the same
token to save it from that ruin, which, except for renewal, except
for the coming of the new and the young, would be inevitable.

And education, too, is where we decide whether we love our
children enough not to expel them from our world and leave them
to their own devices, nor to strike from their hands. their choice of
undertaking something new, something unforeseen by us, but to
prepare them in advance for the task of renewing a common
world.

Hannah Arendt

ve years ago with the support of the Sid W. Richardson
Foundation of For! Worth, Texas, we began what has become
a continuing goal to search for excellence in education. In the
first phase of our study, we produced Profiling Excellence in America’s
Schools; we developed a framework for the study of public schools
using the ideas of Peters and Waterman (1982), who had successfully
examined excellence in the private sector. In a second phase of our
study, a single college—Miami-Dade Community College in
Florida—was highlighted as an example of excellence in public
education. In 1988 the third phase in our discovery of excellence in
the community college resulted in Shared Vision: Transformational
Leadership in American Community Colleges. This study of 256
outstanding community college CEOs yielded the first major pirture
of exceptional leadership in the community college movement.
During the final stages of our college leadership study, we
began to talk about the idea of the teacher as leader. In July 1988 we
undertook an important and complex study of excellence in
community colleges—the excellence of teaching. We wrote to the
256 outstanding CEOs identified in Shared Vision, and then
supplemented this list with the 459 members of the National Institute
of Staff and Organizational Development (NISOD). We invited all
those community college presidents and CEOs to identify their
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teachers who had been recognized for teaching excellence, either
internally or by various external agencies across the United States
and Canada. This process yielded 869 award-winning instructors,
nominated by 251 CEOs of community, technical, or junior colleges
in 39 states and six Canadian provinces.

Qur attention to the issues involved in identifying and
studying excellent teachers was heightened by what we perceived as
a long-overdue need to research the very core of the community
college—teaching and learning. The longer we talked, the more we
began to seea plan evolve for a book that had a new slant on the role
and importance of the teacher or college instructor. We envisioned
a book about the teacher as leader who had a reciprocal relationship
with students as followers, about the teacher as influencer who
clarified students' pathstosuccess, and abouttheteacheras motivator
who empowered students to achieve their desires and accomplish
their goals. We never looked at our study as becoming a “how-to”
book, or a quantitative examination of products of teaching, or a
meta-analysis of what research now exists. Rather, we wanted to
redirect attention away from content and curriculum studies and
toward the exemplary behaviors and competencies of teachers who
are successful in the classroom. By doing so, we believe we are
responding to the concerns emerging in higher education that must
deal with the complexity of students’ academic and interpersonal
needs, that must beattentive to thegrowing culturaland demographic
diversity representative of community college students, and that
must respond to the challenges of a rapidly changing and highly
technological workplace.

At the heart of the open-door college are the faculty and the
students. These two essential ingredients form a relationship that
ultimately determines to what extent thecollegeisabletoaccomplish
its mission. As human resource development organizations, open-
doorcolleges exist toassist theirstudents in becoming fully functional
adults. Implicit in this charge is student recruiting, orienting,
assessing, advising, placing, managing, tutoring, counseling,
graduating, and job placing. Yet, all of these aspects are tangential
to the central aspect of teaching and learning. Given the clear
mission and dedication to teaching, one would expect that the
research agenda for community colleges over the past three decades
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would haveattempted to answer thesequestions: Howdoes learning
occur? How does this teaching-centered institution recruit, develop,
evaluate, reward, and retain excellent teachers?

In 1988, a report was issued by the AACJC Commission on
the Future of Community Colleges, Building Communities: A Vision
for a New Century. In this report, we learned about the relationship
of teaching and learning in the community college, and we were
advised to strengthen learning and teaching:

Thecommunity collegeshould bethenation’s p-emier
teaching institution. Quality instruction should be
the hallmark of the movement. We agree with
Mortimer Alder’sconclusion that ‘all genuine learning
is active, not passive. It involves the use of the mind,
not just the memory. It is a process of discovery in
which the student is the main agent, not the teacher.’
Collaborative learning should be strengthened,
quality instruction must be consistently rewarded,
(and effective teachers should be grounded) in the
scholarship of integrating, applying and presenting
knowledge through effective teaching (pp. 25-26).

We believe that teacher as leader is a first step in the direction of
focusing the strength and the energy of this movement toward
teaching and its essential outcome—student learning. We feel like
pioneers blazing a new trail and, like many who take risks, we are
excited about our path’s eventua® destination. The nature of the
educational research we have undertaken is exploratory and
interpretative; it seeks to examine and learn from cther disciplines
and employ, modify, and make operational those theories and
models that other researchers have used successfully to examine the
concepts of effectiveness and excellence.

As with other studies, we have employed a core of research
knowledge that focuses on explanation and also involves the use of
description and improvement techniques. By describing, we look
at the forms, structures, and relationships of various teaching
behaviors through the use of instrumentation, measurement, and
observation; here we have relied on the self-reporting of the award-
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winning instructors. And in order to examine self-reported data
against other observed data, we requested that the teachers’ CEOs
and students provide us parallel information concerning the award-
winning instructors. Improvement techniques, for the most part, are
those that were analyzed by researchers and enacted in programs in
the community colleges in the 1970s and 1980s. These included
professional development programs and analyses of teaching
methods and behaviors that improved student learning.
Improvement studies are designed to develop knowledge about
how teachers intervene in the lives f students in order to help them
learn. In this area, much research exists that assists in identifying
interventions that have a high probability of improving students’
academicachievement. Walberg (1986)and his associates synthesized
almost 3,000 such studies to identify interventions that improve
student performance.

Teaching as Leading will provide an opportunity for teachers
to analyze student needs, evaluate their teaching style, and plan
strategies toward becoming situational teachers. Institutional
strategies must be developed that provide powerful pre-serviceand
in-service opportunities for community college teachers. This study
and its various models will aid in this process. College faculty and
admini. .. _tors must revitalize professional development programs
toward continuing theimprovement efforts of teaching and learning,
toward new recruitment of minority faculty to more accurately
mirror our student population, toward examination of retrenchment
problems among anaging faculty, toward instituting master teacher
training and retraining programs for new teachers and new teaching
skills. And institutions of higher education will have to refocus
attention on the importance of a qualified cadre of teachers and
instructors for the future and look to providing a fit between their
graduates and providing a teaching core to meet the complex needs
of the community college.

Teaching as Leading relies on explanation; if we are able to
explain how exceptional teachers go about motivating s‘udents to
learn, if we are able to explain how students say they ar. motivated
by these teachers, and if we demonstrate how CEOs support this
process, we will have increased knowledge about teaching and its
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relationship to learning. In this way, we can improve our ability to
describe, predict, and control the essential aspects of teaching and
learning with a high level of certainty and accuracy. Toward this
end, college administrators must become much better at predicting
which applicants can and will be successful in teaching the students
who are attracted to the open-door college.

We believe that while our effort will be a contribution to a
revitalized research agenda, others in this exciting movement will
see fit to reorder priorities and make research in teaching and
leamning the top priority for the 1990s and beyond. We believe that
the award-winning instructors identified in this study are the best in
the United States and Canada. We also know that many teachers
who read this book are laboring in the trer.ches without recognition.
Webelieve that if every community college in the United States and
Canada had chosen or had been given the opportunity to submit
theirbest teachers—formally recognized or not—our findings would
nothavediffered significantly from what we have presented here. If
the AACJC Commission on the Future of Community Colleges is
correct, then “community should be defined not only as a region to
be served, but also as a climate to be created” (Building Communities,
1988).

We must begin by determining how to build a climate with
teaching and learning as its core. Getting there will not be easy. If
we continue our typical behavior concerning every new faculty hire,
then the emphasis will continue to be on filling the empty line and
not on selecting the best-qualified. Current emphasis on hiring that
employs those similar to the present majority and neglects “others”
does not focus on providing a match for the growing diversity
among students. Unless changes occur, the assumption will be that
teachers and students are not only at the bottom of the hierarchy, but
at the end of the supply line. Without significant change, the focus
will continue to be on the adversarial relationship between college
management and teaching faculty. In this adversarial relationship
teachers will not be seen as leaders who possess incredible influence
over students, but as a faculty line, a consumer of precious resources,
and as individuals who can be motivated through control and
tolerated only because they provide an “employee” function.
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The good news is that change is underway among the
leading edge ofthecommunity colleges. Many CEOsareenlightened
about teaching and learning and are asking the right questions.
Many administrators are becoming educational leaders, and boards
are developing policies that will allow for effective recruitment,
selection, development, and reward of teachers. Many CEOs see the
need to movethe expanding mass toward a future where community
colleges are premier teaching institutions and quality instruction is
the hallmark of the movement. It is our hope that these practices will
become normalized and formalized because teachers must be
encouraged, supported, and empowera to do what they do best—
motivate learners to become studerits in the most powerful way
possible.

We trust that Teaching as Leading will be the first of many
research efforts in the 1990s that are dedicated to the mission of
accomplishing the dream of many in community colleges. That
dream is appropriately expressed in Building Communities (1988):
teaching and learning is central to all that we do. To do less than this
not only destroys the dream, but denies the power that learning and
education bring to the learner, the community, and the nation.

This book consists of 13 chapters. Chapter 1 provides a
foundation for the concept of teacher as leader, with operational
definitions of teaching and learning. Since motivationisa key aspect
of teaching, motivation theories are explored in a teaching and
learning context. The Porter-Lawler (1968) model of motivation is
employed as a process for describing how motivation is linked to
leadership and influence.

Chapter 2 employs an analysis of leadership theory in order
to demonstrate the clear link between leaders and followers and the
application of these ideas to the teaching and learning context. The
chapter highlights the path-goal model (House and Mitchell, 1974)
of leadership as the process for gathering behavioral information
about teaching.

Chapter 3 presents the research paradigm. We believe that
a major aspect of what takes place between access and the success of
community college students is the individual and collective efforts
of community college faculty. In studying the 869 award-winning
instructors, we have collected over one million pieces of data about




them. These data represent information from CEOs, the award-
winning instructors, and their students. While we have described,
predicted, made recommendations for improvement, and explained
the behavior of the award-winning instructors, the study is
exploratory in nature. We have not chosen a control group, and we
do not know how the behavior of the award-winning instructors
differ from the behavior of those not chosen to participate in the
study. We will leave this task for others. What we have done is
develop a paradigm of what the best do. We have described and
analyzed not only what they do, but also how their students see
them. Cur chief aim was to be able to describe effective teaching
behavior, predict what effective teachers do, make recommendations
for improvement through self-evaluation, and explain how teachers
were able to motivate students. We have sought to do this by
employing several existing theories, by interpreting and adapting
models specific to the teaching and learning process, and by
dev..oping our own teaching-learning framework that focuses on
teaching styles and situational teaching.

Chapter 4 presentsa profileof theaward-winning instructors.
Data presented in thischapter focuses onthe biographicalinformation
provided by the faculty participants in the study. Aspects of
experience, age, gender, and ethnicity are presented, as are teaching
fields and disciplines of the participating teachers. Also, award-
winning instructors were asked to provide institutional
information—suchasretentionratesand institutional policies relating
to student attendance, assessment, advisement, placement, and
faculty development aspects.

Chapter 5 provides a framework for employing the path-
goalleadership theory in explaining theinteraction between teaching
and learning. Three major propositions guide the application of
path-goal theory to the teaching and learning context: first, the
behavior of the teacher is acceptable and satisfying to students to the
extent that students see such behavior as either an immediate source
of satisfaction or as the means to a future pay-off; second, teacher
behavior will increase student effort to the extent that such behavior
makes satisfaction contingent on effective performance; and third,
teaching behavior complements student efforts by providing
coaching, guidance, support,andappropriaterewards. Six behavioral
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aspects of the teaching-learning path-goal frameworkaredeveloped
and explained in this chapter.

Chapter 6 introduces the Teaching as Leading Inventory
(TALD. It was a research hypothesis that teaching behavior would
vary across the six aspects of the path-goal model according to the
motivation, experience, and temperament of the award-winning
instructors in their interactions with students. Integrating the
theories of Lewin and others, the idea of experiential learning was
developed intoan instrument capableof factoring theaward-winning
instructors into four teaching archetypes or styles. In accomplishing
this task, Kolb’s Leaming Style Inventory served as a departure
point for the development of the Teaching as Leading Inventory.
Four teaching styles—Supporter, Theorist, Achiever, and
Influencer—describe the dominant teaching behaviors of our

pants. These styles incorporate the experiential aspects of
Lewin and Kolb and support the leadership styles of House and
Mitchell (1974 ) and Hersey-Blanchard (1982) emanating from path-
goal research and the life-cycle leadership concepts.

Chapters 7 through 10 present the four teaching-as-leading
stylesdeveloped from the Teaching as Leading Inventory. Although
some overlap occurs, powerful evidence exists to support the four
distinct styles of teaching. The authors believe that all four styles are
appropriate in developing community college students. Each style
has its strengths and weaknesses. In each adjacent chapter,
complementary and opposite styles are discussed; our intent is that
faculty will begin to see themselves as able to bring a large number
of appropriate behaviors to their relationships with students in
order to motivate and influence students to .earn,

Chapter 11 is a summary of the four separate styles of
teaching and moves the reader toward the idea that all teaching,

y theteaching of adults, should be predicated onassumptions
of the developmental needs of students and their readiness to learn.
A review of leadership theories supporting situational teaching is
employed to demonstrate how the four teaching styles together
present a holistic and contingent view of teaching.

Chapter 12 is dedicated to the future of community college
teaching in the United States and Canada. Current professional
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development programs are highlighted in order to demonstrate the
fact that the systematic selection, orientation, development, reward,
and retention of excellent faculty is well developed at some colleges.
If community colleges are expected to achieve the mission of student
development, these practices must become integrated in the
community colleges of the 19%0s.

Chapter 13 makes the case for using the A Nation at Risk,
Involvement in Learning, and Building Communities reports to help
move the idea of teaching as leading to fruition in the community
college. In this chapter, recommendations from these three major
reports are discussed as strategies for making teaching and learning
the central aspect of all community colieges.

In a study encompassing 869 award-winning instructors,
over 3,000 students, and 251 CEOs, it is impossible to acknowledge
every individual who has made significant contributions to this
massive undertaking. However, we would like to thank all those
who have assisted in making this book a reality. We have dedicated
the book to those faculty who contributed their energy and effort
toward our understanding of the central thesis of the book: teachers

‘n fact, leaders in their relationships with students. This book is
wacant to celebrate! What remains is to recognize those who helped
to put it all together.
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Chapter 1

Teaching and Learning in the
Community College

Identifying Exceptional Performance: The Teacher as Leader
Focusing on the Connection Between Teaching and Learning
Motivating the Learner
Motivational Variables that Influence Learning

Summary

There are th-ee things that ]

men and women skould konor:

They should konor their parents,
They shauld konor their kistory, and

They skould honor education.

Chinese proverb
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My role is one of motivator. That role is enhanced by my
knowledge of subject matter and a love for what I do. My goalis
to sheve what I know with my students in an energetic manner.
T'want to touch their lives—to teach them more about the world
in which they live and more about themselves as valuable
participants in that world.

Teresa M. Griffis
Mississippi Gulf Coast
Community College,
Perkinston, Mississippi

lthough there seems to be general consensusaround the belief
that the focus of community colleges is on teaching, research
has not focused on thedynamicrelationship thut exists between
teaching and learning. Most authorities would agree that a vital link
exists between the two, and some go so far as tosuggest that teaching
and learning are dependent on the se!s of interactions that occur
between the teacherand thestudent, whoareinvolved ina reciprocal,
interdependent relationship (Cohen and Brawer, 1989). Others
stress the responsibility of teachers and assert that student leaming
is dependent on what takes place in the classroom; they contend that
thetime has come to speak and write boldly about what teachers can
do to cause learning (Cross, 1989; Roueche and Baker, 1987).
Theprocesses and productsinvolved inthe teaching-learning
relationship deserve critical attention. We must pay heed to the
signs that point to the dynamics of interrelationships in institutional
settings—relationships of the institution and the community, the
CEOs and faculty and students, the teachers and students. In fact,

3
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4/ TEACHING AS LEADING

weareawarespecifically of a growing need to examine the mutuality
of the student-teacher relationship rathex than continuing to treat
the student and teacher as independent and separate entities. We
must begin to ask questions concerning students’ effects on teachers
and that of teachers on students. The following questions point to
theimportance of shared relationships between teacher and student:

¢ To what extent do students shape classroom and teacher
behavior, and to what extent do teachers shape classroom
and student behavior?

* To what extent does teacher effectiveness (exemplary
behaviors in the classroom) motivate, influence, and
inspire students to pursue something beyond what is
traditionally expected?

* Can teachers demonstrate flexibility and change in teach-
ing environments that are atypical or exceptional; i.e., can
teachers become situational leaders?

* How can we measure the role of the teacher as the leader
in the classroom?

* Canteachersdeal effectively and creatively with the ever-
growing diversity and complexity of the contemporary
and future classrooms?

This study attempts to answer these questions in the context
of examining the teacher as leader and by developing teaching-as-
leading styles that are situational and contingent onstuden! readiness
and performance in the classroom.

IDENTIFYING EXCEPTIONAL PERFORMANCE:
THE TEACHER AS LEADER

The questions we raise may find answers by identifying
those teachers who by their reputations and recognition are
exceptional performers—by examining their competencies and
behaviorsand by finding out what their students and administrators
have to say about them. Analyzing what is specific about teacher
behaviors and developing profiles for others to emulate and employ
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underscores the contention that “in order to understand the best, we
must study what the best do” (Peters and Waterman, 1982). What
seems to be central to this process of examination are the concepts of
influence and motivation, but only when these concepts are
understood as part of dynamic teacher-student relationships.
Elements that are essential to exceptional teaching and to motivated
learning may be revealed by examining teacher-as-leader and
student-as-follower relationships.

Research into the nature of this reciprocal relationship can
lead to greater understanding of the explicit roles played by teacher
and student who must work together to achieve mutual benefit. The
purposeofourresearchisto examine the teacher-student relationship
in order to define those competenciesand behaviors that exceptional
teachers employ toinfluencestudent values, attitudes, and behaviors
and to measure their effect on their students. Our intent has been to
discover the role of the teacher as leader and the student as follower
asthey interacttoaccomplish the dual goals of teachingand learnire.
By drawing onresearchthat has focused on thepractices of exemp!
leaders—their vision and successes—and by choosing to look at the
classroom experience as an extension of that concept, we are
attempting to infuse new excitement and energy into the teaching-
learning relationship.

To accomplish this goal, we examined relevant studies on
teaching and learning and their interactive properties. In addition,
we reviewed various theories of influence and motivation as they
affect the ways in which successful teaching and leamning are
accomplished We carefully examined the concept of leadership and
its application to teaching and learning. Inshort, we have attempted
to present these findings insuch a way as to help the reader grasp the
underlying structure of our overarching theme: that the teacher is
clearly in the business of motivating students; that influence is an
important tool of motivation; and that student readiness is the all-
important contingency that must define the teacher’s style of
teaching. In the support of this unique presentation, we paraphrase
an old adage: the key to being an effective teacher is leadership.
Moreover, we are intrinsically curious about the dynamic process
that occurs between teacher and student that results in successful
behavior for both participants in the learning process. In Figure 1.1,
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¢/ TEACHING AS LEADING

we demonstrate motivational and performance relationships
between the teacher and student:

Figure 1.1 Teacher-Student Motivation and Performance

|

EFF.UCTIVE PERFORMANCE
|

|
I
SUCCESSFUL MOTIVATION |
| \ |
INEFFECTIVE PERFORMANCE

TEACHER ——————— STUDENT

UNSUCCESSFUL MOTIVATION

|

In this simple diagram, we are aware of the two outcomes of
intended leadership: the leader in the role of the classroom teacher
may direct the goal of the student, but the result of the teacher’s
behavior on the student may be either successful or unsuccessful.
Teachers’ performances in the teaching and learning situation are
somewhat risky because students may not be motivated; even when
students are motivated, their performance may still be ineffective.
Hersey (1984) would suggest that long-term effectiveness isdifferent
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from mere success; he would contend that success has to do with
how well the job gets done (the percentage of students earning
passing grades) and that effectiveness has to do with students’
attitudes about performing their work (the independence and
initiative students demonstrate about their work). For long-term
effectiveness, teachers need to develop skills in dealing with their
students by understanding their behavior, by understanding the
dynamics of change on existing situations, and by accepting
responsibility for influencing the behavior of students in
accomplishing ‘asks and reaching goals.

Weare evaluating teachers by considering their influence on
students. Not only do teachers need to teach the curriculum, but
they also need to build continuing cooperation among their students.
Weareinterested inthe teacher’s responsibility for successful student
behavior,and wearealso concerned about thelong-term effectiveness
of student behavior. In the environment of the community college
and considering the role of the teacher as leader, we are seeking to
understand successful and effective behavior on the part of the
teacher. And as history has demonstrated, the teacher is the crucial
and pivotal reference in the classroom and learning experience. The
teacher has been called the role modeler, the mentor, the purveyor
of knowledge, and the one who takes students to the precipice of
their own understanding—we choose another term for the teacher
in his or herrelationship to the student: itistheconcept of theteacher
as leader (Bass, 1985; Bennis and Nanus, 1985; Burns, 1978).

If, infact, teachersareresponsible forinfiuencing theattitudes,
values, beliefs, and behaviors of their students, and if they do so in
such a fashion that learning indeed occurs, we contend that leading
is taking place. We are convinced that it is vital that community
college teachers be thought of as classroom leaders and that their
selection, development, evaluation, and reward should proceed
from this notion.

FOCUSING ON THE CONNECTION BETWEEN TEACHING
AND LEARNING

When we began our study of the teacher as leader, we
decided to examine the behavior of exceptional faculty who could be
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identified because they had won awards for exemplary teaching
practices. We reasoned that the reputation for good teaching,
whether demonstrated by a college, community, state, or national
award, was an acceptable way to examine the behaviors and
competencies of teachers in community colleges. Examining the
competencies of instructors was only a part of our objective; we also
wanted to look at the relationships among self-reported instructor
behavior, nominations by college presidents or CEOs, and evaluations
of instructor performance by students. One crucial factor that
heightened our emphases on teaching and learning was the nature
of the community college adult learner. Adult learners may be
defined, according to Houle (1984), in the following categories:
goal-oriented learners, whouselearning to achieve specific objectives
and select the institution or method that will best help them
accomplish their purpose; activity-oriented learners, who participate
in learning primarily for the sake of the activity itself; and learning-
oriented learners, who pursue learning for its own sake and seem to
possessa fundamental desire to know and grow through the learning
process.

Cross (1981) contributes to our view of the adult learner; she
finds that adult learners have more than one reason for engaging in
learning, that they are motivated by the desire to apply knowledge
or skills, that they develop individual patterns of learning, and that
they enjoy learning and continue to engage in the process because of
the pleasure they derive from it. Experiential learning theory,
developed by Kolb (1984), looks at previous learning theories—
including those of Lewin, Piaget, and Jung—to expand uponresearch
concerning adult learners. Kolb‘s learning style inventory and
concept of adult learning as “experiential learning” have made a
significantimpactonourunderstanding of learning and development
in higher education. His ideas are more completely discussed in
Chapter 7. For now, we seek conceptual clarity on the ideas of
teaching and learning.

As in most studies of this type, we needed to understand the
concepts of teaching and learning independently at first,
acknowledging that there may not be a cause and effect relationship.
According to Fenstermacher (1986), the perceived tight connection
between teaching and learning has its origins in our
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misunderstanding of the use of the terms as a part of the fabric of our
language. To illustrate, he described the relationship between the
terms “racing” and “winning.” The meaning of racing is, in many
ways, dependent upon the meaning of winning; but the two terms
do not have a causal link—i.e.,, one does not cause the other.
Although the concept of racing would be meaningless in the absence
of any concept of winning, one can race without winning. There is,
then, a semantic relationship between the terms racing and winning
such that the meaning of racing is dependent on the existerce of
winning. This is the relationship Fenstermacher calls ontological
dependence.

Ifwe employ thisanalogy to explain thecomplexrelationship
between teaching and learning, we can conclude that the meaning
ofteaching is dependent upon theexistence of learning. Just because
learning so often occurs after teaching is not sufficient reason to
conclude that teaching, and only teaching, causes learning. Perhaps
what is so confusing about the relationship between teaching and
learning is researchers’ emphases on the idea that variations in
teaching yield variations inlearning (Cross, 1971, 1976, 1981; Dressel,
1982; Hunter, 1982; McClelland, 1972). In these studies, we observe
both conceptual and empir.ical relationships between teaching and
learning, and we note that when teachers vary their teaching activity,
there is an accompanying variance in what leaners acquire. We
must ask the question, thecefore: Does this relationship mean that
teaching causes learning? We think not.

If we examine the ways in which teaching and learning
differ, we may begin to reveal thedependence of the concepts, while
at the same time laying to rest the idea of causal linkage. For
example, learning can occur when one is alone, perhaps when one
is engaged in perceiving, analyzing, or problem-solving; teaching,
on the other hand, most often occurs in the presence of at least one
other person. Learning involves acquiring something; teaching
implies giving something. According to Fenstermacher (1986), “no
matter how we try to analyze the relationship, there is no parallel
structure for doing so.” The relationships between teaching and
learning are probably best explained as the teacher’s ability to
irprove, motivate, and influence a student’s abilities and capacities
to be a student. Walberg (1986) and Weinstein (1982) suggest that
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theteacher may have been moreinfluentialinimproving thestudent’s
ability to play the role of student rather than specifically causing
learning to occur. Along these same lines, it may be argued that:

The concept of ‘studenting’ ... is far and away the more
parallel concept to that of teaching. Without students, we
would nothavea conceptof teaching; without teachers, we
would not have the concept of students. Hereisa balanced
ontological dependent pair—coherently parallel to
‘looking’ and ‘finding,” ‘racing’ and ‘winning.’ A central
task of teaching is to enable the student to perform the
tasks of learning (Fenstermacher, 1986, p. 39).

Thus, in their parallel, dependent roles .eachers explain,
describe, define, refer, correct, influence, and support, whilestudents
recite, practice, seek assistance, review, check, research, and develop
material. In this view, the key teaching task is to support and
improve the learner’s desire to “student.” According to Weinstein
and Mayer (1986), whether and how much the learner “learns” from
being a student is largely a function of how the learner learns. We
erroneously assume that the task ¢f teaching is to produce achieved
learning, rather than to enable the student to perform the task of
learning (Fenstermacher, 1986; Weinstein and Mayer, 1986). The
research on teaching and learning has usually focused on the idea of
the production of learning. This study centers on the teacher’s role
in enabling the student to learn.

The central goal, or task, of teaching is to teach the learner
how to learn. Rather than simply conveying or imparting content
to the student, the role of the teacher is to instruct the learner in the
skills necessary to acquire the content. In this view, teacher goals
include instructing the learner on the procedures and demands of
the studenting role, selecting curriculum, designing materials
appropriate for the level of the Jearner, maximizing learner access
and opportunities to thess materials, monitoring student progress,
and serving as a primary source of knowledge and skill (Biddle and
Anderson, 1986; Walberg, 1986). And, in our view, the teacher’s
leadership ability—which adds motivational, intellectual, and
interpersonal dimensions to their teaching goals—guide the teacher
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toward his or her central role of teaching the learner how to learn.

What is unique about this view of teaching is the shift in
emphasis from demonstrated acquisition of content by the student
to the teacher’s provision of activities that properly develop the
student. We seek to shift attention away from the view of teaching
that sees learning as merely the acquisition of knowledge, and to the
idea of learning as the use of knowledge with teacher as enabler.
Thus, while the teacher does not bear responsibility for the
achievement of learning, he or she can be held accountable for the
orchestration of activities necessary to master the tasks assigned. In
other words, to the extent that the learner is uncertain of the way to
use or apply his/her knowledge, the teacher must shoulder the
blame. If the learner lacks the “studenting” skills necessary for
performance, or if the teacher fails to motivate the student to
mastery, the teacher must accept a share of responsibility for student
failure. When this ..ilure occurs, we argue that the teacher, whom
we place in a role of motivator and influencer, has not provided
effective leadership in the classroom.

Thus, we are arguing that while learning is dependent on the
mastery and use of cognitive skills, we see the role of the teacher as
avital one in influencing the values and attitudes of the student. We
focusattentionontheroleof theteacherasamotivatorand influencer,
a leader in the classroom who engages and arouses students’ needs,
whoclarifies paths and expectations, whoreduces barriers tosuccess,
and who increases pay-offs and satisfaction. We are, therefore,
defining teaching as a dynamic and interpersonal relationship in
which knowledge and skills are conveyed through mutually held
goals and are delivered through the processes of motivation and
influence.

The teacher does not convey or impart content. Rather, the
teacher instructs, motivates, influences, and enables the student to
acquiic content from the teacher, the text, or any other source; and
as students become skilled at acquiring content, they learn. The
teacher as leader is held accountable for the activities that are
consistent with being a student. As withany leadership position, the
teacher as leader has an obligation to the follower; and the student,
as the follower, has an obligation to the teacher.
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MOTIVATING THE LEARNER

Although teaching and leamning may differ in someimportant
ways, teachers can and do motivate learners to learn. In turn, some
evidence exists that learners also motivate teachers to teach (Brophy
and Good, 1986; Wittrock, 1986). Naylor, Pritchard, and Ilgen (1981)
describe motivation as an allocative process in which an individual
distributes the perscnal resources of time and energy to acts in order
to maximize their effect. These “acts” are behaviors characterized by
direction and degree of commitment that, in the teaching and
learning context, refer to the time and effort that teachers and
learners are willing to devote to the learning task. In other words,
learning opportunities are maximized when both the teacher and
the learner allocate sufficient time and energy to the process of
learning ard the instructor seeks ways to move the learner along the
path toward his or her goals. Vroom (1964) suggests that motivation
can best be understood in its relation to performance, Performance
is expressed as a function of ability and motivation. Motivation,
when defined as a predisposition to act in a specific goal-directed
manner, is an extremely powerful concept, used to explain what
takes pl>c~ 'n the teaching and leaming context. The concept also
explains why it is important for teachers and learners to be goal-
directed in their behavior.

MOTIVATIONAL VARIABLES THAT INFLUENCE
LEARNING

While empirical studies examine motivation from muliiple
perspectives, the conceptual framework suggested by Porter and
Lawler (1968) integrates these perspectives. It brings together the
content theories of Herzberg (1968), Maslow (1954), and McClelland
(1978), which focus on what motivates people to perform, and the
process theories of expectancy, equity, and attribution, which explain
reward control behaviors (House and Mitchell, 1974; Vroom, 1964).

With regard to teaching and learning, Porter and Lawler
(1968) a.gue that student and faculty satisfaction is an effect rather
than a cause of performance. In other words, the ability to perform
leads to satisfaction. Different performance determines different
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rewards, which in turn produce variations in teacher/learner
satisfaction. This model, which is described below and reproduced
in Figure 1.2, can help us better comprehend the relationships
between motivation, performance, and satisfaction. Anexplanation
of each of the nine features of the model is discussed and related to
examples of teacher behavior, drawn from the 869 award-winning
instructors and their more than 3,000 students who participated in
our study.

Figure 1.2 The Porter and Lawler Model Relating to
Teaching and Leaming

Reproduced by permission,
Porter and Lawler, 1968

Value of reward: Students and teachers desire various
rewards from the teaching and learning process, assigning them a
kind of valence measure that varies with the individual and the
situation. For example, a student might want the learning process to
lead to a course grade, a degree, or a job, while a teaciier might seek
job security, recognition, advancement, or evidence of achievement.
For example, the following student speaks of the motivation of her
instructor, Janice Udrys (Schoolcraft College, Livonia, Michigan),
who has inspired her to want to be a math instructor.
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- From the first day of class my instructor gave me the motivation

& to become a good math student. My expectations have been met,

and I have decided to go as far as possible in mathematics. I have
become cware of the growing need for mathematics instructors;
and because of my class experiences, I have decided to make the
study of advanced mathematics my own goal.

Peter Adams’s (Essex Community College, Baltimore County,
Maryland) motivational ability Is illustrated in his ability toact as a
coach in the classroom. He states:

I begin to feel like a coach, helping them to write better, instead
of ajudge, continually pointing out their shortcomings; and they
begin fo feel a power over their writing that most of them have
never before experienced. They come to me having been trained
fo see revisions as punishment, samet}xmgtheyh@etodmfthey
writeareally bad paper; afterasemester inmy ‘revisionworkshop,
they have a new vision of revision: they see it as a powerful tool
they can use to improve their writing.

Perceived effort/reward relationship: This variable in the
motivation process refers to teacher and learner expectations that a
givenamount of reward depends upona given amount of effort. For
example, if students are placed in a class that demands a high level
of ability, and students perceive their ability to be less thanadequate,
they would envision a low effort-to-reward correlation. In the
example that follows, Janice Udrys talks about a student who had a
low effort-to-reward probability.

I have most success in teaching nontraditional students;i.e., the
‘older’ students who have had some time between hign school and
their return to education. However, Iwas very unsuccessful with
one particular lady ... it became evident fo me that the problem
wxs nofcomprehending mathematical concepts butapsychological
attitude that it’s too kard and she won't get it, no matter what.

Effort: The amount of energy an individual exerts to achieve

a specific outcome is also important in the complex motivation
model. For example, student effort migiit be the amount of energy
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expended to prepare for a test, while teacher effort could refer to
energy spent preparing a lesson. If either effort led to success, the
individual would most likely associate effort with performance,
often a faulty assumption. On the other hand, if the effort did not
lead to success, the performer might erroneously assume that failure
implies that not enough energy was expended, rather than looking
at otherintervening variables, such as ability. Generally, theamount
of energy expended depends on interaction between the value of the
reward and the perceived effort-to-reward probability. Itis important
to remember that effort refers to the energy expended to accomplish
a task, not to an analysis of success or failure. The following remarks
demonstrate Peter Adams's awareness of the differences between
his enthusiasm and the students' readiness for learning:

The most unsuccessful teaching experiences often occur when I
am most well-prepared: 1 come into class with too much fo say
and my ideas too fixed....I realize that I have no idea what my
students are thinking or even if they are thinking. I ‘deaden’
them. They are not about to venture on stage to follow my ‘act.’
Theproblemwas the way lapproached aclass Iwas well-prepared
foi . Iwas so excited about what I knew, 1felt I had to beat theclass
over the head with if. What I need to learn to do is fo hold back
on my ‘stuff, however wonderfud 1 think it is, so that it doesn’t
overpower the students.

Abilities and traits: According to the model, effort does not
lead directly to performance but is mediated by individual abilities,
aptitudes, and role perceptions. Intellectual ability is clearly central
to teaching and learning. Intelligence, defined as a complex of
cognitive skills and problem-solving abilities important to learning
and transfer, is education’s most important product as well as its
most important raw material (Corno and Snow, 1986). Traits or
distinctive qualities, like appearance, personality, and intelligence,
have been the subject of extensive behavioral research (Yukl, 1989)
and are raore recently being developed into competencies (Klemp,
1977). The Porterand Lawler (1968) model considers them relatively
independent of the situation but interacting with it. Students are
often uncertain and unmotivated to succeed even though they show
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up forcollege; often it is a critical teacher like Jack Sterret (Brunswick
College, Brunswick, Georgia) who points the way:

I told her college was the only way out she had—she needed to
~ucceed at something at this point in her life. The next test she
did better: Iwas determined she would makeit. Ifshemissed class
Icalled her at home. She passed the course and signed up for the
next class I taught and did better. She plans to finish a four-year
degree and open a dress shop in Brunswick. 1learned again how
much the work we do influences people’s lives, hopefully in a
positive manner. Sometimes one word from a teacher can make
a student try harder, or cause a student to drop out of school.

Role perceptions: These are the kinds of activities people
believe are necessary to perform a task successfully. Mintzberg
(1979} contends that teachers engage in two basic sets of activities:
one, they categorize student needs into contingency teaching
situations through intuitive diagnosis; and two, they apply, execute,
and evaluate the process. In other words, teachers take on roles that
areexpected of them and assume that their behavior will berewarded.
Role perceptions of teachers are inherent in the way both teachers
and administrators define the job of teaching and the kind of effort
teachers believe is essential to effective performance. Benjamin
Streets (Blue Ridge Technical College, Flat Rock, North Carolina)
talks about his high, but incrementally earned, expectations and his
students’ reactions to those expectations:

1feel that throughmy enthusiasm and excitement about learning,
my students are motivated fo learn and develop more of their
potential. They know that I careabout eachof themas individuals
and I demand a lot of them. I believe that if your demands are
high, yet reasonakle, you get a lot back. One of my students last
year said, "This isn’t Harvoard, you know!" I took that statement
as a real compliment. I believe in lots of praise and encouraging
words. Theyare freely given when earned. Finally, I believe that
success is a matter of degrees, but it is success, nonetheless.

Performance: The interaction of the value of rewards and the
expected effort-to-reward relationship creates expectations around
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performance. This performance depends not only on the amount of
effort exerted, but also on abilities and role perceptions. In other
words, although teachers and students may exert considerable
effort, if ability is lacking or the path to successful teaching or
learning is unclear, performance may fall short of expectations.
Rewards for achievement and performance are demonstrated by
Richard Lyons (Jefferson Community College, Louisville, Kentucky)
when he talks about his relationships with his students:

Being honest and sincere with my students is important. I try
to build mufual trust and to createin students a feeling that Iwill
not let them down. I do see myself as an enabler. Sometimes
students tell me they did not think they could do as well as they
did inmy class. When they found out they could learn and learn
well, they were encouraged. They felt rewarded for achicoement.
Their reward comes in enhanced self-esteem when work done
produces a positive outcome, an achievement. 1do not give upon
them until after long trials at different methods; then we meet
together and decide on alternative goals...students must learn
that one failure is not a debilitating experience in life and that
having alternatives turns failures into successes.

Rewards: Porter and Lawler define rewards as those things
people desire. They may be either extrinsic (administered by others)
orintrinsic (administered by theindividual). Extrinsic organizational
rewards for teachers include climate, salary, benefits, status, and job
security, while for students they may include classroom climate,
grades, and supportive teaching. Intrinsic rewards for both teachers
and students, on the other hand, generally result from achievement,
self-recognition, responsibility, personal growth, and even the
teaching and learning process itself. While Herzberg (1976) suggests
that intrinsic rewards are the real motivators, Porter and Lawler
consider both types important. Figure 1.2 illustrates that research
shows intrinsic rewards to be morelikely to produce higher teaching
and learning satisfaction. A student talks about her satisfaction and
encouragement, even after her own retirement and “advanced age”:

Afteracareerasateacherand then three years of semi-retirement,
I feit the need to find a productive outlet for my energy and
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interests. Other cultures and world geography have always
fascinated me, so I called the community college and spoke with
the travel and tourism instructor, Ben Streets. He wisely
suggested that we meet. Ben's intelligence, enthusiasm, and
relaxed manner convinced me that I should become involved in
theprogram. Three months later my interest and joy in learning
had increased, and my appreciation for Ben as a teacher and
human being had soared. However, I became concerned about the
feasibility of class at myage. Ben immediately turned to me, and
with a sincere and convincing manner, allayed my concerns.
Ben'sideas werecertainly encouraging, but what really impressed
me was his sensitivity and the vitality of his response. I was
already convinced of kis expertise as a teacher. Inaddition, I felt
privileged to witness Ben's dedication to motivating the young
adults in the program in their difficult task of learning career
skillswhilecoping with jobs, personal stresses, and other demands.

Mary Jean Fletcher (Jefferson Community College, Louisville,
Kentucky) offered us insights into her view of the intrinsic rewards
of teachers, as they relate to their students:

I realize that a teacher never can tell where her influence stops.
Teaching is effective only when learning takes place. Imustplace
the responsibility of thinking on the students. I must create a
relaxed and comfortable atmosphere which is conductive fo
learning. Imust instill within students a positive attitude and
confidence. 1 must emphasize accomplishments rather than
failures. Imustexercisepatiencewithallstudents.... My approach
to teacling is to get the students involved. My students are not
only abie to solvemathproblems, but should be capable of making
their oum decisions in solving other problems which they
encounter in everyday life.

Perceived equitable reward: This refers to the amount of
reward that teachers and learners believe they should receive as a
result of a given level of performance. Individuals havean intuitive
notionabout how much reward should be forthcoming for successful
performance. Learners assign the greatest value to grades,
recognition, and the development of job-related skills in the short
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term, and education-related rewards, like adegree or diploma, in the
long term (Brown, 1987). Notions about rewards are based on
perceptions of their relations to expectations, task demands, and
individual contribution. Generally, ideas about perceived equitable
reward reflect what teachers and learners believe should be granted
for high performance on a particuiar job or task. A student in Mary
Jean Fletcher’s class reflects this idea:

The teacher and learning process in Ms, Fletcher's class has been
an inspiration and a great asset to me. It also has been an
enjoyasle and inferesting experience in leani.ing. Iwill always
value and treasure every moment of knowledge I gained in kopes
of successfully obtaining my goals. Iam sincerely appreciative
and thankful for having the opportunity of knowing and
experiencing the teaching of this fine instructor. She has been
dedicated, motivating, understanding, and most of all patient in
herefforts. Shecontinues toadvocate the luxuryand importance
of an education. She provides assurance and positive attitude to
her students, which creates an cagerness and desire from the
students. Ms. Fletcher has a unigue talent for teaching, and
because of that it has helped me to build confidence and self-
esteem and hos given me much motivation in wanting ioadvance
further in my efforts of pursuing a degree. This good, old-
fashioned teaching has inspired a lot of students, and hopefully
will continue for more to come. Ms, Fietcher is a hard- working
dedicated teacher who sincerely shows concernand happiness for
and to her students. If she could be spread over the nation in all
schools and classrooms, then students would become more eager
and motivated to learning and staying in school. This society
today needs a 1ot more teachers like her to bring about a positive
change among students with low self-esteem and motivation.

Satisfaction: This concept refers to an attitude or an
individual’s internal state. To the degree that an individual's sense
of perceived equitable rewards exceeds actual rewards, a person
will be dissatisfied. For example, if a teacher awards grades that are
unrelated to actual student achievement, learner ¢ issatisfaction and
reduced motivationarelikely to follow. Or, if faculty were rewarded
commensurate with performance, the satisfaction of high performers
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would iikely increase. Brenda Moore (Wilkes Community College,
Wilkesboro, North Carolina) knows about satisfactionas an essential
element of her teaching style. She spoke of her student:

As 1 stopped to help Sandy, 1 put my arm respectfully and
lovingly around her shoulder and leaned down to kelp her. That
day she stayed after class to tell me with tears in her eyes, ‘after
being in school 13 years, you are the first teacher who has ever
touched me.” She needed a 'hands-on’ approach to demonstrate
my caring—in the long run this proved to be a marvelous
motivator.

SUMMARY

If the focus of the community college is on teaching, then
teaching is an issue and an area in need of examination and
understanding. Since it is virtually imnpossible to discuss teaching
without its concomitant relationships to learning and to the student,
we have examined those relationships. Weattempted to identify the
dynamics of the interrelationships between teaching and learning,
first by examining the concept of leadership as it applies to teaching,
and then by a more deliberate discussion and definition of the
concept of learning. We hold that tez-hers are accountable to
students’ learning and have an obligation .5 guide learners toward
mutually held goals that develop and instruct the student. We
believe that the teacher influences and motivates the student tolearn
how to learn.

The Porter and Lawler model of motivation is important to
this study of teachers as leaders because the model focuses on what
motivates teachers to teach and, perhaps more importantly, what
motivates students to learn. The theories of Maslow, Herzberg, and
McClelland helpus understand thisinteractive process by identifying
the different rewards that both teachers and learners seek. In
addition, this dynamic model of motivation helps us understand
how rewards control behavior. This aspect of motivation becomes
extremely important when we attempt to link student and teacher
behavior to the path-goal theory of leadership. We may review the
process by which student motivation occurs. The necussary
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motivation to learn occurs when students’ behavior reflects the
expectation that some expended effort on their part (stemming from
their abilities, their performance, and their “studenting”) will result
in a reward or rewards.

Perceptions of equity or inequity interact with the reward
actually received to determine the student’s level of satisfaction,
which in turn provides the motivation to engage in subsequent
behavior. Effort may notautomatically or easily convert to successful
performance. The student’s pre-learning, readiness to learn,
aptitudes, and role perceptions interact to send the studentamessage
that results in motivation that leads to accomplishment. We are
reminded that a student must possess a minimum level of ability and
an appropriate understanding of performance in order to succeed.
In most cases, performance is determined when a grade is awarded
by the teacher. If students receive grades they do not expect or
deserve, and donotreceive grades they expect or deserve, motivation
in subsequent learning situations will surely decline. The basic
principle of motivation in teaching and learning can be expressed by
the following formula: student and faculty performanceisa function
of the collective ability of both parties, multiplied by the strength of
shared motivation. According to this principle, no teaching or
Jearning task can be performed successfully unless the student or
teacher has the necessary ability (e.g., intelligence, verbal or spatial
skills, dexterity, and understanding) to do so.

In the next chapter we turn to the concepts of leadership and
influence to further examine thedynamic factors of the teaching and
learning relationship.

e
(S

8
K
At




Chapter 2

The Teacher as Leader

The Nature of the Leadership Process
Theoretical Approaches to Leadership
Trait Approach
Behavior Approach
Situational/Contingency Approach
Power and Influence Approach—Burns and
Transformational Leadership
Conclusion

Education is not merely the shrving of walues,
the imparting of facts or the teaching of skills;
it is the total teacking and learning process
operating in the schools, conducted by both
teachers and learners, engaging the total
environment, and involving influence over
persons’ seloes and their opportunities and
destinies, not stmply their minds.

James MacGregor Bums
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Do we know ourselves? Do we believe in the value of education?
Do we understand the learning process? Are we comfortable
being educators? Do we think highly of our rolein society? If we
answer 'no’ to these questions, we will not likely motivate
students to continue the lifelong learning process.

Boyd Smith

Newfoundland and Labrador
Institute of Fisheries and

Marine Technology

St. Johns, Newfoundland, Canada

My goals, for every student I teach, are fo understand human
needs, to listen to others, and to respond in a manner that gives
people information, compassion, and direction when it is needed.
In order for me to teach those goals, I need to understand myself.
To ‘do" or accomplish those goals, students should come fo
understand themselves.

Robin Woods

Johnson County
Community College
Overland Park, Kansas

M}ﬁvaﬂm\ is a critical process that, when successfully used
y teachers and students, allows for a broadening of their
skills and a deepening of their commitments to goals. Both partners
in the teaching and learning process must be motivated to achieve
at high levels; that is, they must be predisposed to act in a specific,
goal-directed manner. Motivationisdirectly related to performance,
and influence is a precursor of motivation. Influence accounts for
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increased effort, when the person influenced perceives that such
effort will lead to rewards and these rewards are directly related to
effort. In this way, teachers influence learners and vice versa.

THE NATURE OF THE LEADERSHIP PROCESS

Leaders, in the popular sense, are people who draw other
people to them. They are people whom others want to follow and
who command the trust and loyalty of others. Their tasks, their
goals, and their teaching are dependent on their perception: of their
influence within the classroom and among their students. Teachers
plan and organize instruction, controlling what, how, and when
something is taught-—they are hired to provide a service and are
generally given the authority, responsibility, and accountability to
provide information, to increase skills, and to influence students to
learn.

Stogdill (1974) set the stage for defining leadership as the
process of influencing the activities of an organized group toward
goal achievementand goal attainment. We see theteacherin the role
of providing leadership to students, who are then influenced to
learn to learn and to consider leaming as a lifelong process. In our
study, we have defined leadership in teaching as the process of
influencing groups of students to achieve learning.

This definition implies two important concepts. First,
leadership in teaching is a relationship between two or more people,
in which influenceand power are unevenly distributed; instructors,
by the nature of their role, have been given authority to exert
influence on learners. Second, such leadership carries with it an
obligationto thefollowers; students must consent tobeing influenced
in an environment that is not threatening to them. In accepting the
teacher as leader, students relinquish some of their freedom to make
decisions on how or if they will achieve their goals. Often students
fall short of success because they find it hard to commit to this
relationship. Conversely, if teachers do not see this decision-
making role as necessary to effective teaching, both leaders and
followers will suffer. We are interested in the concept of leadership
as influence and the interrelationships between the leader and the
follower. Leadership in tea-hing is clearly linked to effective
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student performance, and the literature reveals widely differing
concepts of leadership that have consequences for how the variable
is operationalized in the teaching and learning process. We will
review some of the ideas that are particularly relevant to our study.

THEORETICAL APPROACHES TO LEADERSHIP

Although leadership has been extensively studied from
numerous theoretical perspectives, the vast majority of these studies
have examined effectiveness (Yukl, 1989). In other words, how
effective is the leader in his or her role, and more importantly, how
do we measure that effectiveness? In our study, we define
effectiveness in terms of how well the teacher is able to influence
students toward accomplishing shared gcals. We have found that
students allude to this issue of effectiveness by reporting that certain
teachers have played a major role in changing theirlives. A student
of Ann Rose, Miami-Dade Community College, Miami, Florida,
states:

To say that Ms. Rose changed my life is to say it all. . . one day
I believed nothing was moreimportant than my ability toprovide
the next meal for my children and myself (1am a single mother),
and then, on another day, I began to see valuein what Iwas doing
for myselfand for my future. I realized that Ms, Rose never saw
me just as a student, but as a fellow human being who brought
something into her life just as she shared and passed on tome her
gifts of knowledge and critical thinking. It really is too simple fo
say Ms. Rose is just a teacher; she is, rather, @ ‘woman for all
seasons.

Such leadership, as it applies to teaching and learning, has its
origins in theory related to leader traits and behavior, factors within
the situation, and forms of power and influence. Research on leader
effectiveness in the twentieth century has generally proceeded from
four distinct apprraches: trait, behavior, situational, and power-
influence approaches. Examining these distinct approaches to
leadership will add to the understanding of the concept of the
teacher as leader.
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( The Trait Approach. Studies of leadership traits and
characteristics dominated research during the first half of the
twentieth century (Yukl, 1989). Theories werebased cn the historical
antecedent of the “great man” as “natural” leader and assumed
leaders had traits that set them apart from others. Leadership was
examined in the general context of participation and interaction
within a group, and leader effectiveness was measured by
accomplishment of a group task or goal. Had studies of teaching as
leading been accomplished during this period, measures of student
Jearning would have been the key research variable.

Stogdill’s (1948) review of studies on individual
characteristics, such as physical traits, personality, abilities, and
aptitudes, led him to conclude that leaders differed from non-
leaders to some extent. While traits such as intelligence,
dependability, persistence, and initiative were found to be relevant
to leader effectiveness, Stogdill noted that their relative importance
varied depending on situational factors. Explanations based ontrait
theory were not generalizable to another population or to other
leaders. Research of this type was found in studies that focused on
measurable characteristics of teachers.

For example, in a study of student evaluation of instruction
instruments dating between 1960 and the present time, researchers
found that over one-half of the items in the student evaluation
instruments measured ‘eaching traits (Pate,1990). Hillway (1958)
reported that no comparisons could be made between earlier studies
of successful community college teachers’ characteristics (Koos,
1949) and his own study of teacher traits. In another study, Blocker,
Plummer, and Richardson (1965) also used teacher traits to measure
concurrence of teachers’ role perceptions to the community college
mission. Their findings were disappointing; teaching values and
traits did not match with the values and mission statements of their
community colleges. A serendipitous finding of their study was, of
course, that teacher traits are not consistent indicators of leadership
roles or effectiveness in job performance. This finding supports the
criticism meted out to studies of leadership based exclusively on the
trait approach.

Research about leadership traits reveals that no innate,
genetically determined set of nniversal leadership characteristics
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either exists or can be determined in formulating a gencal basis for
leadership theory (Stogdill, 1974; Yukl, 1989). Rather, research has
noted that the traits that set leaders apart from followers vary from
situation to situation (Cutherbertson, 1982). These ideas have led
researchers to conclude that leadership should be conceived of as a
setof observablebehaviors, rather than aset of personal unobservable
traits (Jago, 1982).

Don Bailey (Westark Community College;, Fort Smith,
Arkansas) speaks of both roles and traits as behavior: when he
discusses his educational philosophy:

I am a motivator, a listener, a learning resource, a coach, a
communicator, an overseer, and @ human being. For each of my
rolesasateacher, lamaware of students’ needs, their competencies,
their opportunities, and their individuality. 1am also a human
being who behaves toward students out of a sensitive and caring
nature—I care who students are.

The Behavior Approach. If trait research sought to identify
who leaders are, then behavior research attempted to identify what
they do. Early behavior research identified two distinct types of
leader action: one aimed at accomplishing organizationally relevant
tasks, and the other met the human needs of individuals. Although
researchers labeled these behaviors in different ways, they could
generally be classified into one of the two categories: organizational
task or individual relationships (Blake and Mouton, 1964; Likert,
1967; Hersey and Blanchard, 1982). These concepts were present in
early research on community college teachers. In these studies, the
concept of organizational task invariably meant both curriculum
and instruction aspects were present, and the concept of individual
relationshipsfocused almostexclusively onthedevelopmental needs
of students (Cohen, 1968; Cohen and Brawer, 1977; Cross, 1976;
Hillway, 1958; Monroe, 1972; Roueche, 1972).

Likert (1967) saw the behaviors characterized by close
supervision of students and specification of curriculum procedures
as task-centered behaviors and those characterized by an emphasis
on meeting the socio-emotional needs of students and sharing
decision making as people-centered behaviors. He cautioned that
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although task-centered leadership behaviors resulted in higher
production in the short run, they were also associated with greater
attrition, absenteeism, and negative attitudes toward work and the
organization. Likert argued that people-centered leader behavior
seemed to bemorz effectivein producing long-termsuccess, although
both types of behavior were necessary to achieve effectiveness.
Steven Schada (Oakton Community College, Des Plaines, Illinois)
spoke of his student-centered approach to teaching:

The students are the reason I teach, why 1 often succeed at
teaching, and why I totally enjoy teaching. I want to be the
teacher who makes a positive difference in the lives of students.
And as I continue fo teach effectively, Iwill make adifference, and
the rewards will be incalculable.

One of Sharon Whitehead’s (Somerset Community College,
Scmerset, Kentucky) students also discusses what this student-
centered strategy means to her:

One night before an exam, I learned that I had lost track of my
American Literature book. I tried to find a friend or classmate
that might have a book I could use. I had no luck in finding such
a person until I thought about calling Mrs. Whitehead. I called
her and told her my situation, and she said she would run down:
to the college fo get her book for me to use to study for the exam.
1 told her thanks, but that I wouldn't be home because I had to
work. It made no difference to Mrs. Whitehead. Sheinsisted that
she bring the book to me at work. This event really inspired me.
To think that a te.icher cared so muchas to bring me her own book
fostudy because I had lost minewas uplifting. It changed the way
I felt about teachers...they really do care.

Halpin (1955) and the Ohio State University studies also
identified two key independent leadership factors that reflect the
task and people dichotomy: initiating structure and consideration:

Ina teaching-learning context, initiating structure refers to
the teacher’s behavior in delineating the relationship
between himself or herself and the students, and in
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endeavoring to establish well-defined patterns of
curriculum, patterns of communication, and wayscausing
studentlearning...consideration refersto teaching behaviors
indicative of friendship, mutual trust, respect, and warmth
in the relationship between the teacher and membersof the
group (p. 18).

Among the contributions of this research was the
developmentofaleadership construct that depicted leader behaviors
occurring along two distinct axes rather than a single continuum.
This model consisted of four quadrants, each of which represented
certain combinations of behaviors associated with either initiating
structure or consideration. The measurement and categorization of
leadership style was of particular importance here; a consistent
pattern of behaviors was recognized. Halpin concluded that the
successful leader is one who contributes to bofi goal achievement
and group maintenance and makes extensive usc of both types of
behavior. This research orientation sought to identify a “best”
leadership style. The Hersey-Blanchard life cycle theory, a key
aspect of this study, is based on this model.

The Situational/Contingency Approach. Implicit in both
the trait and behavior approaches was a belief that the mystery of
leadership could be revealed by isolating certain personality
characteristics or actions. However, as later research demonstrated,
emphasis on traits and patterns of behavior was inadequate to
explainor predict leader effectiveness, r~* - ~rily because it excluded
the importance of the situation on ti.e vehavior of leaders. The
teaching and learning context seems especially suitable to the
situational or contingency approach to the study of leadership.
Tannenbaumand Schmidt (1958) explained that leadership behavior
that is related to decision making often variesaccording tosituational
factors.

If we adapt their discussion to the teaching and learning
context, we would suggest that teachers should behave in ways that
make sense in any given situation. Three sets of forces (or
expectancies) can be considered: those within the teacher, including
personality, value system, confidence in others, leadership
inclinations, and feelings of security in the face of uncertainty; those
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withinstudents, such as needs for independence, readiness to accept
responsibility for decisions, tolerance for ambiguity, identification
with the course context and curriculum goals, knowledge and
expertise to solve problems; and finally those within the general
situation in which leadership will be exercised, including
organizational climate and culture, the nature of the instructional
program, and time constraints.

Ideas about the importance of adaptive leader behavior have
beensupported by many theories on the effect of situational variables
on leader effectiveness. Two in particular havedirect bearing on our
study: the path-goal theory and the life cycle theory. Path-goal
theory was developed by House and Mitchell (1974) and examines
the effects of leader behavior on follower attitudes and expectations
about job satisfaction, leader acceptance, and effort-performance-
reward relationships. Effectiveness is determined by the extent to
which leader behavior increases follower motivation to perform,
satisfaction with the job, and acceptance of the leader.

Path-Goal Concept: Building on the basic two-factor
distinctions of task- and relationship-oriented behavior suggested
vy the Ohio Sta’e studies, House and Mitchell (1974) identified four
types of leadership behavior: directive, which provides highstructure
for task accomplishment; supportive, which emphasizes socio-
emotional support for group needs; participative, which emphasizes
high follower input into the decision making process; and
achievement-oriented, which emphasizes high achievement and
expectations for followers.

We note that our reseach concurs with these types of
leadership behavior; and inasmuch as the path-goal leadership
theory guided our study, our teaching-as-leading styles (discussed
in Chapter 6) were scmewhat patterned on House and Mitchell’s
(1974) behavior types. However, in addition to identifying four
behavior types, House and Mitchell (1974) developed a theoretical
framework for determining which typeis likely to be effective under
given conditions. The researchers also identified two types of
contingency variables that influence leader effectiveness:
characteristics of subordinates and environmental pressures with
which followers must cope in order to accomplish their goals and
achieve satisfaction.
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The characteristics-of-subordinates variable focuses on the
student’s perception of the teacher’s ability to meet the student’s
needs as a determinant for acceptance of teacher-as-leader behavior.
House and Mitchell (1974) suggest that student characteristics are
the primary determinant of perception and subsequent acceptance
of teacher behavior. The second type of contingency variable is the
environmental factor, which is beyond the control of the student but
still impacts satisfaction or performance. Such factors include the
nature of the task, the formal authority system of the organization,
and the primary work group (House and Mitchell, 1974). The
interaction of personal characteristics of students and environmental
pressures produces the contingencies that moderate the effects of
giventeacherleadership styles—directive, supportive, achievement-
oriented, and participative styles.

Directive leadership is most effective when there isa need to
reduce role ambiguity for the follower, a process that increases
follower satisfaction and acceptance of the leader. As the teacher
clarifies role expectations, the effort-to-performance relationship is
strengthened, and motivation to perform increases. Jerry Long
(Wharton County Junior College, Wharton, Texas) was responsible
for a demonstrable change in the life of one of his students, who said:

Mr. Long had more faith and understanding in my abilities than
I did, and his ability to motivate me was demonstrated when I
won first place in the Lincoln-Douglass debate af the regional
speech tournament—once he made me aware of my role and
talents, the rest was easy.

Supportive teacher leader behavior, on the other hand, is
likely to be effective when the task is frustrating, unpleasant, boring,
or stressful, because such behavior would provide the student with
a source of intrinsic satisfaction for compliance. Libby Holt (Florida
Community College, Jacksonville, Florida) is a math teacher whose
students think highly about her ability to take a “difficult and
boring” course and make it understandable; her students said, “She
made me choose math as my college major,” and "She has inspired
me to think about becoming a math teacher.”

Achievement-oriented behaviorisappropriate forincreasing
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thelearner's motivation to perform when the learneris faced with an
unstructured or ar-biguous task. Mary Beth Monroe (Southwest
Texas Junior College, Uvalde, Texas) says:

Al the while1am teaching, I need to be training my students to
think for themselves, to teach themselves, and to prepare
themselves for meeting the unknown challenges of the world.

Participative leadership is recommended when students
havea high need forautonomy and achievement because of increased
intrinsicrewardsassociated with meaningful involvementin decision
making. Again, based on characteristics of learners, participative
teaching can be the most effective way of reducing role ambiguity
for the student. James Ford (Community College of Aurora, Aurora,
Colorado) thinks of himself as an enabler; he says:

I bring expertise to the classroom, but so do my students. By
creating anatmosphereof mutual learning, I believe thatstudents
discover their raw talent and potentiality for thinking, learning,
and growing. They may come to be taught by an ‘expert,’ but,
hopefully, they will go away with confidence in themselves as
learners and, even, as teachers,

The Life Cycle Theory: Anothersituational theory of leadership,
developed by Hersey and Blanchard (1982), is referred to as the life
cycle theory. Since this model focuses on the development of
followers, it is most appropriate for the teaching and learning
context. Essentially, the theory suggests that a relationship exists
among task behavior, relationship behavior, and other situational
variables that may be plotted curvilinearly ona graphtodemonstrate
four leading styles: telling, selling, participating, and delegating.

Built upon a framework that accepts task behavior and
relationship behavior as explanations for leader behavior, the life
cycletheory suggests that teacher effectiveness is further moderated
by a critical situational variable—follower maturity. Guided by
Hersey and Blanchard (1982 ), we contend that effective leadership
will result from the interplay of three factors: (1) the amount of
guidance and direction teachers give to the students; (2) the amount
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of socio-emotional support a teacher provides; and (3) the readiness
or maturity level that students exhibit in performance of their tasks,
functions, oractivities. Hersey and Blanchard’s use of task direction
and socio-emotional support behaviors are essentiaily the same as
thoseidentified inthe Ohio State studies, but maturity asasituational
variable warrants further explanation. Maturity is defined within
the constraints of the task to be performed; it involves a readiness
factor in relationship to task performance; it is situation-specific.
Hersey and Blanchard describe maturity of followers as “the ability
and willingnessto takeresponsibility for directing theirown behavior
. .. considered only in relation to a specific task to be performed” (p.
151). Hersey and Blanchard also address the problem faced by
teachers in community colleges where maturity or readiness to learn
often varies significantly within a group of learners.

Inaddition to assessing the level of maturity of individuals
within a group, a leader must assess the maturity level of
the group as a group, particularly if the group interacts
frequently together in the same work area, ashappens with
students in the classroom. Thus, a teacher may find thata
class as a group may be at one level of maturity in a
particular area, but a student within that group may be at
adifferent level. When the teacher is one-on-one with that
student, he or she will probably need to behave very
differently than when working with the classasa group. In
reality, the teacher may find a number of students at
various maturity levels (p. 151).

The teacher’s diagnosis of the maturity level of studentsina
specific teaching situation may demonstrate that teacher behavior
should vary depending upon what is required for successful group
performance. Thus, a class of students characterized by a low
maturity level is capable of less self-direction and requires that the
teacher emphasize task behavior. As the group matures in its ability
and willingness, however, teacher behavior should be adjusted
appropriately. A group characterized by above-average maturity
(ie., having the ability and willingness to accomplish the task)
requires little direction or socio-emotional support from the leader.
As with the House and Mitchell concept of path-goal theory, the
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Hersey and Blanchard concept of the life cycle model of leadership
has import to the concept of teacher as leader supported by this
study. In the following figure, the House and Mitchell, Hersey and
Blanchard, and our own leadership styles are compared:

Figure 2.1: Leadership Behaviors and Styles

House & Mitchell Hersey & Blanchard Baker, Roueche & Gillett-Karam

Directive Telling Theorist

Supportive Selling Supporter
Participative Participating Influencer
Achievement Delegating Achiever

The life cycle model of leadership rejects the idea that there
is one “best” way to lead, althoughit forcefully prescribes a particular
leadership style for a given situation. It expects that teachers should
be able to accurately assess their own behavior and the maturity of
their learners relat’ve to a specific task, so that they can adapt
behavior accordingiy

As noted earlier, situational leadership theories seek to
account for variables within a situation that impact and moderate
leader effectiveness. Generally built on earlier research into the task
or relationship orientation of leaders, these theories attempt to
isolate key situational variables that bear upon leader behavior.
Most focus on the student in the teacher-and-student relationship.
By considering the importance of student acceptance of the teacher
and by examining student needs, maturity, abilities, personality,
and peerinteractions, these theories have helped clarify therelational
nature of leadership and the importance of leader behavior that
adapts to needs of learners. Equally important is the examination of
the situation in terms of its complex environment factors, including
the nature of the task, the teacher’s position power and authority,
and the many diverse forces operating both inside and outside the
classroom and the community college.
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The Power and Infiuence Approach—Burns and
Transformational Leadership. Theconcept ofapowerand influence
approach to leadership theory is perhaps best explained in the ideas
of James MacGregor Burns, whose 1978 book, Leadership, has become
a focus of modern studies of ieadership. Burns states:

We recognize, I believe, that leadership is interpersonal
thatleaders cannot be seen in isolation from followers, that
the linkage between the two embraces the dynamics of
wants and needs and other motivations, that leadership is
largely a teaching process beginning with the parental
nurturing of children, that creative leadership is closely
related to conflict and crisis or at least to debate and
dialogue, and that—above all—transforming leadership
carries grave but notalwaysrecognized moral implications
(p. 18).

Burmns (1978) looks at leadership in terms of the mutual goals
held by both the leader and the follower. He definer leadership as
the tapping of existing and potential motive and power bases of
followers by ieaders for the purpose of achieving change. Burns
believes that the leader-follower relationship is the interaction of
individuals who function with the same purpose in mind and
pursue common goals, but who operate with varying degrees of
motivation and power. Leadership over hur .1 beings is exercised
when persons with certain motives and purposes mobilize in
competition or conflict with others, using institutional, political,
psychological, and other resources so as to arouse, engage, and
satisfy the motives of followers (p. 18).

Burns identifies two basic types of leadership: transactional
leadershipand transformational leadership. Transactionalleadership
is the routine exchange of one thing for another between leader and
follower. For Burns this is exchange theory limited to short-lived
relationships in which sellers and buyers cannot repeat the identical
exchange; they are constantly moving on to new types and levels of
transactional gratifications. Routine transactions, such as the
relationship between giving a test and receiving a grade, or between
makinganassignmentand having students carry it out, areexamples



38/ TEACHING AS LEADING

of transactional leadership. Bass (1985) indicates that transactional
leadership is based on contingent reinforcement between leader and
follcwer of theneed toattainaspecific goal. Objectivesaredeveloped
to reach the goal, and both parties understand and expect a reward
for successful comyletion of the task or punishment for
noncompletion. Transactional leadership is one of exchange, a
positive or negative pay-off from the leader to the follower for a task
completed or not. Once the exchange is complete, there is no further
need to interact unless another process of contingent reward is
introduced (pp. 11-13).

Transformational leadership is unique and has more
distinguishable behaviors associated with its conceptualization. It
builds on the human need for meaning, it creates institutional
purpose, it involves vision and judgment, it involves values and the
shaping of values in others, and it requires of the leader and the
follower theability to transcend their own limited viewsand perform
beyond what is normally expected. Transformatioral leaders seek
to arouse and satisfy higher needs in the follower, to engage the full
person of the follower. These leaders attempt to elevate the follower
from a lower to a higher level of need according to Maslow”s (1954)
hierarchy of needs. Burns (1978) and Bass (1985) indicate that
Maslow’s needs are overlapping and interdependent; each need
does not have to be satisfied before moving to a higher level.
Therefore, Burns cxamined patterns in the origins and socialization
of leaders that helped to explain why they are great leaders. He
looked to biology, psychology, and sociology to explain the forces
that affect children’s and adolescent’s behaviors that later become
the building blocks for leaders’ actions. Then by adding the
philesophical dimension to his other inquiry, Burns point~4 out that
“powerislegitimate only whenit releases human potential previously
locked in ungratified needs and crushed expectations” (p. 18).
Bumns's transformational leader is a moral leader who cherishes
values, ideas, and knowledge. He explains:

Transformational leadership is the relationship of mutual
stimulation between leader and follower which engenders
conversion of followers into leaders and may convert
leaders into moral agents. Moral leadership ties the leader
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to the follower on the basis of mutual needs, aspirations,
and values. Itallowsthe follower to choose amongleaders,
and it ensures that lraders take responsibility for their
commitments. Moral leadershipemerges fromand always
returns to the fundamental wants and needs, aspirations,
and values of tiie followers (p. 434).

The central process that involves the leader and the follower
is one of conflict and choice among motives and values and the
ability of the transforming leader to achieve change {(dialectical
change coming out of conflict and choice between follower and
leader) in the direction of “higher” values. Finally, it is important to
Burns that leadership can be taught. Burns says,

Ultimately educationand leadership shade into each other
to become almost inseparable, but only when both are
defined as the reciprocal raising of levels of motivation
rather than indoctrination or coercion can they be
understood as a unit worthy of learning and sharing (p.
448).

InFigure 2.2, theessential elements of theleader and follower
relationship are categorized by teacher attributes and student
responses. A dynamic that involves continuous growth for both the
follower and the leader is an essential feature of the model. Teacher
attribuies are those characteristics of moral leadership that arouse
appropriate responsesand actions among students. These responses
ultimately transform students toward personal autonomy and
independence in learning and teaching. The model incorporates
ideas of the major thinkers in leadership theory and develops a
conceptual structure for behavior and response between teacherard
student.
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Figure 2.2: Transformational Leadership Model

DYNAMICS OF CHANGE: Encourages INTELLECIUAL STIMULATION
Allows CONFLICT AND CHOICE MOTIVES AND VALUES
Demands REVITALIZATION AND RENEWAL
TEACHER ATTRIBUTES STUDENTS’ RESPONSES
Creates Teaching-Learning Purpose, Mission & Culture  Understands Purpose, Mission & Culture
Arouses, Engages & SatisSes Needs Brings Commiitment to the Teacher
Has Vision & Sense of Future Direction Identifies with Teacher's “Vision"
Inspires, Influences & Motivates Gains Insights and Conceptual Clarity
Ties to Student by Mutual Needs, Aspirations & Goals Shares Goals with Teacher
Values People over Things Believes He/She Makes a Difference
Has High Tolerance for Change not Ambiguity Has Choice to Follow Teacher
Demonstrates Sound Judgment, Values & Morality Moves Toward “Higher* Values
Has Commitment to Inteltectual & Personal Development Is Empowered & Educated to Lead
Makes the Student the Leader Convert. to Became Leader/Teacher
Gillett-Karam, 1988

The transformational leader as college president was the
subject of Shared Vision: Transformational Leadership in American
Community Colleges (Roueche, Baker, and Rose, 1989). In that study,
the attributes of presidential leadership were defined as vision,
influence, people orientation, motivation, and values. We compared
the findings of the theoretical framework from this study to the
leadership behaviors exhibited by the award-winning instructors of
our study; we found that where college presidents and CEOs score
highest on the factors of vision and influence, college teachers and
instructors score highest on the factors of motivation, influence, and
people ~rientation. (These findings will be discussed in Chapter 3.)

CONCLUSION

The modern community college, like the contemporary
corporate marketplace, responds to socio-economic-political
challenges. Where the corporations must face rapid technological
advances, stiff foreign competition, revolutions in management-
labor relations, and changing consumer tastes, thecommunitycollege
must face unstable student enrollments, alarming attrition rates,
shrinking economic resources, encroaching governmental controls,
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astounding levels of adult illiteracy, increasing average student
ages, rising pressures placed oncurriculaby expandingand changing
technologies, rapidly changing demographics, the challenges of
student diversity, and an impending faculty shortage. These
problems have forced the community college to re-examine its
mission and direction for the future, and thus to ask the question:
How can the commumity college meet the challenges of an
environment that demands quality and excellence? Researchers
(Bennis and Nanus, 1985; Kanter, 1983; Peters, 1987; Peters and
Waterman iy82) have led us to understand not only the importance
of quality and service, flexibility and continuous innovation, and
improvement of our institutions, but they have cautioned us that
without capable leadership we will not survive these ever-present
challenges of an expanding society.

We have been forced to examine and re-examine leadership
in higher education. The Carnegie Foundation for the Advancement
of Teaching (1980) saw presidential leadershipas the central question
facing higher education; and the Association of Governing Boards of
Universities and Colleges Commission determined that colleges
and universities are in desperate need of leadership (Kerr, 1984).
Principal works by researchers of the community college (Fisher,
1984; Fisher, Tack, and Wheeler, 1988; Roueche, Baker, and Rose,
1989; and Vaughan, 1986) have reiterated this need for leadership.

Because the emphasis of leadership and followership is on
collective purpose and change, the factors that are stressed are those
that unite and differentiate leaders and followers. Leaders may
modify their leadership in recognition of followers’ preferences (a
teacher in the classroom may find that a single teaching style is
limiting), or in order to anticipate followers’ responses (the flow of
lecture-discussion might change direction often and quickly); or to
harmonize the actions of both the leader and follower with common
motives, values, and goals (the classroom climate should be
conducive to this harmony). Najam Saeed (Somerset Community
College, Somerset, Kentucky) talks about communication as a vital
clue for common interests of the teacher and his or her students:

I try to remain aware always of the tendency to inpose or force
my students to live with ‘my’ standards. Rather I seek the
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students’ levels ard responses as an indicator of the proper level
from which to proceed. Thereis a sense of communication which
is ever-present in the classroom between meand my students: we
respect our common rights to teach and learn, we examine
difficulties, and we design a solution when necessary to overcome
barriers.

Leadership of this type occurs in the day-to-day pursuit of collective
goals through the mutual tapping of leaders’ and followers’
motivational bases and in the achievement of needed change. We
are assuming that the teaching and leading cycle is continuous and
situational, and that exemplary teachers reach out to their students
to profit from mutually shared goals. Teaching is what excellence is
all about.

Bonnie Giraldi (Cecil Community College. North East,
Maryland) talked about a first-semester student who wrote the
following on an evaluation of her: "Mrs. Giraldi thinks I can do
better work than I'really can. Ido it so she doesn't know that I'm not
as good as she thinks Iam." Several semesters later, the same student
wrote, "Thave excellent ckills and know that lam well trained for the
work force. Ican't wait to prove myself." Giraldi continues: "By
believing in my students, they come to believe in themselves. What
better role can I have?”
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Teaching as Leading:
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Qualitative and Quantitative Research Methods:
An Integrated Approach
Qualitative Rescarch
The Study: Teaching as Leadirg
Teaching Competencies
Exemplary Teachers
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Research Stages
Identifying Award-Winning Instructors
Summary

The scholar who studies teaching
should view results in terms of relationships:
teaching as an influence on learsting,
the meaning of teaching in the context of a curriculum,
and tae role of the faculty member as teacher.

Robert Menges and
B. Gaude Mathis, 1988
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? rom its inception, the community college has been known for
its commitment to and fizindamental belief in teaching. Two-
year colleges point with pride to their reputations as “teaching
institutions.” Although there are limited data to support the fact that
dedicated and resourceful teachers, instructors, and professors of
the community college have much training in “how” to teach, good
teaching is part and parcel of their attachment to the culture of the
community college. Excellent teaching is probably more related to
motivationand experience than toformal preparation in theteaching
profession. Obviously, some of the dedication of teachers to this
profession stems from the teachers” identity with the mission of the
community college as a social institution dedicated to providing
quality education on an egalitarian basis. Community colleges in
the United States and their counterparts in Canada have offered
continuing opportunities for highereducationtoastudent population
whose major characteristic is diversity. The community colleges
have a commitment to diversity; their educational goals are linked
to the democratic principles of allowing open access regardless of
background, status, orhandicap. Thisidealrepresents thecommunity
college’s greatest virtue, butitalso carries with it great responsibilities
and challenges.

While the message of the community college has been
egalitarian, the reality of higher education thinking has always
leaned toward an elite- or merit-oriented selection of students. We
preachand promote “open-door” admissions and “access” to higher
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education for everyone, but we have learned by hard experience that
our open door is in fact a revolving door for many, and that access
toopportunity is oftenaccess to failure (Roueche, Baker,and Brownell,
1971; Roueche and Baker, 1976, 1983, 1984). Although our critics are
severe in their exposure of our problems, the community colleges
retain that determined and energetic spirit of North Americans who
excelatsolving problems. We havehad many examples of successful
experiences and programs that have brought the community college
closer and closer to its goals. We refuse to dilute our dream of what
the community college “ought to be,” and in that refusal our
ambitions, insights, and visions drive us to achieve a better
environment to meet our commitment to the goals of maximum
human development for the people.

There is a culture that has grown up around the
conceptualization and operationalization of the community college.
That cultural jdentity separates the community college from the
senior college and suggests that although its purposes and mission

. Brow out of a need to educate all of the people, the community

collegeasan institution representsa dynamism thatis bestunderstood
by its adaptability and flexibility to uncover and meet the needs of
its participants. If modern institutions, as the contemporary sages
suggest, must thrive on chaos and paradox, it seems that the
community cclleges have a head start on many organizations. We
have been existing on chaos and paradox for almost half a century.
From that chaos, however, have come new opportunities and new
challenges to the educational practices of our society. To a great
extent those opportunities and challenges have been the “vision”
that drives our leaders. In the community college, that leadership
has come from legislative leaders, founding fathers, presidents and
CEOs, and essentially from the teachers who have the day-to-day
contact, confrontation, and involvement with students.

IDENTIFYING ~ "E RESEARCH ISSUES

Identification and definition of competencies and behaviors
associated with effective teaching are essential to the unique mission
of the community college. No college can exist without students,
and students would not be in college if they did not have some
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perception of the benefit of education. Colleges are being called
upon to prepare students forimmediate employment and to develop
students’ coping skills for survival inan increasingly complex world
(Cohen and Brawer, 1989; Roueche and Snow, 1977). A critical
challenge for higher education focuses on understanding the
importance of not only wha* to teach but how to teach. As t..chers,
we must do more than examine content and curriculum, and we
must do more than study student scores and placement potential.
When we say we must make appropriate choices about how to teach,
we must remember the community college ethos and culture; we
must find revitalization and renewal in our focus on our students, in
our ability to motivate them, and in our ability to “draw from” our
students their own dedication and love for learning. The future
demands this from us. And so say the researchers:

¢ If students of community colleges are often un-
motivated (Roueche and Snow, 1977), then we
need to examine how those who do motivate their
students accomplish this critical goal (Roueche and
Baker, 1987).

¢ If community college students are “nontraditional”
students, we need to examine those programs which
make them as successful as the traditional students in
higher education (Cross, 1978).

-~ o If the community college is focused on “empowering
students” and ensuring the adult learner the “right
to learn,” then access must be deliverable (Buildirg
Communities,1988).

A major aspect of what takes place to distinguish between
access and success, and access and failure, is the collective and
individual efforts of community college faculty. To say that the
teaching and learning dimension of community colleges is under-
researched is to say that the universe in which we live is under-
researched. This study represents one step in a journey toward a
goal for major research efforts as a part of the agenda for community
college research into the 1990s and beyond.
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QUALITATIVE AND QUANTITATIVE RESEARCH
METHODOLOGIES: AN INTEGRATED APPROACH

Our research—while descriptive, predictive, and
improvement-oriented—is primarily exploratory in nature; it is an
effort to raise questions about the roles of teaching and learning that
have not been previously asked, much less been answered, in the
envirenment of the open-door college. These questions, as they
relate to teaching and learning in the community college, do not,
therefore, fit into well-recognized theories or constructs. Moreover,
we have noted in our attempt to relate theoretical emphases to our
study that the prevailing view of methodological research is one of
the “shifting” paradigm. If one examines, for example, the body of
organizational thecry research, one finds that the rational, logical
positivism model of the 1930s and 1940s has been replaced in the
1980s by a nonrational model. While organizational theory has
evolved, educational theory has not: one research principle, or
model, or paradigm in education, shared by and unitin gallresearch,
does not exist. Menges and Mathis (1988) speak to the problems
&..countered when attempting to discover unified research in higher
education:

Research in higher education seems fragmentary; the
literature is often unwieldy; it needs middle-range
theoretical constructs to unify themes emerging from the
individual pieces. Many of these research reports,
summariesof studies, commentaries, and personal opinions
seem to be independent of scholarship in other areas. The
study of higher education has not yet diversified
organizationally in ways characteristic of more mature
fields of study. More investigation is needed to find the
best balance between effectiveness and efficiency in
maintaining and improving quality in educational
programs (p. 361).

Moreover, Menges and Mathis refer to the various resources
and methods available to the educational researcher:

Methods appropriate for investigating these issues

reopey
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(teaching and learning, assumptions faculty make about
processes of teaching and learning) are not the methods
typically used by laboratory investigators. Methods must
fit the natural environment of academic workplaces and
study places. Research procedures must be sufficiently
flexible to accommodate frames of reference possibly quite
different from those initially held by researchers. Data
should be collected from dialogue, since inquiry isitself an
interactive teaching-learning encounter. Discussion of
results from such research may well be more elaborative
than reductive, and conclusions are likely to be more
suggestive than definitive (p. 366).

We are proposing, therefore, that as educational researchers
we are in the midst of a conceptual shift in research methodology,
and that current research and researchers point to a view of the
research that is integrative. This shift in research is noted by many
and, in particular, by the U.S. Department of Education, which has
announced a set of new research priorities for the nation’s 19
educational research centers. QOur own exploratory construct
employed in this research uses both qualitative and quantitative
forms of research. We see the benefits of using naturalistic or
qualitative inquiry as an observational, interpretative methodology
to describe the award-winning instructors who participated in this
study; and we can also see the benefits of employing some
quantitative, process/ product-oriented research to provide content
analysis of the large numbers of cases we studied. In the final
analysis, however, what we have done is to quantify qualitative
data. Wedid this by triangulating our research. A description of our
research methodology follows.

QUALITATIVE RESEARCH

Employing qualitative methods in the research on teaching
has been around for only a short period; usually this approach is
thought of as participant observational research, and it is probably
best known in the ethnographic studies of anthropologists who
were interested in examinations of the ethnoi, or “others” (Wittrock,
1986). Interpretative research and its guiding theory developed out
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of interest in the lives and perspectives of people in society who had
no previous voice. Pestalozzi is one of these heroes of research on
teaching, whose innovations in pedagogy were directly related to a
shiftintheintelligentsia’s view of the “other.” In this case, Pestalozzi,
in his concern for social reform, infused interest in and attention to
the educability of the poor, or those children who were previously
considered unteachable. Pestalozzi’s achievement was
monumental—he found that children could learn regardless of their
social status or class; and “Gertrude,” as the wise influencer, offered
an intergenerational model for the exemplary classroom teacher
(Wittrock, 1986).

But it was only after World War Il that American researchers
began to turn their attention to issues of education as they could be
observed in practice (Erickson, 1986). Practitioners at Teachers
College, Columbia University, were influenced by the work of
anthropologist Margaret Mead and began to compile ethnographic
research on medical students. Later, the Council of Anthropology
and Education evolved out of the interest in research methods
applied to the teaching framework. Another organizatior . the
National Institute of Education (NIE), concentrated on the
ethnographic study of education (Erickson, 1986). The research of
the NIE is oriented to the common needs: nd demands that growout
of the public school tradition; it continues to be a higher education
research arm that focuses attention on observational studies. The
NIE report, Involvement in Learning (1984), confronts the issues of
excellence in higher education and sees the importance of student-
teacher dynamics.

Cazden (1986), who wrote of the historical consequence of
the NIE, points out that the contemporary research methods on
teaching are divided between the process-product tradition (the
rational meth>d) and the descriptive tradition (the qualitative
method). Coding responses to behaviors may provide an example
of the differencesin theapproaches. Inihe process-product tradition,
the independent variables to which learning outcomes are related
include frequencies of categories such as the concept of “classroom
talk,” in which coding methods measure the number of times that
teachers give student. praise (Flanders, 1970). We learn from these
studies a precise quantifiable concept that links teaching to learning.
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In the descriptive system, coding systems are not relevant until it
becomes clear, in the course of the research, which categories of
behavior are meaningful to the participants themselves. These
“interpretative methods,” using participant obscrvations, are most
appropriate when one needs to know the specific structure of
occurrences, the meaning-perspectives of particular actors in
particular settings, the location of naturally occurring points of
contrast that are observable, and the identification of specific causal
links (Erickson, 1986). Qualitative studies can answer the following
questions:

¢ Givena specificsocial setting of the community college,
what is happening?

* Whatdo the actions of the groups (administrators,
teachers, and students) involved mean to themselves?

* How do occurrences relate to social institutions (higher
education) and learned cultural experiences (conduct,
climate, reciprocity)?

* How does the specific setting (classroom experience,
the teacher-student relationship) relate to otterinternal
and external settings?

There are patterns in our actions as we perform them; wecan
specify them and find commonalities in them. From these patterns
we may employ, observe, examine, and relate the behaviors of the
group to the individual and local instance. The interpretative point
of view leads to research questions of a fundamentally different sort
from those posed by standard research: we are less interested in
asking what teacher behaviors are positively correlated with student
gains on test s(ores than in how the effective teacher enhances
motivation and builds interpersonal relationships (the “how”
questions integrate task-oriented skills and human skills).

In a purely naturalistic (qualitative) inquiry, direct
observational fieldwork is the most common research technique; in
some cases, however, substitutions for direct observation, including
the use of archival and historical documents or content analysis of
organizational documents orcommmunications have been successfully
employed. Walberg (1986) reports that some qualitative researchers
have successfully attempted generalization in their collection and
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analyses of multiple cases or multiple studies of individual cases.
The strength of their work may be combined with quantitative
findings. Lightand Pillemer (1982) illustrate the combined approach
and suggest quantifying qualitative information, presenting
quantitative studies in narrative fashion, and tallying statistical and
descriptive evidence. Polit and Hungler (1987) also point out
qualitative approaches that seek quantification. They believe to do
so is to develop a system that is consistent with the aims of research
and is faithful to the message conveyed in the qualitative materials.
When theresearcherconverts thenarrative information toa numerical
system and subjects the data to quantitative analysis through
statistical procedures, the system is known as content analysis. This
analysis involves coding, counting, and rating of the strengths of the
concepts under scrutiny. It is often useful, moreover, to quantify
qualitative data as a means to deal with the volume of research data
that is produced in such studies. This was an appropriate path for
our research, which had thousands of participants and a million
pieces of data.

We believe that an understanding of human behaviors,
problems, and characteristics is best advanced by the judicious use
of both qualitative and quantitative data. Goodwin and Goodwin
(1984) contend that adherence to one form of research does not
preclude the use of another; adherence to one paradigm does not
preclude the use of methodologies from the other. They recommend
that, in some cases, both types of methods should be included in the
same study. Jick (1979) would agree; his contrioution to using both
qualitative and quantitative research sources for studies is called the
triangulation methodology. He argues that qualitative ¢nd
quantitative studies should be viewed as complementary rather
than as rivals. Triangulation is defined as the combination of
methodologies in the study of the same phenomenon; the metaphor
of triangulation is from navigation and military strategy that use
multiple reference points to locate an object’s exact position (Denzin,
1978; Smith, ].K., 1983). Since multiple viewpoints allow for greater
accuracy, organizational researchers can improve the accuracy of
their judgments by collecting different kinds of data bearing on the
same phenomenon.

Thus, the effectiveness of the teacher-leader can be studied
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by interviewing teachers, observing their behavior, and evaluating
their performance records; or the views of effectiveness of the
teacher-leader by the participant, by their students, and by their
administrator might be compared and analyzed for validation to
ensure the particularity of the described competency. Triangulation
can test reliability and offer convergent validation; but it also can
capture a more compleie, holistic, and contextual portrayal of the
concepts studied. Thus, triangulation may be used not only to
examine phenomenon from multiple perspectives, but also to enrich
our understanding by allowing for new or deeper dimensions to
emerge. Qualitative data and analysis function as the glue that
cements the interpretation of multi-method results: qualitative data
are used as the critical counterpoint to quantitative methods. The
analysis benefits from the perceptions drawn from personal
experiences and observationsand is enriciied because of it. Cronbach
(1975) would say the convergent approach utilizes qualitative
methods to illuminate behavior in contexts where situational factors
play a prominent role.

In our study we attempled to gain insights into teacher
behavior by having them describe their actions. Students also
provided descriptions and evaluations of their teachers, and we
asked presidents to describe the behaviors of teachers that led to
their selection as award-winning instructors.

THE STUDY: TEACHING AS LEADING

Our chief objective in this study was to view the teacher as
influencer and motivator in the classroom. We wanted tc discover,
among award-winning instructors in community colleges in the
United States and Canada, those competencies and behaviors that
made them successful in motivating learners to learn. Following the
procedureand methodologies used by Flanagan (1954), Evans (1970),
McClelland (1978), House and Mitchell (1974), Klemp (1977, 1979),
Hersey and Blanchard (1978), Burns (1978), Peters and Waterman
(1982), Kolb (1984), and Roueche, Baker, and Rose (1988, 1989), we
developed an interpretative and convergent approach to investigate
teaching as leading.

We began by agreeing with the model developed by Peters
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and Waterman (1982); they found that self-generated quality control
in the marketplace was more effective in explaining corporate
success than inspector-generated quality control. They pointed to
wrong-headed analysis, overly complex analysis, and imprecise
analysis of rational models as concepts that concentrated on costs
and product development but seriously neglected quality and value.
In their research they identified, studied, and learned from
outstanding and successful institutions and leaders what was
valuable about their institutions and themselves. The underlying
premises of such research methodology are to identify the best, to
study the best, and tc learn from what the best do that make them
successful. We are aided in our understanding of the factors of
superior performanceinany role by identifying and studying persons
who perform best in that role. The researcher, then, may choose to
study the elements of superior performance not by askiny; what the
actor thinks is important, but by studying what excell:nt people
actually do when they are engaged in the performance of their jobs.

Klemp(1977) hasalso attempted toidentify the characteristics
that are tied to effective performance. His empirical approach,
which is similar to that of Peters and Waterman, consists of three
steps: identify individuals who are successful; find out what they do
that makes them successful; and examine how and why they are
doing what they do. Interestingly enough, one of the most consistent
findings is that the amount of knowledge one acquires of a content
area s generally unrelated to superior performance in an occupation
and is often unrelated even to marginally acceptable performance.
Klemp found three factors of success critical to effective
performance—cognitive, interpersonal, and motivational. Cognitive
skills, or information-processing and conceptualization skills, allow
syntheses of information from previous analysis and inductive
thought. Teachers whousecognitiveskills see thematic consistencies
in diverse information, have the ability to understand many sides of
controversy and have the ability to learn from experience.
Interpersonal skill: are sometimes referred to as communication
skills butinclude theteacher’suse of empathy, listening, and positive
regard for others. Finally, the important skill of motivation rounds
out the final factor of success and efficacy; this factor exists at two
levels—influencing self and influencing others. Whut is critical
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about these skills is that they can be taught, and what is relevant for
us about these ideas is that they are transferable to our cwn view of
the teacher as leader. Although we assume the cognitive skills of
teachers and infer that their degrees and their teaching awards nay
homage to those skills, we are mostly interested in identifying,
studying, and learning about their interpersonal and motivational
skills. We believe that once we know how and why they are such
successful per.. rmers, we will be able to demystify the great teacher
as an innate function and to bring illumination to the idea that being
a great teacher involves a set of behaviors that can be learned. In
order to unlock the key to the successful performers we must
understand the concept of competencies.

TEACHING COMPETENCIES

Competence is seen as a cause of effective performance, not
a synonym for it. We can say that the competence of a person may
be judged by his or her performance (Klemp, 1979). Confusion
between competencies and measurements of knowledge, skills, and
personality traits (test scores, college grades, career competencies
scores) often results in the invalid conclusion that competencies and
measurements are similar. That is not so. McClelland (1972) found
that once a person enters a given occupation, none of the measures
that have a high correlation with competencies can quantifiably,
reliably predict that person’s performance on the job. Thus, his
message is that if competencies are to be measured, then definitions
and operational intent must be assigned to those competencies.
Thus, a competency can be defined as a generic knowledge, skill,
trait, self-image, or motive of a person that is causally related to
effective behavior referenced to external performance (Klemp, 1979,
p- 42). In Figure 3.1, we demonstrate Klemp's idea:
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Figure 3.1: Competencies and Perfor.~ance

Competencies' Causal Link to Performance

Knowledge

Skill Effective Behavior
Trait >>>>> Linked to >>>>> and
Self-Image Job Performance
Motivation

Adapted from Klemp, 1979

Although a competency may be inferred from behavior, the
two are not equivalent. Competencies should be thought of as the
processes that allow results or cutcomes to occur. The causal link
between competencies and effective performance means, therefore,
that the development of a competency should lead to increased
effectiveness. Also, competencies are only as useful as the
performance criteria to which they lead: if the teacher’s primary goal
for her student is success in class, the competencies that should be
emphasized are those linked to that criteria; and on the other hand,
if a teacher’s goal is to make a change in his students’ lives, then we
must search for external criteria that transcend aspects of classroom
performance.

Job function analyses identify job requirements that are
sometimes labelled as the criteria for those skills or characteristics
that “cause” job performance. This approach can benefit the
researcher in the search for relevant competencies, but it focuses on
the job function as the determinant of competency rather than on the
person who performs the job well. If we consider the job of the
classroom teacher, we might note such tasks as class preparation and
course development, attendance, testing, and grading. The
competencies that relate to these tasks include knowledge of subject
matter, skills in writing and recordkeeping, and a proven college
degree in subject matter. Yet when we asked students what makes
a difference between one teacher and another, students used the
following words to describe their best teachers: concerned, caring,
student-oriented, bright, energetic, influencing, and enthusiastic.

£
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The competencies that underlie the observableaspects of performance
aredifferent and morecomplex than those that relate to the functions
of ajob. But these competenciesare usually tied to broader work and
life outcomes, and to some extent the actual identification of
competencies is an inferential process. Thus, a research design must
be developed to aid in our understanding (and testing) of
competencies related to effective teaching.

Exemplary Teachars. The competencies of the exemplary
classroom teacliers may provide us with functional clustering of
individual competencies that tend to occur in situations where
effective performance is demonstrated. Identifiable behaviors of
exemplary community college teachers, distinguished from “average
teachers,” which have been reported by various researchers (Easton,
1984; Guskey and Easton, 1983; Hirst and Bailey, 1983; Rouecheand
Baker, 1987; Schneider, Klemp, and Kastendiek, 1981) are
summarized here:

* Exemplary teachers see themselves as facilitators of a
student’s own active learning rather than as experts
transmitting information; in a word, they are student-
centered.

e Exemplary teachers look for and commend their stu-
dents for enhanced self-esteem, realization of new
possibilities, and signs of having gained new per-
spectives; they sce value in learning,.

* Exemplary teachers understand that aduit learners are
unique and that experiential learning is a part of adult
learning theory.

* Exemplary teachers understand students’ needs, con-
cerns, and interests and integrate them in their teach-
ing; they assume a directive and influential role in fa-
cilitating learning,.

* Exemplary teachers create situations through a variety
of strategies to keep students actively involved in the
learning process.

* Exemplary teachers are actively involved as leaders in
the classroom through motivational, interpersonal, and
cognitive skills.
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Exemplary teachers have definable characteristics that are
demonstrated as a combination of behaviors and attitudes. They
have a high commitment to teaching and learning and receive
energy and satisfaction from student success. They view their role
as one of leadership with the end goal being students’ willingness to
take responsibility for their ownlearning (Valek, 1988). Contingency
theory, or situational leadership, views leadership in terms of the
varying degrees of interaction among group members and the
effects of their motivation, <utisfaction, and expectations; leadership
is seen as the effort of one group member to change the motivation
or behavior of the other members. A member becomes a leader
when others perceive him or heras having theability to reinforce the
behavior of others and when the motivational funetions of the leader
aretoincrease thenumberand kinds of rewardsavailableto followers
(Bass, 1985; Evans, 1970; Hersey and Blanchard, 1982; House, 1971;
House and Mitchell, 1974).

Theory Review. Path-goal theory (see Chapter 2) predicts
effectiveness based on leaders’ influence on subordinates’ motivation,
ability to perform effectively, and satisfaction. This theory is central
to our study of teacher as leader. This theory allows parallels to be
drawn between the behaviors (competencies) of effective leaders
and effective teachers. The effective teacheras leader motivates and
influences students to value outcomes for which the teacher can
provide pathways to attainment. By examining how the leader in
the classroom influences students’ perceptions of work goals,
versonalgoals, and pathsto goal attainment, we can betterunderstand
. .1e practices of exemplary teachers.

A leader’s success is dependent on matching leadership style
to a particular situation. Leadership situations must be dependent.
therefore, on the nature of the group being led and the nature of the
job itself. We have found that it is necessary to look at different
situations to realize what is required from the leader-follower
relationship. Moreover, we realize that most leadership situations
call for some kind of blend between task-oriented leadership and
people-oriented leadership. Hersey (1984) and Herseyand Blanchard
(1982), in the life cycle theory of leadership, tell us that tic one most
important factor in determining leadership effectiveness is the point
of maturity that followers have achieved in their lives; thus, teachers’
effectivenessas leaders are dependent ona blend of different degrees

[
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oftask leadership and peopleleadership based on students’ maturity.

We now recognize that both the work of leaders and their
style of leading vary with the situation. We also are aware of the
totality of organizational alignment, which maintains a balance
between internalresources and external environment. Organizations
must adapt to changing demands to survive, and they must
understand thedevelopmentand shaping of their culture. Leadership
is necessary to both maintain that balance and to meet the demands
ofimparting culture. Leadership hasamoral obligation to followers—
beyond the give-and-take of the immediate transaction—and
demands that the leader and the follower go beyond the narrow
limits of imparting facts, measuring production, and balancing
finances; they must be willing to transform their experiences, to
envision and dream the goals to be realized. Transformational
leaders (Bass, 1985; Bennis and Nanus, 1985; Burns, 1978) are those
who have the vision and rationality to focus on the whole, to share
a sense of meaning, to stimulate and arouse, and to facilitate belief
and trust in a shared vision (Roueche, Baker, and Rose, 1989). The
inte~ration of the leader who goes beyond the ordinary has been
incorporated into our research methodologies.

The teacher as leader, as an element of our study, does not
negate the role of the teacher-student-leading-learning construct.
Most observers would agree that a crucial part of teaching has to do
with learning. We have previously noted the relationship between
teaching and learning. Moreover, the community college setting
and mission of open access for all people are vital links to the
teaching and learning milieu. Many community college students
are unique to the higher education environment; we have learned
that we cannot employ the same teaching and learming relationships
that we find in high school or in the university. Webelievethata key
aspect of adult learning is the experiential approach. Kolb (1984)—
drawing on the learning theories of Dewey, Piaget, and Erikson and
the psychological theories of Lewin, Rogers, and Jung—saw
experienceas the source of learning and development. He maintains
that learning is a social process based on cultivated experiences in
which separate leaming styles can be distinguished based on
personality type, educational specialization, professional career,
current job, and adaptive competencies. “Learning fromexperience,”
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Kolb maintains, “is the basis for human development” (p. xi). This
developmental perspective forms the basis for applications of
experiential learning in educational settings for the adult learner.
The structure of the learning theory provides a basis for application
to the teaching as leading concept.

RESEARCH STAGES

The teaching as leading research project involved a series of
inquiries and actions designed and implemented to support and
demonstrate the general questions that we wanted to answer in our
study:

* Whatare the relationships between teaching and learn-
ing?

¢ How can we define and understand the importance of
changing our emphases in teaching from what to teach
to how to teach learners?

*  What do exemplary teachers do in the classroom that
motivates learners to learn?

* Whatare the behaviors, competencies, and strengths of
exceptional teachers in relationship to the influencing
process developed by path-goal, life cycle, and expe-
riential learning theories?

« How do students and administrators give support and
evaluate the job their teachers are doing?

¢ To what extent do teachers vary in levels of ieadership
competencies (developed through analyses of path-
goal theory—teacher leadership qualities question-
naire)?

» To what extent can we analyze and report teaching
styles by application of the Teaching as Leading In-
ventory?

Theintent of this research was to examine the complex phenomenon
of teaching, focusing specifically on the influencing process as
practiced by effective teachers in the community college setting. The
steps in the teaching as leading research project were:
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* tomeasureand integrateresearch and theories of teach-
ing, learning, and leadership

* to identify community college teachers who had been
acknowledged by their own institutions (administra-
tions and students) as “award-winning instructors;” in
other words, to identify, study, and learn from the best

* togather demographicdata onexceptional community
college teachers, including biographical information,
background and work experiencedata, and institutional
information

* toanalyzetheunique(nottheaverage)skills, behaviors,
and characteristics (competencies) of these effective
faculty memb-rs

° to interpretand analyze instructors’ self-reported data
and critical incident explanations of successful and
unsuccessful experiences and teaching philosophies

* tointerpretandanalyzecollegeadministrators’attitudes
and explanations of teaching as they recommended
the exemplary teachers of their institutions

* toanalyze and examine student responses to faculty in
the areas of leadership, factors of success, and critical
incidents

* to develop a model that captures in precise behavioral
indicators the skills, abilities, and characteristics that
were common to these teachers

* to categorize the skills, abilities, and characteristics of
excellent teachersinto four (situational) teaching styles:
Supporter, Theorist, Achiever, and Influencer.

Theresearchstructure is depicted in Figure 3.2. In this figure,
the data sources, the research documents, and the participants are
displayed.
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Figure 3.2: Research Structure

|
Data President Self Student TALL e
Sources
Derivative Profiles Path-Goal Philosophy TALI
Data Demographics Scores Scores Scores
|
Feedback

IDENTIFYING AWARD-WINNING INSTRUCTORS

Community colleges throughout the United States and
Canada participated in this study. Letters of inquiry and nomination
went to all the college consortia included in the National Institute for
Staff and Organizational Development (NISOD), which numbers
more than 500 members, and to the colleges of the 256 CEOs who
participated in a previous study on transformational leadership in
the American community college. (Many of the colleges whose
presidents or CEOs were part of the Shared Vision study also belonged
to NISOD.) Nominations were sought from about 600 community
colleges.

CEOs were asked to submit the names of faculty who had
received formal recognition or awards for teaching excellence
(national, regional, state, or local awards) during a three-yea: period
prior to the request. The CEOs were also asked to writea nomination
letter for those faculty; information was solicited in this nomination
format—spotlighted in the Roueche and Baker (1987) study, Access
and Excellence—which developed a “teaching for success” structure
based on Klemp’s three factors of success: motivation, interpersonal
skills, and intellectual skills. Those concepts and their explanation
are repeated in Figure 3.3:

it
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Figure 3.3: Teaching for Success

Motivational Interpersconal Intellectual
Commitment Objectivity Individualized
Goal Orientation Active Listening  Teaching Strategies
Integrated Perception  Rapport Knowledge
Acts Positively Einpathy Innovation
Rewards Orientation

Roueche and Baker, 1987

The CEOs’ letters of recommendation, q.v., President
Evaluation Instrument (Appendix 1), were analyzed according to
several dimensions of leadership: transformational leadership,
teaching for success, selection process, teaching field, and path-goal
theory. We hoped to raise very basic questions about institutional
support when we examined the recommendations of the college
CEOs: to what extent does college leadership—the CEOs—support
teaching and teaching activities? To what extent does college
leadership observe those behavioral competencies that exemplary
teachers reveal? We received recommendations from 251 college
presidents or CEOs who nominated 869 instructors. Unfortunately,
we also received many letters from CEOs or other officials who said
that they had not recognized effeciive teachers in the past or did not
have teachers who met the award criteria.

After we received the nominations of teachers from the
North American and Canadian colleges, we wrote to the nominees
to solicit their participation in the study. Their awards and honors
as exceptional teachers were the basis of their inclusion in the study.
Wedid not impose other criteria for their selection to the study. The
nominees immediately became the instructors whom we intended
to celetrate; they became our award-winning instructors. Later,
when we began to analyze our data, we discovered that many of the
award-winning instructors did not meet the test of at least three
student evaluations. Thus, while 869 teachers are recognized in the
dedication, we found that in order to analyze data, certain rigorous
standards had to be maintained for data collection: each nominee
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had to have his or her CEO’s letter of recommendation, his or her
own questionnaire for all the items, and at least three student
respcnses reporting faculty evaluations. Because of this process, the
original number of awardees was reduced to 635; and eventually,
because of reports that contained data errors, the final statistical
analysis was conducted on 435 teachers. The college, the CEO who
was the incumbent at the time, and the award-winning faculty are
listed in the Dedication of this book.

The award-winning instructors were sent a four-page
questionnaire (Appendix 2); we asked essential questions concerning
biographical information, work experience information, institutional
information, teaching information, and time-use information. The
critical incident technique (CIT), developed by Flanagan (1954),
provides the researcher with an effective and well-tested method for
analyzing the behavior of leaders. Itis an empirically based method
for determining needed abilities for a particular task in order to
establish standards or to make inferences. Elements of incidents
(observable human activity sufficiently complete as to permit
inferences and predictions about the person performing) and the
incident’s critical quality (occurring in a situation where the purpose
or intent of the act seems fairly clear to the observer, and where its
consequences are sufficiently definite to leave any dount of its
effects)arecategorized by relationships, and frequencies of categories
indicate those most often observed in comparable situations
(Flanagan, 1954, p. 327). The CIT limits its reporting to those
behaviors that make a significant contribution to the study; the
technique is competency-based, focusing on actions, behaviors, and
accomplishments in job-related activities and characteristics and
qualities associated with effective performance of activities.

Flanders found that the technique was extremely useful in
determining whether individuals possessed essential competencies
for solving problems and whether they could apply the range of
skills needed toaccomplish tasks (1982, p. 12). A variation ofthe CIT
is the Behavioral Events Interview Technique (BEIT) of McClelland
(1982). This technique asks respondents to talk about high and low
points in their job experience; the goal of the interview is to identify
the competencies to do various jobs well. Similar patterns of
identifying recurrent themesand tracking (usin~ ~empiricalcoding
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technique) are used in the BEIT. Klemp reports that by performing
a content analysis (from coding the BEIT), a proiile of competencies
involved in effective job performance may be identified (1980).
These two interviewing teckniques have been used effectively in the
field of educational research by Klemp, Huff, and Gentile (1980);
Schneider, Klemp, and Kastendiek (1981); Huff, Lake, and Schaalman
(1982); and Roueche, Baker, and Rose (1989). We adapted the use of
these methodologies in order to formulate the questions we asked
the award-winning instructors; faculty were asked to respond to the
following questions :

(1) Describe an incident or situation in your teaching expe-
rience in which you felt highly successful in motivating
students to learn. What was the situation? What hap-
pened? What did you do? What was the student re-
sponse? What was the overall outcome? What did you
learn from the experience?

(2) Describe an incident or situation in your teaching expe-
rience in which vou felt you were unsuccessful in moti-
vating your stuqents to learn. Describe that situation.
What happened? Whatdid youdo: What was the stu-
dent response? What was the overall outcome? What
did you learn from the experience?

(3) Asfullyasyoucareto,explair your personal philosophy
of the role of the teacher in enabling student learning.

We concluded the faculty portion of the questionnaire by
asking the instructors to write a list of adjectives or words they
would use to describe excellent teachers. Included withtheteacher’s
questionnaire was a Student Evaluation Questionnaire (Appendix
3). We asked that a student facilitator be named and that the
instrument be distributed in the manner of an evaluation: the
instructor was asked to leave the room, and the students completed
the form anonymously. The students responded to questions based
on the path-goal model and checked words (adjectives) that “best”
described their instructor, along the lines of the Klemp (1980) and
Kolb (1984) formats. Then the students were asked to describe a
situation in which their instructor was successful in motivating them
to learn; this description was designed to mirror the instructor’s
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description of a situation in which he/she motivated students.
Finally, we asked for biographical data from students including
gender, ethnicity, number of semesters in college, and reasons for
taking the course.

Later, in May 1989, at the Eleventh Annual NISOD
Conference, we asked the award-winning instructors to complete
the Teaching as Leading Inventory (TALI). This was the final
element of our extensive data collection. Almost 400 of the original
869 instructors were able to complete the TALI, developed by Baker
(1989) along the lines of Kolb's Learning Styles Inventory. A
compact form of the TALI is included in Chapter 6, so that readers
might identify their own teaching stye.

SUMMARY

In their discussion of the existing research efforts in higher
education, Menges and Mathis note that “literature on teaching,
learning, curriculum, and faculty development leaves an indelible
impression of enormous diversity, even of fragmentation.” They
believe, as do we, that each element of higher education—teaching,
learning, the curriculum, and the faculty—must be seen as
“interacting elements in the broader universe of higher education”
(1988, p.361). Our research goals reflect this attitude, and our aim
has been to present an integrated approach to the concepts of
teaching and learning in community colleges. In the following
chapters, we present the data analysis of our findings.




Chapter 4

Profiling Characteristics of Award-Winning
Instructors

Award-Winning Instructors’ Bicgraphical Data
Age, Gender, and Ethnicity
Educational Background
Degrees
Teaching Fields
Disciplines
Institutional Information
Attrition and Retention
Attendance, Assessment, Advisement, Placement,
and Faculty Development
Time Use Information
Student Characteristics
Gender, Age, and Ethnicity
Course Information
Conclusion

Arouse in the other person
an eager uxnt; then satisfy it.

Burns, 1978
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he role of the community college instructor is not one in
whichtraditional practices have had much meaning, primarily
because of the nature of the changes community colleges
introduced into higher education. The “people’s colleges” promised
students that opportunities would be available in higher education
for all the people. The educational system that the community
college introduced was one in which the principle of democracy was
applied — the adult population was “enfranchised” to learn. The
new community college student had requirements unique to the
traditional highereducation milieu; theinstructors of the community
colleges were called upon to provide a vanguard that would explore
and test new procedures and alternatives to meet students’ special
needs, while at the same time guiding them to the traditional goals
of higher education. In order to do this, to pav« new pathways for
higher education for the people, we maintain that community
collegeinstructors have played aspecial role that should becelebrated
and reported. We have defined their role as one of leadership.
The ability of the teacher to raise students’ motivation levels
toward greater responsiveness to learning was a principle that
guided this study of exceptional college teachers. Our goal was to
examine the behaviors of award-winning instructors as they reported,
discussed, and explained their experiences as motivators and
influencers. Weidentified competencies that characterize exemplary
job performance. But we were also curious about who these
excellent performers were, their backgrounds and biographies, their
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working environment, their use of time—and who their students
were. Wesent questionnaires to the 869 award-winning instructors
who were nominated for our study, and we asked tie iz structors to
allow their students to evaluate them. Those data are presented
here.

AWARD-WINNING INSTRUCTORS’ BIOGRAPHICAL
DATA

The faculty profile of the participants revealed that time and
experience were critical to our outstanding faculty; not only was the
average faculty member 47 years old, but faculty on average had at
least 16 years of college teaching experience and another four years’
experience teaching in other institutions, for an average total of 20
years’ teaching experience. In an earlier study of exemplary
community college teachers (Valek, 1988), similar characteristics
wererevealed;shereported anaverageageof46,12 years’ community
collegeteaching experience,and 10 years of otherteaching experience.
Cohen and Brawer (1987) found that the average age of community
college facuity increased from 42.4 years to 45.7 years between 1975
and 1983, and their average teaching experience went from 6.8 years
to11.2years. We may surmise, therefore, that although there existed
a cohort of teaching faculty who remained about the same age, there
were fewer incoming, young teachers entering this teaching field
during those years—in other words, faculty just got older. The
biographical data representing age of the award-winning faculty are
not significantly different from the ages of faculty in other studies;
however, the number of years of teaching experience differs
considerably among the award-winning instructors. We found a
directcorrelation between number of years of teaching and exemplary
teaching practices: the greater the number of years of teaching, the
more likely the faculty member would be perceived as excellent and
the greater the number of awards that likely had been won.

Age, Gender, and Ethnicity. Althoughthe youngestaward-
winning faculty member was 29 and the oldest faculty member
participating in the study was 74, the maiority (85 percent) were
between the ages of 38 and 59. Cohen and Brawer (1987) also report
teachers’ ages and teaching experience. Their data is interesting in
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that they compare data from 1975 to that gathered in 1983. In 1977,
Cohen and Brawer found that one-third of the faculty whom they
studied (humanities facuity in the California community colleges)
werebetweentheages of 25and 35; by 1983 this proportiondecreased
from 33 to 15 percent. The age range between 36 and 50 remained the
same, 43 and 44 percent, but the 51 to over-60 category increased
from 24 to 32 percent. Cohen and Brawer reported that 20 percent
of the liberal arts faculty at the Los Angeles Community College
District were 61 and olde:. Given that faculty are becoming older,
Cohen and Brawer also noted that the number of years in teaching
is on the increase. In 1975, 86 percent of the faculty they studied had
taught between one and 10 years; by 1983, that number fell to 46
percent, as the number of teaching years between 11 and 20 yea-
increased from 15 to 48 percent. The number of faculty ieaching over
20 years increased from 2 to 6 percent. These data are revealing:
those faculty whom Cohen and Brawer singled out in the Los
Angeles Community College District are likely retired today; and if
faculty maintain present trends, a cohort of aging faculty is likely to
become a predictor of future faculty shortages. We will address the
issue of faculty age and impending faculty shortages in Chapter 13.

Firty-four percent of the award-winning instructors were
male, and 46 percent were female. Cohen and Brawer (1987)
reported that two-thirds of the instructors they studied were male,
and one-third were female. Most award-winning instructors (88
percent) were Anglo; ethnic groups represented only 12 percent of
the total population. These groups included Asian (6 percent), Black
(4 percent), and Hispanic (2 percent). Forall colleges and universities,
however, 90 percent of the faculty are Anglo; 4 percent are Black, 4
percent are Asian, less than 2 percent are Hispanic, and less than 1
percert are American Indian (Equal Opportunities Commission
Report, 1985); this figure remained relatively stable between 1975
and 1985.

Although we found little variation among award-winning
faculty members’ ethnicity, we did determine that an age differerce
existed among the various groups. Hispanics, at age 42, were the
youngest award winners. Blacks and women were also younger
than the average age of the whole group—45 and 46 years old
respectively. But we also found that Hispanics had less teaching
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experiencethandid the group asa whole; however, these differences
were not statistically significant. Regardless of ethnicity, the award-
winning instructors had more experience teaching than did other
community college teachers (Cohen and Brawer, 1989; Valek, 1988).
Interestingly, members of ethnic minorities had more doctorates
than did Anglos, albeit they represented a smaller percentage of the
total award-winning instructor population. Hispanics held the
largest percentage of doctorates, followed by Asians, then Blacks,
and finally Anglos. Table 4.1 demonstrates the relationshipsbetween
ethnicity and other teaching factors.

Table 4.1: Ethnicity and Teaching Factors

Ethnicity = Age  College Teaching Other Teaching Doctorate
Anglo 47 16 years 4 years 26.2%
Asian 47 16 years 4 years 39.1%
Hispanic 42 9 years 4 years 42.6%
Black 45 15 years 4 years N %
Gender

Male 47 17 years 4 years 26.7%
Female 46 15 years 4 years 28.6%

In only one situation—one in which the instructor reported
rank (instructor, assistant professor, associate professor, professor,
department head, division head)—did we see asignificant difference
in terms of teaching experience: division chairs reported both the
longest experience teaching at the community colleg.: level—20
years—and had the greatest number of years of experience in “other
teaching years”—more than 10 years. Division chairs, who
represented about one-eighth of the award-winning instructors,
have teaching experience of well over 30 years.

Finally, in all other analyses of data, including presidents’
ratings of their faculty, students’ ratings of their instructors, scales
measuring motivation (McClelland, Maslow), leadership (Roueche,
Baker, and Rose, 1989), and teaching-learning path-g¢ al attribtutes,
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we did not find any differences based on the gender variable. And
in only one case, the manner in which students’ described and
evaluated their faculty by rating them according to a list of
motivational, cognitive, or interpersonal adjectives, did we find a
difference based on the sex of the instructor. Students reported a
significant difference in their perceptions and evaluations of female
instructors compared to male instructors: female instructors were
described with moreattributes thantheirmalecounterparts. Students
ascribed greater weight to those attributes they used to describe
their female instructors.

Educational Background. We asked for and examined
educational information about the award-winning instructors and
their families. Faculty members’ mothers had, on the averaga, 11.7
years of education; their fathers had 11.5 years of education. Thirty-
one percent of their mothers were high school graduates, and 12
percent werecollege graduates. Twenty-four percent of their fathers
completed highschool, and another7 percent werecollege graduates.
About 10 percent of the fathers had graduate degrees or college work
beyond the undergraduate level; only 3 percent cf the mothers had
graduate degrees. In actual numbers, however, about one of every
100 instructors’ parents held graduate degrees.

Degrees. The two tables below present educational
background and earned degrees of the award-winning instructors.
College majors are reported according to the fields most often
represented; all the teaching fields of the award-winning instructors
are presented in Table 4.4. The participants themselves provided the
following characteristics about their education:

b
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Table 4.2: Award-Winning Instructors’ Degrees

Degrees Majors Percentages
(Faculty Holding Degree) *

AA Nursing, English, Sciences, Math 14.8

BA/BS English, Math, Business, Biology, History 98.3

MA/MS English, Education, Math, Business, History, Biology 89.0

Ph.D. English, History, Education 278

* Anassswmption is made that instructors holding higher degrecs also hold other degrees.

Award-winning faculty are well-educated; the vast majority
have master’s degrees, and more than one-fourth hold Ph.D.’s,
Otherstudies also report degrees and preparation—Ottinger (1987),
Cohen and Brawer (1987), El-Khawas (1988), and American
Association of Community and Junior Colleges (1988). Although
only Ottinger cites data parallel to our own, the differences between
herdata and ours reflect her interest in the highest degree held by the
community college instructor. In both the Cohen and Brawer (1987)
and the AACJC (1988) reports of faculty education, only thedoctorate
is reported; furthermore, in the AACJC report, the doctorate is
broken down by gender. Findings from these studies are provided
in Table 4.3.

Table 4.3: Faculty Degrees in Other Studies

Highest Degree Held by Community College Faculty - Other Studies
Associate’s Bachelor’s Master's Ph.D.
Ottinger, 1987 5% 10% 3% 2%
Cohen and Brawer, 1987 Ph. Disin Liberal Arts:  25%
AACJC 1988 Ph.D.s: Males 27%
Females 13%
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Teaching Fields. By grouping the separate disciplines, we
found that the social sciences’ disciplines had the greatest numerical
representation, followed by vocational-technical, humanities,
sciences, English, business, math, nursing-health, developmental
and adult education, and general education. This table represents
the majority of teaching fields reported by award-winning
instructors. Although we first grouped faculty by their disciplines
and found that, according to their actual numbers, they followed
the categories listed below, theactual discipline or instructor named
most often by students did not follow this categorical pattern.

Table 4.4: Teaching Fields

Award-Winning Teachers' Teaching Fields by Category
Social Sciences Vocational Technical Humanities
History Engineering Languages
Social Sclences Computer Sciences Speech
Psychology Criminal Justice Art & Drama
American Studies Home Economics Journalism
Goverrunent Aeronautics Music
Sodology Automotive Humanities
Economics Agriculture Philosophy
Geography Electronics

Drafting
Sclences Fire Sciences English
Industrial Modeling
Biology Hotel Hospitality English
Microbiology Secretarial Sciences
Physical Sciences Paralegal
Natural Sdences Early Childhood
Cherruatry
Physics
Marine Studies
Business Math Nursing-Health
Business Administration ~ Mathematics Nursing
Gaeneral Business Physical Development
Management & Health
Accounting Heal!! Care
Radiology Technology

Developmental & Adult Education General Education
Devalopmental Education Curriculum & Instruction
Adult Education Phy sical Education
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Disciplines. The teachers who were most often named as
award-winning instructors were those who taught English, math,
biology, business, history, nursing, developmental education, social
sciences, art, psychology, computer information systems, criminal
justice and paralegal, and vocational-technical courses. English
teachers in our study and in one previous (Valek, 1988) were the
largest single discipline to be nominated as award-winning
instructors, accounting for 11 percent of all nominated teachers.
Biology and math teachers each accounted for 8 percent of all
nominated instructors. Teachers from two business fields, general
business and management, accounted for 6 and 4 percent of the
nominees. The table below reports several combined instructional
fields and the percentages of awardees in those fields.

Table 4 5: Award-Winning Instructors and Teaching Discipline

Discipline Fields of Instructors Percentages of Awardees
English and Humanities 27
Math and Sciences 22
Social Sciences 16
Vocationai Technical 10
Business 10
Nursing 8
Education 7

Themost prevalent faculty titles of award-winning instructors
were instructor and professor; 45 percent of all faculty from the
United States and Canada indicated they were instructors, and 24
percent said their title was professor. An additional 6 percent had
titles of assistant professor, and 7 percent were associate professors.
Aboutone-fifth of theaward-winning instructors had administrative
duties as well as their teaching responsibilities: 6 percent were
department heads and 12 percent were division chairs. On the
average, although instructors had 20 years’ college teaching
experience, they have been in their present position for about 12
years.
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INSTITUTIONAL INFORMATION

On the average, faculty conduct between four and five
classes per week and teach approximately 120 students; in this
statistic, award-winning instructors look exactly like the general
population of community college instructors (Cohen and Brawer,
1989). What is different about tiese instructors is the lower rate at
which their students become attrition statistics: excellent teachers
tend to retain more of their students than does the general teaching
population. The average attrition rate for exemplary instructors is
14.6 percent; for the general population of students that number is
more regularly defined from one-third to one-half of the student
population (Astin,1975; Bean, 1986; Riesman,1980; Roueche and
Baker, 1983; Tinto,1987). This finding was critical to our study and
underscores another study of successful teachers by Guskey and
Easton (1983). in which high levels of student achievement and low
attrition rates werereported. If we consider that one of thecommunity
college’s most significant problems is its high attrition rate and that
this issue has been central to a large portion of research about the
commuiaity college, then our findings are critical.

A brief review of the research around the concept of student
attrition follows. We intend to demonstrate, from these sources, that
the exemplary classroom teacher is, undeniably, a critical element in
the retention of students; and, perhaps, the instructor is the single
most important ingredient in student retention in the classroom and
in the college experience. In Table 4.6 we demonstrate researchers’
reported percentages of student attrition in community colleges.

Table 4.6: Attrition Figures as Reported by Other Researchers

Sources Percentages
Roueche and Baker, 1983 25 to 40
Reisman, 1980 50
Bean, 1986 45
Tinto, 1982 45
Heverly, 1987 3

115



78/ TEACHING AS LEADING

Attrition and Retention. Rouecheand Baler (1983) warnus
of the “revolving door of attrition.” From the 1970s through the
1980s researchers report this indisputable problem of retaining
students in community colleges (Astin, 1975; Noel, 1985). Various
reasons attempt to explain this highrate of nen-completion, ircluding
personal reasons, transfers, and academic dismissals. Willett (1983)
relates attrition to the open-door policy; Astin (1978) discusses
lowerability, lowersocioeconomicstatus, and personal characteristics
as the major reasons for high attrition rates; Herndon (1984) points
to academic reasons (including rank in high school, grade point
average, fests of aptitude and ability), demographic and personal
characteristics (such as gender, age, ethnicity, socioeconomic status,
place of residence, types and amounts of financial aid, marital status,
and number of children), and motivational reasons for non- persisters;
ard finally, A. Smith (1983) expresses concern with counseling,
advising, and quality of instruction as significant for lessening high
rates of attrition.

Gates and Creamer (1984) focus oninstitutional characteristics
that are critical to solving the retention problem in community
colleges; they believe that by merely addressing student
characteristics we cannot adequately address the problem of
retention. Programs, policies, organizational patterns, and interactive
climate are also necessary for student success. The challenge here is
for the institution to carry the student forward by reinforcing the
necessary skills for goal attainment and accomplishment. Kramer
(1985) explains the issue succinctly when he points out that student
goals and institutional goals must be congruent for student
persistence to occur. Institution-fit mode's (Tinto, 1987) and social
integration models (Neumann, 1984) are essential elements for
increasing student retention. Villela (1986) points out that education
cannot be separated from the providers; he supports the idea that
crowded classes and instruction by television may seriously impair
students’ persistence, especially at the freshman level. He suggests
that faculty should counter this tendency by attempting to be aware
of student satisfaction, as well as by maintaining quality, enthusiasm,
and personal contact. Pascarella (1986) offers another institutionally
intervening variable ‘or student success—orientation. Student
orientationisseenasameanstounderstand institutional expectations
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for increased goal attainment and development of higher levels of
social integration skills. Tinto (1982) focuses on faculty stewardship
of new students as an institutional response to retention. Losak
(1986) noted that, for community college students, the academic
success rate increased as basic skills increased. In the Miami-Dade
model, Roueche and Baker (1987) reported that the challenge for the
community college is to carry the student forward by reinfo: cing the
necessary skills to accomplish goals. Matlock (1988) found that
strategies that appear to increase retention are those that provide
social support or those that combine social support with academic
strengthening.

Obviously, we have seen institutional response to the
particular needs of the open-door college. In the last 10 to 15 years,
community colleges have developed and instituted programs to
support the needs of the unique community college student.
Beginning in the late 1960s, Roueche (1968) drew attention to
community coilege students as a coho.t that should be studied.
From a series of research issues and a number of researchers (Cross,
1976,1978,1989; Roueche, 1972; Rouecheand Roueche, 1977; Roueche
and Snow, 1977), we have learned about the special needs of the
community college student and have been guided in our thinking
about the responses that colleges as institutions had to make to meet
the needs of the community college student. In College Responses to
Low-Achieving Students: A National Study, Roueche, Baker, and
Rouec:ie (1984) examined some of the results of previous decades of
research. Most of the colleges surveyed had instituted remedial and
developmental programs as an integral part of their curricula. Ina
subsequent study by Roueche and Baker (1987), Miami-Dade
Community College’s programs were highlighted as an exemplary
model forstudentachievement. Basicskillsand languagedeficiencies,
in a culturally and economically diverse educational setting, became
the rallying point for institutional change. For all the years of
frustration over the concept of access in the community college, a
prototype w... discovered in the successful practices instituted by
the Miami-Dade Community College system (McCabe, 1988).

It is the intention of this study to add our voice to those we
have mentioned here, and by example, to point out that what the
exceptional faculty member does in his or her classroom is a key to
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student retention and success; it is our contention that the efforts of
master teachers, reflected through the teaching-learning path-goal
framework and the teaching-as-leading styles (as reported in
Chapters 5and 6), will have significant value in promoting retention
in the community college. We would postulate that good teachers
domakeadifference when they motivate and influence their students
toward greater satisfaction and understanding of their educational
goals. Further, wecanadd that a large percentage (about 75 percent)
of theinstitutions for which they work have programs in placeto aid
in retention. A discussion of these programs follows.

Attendance, Assessment, Advisement, Placement, and
Faculty Development. No matter how we attempt to slice the pie
or describe the coniponent parts of the educational imperative of the
modern community college, one irrefutable fact must be
acknowledged: levels of readiness in an open-door institution can
be expected to be varied; and the institution, if it is to meet its
commitment to egalitarian education forall the people, mustrespond
to the varied needs of its student body. In fact, much of what we
know of the culture and environment of the community college is
integrally involved in the continuing struggle to provide a quality
education for inadequately prepared students. How do colleges
accomplish this seemingly impossible task? How successful are
they in doing so?

These two questions guided us to ask our award-winning
instructors about the internal policies of their institutions. We were
curious about the institutional programs ihat addressed this issue;
moreover, we assumed that because of the emphases in the 1970s
and the 1980s on the development of institutional practices to meet
the needs of the nontraditional community college student, we
could ascertain a relationship between exemplary teaching and the
institutional programs that support teaching.

Access and Excellence: The Open Door College provides
illumination into both the historical antecedents of this dilemma of
access and the process by which comznunity colleges began te
respond and find workable solu:tions for student success without
destroying or diminishing the inrovative concept of open-door
admissions. Roueche and Baker (1987) draw our attention to the
societal reforms of the 1960s and 1970s, which had a direct and
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immediate impact oneducation and the need for educational reform.
As the civil rights movement gained momentum, minority students
began to turn more and more to educational channels foraccess into
the system that had begun to open for them. It is not surprising,
therefore, that students, including minorities, who had fought for
the expansion of their rights, included educational rights—as well as
political rights—in their struggle to change the values and practices
of the society in which they were living. It was a true social
revolution. Community colleges were founded on the premise of
providing access for populations who previously had little
opportunity to attend higher educational institutions. In the early
1960s it was the community college, and not the senior colleges and
universities, that immediately opened its doors to Blacks and
Hispanics. Dr. Bob McCabe, president of Miami-Dade Community
Collese, said: “When Miami-Dade opened its doors in 1960, it was
the only college within 250 miles of Miami that would accept Black
students” (1984).

Students focused on admissions standards, prerequisite
courses, and minimumcompetencies as obstacles to highereducation;
and as colleges began to respond to student demands, college
policies were dramatically affected. To allow a wider variety of
students into college, standards had to be relaxed, and admissions
policies were virtually eliminated. But this very practice contained
its own new direction for learning: opening colleges to everyone
meant that diversity and differences among students would be the
rule rather than the practice, and institut’ons had to accommodate
the needs of their students.

In our examination of the characteristics of institutions at
which theaward-winning instructors taught (almost 300 community
colleges throughout the United States and Canada),we looked at
faculty reports on whether the institution had policies or programs
that included attendance, assessm.nt, advisement, placement, and
faculty developrient. In Table 4.7 faculty response and rating of
these programs appear; percentages refer to the actual number of
faculty reporting the particular program, and the effectiveness
rating refers to the numerical scoreassigned toresponses of excellent,
good, fair, and poor (4, 3, 2,1 rating system).
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Table 4.7: Institutional Programs

Institutional Policies Percentages Effectiveness*

Attendance 61 Good/Fair (2.56)

Assessment 84 Good (2.97)

Advisement 893 Good (2.86)

Placement 728 Good (2.88)

Faculty Development 826 Good (2.75)
Faculty Development Program )

Includes: Percentages Effectiveness*

Selection of Faculty 67.9

Evaluation of Faculty 4.2

Development of Faculty 22.5 (overall rating): 2.75

Promotion/Tenure of Faculty 70.3

Merit Rewards for Faculty 73.1 *(Scale 4-1)

Faculty members on the whole reported that two-thirds or
more institutions had set guidelines for policies that aid in student
retention and student development, ar they rated the effectiveness
of these programs as “good.” Almostallthecolleges had advisement
and assessment programsin place,and three-fourthshad a placement
policy. Although only about 60 percent of the institutions had an
attendance policy, the faculty were in agreement that attendance
was critical in the classroom and that student attendance in class was
a necessity for student success. About thrze-quarters of the colleges
of the award-winning instructors had assessment, advisement, and
placement policies in place. Examples of these programs and
policies will be discussed in Chapter 13.

Although most of the instructors (83 percent) reported an
institutional policy for faculty development, a curious patter:.
emerged. Only 22.5 percent of the instructors reported that the
faculty development office concentrated on the development of
faculty, and 44 percent reported that faculty evaluation was a
program of the faculty development office. We can surmise that
colleges that may have a faculty development office may not use the
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programs effectively, or the programs that should be included may
not exist or may not be included there. Faculty development is
sometimes seen as outside the purview of the college operation;
faculty as professionals tend to think of development as professional
or academic development and gear that development toward other
institutions or professional organizations (Mintzberg, 1979). In
most cases in the community college, “faculty development” refers
to orientation sessions for new faculty or for part-time faculty;
regular, full-time faculty are not consistently involved in programs
of faculty development.

We found, for example, when our first inquiry went out to
community colleges throughout the United States and Canada to
name their award-winning instructors, that most of the colleges we
contacted did not have a faculty award system in place. We take
particular note of these situations and offer the suggestion that
faculty development and faculty celebration of excellent teaching
should be an integral part of institutional response to all faculty
members in the community college. We cite effective programs that
are working in Chapter 13.

In almost seven out of 10 colleges, selection, promotion and
tenure, and merit reward for faculty emanates from the faculty
development office. We are cognizant of a problem in these aspects
of faculty development, too. In a system that should be focused on
the continuous development of faculty—on renewal, on recognizing
new teaching and learning theornes, on preventing burn-out, on
expanding and enhancing methodologies, on providing innovations
for faculty who may be mired “in doing it their way only”—we find
little coordination and complement to developmental practices. For
example, to suggest that hiring and selection be a part of the faculty
development office—without a concomitant evaluation structure
tied tothat procedure—is somewhat perplexing. Essential questions
that involve the faculty development office should include these:

¢ What are the programs offered by the faculty develop-
ment office?

¢ How do programsreflecton the reciprocal relationships
between institutional goals and the goals of teaching
and learning?
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* How doprograms meet the demands of expansion, cur-
tailment of programs or courses, financial exigencies,
and the like?

* Whatattentionis paid to selection, hiring, and evaluation
of faculty?

* How are trends, new practices, new discoveries, and
new programs integrated into the information and
knowledge of existing faculty?

* Towhatextentis the faculty development program in-
volved in celebrating teaching effectiveness, in provi-
ding for master teachers as teachers of teachers, in cele-
bration of good teaching, and in meritand otherrewards
for teachers?

TIME USE INFORMATION

Faculty reported that they spent an average of 16.7 hours
weekly in the classroom. In terms of preparation time, each faculty
member spent another 15 hours per week. Faculty held 10 office
hours per week and reported another 6.1 hours per week spent with
students. In all, faculty members spent an average of almost 48
hours per week in the classroom and with their students. In these
data too, signposts of exemplary teaching are revealed: award-
winning instructors spend more time with their students, and they
appear to spend more time on their job. Valek’s (1988) study found
that students” single most reported and observed behavior of their
instructors was the availability of their instructors outside of class
time to help them when they were experiencing difficulties; next
they ranked clear explanation; and then they valued “providing
additional help.” Interestingly, it was “the instructor is available out
of class when needed” factor that most caught the attention of
instructors’ supervisors in the Valek study (1988, p.110). Providing
time and experience to students in the community college is a critical
factor in eliminating, or at least limiting, frustrating barriers to
learning success. This concept figures prominently in the discussion
of the teaching-learning path-goal framework in Chapter 5.
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STUDENT CHARACTERISTICS

We have a profile of the students whio participated in the
study. Weasked the award-winning instructorsto randomly choose
five to seven students from their classes to evaluate them; the
students returned their questionnaires directly to us. The
questionnaire asked the students to rate their instructor’s
motivational, cognitive, and interpersonal skills; to describe their
instructor according to a set of adjectives we provided; and to write
aboutasituationin whichtheirinstructor wassuccessful in motivating
them to learn. We also asked students about their personal
characteristics—including gender, age, and ethnicity. They provided
information about the number of semesters in college and the
reasons they were taking the course.

Gender, Age, and Ethnicity. Sixty-three percent of the
students participating in our research were female and 37 percent
were male. Their average age was 28. Of the students, 77.5 percent
were Anglo, 7 percent Hispanic, & percent Black, and 7.5 percent
Asian. Almost one-fourth of the students who responded (and
indicated their ethnicity) were members of ethnic minorities. (El-
Khawas, 1588, reminds us that less than 21 percent of the cc mmunity
college students are reported by their colleges as members of ethnic
minorities: Hispanics, 6 percent; American Indian, less than 1
percent; Asian, 3.5 percent; and Black, 10 percent). Student
characteristics in our study are provided in Figures 4.8 and 4.9.

Figure 4.8:

Student Characteristics - Gender
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male

62.700~
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Figure 4.9:

Student Characteristics - Ethnicity
7.5%

8%

7% k

. Anglo
. Hispanic
KN Black
77.5% [ asian

Course Information. Students on average reported that
they had been in college between four and five semesters and that
they were enrolled in their present course primarily because they
wanted to complete a degree orimprove their present skills. Almost
half of the students indicated that they would transfer to another
college or university, and about one-fourth of them were enrolled in
the course in order to get a new job. Although the question was
worded negatively, “Thaveno specific education algoalat this time,”
students clearly denied the concept—Iless than 5 percent of the
students did not have specific educational goals, and the indication
was that the vast majority had them. Those goals and students’
perceptions of their instructors will be discussed in Chapter 5.

CONCLUSION

The award-winning instructors were mature and highly
educated; their long teaching experience was primarily in community
colleges and fccused on the development of their students. They
reported extremely low student attrition rates, forcing our attention
on researchabout attritionand retention that examines both student
and institutional characteristics responsible forthe abnormally high
attrition rates among community college students. It appears that
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the experiences and practices of exemplary instructors are found to
be a critical factor in student retention.

Assessment, advisement, and placement are institutional
practices that, for the most part, are in place in those colleges where
award-winning instructors teach. And although three out of five
colleges report attendance policies for students, nearly all the
instructors further emphasized the importance of attendance in
their classes. According to Roueche and Baker (1986), the single
factor that related highly to student success in the public school and
that emerged again and again was the issue of attendance.

We found that although most colleges had a faculty
development office, that office did not focus on the development of
thecollege faculty oreven on faculty evaluation. Solection, promotion,
and merit rewards for faculty were the more likely reasons for a
faculty development office to exist than for training or “development”
of faculty. The celebration of good teaching and the
institutionalization of faculty awards for excellence in teaching also
appeared to be the exception rather than the rule at community
colleges.

Exemplary teachers spent almost 50 hours a week on the job,
and much of that time was spent in office hours and in additional
hours per week for meeting students and providing “extra” help.
Clearly, the instructors in this study were focused on meeting
student needs and on performance that exceeded the usual time
facuity spend attending to college business.

Female students outnumbered the male students in our
study almost two to ore, and about one-fifth of the students we
studied were members of ethnic minority groups. We found thatthe
majority of the students were interested in completing their degrees,
in improving their skills, and in transferring to another college. They
all appeared to have educational goals. With that finding, we turn
to the concept of the teaching-learning path-goal framework, which
reports the views of both faculty and students.



Chapter 5

Award-Winning Instructors:
Seeking the Path to the Goal

A Framework for Teaching and Learning
Explaining the Teaching-Learning Path-Goal Framework
Engaging the Desire to Learn
Increasing Opportunities for Success
Offering Guidance and Direction
Empowering Students
Eliminating Obstacles
Motivating for Increased Satisfaction
Award-Winning Instructors and the Teaching-Learning
Path-Goal Framework
Successful Behaviors
Unsuccessful Behaviors
Philosophy of Teaching
Conclusion

A comparison of results achieved
to goals intended determines
our effectiveness.
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s we exam'ned the critical incidents the award-winning

instructors reported, we began to see patterns emerge that

engaged the teacher and the student in a commnn pursuit.
We learned that the interdependent relationship between teacher
and student concentrates initially on finding mutual paths to attain
the educational goals that best suit both of their needs. Althoughwe
expect that by their training, teachers have the necessary abilities
and professionalism to perform their jobs, we also know, by
experience that students may or may notbring sufficient skills to the
college environment to fully partake in shared learning experiences.
We note that community college education must be understood
within a particular framework that celebrates the uniqueness of the
history and experiences of the community college. The following
concepts have guided our history and experiences as a unique
institution of higher education:

e the college environment is one that upholds the stan-
dards and expectations of higher education;

 thecommunity college’s missionemphasizes providing
educational opportunity through the open door;

e the community college recognizes student diversity,
both culturally and educationally; and

» the community college’s central focus is as a teaching
institution.

91
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With these concepts in mind, we took the next step in our
research: we developed a framework for examining the behaviors
and competencies of exemplary teachers along thelines of ateaching-
learning path-goal model. We begin with the premise of two actors,
the teacher and the student, who cometo the classroom with varying
and different goals and needs. The driving dynamic in this situation
became the ability of the instructor to motivate and influence the
student to accept, to find satisfaction with, and to demonstrate by
performance, a common path toward educational success. Defining
the terms “teaching-learning path-goal” is critical: The teaching-
learning concept refers to the relationship between teachers and
students in the learning experience; the concept of the path implies
both direction and a dynamic, bringing to mind the journey that
individuals must take to achieve their potential; and finally, the term
goal is intrinsically tied to the concept of path—the path points the
way to the goal, and the goal is the achievement of educational
objectives. Inthe graphic demonstration below, goals are illustrated
as separate and individual; then, as they are dynamically challenged
by the motivating and influencing abilities of the teacher as leader,
a single, unified path of common educational goals emerges: this is
the path-to-goal concept.

Figure 5.1 - Achieving a Path Towards the Goal

Teacher Goal
Motivation
Common Goal
Educational Success
Influence
Student Goal

Cillett-Karam, 1990
A FRAMEWORK FOR TEACHING AND LEARNING

Recognizing thatteachers functionasleadersintheclassroom
allows us to apply the theoretical framework that House (1971)
prop sed in his motivational theory of leadership. This application
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allows us to predict and understand how leader (teacher) behavior
influences follower (student) motivation. Theimplication forteachers
as leaders is that students are motivated by teacher behavior to the
extent that this behaviorinfluences goal pathsand goal attractiveness.

Two general propositions of path-goal theory (House and
Mitchell, 1974) help explain teacher-as-leader behavior and its
implications for the motivation of students. First, teacher behavior
is acceptable and satisfying to students to the extent that students see
teacher behavior as either an immediate source of satisfaction or as
instrumental to future satisfaction. Second, leader behavior will be
motivational (increase effort) to the extent that such behavior makes
satisfaction of student needs contingent on effective performance
and that such behavior complements the environment of students
by providing thecoaching, guidance, support,and rewards necessary
for effective performance.

These two propositions suggest that the leader’s strategic
functions are to enhance students’ motivationto perform, satisfaction
withthejob,and acceptance of theteacheras leader. Morespecifically,
House and Mitchell (1974) formulated six positions for leader
behavior that strategically increase their likelihood of follower
satisfaction and success. We have adapted these ideas to form a
teaching-learning path-goal framework; they include the following:

* recognizing and engaging students’ desire to learn;

* increasing the opportunities for quality educational
performance and success in college;

* offering positive guidance and direction toward goals
through coaching;

* working to eliminate or atleast reduce obstacles to
learning;

* motivating students toward increased satisfaction for
and development of leaming skills; and

* helping to clarify learning goals and empowering stu-
dents to achieve active learning contingent on effective
performance.

This framework provides thebasis of the coding methodology
we employed to examine the incidents award-winning instructors
reported. Research (Easton, 1984; Guskey and Easton, 1983; Hirst
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and Bailey, 1983; Roueche and Baker, 1987; Schneider, Klemp, and
Kastendiek, 1981; Valek, 1988) supports the notion that especially
effective teachers’ performance and behavior mirror the strategic
functions suggested by the path-goal theory of leadership (House
and Mitchell, 1974); moreover, from our examination of the research
and teacher behaviors, we developed the teaching-learning path-
goal concept asa framework to explain exemplary teaching behavior.
Then, by taking the concept one step further and adding the ideas of
Burns (1978), we postulated that leadership behaviors are primarily
teaching behaviors, since the obligation of the effective leader,
through teaching, is to make, produce, and develop the follower into
the leader.

Teachers will probably always take into consideration the
needs, readiness, aptitude, capabilities, and desires of their students;
this is an environmental “given” in the teaching-learning milieu.
Burns (1978), Bass (1985), and McClelland (1978) would argue that
the relations“ip of the leader to the follower, or the teacher to the
student, is dependent on the behaviors and attributes of the leader
and the responses of the follower. For example, although each new
semester begins with heightened awareness of course requirements,
expectations of the college environment, goals and aspirations for
successful teaching, and desires to succeed on the student’s part, it
is the particular coordination of those diverse elements into a
defined structure that makes teaching the heart of the college
experience. We contend, given the scope of demands from either
external or internal actors, that none of this coordination need be
mysterious or impossible to manage. ‘

Rather, webelieve thatthe exemplary practicesand behaviors
of teachers as leaders in the classroom constantly give definition to
and challenge thedynamics of theclassroomand teaching. Exemplary
teachers do not expect or want static states in their classrooms; they
are teachers who understand contingencies and the dynamics of
change. They are situational teachers who respond to demands in
the environment, in their classes, in the individual student, and in
their courses. Teachers as leaders have high tolerance for change as
they influenceand motivate students to realize their potential. They
exhibit characteristics that tie their students to them by mutual
aspirations and student goals. More importantly, students find that
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they can transcend their immediate problems and needs, because
they bring comniitment to their exceptional teacher, because they
identify with the vision and dream of their teacher, because their
teacher heightens their imagination and gives them new insights,
and because they become more productive and increase their ability
to apply what they learn to their lives.

Influence and motivation are, foremost, tools of the effective
teacher as leader. What comes to mind here is the notion of the
sculptor whose talent and genius recognizes the beauty of a finished
form in a solid block of marble. So, too, d~es the teacher recognize
in the classroom the potential for clear thinking and higher levels of
student accomplishment and performance. But to accomplish this
potential, teachers must hone their own skills and tools. These tools
are not the hammer and chisel of the sculptor, but rather the
interpersonal and motivational skills that influence the development
of learners. The demystification of these instructional competencies
by excellent teachers indicates that others may employ these skills.
We know, for example, that motivation enhances learning and
achievement. Wlodkowski (1985) reported that if students are
matched according to ability, opportunity, and conditions toachieve,
the motivated person will surpass the unmotivated person in
performance and outcome. We also know that teacher influence on
students enl.ances student performanceand outcome (Klemp, 1982).

The concept of influence is really not an unusual one—
people spend a great deal of time trying to influence other people,
whether in the classroom, the workplace or in the home. Influence
is especially importart when one person has some responsibility for
the work or effort of another or others. Instructors want learners to
feel positive toward learning and to feel motivated to expend the
effort it takes to accomplish learning. Effective teachers do more
than theorize about what it takes to help students develop a positive
attitude toward learning: they purposely clarify the consequences,
change theconditions, and influence the involvement in the learning
task. The teacher as leader is a pathfinder who recognizes in
students, semester after semester and course by course, the potential
that will lead them to the path of their own understanding through
shared interaction. Their path-goal orientation will be discussed
according to the functions of leadership exhibited by the teacher.
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EXPLAINING THE TEACHING-LEARNING PATH-GOAL
FRAMEWORK

The path-to-goal concept is a tool for examining the
relationship between instructor and student. Teacher behaviors,
guided by motivation and influence, recognize and engage student
desires to learn, offer guidance and direction through coaching, help
clarify learning goal paths, work to limit learning obstacles, increase
opportunities foreducational success,and empowerstudents toward
active learning. These concepts are illuminated from the rich data
derived fromthe award-winning instructors’ narratives of successful
and unsuccessful experiences in which they “motivated students to
learn,” and from reports of their philosophies of teaching. Student
contributions expand the self-reported information of the award-
winning instructors; they evaluated theirinstructors by commenting
on experiences in which their instructors “motivated them to learn.”

Recognizing and Engaging Students’ Desire to Learn.
Teachers can and do recognize and arouse students’ needs for
outcomes over which they have some control, such as students’ need
to successfully master a skill, complete a course, develop self-
confidence, and understand the relationship between their present
task and their future goals. In short, the exemplary instructor both
recognizes and engages students’ desires to learn, is interested in
identifying students’ educational goals in relationship to the
particular course, and is concerned about students’ paths to
educational success. Often the teacher must initially recognize
limitations that prevent students from articulating their goals or
verbalizing their needs in a class. And although assessment and
diagnostic testing may aid in the teacher’s understanding of the
cognitive accomplishments of students, recognizing and arousing
students’ desires to learn is a skill that an excellent teacher employs
todraw fromstudents their own educationalidentity. Thisinstructor
skill or competency is one that purports to accomplish the very core
of the educational experience—it secks to “draw out” from the
student that which is latent or hidden and to initiate the process of
education for the student.

This attribute of the teacher as leader suggests that the
instructor ably aids students in recognizing and clarifying their own
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goals in relation to instructional goals, and that the teacher as leader
is a diagnostician, an enabler, a counselor, and acommunicator. But
perhaps most of all the teacher is an influencer and a motivator, an
individual who tries and succeeds at drawing out students’ attitudes
about learning. By recognizing what students bring into theclassroom
and by tying their attitudes and abilities to the particular course, the
teacher as leader arouses, engages, and satisfies students” needs.
Theteacher, in fact, forms tiesand bonds with students by identifying
students’ personal and instructional needs and, by integrating those
needs into the course. We do not subscribe to the idea that any
knowledge is “given” to the student, but rather we believe that
teacherand learners share in the responsibility of gaining knowledge
and becoming effective in their job performance. These features of
the student-teacher relationship are revealed in the competencies
that instructors report about themselves in relation to the strategic
function of recognizing and engaging students’ desire to learn:

¢ diagnosing studentneedsat the beginningof the course;

» clearly communicating the goaland purposeof instruc-
tion through well-organized course syllabi;

e providinga forum for studentinputto coursegoals, ob-
jectives, personal expectation, and needs; and

* being aware of the total student—including abilities,
course readiness and skill preparation, problems, needs,
individuality, personality, and maturity.

Increasing Opportunities for Quality Educational
Performance and Success. Teacher behavior increases students’
personal pay-offs for workand goal attainment. Exemplary teachers
know the inherent value of aiding students in recognizing and
facilitating their own educational goals. This is the process of
recognizing, redirecting, and changing the focus away from the
external agent who causes learning to occur, and toward the internal
agent, or the student gaining responsibility for his or her own
learning. That students must take responsibility for their own
learning is the subject of a great body of educational research.
Roueche and Mink (1980) maintain that the locus of control, or the
stimulus for learning, may originate externally or internally, and
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that there is a danger of students and learners becoming dependent
on an external source for their own learning. The learner, they
maintain, should be able to relinquish the external motivator and
empioy an internal locus of control over learning and environment
(Roueche, 1982). In another study, Roueche and Mink (1980) four.d
that student achievement directly related to college success in
developing greater responsibility and self-direction: hence, the
concept of “internality.” But in order forthe student to function with
increased internality, the teacher must be the provider of increased
opportunities for sucress. For example, in their examination of
environmental factors that promote or impede student success in
college, Roueche and Mink (1976) found that teacher expectations
figure prominently in overall studentsuccess. Rosenthal and Jacobson
(1968) dubbed this concept the “Pygmalion effect,” in which less-
knowing persons performto thelevel expected ofthem by authorities;
this concept demonstrates the effect of expectations on performance.

Accordir.g to Schneider, Klemp and Kastendiek (1981),
effective teachers are characterized by leading their students to
enhanced self-esteem and to recognizing signs of new perspectives.
Essentially, students come to understand the value of the particular
course they are taking, the value of their education, their individual
responsibility for learning, and the value of lifelong learning. The
instructor attempts to influence student values toward learning as a
function of their own behavior; the teacher as leader in the classroom
helps students realize and clarify their attitudes and beliefs about
their own education and about the value of education in general.
Generally, instructors speak of theircultural values and commitment
to providing quality higher education learning; and specifically,
instructors’ philosophies mirror the mission of the community
college of increasing the opportunities for a greater, more diverse
population of students to obtain a higher education. Theteacher has
an internalized educational philosophy that leads students to fully
understand and value education. In summary, the teacher who
increases student opportunities for quality educational performance
and success does so by:

* operating fromaclearly defined educational philosophy;
* viewing learning as a valuable activity in and of itself;
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relating course content and value to real-life situations;
viewing his/her own role as a facilitator of learning;
expressing high expectations of studeat performance;
helping students leam to learn;

encouraging belief in students’ self-worth;

caring about students;

gaining asense of satisfaction fromstudent zchievement;
allowing students to take responsibility for their own
learning.

. 5 8 5 » % 5

Offering Positive Orientation, Guidance, and Direction
Through Coaching. One of the primary functions of the effective
teacher is to clarify the path-to-goal attainment; most often, this is
demonstrated through clear, concise course structure and
communications of expectations around the course (Easton, 1984;
Roueche and Baker, 1987). It is also demonstrated as a willingness
to take a highly directive role as the facilitator of student learning
(Omaha Boy, 1985; Schneider, Klemp, and Kastendiek, 1981). The
teacher offersa positive learning environment, making the teaching-
learning path-to-goal attainment easier to travel by coaching and
directing; i.e., the teacher coaches, explains assignments, tuiors,
supports students in their efforts, and verbalizes confidence in
students’ abilities. Given their expertise, cognitive abilities,
professionalism, and successful experiences, teachers can make
short work of guiding students toward goal attainment by:

¢ demonstrating well-defined class organization;

* identifying course expectations and communicating
them clearly;

¢ matching needs of students with a structured plan for
growth and improvement;

¢ encouraging students’ efforts through consistent and
appropriate feedback;

* reaffirming through repetition the goals, objectives,
and value of the course and learning; and

* identifying and affirming students’ responsibilities.

Using Effective Performance as an Expectation by Which to
Empower Students. The teacher as leader plays an important role
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in clarifying expectancies, or facilitating the expectations foreffective
student performance. The more the instructor is able to clarify, the
more likely students are able to become active agents in their own
learning—this is the process of empowering students. It is the role
to which teachers as leaders are building from the very onset of their
relation to students: it is the path that transforms the follower into
theleader,and itis best demonstrated through the strategies teachers
employ to help students recognize their possibilities. This is
accomplished by holding studentsaccountablefor their bestlearning
interests and by setting and verbalizing high standards (Roueche
and Baker, 1937; Schneider, Klemp, and Kastendiek, 1981). The
teacher helps students clarify expectations regarding their
performance. The teacher helps students recognize possibilities;
take responsibility for outcomes; realize that success in the course is
dependentondoingthe assigned work, attending class, participating,
and seeking help whenneeded. Cross (1976) explains that instruction
must be tied to increasing students’ responsibility for their own
learning; she maintains that success is achievable if some basic
principles are followed: the leamer must be active rather than
passive; the go~'- of learning must be clearly stated to the learner;
small learniz -ts must be sequential; feedback and evaluation
must be made essential parts of learning and course revision; and
provision must be made for different rates of learning. Theinstructor
empowers the student by:

* setting and upholding standards of behavior;

* being able to model expected behavior;

* reviewingand clarifying studentexpectationsregarding
outcomes and performance leading to outcomes;

* makingstudentsawareof consequences of their actions;

* providing appropriate feedback, both positive and
negative, regarding student performance; and

* accepting and empowering students regarding their
active involvement in the teaching-learning process.

Working to Limit and/or Eliminate Learning Obstacles.

The limitation or reduction of frusirating learning obstacles involve
the teacher as leader’s recognition of individual student needs and
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an effort to understand and accommodate those needs. Effective
teachers select materials that students can read and understand, as
well as acknowledge their students’ frustrations in learning (Hirst
and Bailey, 1983). They tend to adjust course work to accommodate
student needs (Rou he and Baker, 1987), whi.’ may involve the
integration of information about individual students into diagnostic
theories that yield prescriptions for action (Schneider, Klemp, and
Kastendiek, 1981). The teacher reduces barriers by accommodating
student needs for additional assistance, by negotiating learning
activities, and by encouraging the formation of peer-learning
networks. Inshort, the teacher works to eliminate or reduce learning
obstacles by:

* assessing problem situations and individualizing ap-
proaches taken to resolve them;

* listeningtostudents withanopenandacceptingattitude
before responding;

¢ exploring altematives with students for changing un-
acceptable situations;

* developing and/or modifying curriculum to meet stu-
dent needs;

« maintaining supportive interpersonal communication

with students;

being sensitive to student perceptions;

maintaining a supportive classroom atmosphere;

meeting with students outside of the classroom;

providing additional help for students;

encouraging student use of support and resource serv-

ices; and

* using peer and or other tutoring.

Motivating Students to Increased Satisfaction for and
Development of Learning Skills. The teacher-as-leader increases
the opportunities for personal satisfaction contingent on effective
performance. This is accomplished by recognizing the experiences
and successes that students bring into the classroomasadult learners
and through the interpersonal relationships that teachers establish
withstudents. Good teachers recognize theirstudentsas individuals
and acknowledge their own life experiences; they value students as
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adult learners. Teachers must encourage, promote, and shape the
pre-existing skills into the practical learning skills necessary to
accomplisheducational objectives (Weinstein, 1982). The exemplary
instructor accomplishes this by motivating students to reach for
greater, more refined learning skills: rather than merely
understanding factually, students come to understand analytically;
rather than succeeding only in “Business Math,” they find they can
do algebra and caiculus. Motivating students to reach for higher
goals is the moral act of the teacher as leader: the teacher recognizes
student abilities not yet uncovered, encourages enthusiasm for
learning and for moving to higher challenges, and thus changes the
student’s behavior. Consistently, effective teachers aredistinguished
by the strong degree of personal interest in and attention to their
students (Easton, 1984; Guskey anc. Easton, 1983; Hirst and Bailey,
1983; Roueche and Baker, 1987; Schneider, Klemp, and Kastendiek,
1981). Motivating students to increase their satisfaction for and
development of learning skills is accomplished by:

* motivatingstudentstobetotally involvedin the learning
process;

¢ considering students’ adult and experiential learning
and soliciting contributions from studenis;

* capitalizing on students’ experiences by incorporating
them tangibly into classroom teaching;

* promoting trust and respect between student and
teacher, and among students;

* encouraging independent thinking;

* viewing student maturation as a desirable goalof edu-
cation; and

* encouraging risk-taking (see Table 5.2).
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Table 5.2: Teaching-Leading Path-Goal Framework

Theme

Attributes

Recognizes and Engages
Student's Desire to Learmn

Increases Opportuntities for
Quality Educational Performance
and Success

and Direction Through Coaching

Uses Effective Performance as an
Expectation by Which to Empower
Student

Obstacles

Motivates Student to Incr-ased

Learning Skills

Offers Positive Orlentation, Guidance,

Works to Limit or Eliminate Learmning

Satisfaction for and Devek.pment of

Diagnoses student neads

Communicates goal & purpose of instruction
Provides for student input

Aware of total student

Has educational philosophy

Sees learning as valuable activity

Relates course to experiences

Is a facilitator of Jearning

Maintains high expectations from student

Helps student leaming process

Encourages belief in student self-worth

Cares about student

Finds satisfaction in student achlevement
Allows student to take responsibility for learning

Demonstrates well-defined course organijzation
Identifies and communicates expectations
Maiches student needs with plan
student effort with feedback
goals and objectives of course and learning
Identifies and affirms student responsibilities

Sets and upholds standards of behavior

Models expected behavior

Clariffes expectations and performance for outcomes
Teaches student consequences of actions

Provides appropriate feedback

Accepts and empowers student

Assesses and resolves problems individually
Listens with open, receptive atiitude

Explores alternatives for change

Develops and modifies curriculum to meet needs
Maintains supportive communication

Sensitive to student

Maintains supportive classroom environment
Meets with student cutside of dassroom
Provides extra help

Encourages use of support and resource services
Uses peer and other tutoring

Motivates student toward greater involvement
Considers student to be adult

Capitalizes on student experience

Promotes trust and

Encourages independent thinking

Encourages maturation as a goal of education
Encourages risk-taking

Baker, Roueche, and Giliett-Karam. 1990
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AWARD-WINNING INSTRUCTORS AND THE TEACHING-
LEARNING PATH-GOAL FRAMEWORK

The faculty who chose to participate in the study responded
to questions asking themto discuss bothsuccessful and unsuccessful
teaching experiences. We also asked theaward-winning instructors
to discuss their philosophy of teaching. Qur respondents wrote rich
scenarios of their experiences and philosophies.

Successful motivating experiences: in a discussion about a
class in developmental studies, Ruth Hatcher (Washtenaw
Community College, Ann Arbor, Michigan) talked about the
chailenges of teaching adult learners:

More important than learning skills to basic adult learners are
(1) asense of comfort and confidence and (2) a sense that English
is not just a ‘classroom subject,” but a way of evaluating all of
their experiences. Our classroom becamea place where it was safe
tomake mistakes, safeto ask questions, and safe to speak up. Iwas
challenged to make writing real. A lesson planned to define
denotation and connotation became a linguistic analysis of
different words for different drugs, which became a paper
assignment describing effects of different addictive drugs. Oran
assignment based on the essay ‘Why I Wanf a Wife’ became an
assignment on ‘Why I Don't Wanta Husband.” It was only after
the class had reached the ‘comfort zone' and was allowed to
explore their lives” problems in their writing, that I could begin
to mention subject-verb agreement. And when I did mention
subject-verb agreement it was easily accepted. Although the
effects of the use of the comfort zone or the sense of family in the
classroom are not always quantifiable, their relevance is always
demonstrable in the success of my students.

Unsuccessful experiences: Jerry Long (v "harton County
Junior College, Wharton, Texas) is a speech and Engl. :n teacher who
has had many successful experiences with students, but neremembers
one unsuccessful experience with a student:

I learned, perhaps too abruptly, that teachers must be ever
listening for the cry out of personal anguish from students. One
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of my students used his arrogance and ego statements fo conceal
his goals from us and perhaps even from himself. Later, ]
discovered that he had a set of standards of excellence he liad set
for himself, and when he realized he was not achieving them and
that he was not getting any help from me, he decided to quit
trying. Had I recognized that his arrogance was only a coner-up
for his far-reaching goals—had 1 listened more carefully—I
might have helped him. 1didn’t and I am sorry for it.

Philosophy of teaching: in the description by Opal Conley
(Ashland Community College, Ashland, Kentucky) we are treated
to adescription of her commitment not only to teaching and students
but also to the values of egalitarianism in the community college.
She says:

To me, education is a human and a humanizing endeavor. The
best and the brightest, 1 aim to challenge; but I do not neglect the
underachievers, for I recognize that they need me the most. I do
not think of myselfas a teacher, but as a learner with thestudents.
Students need reason to learn; they need to know why they must
pore over materials that are difficult fo understand. By making
information relevant to their experiences and to their proposed
careers, many students develop an insatiable appetite that makes
every moment I spend in the classroom a challenge and a
pleasure. My door isalways open, and I have found no betterway
fo utilize my time than devoting if to students; they are not
hesitant in seeking assistance—for that I am grateful.

Using these descriptions and coding them according to the
major themes and attributes of the teaching-learning path-goal
model (Table5.2), we learned about the characteristics of exemplary
instructors as they employ their award-winning behaviors. We
found critical characteristics affecting all the behaviors of instructors
who participated in our research. These characteristics were the
overarching themes of exemplary teachers (the factors that were
demonstrated consistently and covariantly in our analyses, whether
we employed the Statistical Packages for the Social Sciences [SPSS]
or factor analyses). They included the following concepts about the
award-winning teachers:
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*» theirdedication to the principles of the community col-
lege mission of providing opportunities for student
success, regardless of the level of readiness or special
needs of nontraditional college students;

e their belief that good teaching and good teachers do
make a difference to student success, and their demon-

strated willingness to do whatever was necessary to
accomplish this; and

» theircreativity factorin whichmotivation and influence
were employed as the essential dynamic used to facil-
itate learning, regardless of the situation or contin-

gency.

Successful Behaviors. The principal finding from the self-
reported descriptions of the award-winning instructors was their
commitment to teaching and to students. A six-part emerging
pattern characterized instructors’ successful motivational behaviors:
first, faculty provided a clear goal direction and matched their
curriculum to course and content goals:

She carefully breaks down what needs to be mastered into
organized units that are clear, concise, and sequential so that the
students can reach the required standards. She creates a caring
climate in the classroom that is non-threatening to the student’s
relationship with the teacher and with other students (President
Jess Parrish talks about Shea Lynn Nabi, Midland College,
Midland, Texas).

She makes clear the operating rules of her class in a syllabus and
through discussionaf the start of each quarter (President Nolen
M. Ellison explains Margaret W. Taylor’s clear standards
for student direction,Cuyahoga Community College,
Cleveland, Ohio).

Second, instructors tended to be highly directive early on, providing
guidance and appropriate coaching in a very positive manner:

Mr. Chinen has the ability to build a positive self-concept
in his students. He has a special rapport with his students
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and makes fhem use their potential to the fullest. He allows
students fo make mistakes, to learn to correct mistakes, and fo
learn from that experience (President John Morton, Kapiolani
Community College, Honolulu, Hawaii,emphasizes Robert
S. Chinen's positive reinforcement of students’ needs).

Third, instructors were well aware of individual student’s needs
and accommodated the individual differences among their students:

Charlie is a true role model for educators. He makes every effort
fo individualize the teaching/learning process. Heis an educator
who supports unique assistance for every student. He hasavery
inquisitive mind and has always been involved in projects that
enable us to better understand the teachingflearning process
(President David Ponitz talks about Charles Williams,
Sinclair Community College, Dayton, Ohio).

Fourth, award winning instructors were focused on providing
regular and helpful feedback for their students:

Mr. Churchill gives students the tools to learn for themselves and
nurtures student growth through setting up circumstances in
which students can experience success. He is an active listener
who communicates to students that what they think is valuable
and worthwhile. Heprovides effective feedback, oral and written,
and structures his materials so that there is a variety of ways in
whicha student’s success can be measured (President David A.
Vardy explains Edgar Churchill’s helpfulness to students,
Newfoundland and Labrador Institute of Fisheries and
Marine Technology, St. John's, Newfoundland).

Fifth, faculty reported that they held high expectations for their
students, but they did not relinquish their caring attitude and/or
their concern for their students:

The keys fo her teaching success in mathematics are her high
standards and her commitment to student achievement., She
relieves their mathematics anxiety by her supportive, positive
approach to learning that clearly defines achievable expectations
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(President Robert W. Ramsey talks about the classroom
standards set by Edith Goodman, Camden County College,
Blackwood, New Jersey).

Finally, faculty were willing to relinquish their own control over the
classroom environment and their students and could empower their
students toward active learning and a sense of responsibility for
learning to learn:

Because she is a true teacher, she has the ability to implement
innovative designs and, more importantly, motivate students to
ongoing success (President Larry D. Carter sees Cynthia
Barnesasa teacher who allowsstudents to take theinitiative
for their own learning, Community College of Aurora,
Aurora, [llinois).

Betsy Klinokosum exemplifies a strong commitment to keep
current with the demands of a rapidly changing world. She
encourages students’ initiatives and independence. Her success
is manifested in student achievement (President David E.
Daniel discusses Betsy Klinkosum’s ability to empower
students, Wilkes Community College, Wilkesboro, North
Carolina).

Perhaps none of these findings would have been considered
so significant if award-winning instructors’ students and college
presidents had not corroborated their instructors’ behaviors. We
asked students to evaluate their instructors, by rating how they felt
about their instructor, by responding to a series of adjectives they
would use to describe their instructors, and by writing a critical
incidentin which they described theirinstructors’ abilities to motivate
them. On the whole, instructor responses were confirmed by
students’ evaluations. Students’ successful motivating incidents
were coded similarly to those of their instructors and revealed a
pattern parallel to that of their instructors’ self reports. Students
used the same pattern of path-to-goal behaviors as did their
instructors, and they gave similar weights to their instructors’
behaviors with one exception—they were somewt it less confident
in expressing their own ability to take over the responsibility for
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learning. (However, students were doing the evaluations early in
the semester and were still pursuing their paths to independence.)

Students and faculty both aggregated the themes of the
teaching-learning path-goal framework: engaging students’ desire
to learn and offering guidance and direction; increasing motivation
and satisfaction and working to limit learning obstacles; and
increasing opportunities for educational success and empowering
students toward self-directed learning. Students’ principal concept
was their focus on their instructors’ teaching abilities—this concept
was much more important to them than the course they were taking
or the value of the content. Students spoke about their instructors by
using such terms as helpful, motivating, positive, committed,
interesting, dependable, humorous, confident, enthusiastic,
competent, energetic, and intelligent. They also indicated that their
instructors listened to them, that they considered them leaders, and
that they were successful and creative teachers. Students rated the
importance of feedback; they were highly interested in helpful and
informative feedback and, in fact, valued this more than their
instructor’s recognition of their individual differences or needs.
Like their instructors, students placed emphasis on the importance
of their instructor’s concern for them and the relationship between
this concern and their own ability to increase their self-worth and
self-esteem. And although students knew their instructors held high
expectations for them, they expressed some reluctance to operate on
their own and to take over responsibility for their own learning. In
Table 5.3, faculty and student reports of teaching behaviors are
compared. The numbers represent the percentages of faculty and
students who reported the particular behavior.

Table 5.3: Concurrence Among Instructors and Students

Award-Winning Instructors and Students’ Concurrence: Path-Goal Framework
Instructors 95.0 %.5 2.8 2.0 0.9 0.4
Students 00.7 3.4 88.2 %0.4 84.6 69.5

N (2 @3) L) ) ()

(1) engages desire to learn (2) offers guidance and direction (3) motivates leaming
(4) limits leaming obstacles (5) Increases successful opportunities  (6) empowers students
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Although we were somewhat surprised at the difference
between faculty perception of the level of readiness for student
independence and the students’ perceptions that they were ready to
take responsibility for their own learning, we were able to use this
discrepancy to predict the teacher archetype to be applied in the
teaching life cycle (explained in Chapter 7).

Unsuccessful Behavior. Faculty reported a different pattern
of behaviors when they discussed their unsuccessful experiences
with motivating students to learn. While successful instructor
behavior concentrated on understanding students’ desireto learn or
on offering diagnoses and direction, unsuccessful behavior patterns
demonstrated instructor need to reduce fr ‘strating barriers and to
intensify exploration foralternatives for change. Only after they had
a grasp on the obstacles that hindered the teaching-learning goal
path did instructors become highly directive, use their coaching,
and personally recommit themselves to their students’ successes.
They attended to individual student needs and recommunicated the
goal and purpose of instruction. They saw the importance of
modelling expected behaviorand teaching students the consequences
oftheiractions beforethey allowed thern independence; they solicited
their students’ contributions and resources.

In reporting the situations in which they were unsuccessful
in motivating their students to learn, instructors were aware of their
own inability to eliminate or reduce learning barriers that stand in
the way of successful student performance. Although they reported
feeling less able to motivate their students, they described stronger
affiliation with their students as they were able to relate to and
empathize with their feelings of frustration. Faculty emphasized the
importance of immediately assessing problemsituations that reward
students, encouraging their perceptions of their self-worth, affirming
their capabilities, and then working diligently to develop and
communicate new goals to meet the demands of the new situation.

By comparing reports of successful and unsuccessful
motivation, one cannot fail to note the importance of contingency-
based behavior. Given the theoretical basis of our teaching-learning
path-goal framework, we found that the patterns of behavior were
adaptable and dependent on contingency situations. And although
we theoretically knew to expect leader behavior to be contingency-
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based, we were encouraged to find that our analyses of self-reported
and student-reported data—based on actual experiences—confirmed
the theory. Compatibility of goals and working toward mutual
achievement of goals categorized the pattern of successful behaviors;
recognition that problems existed and immediate attention to
solutions were the guiding behaviors of teachers as they reported
unsuccessful experiencas. The final phase of our inquiry into
teaching behaviors pitted teachers’ philosophical premises of teaching
against their actual experiences and teaching practices. We assumed
that by asking teachers to give us their philosophy of teaching we
would find what teachers believe their behaviors should be.
Philosophy of Teaching. Not surprisingly, the exceptional
teachers demonstrated a parallel relationship between their
philosophies of teaching and their ability to motivate students to
lesrn. Their educational philosophy was demonstrated in their
performanceintheclassroom. Award-winninginstructors’ aptitude
for teaching involves the integration of their philosophy with the
actual practice of their teaching. We found no variance between
these two aspects or strengths of reported behaviors. They
demonstrate and communicate well-defined course organization,
diagnose and plan for students’ needs within their course
development, and are initially directive and positive in their
approaches with students. They areaccommodating and supportive
of their students, providing them with extra help and time and
urging them to succeed on their own. They pay particular attention
to the college environment, “inspect what they expect” from their
students (and have high expectations of their students), and
demonstrate care and concern for the dignity of the individual
student. In Figure 5.4 the award-winning instructors’ strengths, or
response rate, for the six teaching-learning path-goal concepts are
illustrated. The terms defined as factors 1 through 6 respond to the
six major themes of the teaching-learning path-goal framework: (1)
recognizes and engages students’ desire to learn; (2) increases
opportunities for educational performance and success; (3) offers
positive orientation, guidance, and direction; (4) uses effective
performance as an expectation to empower students; (5) works to
limit or eliminate learning obstacles; and (6) motivates students to
increased satisfaction for and development of learning skills.

7

[

/.
A



112/TEACHING AS LEADING

Figure 5.4: AWI Population and Teaching-Leaming
Path-Goal Means

—Successful ~=Unsuccessful ===Philosophy »e Students

80%
70%
60%

L
50% “a P e Ve’ . N
40% ‘e®

30% #aétb(i'_{kt;a&tﬁowryz-‘?actor 3| Factor 4 | Factor 5| Factor 6

Successful 71% 61% 78% 57% 67% 69%

Unsuccessful 57% 46% 81% 50% 65% 42%

Philosophy 68% 82% 70% 55% 56% 62%
Students 569 53% 64% 39% 53% 55%
CONCLUSION

In general, award-winning faculty excel inallowing students
input into their courses and their teaching; in their dedication to their
role in encouraging students to take responsibility for their own

: learning; in their ability to match needs to plans, course content, and
curriculum; in their insistence on regular and consistent feedback to
students; in their ability to motivet< students; and in their ability to
personalize outcomes and to encourage independence.

By positing a teaching-learning framework that is linked to
path-goal theory, instruction becomes focused on the skills and
competencies of successful and exemplary instructorsas they perform
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in the classroom. The mystery and guesswork of the classroom
experience are eliminated when faculty see the teaching-learning
path-goal framework as a basis for course and class planning.

The competencies of award-winning instructors may be
employed by any teacher. Both experientially and behaviorally,
award-winning instructors have identified theirskillsand leadership
abilities in the classroom. Their special leadership emphases are on
motivation, influence, and student orientation. They areinstrumental
in recognizing student desire and willingness to learn, in increasing
student opportunities for successful educational performance, in
motivating students to heighten their academic skills, in offering
positive guidance and teaching direction, in working to eliminate or
limit learning obstacles, and in using high expectations as the key to
empowering students to take responsibility for their own active
learning.

Thus, one of the major i« _es of the instructor becomes the act
of linking the attributes and competencies of motivation, leadership,
and path-goal theory. Now it is important to tie these concepts to
experiential learning theory and its implications for teaching styles
or archetypes. From the work of Lewin, Piaget, and Jung, Kolb
(1984) introduced his learning styles inventory, which demonstrates
the effects of experiences and experiential learning on the adult
learner’s dominant learning style. By integrating this idea with the
life cycle theory of Hersey and Blanchard (1982), the Teaching as
Leading Inventory was developed to reveal the dominant teaching
styles of the award-winning instructors of our study. In the
subsequent five chapters, these teaching styles will be discussed.

5
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Chapter 6

Introducing the Teaching as Leading Inventory*

Experiential Learning
The Lewinian Model
Kolb’s Learning Styles Inventory
Teaching as Leading
Teaching as Leading Inventory and the Award-Winning Instructors
Findings: Teaching as Leading Inventory
Reporting the TALI Demographics
The 'Teaching-Leading Path-Goal Framework:
TALI Population

Summary

There can be no excellence in teaching
if teachers
do not bring to bear
what taey biow and what they cherish.

Kerr, 1981

¢ Joe Barwick, a member of the 1989 Commumity College Leaciership Program, Univer-
sity of Texss, and Department Head of English at Central Iedmont Community
College, North Carolina, provided background research for the Teaching as Leading
Inventory.
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Ithough experiential learning has been advocated in modern

times by educational philosophers frora John Dewey to

Malcolm Knowles, it is not a recent phenomenon. I« fact, the
earliest advocates are among the most famous. Socrates believed
that to educate was “to draw from within.” Education meant to
draw out something hidden, latent, or reserved. It implied the
bringing ou’ of potential. According to Plato, the image of education
was “the turning of the eye of the soul outwards toward the light”
(Peters, 1965). Education was the vehicle fordeveloping the potential
for wisdom and leadership; thus, the good teacher led the student to
his or her own understanding. In the Symposium, for example, we are
presented with an exemplary teacher, Socrates, who struggles to
move hisstudents tochoosetoaspireand liveaccording to principles,
to create order in their experiences, and to understand the meaning
of concepts and forms.

Rousseau recalled Socrates’s concept of how teaching and
knowledge are to be understood. Knowledge could not be imparted
mechanically from without, but required the student’s active
participation. This model of teaching views knowledge as insight,
whichmust be stimulated by a teacher and what a teacher does in his
or her encounters with a student. Knowledge is viewed as a process
of recollection, stimulated by a desire to recover some hidien
insight, and requiring an active effort on the part of the student to
remember. Rousseau’s contribution to our understanding of the
student came in the form of the character Emile, who became a
prototype of the learner who was allowed to grow according to his

117



118/ TEACHING AS LEADING

own nature, finding his own insight and readiness.

John Locke, another Enlightenment philosopher, asserted
that ideas were derived from sensations and from actual experiences
and that they were not innate. Locke postulated that the mind was
a tabula rasa, a blank tablet on which experiences could write. He
believed that the mind could be “a little mended” by the good
teacher who could focus on developing a sound mind in a sound
body and, later, on knowledge of the world. This view presents the
student who is malleable and receptive, whose mind is self-enclosed
but open to, and changed by, outside experiences. Locke’s empirical
view is the source of experiential and interactive approaches to
teaching and leamning.

And in our own time, Dewey pointed to the need for learners
to find interconnections and continuity of experience. The
responsibility of the educator, then, was to be aware of the shaping
of experience by environmental conditions and to select concrete
experiences that weremostconduciveto growth. Teachers,according
to Dewey, should know how to use both physical and social
surroundings to contribute and build worthwhile experiences.

William James’s educational philosophy contributed the
concept of pragmatism. Teachers were warned that they could not
“justifiably put things before learners to learn”; they had to try to
offer ideas and objects attached to students’ interests, with the
expectation that interest or a sense of connection would arouse
learners to exert the effort required to learn. James encouraged the
teacher to attend to the student’s “free will” and the student’s
capacity tochoose. For James, the ultimate test of ideas and meaning
came from freely initiated action and in a life freely lived.

Each of these philosophers contributes to our knowledge of
the meaning of education, and each emphasizes the need to provoke
students to overcome self-interests, to achieve some agreement
about their goals, and to transcend the narrowness of their lives. To
quote Kant, itisnecessary to educate in order to empowerindividuals
to use their rational capacities and thus to transcend physical
stimulation and causation. The art of the educator lies in allowing
the mind to freely choose good aims and goals. This is accomplished
atdifferentstages of growthand readiness; hence, Kant saw education
asa continuous process, always reaching toward theachievement of
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freedom (Greene, 1986).

Finally, Martin (1982) reminds us of Dewey’s warning of the
dangers of separating reason from emotion, thought from action,
and education from life. She calls for a liberal view of education that
focuses on the development of the person, not simply the
development of the mind. Her warning draws attention to the
tension between the cognitivists and those with an experiential, or
action-oriented, view. This tension is exacerbated by the belief that
ne philosophy of teaching can be developed that does not take the
institution and social contexts into account.

Greene (1986) explains “not only are there problems of
schools existing in a nation still ridden by inequities and deprivation,
there are problems resulting from the erosion of the public, the
growth of privatism, and the felt lack of community” (p. 492). For
those who take this position, it is not enough to concentrate on rules
and norms; attention must be paid to history, consciousness, and
change. Educators must concern themselves with empowering
students to make sense of, to conceptualize, to develop perspectives
upon, and perhaps to transform their actually lived worlds (Martin,
1982). Teaching exists inthe light of its consequences for experience,
for conduct, and for actual practice in the world. Good teachers must
know something about what they are teaching (or trying to let others
learn), must care about what is worthwhile about their teaching, and
must be concerned about their students learning what they are
trying to teach (Greene, 1986, p.479).

What weknow abouteducation after morethan twomillennia,
then, is so simple that it is axiomatic: at the heart of learning is the
learner. Or more pointedly, the most powerful learning takes place
when the learning environment—controlled primarily by the
teacher—recognizes and accommodates the learner's gestalt of
experiences, needs, abilities, goals, and pre-existing value for what
is to be learned. However, lest the reader be affected by the
simplicity of our axiom, we should point out that American business
isjust now recognizing thesame interdependent relationship between
success and worker satisfaction. In other words, at the heart of work
is the worker. Leaders in the workplace, therefore, now realize that
to fulfill the goals of the organization, they must take into account the
goals of the workers and somehow bring the two sets of goals into
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compatibility. Workers do better work when they have some
expectation that theirefforts will lead to personal satisfaction (Vroom,
1976). Likewise, leaders need to help workers clarify their own
needs in terms of the desired organizational outcomes and help
ensure their success in attaining them (House and Mitchell, 1974).
And through the whole process, leaders constantly appraise the
worker’s motivational and ability levels in order to provide the kind
of leadership appropriate for the worker to be successful (Hersey
and Blanchard, 1982).

Putting the learner at the center of the learning, or the worker
at the center of the work, then, is not nearly sc simple as it seems.
However, to approach it scientifically, we need to recognize that
there are two general areas of study: (1) how students learn through
experience to increase personal satisfaction; (2) how teachers “lead”
students through experiential learning to accomplish the educational
goals at a higher level of personal satisfaction.

EXPERIENTIAL LEARNING

The Lewinian Model. Adults come to a learning situation
with a vast storehcuse of prior effective and cognitive experiences
from which to draw (Cross, 1981, Houle, 1984; Knowles, 1973;
Tough, 1977). But these experiences are not merely recorded in a
mental catalog; they have shaped the learner into the person he or
she is (Chickering, 1977; Erikson,1959; Jung, 1977; Piaget, 1971;
Rogers, 1961). Consequently, not to acknowledge the worth of
experience in the learning situation to which the learner has
committed is todeny anintegral partof the learner’s “self.” However,
to recognize the worth of that experience in forming the learner is
also to recognize the worth of experience as a change vehicie in the
overall learning process. The teacher who would lead learners to
higher achievement of educational goals, therefore, must present
those goals in such a way that the learner feels his or her prior
experience will have a positive impact on performance. But in
addition, the leading teacher must provide new experiences the
‘earner needs to ensure that learner effort results in performance.

In order to benefit from experiential learning, a person must
have the opportunity to have concrete experiences, be able to reflect
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uponthose experiences, be capable of formulating abstract “theories”
that account for those reflections, and be able to apply and evaluate
the theories in similar experiences (Kolb, 1984; Lewin, 1951). Lewin
saw this process as a cycle. (See Figure 6.1.)

Figure 6.1: Lewin’s Experiential Learning Model

Testing implications of Observations
concepts in new situations and reflections

\ Formation of abstract concepts /

and generalizations

Reproduced by permission, Kolb, 1984

Others, most notably Dewey and Piaget, developed similar
models, but their models focused more on how an individual
develops over an extended period of time. The importance of the
Lewinian model is that it focuses on more immediate aims of
learning—that is, to go from concrete experience, through a process
of abstracting the experience, to the end result of being able to use the
new knowledge. Lewin’s Experiential Learning Model is also
helpful becauseitillustrates that experiential learning is only effective
when the teacher leads the learner through the complete process.

Kolb took Lewin’s model a step further and researched the
relationship between the poles of the cycle. Jung's conceptual
classification of personality types existing along bipolar dimensions
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was used as the foundation for Kolb’s thinking. What he found was
that the poles—i.e., concrete experience vs. abstract conceptualization
and reflective observation vs. active experimentation—were in
conflict with each other; in other words, there was a dialectic
relationship. Consequently, the more a person is oriented toward
concrete experiences, the less likely he or she is to form abstract
conceptualizations of experience, and vice versa. Likewise, the
morea person is predisposed to reflective observation, the less likely
the person is to engage in the external activities associated by
experimentation. Although experiential learning is a four-stage
process, learners appear to have a dominance for the cognitive skills
atonestage more thananother. Out of this research, Kolb developed
his well-known Learning Styles Inventory, which, for purposes of
this book, requires closer analysis here.

Kolb’s Leamning Styles Inventory. According to Kolb’s
learning model, concrete experience/abstract conceptualizationand
reflectiveobservation/activeexperimentation representtwoseparate
dimensions of the learning process. Kolbdefines iearning as follows:

Learning is the process whereby knowledge is created
through the transformation of experience. This definition

emphasizes several critical aspects of the learning process,
as viewed from the experiential perspective. First is the

emphasis on the process of adaptation and learning as
opposed tocontentor outcomes. Second is that knowledge
is a transformation process being continuously created
and recreated, not an independent entity to be acquired or
transmitted. Third, learning transformsexperience inboth
its objective and subjective forms (1984, p. 38).

The two axes, then, represent the dimensions; and concrete
experience, abstract conceptualization, reflective observation, and
active experimentation are adaptive orientations. The concrete
experience/abstract conceptualization axis is a prehension
dimension, ir. that it represents two opposed processes of grasping
the meaning of experiences, either by reliance on actual experience
(apprehension) or by reliance on symbolic interpretation of that
experience (comprehension). The reflective observation/active
experimentationaxisisa transformation dimension, in thatit represents

{6



INTRODUCING THE TEACHING AS LEADING INVENTORY /123

two opposed processes of transforming that grasp on meaning,
either through internal reflection (intention) or by manipulating,
through experimentation or the like, the external world (extension).
(See Figure 6.2.)

Figure 6.2: Experiential Learning and Knowledge Forms

Concrete Experience

Accommodative Grasping via Divergen:
Knowledge  AppRENMENSION Knowledge

Active Transformation Transformation - Reflective
Experimentation 2 EXTENSION via INTENTION Observation

Convergent Grasping via Assimilative
Kngw}edga COMPREHENSION Know{sﬂge

Abstract Conceptualization

Reproduced with permission, Kolb, 1984,

Remembering that Kolb defines learning as the
process whereby knowledge is created from the transformation of
experience, we see in the double-axis theory that there are two ways
of grasping experience and two ways of transforming it. Because of
the interaction of prehension and transformation, there are four
elementary forms of knowledge, identified in the quadrants in
Figure 6.2. The combination of concrete experience grasped by
apprehension and reflective observation transforming experience
by intention yields divergent knowledge. The opposite type of
knowledgeisconvergentknowledge. Reflective observation through
intention and abstract conceptualization through comprehension
yield assimilative knowledge. And its opposite is accommodative
knowledge.

Through experience an individual learns to use the adaptive
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dimension of eitk.er apprehension or comprehension dominantly,
and either intention or extension dominantly. Consequently, people
have a preferred learning style corresponding to one of the four
types of knowledge. Some people are divergent learners and prefer
learning situations in which they work outward from experience,
seeking possibilities more than solutions. On the other side are the
convergent learners. They prefer to use abstract reasoning and
direct experimentation to arrive at correct answers or solutions.
Those learners who prefer reflective observation and abstract
conceptualization areassimilators. They like theoretical models and
would like for the facts to fit into them. If they do not, assimilators
are more likely to ignore the aberrant information and stick to the
theory. Accommodators, on the other hand, are more concerned
with the facts, with specific experiences. When facts do not fit the
theories, accommodators are more likely to abandon the theory in
search of a better one.

At this point, Kolb is concerned with the structure of
knowledge and learning more than the cyclical processes described
by Lewin and Piaget. However, inherent in the structure is the
interaction between apprehension and transformation, the pull of,
for example, concrete experiences and reflective observation of
experience. Also inherent is the dialectic conflict between the poles
of both dimensions. Thus, structure is interaction and conflict, and
seeing it as static or fixed would be a mistake. Also, it is important
to remember that a person will have relatively higher emphasis on
oneor two of the learning modes, but will not fall purely into any one
of the four.

Kolb’s Learning Style Inventory (LSI) is a self-description
questionnaire in which the respondent is asked to rank choices
according to the word that best describes the way he or she learns.
Each of the responses corresponds to one of the learning modes;
consequently, the LSI score is derived simply by summing the rank
numbers. These scores thencanbe plotted toshow a two-dimensional
learning style profile; for example, after a respondent takes the L1,
she is able to plot her particular learning style to discover her
dominant pattern of experiential learning as converger, diverger,
assimilator, or accommodator.
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TEACHING AS LEADING

Knowing a student’s preferred learning style is little more
than a scientific curiosity, unless the information can be used to help
the student reach his or her educational goals. Yet, how can teachers
plan for classes when learning styles differ widely among diverse
cultural groups, such as the student population of community
colleges? And of what avail is this knowledge when community
college students so often lack the motivation to act responsibly to
bring about high achievement? Again the analogy to the workplace
emerges. Studies of successful businesses show that workers are
more motivated and have higher satisfaction when they feel
personally committed to the goals of the organization (Bass, 1985;
Petersand Waterman, 1982). A study of teachers in the City Colleges
of Chicago who had demonstrated success by high levels of student
achievement and low attrition also revealed the importance of
clearly defined outcomes and standards of performance when paired
with student participation (Guskey and Easton, 1983). Further
studies have verified that excellent teachers are able to clearly
articulate the goals of the course and get a high level of commitment
from students to reach them (Easton, 1984; Roueche and Baker,
1987). Excellent teachers, therefore, act like ¢ «cellent business
leaders: they help the individuals in the class align their personal
goals with the goals of the course.

According to the path-goal theory of leadership (see Chapter
2), 'eaders are effective, once goals are clarified, to the extent that
they have a positive impact on subordinates’ motivation, ability to
perform effectively, and, thus, ability to derive satisfaction from the
work. Unfortunately, there are still many in the community colleges
who do not, or will not, recognize the essential role of the teacher in
motivating students to achieve. Even Socrates realized that teachers
must struggle to “move” their students to aspire to the higher levels
of education. And certainly the most effective business leaders do
not assume all employees are motivated to achieve high levels of
performancesimply because they showed up for work ona particular
day. Yet, some teachers believe students are either motivated or not
(intrinsic), and nothing the teacher can do (extrinsic) will change this
state. Itisimportant to remember that motives are internal, but goals
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areexternal (Hersey and Blanchard, 1982). The effective teacher, like
the effective leader, is the one who can help others to match their
motives with their own and the course’s goals. Motivation is not
always an active process. In fact, motivation is to teaching what
attention is to driving a car. There are times when much is needed,
and others when relatively little will suffice. The excellent teacher,
though, is constantly aware of the signals and is ready with a
repertoire of skills to apply to the appropriate situation.

Effectiveteachersalso havea positive impact on the students’
ability to achieve the goals. Obviously, this includes much more
than providing them with content. First of all, teachers clarify forthe
students the “path” to the goal. Then teachers help students develop
the skills for success; but equally important, they help remove the
barriers to success. For example, a student who does not attend class
regularly will have difficulty completing the goals of the course,
whether that course is American history or integrated electrical
circuits. The effective teacher must help the student overcome this
negative behavior as well as master the content or skills.

In order to be a leader, according to the teaching-learning
path-goal framework, the teacher is in a constant learning mode.
Long before the course ever begins, the teacher reflects on desired
goals, plans strategies for learning and zvaluation, and produces
materials for implementing the plans. Once the course begins, ti.o
teacher is constantly assessing the group, determining readiness,
motivation, interests and other things that could necessitate a change
in course activities. And most of all, the effective teacher is aware of
each student in terms of ability, progress, needs, and level of
satisfaction. In other words, the effective teacheris actively involved
every day in experiential learning—learning about the students,
about the group, about the efficiency of methods and plans, and
about the overall purposes of the course. However, experiential
learning in the context of teaching as leading has a fundamental
difference from experiential learning in the context of learners
acquiring new knowledge or skills. The purpose of this type of
experiential learning for the teacher is to increase student success. In
other words, the experiential learning is used to directly alter the
experience itself (i.c., make the students, group, or course different),
thus requiring new learning, furtheralteration, and so forth. Because
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of this difference, Kolb’s model of experiential learning does not
adequately describe the learning process the teacher uses to increase
student periormance. Instead, we need a model of teacher learning
styles that describes the ways teachers vie'w students and the ways
they conceptualize course content to achieve results.

In order to build a conceptual framework for teaching as
leading, it is necessary to look at what teachers do on a day-by-day
basis to adapt to student needs in order to achieve the maximum
success. There are two assumptions underlying this approach. First,
we assume excellent teachers do, in fact, adapt to student needs
regularly. Adaptation may be in the form of making adaitonal
hand-outs when students stumble over content, or it may mean
calling students in for conferences when their performance is less
than it should be. In other words, excellent teachers are constantly
examining the interaction between students, content, and
methodology, and making changes as needed to get the highest level
of performance. The second assumption is that excellent teachers do
not lower standards. The purpose of the teaching-learning path-
goal framework is to increase students’ satisfaction by enabling
them to achieve high performance through their own efforts.
Lowering standards and expectations would be counterproductive
to that effort.

Like experiential learning, teaching as leading involves a
four-step process. In the first stage, instructors must involve
themselves withlearners openly and withoutbias in new experiences
(others orientation). This open involvement with students leads to
becoming aware, sensing the need for action, observing the
environment, being alert to clues, and discerning results (reflective
orientation). The instructor must then think of necessary actions,
create solutions in the mind, analyze the situation, develop a plan of
action, and think through experimenting and revising anticipated
action (task orientation). Finally, the instructor commits to a course
of action, commits to goals, decides how to proceed, executes the
plan, and evaluates the results (action orientation).
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In its broadest context, teaching as leading involves (1)
influencing learners individually and in groups to set goals and (2)
leading the learners toward goal accomplishment. Therefore, it is
congruent with the teaching-learning path-goal framework; to obtain
a high level of student performance and, thus, a high level of
satisfaction, all stages in: the teaching-as-leading cycle must be
completed.

Figure 6.3: Teaching-as-Leading Cycle

1.
Qthers Orientation
/ 1. Feel
2. Care
3. Be Concerned
4. Become Involved
5. Value Others

q. 2,
Action Orientation Reflective Orientation
1. Commit 1. Become Alert
2. Set Goals 2. Sanse Action
3. Decide 3. Observe Situations
4. Execute 4. Watch for Clues
5. Evaluate 3 8. Discern Results
Task Qriantation
1. Think
2. Create
3. Analyze Situation
4, Plan Action

5. Experiment and Change

Baker, 1989

One difficulty for teachers as leaders in the learning process
results from their natural tendency toward one type of behavior
more than another. In our study with the 869 excellent teachers, we
found strong evidence of polarity along both axes of the model.
High scores for “others orientation” were negatively correlated with
“task orientation,” and high scores for “reflective orientation” were
negatively correlated with “action orientation.” Aiso, there was not
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a strong correlation from one axis to the other. Figure 6.4 shows the
correlation matrix which demonstrates the strong polarity along
both axes of the teaching-as-leading cycle.

Figure 6.4: The Correlation Matrix Demonstrating Polarity

Action Reflection Task Others
Action 1 .39 -0.29 0.23
Reflection 1 -0.06 0.28
Task 1 -0.69
Others 1

The results, therefore, demonstrate that teachers have a
pronounced tendency in the way they interrelate learners and
content (vertical axis) and in the way they conceptualize and
implement learning experiences (horizontal axis). The interaction of
these two pronounced tendencies creates the teacher’s teaching-as-
leading style. These four styles are shown in Figure 6.5.
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Figure 6.5: Teaching-Learning Grid

O

Influencer Supporter

Achiever Theorist

In its broadest context, teaching as leading involves
influencing learners individually and in groups to set goals and
leading the learners toward goal accomplishment. By combining
the teaching-learning path-goal framework with the experiential
learning model of Lewin and K»lb, teaching as leading can be
envisionzed as follows: (1) an immediate experience involving
othersisthebasis forobservation and reflection; (2) these perceptions
are assimilated into a theory of visualization of realities from which
planning and action can occur; (3) these plans and visualizations
then serve as guidies to the active influencing of others.

Asleadersintheleaming process, then, teachers mustinvolve
themselves withlearmers openlyand withoutbiasinnew experiences.
These behaviors lead to becoming aware, sensing the need for
action, observing theenvironment, beingalert toclues, and discerning
results. The teacher must then think of necessary actions, create
solutions in themind, analyze the situation, develop a plan of action,
and think through experimenting with and revising anticipated
action. Finally, the teacher commits to a course of action and goals,
decides how to proceed, executes the plan, and evaluates the results.
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As with experiential learning theory, teachers have greater
strengths in one stage of the cycle than others. In order to identify
this strength, it is necessary to imagine situations in which all four
types of behavior would be appropriate and force a choice. The
Teachingas Leading Inventory (TALDisa forcea-choice, self-scoring
questionnaire designed to alert teachers to their own preferred
teaching-as-leading style. Because learning and leading both require
all four stages of the cycle, it should not be inferred that one style is
superior to another. Excellent teachers are adaptable to stndent
needs and demands of the learning environment, and they 1. ust
have a broad repertoire of leadership skills from which to draw.

In the compact version of the TALI (Figure 6.6), the reader
may learn his or her own teaching style. Six major areas of the TALI
areincluded: teaching, learning, performance, effectiveness, student
perceptions, and self-perception. These six areas are derived from
the competencies of effective teachers and from the research on
teaching and learning. The lead statement appears above questions
1and 2, 3 and 4, and so on. Replies should be weighted by the
respondent so that the number 4 indicates the item that is most like
the respondent and the number 1 indicates the item that is least like
the respondent. After all scores are indicated, all “A” responses are
added as the total T score, all “B” responses are added as the O score;
1l “C” responses are added as the A score; and all “D” responses are
added as the R score. Finally the T score is subtracted from the O
score and plotted on the T-O axis in Figure 6.7, The A score is
subtracted from the Rscoreand plotted on the A-Raxisalso inFigure
6.7. The respondent should retain the sign of the subtraction. For
example, a T score of 15 subtracted from an O score of 20 would yield
a -5. Finally, the respondent draws a straight line parallel to the T-
O axis through the marked point on the A-R axis and draws a line
parallel to the A-R axis through the marked point on the T-O axis.
The intersection of these two lines indicates the dominant teaching-
as-leading style of the respondent. In the event that the intersection
of the two lines falls toward the center of the grid, and the respondent
has difficuity interpreting teaching style, the Figure 6.7a, Enlarged
View of TALI, should be used to plot horizontal and vertical lines.
Since a whole number does not appear at the intersection of the grid,
all respondents will fall into one of the four quadrants of the grid.
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Figure 6.6: Compact Version of the Teaching as Leading Inventory
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Figure 6.7: Compact TALI Grid
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Figure 6.7a: Enlarged View of TALI Grid
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TEACHING AS LEADING INVENTORY AND THE AWARD-
WINNING INSTRUCTORS

Many of theaward-winning instructorsattended the Eleventh
Annual International Conference on Teaching Excellence, held in
Austin, Texas, in May 1989. Here they were celebrated and awarded
medallions for their teaching excellence and their participation in
this study. During the conference the award-winning instructors
completed the extended form of the Teaching as Leading Inventory
(Baker, 1989). Responses werecoded and analyzed to formthe TALI
database. From this rich database we were able to demonsirate
teaching styles and to relate the teaching-learning path-goal
framework to those teaching styles. Moreover, we were able to carry
over our triangulation methodology by incorporating instructors’
self reports, students’ evaluations, and CEOs’ recommendations of
their award-winning instructors.

Theteaching styles that form the basis for the TAL] are meant
to point to the teacher’s dominant style and to demonstrate his or her
oppositeand complementary styles as well. Teaching styles are also
meant t- represent cha'lenges to the instructor to change, to adapt,
and to accommodate students’ needs. Wesee the TALIasa predictor
of the life cycle that occurs in the classroom. Students are the
responsibility of the classrcom teacher, and teachers do care about
their students, Without examining students’ readiness, teachers
cannot arouse and engage students’ desire to learn; and teachers
tend to see learning obstacles as dead ends to student achievement.
These are failures the teacher as leader can avoid. We assume that
adaptation is the key to teacher-as-leader behavior and that in order
to meet contingencies, the master teacher must change his or her
style to accommodate the learner.

In the data we present here and in the next four chapters,
teaching styles refer to the competencies and actual experiential data
related to us by award-winning instructors. Although initially
“type-cast,” the community college teacher is really a situational
teacher who can alter his or her style based on demands of
environment, demands of students, or demands of the situation.
(This concept of the situational teacher will be discussed in detail in
Chapter 11.)
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FINDINGS: TEACHING AS LEADING INVENTORY

We found that the instructors who participated in the TALI
were mainly (75 percent) Achievers and Influencers; that is, they
tended toaggregate toward theactionside of the TALIgrid. Excellent
teachers are action-oriented, whether emphasizing a student
orientation ora task orientation. Moreover, almostall of the teaching
styles aggregated around the center axis of the grid, which leads us
to believe that award-winning instructors find it easy to change and
adapt their teaching styles based on situational need. Figure 6 5
displays the distribution and clustering of our TALI participants by
style; the difference between the participants’ "task” and "others"
scores and their "active” and "reflective” scores were plotted to
determine their TALI teaching styles.

Figure 6.8: eaching-as-Leading Styles
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Award-winning instructors were distributed among the four
teaching-as-leading styles (see Figure 6.9); in the following
paragraphs we highlight the characteristics of each of the styles, and
in the following four chapters each of the styles is discussed and
participants are showcased.

Influencer: Most (50.3 percent) of theaward-winning teachers
in this study were Influencers. They commit to clear objectives and
are actively involved with students in completing them. Because
theyareactively involved, they openlyseek and exploit opportunities
to increase learning. As leaders, they constantly influence learners’
beliefs that their efforts will result in performance and that high
performance will result in personal satisfaction.

Supporter: Another 12.4 percent of the excellent teachers
were Supporters. They listen to students objectively and with an
open mind, and they are sensitive to students” feelings. They are
constantly gathering information about students, and as leaders
they are always aware of the implications of situations they create
for teaching and learning. Supporters are also aware of student
values and are able to use then to maximize student performance
and satisfaction.

Theorist: Some of the excellent teachers (11.8 percent) were
Theorists. Theseteachers constantly analyzequantitative information
about individual and group performance and design leaming
experiences to increase performance. They actively seek more
effective ways to organize information and conceptualize theoretical
models of the teaching and learning situation. They also conduct
ongoing evaluations and assessments of their theories and ideas.
Theorists are concerned with designing the best learning situations
and environment to ensure thatstudent effort results in performance.

Achiever: Achievers (25.5 percent) are constantly seeking to
improve results. They try to create new ways of thinking and doing,
and they arecontinually experimenting with new ideasand methods.
As leaders, Achievers set goals for students, evaluate outcomes, and
choose solutions that work. Then they try to improve on them by
further experimentation, testing, and decision-making. Achievers
derive their rewards by getting results. Their role is to find the best
way to get the highest performance from the most students.

T
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Figure 6.9: TALI Style Distribution
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REPORTING THE TALI DEMOGRAPHICS

The TALI population had characteristics that repeated the
characteristics of the award-winning instructors’ demographic
characteristics; we did not learn anything significantly different
about them from these data. Even in areas where we expected to find
some divergence—for example, the relationship of discipline or
subject taught to teaching style—wedid not find any unique patterns
or statistically significant variations. Variables such as age, gender,
ethnicity, fathers” and mothers’ education, degrees, and teaching
fields did not vary simply because we used teaching styles as a
factor. Only in the ethnicity variable did we find any unique
patterns, and of course, we must remember that our ethnic
distribution with the whole population of participants was only 12
percent. In Figure 6.10, ethnic distribution among TALI styles
shows Hispanics only in the Achiever’s teaching style, which also
demonstrates the highest percentages of minority groups of any
teaching style. Because of our actual number of minority group

I
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members in the study, we hesitate to comment about this factor; but
we note that as Achievers, teachers are active and concentrate on
accomplishment of teaching goals.

Figure 6.10: Ethnic Distribution by TALI Style
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In Figures 6.11 and 6.12 degrees and teaching disciplines by
TALlstylearereported. Allinstructors have bachelor’s degrees, and
the number reporting master’s degrees ranges from 75 percent to 98
percent. Influencers and Theorists had the greatest number of
doctorates; Achievers and Theorists had a significant number of
initial associate degrees.
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Figure 6.11: Degrees Held: TALI Population
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Finally, in a fascinating graphic representation of the
relationship between teaching style and teaching discipline, we
learn, contrary to Kolb’s Learning Style Inventory (1984) where
learner’s majors can bedirectly correlated to their learning style, that
no suchrelationship betweer. teaching styles and teaching discipline
could be determined. Rather, what we learned was an affirmation
of the emphases on teaching as leading and the principle of teaching
as a central feature of the community college. In our study, teaching
discinline did not affect teaching style (Figure 6.12). What was
central to all the instructors we studied was a genuine regard for the
ethic of good teaching.
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Figiie 6.12: Teaching Fields and TALI Style
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THE TEACHING-LEARNING PATH-GOAL FRAMEWORK:
TALI POPULATION

The TALI population was studied to determine their self-
reported explanations of successful and unsuccessful experiences of
motivating students and their philosophies. In order to confirm the
triangulation process, we also compared the instructors’ data to
student and CEOs’ data. In the following figures, the path-goal
strategic functions-—abbreviated to read: Arouses Needs, Increases
Pay-offs, Clarifies Paths, Clarifies Expectations, Reduces Barriers,
and Increases Satisfaction—are reported and related to the written
scenarios 1eported by the TALI population. Two comparisons (see
Figures 6.13 and 6.14) are made. In Figure 6.13, the TALI population
data that examined the teaching-learning path-goal framework are
displayed. Again we make note of the strong concurrence between
what teachers talk about and practice (their reports about how they
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motivate students to learn) and their vision of what teaching “ought
to be” (their philosophies of teaching). The TALI population also
meets unsuccessful situations head on; they demonstrate clearly
that when the situation demands change, they confront and
immediately begin to accommodate the new situation. They are
committed to reducing learning obstacles that frustrate and limit
students’ growth.

Figure 6.13: Path-Goal Means: TALI Population

—— Succassful rem Unsuccessful -~= Philosophy
80%
80%
40%
PG-1 PG-2 PG-3 PG-4 PG-5 PG-5
Successful 73% 63% 78% 58% 67% 71%
Unsuccessful 60% 499, 62% 52% 67% 43%
Philosophy 72% 64% 68% 58% ! 55% 62%
Arouses increases Clarifias Clariflas Reduces increasss
Needs Payoffs Paths  Expectations Barriers  Satisfaction

Bothstudentsand CEOs also are included in our study of the
TALI population and the teaching-learning path-goal framework.
Figure 6.14 points out not only instructors’ emphases (number of
times they reported the behaviors listed in the teaching-learning
path-goal framework) about those competencies that strengthen
their teaching, but also students” and CEOs’ remarks from their
evaluationsand letters of recommendation. What we have observed
from our comparison, i.e., through triangulation, is that teachers’
self reports, students’ evaluations, and CEOs’ recommendations all
show concurrence. The successful, unsuccessful, and philosophy
percentagesdemonstrate the faculty responseto theteaching-learning
path-goal concepts, then student and CEO responses to teaching-
learning path-goal framework are given. Although the range of
percentages demonstrate as much as a 21-point difference, this
range did not indicate statistically unique findings. Rather we vsed
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data to compare relationships between faculty discussion of
successful motivating experiences and philosophy of teaching, and
then compared studentand CEC evaluations of faculty. Unsuccessful
motivating experiences was not an indicator used for comparisons.
What is directly observable is the pattern of concurrence among
faculty, students, and CEOs.

Figure 6.14: Comparing Instructors, Students, and CEOs: TALI

Population
Successful === {nsuccessful == Philosophy
»e e« Students ~~== Prosidents
80%
80%
40%
PG-1 PG-2 PG-3 PG-4 PG-b PG-6 ]
Successful 730% 83% 79% 58% 67% 71%
Unsuccessful 60% 49% 62% 52% 87% 43%
Philosophy 720 84% 8900 56% 55% 62%
Students 58% 550 65% 42% 53% 56%
Presidents 62% 420 80% 43% 46% 51%
Arouses Increases Clarifies Clarifies Reduces Increases
Needs Payoffs Paths Expectations Barders  Satisfaction
SUMMARY

The Teaching as Leading Inventory, developed from the
theoretical constructs of Piaget, Lewin, Jung, and Kolb, which point
out the significance of experiential learning, was used to coniplete
the teaching-learning identity of award-winning instructors. The
TALI population was drawn from the larger award-winning
instructors’ population to complete our study of excellent teaching.
Where the concepts of the teaching-learning path-goal framework
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gave us teaching themes and explicit attributes or behaviors of
exemplary teachers, the TALI broadened our picture of the teacher
as leaderas one who meets contingency situations by modifying and
adapting teaching styles. Four dominant teaching styles were
discovered from the interpretation of the Teaching as Leading
Inventory; these styles were: Supporter, Theorist, Achiever, and
Influencer. These four teaching styles are discussed thoroughly in
the next four chapters, and insight into the teaching competencies of
the award-winning instructors who participated in the inventory is
shared.
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The overail role of the teacher is to view the students as teachers
and the teachers as students, and to build a trust relationship
between the student and the teacher.

Libby Holt
Florida Community College at Jacksonville

My philosophy of the role of the teacher is one of facilitating and
mentoring. Teachers are in the classrvom for the sake of student
learning. We serve as guides for students fo follow through the

hall of education.
Irma Jones
Texas Southmost College -
Great teachers love their subject and their students; moreover, B

they love the teaching and learning process that unites the fwo.

They use humor effectively and appropriately, adjust their style -
creativelywhen thatis called for, and renew themselves continually

in terms of their subject and their teaching skills

Mike McHargue
Foothill College
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bout one-eighth of the instructors who participated
in our study displayed the dominant characteristics
of the Supporter teaching style (see Figure 7.1).
Throughout this chapter, and by reporting the actual voices
of faculty, students, and administrators from all over North
America, we will concentrate on the Supporter teaching
' style.

Figure 7.1: Supporters
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Supporter
12.4%
influencer
50.3%
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Kay Carl, a communications skills teacher (Blackhawk
'Technical College, Janesville, Wisconsin), offers this analysis of her
own teaching style:

Tre teacher isa facilitator, a caretaker, an enabler, a creator. The

teacher must have patience, endurance, confidence, and a genuine
love of others as well as her[his subject matter.

Q. Pzl
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A student in autobody class at Red Deer College (Red Deer, Alberta)
seems to agree with Kay Carl as he talks about his teacher, Brad
Hemstreet:

Brad Hemstreet always made the time to go one-on-one with his
students. This was a tremendous help to me as I was new to the
college and knew no one in Red Deer. I was very nervous in the
beginning and very hesitant to begin some repairs I was unsure
of. His easy-going attitude and one-on-one help were the biggest
differences tomy succeeding. Brad really caresabout his students.

Edward Luterbach, president of Red Deer College, also
spoke of Brad Hemstreet: “Brad understands the need of the teacher
to be a representative to the community; his service, assistance, and
supportin theareas of teachingand faculty development are legend.”

PHILOSOPHY

Both of these passages are describing the Supporter teacher.
Teachers who are predomninantly Supporter in their Teaching as
Leading Inventory (TALI) style view learning from the perspective
of tho)zamer. They do not, therefore, see themselves as teaching a
subject or a class, but as teaching a variety of individuals. What Brad
Hemstreet’s student called “one-on-one” teaching is a major role of
the Supporter teacher and is not viewed as extra or apart from the
classroom teaching. For example, a student in Libby Holt's
mathematicsclass (Florida Community College, Jacksonville, Florida)
recounted an incident in which she went to Holt's office for help with
a math problem. “She was having lunch,” says the student. “She
immediately pushed her lunchto theside, giving meall her attention.”
To the Supporter teacher, helping a student who interrupts lunch is
important as preparing a lesson or presenting information to a
. 38,

Because of their focus on individual learners in the teacher-
learning situation, Supporters recognize that they are, themselves,
ongoing learners. Lincoln Lao, an art teacher (Schoolcraft College,
Livonia, Michigan), says, “I always consider myself as a learner,
showing students how I heighten my curiosity and proceed to

.
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objective investigation. I share learning experiences rather than
teaching data.” Helen Lowe, a nursing instructor (Amarillo College,
Amarillo, Texas), reflects a similar attitude: “Teachers must remain
open to learning from students’ personal research, educational
opportunities, and life experiences.” Supporters, therefore, view
teaching and learning holistically. They are learners as well as
teachers, learning from those they are teaching.

Figure 7.2: Others-Reflective Orientation

OTHERS

Others Orientation and Reflective Orientation

Sensitive to feeling and value
Listens with open mind
Gawners information
Envisions implications

REFLECTIVE

The primary forces affecting Supporter behavior are others
orientation and reflective orientation. Supporters are emotionally
drawn to help individual students, but they are constantly gathering
and sensing information to help them guide student behavior.
Many of the Supporters, for example, use preassessment instruments
to determine learner readiness at the very beginning of the termand
augment this information with personal information gathered from
thestudents in individual conferences or through some other device.
Supporters also continue to gather information about their students
as the need arises. For example, Barbara West, & nursing instructor
(Broward Community College, Fort Lauderdale, Fiorida), could not
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understand why a particular student had failed an exam and wanted
to drop the course. She had the student review the exam, question
by question, in her office and found that the student had reading
problems and also needed glasses. Because of this instructor, beth
problems were eventually solved, and the student graduated with
honors.

Supporters also obtain information by sensing. They are
sensitive to student feelings and are quick to detect anxiety, low self-
confidence, and other feelings that affect student performance. For
example, one of Helen Hammond’s nursing students {College of
Southern Idaho, Twin Falls, Idaho) admits to being “frightened and
insecure” when she started the course. But she further says, “(the
instructor) sensed my insecurities and talked to me frankly and
kindly. I was encouraged to keep trying, and my grades have been
better.” Many of the students, in fact, were very open in relating
similar experiences where their own feelings would have prevented
learning had it not beenforasensitive, supportiveteacher. Supporters
are also sensitive to values as well as feelings. College exposes
students to many experiences for which they are unprepared
emotionally. When one of Barbara West's nursing students was
given the clinic assignment of providing care to a pregnant 14-year-
old, she had trouble maintaining the objectivity required of a nurse.
The student credits her instructor with sensing her difficulty and
with providing appropriate counsel, thus enabling the student to
grow as well as learn.

As we reviewed the student comments on these teachers, we
were impressed by the frequency of terms like “caring,” “open-
minded,” “concerned,” and “objective.” Supporters' students
responded to the fact that Supporters do not solve problems; they
help people. To balance this others orientation with the reflective
orientation, however, Supporters are very aware of the implications
of their actions. For example, Ed Tarvyd, a biology teacher (Santa
Monica College, Santa Monica, California), talks about the need to
make the subject matter interesting and to actively involve the
learner in the learning. But he goes on to say why this is important:
“The teacher then has the student to work with toward greater ends
than just that particular bit of subject matter. One can now work on
making that student a whole student, a career-motivated individual,
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and hopefully a productive and aware person for life.” Supporters,
then, aresensitive to the needs of studentsin very personal moments,
but they also see the broader implications of the learning experiences
and of the kind oi support they give to others. In fact, one of Tarvyd’s
students said, “This understanding professor released the bundled-
up anxiety I had been holding and enabled me to feel comfortable
and relaxed with a renewed enthusiasm for my chosen career.”

CHARACTERISTICS

Figure 7.3: Supporters and the Teaching-Learning Grid

Teaching-Learning Grid
o

Influencer Supporter

Achiever Theorist

Of the four teacher archetypes, Supporters are the most
divergent in their thinking. The combination of others orientation
and reflective orientation causes Supporters to be constantly on the
brink of change. Although Supporters prepare lessons and work
from syllabi, as do other types, they generally think in terms of the
success of individual students. Therefore, they are very quick to
abandon assignments or lessons that do not foster student success.
Through the student comments about Supporters, we constructed
animage of a type of teacher who is enthusiastic in that role, whether
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in a large class or in individual conference. This person enjoys
student interaction and is an active listener. Also, Supporters are
very spontaneous, relying heavily on their owncreativity to maintain
maximum student involvement in learning. Because of their focus
on individuals more than on subject matter cr classes, these teachers
tend to form lasting bonds with students.

As divergent thinkers, Supporters tend to view situations
from different perspectives, and they are more likely to look for a
variety of solutions to problems rather than one answer. Margaret
Osborne, a nursing instructor (Mount Royal College, Calgary,
Alberta), told about trying to help one of her students develop the
skills necessary to conduct a staff meeting, one of the required
competencies of the practicum. In personal conferences with the
student, Osborne took the role of listener and assistant, providing
the student with materials when asked. By being able to shift out of
the directive teacher role, this teacher enabled the student to assume
the leadership role uitimately required in conducting the staff
meeting. The students of Melvin Pasternak, a business
communications teacher (Mount Royal College, Calgary, Alberta),
were impressed by his belief that there is not always one right
answer to learn. Consequently, they were motivated to explore
alternatives to find the best answer for each student individually.

As divergent thinkers, Supporters must be tlexible. When
asked to list words that apply to excellent teachers, the Supporters
put termslike “open,” “flexible,” and “adaptable” almost as oftenas
they put “caring” and “concerned.” Their flexibility was not only in
their teaching, but also in their schedules. Students felt free to stop
by to talk to Supporters about personal as well as school-related
problems and were gratified to find someone who, rather than help
them find answers, could help find solutions. Supporters are also
willing to act on their ovn emotions. They have a genuire love for
people and feel deep conipassion for their students. Students will
confide in Supporters because they know these teachers care about
themand theirlives. Joseph Conte (president, Southwestern College,
California) praised Charlotte McGowan as a Fulbright Fellow who
brought her studies in Latin America and China to her classroom:
“Not only has she been a practicing anthropologist and archeologist
her entire teaching career at Southwestern College, but she has been
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an ethnographer of her own students—she understands the culture
of herstudents becauseshe cares about their livesand their learning.”

STRENGTHS

Supporters are people-centered and become personally
involved in their students’ learning. John Britt, an American Studies
teacher (Lee College, Baytown, Texas), expressed this best when he
told of working with a student who could master the material but
who had difficulty writing. When the student’s final class project
won third place in a statewide competition in historical research and
writing, Britt’s exuberance was clear. “If I work another 20 years,”
he said, “T doubt that I will ever again feel such a sense of genuine
accomplishment.” Supporters thrive on the success of theirstudents.
In fact, they are likely to go out of their way to enable student success.
We were impressed by the number of students of Supporters who
had some type of personal crisis that would have prevented success
if not for the caring attitude of the teacher. One of Joanne Miller’s
business students (Hartnell Community College, Salinas, California)
s typical. She says, “Once I was in a serious accident I got behind
in my work, and I was not going to go back to school. She helped me
get caught up with my work and encouraged me to stay in school.”

Supporters also exploit opportunities to teach. Because they
are focused on individuals (others orientation), and because theyare
constantly assessing the environment (reflective orientation), they
are always ready to abandon a vlan in favor of a new insight or
opportunity. Kay Carl (Blackhawk Technical College, Janesville,
Wisconsin) expresses this attitude best.

I strongly believe that a teacher must be flexible. Teachable
moments abound in the classroom. It is important to grab onto
these and go with them. It is important to be confident enough
to deviate from the lesson plans for spontaneous learning.

Itwasnotasurprise o find thatSupportersare good listeners.
However, we were impressed by how pervasive this skill was
throughout the teaching-learning experience. Students in shop
classes learned to solve problems because the teacher listened.

(Y
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Students who did poorly on an exam or an assignment improved
because the teacher first listened to them. Students with a personal
crisis or low self-esteem continued in the course and were successful
because the teacher took the time to listen and really hear from the
students’ perspectives. The important fact here is not just that
Supporters are good listeners, but that students know they are good
listeners and will go to them first when there is a problem that
interferes with learning. In fact, some of the students commented
about events that took place when they were not even a member of
the Supporter teacher’s current class. Supporters, it seems, are open
and available to all students, not just their own.

As classroom teachers, Supporters often lecture, and they
recognize the value ofaclear, well-organized presentation. However,
for them, lecture is only one way to teach, and they are quick to
abandon it if it is unsuccessful. Brian McDonald, a biology teacher
(Red Deer College, Calgary, Alberta), told about a course he had
over-organized for the students, thinking he was making it easier for
them. When it was clear that motivation and enthusiasm were low,
he devised a feedback form to elicit comment from the students and
found the students resented his “treating (them) like children.” This
Supporter teacher offered the class an apology and immediately
changed the approach. The result was a totally different classroom

- atmosphere with renewed student motivation to learn. This kind of

constant interaction with the class is typical of Supporters.
Consequently, they are more likely to use techniques such as group
workand {ndividual projects than lecture, although most Supporters
expressed a desire for balance. These teachers, however, do not feel
they have to be “in charge” of the classroom learning and are quite
willing to give students some of the responsibility for what takes
place.

PATH-GOAL DATA AND SUPPORTERS

In the four figures that follow, each of the indicators of the
teaching-learning path-goal framework for successful and
unsuccessful experiences and Supporters’ philosophies of teaching
aredisplayed. TheSupporters’ position in the figureisa heavy black
line; other teaching styles are portrayed by other types of line..
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Although there is close convergence along all the behaviors, there
are especially similar patterns in the reported strengths in both the
successful reports and the philosophies of teaching. For the
unsuccessful behaviors the greatest convergence is focused in the
“reduces barriers” context (facuity are working to eliminate or at
least reduce learning obstacles); the greatest divergence among the
styles is displayed in two functions: “increases pay-offs” and
“increases satisfaction.” The different teaching styles demonstrate
their greatest variance in the areas of “having the ability to increase
students’ opportunities for educational success” and their ability
and responsibility to motivate students toward greater involvement
in their leamning and the development of their learning skills.

Figure 7.4: Supporters and Path-Goal: Successful Motivation
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Figure 7.5: Supporters and Path-Goal: Unsuccessful Motivation
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Figure 7.6: Supporters and Path-Goal: Philosophy of Teaching
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In Figure 7.7 both students’ and CEOs’ input are compared with
Supporters’ self-reported data. Typically, students and presidents
see Supporters with fewer strengths than the instructors report. The
spread of the difference between the self-report and others’ reports
ranges from 11 to 29 percent, with the greatest convergence along
the dimensions “clarifies paths,” “clarifies expectations,” and
“reduces barriers.” Faculty are perceived as positive and directive,
as good role models for ex,. xcted behavior, and as working hard to
reduce learning barriers. Presidents and CEOs see the Supporters’
ability to offer structured guidance as their greatest skill; but they are
less convinced of Supporters' abilities to motivate students to greater
involvement. Students think that Supporters are best at eliminating
barriers to learning success and, unlike the CEOs, praise Supporters
for their ability to increase catisfaction for learning. Students are
especially attuned to the Supporters’ consistent and helpful use of
feedbuck, well-defined courses, and directive guidance.

Figure 7.7: Supporters: Seif-Report and

Student and CEO Reports
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TEACHING-LEARNING AND PATH-GOAL

Each of the six themes of the teaching-learning path-goal
framework are examined here in relation to the strength that the
Supporterrepo ad for each of these teaching characteristics (in the
chapters that follow, the order and strength of the teaching-learning
path-goal frameworkalso arereported for the Theorist, the Achiever,
and the Influencer).

Recognize and Engage Students’ Desire to Learn: Supporters
arouse student needs by enabling the students to see the value of
what they are learning. Ed Tarvyd (Santa Monica College, Santa
Monica, California) expresses this well:

Good teaching does not stop simply with the delivery of subject
matter, testing, determination of final grades, etc. It instead
transcends to complete involvement of the teacher and student,
helping the student make the proper career choices, convincing
the student that college definitely is the place o be.

DanMinock (Washtenaw Community College, Ann Arbor, Michigan)
states it more simply when he lists his number one maxim of good
teaching: “Help students to need what you are teaching them.”
Althoughall of theaward-winning instructors indicated thatarousing
studert needs was an important path-goul effort, Supporters are
more likely to approach this on the basis of immediate needs than
future needs. For example, many of the students who responded to
our questionnaire indicated that they would have withdrawn from
college had it not been for the timely intervention of the Supporter
teacher. Rather than talk about the long-range benefits of college,
Supporters helped these students satisfy more immediate needs to
complete the course or term. Supporters also want their students to
see very practical, immediate applications of what they arelearning.
Therefore, whether they are teaching philosophy orautobody repair,
Supporters attempt to arouse student needs by showing how the
knowledge and skills they are teaching have real value in students’
lives.
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Motivates Student to Increased Satisfaction and
Development of Learning Skills: Perhaps because of their focus on
individual students, Supporters especially value increasing student
satisfaction. Kenneth Boyer, a report writing instructor (St. Louis
Community College-Florissant Valley, St. Louis, Missouri), strives
to have the students teach themselves, not only because they will
retain more content, but because they will become more self-reliant.
Supporters are the exact opposites of the “caretaker” teacher in that
theirgoalistoincreasestudentsatisfaction by fostering independence,
rot dependence. Brian McDonald (Red Deer College, Calgary,
Alberta) reflects this attitude as he explains the reason why teachers
need to be caring individuals: “Students respond to the instructor's
concern by feeling more worthv-hile and, therefore, are more
motivated to learn.” A student in Margaret Osborne’s nursing class
(Mount Royal College, Alberta, Canada) says her teacher “doesn’t
do the work for you, but rather quietly encourages you, making you
believe in your own ability.” Throughout the student comments we
found examples of great appreciation for Supporters who helped
students feel better about themselves and their own abilities. One of
Sheran Wallis’sdental assistantstudents hasa very typical community
college profile—over 30, single parent, limited resources. She
remembers when she first came in contact with this Supporter
teacher:

She encouraged me to keep going because she believed in me and
mademe realize that 1was carrying a heavy load and that I should
feel proud of myself formy effort and determination. An.! because
of that 1 decided to enter the dental assisting program. I'm glad
to have her as my support. Even when it looks hard I'm looking
forward to success, thaviks to Sheran.

Increased student satisfaction is part of the bond that forms between
Supporters and students. Although the students feel much better
about themselves, they fully acknowledge the importance of the
personalattention given to them by the Supporter teacher. Sometimes
this attention is part of the classroom rather than individual settings.
For example, one of Terry Bales’s media communications students
(Rancho Santiago Coliege, Santa Ana, California) admitted to being
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very shy and hesitant in class. When she did answer a question,
however, she says the teacher “acknowledged, respected, and
reinforced my perception of things.” Perhaps even without the
Supporter teacher being aware of it, this student says she was
motivated todo wellin thecourse just because she wasacknowledged.
Supporters, then, increase student satisfaction in very personal
ways.

Offers Positive Orientation, Guidance, and Direction
Through Coaching: Supporters also are able to clarify paths to
success. This is evident in the way Sheran Wallis (Lake Michigan
College, Benton Harbor, Michigan) describes her teaching:

I present an order, a structure, a large amount of information, a
pathway througha subject matter, a sight-seeing tour with stops
at significant attractions. Istructuretimeand evaluate progress
based upon experience and standards.

Because Supporters also value flexibility and creativity, however,
neither they nor their students are necessarily bound by structure.
Supporters usually have well-organized approaches to course
content, but they arespontaneous and adaptable whena presentation
is not successful. Consequently, they often have individual or small-
group projects as major assignments in the course. Students,
therefore, are not regimented into the same learning experiencesand
precisely the same content.

Supporters also make good advisors. Their focus on
individuals, coupled with their value for clear paths to success,
enable them to provide guidance and direction for students who
sometimes cannot see beyond their immediate schedules. One of
Joanne Miller’s students (Hartnell Community College, Salinas,
California) is ty pical:

Ms. Miller set up a meeting with me to discuss my future here at
Hartnell. Iwas really leery about the type of business classes I
should take. Ms. Miller took a few extra minutes out of her busy
schedule and went through all the business classes. After
meeting with her, 1 definitely knew what I wanted to take the
second semester and even the following semester. Now that I'm



162/ TEACHING AS LEADING

inmy second semester, I just lovemy business classes,and I have
a positive perspective for accomplishing my future goals.

Increases Opportunities for Quality Educational
Performance and Success: Supporters increase the personal pay-off
for students by enabling them to succeed. Cne of Libby Holt’s
(Florida Community College, Jacksonville, Florida) math students,
for example, was disappointed with her low test score on the first
test. After talking with Holt, the student not only understood what
she had done wrong on the test, but says she became a better math
student. Evidence is the score of 100 she made on the next two tests.
We found similar stories in accounting classes, communications
classes, virtually every field. When students went to Supporters to
ask for help, they saw immediate results. But Supporters also try to
increase the personal pay-off of attending class. Melvin Pasternak
(Mount Royal College, Calgary, Alberta) expresses this by saying
students expect and deserve Return on Investment (ROI) for time
spent in class. Therefore, he tries to present the information in as
ente" “aining a way as possible so the students will enjoy class as well
as learn from it. The use of humor was a common trait among the
Supporters, and they all indicated a commitment to make each class
as memorable as possible. Many of the students reflected this
attitude by saying how much they looked forward to each class.

Works to Eliminate or Limit Learning Obstacles: Perhaps

 because they are sensitive to student needs, Supporters are especially

adept at reducing barriers to student learning. Often these barriers
area result of poor reading and writing skills that prevent success on
assignments. Supporters typically spot these problems and attempt
to match the student with available resources. Some teachers, like
Joanne Miller (Hartnell Community College, Salinas, California),
take their time to help students learn how to study better and how
to read assignments more effectively. David Greenhoe (Glen Oaks
Community College, Centreville, Michigan) requires a research
project in his modern Asia course. One of his students did not have
good library or research skills and told about the extra effort this
Supporter teacher took to give him the direction he needed to
complete the assignment.
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Sometimes the barriers to student success are outside the
actual material or skills being learned. Several of the Supporters
indicated their desire to break down the usual teacher-student
barriers that prevent students from becoming perscnally involved
in the learning. Melvin Pasternak (Mount Royal College, Calgarv,
Alberta) makes it a point to play ping pong and basketball with
students in order to establish rapport. Once rapport is established
students are more open to advice and counsel from the Supporter
teacher. Community college students often have personal barriers
to success. There were several stories about crises, such as surgery
or deaths in the family, whez= the Supporter teacher provided both
emotional support and appropriate guidance to enable the student
tocomplete thecourse. Barbara West (Broward Community College,
Fort Lauderdale, Florida) is typical of another kind of help. Whena
student came to her with financial problems, this Supporter teacher
was able to put the student in touch with a hospital scholarship
committee and help her obtain some financial support to continue
her ~ducation.

Uses Effective Performance as an Expectation by Which to
Empower Students: Because Supporters value the success of
individual students more than classes, they place less value on
clarifying expectations than on other path-goal efforts. Throughout
the comments made by these teachers, we saw evidence that
Supporters want each student to rise to his or her potential.
Consequently, expectations of Supporters evolve and are developed
based on the readiness, needs, and abilities of each student. Thisis
not to say that all students do not meet some standard requirements
and have common learning experiences. Supporters, however, are
likely to clarify expectations differently for different students. There
was no evidence, ontheotherhand, that Supporterslowerstandards.
In fact, comments were quite clear that Supporters have high
standards and expect the student to achieve those standards. The
difference between one student and the next is more likely to be
measured in terms of theamount of timeand resources the Supporter
teacher gives to each—a measure based on student need.
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TEACHING FIELDS

As withall four teacher archetypes, we did not find evidence
that Supporters occur in some disciplines and not in others. On the
contrary, we found Supporters in most fields and at various levels.
However, the largest number were in medical fields, such as nursing
and dental assisting. There were also Supporters in theoretical as
well as applied business courses, in social as well as physical
sciences, and in English and humanities courses.

Figure 7.8: Teaching Fields: Supporters
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IMPLICATIONS

In a pure Teaching-as-Leading cycle, Supporters belong at
the beginning, the point at which community college students enter
the teaching-learning process. Supporters are particularly effective
with students who have low self-confidence, low self-esteem, or
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who lack some of the basic skills for success in college. By forming
a relationship with these students, Supporters give them the very
important message that they are valued and that it matters whether
they succeed. Also, because the Supporters thrive on seeing
individuals succeed, they are more likely to take time necessary to
locate additional resources that might be required to overcome
barriers to student success.

Students responded to Supporters throughout their college
oxperience. Often, a student just beginning a mathsequence or faced
with a research project for the first time will have characteristics
similar to students hesitant about entering college. They have prior
negative experiences, and they doubt their own abilities. In fact,
many of the students who responded to our survey had been in
college several semesters or quarters. Therefore, the need for
Supporters exists throughout the student’s college experience.

It is interesting to note that some of the Suppor‘ers teach
classes that can be considered double or triple sections. Therefore,
we can conclude that Supporter behavior isapplied to somestudents
more than others. Inalarger class, not all students will need the kind
of supportand individual attention the Supporter teacher is prepared
to give. Nor could the Supporter teacher, with this size student load,
give this attention to every student. Consequently, we need to see
Supporter behavior as available to help certain types of students,
regardless of where they are in the teaching-learning cycle.
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1describe myself as hard-nosed and often demanding...in theend
1 emphasize that students must learn to learn on their own—the
foundation stone of the truly educated.

James Ardini
Diablo Valley College

Learning and readiness are almost entirely the responsibility of
the teacher; we cannot await some mystical moment of learning
readiness. It is the teacher in the role of enabler that excites the
student with thesubject matter and encourages eventualscholarly
curiosity and independence.

Stephen Stroud
Modesto Junior College

I cannot accept the idea that it's only what goes on in the
classroom that counts. Credibility does not stop at the <lassroom
door, and a teacher’s influence does not stop outside the college
environment. Integrity is a sweeping concept that intertwines
itself with all aspects of life: it demands that I be the best model
of mature adulthood I am capable of being.

Shirley Sweet
Blackhawk Technical College
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pproximately 12 percent of the award-winning instructors

who took the TALI were Theorists (Figure 8.1). Like the

Supporters, the Theor'stsare more reflective than active, but
they are also characterized by a dominant preference to place the
learning milieu into a theoretical framework or structure; they are
apt to include their students in such a framework as well.

Figure 8.1: Theorists
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PHILOSOPHY

Theorists approach teaching and learning through a conceptual
framework. Somewhere between the learner-centered philosophy
of Supporter teachers and the disciplinecentered philosophy of
Achiever teachers, Theorists see their role as forming content into an
organized, integrated whole that will enable students not only to
grasp and appreciate the knowledge, but also to understand and
master the process of learning. Everything that Theorists do,
therefore, hasa theoreticalabstract base. Thefollowing isa paraphrase
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of Nova Jean Weber's (Cerritos College, Norwalk, California)
description of the technique she uses to teach the metaphorical
process:

Inexplicating poetry, students revert toq line-by-lineparaphrase
of the material fo be learned, which is worth a zero for the
analytical skills I try to teacn. I searched for a new way to teach
them to analyze and offered a ‘dissected frog’ as a model for the
analysis of a metaphor. Various frog organs (heart, lungs,
kidneys) are understood for their discreteness. Theimportance of
dissection to sciencestudents is to understand how the individual
parts work and how each part must be examined in conjunction
with the whole of the frog. Dissection is caveful and methodical.
I then ask the students to imagine studying a frog by chovping,
asa chef might, from head fo foot. The students quickly recognize
that they could not ‘see’ the organs, only fragments. Ithen point
out that we do not ‘butcher’ poetry in attempting to analyze and
understand it either,

As this example shows, Theorists approach the instructional
process, as well as the instructional content itself, conceptually. This
teaching style produces students who know more (in this case, the
metaphorical process) and know more about learning (in this case,
analogical learning). Put moresimply, Theorists believe that learning
begets learners, rather than the other way around. Katherine Staples
(Austin Community College, Austin, Texas) demonstrates this point
of view in her discussion of the teacher’s role:

I have seen students in all courses involving language find new
mtirrors of themselves through theirwriting, reading, and critical
skills. Such students blossom personally and intellectuaily.
Their new confidence gives them daring to try new ideas, new
roles, new projects, and new occupations. The role of the teacher,
then, becomes oneof guide. . (and) any strategy which encourages
learners to trust themselves and gives them the knowledge, skills,
and critical thinking ability todo so logically is a valid instructional
strategy.
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Because of their love for their subjects and their love for learning,
Theorists tend to beli 2vethatstudentsapproach the learning situation
with thesame interestand enthusiasm. Moreover, we found Theorists
more often in subjects such as English and the sciences—subjects not
alwaysapproached enthusiastically by community college students.
Mike Cooper (Westark Community College, Fort Smith, Arkansas)
typified the problem that Theorists sometimes have when he
explained why some of his plans do not work as well as he would
like: “Occasionally, I have been unsuccessful when I have planned
activities where I have assumed an interest in intellectual learning
and growth and found that the (students’) primary interest is in
doing the paper to get it out of the way with the minimal amount of
effort and thought.” In our study, however, we found that the
excellent Theorists, like Mike Cooper, are able to change student
attitudes about leamning. ‘throughout the student comments we
found statements such as, “I have never liked Erglish before, but
now it is my favorite subject,” and “All through high school I
avoided physics, but now I hope to take more courses in it.”
Theorists, then, combine the supportive roles of Supporters and the
subject-mastery values of Achievers and turn students into learriers.

Figure 8.2: Reflective-Task Orientation
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The forces acting on Theorists are a reflective orientation and a task
orientation. Therefore, this teacher thinks deliberately and
methodically about what he or she is trying to teachand how to teach
it. The result is a well-thought-out theoretical model. Mike Cooper
(Westark Community College, Fort Smith, Arkansas), for example,
explains teaching by presenting a model:

A teacher is a coach, setting up the play, heiping students walk
through it, guiding themas they doso, encouraging them in their
effort, diagnosing their weaknesses and working on strategies to
correct them, and being firm with those whoare not putting forth
effort.

Alice Rasmussen (Lake Michigan College, Benton Harbor,
Michigan) described the role of the teacher by constructing a general
model composed of several model subsets: the models of police
officer, idea reflector, idea stimulator, and role model. Although
most of these labels, especially that of coach, occurred in the
philosophies of the other types of teachers, they occurred asadjectives.
For the Theorists, however, these labels are fairly circumscribed
concepts into which they place and organize the attributes of
successful teachers.

AsTheorists’ minds work, so does their teaching. They build
models for their students. James Ardini (Diablo Valley College,
Pleasant Hill, California) explained tous how heengages his students
in the study of physics on the first day of class. He starts with the
question, “Why does asatellite orbitthe earth?” Inthe questionsand
answers that ensue, he constructs for them a conceptual model in
which satellites—including the moon—fall to the earth, just as
Newton's apples. However, because the earth is forever spinning
away, these objects forever miss and, consequently, are forever
“falling” around the earth rather than toward it. (We would like to
point out that of the hundreds of teachers who responded to our
study of excelience, only this Theorist teacher went so far as to draw
usadiagram.) Jim VanderMey (Mid Michigan Community College,
Harrison, Michigan) builds models slightly differently. He has his
English students come in for conferences before they write their
essays. As he questiorss them about their ideas and their plans for
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completing the assignment, he writes down their responses. Atthe
end, he shows the students what they have said and helps them
organize their own thoughts into an appropriate framework.

Theorists, however, do not assume that their theoretical
models produce student learning. Their reflection orientation
compels them to continually think about what they are doing and
how it is working. Rodney Oakes (Los Angeles Harbor College, Los
Angeles, California) is an example:

Just because I understand a concept or have a certain kind of
mastery and am able to present concepts in a well-organized and
logical lecture, it does not follow that my students are learning!
My job is to continuously find new ways for students to learn.
And I'must always keep checking fo find out if learning is taking
place.

Jim McInturff (East Arkansas Community College, Forrest
Park, Arkansas) illustrates one of the ways that Theorists test their
theories and ideas:

I'try to teach and treat students the way that I would like to be
taught and treated if I were the student. Whenever I make an
assignment, I try to do tre assignment along with the students.
In speech, I give a speech. In composition, I try to write the
assignment fo see how the students feel.

In contrast to the Influencer, who is likely to try anything,
often spontaneously, the Theorist designs rather elaborate
experiments to test theories and ideas. When describing situations
in which they felt they had been successful, these teachers often went
into great detail—giving the objectives of the learning task, the
rationale behind the experimental methodology, a description of the
process, and a list of outcomes. Theorists, then, approach teaching
and learning reflectively, v-orking thesubject matter and the learning
task into a rtheoretical model, designing a methodology based on the
model, and testing the approach to determine whether the goals
have been reached. Often, these teachers will use quantifiable data
to determine success. However, in contrast to the Achievers, who
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use data to determine whether students are succeeding in high
numbers, Theorists use thedata to determine whether the conceptual
model is appropriate. The difference is, admittedly, subtle.
CHARACTERISTICS

Figure 8.3: Theorists and the Teaching-Learning Grid
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In the Teaching as Leading Inventory, Theorists are opposite
Influencers. Whereas Influencers are active doers, quick to try new
approaches and often relying on trial and error, Theorists are
thinkers, reflecting on what they know and want the students to
learn, working outstrategies and plans beforehand. Also, Influencers
have accommodator learning styles, meaning they try to fit new
experiences into existing theoretical models. But when they cannot,
they quickly abandon the models. Theorists, by contrast, have
assimilator learning styles; and when new experiences do not fit into
existing theoretical models, they tend, at least at first, to discount the
experiences. They are not likely to abandon an existing theory in
light of new information and experiences until they have
conceptualized a new model that accounts for the information and
experiences.
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It would pe inappropriate to say Theorists are not concerned
with student success or do not value highachievement. As with all
participants in our study of excellent teachers, we found Theorists to
have a very high commitment to student learning. However, as a
teacher type, Theorists focus onconcepts more than student behavior.
They are not focused on student needs to the same degree as the
Supporter teachers, nor on student performance as much as the
Influencer teachers. A student of Bruce Bjorkquist (Conestoga
College, Stratford, Ontario) gives an example:

Duringoneof his classes, Bruce mentioned the difference between
knowledge and belief. This sparked nty interest. After class, |
asked him more about this topic. He said he had taken a course

on that very topic, and we proceeded to have a wonderful
discussion on knowledge and belief. Following the discussion, I
went to the library and researched this subject in even greater
detail and learned a lof about it.

Regardless of whether this student developed this interest,
to this Theorist the concept is an important one, and the theoretical
base on which the learning situation was structured is still sound.
The student did, however, develop this interest; and the fact is that
students of Theorists frequently become truly awakened to the joy
oflearning because of the intellectual stimulation of abstract thinking,
as wellas the contagious enthusiasm of the teacher. Karen Detweiler
(Wytheville Community College, Wytheville, Virginia) puts it best:

A teachermust be interested and enthusiastic about her subject—
enough so that when she talks about it, the enthusiasm shows. 1
feel it is important to convey thefeeling, ‘I enjoy this, azd I enjoy
learning new things about this subject so much. How could
anyone not enjoy it and not be as interested as Iam in this class?”

Because of this conceptual focus on discipline, Theorists
have what Shirley Sweet (Blackhawk Technical College, Janesville,
Wisconsin) calls “integrity.”

I use the word ‘integrity’ to mean several things. First, the
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teacher guards the integrity of the discipline which is taught.
This means that onemust provide balanced views on controversial
subjects and also avoid being trapped info ‘pop’ wisdom that has
not been honed by rigorous research (but may have enormous
public appeal via mass media). It also means that one must
continually be a learner as the discipline matures and grows.

Tom Hooe (Community College of Baltin.ore, Baltimore,
Maryland) further demonstrates the centrality of the discipline in
Theorist teaching when he says, “The community college professor
must blend a concern for the sanctity of the content with instructional
strategy and style that ensures that student learning does, indeed,
take place.” The powerful impact of Theorists on students, however,
can best be told by students, such as a student in Jim Mcinturff's
literature class:

1 had never had much interest in poecry during my life. Buf with
Mr. Mcinturff s excellent methods of teaching, he has opened up
a whole new world for me. Because of him, I can now enjoy the
world of poetry, and new insights are mine to incorporateinto my
thinking. His love of literature is obvious, and one cannot sit in
his class without becoming enthusiastic about what we are
learning. His creativity spurs his students on to really think.

STRENGTHS

Because Theorists work from conceptual models, they
integrate knowledge rather than isolate it. Whereas the Achievers
seeand valuethe practicalapplications of their knowledge, Theorists
see and value connections. Darlene Logan (New Mexico Military
Institute, Roswell, New Mexico) expresses this:

My attempi to present material in a way that is not isolated and
fragmented, ata timeinhistory whenour very lifestyles encourage
specialization and fragmentation. s more difficult. This is
something I have been wrestling with for @ number of years. It
requires the teacher to be open and extremely knowledgeable; fo
be the eternal teacher and student; to see, make, and encourage
connections; to terch more than a subject to students, but rather
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to share with human beings the joy of learning, growing, and
strengthening themselvesand their concept of themselves and the
world and people around them.

Tom Hooe adds that an effective teacher “must have a
command of content, not only in his discipline, but also in related
bodies of knowledge.” This love of learning in the broadest context
enables students not merely to apply the knowledge they gain at
school, but to integrate it in such a way that they see the process of
learning as a powerful tool for personal growth and understanding.

Another strength of Theorists is their use of inductive
reasoning. By observing individual behaviors, they are able to
construct an experimental model of students’ learning needs and
design an experimental teaching-learning situation. Yvonne Estes
(Austin Community College, Austin, Texas), for example, told us
about a situation involving a student who seemed unresponsive to
her attempts to instill in him a value for the biology skills she was
trying 1o teach. By observing his writing ability, his attentiveness,
his stated reasons for being in school, and the kinds of assignments
he seemed to find interesting, she was able to put the skills she
wanted him to learn into a context he found relevant and worth the
effort required for success. Bruce Bjorkquist {Conestoga College,
Stratford, Ontario) described a similar process involving the whole
class. Frustrated by the apparent passivity of students during
discussions in his ethics class, he took the time to observe the
behavior of the class and work the observations into a designed
classroom experiment that required the students to deal with an
ethical question through both contrived role-playing and real
decisions.

Because of their deliberate forethought, Theorists also tend
to be highly organized. Throughout the comments from students,
we found an appreciation for the clear, systematic presentation of
lessons. Mary BethMonroe (Southwest Texas Junior College, Uvalde,
Texas) is an example of this type of teacher:

I'must continually search for ways to make the curriculum more

simple, yet complete, in presentation and to make the delivery of
the curriculum understandable and enjoyable. Therefore, I must

<08
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stay on top of all discoveries in physics and new pedagogical
technigues.

Theorists, then, areable to translate their genuineloveand enthusiasm
for their disciplines into a rational, precise, and orderly presentation
that maximizes student understanding. The students’ ability to
think about the subject is not clouded by a necessity to reshape the
teachers’ information.

PATH-GOAL DATA AND THEORISTS

Theorists most closely resemble Achievers in their report of
motivating students to learn. This comes as no surprise since both
attack teaching from a task-oriented perspective. Like Achievers,
they display their greatest strength in their ability to clarify paths to
success by offering guidance and direction to their students through
structured planningand modeliing. Theorists, of all thefourteaching
styles, report greatest strengths around their espoused philosophy
of teaching, and they areespecially cognizant of theneed to capitalize
on a teaching pattern that recognizes the student’s desire to learn—
although they demonstrate somereluctanceto relinquish the learning
goal to the student (Figure 84). An unexpected finding from
Theorists was the vehemence with which they reported both their
successful and their unsuccessful experiences; unlike the other
teaching styles, the Theorists felt strongly even about their defeats
(Figure 8.5). Theorists did not demonstrate variance between their
successful experiences and their espoused philosophies of teaching
(Figure 8.6).
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Figure 8.4: Theorists and Path-Goal: Successful Behavior

— [nfluencers ~~~Achievers =Supporters *ee Thaorists

100%
80%
oen?®
ooel°°‘.
60% A et
S \\\ -
\“
40%
PG-1 PG-2 PG-3 PG4 PG-5 PG-6
Infiuencers 76% 86% 76% 59% 60% 70%
Achisvers 71% 5504 7108 45% 83% 682%%
Supporters 8406 75% 80% 7104 81% 8206

Theorists

75% 8596 82% 62% 68% 745%

Arouses Increnses Clarifies Clarifiss Raduces Increases
Needs Payoffs Paths Expoctations  Barriers  Sstisfaction

Figure 8.5: Theorists and Path-Goal: Unsuccessful Behavior
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Figure 8.6: Theorists and Path-Goal: Philosophy
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Figure 8.7 displays student and CEO perceptions of the strengths
of Theorists as teachers. Students who have Theorists as teachers see
their greatest weakness in the Theorists’ reluctance to give students
independence over their own learning; but they are extremely
complimentary about their instructors’ abilities to positively guide
them to greater leamning realms by reconfirmation of the goals and
objectives of the course they are teaching. Presidents single out the
Theorists as the most able instructors at arousing their students to
learn through diagnoses, clear definitions of course objectives, and
an analytical understanding of their needs. Jess Parrish (President,
Midland College, Midland, Texas) said that Julia Flaherty “has every
intention of making a difference in students’ lives. She carefully
plans but remains flexible about the delivery of content and is
always cognizant of students’ needs.” Wayne Wiley was seen as a
very thorough teacher by his president, Johnnie Merritt (Central
Virginia Community College, Lynchburg, Virginia): “Dr. Wiley is a
master at setting and accomplishing instiuctional goals and
evaluating students; he keeps students ‘turned-on’ by rewarding
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their successes and showing them that he genuinely cares about
their learning.”

Figure 8.7: Theorists: Self-Report and Student and

CEO Reports
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TEACHING-LEARNING AND PATH-GOAL

Recognizes and Engages Students’Desire to Learn: Theorists
share with the Supporter the primary concern for arousing student
needs as a path-goal effort. However, Theorists arouse needs by
kindling in students a desire to knuw more about the subject.
Barbara Gill (Community College of Denver, Denver, Colorado)
says she tries to motivate students with the goal of a good job or job
advancement. But most of all she tries “to instill a love of learning
just for the sake of the knowledge and becoming a better person.”
One of Wayne Wiley’s (Central Virginia Community College,
Lynchburg, Virginiz) American history students illustrates the
success Theorists frequently have in motivating students to learn for
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the sake of learning:

While doing a book review of a subject 1 did not like, nor had the
time orincentive to follow through, Dr. Wiley's driving forceand
example helped me find the time and. nuch to my surprise, the
interest not only to complete the wssignment, but to follow
through on my own and furtherr search the subject. Thus, Iam
row well-versed and very much interested in any other materials
that relate.

Offers Positive Orientation, Guidance, and Direction: Again
working from a conceptual framework, Theorists help students see
the way to successful completion of the learning task. Mary Beth
Monroe (Southwest Texas Junior College, Uvalde, Texas), for
example, induced the author of her physics textbook to prepare a
videotape for her class in which the author explained the philosophy
of the course and discussed the nature of the questions the class
would be exploring in the course. Robert Wylie (Central Virginia
Community College, Lynchburg, Virginia) requires his students to
write a poem but admits, “It would be folly to make such an
assignment as ‘write a poem.” Instead, he takes the class through
a series of steps that naturally culminates in a finished poem.
Theorists are crganized and systematic, and they give the students
a clear sense of direction toward learning .

Works to Eliminate or Reduce Learning Obstacles: Theorists
place a high value on reducing barriers to studen.y’ performance,
but this usually involves barriers specifically between the student
and the content. Supporters, by contrast, are likely to attempt to
reduce barriers outside the teaching and learning context, such as
financial problems. An unusual example, but one that illustrates
Theorists’ focus on subject matter and conceptual orientation, comes
from cne of Julia Flaherty’s (Midland College, Midland, Texas)
students. The student went into this teacher’s office aft.r reading a
biography of Andrew Jackson. She was clearly upset that one of her
heroes from grade school history lessons seemed undeserving of the
honor.
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She listened to meattentively. Finally, she said, Those of us who
Iikcmlamwalotnmindangaofforgetﬁngﬂzegmndeurofthe
past or of minimizing it. We are in danger of becoming cynical
and of losing our faith in the future. Don't let it happen. America
has a great history!" 1was satisfied. No matter what happens, I
miust learn. I must learn to consider the past at its real value, in
some cases fo even reconsider it.

Whatever comes between the student and his or her potential
joyinlearning, the Theorists’ subject dependency formsa preventive
barrier that the student may use as a reference point.

Motivates Students to Increased Satisfaction and
Development of Learning Skills: In path-goal theory, satisfaction
occurs when the rewards for student performance match thestudent’s
expectations. To the Theorist, learning is inherently rewarding and
mastery is satisfying by nature. This beliefis implied in the statement
by James Ardini (Diablo Valley College, Pleasant Hill, California);

At the bottom, I emphasize that [students] must learn to learn on
their oun—the foundation stone of the truly educated. They
gradually learn that true motivation to learn comes not from a
cheap and flashy teaching technique, but from the self-mastery
of a discipline and themz=lves.

Throughout the comments from the students of Theorists,
we found support for this belief. Students did find genuine delight
in learning and rea! satisfaction with their accomplishments as
learners.

Increases Opportunities for Quality Educational
Performance and Success: Students do not, however, enter the
Theorist’s classroom with a burning desire to learn, any more than
they enter any other teacher’s. This desire has to be sparked, then
tended, through the teacher’s example and dedicated effort. Karen
Detweiler talks xbout personal pay-offs in terms of the nonreaders
she has had in ner reading improvement courses. A3 the students
begin to see progress, they come to believe achievement is possible.
Gradually, they realize there is hope for change in their lives. With
this recognition they are willing to spend hours each day and,
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therefore, are able to reach a sixth- and seventh-grade reading level
in a little over a year.

Uses Effective Performance as an Expectation to Empower
Students: Theorists are clear in their expectations of students. They
expect them to learn and to learn to love learning. However,
recognizing that community college students usually need something
alittle more tangible to work toward, they communicate to students
the goalsand standards of thelearning tasks. A student of Nova Jean
Weber (Cerritos College, Norwalk, California) shows a typical way
Theorists accomplish this:

I remember how hard it was for me to write. 1sat in my chair
writing and thinking of things fo say on paper. She would
suggest topics that motivated me; and between much writing and
her checking and marking up my paper in red ink, I could see the
whole picture of what was expected of me.

Theorists, then, work from conceptual models. Therefore,
students mus¢ usually go through a process of discovery to fully
grasptheteacher’s expectations. This is not because the teacher does
not have those expectations clearly in mind. Quite thecontrary! The
discovery process is a result of the abstract nature of th.e Theorists’
expectationsand the difficulty in communicating abstractions clearly
and concretely. Theorists, for eample, would not be satisfied to
expecta five-paragraph essay desciibed interms of specificobjectives.
And yet, by expecting the student to write an essay that shows
analytical thinking, Theorists greatly increase the difficulty in
communicating to the student exac *ly what he or she should do.

TEACHING FIELDS

Theorists reported a wide . zriety of teaching fields, and we
could not predict or define teaching behavior based on their teaching
fields—Theoristsdo not fit neatly into particular fields or disciplines.
Although our chart shows some preponderance in the fields of
engineering and the sciences, no statistically significant findings
about the Theorists and teact ing fields were found.
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Figure 8.8: Teaching Fields: Theorists
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IMPLICATIONS

In the teaching-as-leading cycle, Theorists are best for those
students who have advanced beyond the nurturing care of the
Supporter, but who are not yet ready for the driving, competitive
demands of the Achiever. Througn Theorists’ love of a subject and
enthusiasm for leaming, the students discover that learning is
something that goes beyond rote behaviors foraccomplishing specific

ts. Instead, they see that learning is something they are
quite capable of doing for themselves and that they can find great
satisfaction in it for its own sake. Once they discover this about
learning and develop confidence in their own abilities as learners,
they are ready to test themselves against the standards of Achievers.
Withsuccessin thatarenathey canultimately challengethe “personal
best” approach of the Influencer teachers.

As with all four archetypes, however, Theorists must be



THEORISTS /187

adaptable to their students in order to get the most and best student
learning. Within each class there are students with diverse needs
and a wide range of motivational and cognitive readiness. Theorists
provide an important, often pivotal, learning experience for
community college students, butthe impact, as always, is dependent
on the match between the teacher’s style and the student’s place in
his or her own learning cycle.
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In the end, the role of the teacher is to make students understand
that (a) if they put in the effort, most likely, they will succeed
splendidly, and (b) developing intellectual curiosity in one area
will stimulate their appefite for knowledge in other areas.

Jorge B. Gonzalez
Miami-Dad2 Community College

Occasionally, a teacher must mentally spar withstudentsinstead
of simply being the fountain of knowledge. Sometimes, this
means the teacher is the loser, but even then students feel theyare
also a part of what the teacher teaches.

denry Castillo
Temple Junior College

ne-fourth of the teachers in our study were Achievers (Figure
9.1). Although Achievers are characterized by their task
orientation, they are energetic, active teachers who want to
see student participation in their classroom environment; Achievers
are focused on mastery of content but are likely to embue content

mastery with great enthusiasm, confidence, and spirit.

<13
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Figure 9.1: Achievers
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I possess facts or skills that the students need, and I structv.re
situations so that the students can acquire these facts or skills. .1
feel most comfortable, however, when 1 abandon traditional
authority and become a fellow struggler in pursuit of whatever
certainty or truth the discipline promises. I try to model a kind
of academic literacy that is more than just the ability to read and
write. It is a vocabulary, a sef of structures for testing reality, a
wayof knowing (David Humphreys, Cuyahoga Community
College, Cleveland, Ohio).

My number-one joy is to creatively and enthusiastically share
my knowledge, experience, talent, and energy with [students].
My basic philosophy is that students learn best when they are
productively and happily involved in the learning process and
when theknowledgeis relepant (Teresa Thomas, Southwestern
College, Chula Vista, California).

20
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PHILOSOPHY

These quotes exemplify the teacher that we classify as
“Achiever.” In the Teaching as Leading Inventory, the Achiever is
opposite the Supporter. Although they strongly value the learner in
the teaching and learning situation, Achievers view their role as
teachers of content; therefore, their purpose is to enable students to
master content. The primary requirements for effective teaching in
the Achiever styleare genuinelove for the subject and the systematic
thinking skills necessary to pass it on to the learners. Achievers, like
excellent community college teachers in general, are also learners.
However, when they think of themselves as learners, they do not
think in terms of intra-personal needs, as Supporters do. Instead,
they think in the more specific terms of learning styles. Bob Norden
(Community College of Denver, Denver, Colorado), an honors
accounting instructor, demonstrates this point of viewin his statement
of the role of the teacher:

The role of the teacher..is that of a practiced learner. I try fo
maintain a student perspective by teaching classes as 1 would
wantsomeone o teach them if were the student. /A primary role
of the teacher is to maintain enthusiasm in the classroom. By
creatingapositiveatmosphere that allows for intellectual growth,
the exchange of ideas, and the development of the fools to solve
problems, the teacher can improve the learning process.

As the name Achiever implies, then, Achievers are focused
on mastery. When they take the students’ perspective—as they
often do—it is to better understand how to organize and present
content. Students are motivated by success, accordingtothe Achiever,
and student performance will result from student effort. Therefore,
when students come to an Achiever with problems in learning the
subject matter or skills, the Achiever will present different learning
strategies urtil the student finds one that enables learning. Robert
Xidis (Johnson County Community College, Overland Park, Kansas)
explains this philosophy:

In addition to conveying and interpreting course content, I
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believe that a teacher ought to share various ways of learning. I
don't think teachers should just expect students to learn the
material they teach; I think teachers ought todemonstrate different
techniques for mastering material and explain various learning
strategies. Inotherwords, I think the role of the teacher includes
denonstrating how to learn, as well as telling students what to
learn.

The goal of the learner is to master content; the purpose of the
Achiever is to design teaching-learning strategies that enable the
learner to reach that goal. With this focus, Achievers approach the
teaching-learning process asscientists. Likethe Theorist, the Achiever
hypothesizes theories to guideteaching decisions ratherthan relying
on sensitivity to feeling, a Supporter strength. Mark Lewine
(Cuyahoga Community College, Cleveland, Ohio), for example, is
typical of the Achiever when he describes an assignment in his
“Social Problems” class:

I require a term project designed to both integrate concepts and
provide an opportunity for personal community application. As
nty research indicates that students kave an extreme aversion to
writing term yapers, I spend most of the first week...in an
orientation process culminating in student selection and positive
commitment to the assignment and the course.

Unlike the Supporters, who see themselves as helping people
solve problems, the Achievers see themselves as helping learners
learn what they have to teach. School, then, is a very special place,
but a place with a focus and singular purpose. As Jerry Long
(Wharton County Junior College, Wharton, Texas) says, school is “a
center where those who possess knowledge, experiences, and
sensitivities meet with those who wish to gain knowledge, develop
experience, and hone sensitivity.”
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Figure 9.2: Task Orientation/Active Influencing
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The primary forces affecting Achiever behavior are task
orientation and active orientation. Consequently, they are very
focused on what it is they are trying to teach and on how well the
students are learning it. If students are having difficulty, the
Achiever is likely to try different strategies but not change the
essential task the students are expected to master. Achievers, in
other words, believe very strongly that they are teaching something
of great value and that students will be rewarded by learning it. The
excellent Achiever, then, receives personal and professional
satisfaction from actively influencing students to succeed—at high
levels and in high numbers. The student comments clearly
demonstrated the willingness of these teachers to spend as much
time with individual students as necessary to enable individuals to
succeed. However, the teachers’ comments overwhelmingly
supported our belief that excellent Achievers measure their own
success by the numbers of students, rather than individual students,
who perform in their courses at a high level of achievement.

Like the Supporter, the Achieveris innovative and seeks new
ways of thinking and doing. However, more like the Theorist than
the Supporter, the Achiever experiments from a theoretical base
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rather than a sensing or feeling base. For example, David McCarthy
(University of Minnesota Technical College, Waseca, Minnesota), a
welding instructor, discovered a way to use his dual role as teacher
and advisor to enhance teaching and learning. He developed a 25-
item questionnaire for his freshmen advisees, but distributed it in
the early part of “Introduction to Agricultural Mechanization,” a
course he teaches to the freshmen advisees. He thensummarized the
dataand used them in interviews with the students about their study
habits, problems with the course, general goals, and problems with
transition to college life. By combining the teacher-advisor roles,
this teacher formed bonds with his freshmen students that lasted
throughout their college experience. The theoretical base for

ting and innovating is also evident in Mark Lewine’s
(Cuyahoga Community College, Cleveland, Ohio) explanation of
the purposes for the peer group tutoring process he introduced in his
large introductory sociology classes: “to mix independent and
dependent learning modes, increase student motivation, encourage
success orientation, develop study skills, and increase student
performance and learning as measured by test scores.” Achievers
do not experiment just for the sake of change, but rather to find a
better way to enable students to learn and always with a clear idea
of what they expect to accomplish.

These experiments may be elaborate or relatively
uncomplicated. Mary Jane Wheeler (Cuyahoga Community College,
Cleveland, Ohio), ananatomy and physiology instructor, aeveloped
the “Multi-Method Approach to Anatomy and Physiology,” which
incluc 2s videotapes, visuals, computer-generated reviews, and
gar-.es to enhance the lecture method and accommodate a variety of
learning styles. Starr Weihe (St. Petersburg Junior College, St.
Petersburg, Florida), a zoology instructor, turned a lecture course
with 90 students into a discussion course. Both of these approaches
increased students’ active participation in the course and resulted in
increased student performance. The Achiever, then, is quick to
experiment and to seek new ways of thinking and doing. However,
because these teachers are driven to achieve high levels of student
success, their experimenting is to find a better way, not simply to
find another way. One of Dave Humphreys’s (Cuyahoga Community
College, Cleveland, Ohio) students made his first ‘A’ in an English

)

by

OO

44
X



ACHIEVERS /197

class because his teacher found a better way:

I used to have a kard time expressing my ideas on paper until Dr.
Humphreys introduced me to the MacIntosh and the system of
separating the creative process from the editing process. Withthe
Mac I don’t have to worry about spelling and can concentrate on
the idens. Because of this new technique, I earned the first ‘A"
have ever had in English.

One of Burlin Matthews's (Towa Lakes Community College,
Estherville, Iowa) students shows the convergent nature of Achiever
thinking in describing how the teacher works with students on the
college farm. The student says, “He works with you and asks your
opinion,and wethendecidetogether whatthebest wayis.” Achievers
do not take decisions away from students; but because they are
looking for solutions in their experimenting, they can be decisive.
When Harold Albertson’s (Richland College, Dallas, Texas) students
became frustrated in a robotics class, they naturally wanted the
teacher to solve the problem. Recognizing that problem-solving
skills were an important dimension of the learning experience, this
teacher told the stuclents to consider themselves on the job and in
charge—in other words, with no one but their team to rely on for
answers. By acting decisively, the teacher influenced high
performance from the students on the task, as well as in the area of
problem-solving.
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CHARACTERISTICS

Figure 9.3: Achievers and the Teaching-Learning Grid
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Achievers, as opposites of Supporters, are the most con-
vergent thinkers of the four teacher archetypes. Their personal
satisfaction is related to student performance, so they are quick to
seek a better way of teaching. Achievers, however, always work
fromaplan. Thatis, they arenotalwaysin astate of experimentation.
As convergent thinkers and solution seekers, they are very goal-
oriented. The following statements indicite the strength of this

orientation:

Theentiresemester has been geared toward taking a common goal
and making the greatest achievement possible (student of
Stephen Stroud, Modesto Junior College, Modesto,

California).

and student involvement. As the teacher, I must set

My philosophy of the role of the teacher has two basic parts, high
expectations

goals for class achievement (Carolyn Harris, Midlands
Technical College, Columbia, South Carolina).

l}() *
f«-t-()

R



ACHIEVERS 7199

1 believe that a teacher must set standards of excellence in the
ciassroom and demonstrate ways for the students to reach these
standards. These goals or standards must be attainable for the
student (Paul Ausmus, Howard County Junior College, Big

Springs, Texas).

Similar to the Theorist, the Achiever has great confidence
and faith in the plan and the goals, and, when students are
unsuccessful, will attempt first to change what the student is doing
rather than change the teaching-learning situation. Robert Xidis
(Johnson County Community College, (tverland Park, Kansas), for
example, responded to his students’ low performanceon an essay by
putting all the essays, along with his comments on each one, on
reserve in the library and asking each student to go through the
whole set before attempting the next assignment. By giving the
students additional materials to use in understanding the course
expectations, this teacher was able to increase student performance
without altering the course itself. Many of the Achievers set up
study groups and review sessions, arranged tutoring, and did other
things, to enable the students to accomplish the goals of the course.
When large numbers of students do not perform well, however, the
Achiever will abandon the plan in favor of one with a greater
likelihood of success.

Achievers, though creative, do not rely on creative insight to
guide their changes. Instead they employ systematic
Robert Peetz (Midland College, Midland, Texas) shows this kind of
thinking in his attempts to solve a three-part problem. He wanted
his criminal justice students to have a better understanding of the
iaw; he wanted them to develop some tangible skills that would be
useful after college, and he wanted to help increase utilization of
campus resources. The result was a required, two-hour seminar on
how to prepare briefs using the campus law library and the
implementation of assignments in several courses requiring those
skills and resources. This kind of systematic thinking is also seen in
the Achiever's teaching behaviors. A student in Mary Perks’s
(Northern Oklahoma College, Tonkawa, Oklahoma) algebra class
expresses her appreciation for the teacher’s systematic approach to
helping her master the bane of many algebra students—the word
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problems:

Mrs. Perks went step-by-step through each situation,

graphs, tables, or formulas for each problem, and made the class
eware that most problems are similar in their step-solving
procedure. My confidence in my abilities has definitely been
increased through her efforts.

Pat Turner (Howard Community College, Columbia,
Maryland) advises teachers: “Organize the curriculum so that the
student knows what is useful and important, in what order the
materialis best learned.” Theconvergent nature of Achieverthinking,
then, derives from a firm commitment to goals and a belief that there
is a best way to get there.

Perhaps because they focus on goals and relate goals to
student mastery of content, Achievers tend to think of themselves as
subject-matter specialists. That is, they do not think of themselves as
teachers in the broad sense that they are prepared to teach anything
atanytime. Their teaching is a product of the way they feel about a
specific discipline or content area. George Frakes (Santa Barbara
City College, Santa Barbara, California) states this point of view
unequivocally: “To Lave effective learning, one must first establish
theinstructor’s love of learning and excitement about his/her field.”
Mary Knapp (Alvin Community College, Alvin, Texas), a court
reporting instructor, demonstrates this excitement by going to various
classes in the department, just to talk about interesting experiences
she has had on court reporting assignments. The res::lt is that other
students become interested and committed to learning this body of
knowledge and skills. Throughout the statements of the excellent
teachers, and reflected throughout the comments by students, we
saw enthusiasm and excitement about the subject. Achieversloveto
teach because they love what they know.

STRENGTHS
Iflooked at from only a single perspective, the subject-matter

orientation of the Achievers could appear out of step with the
student-centered mission of the community college. However, for
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the excellent Achievers, the value of the knowledge and skills they
teach is a special strength because they insist that students see the
practical applications for them. Pat Tumner (Howard Community
College, Columbia, Maryland), forexample, begins the “Introduction
to her Laboratory Science” course with guest speakers who are lab
technicians in the community. They explain to the students how this
course prepared them for the jobs they hold—jobs the students
#xpect to hold, as well. One of Elwood Schapansky’s (Santa Barbara
City College, Santa Barbara, California) physics students explains
why heis so motivated tolearn physics: “[The teacheruses] practical
examples and demonstrations of how the things we learn apply to
the everyday things that surround us.” James Gray (Miami-Dade
Community College, Miami, Florida) sums up this value in his
explanation of the role of the teacher: “I wantstudents to know from
a historical perspective why things are the way they are. Iencourage
them to relate historical facts to present-day events.”

Another strengthof the Achieversis their use of hypothetical-
deductive reasoning to improve teaching and learning. Through
this approach, Achievers are often abie to solve multi-faceted
problems systematically and construct solutions that last. In other
words, they are less concemed with “quick fix” approaches to
problems concerning one or few students, and more concerned with
problems in the broader scope of course mastery for all students.
Carolyn Harris (Midlands Technical College, Columbia, South
Carolina), for example, was concerned because clinical chemistry
students did not seem personally involved in the laboratory
experience. She noticed the lack of an inquiring attitude on the part
of the students and their “recipe” approach to lab assignments. As
a result, she designed a student lab prep assignment in which a
student not only presents and explains a lab experiment to the rest
of the class, but is also responsibie for inventurying supplies and
equipment for the assigned lab, obtaining specimens and quality
control materials, preparing reagins, and maintaining everything
under proper storage conditions. A similar example comes from
Jack Spohn (Centennial College, Scarborough, Ontario), a
mathematics teacher. When he was notified that some of the first-
year nursing students were having trouble with the calculations in
pharmacology, instead of arranging tutoring (aSupportertechnique),
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he designed a two-hour, noncredit course, in which he could teach
math from library nursing books. The course has worked so well
that he has been asked to design similar courses for other programs
in the college. Because Achievers are such analytical problem-
solvers, their solutions often result in new and lasting ways of doing
things.

Perhaps as a by-product of their deductive, analytical
approach to problem solving, Achievers are also very rational and
objective in their dealings with students. George Terrell (Gadsden
State Community College, East Gadsden, Alabama) reveals this
belief in his explanation of the role of the teacher:

I'think students should feel that all of them are equal in the eyes
ofthetmchermdthatmfamﬁﬁsmisba’ngshmntamwm If
every student is treated exactly the same and they know that
wktzteaertheymmiswhaﬂheywiugetfammmgmde,thm
they can set their own goals and work toward what they feel is
realistic ft - them.

Ron Pulse (Laramie County Community College, Cheyenne,
Wyoming) further reflects this attitude when he says a teacher
should be realistic and honest about a student’s future. The fact that
Achjevers act with objectivity, as well as talk about it, is sven in one
of Mr. Pulse’s student’s recollection of an event in wuich this
Achiever put the student on the right track to success. When the
student went to the teacher to discuss why he was not doing well in
theclass, he remembers the teacher saying, “I'm speakingasa citizen
of the city, and I think you are drinking and partying too much!”
According to the student, there were no further problems with his
performance in the course.

Achievers, then, love what they teach and value it for its
practical meaning. The truly excellent ones, believe students can
learn it, will be enriched by it, and will receive personal satisfaction
from mastering it. Their role as teachers is to design systems that
enable mastery at a high level, systems designed with the belief that
all students can succeed.
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PATH-GOAL DATA AND ACHIEVERS

Achievers feel most successful at clarifying paths to student
success; they encourage student effort with constructive feedback,
and they identify and affirm student responsibilities—they are great
coaches (Figure 9.4). Philosophically, they most espouse their need
to engage their students in active leamning before they point the way
through guidance (Figure 9.6). They are highly displeased and even
frustrated when they cannot use their energies to motivate students
or encourage them to become self-motivators (Figuse 9.5).

Figure 9.4: Achievers and Path-Goal: Successful Behavior
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Figure 9.5: Achievers and Path-Goal: Unsuccessful Behavior
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Figure © 4: Achievers and Path-Goal: Philosophy
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Presidentscompliment the ability of Achievers to accomplish
what they set out to do: they report satisfaction with Achievers'
abilities to encourage students to learn and rate them as top-notch
teachers. Achievers demonstrate the greatest range of difference
between their discussions of motivating experiences and their
philosophy of education probably because they place extraordinary
value on their ability to motivate and arouse students to succeed in
college. Students demonstrate a rather consistent attitude about
their Achiever instructors, although they report they do not always
live up to the expectations that Achievers have of them. Ratherthan
demonstrate a discouraging view of this weakness, students admire
Achievers precisely because they have such high expectations of
their students. Stephen Mittelstet, president, notes with praise the
accomplishments of Harold Albertson (Richland College, Dallas,
Texas):

If Iwere to select one educator who, in my estimation, exemplifies
the philosophy and spirit of the community college, that person
would be Harold Albertson. Dr. Albertson participated in the
Building Communities report and personifies the teacher the
commission is seeking: he is @ mentor and a scholar. Heisa
creator and a person who always pursues excellence. He makes
his courses a dynamic laboratory of learning and accomplishment
for students.

€)1y f
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Figure 9.7: Achievers: Seif-Report and Student and CEO Report
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TEACHING-LEARNING AND PATH-GOAL

Offers Positive Orientation, Guidance, and Direction:
Because of their commitment to high student performance and
achievement, Achievers believe strongly in the use of objectives and
alternative ways for students to reach them. Donald Wheeler
(Cuyahoga Community College, Cleveland, Ohio) exhibits this
attitude in his statement of philosophy:

I believe that a teacher must provide to the student a list of
performance objectives that the student must master in order to
successfully complete the course. I believe in providing the
student with 100 percent of the information by as many learning
avenues as possible.

Whereas Achievers and Supporters both recognize the need
for alternative paths, the two styles are different. The Supporter is
likely to create an alternative pathway when confronted with an
individual student’s special needs. The Achiever, on the other hand,
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is more likely to build multiple pathways into the course and expect
all students to choose from among them. Robert Peetz summarizes
this difference in his statement of the role of the teacher:

Because not everyone responds to the samestintuli, teachers must
be able to evaluate what works for the majority, or what best
accomplishes the goals of that particular course. As courses have
different objectives, standards of learning, and material,

approaches to learning must be flexible.

Individual students do, in fact, recognize the impact of the
Achiever’s means of clarifying paths. One of Anna Mae Tichy’s (Mt.
Hood Community College, Gresham, Ohio) students is typical
when she says her instructor modvated her by using an accurate
assessment of her skills and giving her direction as to where she
needed to improve. In other words, Achievers clarify paths by
helping students adapt to pre-existing and appropriate plans for
learning.

Recognizes and Engages Student’s Desire to Learn: Although
Achievers value practical applications of what they teach, their love
for their disciplines compels them to want to arouse student needs
for learning in a broader context. Willie Quindt (Western Nebraska
Community College, Scottsbluff, Nebraska) expresses this in his
personal philosophy:

Asateacher I strive toinstill inthe student the never-ending need
for the spirit of inquiry, the acquisition of knowledge and
understanding, and thoughtful formulation of worthy goals.

Toputit moresimply, Achieversattempt toarouseinstudents
the needs they have in themselves. For the excellent teachers, this
works. One of James Gentry’'s (College of Gouthern Idaho, Twin
Falls, Idaho) students admits that 1.2 was not happy when he had to
take a history course. However, the student says this teacher
“teaches with an enthusiasm and knowledge that few teachers
have.” Because of this, the student says this teacher makes students
want to learn, and history has now become a personal hobby of his.
One of Beverly Fite's (Amarillo College, Amarillo, Texas) students
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says her teacher taught her: “You need to learn as much as possible,
and thereis always room for morelearning.” The Achiever'slove for
his or her subject, therefore, pays off in increased student motivation
to learn.

Motivates Student to Increased Satisfaction for and
Development of Learning Skills: The Achiever believes that
satisfaction is directly tied to performance; and in their courses,
performance is directly tied to mastery. The Supporter increases
satisfaction in personal ways, by requiring a minimum standard for
allstudents and encouraging all students todo their best beyond that
standard. The Achiever increases satisfaction by focusing on a high
standard and pushing all students to try for it. Joseph Cochran
(Wytheville Community Coilege, Wytheville, Virginia) is typical
when he says, “Course work should be rigorous and the standards
high.” But also typical of Achievers, he believes the majority of
students will rise to the level of his expectations, as iong as he can
make those expectations clear.

To the Achievers, learning is itself intrinsically satisfying.
Therefore, they do not think in terms of helping students find
personal satisfaction in who they are or in their current
accomplishments; they prefer to direct students into the specific
satisfaction of learning. Starr Wethe (St. Petersburg Junior College,
St. Petersburg, Florida) states this almost matter-of-factly in her
explanation of the role of the teacher:

With effective instruction, students will identify what needs to be
learned, will be motivated to resarch additional information,
and finally will understand that learning is a perpetual process
which brings much pleasure and satisfaction,

Because Achievers believe learning is inherently satisfying,
they believe the primary tasks of the teacher are to clarify the paths
to performance and to arouse the students’ needs for learning.
Satisfaction naturally follows. Kenneth Bishop (Itawamba
Community College, Fulton, Mississippi) is an instructor whose
president, W.O. Benjamin, sees as one who brings a high degree of
satisfaction to his students: “Ken sets high expectations, but his
students :re never those who set the standard for complaints; rather,
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almost in a single voice, they express admiration for his work, and
then seem to work harder to meet his expectations. Almost always
they report how surprised they were to find themselves wanting to
do more.”

Works 2 Eliminate or Reduce Learning Obstacles: The
examples of barriers mentioned by the Achievers and their students
were almost exclusively related to the specific teaching-learning
situation. Whereas Supporters are likely to help students overcome
barriers outside the teaching-learning situation but impacting on
it—e.g., personal crises or reading problems——Achievers are
concerned only with barriers within their span of control. If a
student has a reading problem, for example, the Achiever is more
likely to direct the student into an existing alternative learning
strategy designed for course mastery, such as tapes and visuals, than
to help the student get into a developmental reading course. One of
Robert Norden's (Community College of Denver, Denver, Colorado)
students admits that her performance in class suffered because she
was “disillusioned with accounting.” She was turned around,
however, by her teacher’s ability to motivate her to succeed in his
Accounting Il class. That is, the teacher did not attempt to deal with
the personal aspects of disillusionment; instead, he pushed her to
improve her performance and feel good about it.

Achievers recognize the necessity of alternative teaching
strategies to enable student success. Therefore, they build into their
courses many systems to reduce barriers in learning. Also, because
they see themselves as providing students with a rewarding body of
knowledge or skills, they are less likely to become involved in, or
know about, dimensions of their students outside their shared
teaching-learning environment. Supporters get to know their
students as people. But even the students who form lasting
relationships with the Achievers are forever “students.”

Uses Effective Performance as an Expectation to Empower
Students: Mary Perks (Northern Oklahoma College, Tonkawa,
Oklahoma) best expresses the Achiever’s attitudes about

expectations:

A demanding teacher, in terms of the depth of mastery required
by the students, as well as the amount of work required of the
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students, enables far more learning to take place than a teacher
who coddles the students by not expecting their best efforts and
work. Students do what is expected of them. Good teachers
expect and demand their students’ best!

One of Teresa Thomas's (Southwestern College, Chula Vista,
California) students shows the student side of the Achiever’s
expectations:

Ms. Thomas treated all her students as if they were all equally
intelligent, which motivated us to do well. She expected superb
work from her students....We ‘were all expected to do labs and
turninlabs that wereof professional standards. Ms. Thomaswas
preparing us for what lies ahead.

Perhaps the trademark of the Achievers is that they do
indeed expect students to perform. In fact, so pronounced is this
expectation that it is implicit in their pathways to success. Achievers
use performance objectives to direct students toward mastery of
content and skills at a high level rather than a minimum level
Therefore, theirexpectationsareclarified, they believe, by everything
they do in class and by every assignment they give. “Clarifies
expectations,” then, was not at the top of their path-goal efforts
because they cannot clarify the path without including the
expectations. Such is the nature of the Achiever.

Increases Opportunities for Quality Educational
Performance and Success: At the risk of oversimplifying, we could
say that students of Supporters have increased pay-offs by feeling
better about themselves and having meaningful relationships with
their teachers. Students of Achievers have increased pay-offs by
being awakened to the wonder of learning and the enjoyment of a
body of knowledge. A student of Robert Xidis (Johnson County
Community College, Overland Park, Kansas) says he has grown to
understand literature in a way he never understood it before. One
of Elizabeth Brett's John C. Calhoun State Community College,
Decatur, Alabama) students says that because this teacher pushed
him to read books that he, at first, did not like, he is now reading
books on his own that he never would have opened before. For
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David Humphreys (Cuyahoga Community College, Cleveland,
Ohio), “If the alchemy is right, students leave the course with a
genuine excitement for learning.” To the Achievers, the students’
personal pay-offs are increased as they become more involved in the
subject. Enthusiasm for the subject is contagious, and we heard over
and over from the students that the teachers’ obvious excitement
about what they were teaching motivated the students to want to
learn more. Many of these students began the courses with
apprehension, even dread, but quickly realized how much they
could gain by increasing their effor:.

TEACHING FIELDS

Achievers are active in every teaching discipline, although
they appear to have greater numbers in the sciences, vocational,
engineering, math, and social sciences areas. Again, like Supporters
and Achievers, they do not demonstrate any proclivity toward
teaching fields b.sed on their teaching style.
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Figure 9.8: Teaching Fields: Achievers
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IMPLICATIONS

Although Achievers teach beginning students, advanced
students, large classes, small classes, and most disciplines, their
particular strengths best fit those students who are able to make a
high commitment to learning. The Supporters are best for the
entering student who is taking those important first steps in gaining
self-confidence to pursue an eduction. The Theorists are best for
those students who have taken the first tentative steps and who are
testing and developing the systematic thought processes required in
a learning environment. Achievers, though, are best for those
students who have resolved personal aspects that interfere with
learning, have made appropriate decisions concerning their
educational goals, and who are, therefore, in a state of readiness to
devotethetimeand energy to learning expected by thesedemanding
teachers.
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Achievers are a special asset to community college students
because they back up their high demands with systems designed to
enable high student performance. Although they will not take
responsibility for student performance, they believe effort leads to
performance,and they willassume some responsibility formotivating
students to put forth that effort. Therefore, these teachers often play
key roles in helping students see how much they are capable of
achieving. Students of these teachers often go on to perform well in
four-year colleges and in their careers. Thus, they continue to
achieve once they have learned they can.
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The teacheris ina roleof ‘forever’ student. The love for and desire
to learn is a lifestyle. Nothing is separate—not teachers and
students nor teaching and learning.

Sue Foy
Laramie County Community College

The number one rule for the teacher is that the student is the first
priority. Rule number two is fo remember rule number one.

Steve Zabetakis
Hagerstown Junior College

he majority teaching style is the Influencer style. Over one-

half of the instructors who responded to the Teaching as

Leading Inventory inquiries were Influencers. Their dominant
teachingstyleisactive and student-oriented. Influencersare teachers
who have finely honed intuitive skills; they are, as their name
connotes, experts in shaping values, attitudes, and beliefs among
their students. That they orient those behaviors toward educational
goals is a given for Influencers.
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Figure 10.1: Influencers
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Teachers who are classified as Influencers on the Teaching as
Leading Inventory areconcerned with individual students; however,
like Achievers, they focus on mastery learming, Therefore, the
Influencer attempts to motivate all students to high levels of
performance, but takes great satisfaction from the special individuals
who overcome the most and reach the farthest. Tom Vance (Central
Piedmont Community College, Charlotte, North Carolina) shows
the Influencer’s philosophy on motivation:

Itisrarelyasingleincident that motivates students, but astrong,
never-say-die attitude on the part of the instructor to help the
students overcome seemingly insurmountable obstacles that
block their way fosuccess. .. The good teacher must constantly fill
each cless with subject matter that challenges thestudent to grow
and to reach a little farther than he first thought he could. And,
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each day should present a new challenge—none of this treading
water!

Even though Influencers are enthusiastic about the subjects
they teach, they love the actual act of teaching, most of all. Of all the
Teaching-as-Leading types, Influencers are the most driven by
student growth and change. As their titie implies, these teachers are
actively involved in influencing this growth. Although they believe
the student is ultimately responsible for his or her performance, they
hold themselves responsible for providing themotivationand means
to succeed. One of Mel Carter's (Community College of Denver,
Denver, Colorado) students illustrates the difference:

Without Mel Carter’s commitment to help his students succeed,
1 do not believe I would have completed the semester. He was
sympathetic to my persomal circumstances, but was quick to
rentind me that nty own success was defermined by discipline
and hard work. He is passionate about this belief and unselfish
about sharing his experience and ideas with his students. 1am
convinced that without his relentless and compassionate devotion
to his students, which included me, I would not kave tasted the
fruits of success, which were a result of my own hard work.

Between the Supporter’s commitinent to people and the
Achiever's commitment to subject matter, then, is the Influencer’s
commitment to learning.
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Figure 10.2: Active Influencing—Others Orientation

OTHERS

Solves problems intuitively
Seeks and exploits opportunities to influence
Personally involved and committed to others
Able to influence the values and beliefs of others
Accommodates to immediate situation and moves actively to
resoive issues

ACTIVE

The forcesbe’ .« Influencer behaviora eactive influencing and
an others orientaticn. Influencers are the opposites of Theorists, but
combine many aspects of both Achievers and Supporters. For
example, Influencers are able to develop plans to guide actions, but
are impatient with too much reflection. They preferto act. Asa
result, these teachers tend to have a great deal of energy, both in class
and out. Thisdesire to act is reflected in the belief that learning itself
isalsoactive. Therefore, Influencers involve students in the learning
process as much as possible.

Influencers are constantly poised to take advantage of
opportunities to increase student learning. For example, after class,
Nancy Shaw (Midland College, Midland, Texas) helped one of her
students master a difficult concept. In the next class meeting,
another student asked a question about the same concept. The first
student, though notably shy, volunteered to answer the quest.on.
The (¢acher seized the opportunity by inviting the shy student to the
board to explain the concept, which she did. According to the
teacher, the student generated more positive discussion than she
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herself could have. Paul Kaser (Kings River College, Reedley,
California) was asked to teach conversational and written English to
a group of older Hispanic adults. Upon realizing that some of the
students could barely write in their own language, he developed
oral history groups that brought together students with various
levels of native literacy and English skills. The students with low-
literacy and English skills told stories about themselves while the
otherstudents recorded and translated them. The result was greater
commitment from all the students because they were able to teach
each other.

Excellent Influencers see opportunities where others see
threats. The pay-off to teaching and learning, though, is that
opportunities often lead to additional opportunities. This is
exemplified in Tom Osbome’s (Rancho Santiago College, Santa
Ana, California) history class. Students in this class are required to
write a letter to a public official or media representative urging a
particular action on a public issue. Knowing that one of his students
had expressed an interest in educational issues, this teacher
encouraged her to fulfill the assignment by writing to William
Bennett, then Secretary of Education. As a result of the letter, the
student received a call from Bennett in which he expressed gratitude
for the letter and explained the actions he planned to take regarding
the issue. Osborne then used this opportunity to instill in other
students the true value and responstbility of “We the people....” It
is important to note, however, that Influencers’ readiness to seize
opportunities is not exactly the same as Supporters’ openness to the
“teachable moments.” Supporters are willing to take opportunities
to teach students what the students may suddenly appear to need.
Influencers, by contrast, are open to those opportunities that will
increase student performance within the discipline.

However, Influencerssee theirinfluenceas extending beyond
the particular goals of the course. They define success in terms of
student growth and change. Bobbie Van Dusen (Guilford Technical
Community College, Jamestown, North Carolina) recognizes that as
a developmental reading instructor, her “greatest challenge is to
motivate students to develop good study habits to make needed
changes in attitude, in addition to improving their reading skills.”
As Steve Zabetakis (Hagerstown Junior College, Hagerstown,
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Maryland) says, “Cutcomes are the result of successful efforts that
were not always originally planned in the instructional program.
Not only does the teacher influence the student, but on many
occasions the student influences the teacher.” Influence, then, is an
interactive process between teacher and learner, in which both are
enriched. WhenGeorge Williams (John C. Calhoun State Community
College, Decatur, Alabama) introduced one of his students to the
wonders of marine biology, she became so enthusiastic that she went
on to take a double major in biology und English. Moreover, she has
now written a textbook for science teaching. Seeing this student’s
success further inspired this Influencer to continue pushing other
students beyond their limits.

The interactive nature of influence is supported by
Influencers’ personal involvement in the learning. Cynthia Hayot
(Kennedy-King College, Chicago, lllinois), for example, puts her
students into groups to discuss certain assignments. She then sits
witheach group during the discussion toseeand hear thediscoveries
that occur. The result, as she says, is a pleasant learning experience
for all. Because of this personal involvement, students relate to the
Influencers as leaders in learning, and are, therefore, motivated to
higher levels of performance. Ray Von Caldwell (Central Piedmont
Community College, Charlotte, North Carolina) takes his botany
students on a field trip to his farm. Thus, he teaches and at the same
time shares a part of his life. One of Chris Walters’s (Eastern New
Mexico University, Clovis, New Mexico) students attributes her
success in child psychology to the fact that the teacher explains the
concepts in terms of the successes and failures she hashad in herown
family. The student says, “We know that even though she’s a
teacher, she is a person first, and we have a lot in common.”

By being willing to be personally involved in students’
learning, Influencers are, in fact, able to influence more than just
student effort. They influence beliefs. One of Melvona Boren's (San
Juan College, Farmington, New Mexico) Native American students
was shy and insecure in class; however, because of the teacher’s
efforts, she gradually came to see herself as a successful student who
was capable of high levels of performance. Now fn a successful
position, she wrote to her teacher to express kor gratitude:
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I never realized what school could mean to me. Inever knew there
was @ world like the one you have shown me. My dad didwn't
believe I should get an education, but my mother insisted that it
was important. You have shown me how right my mother wus.

Throughout our study of Influencers, we found similar
testimony from students. Where Supporters provide counsel and
empathy that enable students to feel worthwhile as human beings,
Influencers provide motivation that compels students to try and to
grow through their own successes. The following comment from
one of Kay Frazier's (Clark State Community College, Springfield,
Ohio) students is typical:

Mrs. Frazier sat dows, with me and said: "You have to believe in

because I believe in you." She gave me the motivation
that Ineeded fosucceedincourt reporting. Without her confidence
in me, I wouldn’t have succeeded in this endeavor.

Influencers caninfluencebeliefs because they believestrongly
inwhat they do. Achieversbelieve in the value of the knowledgeand
skills they teach; therefore, they believe that students will find
learning to be rewarding. Influencers, though, believe the rewards
come from meeting the challenge of learning through performance.
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CHARACTERISTICS

Figure 10.3: Influencers and the Teaching-Leaming Grid

o

Supporter

Achiever Theorist
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In Muriel Tyssen's (Lee College, Baytown, Texas) statement of her
teaching philosophy, she wrote the following postscript:

1 hate this kind of essay. It lends itself to glittering generalities
and marginal sincerities. I like my job. 1 like it enough to do it
well. Iam proud of the way I do this job. Maybe this quality is
the only one that counts.

This comment demonstrates an essential characteristic of
Influencers—they are doers. Although they will freely discuss their
students’ successes, they do not like to reflect. Their teaching style
is based on positive action. They actively motivatestudents, actively
engage them in the learning process, and actively inspire them to
stretch beyond their reach. James Coleman (Community College of
Baltimore, Baltimore, Maryland) is an example of a teacher who acts.
One of his students recalls a turning point in her learning:

After mid-term, I had decided to drop this course because
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Iwasn’t making the grades that Iwanted to make. Mr. Coleman
called me at home to talk to me about my grades. He was so
optimistic about myability fo do the work that I changed mymind
about withdrawing. I started to study a little harder and a lot

longer. Eventually, the pieces fell into place.

Influencers do not allow students to be passive about their
learning, and they do not permit themselves to be passive about
students’ commitment to succeed. Larry Foreman (San Diego City
College, San Diego, California) puts it this way:

1 pursue teaching with a passion. 1immerse myself totally into
t}mmnerwmd outof theclassroom. My basic philosophy
is siple: inspire the students to perspire.

Because of this predilection for action, rather than reflection,
Influencers are always quick to try new approaches. Their basic
learning style is that of accommodator, and, as such, they are always
trying to fit new information into existing schemes or theories.
However, unlike the Theorists’ assimilator style, Influencers tend to
quickly abandon pre-existing schemes when they do not
accommodate new experiences and go in search of better ones.
Pamela Howell (Midland College, Midland, Texas) expresses this
tendency metaphorically: “Icertainly have some objectives in mind;
however, I am willing to alter, change, and steer when I have to in
order to come in to port.” Robert Wotring (Washtenaw Community
College, Ann Arbor, Michigan) is also typical of the Influencer when
he says, “I have 10 ways to explain everything. So, when I feel that
one approach is failing, I try another.” Influencers do not have to
rely on their own creativity to think of new approaciwes. They are
enthusiastic conference participants who will experiment with any
idea that offers the promise of increasing student learning. Art
Lindenberg (Schoolcraft College, Livonia, Michigan) attended a
conference session on collaborative learning. He found the session
to seemingly match what he was trying to accomplish in his own
teaching. Consequently, by the beginning of the next term, he had
completely redesigned his course in short fiction. Asaresult, he was
able to achieve greater student success.
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Of course, not all experiments work as well as hoped. When
asked to describe situations in which they did not feel successful,
Influencers often told of failed experiments. But that is the nature of
the teaching-as-leading style. In ¥eu of a reflective orientation,
Influencers approach change largely through trial-and-error. They
keep the experiments that work, for as long as they work; however,
they are quick to abandon any experiment that does not produce
better student participation and performance. Sometimes this
experimentation seems deliberate, as with Melvin Schwartz (Miami-
Dade Community College, Miami, Florida):

Ibytobccmﬁvemdirmﬁminﬂmdemlopmmtof

fes that meet students’ learning needs. Whenstudents
Imgrmtdﬁadty&:tmnﬁng.ﬂtempmsibmyoﬂmfuﬂsm
mebmsemysmtegiasmnotrq?nedmghtosﬂisfyﬂm‘r
educational needs. I'try anything and everything to assist my
students in discovering their skills and talents.

At other times, Influencers’ experiments seem completely
spontaneous. The following example is a situation described by one
of David Brown’s (College of DuPage, Glen Ellyn, Illinois) students:

During a class session we were discussing the atomic theory.
Halfway through the period, my instructor jumped up on the top
ofﬂwﬁabkmdmusiu‘sloudmdmﬂmsﬁshhirﬁmetaﬁon
ofan exploding atom. From that dayon, 1 never forgot theatomic
theory.

Regardless of how Influencers experiment with new ideas,
we found strong evidence that they involve others in the campaign
to increase student learning. In Carol Maudlin’s (Cowley County
Community College, Arkansas City, Kansas) sociology courses, she
provides her students with multiple objectives and lets each student
pick the objective he or she wishes to achieve and the appropriate
method with which to achieve it. At the end of Carolyn Neptune's
Johnson County Community College, Overland Park, Kansas)
algebra course, she has students write notes of advice and helpful
hints for distribution to new students the following term, thus
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letting the students use their accumulated wisdom to help prepare
other students for the learning. Bob Rose (Mount Royal College,
Calgary, Alberta) provides a good example of how Influencers
involve others in their attempts to increase student learning. This
teacher divides his students into feedback teams consisting of six
members each, with one member selected as a representative. In bi-
monthly meetings, the teacher gets feedback from the team
representatives on methods of instruction, content, and otheraspects
of the course. Therefore, Influencers consider every idea and every
person a potential resource to improve teaching and learning.

STRENGTHS

Influencers, because of their others orientation, resemble
Supporters in their sensitivity to thelearning environment. However,
the difference is that the sensitivity is less emotion-based, lessaware
of feelings and personal needs, and more cognition-based, aware of
the level of understanding present. Dean Russell (Washtenaw
Community College, Ann Arbor, Michigan) explains it this way:

A teacher should constantly be aware of the classroom attitude;
and if things are not as they should be, he should attempt to inject
into the situation something that uill changeit. A teacher must
imagine himself as a student in the classroom—listening,
watching,and taking part. Hemust constantly ask kimself ‘Am
I learning in this classroom?’

The importance of this streugth to student performance is
seen in a situation recalled by & machine shorthand student in
Camille Cargill’s (Amarillo College, Amarillo, Texas) class:

I came to class feeling as thowugh I would never succeed because
the machine was not coming along as I thought it would. I
thought the problem had to do with me and wot the fact that the
machineand the theory were hard fo learn. My instructor sensed
that the class was struggling and thereafter gave us the most
encouraging and motivating talks. It helped me tremendously.
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The coml.mnation of intuition and willingness to try new
ideas makes Influencers particularly adaptable to new teaching and
learning situations. Daryl Herrman (Glen Oaks Community College,
Centreville, }ichigan) recalls encountering a student in her basic
writing class whose dyslexia made content mastery difficult. This
teacher’s response was to enroll in a program that trained educators
to work with dyslexic students, After completing the program, she
became the student’s advisor. She watched this student receive her
associate degree, then go on to receive a bachelor’s degree. Ruth
Hatcher (Washtenaw Community College, Ann Arbor, Michigan)
remembers trying to teach basic English in a program for high-risk
students. Instead of worrying about the low-preparedness and
motivation of the ~tudents, she felt “challenged to make writing
real” for them by approaching literacy with situations relevant to the
students’ lives. Therefore, situations that are threatening to many
teachersareopportunitiesand challenges forthe excrllent Influencers,
who thrive on pushing students to perform and get results.

Another reason Influencers are particularly adaptable to
new situations is that they are risk-takers. Beverly Terry (Central
Piedmont Community College, Charlotte, North Carolina) was one
of the first teachers at Central Piedmont to volunteer to teach via the
experimental interactive teievision. The fact that a young mother
with a handicapped child was able to take Accounting I at home and
make an A+ made it worth getting used to microphones, bright
lights, and being on camera. Robert Malcolmson (Mohawk College,
Hamilton, Ontario) walked out of his criminal law class in the
middle of his lecture on gambling offenses and returned with
playing cards and poker chips. During the next hour, the teacher set
up a lottery, played poker with the students, and secretly induced
one or two students to cheat at poker and get caught. At the end of
theclass, the teacher told the students to go home and read the codes
to see if they could tell which ones had been violated—90 percent
could. In his criminal justice class, Jerry Larson (Iowa Lakes
Community College, Estherville, Jowa) has instituted Kingsfield
Day, named after a principal character in the TV series, “Paper
Chase.” On this day, students must dress professionally and be
prepared to be questioned by a professor who is absolutely intolerant
of shoddy student performance. Throughout the teacher’s role-
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playing, the students learn how well they are able to perform when
the demands are truly high.

By some standards, influencers are unorthodox. Their
commitment to student performance is so great, however, that they
are willing—and likely—to try almost anything. One of the things
that enables these teachers to take risks is their comfort level with
learnr+s. Here again, their others orientation is an advantage. James
Sasser’s (Central Piedmont Community College, Charlotte, North
Carolina) summer tour course in North Carolina history is an
example. More than 40 students, ranging in age from 18 to 70, sign
up for his course, which includes several day-long bus trips and two
weekend trips. Many Influencers, in fact, teach courses in which
they are with students longer and more intensely than in usual class
courses. These courses are usually very popular because of the
student’s level of comfort with the Influencer. One of Larry Filgrim’s
(Tyler Junior College, Tyler, Texas) students describes his feelings
about a class:

While sitting in Mr. Pilgrim’s class, I feel very comfortable. He
creates such a suitable atmosphere for learning that students
actually look forward to attending class and learring.

Because of their comfort with people and their fundamental
belief that students can and will perforn:, Influencers tend to use
group work very effectively. Therefore, we analyzed the comments
from these teachers and their students to gain insights into their
teaching practices. We found that almost all of them either described
or implied some kind of group activity. Russ Flynn (Cypress
College, Cypress, California) created group projects in order to
develop teamship and camaraderie as a way of improving class
attendance—which it did. Nancy Laughbaum (Columbus State
Community College, Columbus, Ohio) uses groups in her writing
skills class to generate ideas for writing. Influencers cited group
work as a means to enhance the atmosphere of the class, and thus
increase learning, student responsibility, and creativity. Of all the
techniques used by these teachers, group work was themostcommon
by far.

d With all this flexibility in teaching, however, it would be easy
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to assume that Influencers do not have a clear plan concerning what
they want to accomplish. However, our analysis of the materials
indicates quite the opposite. Shirley Gilbert (El Paso Community
College, El Paso, Texas) is a typical example:

I decided to really challenge the students. 1included the usual
muwwmm;hom,wimmmpmjxtl
withheld direction more and more, leaving the student to decide
on the final output. On the final project, students would select

the subject for the project, develop the computer model, write the
cppropﬁatedocmnmﬁztfon,mddmmstmtet&eﬁmishedpmjxt
to the rest of the class.

At the beginning of the class, the students complained about
the final project in all the predictable ways. However, because of the
teacher’s “planned” reduction of structure, by the end of the quarter
thestudents were not only capable and willing to work on their own,
it seemed natural to them. One of Shea Lynn Nabi's (Midland
College, Midland, Texas) students comments on her flexibility in
class, but at the same time says, “She is extremely organized;
therefore, there is no wasted time. The student knows what to
expect.” Influencers have very clear ideas about what and how
much they expect students to learn. They also work from plans
designed to result in high student achievement. At the same time,
however, they are flexible and adaptable, but only in terms of
methods. For example, they strongly believe in the value of humor
in the classroom, and the students often commented that this made
the class sessions enjoyable. There was never any doubt, however,
that these teachers take teaching and learning very seriously.

PATH-GOAL DATA AND INFLUENCERS

Influencers feel strongest about their abilities to clarify paths
for successful student behavior and their emphasis on engaging
students in an active, enthusiastic pursuit of learning (Figure 10.4).
They are the most remorseful, of all the teaching-as-leading styles,
about their inabilities to motivate their students—but especially
about the actual loss to the student in terms of achievement and
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future performance, and their obligation for and responsikiiity to
capitalize on student experience asa guide to motivate theirbehavior
(Figure 10.5). They also demonstrate some disparity between their
actions and their hopes, especially because they want to be
accountable for decreasing and eliminating obstacles that inhibit
student success (Figure 10.6).

Figure 10.4: Influencers and Path-Goal: Successful Behavior

——Influencers ~==Achigvers === Supportars e Theorists
100%
80%
60%
40%
20% PGa-1 PG-2 PG-3 PG4 PG-5 PG-8
influencers 76% 686% 76% 58% 60%% 70%
Achievers 71% 55% 71% 46% 63% 62%
Supporiors 8425 75%¢ 80% 718 81% 82%
Theorists 75% 85% 825%% 82% 6885 740%%
Arouses Increases Clarifies Clarifies Reduces  Increasss
Neods Payoffs Paths  Expectations Bamiers  Satisfaction
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Figure 10.5: Influencers and Path-Goal: Unsuccessful Behavior

~— Influencers —==Achigvers ====Supporters e eTheorisls
E 80%
’ 600
40%
20% PG-1 PG-2 PG-3 PG4 PG-§ PG-6
Influencers 48% 36% 5546 46% 718 34%
Achievers 74% 61%% 66% 45% 70% 58%
Supporters 89% 80% 70% 83% 75% 50%%
Theorists 63% B53% 71%% 60%% 73% 53%
Arouses Increases Clarifies Clarifiss Reducas Incraases
Needs Payaffs Paths  Expeclations Barrders  Satisfaction

Figure 10.6: h:fluencers and Path-Goal: Philosophy
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Presidents seem concerned about Influencers’ dispositions
that make themsensitive toaiding students in their learning process;
moreover, presidents seem to expect Influencers to work to decrease
learning obstacles and to clarify their expectations to students.
Studentsreflecttheconcern of the CEOs and need feedback, standards
for behaviur, and a modz! they can emulate (Figure 10.7). The
president of Vancouver Community College, Paul Gallagher, praised
John Parker’s achievements: “Independence of learning is John's
teaching mission. When students complete his clasces, they are
convinced they can do more and better than they had thought; he has
high expectations for himself and for others, and he works to realize
those expectations.”

Figure 10.7: Influencers: Self-Report and Student and CEO Report

— Successful  ==== Unsuccessful == Philosophy
sese Studems = =wea- Presidents
80%
60%
40%
20%
O et T Paz | Paa | Fas | Fas | Fas
Successful 73% 88% 80% 81% 72% 72%
Unsuccessful 60% 480H 58% 51% 65% 3995
Philosophy 898% 65% 85% 5306 53% 609%
Students 50% 56% 87% 44%% 56% 58%
Presidents 6205 4486 62% 45%6 48% 54%
Arouses Increases Ciarifies Clarifies Reduces Incraasas
L Neads Payoffs Paths Expoctations  Bariars  Satisfaction

TEACHING-LEARNING AND PATH-GOAL

Works to Eliminate or Reduce Learning Obstacles: To the
Influencer, reducing barriers to student performance is the most
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important teaching-as-leading effort in the path-goal model. This
value is best expressed in David Rowlands’s (Harry S. Truman
College, Chicago, Illinois) philosophy of teaching:

Some educators nrightargue that itis thestudent’s responsibility
10 wai.t to learn and that as long as the teacher has presented the
information in a meaningful way, it is not the fault of the
professor if the student is unsuccessful. My personal philosophy
is that if the student failed to learn, the teacher failed to teach.

Therefore, as a leader in the learning situation, Influencers
believe they are responsible for student performance. That is not to
say they are responsible for student effort—without which
performance is impossible. However, whenever low n.otivation
affects effort, Influencers take responsibility for motivation. In fact,
thecomment students mostoftenmade concerning their performance
and the teacher was that the teacher motivated them. Influencers
reduce other barriers, as well. One of Cecil Nichols’s (Miami-Dade
Community College, Miami, Florida) students is typical of the type
of learner who performs better for Influencers. She admitted to
being so shy that she could not ask questions in class. However, she
tried harder in the class because the teacher stayed after class to
answer questions, called her by name on the second class day, and
once wrote her an encouraging let‘er. Janet Hastings (Washtenaw
Community College, Ann Arbor, Michigan) realized that some
students in her algebra classes have “math inferiority complexes”
because they cannot do math quickly in their heads. So she begins
each class day with a few minutes of arithmetic to help these
students develop skills and confidence. One student wrote of the
success of this approach:

I have felt a failure in math all of my life. Ms. Hastings has
constantly encouraged me and stated that all I lacked was
confidence—not skill. As a result of her efforts and mine, I have

a 98 percent average for the year.
Offers Positive Orientation, Guidance, and Direction:
Influencers also believe that clarifying the path to success is a highly
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important teaching-as-leading function. Sue Foy (Laramie County
Community College, Cheyenne, Wyoming), in fact, defines her role
in terms of this function: “Asa facilitator, I watch for the individual’s
potential. Ishow him his potential and systemadically take steps to
help him realize his potential.” One way Influencers exercise their
sense of responsibility for student performance is by breaking the
learning process into incremental, manageable steps. Although
very few instructors mentioned specific or behavioral objectives,
many talked about individual lessons or units. Also, Influencen “1se
frequent tests and other means to track student progress, as well as
provide many opportunities for students to experience success.

Motivates Students to Increased Satisfaction: Influencers
believe that only high achievement can produce satisfaction. Bill
Banks (Texas State Technical Institute, Amarillo, Texas) writes of his
feelings concerning a student who had to retake his course because
she did not work up to her potential. He says, “I leamed that I had
to be hard in order to be fair. Giving in would not have been fair to
this student.” The second time in the course, the student turned in
work of professional quality. Charlene Felos (Cypress College,
Cypress, California) has her advanced students assist in teaching the
beginners. Because they are in this role due to their success as
‘carners, these students immediately develop a sense of confidence
- vout what they know and, therefore, accept responsibility for the
success of their beginner. However, one of Marjorie Schuchat’s
(Brookhaven College, Farmers Branch, Texas) students probably
best sums up the students’ feelings about this teaching-as-leading
function:

In my attempt to write the best possible research paper, my

teacher made herself available every step of the way to read, re-

read, and re-read my work. She was always encouraging me and
suggesting ways to better myself. Thanks to her dedication and
encouragement, I received an ‘A, and more importantly, a

feeling of satisfaction.

Melvona Boren (San Juan Coilege, Farmington, New Mexico)

is a teacher James Henderson, president, brags about, explaining
that the U. S. Secretary of Education presented he. with his Award
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of Excellence. We learned that Melvona “has found new ways to
establish harmonious relationships with students. She accepts her
students as individuals and makes sure that each is able to achieve
special and unique goals. She ‘activates’ her students to think for
themselves and to become highly productive in and out of the
classroom experience.”

One of the things we were very pleased to find in researching
the Influencer was the number of students who decided to continue
taking more course work in the discipline—or even better, decided
to follow in the teacher’s footsteps and become a teacher. Clearly,
Influencers have a powerful impact on students.

Recognizes and Engages Student’s Desire to Learn:
Influencers also increase student performance by identifying and
stimulating student needs. Robert Raduechel (Modesto Junior
College, Modesto, California) says, “Everyone has desires and
expectations; therefore, I try to find out what they are and work with
the student to enhance and develop them.” Students are also aware
that these teachers are able to increase their need or desire to learn.
One of Judith Parks’s (Tyler Junior College, Tyler,Texas) students
explains it this way:

1t is obwious the teacher loves what she does, which sparks the
interest of her students to learn everything they can. She makes
everyday class attendance a pleasure. Even difficult material
becomes fun. Her class has greatly increased my interest in the
subject area and has deepened my commitment tomy chosen field
of study.

John Venesile (Cuyahoga Community College, Parma, Ohio)
believes it is his attitude—that the students’ failure is his failure—
that makes students “wani to learn so as not to disappoint [him) or
themselves.” In fact, this Infiuencer was particularly impressed
with hisstudents’ commitment and performanceduringa particularly
difficult assignment. When he asked whai made them give such
obvious extra effort, they responded that they did not want to
disappoin! him—they wanted to be a reflection of him.
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Increases Opportunities for Quality Educational
Performance and Success: Influencers not only arouse students’
needs in the lcarning situation, they also make the effort personally
rewarding. They believe that performance will result in higher
levels of student satisfaction, so they reward students for increased
effort that produces performance. One of Svea Craig Mason's
(Mount Royal College, Calgary, Alberta) students was spending
long hours in the drafting lab on a particularly difficult assignment,
feeling like “he was going nowhere.” After he expressed his
frustration to his teacher, she made it a point to stop by the lab every
hour to check on his progress and encourage him. One of Angale
Dion’s (SirSandford Fleming College, Peterborough, Ontario) French
students finds each class rewarding because this is one teacher who
“pays attention to everyone, not just the smart people.” From Don
Bailey’s (Westark Community College, Fort Smith, Arkansas) music
class, a senior citizen says she obtained a new interest to entertain,
and a shy student says he achieved the confidence to do jazz
improvisations.

Influencers realize that the satisfaction students derive from
high performance is relative to the amount of effort they put into the
task. Therefore, these teachers want to see maximum effort on all the
incremental steps leading to the uitimate achievement of learning.
Even the group work Influencers so often use for task compietion
has a way of increasing effort by increasing personal pay-offs. Diane
Martin Jordan (Eastfield College, Mesquite, Texas) points out that
collaborative learning teams not only encourage critical thinking
and build confidence, but give students a sense of belonging to a
community of learners. Henry Bagish (Santa Barbara City College,
Santa Barbara, California) was so disappointed in his students’
performance on the first test, he told them that if they performed
better on the next one, he would cancel the first grade and double the
second. As he explains, “Most do improve; and that, after all, is what
I'am really after.”

Uses Effective Performance as an Expectation to Empower
Students: Like Supporters, Influencers do not always express their
expectations toallstudents inthe same way. However, the consistent
message to all students is “whatever is your best, you must surpass
it.” These expectations, however, reflect the teachers’ demand for
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quality. In terms of actual course requirements, Influencers are
specific and, like the Achievers, have a single standard for all
students. As Ron Ridgley (Brunswick College, Brunswick, Georgia)
says, “Courses should contain no surprises. Students need to know
what is expected of them.” In an “Introduction to Composition”
class, acourse where students often complain that they do not know
whattheteacher expects, Rita Gress (Guilford Technical Community
College, Jamestown, North Carolina) eliminates the guesswork by
“publishing” the best examples of last term’s students’ work in a
booklet that is distributed to students the following term. These
students, therefore, not only have clear models to use, but can see
that their performancecould result in theirown workbeing published.

TEACHING FIELDS

Clearly Influencers represent every :eaching field and
discipline. No one field is markedly represented over another
(Figure 10.8).

Figure 10.8: Teaching Fields
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IMPLICATIONS

Influencers are best for those students who, for whatever
reason, have low motivation, but who, at the same time, have a
personal need to experiencesuccess. Whereasthe Achievers’ students
most often said, “The teacher motivated us to succeed,” the
Influencers’ students said, “The teacher motivated me.” Therefore,
the Influencers’ others orientation is particularly suited for students
who somehow feel alone in the learning environment and have not
yet identified themselves as a member of a learning community.
These students may have an external locus of control that makes
them particularly susceptible to the demands of these aggressive,
unyielding teachers.

As more and more community colleges in the next decade
adopt the model of Miami-Dade Community College and others in
holding students to high standards of performance, and even
separating those who do not perform, the role of Influencers will
become more pronounced. These teachers appear to havea personal
mission to eradicate mediocrity and underachievement. Therefore,
students who are passing, yet are unfulfilled and appear to be
drifting fromcourseto course—with littledirection or commitment—
are the students who are likely to experience the most change with
Influencers. Because these students (as, indeed, all students) appear
in all points of the community college curriculum, it is difficult to
place the Influencer on the teaching-as-leading cycle. However,
with much caution to the reader about oversimplification, we offer
the following scheme as a way of illustrating the archetypes as
stages:

e The Supporter introduces students to the human
community of learning. He or she is a caring per-
son who will put students’ needs above his or her
own. The Supporter gives students the message
that help and resources are available for whatever
problems they may have.

¢ The Theorist introduces students to the science of
learning. By observing thisteacher, studentsbegin
to see learning as a systematic, programmatic pro-
cess governed—to theextent possible—by rational
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choices. It is goal-directed, and ends are achieved
one step at a time..

The Achiever shows students the need for a high
commitment to learning in order to achieve the
personal satisfaction obtained through high per-
formance. These students see thata learning com-
munity is demanding, competitive, but highly re-
warding. Atthis pointin the cycle, students begin
to see the enormous potential of an education.
The Influencer shows students that locked inside
every person is a larger, more capable person try-
ing to get out. Students, therefore, come to realize
that performance is ultimately a truly personal
thing. They find that it is not circumscribed by
extrinsic limitations, but attainable by individual
effort. Therefore, these students have the atti-
tudinal skills and self-confidence to confront their
futures and succeed.
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Chapter 11

Toward Situational Teaching

Defining Teaching as Leading Styles
Theoretical Bases for Situational Teaching
Directive Teacher Behavior
Supportive Teaching Behavior
Building a Framework for Learning
Lifelong Learning and the Teaching-Learning Cycle
Summary

In the final enalysis,
the task of the excellent teacher
is to stimulate apparently ordinary people
to unusual effort.

K. Patricia Cross, 1984
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(Z;\e contemporary studies of leadership remind us of the
terdependence between the leader and the follower and of

the goal of leadership—that obligation that bends leadership
toward achieving the needs of the follower and toward the eventuality
that the follower will become the leader. Perhaps there is no better
place for this kind of leadership than in the classroom,

The classroom, witt ~ut its obvious political sway and
impending societal pressures, :2nds itself ‘o0 the fulfillment of the
implications of leadership. Here the teacher is the leader, with the
knowledge and skills of his or her discipline for guidance. The
interdependence between the teacher and students is a given in a
classroom. Neither actor can play out his or her role without the
other, and both teachers and students agree to the outcome of their
interdependence. The teacher uses knowledyge, motivation and
interpersonal skills to guide the student in the curriculum; students
react to those skills by employing their own abilities and aptitudes
to enhance their education. The classroom becomes a meeting
ground between teacher and student, a place in which the goals of
the teacher and the goals of the student merge to bacome a single
goal. Studentand faculty aptitude, ability, performance, motivation,
and reward are as much a part of the classroom as is the curriculum;
and fromour view, these elements areco-dependent—good situations
demand both. Each of thesecharacteristics contributes to theteaching
and learning environment.

Examining the competencies of award-winning instructors
has made us even more aware of the singular role of teachers in the
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classroom as they guide students toward their educational goals.
Acknowledging the strategies of teachers as leaders—leaders who
recognize and engage their students’ desire to leamn, increase
opportunities for their educational success, offer guidance and
direction, eliminate or reduce learning obstacles, and motivate and
empower students—has made us aware of the dynamic quality of
the teaching-as-leading experience and that teaching does not just
happen. Effective teachers plan, strategize for success, analyze the
environment and situation, and adapt and accommodate their
behaviors because they can accurately read and assess students and
situations. To do these things well, teachers must be leaders.
PresidentJohn E. Hawse, Hawkeye Institute of T echnology, Waterloo,
lowa, clearly expresses his perception of faculty member Gareth D.
Downey’s leadership style: :

Mr. Downey hasa long-term commitment to teaching. Hemakes
a difference in students’ lives. He has a positive attitude and
believes that success breeds success. Viewing students as whole
individuals, heiping them achieve their goals, making students
accountable for their learning, and setting high expectations are
moreof Mr. Downey’s outstanding attributes. The characteristics
of developing an excellent learning environment, rewarding
students for desired behaviors, developing student confidence,
approaching students with a friendly, business-likeattitude, and
satisfactionabout learning are part of his dedication to education.

Leadership is based on a continual re-examination and review
of the goals of the leader-follower relationship; and when exigencies
or challenges or crises lead to dysfunction of existing situations,
teachers should rise to new levels of leadership. Itis then thatleaders
must become situational leaders; that is, they must consciously and
willingly change their style to meet the demands and challenges of
the teaching situation. For the teacher in a leadership role, the styles
of teaching—Supporter, Theorist, Achiever, and Influencer—are
patterns that signal the need for action. They provide the bases for
teacher behavior and student responsibility that lead to student
action. We contend that instructors may shift their leadership style
to that which best suits the needs and readiness of the student.
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Further, we offer the teaching-as-leading styles as clues for the
behavior of faculty as they are thinking about ways to better
accomunodate their students' needs.

DEFINING TEACHING-AS-LEADING STYLES

In the previous five chapters we developed the teaching-as-
leading concept, employing the Teaching as Leading Inventory
(TALD as a means for determining four characteristic teaching
styles. These styles were illuminated through the written responses
of teachers, students, and college CEOs. The four chapters on the
teaching styles—Supporter, Theorist, Achiever and Influencer—
supported the idea that each teaching style may be displayed along
two orthogonal poles: student and task orientation, and reflective
and active orientation. All teaching, especially the teaching of adult
learners, should be predicated on assumptions about the learners’
developmental levels or their readiness to learn. We believe that
teachers will be more successful when they consider students’
motivational levels, develop a teaching-as-leading style that is
appropriate to the developmental level of the student, change their
behavior to fi* thesituation,and then motivateand influencestudents
toward personally satisfying educational goals. Motivational
teaching style and situational teaching are essential aspects of the
teaching realm. The idea of situational or contingency teaching
suggests that teachers can change, modify, alter, or re-assess their
teaching style throughout the entire segment of a single course, and
that this accommodation of teaching styles is dependent on student
readiness to learn.

We have defined teaching as leading as an influence process
where faculty members work cooperatively with students to
accomplish the goals of the learning environment—which include
the curriculum, the social context, and the motivation or drive to
continur and excel in higher education. The thesis behind the
teacher as leader focuses primarily on the ability of the teacher to
influence students toward higher motivational levels so that they
may become more independent learners. But to influence and
motivatestudents to reach for higher educational goals and to derive
satisfaction from this process is not an easy task. Influence has a
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cognitive dimension that may allow the teacher to demonstrate
either successful or unsuccessful behaviors in motivating the
performance of the student. Also, teachers can be effective or
ineffective in influencing the attitudes. commitment, and feelings of
the students toward themselves, *heir teachers, and the curriculum.

As previously discussed, we would define a teacher
leadership style as a pattern of behaviors that the teacher employs
with students, particularly as perceived by the students themselves.
Obviously, weareinterested in the reported patterns of behaviors by
the instructors, but more so in conjunction with their students’
perceptions. The ultimate goal of the leadership dimension would
be that students, the faculty member, and the college administration
would come to see the faculty member's pattern of behaviors
Consistently. One of the purposes of this study has been to help
faculty members see themselves as leaders in the classroom—
leaders who must always be aware of their responsibility to the
followers and who must discover ways to enhance or change their
teaching-as-leading style.

Anexamination of the Johari Window (Hall, 1973; Luft, 1961)
may serve to clarify the idea of perception and its relationship to the
teaching and learning structure. The four windows of this model
describe perceptions of individual behaviors. We are reminded of
the self-perception and public perception of the individual; and we
can apply these perceptions to the student and teacher. Figure 11.1,
perceptions by teachers and students concerning teacher behavior,
are classified according to the concepts of private behavior, public
behavior, precognition behavior, and blind behavior. If our behavior
as teachers is private, we tend to work and teach without the
affirmation or confirmation of student understanding or
comprehension. If our behavior is precognitive, then neither the
teacher nor the student is communicating, or sharing, or focused on
their commitment to teaching and learning. If our behavior is blind,
then although students recognize and react to the instructor, the
teacher himself does not have a grasp of what he does, does not do,
or should do to make the ‘eaching-learning situation more
worthwhile. If our behavior is public , then our actions are more
dialectical in nature—some (but not all) of our behavior is known to

us and to our students, and we are both reaching to make our
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behavior more appropriate within the teaching-learning structure.
Inthe Teaching as Leading Inventory (Chapter6), boththe perceptions
of students and the perceptions of instructors are an integral part of
the information-yielding discovery of a person’s dominant style of
teaching.

Figure 11.1: Johari Window

PRIVATE BEHAVIOR PUBLIC BEHAVIOR
Known to self Part known to self
Unknown to student Part known to students
PRECOGNITION BEHAVIOR BLIND BFXJAVIOR
Unknown to self Part unknown to self
Unknown to students Known to students

Adapied from Luft 1961 & PR, 1973

Recommended, of course, is that teachers increase their
public window and diminish the less known and less understood
dimensions of their behaviors. Thus, a continuum of teaching-as-
leading behavior might be indicated. By examining the poles of the
Teaching-as-Leading Grid, we reveal that teacher behavior follows
a continnum along a student-oriented/task-oriented line, or an
action-oriented /passive-oriented line (see Figure 6.5, Chapter 6).
Although the orthogonality of the poles is important theoretically,
werecognizeand encourage traveling the direction of the continuum
in orderto meet thedemands of situations that confront teachersand
that necessitate change and adaptability. Thus, a teaching situation
that may call for greater teacher attention to students’ basic skills
would ask a teacher to move along the task-student continuum and
focus, initially, more on the students than on the task. Moreover, if
we consider the importance of empowering the teacher (see Chapter
12), then we may find the administration working actively to make

institutional changes to support the needs of teachers and their
students.

L
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THEORETICAL BASES FOR SITUATIONAL TEACHING

Tannenbaum and Schmidt (1958) suggest that there are
forces in the teacher, in the students, and in the teaching-learning
situation that drive or call for differing teacher behaviors. For
example, if the faculty member assumes that students are
underdeveloped or notready forindividual freedom intheclassroom,
he might become directive and make all the decisios for class
activity. (Generally, this behavior is most often found early-on in the
development of a course; the teacher sets the curriculum, writes a
syllabus, and has expectations that this format will beimplemented.)
Attheopposite end of the teaching continuum, if the faculty member
sees students having high maturity levels and readiness to accept
greater responsibility, she might encourage them to design their
own curriculum and/or move beyond the normal cognitive limits of
the course.

Directive Teacher Behavior. Directive teacher behavior can
bedefined as the extent to which ateacher’s communication with the
students tends to be oriented to the student; the teacher offers
guidanceand coaching by explicitly directing the students’ behaviors.
For example, the directive teacher:

*  spellsoutprecisely the student'sroleinthe teaching
and learning process;

¢ tellsthelearner whatto do, where to doit, when to
do it, hew to do it, and how performance will be
evaluated;

¢ closely supervises the learner’s performance
through constant observation and feedback;

*  provides early and continuous planning and
organizing of the curriculum and expectations for
students;

* constantly communicates learning objectives and
priorities;

* provides clear orientation toward the teacher’s
and the learner’s rle within the classroom;

* sets, announces, and insists on timetables and
deadlines for performance;

* demonstrates strong orientation toward methods

oo
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of evaluation;
» provides close and continuous observation and
supervision of student's work (Hersey 1984;

Hersey and Blanchard, 1982).

Supportive Teaching Behavior. Supportive teaching
behavior can be defined as the extent to which the teacher engages
in two-way communication with the student. A pattern card of
supportive teacher behavior includes:

* listens to students’ learning problems and needs, and
provides support, encouragement, and specificinstruc-
tion on task;

¢ engagesin constantinteraction with the students thatis
teacher-oriented and teacher-directed; involves the
studentsin the decision-making process to the extent to
which this process relates to student performance;

* listens to the followers’ problems, whether they are
curriculum-related or not;

*» praises the follower for adequate or superior perform-
ance;

¢ seeks the students’ suggestions or inputs primarily
around how to accomplish learning goals;

¢ encourages or reassures when the learner is not as suc-
cessful as expected;

e communicatesinformationaboutthetotal expectations
of the instructional program;

¢ discloses personal information about the teacher to the
extent that it might motivate the learner;

» facilitateslearner problemsolvingand moving students
to higher levels of learning (Hersey, 1984; Hersey and
Blanchard, 1982).

BUILDING A FRAMEWORK FOR LEARNING

The themes in the framework for learning are included in
Figure 11.2. Intheupperright-hand, or first, quadrant, the instructor
sees students as immature and is highly supportive and highly
directive toward student performance; student needs are great and
development is low. Inquadrant two, the teacher is more directive,
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and since support had been previously demonstrated, the teacker
would favor direction over support; students seem inore motivated
as their development is beginning to increase. In quadrant three, the
teacher moves to very highly directive or task-achievement on the
part of the leaarner and de-emphasizes support; the learner’s
development level seems good, but self-esteem or perception of
learning level remains weak. In the final quadrant, the teacher
moves toward low support and low direction, assuming that in
order to move the student toward higher empowerment and
individual responsibility for learning, the instructor has to withdraw
some individual guidance.

Figure 11.2; Directive and Supportive Behavior and

Teaching Styles
(High) Student Orisntation
4 1

+ Share ideas and facilitate in Explain decisions & provide

a making decisions opportunity for clarification

> Iinfluencer Supporter
: § Faculty: Supportive Faculty: Supportive g

g Student: Active Student: Passive §
@
§ > 3 2 §

2 | Tum over responsibility for Provide specific instructions &

g' decisions & implementation closelr supervise performance

g Achiever Theorist

@ Facully: Diractive Facuity: Directive

* Student: Active Student: Passive
(Low)-¢=—————ae Dijrective Behavior = (High)

Task Origntation
Learner Development
High Moderate Low !
D4 03 D2 D1
Abis & Witlng Abis but Unwiiling Unatle but Wiiting Unabie & Unwilling
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In the Supportive teaching-as-leading style, we assume that
theteacherdesires to establish an early relationship with the student,
the student’s motivation and setting high expectations
for future work. Researchers strongly suggest that the first two or
three sessions of the course focus on both attitudinal and
needs of the students (Baker, 1982; Roueche and Mink,1980). The
Supporter identifies learner problems primarily throughassessment;
sets goals am. explains the curriculum to the student; develops
action plansto ¢ 2al with students’ learning problems; is consultative
with followers:zbout theirattitudes and needs; explains very carefully
his or her teaching philosophy and what will be covered; makes
early efforts for students simple, but demanding, so students can
experience early successes; provides immediate feedback for early
success; and praises and supports students’ initiatives. The faculty
member makes final decisions about procedures and solutions to
curriculum problems, but only after communicating with students.

The Theorist would tend to identify problems; set goals and
defineroles; develop action plans tosolve problems; control decisicn
m:king about what, how, when, and with whom; provide specific
direction about how students can learn the theory; initiate structure;
be very directive about deadlines and responsibilities; and closely
supervise and evaluate the work of followers.

The Achiever would moveintothearena of highachievement
orientation by defining the learning problems with followers’
involvement. An extremely important aspect to consider here is the
setting of curriculum objectives collaboratively, allowing followers
to develop an action plan, and involving the learners in making
decisions about how problems will be solved. The faculty member,
while continuing to provide fiedback to the learner, would force the
feedback to higher level expectations in order to empower the
student to learn. The Achiever allows followers to evaluate some of
their own work, e.g., identifying a problem with the student’s work
and requiring the student to find the problem and correct it. Forthe
Achiever, faculty and students are very heavily involved in the
curriculum, and the faculty member will move toward the idea of
recognizing studentlearning by celebrating exceptional performance
with learners. One important idea here would be to find some
exceptional performance for moz. learners so that the celebration
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idea could be a broadly applied technique.

The Influencer would be moving toward an action-oriented
and a student-oriented perspective; the assumption is that learners
are ready to take responsibility for much of their own learning, As
an Influencer, the faculty member would tend to involve followers
in problem-solving and goal-setting around the curriculum.
However, the follower, in many cases with the faculty member’s
guidance, wouid define how the task would be accomplished. This
aspect of the course would require a teaching environment in which
thestudent is performing and the faculty member is coaching. While
the tasking side of the Influencing contingency style is present, the
supporting style is not absent. The faculty member would continue
to have group-oriented meetings, democratically held with much
student involvement, and would be instrumental in making the
responsibility foracceptable performance thestudents’ responsibility.
This portion of the course might be character ~ed by more one-on-
one relationships with learners in order to identify their particular
learning problems and their particular learning needs. As was true
ir. the Achiever example, students should be able to evaluate much
of their own work after broad feedback from the faculty member,
since in this style it is the desire of the faculty member that the
student become very mature in understanding the curriculum and
dealing with it.

Figure 11.3 demonstrates the assumptions of the contingent
teaching model that follows a simple pattern of learner development
and teaching style within a classroom situation. (We emphasize that
this isa theorized model, not an empirical one; in other words, we see
it as a valuable model, but its development was not an object of this
research.) Asstudentsenterthecourse, itisassumed thata supportive
teaching style would be motivationally enhancing. As the student
pr - sses to higher levels of competence and higher levels of
¢+ tment, the faculty member would enhance the theoretical
port  of the course.
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Figure 11.3: Contingent Teaching Model

(High) Student Orientation
4 1
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Motvated insacure Motivated Insscuro

Adapted from Hersey, 1984

As the student demonstrates increasing competence and
higher levels of commitment, the faculty member would move
toward astudent-active orientation where highlevels of achievement,
both on the faculty side and the student side, are evident. Finally, as
students mature toward the end of the course or program and are
developing highlevels of competenceand high levels of commitment,
the faculty would move to the influencing style, where the
responsibility for performing is shifted to the student and the faculty
member becomes more of a coach and a one-on-one counselor and
director.

There are other factors that must be considered over and
above the readiness or developmental level of students. We argue

278




254/ TEACHING AS LEADING

that Supporter style of teaching be employed when the assumption
is that students are uncommitted to the learning task, have low
levels of competence, are notaccustomed to working independently,
and need the group involvement of the other members of the class.
The Theorist approach to teaching may be used when the teacher has
I'mited time, when responses must be made quickly, and when
studentsareinexperienced butaretosomedegreecommitted through
earlier involvement with the instructor in the course, The Achiever
style would be appropriate when students are becoming competent,
motivated, and confident and when they are seeking new
opportunities to demonstrate their skills. Finally, the Influencer
style is appropriate when individuals are competent but when they
may vary in their confidence to perform on their own. This style
might be appropriate in situations in which students have not
experienced full success in the course or program and need
encouragement. Fromateamwork perspective, influencing behavior
would occur in that portion of the course in which individual and
group efforts must be most encouraged.

LIFELONG LEARNING AND THE TEACHING-LEARNING
CYCLE

While teaching as learning depicts four distinctive styles of
teaching, it should be emphasized that individual students vary in
skills, abilities, and developmental readiness; they tend to spread
outalong alldimensions of the developmental structure (see Figures
11.2 and 11.3) in their readiness to learn and their commitment to
education. While faculty might think of the situational teaching
mocel as a general approach to teaching students in a group, it
shou'd be recognized that the motivational process is personal for
each student; and while the faculty has a general approach to the
entire group, a personalized approach to each individual is certainly
necessary to achieve an effective teaching-learning situation for
most learners.

While we have focused primarily on the behavior of the
teacher, it is also necessary toconsider various levels of development
of the learner. In the model presented in Figure 11.3, we defined
learner development as including two aspects: varying leveis of
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competency and varying levels of commitment. Competence is the
ability of the student to accomplish task-relevant requirements for
the teacher, based on the acquisition of knowledge and skills within
the curriculum. Competence is also described as skillfulness in
transferring lessons learned from the classroom to the job or to
responsibilities in life. A commitment is defined as the motivational
drive of the student and the confidence or self-concept that a student
has about his or her ability to perform.

In Figure 11.3 we described four developmental levels for
learners. Although we know that development is more complex
than our model would suggest, we choose to limit cur discuseion to
the development of competency and motivation, or self-concept
about one’s performance. In our model we assume that under low
levels of development students would have low competence for the
actual curriculum program being presented by the faculty, and
based on their previous experiences in college might have anything
from a low to a high commitment for learning a particular program.
Research supports the idea that students demonstrate higher
commitment to courses where they see an immediate pay-offand an
immediate ability to apply the skills to other aspects of their lives
(Baker, 1982; Knowles, 1989). And as we have described earlier,
when low levels of readiness exist, the Supportive teaching type
tends to work best initially; under moderate levels of readiness we
would move to the Theoretical approach. As siudents demonstrate
variable commitments or motivations to a course , and as they gain
some degree of competency, it might be time to move the classroom
environment to an Achiever orientation. Finally, as students move
to high competence and high commitment, it would be appropriate
to move to the more student-centered, student-active orientation of
the Influencer style.

Integration of our research is warranted, and here we present
a shift in our thinking—we move from a linear format to a cyclical
oneto express the concept of teaching and learning and its situational
construct. In this depiction of the Teaching-Learning Cycle (see
Figure 11.4), we employ the conceptual structure of situational
teaching, the teaching-as-leading styles, and the ideas of student
developmentand readiness. The Teaching-Learning Cycleisderived
both from theory (Burns, 1978; Halpin, 1956; Hersey, 1984; Hersey
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and Blanchard, 1982; Houseand Mitchell, 1974; Yukl, 1989; )and the
conclusions drawn from the data in this study.

Figure 11.4: The Teaching-Learning Cycle

influencer Supporter

Studant in

Studant:
Bullding skills,
building motivation

Faculty:

Student in Student In

Achiever Theorist

Baker, Roueche, Gillett-Karam, 1990

In the Teaching-Learning Cycle, an awareness of the central
role of the student provides the basis for the construct. Students
enter communily college and their separate classes with varying
abilities and skills. We have learned that exempiary teachers in
community colleges are concerned about the level of development
of thejr students and that this concern affects their teaching style; for
example, we know from our research that although an instructor
may have a dominant teaching styie, in those cases where his or her
teaching meets generally with unsuccassful responses, the instructor
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can and does modify the approach almost immediately to
accommodate students’ needs and levels of readiness. For example,
we have learned that generally the first response of a teacher is to
recognize and engage the student’s desire to learn subject matter or
content; but when challenges arise, the instructor’s strategic function
immediately chunges to become one of limiting or eliminating
frustratiag obstacles to leamingand then of developing new strategies
for successful and motivating behavior.

When considering the Teaching-Learning Cycle, itis assumed
that as the student enters the higher education environment, he
takes the first step in a subsequent giant leap toward lifelong
education. Learning is and should be a lifelong experience for all
learners; we are all students, constantly entering the learning cycle.
For this reason, we do not show the “student out” consequence
natural to a linear structure, or as a consequence of completion of a
course. We posit the idea of philosophers and community college
experts (Astin, 1978; Cross, 1981; Gleazer, 1980; Knowles, 1989;
Roueche and Baker, 1987) that education is a lifelong process. We
underscore this idea at a practical level that would support the
challenges of a changing workplace, a changing society, and a
changing world—all of which demand more and more education,
expertise, and know-how from lifelong learners.

Further, we expect that the community college teacher values
the community college ethic, that he or she is motivated by a
philosophy of providing an egalitarian opportunity for students in
higher education and is thus committed to providing for the needs
of aculturally and educationally diverse population. Theseded*cated
and excellent teachers demonstrate perhaps their greatest strengths
in their ability to modify, alter, and accommodate their teaching
style to match the readiness of their students.

SUMMARY

In the Teaching-Learning Cycle, we are closely aligned with
the general aspects of motivation theory and leadership theory as
they apply to the concept of teacher as leader in the classroom. Qur
assumption is that most of us apply teaching techniques and styles
that have proved successful over time—e.g., the teaching and the
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curriculum development styles of those who taught us in our
disciplines.

Further, we apply teaching styles that we perceive students
need. In each case we, as teachers, have three options in motivating
and causing students to become competent: to attempt to match our
teaching style to the developmental level of our followers; is to
undersupervise, orundermotivate; orto oversupervise ourstudents
by maintaining a more autocratic or inappropriate style throughout
the entire course. It is obvious that the intent of this discussion is to
assist teachers to move toward the idea and goal of matching a
classroom leadership style to the developmental level needs of
learning. In determining the developmental level of our students,
we should ask ourselves the following questions:

* Are the student’s task knowledge and technical skills
high, moderate, or low?

* Is the student’s ability to transfer skills from the class-
room—such as planning, organizing, decision making,
and problem solving—to the job, high, moderate, or
low?

* Dostudentsexpressdesireorenthusiasm to accomplish
the task assigned, or is this desire or enthusiasm low?

® Do the students demonstrate competence, that is, a
feeling of self-assuredness, to accomplish the learning
tagk; and is it high, moderate, or low?

¢ Is the performance of students as they move through
the course better, worse, or unchanging?

Ourargument is that analysis of these learning reqiirements
should lead us to become more analytical about choosing particular
leadership styles to fit particular situations, rather than assuming
that a constant style will be effective for learners as they move
through our courses. We should assume that many new learners
have experienced disillusionment in their previous learning
situations. We can assume an increased responsibility for the
outcome of our students. We can also assume that as the semester
or quarter progresses, learners will become reluctant to have totally
directive teachers and will want to take over some responsibility for
their own learning. Finally, we should assume that as students
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mature, their ability to become peak performers will be enhanced
through their own motivation, as well as through the teaching style
and the interpersonal relationships we as teachers model with them.

Disillusionmcnt on the part of the learner can occur any time
during the course. However, typically it evolves from the discovery
that learning tas s are more difficult than students were prepared
for; oraround the idea that the leaming task was not relevant to their
particular needs; or around the idea that the more they leamn, the
more they realize they need to learn more. Finally, since human
nature {s operating in the classroom, students may explain poor
performance by saying that the teacher has not provided the kind of
direction and support that they needed when they needed it.

Teacher-as-leader behavior can vary around teaching styles
in three ways. First, the amount of direction that the teacher
provides to the student varies in all four teaching styles. Second, the
amount of support that the faculty member provides to students
varies through the life cycle of the course or program. And finally,
the amount of learner involvement in making decisions about how
he or she will learn varies throughout the course. We have argued
that with low levels of readiness and development, the teacher will
need to be more Supportive initially; and as the course progresses
the faculty member will quickly need to becom.e more Theoretical,
while at the same time demanding higher levels of performance on
the part of he learner. As the student matures, the assumption is
that use of the Achieverand Influencer styles may be determined by
increases in the amount of learner success. In all four styles the
teacher is responsible for designing the course of instruction to
include instructional goals and outcome measures; observing and
monitoring performance giving fair, timely, and appropriate
appraisals; and providing both group and individual feedback that
includes praise for proper performance on a timely basis.

No doubt the future of community college teaching will
center more and more on the progress institutions, CEOs, faculty,
and students make in their drive toward achieving the objectives of
community college education. In many institutions, faculty and
student programs are already underway that lend themselves to
achieving a teaching and learning community. They serve as
examples for others to follow.
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The Future of Community College Teaching

Good Teaching: The Hallmark of the Community College
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Future Success
The Teaching-Learning Path-Goal Framework
The Situational Teacher

Human history becomes more and more
a race between
education and catastrophe.

H. G. Wells
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n the book Access and Excellence (Roueche and Baker, 1987),
Miami-Dade Commun.ity College (M-DCC) was showcased as
or.e of the leading colleges in America. Critical to its excellent

reputation was the attention paid to the needs of its particular
college community and the students it was drawing from the
community. The faculty and the students were significantly
empow =red by thereformsand changes made to the core curriculum,
to the developmental curriculum, and to student advisement,
assessment, and retention. The college administration, faculty, and
students, united under the leadership of their president, worked for
several years to consciously and dramatically change the teaching-
learning environment to increase student success. By their example,
the programs at Miami-Dade Community College heightened the
awareness for change in most community colleges. Colleges were
challenged to study and adapt the reform practiced by M-DCC to
their own institutions.

But Miami-Dade was not the only cutting-edge institution;
other community colleges in North America also have established
reforms that may serveas exemplary models. A call forrevitalization
and reform of the community college remains critical for the 1990s
and beyond. What is common to all the innovations we mention is
the emphasis on teaching and learning, and the ability of the CEO to
recognize and empower faculty by supporting them tc take
responsibility for student success with excellence.

Wesupportand reiterate therecommendations of the Building
Communities report (1988), which includes the following guidelines
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for college reform and success:

Good teaching must be assured as the hallmark of the
community college movement, with students encour-
agedto e aclive, cooperative learners through the
teaching process.

Community colleges should increase the percentage of
faculty members who are Black, Hispanic, and Asian.
Efforts should be made to identify and recruit future
teachers from among minority students in high schools
and colleges and to provide financial assistance to
those planning to teach in community colleges.

Every college should commit itself to the recruitment,
retention, and professional development of a top qual-
ity faculty.

Every community college should establish a faculty re-
newal programin consultation with the faculty, support-
ed by at least 2 percent of the instructional budget.
An innovative teachers’ fund should be developed to
provide small grants to faculty members for the im-
provementand/or new developmentof teaching strat-
egies and programs.

Every community college should have policies and
programs for the selection, orientation, evaluation, and
renewal of part-time faculty. (However, the use of part-
time faculty should be limited to assure that the majority
of credits awarded by a college are earned in classes
taught by full-time faculty.)

Strong presidential leadership is required to build com-
munity. Community college presidents should not
only be effective administrators, but they must also
inspire and convey values and vision. The president
should be the foremost advocate for teaching and
learning at the college.

Faculty leaders should participate actively in govern-
ance, and substantive leadership development expe-
riences should be madeavailable for faculty and admin-
istrators.
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GOOD TEACHING: THE HALLMARK OF THE
COMMUNITY COLLEGE

Teaching as Leading is a celebration, in the form of research
and information of good teaching in the community colleges of
North America. Our study is dedicated to the women and men who
make community colleges the educational institution of opportunity
for all people.

It is the regularized and significant celebration of such
teaching and those who perform the teaching that we especially
applaud. At the annual International Conference on Teaching
Excellence, sponsored by the National Institute for Staff and
Organizational Development (NISOD), participants meet to support
excellence in both teaching and learning. In May of every year,
teaching excellenceis celebrated through more than 100 presentations
by master teachers and others in the college setting who epitomize
the values, creativity, and expertise expected from exemplary
instructors (Roueche, 1989). Throughoutthe year, NISOD'sactivities
and programs are based on the premise that teaching excellence is a
result of concerned and focuged leadership, increased awareness
and use of adult le 2 - dng principles, and a profound commitment to
knowing stude .  JISOD embraces a broad definition of teaching
excellence, one tha. requires that the measures of excellence be
adapted toreflect the nature of students, the demands of the setting,
and the creativity of the faculty and administration. Its publications,
Innowation Abstracts, Linkages, and Celebrations, distributed to the
consortium members, are intended to promote practical and
innovative teaching tips, program successes, and administering
practices.

RECRUITING MINORITIES

Despite the nation’s rising ethnic population, the number of
Black and Hispanic graduateand undergraduatestudentsincolleges
and universities has shown a steady decline. Alarms over the
potential problem that this statistic demonstrates abound, but to
date little has been done to change the situation. However, at Santz
Fe Community College, Florida, a program has been dcveloped and
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operationalized that could become a model for recruiting both Black
and Hispanic graduate students and future faculiy members on
campuses across North America.

The program, which names Santa Fe Community College
Fellows, works in cooperation with the University of Florida to
recruit and attract Black doctoral students to the university, at the
same time helping the community college develop its own Black
faculty members. The University of Florida recruitsdoctoral students
on a nationwide basis as a goal to increase minority graduate
students. While working for their doctorates, they are encouraged
to apply for Santa Fe Community College Board of Trustees
Fellowships, each carrying a $9,000 stipend for the academic year
and $1,500 for the summer. In exchange for the stipend, tuition, and
fees at UF, the students serve as adjunct faculty at the community
college in the English, math, chemistry, humanities, and physical
sciences departments. They are required to teach four courses over
a 12-month period. In addition to their teaching duties, the Fellows
assist in advisement, counseling, recruiting, and retaining minority
students at the college. Since its inception in 1986, 10 doctoral
students have participated in this inter-institutional cooperative
effort. One Fellow was extended an offer of full-time employment
upon graduation and is now a full-time faculty member at the
college.

At Prince George’s Community College (PGCC), Maryland,
the applicant pool for professional positions must be representative
of the percentages of minorities in related occupations within the
region. The college institutional research office has developed a set
of indices for minority employment, based on census data. If the
applicant pool is not representative of minority involvement in
related occupations in the work force, the position is advertised
again. Moreover, in order to increase the college’s contacts with
minorities in the community, PGCC regularly meets with a group of
minority representatives of civic organizations, fraternities, sororities,
churches, and businesses. This group acts as an advisory council to
thecollege, advising it of the availability of minorities for faculty and
administrative positions. Finally, PGCC and Bowie State, a
predominantly Black four-year college, have a faculty exchange
program to increase the number of minorities on campus.
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In California, the legislature—acting on behalf of all the
California community colleges—passed Bill 1725, which addressed
long-range community college reform. This bill requires districts to
have a minimum of 75 percent of their courses (hours of credit
instruction) taught by full-time faculty. Districts are required to
authorize career resource and placement centers; programs for staff
development and improvement must be created; and a faculty and
staff diversity fund has been allocated to administer an affirmative
action initiative and to assist districts in identifying, locating, and
recruiting qualified members of underrepresented groups. The
legislature has mandated that 30 percent of all new faculty and staff
hires be representative of minority groups by 1992-1993.

The issue of who attends college and who teaches college
students is one of interest in the teaching-learning environment.
Data from the Education Department indicated that minority
students were more likely to attend community colleges than were
white students. About 43 percent of Black students, 56 percent of
American Indians, and 55 percent of Hispanics attending college
were enrolled in community colleges. That rumber for whites was
36 percent. But we should also be aware of the pipeline that is our
promise for future minority faculty: Blacks earned fewer degrees in
1985 than 1977; bachelor’s degrees earned were down by 2 percent;
master’s degrees decreased 34 percent. While 20 percent of Blacks
were enrolled in historically Black colleges, 40 percent of Blacks who
earned bachelor'sdegrees graduated from Black colleges. Hispanics,
Asians, and American Indians earned more degrees in 1985 than in
1977, atall levels. But except for the Asian populations, these groups
also lost enrollment at the graduate level. “Long-range plans for
increasing the flow of students in the pipeline mav be the best
strategy for colleges and states serious about increasing the number
of minority faculty” (Linthicum, 1989).

Frederick Community College, Maryland, has joined area
institutions to form the Frederick Alliance for Creative Education,
whose primary concern is providing opportunities for higher
education to minorities in the community. High school seniors are
selected by the public schools to take courses in the community
college, paid for by the college’s foundation. Studentsare monitored
and encouraged to continue their studies at one of the area’s four-
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year colleges.

Madison Area Technical College, Wisconsin, hostsa Minority
Pre-Collegiate Program for junior-level minority high school
students. The program extends through their senior year in high
school and encourages borderline students to graduate from high
school and attend college. The summer program offers a class-
opportunity of 15 hours a week and a work-opportunity of 20 hours
a week in jobs in which minorities are usually not employed.
Counselors, parents,and faculty work cooperatively in this program.

The Emerson Electric Company provides tuition and aid to
minority students to attend St. Louis Community College (SL.CC),
Missouri, as pre-engineering students. Ina joint program developed
by SLCC and the University of Missouri, community college
graduates are eligible to attend the university’s Rolla campus to
pursue an engineering degree.

City College of San Francisco, California, has enrolled
Hispanic and Black studentsin a Math Bridge Program that provides
special instruction to strengthen their preparation for transfer to a
four-year institution. Black and Hispanic professionals serveas role
models, lecturing on careers in science, engineering, computer
science, and other math-related fields. A grant from Pacific Telesis
Foundation funds the coordination and evaluation of the program.

ValenciaCommunity College, Florida, hassigned agreements
with five historically Black colleges to encourage academically
talented minorities to complete four years of college. Thescholarship
program will cover two years at Valencia and the remaining two
years at one of the five colleges. The programspecifically recognizes
that the majority of Black students begin their higher education at
the community college and eamn degrees from traditionally Black
colleges.

SETTING THE FRAMEWORK FOR INNOVATION IN
TEACHING AND LEARNING

Miami-Dade Community College: The Teaching and
Learning Project at M-DCC (Jenrette, 1988) has three goals: to
improve the quality of teaching and learning at the college, to make
teaching a professionally rewarding career, and to make teaching
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and learning the focal point of college activities and decision-
making processes. Timing was a critical factor, considering the
predictions of significant numbers of faculty retirements over the
next decade and the increasing numbers of nontraditional students
seeking higher education. Toimprove teachingand learning, and to
encourage faculty to take a leadership role in the process, the college
had to capitalize on the expertise of the current faculty and student
body, provide information and support, raise the status of teaching
as a profession, and reward the type of performance they valued.
The productsand programsthatemerged from the Teaching /
Learning Project included a values statement, which became the
logo of college publications, catalogs, and manuals. New faculty
were oriented to the college and its policies through pre-service
training and mentoring, and faculty were required to take graduate-
level courses in effective teaching and learning and in classroom
research—then these courses were modularized and used in faculty
workshops. Videotapes exploring classroom feedback and cultural
differences in learning styles were produced for faculty use; funding
for endowed teaching chairs was announced; standards were
established to appropriately equip and maintain classrooms and
labs; recruitment of new faculty was tied to written statements of
values and excellence; statements of faculty excellence were
translated into criteria for promotion and student feedback and
evaluation; and linkages between administration, faculty, staff, and
students around the issues of teaching and learning and the support
necessary to accomplish excellence in that milieu were continued.
Statements of faculty excellence provide a common
understanding of what it means to perform in an excellent manner
at M-DCC. This common understanding is used to guide
development of the assessment process for new hires, evaluation of
portfolios fortenuredecisions, and progressionthrough theacademic
ranks. The combination of articulated faculty excellerice standards
and established faculty advancement policies and procedures will
allow each faculty member to evaluate his or her own performance
and to decide upon a plan for his or her professional developmeni.
New faculty are involved in an intensive orientation. The
first two days feature a college-wide agenda in which the president,
campus vice presidents, faculty senates consortium president, and
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others discuss and orient new faculty around M-DCC history,
mission, and values. Presentations include a review of benefits, a
student profile, the faculty governance constitution, and the chair’s
role in supporting faculty. On the next three days of the week-long
orientation, participants report to their assigned campuses. Tours
are conducted, and campus leadership is introduced. Meetings with
mentors are initiated; department schedules, procedures, and
expectations are reviewed.

Courses in “Classroom Research” and “Effective Teaching
and Learning” are taught by University of Miami faculty from
curriculum developed collaboratively with two Teaching and
Learning Project subcommittees at M-DCC, the Classroom Feedback
and the Learning to Learn committees. The University of Miami has
included these two courses in the core requirements for the Ph.D.
and Ed.D. of higher education and has made them part of a three-
course certificate program in college teaching that will be made
available to faculty and graduate students of the University of
Miami. The college will assume tuition costs.

Virtually every element of the Teaching and Learning Project
raised issues related to faculty development and support. A unified
Teaching-Learning Resource Center exists on each campus to meet
threeareasof needs: thecontinuation of traditional staffand program
development opportunities; a core program, consistent college-
wide, designed specifically to implement the outcomes of the
Teaching and Learning Project; and support for instructional design,
including classroom research and expanded applications of
technology.

By June of 1989, 33 chairs, each valued at $75,000, were
endowed by corporate and individual donors, bringing M-DCC
one-third of the way to the goal of 100 endowed chairs. The Faculty
Advancement Procedures Committee has as its task recommending
a process and criteria for the awarding of chairs.

RETENTION AND RECRUITMENT
Sault College of Applied Arts and Technology (Ontario): Sault

College follows a set of strategies for increasing the validity of hiring
college faculty. Selection strategies include: weighing job
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qualifications of applicants in which points are given for education
and experience; inviting candidates to present a 15-minute lesson on
asubject that he orshe would be teaching; following the presentation
by a structured interview; having applicants participate ina written
exercise (e.g., addressing a problem situation with a student or
ccileague); and verifying applicants’ references. Critical to these
strategies is for search comraittee members to gather data to develop
arealistic perspective to make good hiring decisions, reinforcing the
importance of feedback to the hiring process of faculty.

PROFESSIONAL DEVELOFPMENT

Humber College (Ontario): The most important resource at
Humber College is the faculty, and faculty development is an
administrative arm of the college organization. The values and
goals expressed by the administration, which center around the
ideas of leadership and empowerment of individuals, are: “To
empower and free people, to create a sense of putting them in touch
with their greatness, to separate them from their limiting structures,
to encourage them to dream and discover their untapped potential,
and to allow them to take risks” (Giroux, 1989). The vehicle for
melding personal goals and institutional goals is the Human Resource
Developmert Program. Linking the right person with the right
mentor equals organizational development—not just staff
development; since the readiness of potential leaders depends on
individual differences, those differences are taken into account.
Coaching and mentoring are modified by the degree of direction the
potential 'eader needs: the “leaper” needs little direction, the
“seeker” wants tochangebut doesnot know how,and the “follower”
has a dornant potential that calls for prodding. Partnerships at all
levels are encouraged; thus, the model for organizational
development is decentralized, and all components of the college
have input into the system.

Yukon College (Yukon Territory): Finding a suitable
professional development program for college faculty at Yukon
College became part of the challenge of helping existing faculty
acquire credentials more compatible with the new mandate of the
college. This mandate charged the college with delivery of post-
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secondary vocational, technical, and academic programming to the
Yukon’s adult population, which meant delivery of services to
16,000+ adults who livein 16 communities spread over the territory’s
482,415 squarekilometers. Thefaculty developinent program sought
to meet certain basic criteria, whichincluded flexibility, accessibility,
credibility, relevancy, manageability, and economy. The program
also had to be offered locally and on a part-time or continuing
education basis. The program became a one-year program of senior
undergraduate work with appropriate emphasis on the methods of
teaching adults (the University of British Columbia’s Diploma in
Adult Education). This program, dealing with the issues and
concerns of teaching adults, underscores faculty commitment to the
community and to their own growth.

FACULTY RENEWAL

Santa Fz Community College (New Mexico): Faculty are
involved in a program that promotes teaching excellence and
increases faculty commitment. Both full-time and part-time faculty
come together in a “Faculty Forum” each semester to discuss issues
of immediate interest and concern. “Faculty Forum” effectively
promotes tough problem-solving, familiarization with other college
programs, faculty interaction with their peers, and discussion of
new, different, and innovativeteaching strategies. Faculty experience
adeeper commitment to teaching and a greater sense of “ownership”
from this participation. Santa Fe Communi‘y College believes that
by providing experiences for faculty to learn from one another in
professional activities, a vital sense of belonging to the academic
community is supported.

PART-TIME FACULTY

Austin Community College (Texas): The design and
impiementation of the Mentor Program has helped serve the ever-
increasing numbers of part-time faculty at Austin Community
College, a multi-campus, multi-site institution. Realizing the value
and the growing numbers and responsibilities of part-time faculty,
the college sought ways to facilitate y’s orientation and
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adaptability to the role of community college instructors. The
Mentor Program was designed to produce a mentoring relationship
between new faculty members and experienced faculty members
from the same depart'nent or aivision, in a non-supervising or
evaluative relationship. GuidrJines for the program include: a
planning meeting in which the new faculty member and his or her
mentor establish mutual agreenient on the objectives of the program;
and a work plan for accomplishing them. Most important, program
policies demonstrate concern for the new faculty member’s
professional life and offer recognition to faculty who serve as
mentors.

New Mexico Junior College (New Mexico): New Mexico
Junior College operates according to astrict policy of not forgetting
the needs of part-time faculty after they have been hired. Thecollege
established a staff development program specifically designed to
serve these instructors. The components of this program take into
consideration the identification of potential part-time candidates,
hiring procedures, in-service training, and support services. This
program works for New Mexico Junior College as it strives to hire
goad people, offers them a solid support program, and continues
this professional training. These services prove positive when,
occasionally, a part-time instructor will come in with a smile and
say, “I did not know you would do this for me.”

GOVERNANCE

Foothill-DeAnza Community College District (California):
Foothill-DeAnza is focused on people; it believes that community
colleges “ought to be people-building, rather than people-using
institutions” (Greenleaf, 1973). In its Committee of Thirty-Two, all
govemance and decision-making is accomplished in an open,
democratic meeting of all college constituencies. The district
administration is not separate from the campus administration or
the faculty, staff, and employces of the college; all function together
in a single governance body whose decisions are final and complete
in that group.

St Pciersburg Junior College (Florida): The Access,
Community, and Excellence in Teaching Commission (FACET),
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named by faculty governance and represented by teaching faculty,
instituted a work plantodefinetheeducational values and standards
of the college and to explore ways to enrich teaching effectiveness.
In their statement of academic excellence, the faculty proclaim their
drive toeducatestudents by striving foraquality learning experience;
to provide access to students of varying learning levels; to help
students achieve goals throughcounseling, tutoring, and mentoring;
to commit to improverent through professional development; to
diversify academic p grams through development and review;
and to develop sensitivity to the needs of culturally diverse and
nontraditional students. St. Petersburg sees leadership as a concept
that isas mucha part of its faculty’s role as it is the president’s. They
seek to develop effective, responsible leaders as role models in the
community, in the area of organizational development and
assessment, in the acquisition and application of technological
advances, in the abilities to develop and employ innovative teaching
and learning methods, and in initiating programs designed to meet
current and emerging social needs.

Riverside Community College (California): Developing an
understanding of the interdependence of each campus job was the
outcome of strategic planning at Riverside Community College. The
process, involving input from many constituencies (internal and
external), brought about a highly visible changed attitude in college
personnel. More important, widespread input resulted in a
congruency of campus values, primarily centered on students.
Supporting student centeredness were the values of teaching
excellence, improved learning environment, and the reinforcement
of tradition.

REWARDS

In ourstudy, college leaders responded differently to our request
to identify award-winning instructors. Whereas some CEOs did not
respond at all, others responded enthusiastically by nominating
several instructors. Peters and Waterman (1982) believe that, inany
given organizational setting, about 10 percent of the employees are
performing at an excellent level and about 10 percent are performing
at an unacceptable level. Peters believes that we spend the majority
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of our managerial energy worrying and often doing something
about the 10 percent who are marginal performers. Instead, we
should be providing influenceand motivation .or our top performers
and empowering these performers to influence the quality of the 80
percent who most often are capable of enhanced and often excellent
performance.

The tendency in Western society is to perceive rewards as a
scarcecommodity. Community colleges tend to recognize a teacher-
of-the-year; however, in a college employing 150 faculty, the odds of
recognition are 150 to 1. If the intent of recognition is to increase
performance of the person selected, as well as those not selected,
research tells us that both objectives are often doomed to failure. The
Porter and Lawler Model (see Chapter 2), realizes that the
performance of the selected teacher is or is not enhanced based on
the personal analysis of theindividual and on the personal satisfaction
derived from recognition. Research suprorts the idea that only a
small portion of the non-winners will perceive that the probability
of receiving recognition is worth an increased effort in performance.
This argument supports a wider recognition model that would have
several categories of rewardsand increased probability of enhiancing
motivation and performance of those selected for recognition and
those not recognized. It would beimportant for colleges to recognize
the 10 percent or so who deserve recognition and enhance the
motivation of the 80 percent, many of whom will respond to
professional development that can lead to future recognition.

Cerritos College (California) and Santa Barbara City College
(California): These colleges not only celebrate teaching excellence
and provide awards to outstanding faculty and programs, but they
praise excellence by publishing and widely distributing brochures
and catalogs that focus on teachers and their successful programs.
At Cerritos College, most outstanding faculty and faculty honor roll
award recipients are the subjects of biographical and photographic
sketches that celebrate their teaching excellence; moreover, in a
separate publication, Cerritos College talks about successful retention
strategies, focusing on what exemplary instructors do to keep their
students. At Santa Barbara City College, an annual faculty lecture
series honors a faculty member, chosen by colleagues to deliver an
address on a scholarly subject of general interest. Selection is based
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on outstanding classroom teaching and unselfish, dedicated faculty
service to the college. The lecture is published and distributed
throughout the college. Santa Barbara also publishes a magazine
highlighting the year’s best programs and instructors. The magazine
gives details of the program and displays photographs of the
instructors and scenes from the actual classes and programs that
have won recognition.

Midlands Technical Collegi: (Suith Carolina): Midlands
Tech rewards and encourages faculty scholarship with many
programs—such as the Author’s Reception, the Program Reward
for Innovative and Creative Excellence (PRICE), and the Incentive
Travel Program. A reception honors a faculty or staff member of the
college who has published an article in a significant journal or
presented a paper to proifessional peers at a regional or national
meeting; it brings together participants to celebrate the scholarship
of an employee. In the PRICE program, competition to complete an
innovative project carries with it a monetary reward. The travel
program offers matching travel funds to a faculty member if he or
she is presenting a paper and cther funding is depleted. Midlands
encourages its faculty and staff to accomplish “firsts,” or something
unexpected; and they do so by motivating, challenging, and
rewarding their learning community.

Central Piedmont Community College (North Carolina): At
Central Piedmont, the “quality circle” concept has provided a
vehicle for group goal setting and brainstorming for common
purposes. Fostering bonding relationships throughout the college,
the quality circles focus on issues that primarily improve services to
students, such as a staff development plan for computer literacy, a
financial aid policy to encourage student retention, and an improved
registration process for foreign students. The quality circle process
provides a positive, rewarding component of sound educational
management at Central Piedmont: it encourages communication
and provides positive recognition for the efforts of employees at all
levels.

FUTURE SUCCESS

What we’ve learned from exce.lent faculty and from the
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pioneering efforts of selected community colleges is that people and
institutions are doing the right things well. But we also know that
the efforts of community colleges in genera! do not meet this
benchmark of quality and development. Success in the teaching and
learning environment of the community college must beamandatory
goal for all community colleges; colleges must be willing to spend
money, resources, time, and effort to make good on the promises of
egalitarian education for all people. If the open-door concept is a
promise of community college education, then community colleges
must develop their most important resources—their instructors and
their learning community.

In the framework of the teaching-learning path-goal concept
and in the concept of situational teaching styles, we offer our own
path toward excellence for the learning community. Moreover, we
suggest that without support and empowerment from the college
administration and a college culture that values and supports the
learning community, enrichment of goals of the community college
may not occur. These goals should include: the promise of
opportunities for the underrepresented and undereducated, a
continued pathway for vocational and technological careers and
jobs; emphases on good teaching as an essential ingredient for
undergraduate education; and specw.al attention to improving
students’ educational skills.

The Teaching-Learning Path-Goal Framework. The
characteristics of theexemplary community college instructorinclude
the ability to recognize and engage students’ desire to learn, and the
ability to cffer positive orientation, guidance, and direction to
students as they seek to clarify, thenachieve, their educational goals.
Effective teachers know the value of analytical and experiential
diagnoses about their own teaching patterns and meeting the needs
of their students. The right things don’t just happen; they are
accomplished through the emphases that exemplary instructors pay
to their philosophy and practices of teaching and learning. They are
committed to the ethos of egalitarian education, and it drives their
teaching and learning philosophies. Effective faculty know the
abilities of their students, are able t» apply that information to their
curriculum, and periodically review the changes that occur in the
classroom among groups and individuals in order to adapt and
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accommodate situations. They diagnose students’ skills, they offer
clear and concise syllabi and course goals, they accommodate
students’ needs, and they offer positive direction and clarity to
achieveresultsintheclassroom. Asfaculty provideregularfeedback,
students are constantly apprised of their standing and can easily
learn what is necessary for continued development and greater
achievement. By valuing teaching and learning, the effective
instructor recognizes that a failure syndrome is predictable when
students meet learning nbstacles and barriers; thus, working to
reduce and eliminate teaching and learning barriers is a strategic
function of the effective college instructor. Although they provide
extensivehelpand important attentionto the details of “studenting,”
excellent instructors have highexpectations; they expect,as classroon
leaders, to raise students to higher levels of thinking and acting and
toward taking responsibility for their own lifelong learning.

The Situational Teacher. Teaching, like all professions,
draws many personalities, is characterized by diversity in cultures
and disciplines, and is known for its demand for autonomy. Yet, for
all their diversity, teachers obviously have commonalities. Our
research found that exemplary teachers who responded to the
Teaching as Leading Inventory constitute four teaching styles. Each
of the teaching styles have dominant, complementary, and opposite
behaviors attached. And each teaching style is attached to the
readiness and developmental levels of students. Supporters define
a teaching style in which high people-orientation and a low level of
student development may be used to facilitate students who bring
limited skills and preparation into the college classroom. Supporters
view learning from the perspective of the learner; they are sensitive
to feelings and values, are good listeners, and use the information
they gather about student needs toimplement imaginative programs.
Theorists focus on task, spending time organizing information,
building theoretical models, and testiz:g : hcories and ideas; because
they are enthusiastic and show appreciation for teaching, they
infuse this interest and enthusiasm in their students. Achievers are
enablers, viewing both their own role and their students’ roles as
ones in which content must be mastered. They create new ways of
thinking, allow experimentation with new ideas, and makedecisions
quickly, usually choosing the best solution. Influencers are great
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motivators; they aregreat believers of movingstudents tomaximizing
their potential. They are driven by student growth and changes and
are actively involved in influencing this growth.

The teaching-learning framework and the teaching-as-
leadingstylesareinterrelated and co-dependent. Dominant teaching
styles predict the emphases of the teacher, but excellent teachers are
able to shift their teaching styles depending on the developmental
level of their students and thus employ the dynamic of leadership as
the creative force that drives their teaching. For teachers and
students to accomplish their goals, they must be empowered.
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Chapter 13

Empowering Facullz
Building a Community of Learning

Current Dilemmas within Community Colleges
Empowering Faculty and Students: A Community
of Learning
The Building of Systems to Support Student Learning
Making it Work: Teaching the Teacher to Teach

Summary

The term community should be defined
not only as a region to be served,
but also as a climate to be created,

Bujlding Communities, 1988.
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13

uring the last half of this century, much of the attention

given to the status of education in North America and its

relation to the world focused upon the recognition that
monumental change was taking place in world order and that
Amezrica was losing its pre-eminence among world powers. Other
nations were not only competing, but actually beating us at ourown
game. Sputnik, launched in 1957, showed us that the space race was
in the hands of the Russians. The debacie in Vietnam clearly
demonstrated that military victory was not always achievable. The
industrial expertise of Japan demonstrated to us that others could
not only build better, more efficient cars, but they could also sell
them more cheaply. In each of these situations, at the core of our
introspection and re-examination of values and know-how was the
sad state of American education. We were duly warned:

Our once unchallenged pre-eminence in commerce,
industry, science, and technological innovation is being
overtaken by competitors throughout the world.... If an
unfriendly foreign power had attempted to impose on
America the mediocre educational performance that exists
today, we might well have viewed it as an act of war.... We
have, in effect, been committing an act of unthinking
unilateral educational disarmament (A Nation Af Risk,
1983, p.5).

This report detailed the failings of the American educational
283
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systemand offered a series of recommendationsthat would “generate
reform of our educational system in fundamental waysand ... renew
the nation’s commitment to schools and colleges of high quality
throughout the length and breadth of our land.”

The higher education version of A Nation af Risk was released
in a report titled Involvement in Learning: Realizing the Potential of
American Higher Education (1984). The goal of the study, sponsored
by the National Institute of Education (NIE), was to examine the
conditions of excellence in higher education. More specifically, the
NIE wanted to know how current knowledge of higher education
could be enhanced and how higher education actors could use
research findings for improvement. The study director, Manuel
Justiz, focused attention on the potential of higher education:

The nation has been conducting a paradoxical debate on
the quality of schooling. While all sideshaveassumed that
we must become a society in which learning never ends,
thedebate alwaysseems tostopat the borcerof highschool
graduation, as if learning itself ended at that point. But
more than half of our students voluntarily cross that border,
trusting that what awaits them on the other side is worthy.
What they will find is a system of higher education that is
by far the largest, most complex, and most advanced in the
world. The nation hasentrusted this systemto extend both
the franchise of learning and the frontiers of the universe
itself. But our students will find that this great national
resource has not realized its full potential (p. 1),

Involvement in Learning identified three conditions of
excellence: studentinvolvement, high expectations, and assessment
and feedback. Student involvement refers to the amount of time,
energy, and effort students devote to the learning process. The fact
that more learning occurs when students are actively engaged in the
learning process implies, among other thing:, that learning and
personal development are directly proportional to the quality and
quantity of student involvement, and that the effectiveness of any
educational policy or practice is directly related to the capacity of
that policy or practice to increase student involvement in learning.
Suggestions from NIE include greater interaction between faculty
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and students, better advisement at all levels, and guiding students
toward active modes of learning and toward taking responsibility
for learning.

High expectations refer to the educational outcomes sought
by students and institutions, including graduation requirements
and standards. When realistically high expectations are clearly
communicated to students, a high level of achievement tends to
result, Suggestions include greater cooperation between faculty and
administration for the development and implementation of
programs, curriculum, and instructional philosophy that match
knowledge, capacities, and skills expected of students. The NIE
suggests that college Jeaders strive to ensure that the behavior of
their institutions evidences the ideals of honesty, justice, freedom,
equality, generosity, and respect for others.

Assessment and feedback means providing information
about the teaching and learning process to students, faculty, and
administrators in order to improve the effectiveness of their efforts.
The use of assessment information to redirect effort is an essential
ingredient in effective learning and serves as a powerful lever for
involvement. Suggestions include not only assessment programs,
but also a role for regular instructor and studenr input into the
procedures and programs, which should becontinuously developed
and evaluated. Further, the NIE study encourages faculty and staff
involvement in the decision making of colleges or universities,
especially as decisions affect current students and the potential
community of learners.

The exhortation of educational obligation and renewal found
its community college emphasis in Building Communities: A Vision
fora New Century. While the reportdid not have the dynamic impact
of an A Nation at Risk, it did gain the attention of the 1,200-plus
member colleges of the American Association of Community and
Junior Colleges. The AACJC Commission on the Future of
Community Colleges analyzed and made recommendations
concerning issues dealing with the future of community colleges;
and in keeping with the stated mission of community colleges, the
teaching and learning process was reported as a central theme.
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At their best, community colleges recognize and enhance
the dignity and power of individuals. Students come to
colleges to pursue their own goals, follow their own
aptitudes, become productive, self-reliant human beings,
and, with new knowledge, increase their capacity and urge
to continue leaming. Serving individual interests must
remain a top priority of community colleges. But they can
do much more. By offering quality education to all ages
and social groups, community colleges can strengthen
commongoalsasindividualsareencouraged to seebeyond
private interests and place their own lives in larger context
(1988, p.6).

Several of Building Communities’s recommendations dealt
witn the issues involving teaching and learning in the community
college; these include: recruitment and retention of full-time facult;
who represent the ethnic diversity of community college students
and the curriculum; increasing the quality of our resources for
faculty development (full- and part-time); developing a core
curriculum and emphasizing the associate ofapplied science degree;
making good teaching the halimark of the community college
movement; improving the quality of developmental study courses
and programs; recognizing excellent teaching through salary
increases and professional ;upport; and emphasizing faculty self-
evaluation and improvement through thedevelopment of classroom
research.
Both the NIE and the Building Communities reports clearly
make the point that faculty are essential in building a community of
learning. Our study of award-winning instructors has convinced us
of an extremely important concept: faculty play a crucial role in
defining the culture of the college. They decide what is to be taught
and how the curriculum will be i nplemented; and they screen,
evaluate, and empower students. The faculty have enormous
power. It is clear that teachers, regardless of their skills, are able to
wield significant power in their jobs. In the final analysis, faculty
determine the success or failureof thecollege because they determine
the success or failure of the college’s clients.

The award-winning instructors nominated by their CEOs to
participate in this study are exceptional. They demonstrate mastery
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in involving students in active and exciting learning. They
demonstrate that they possess high expectations for themselves and
their learners. They naturally and normally employ effective
assessment procedures and provide timely and accurate feedback to
students. They, ineffect, reflect many of the recommendatiors made
by the study groups in Building Communities and Involve.nent in
Learning. As well, many of the colleges nominated epitomize the
recommendations of the study greups regarding institutional
reorientation. Their recruiting and marketing plans are efficient and
operational. Student orientation, assessmen:, and advisement
procedures are mature, effective, and systematically evaluated. The
curriculum is characterized by a general education core. Many of the
colleges havecomputer-based student management processes. Early
wamning procedures designed to retain students involve a complex
but cooperative relationship between faculty and student
development personnel. Advising occurs so that students are
constantly informed about their progress toward personal goals.
Advising continues into the job-gaining and job-retaining aspects of
students’lives. Attritionratesare changingascollegesand instructors
pay particular attention to retention. If the student desires to
transfer, all aspects of this complicated phenomenon are resolved
through articulation plans with colleges and universities. In short,
student motivation and success are managed through a process
designed to propel the student as rapidly as possible along the path
toward the student’s educational or career goal.

In highly effectivecommunity collzges, the impending faculty
crisis was recognized early, and faculty recruitment plans are now
mature aspects of institutional functioning. In these colleges,
enlightened leaders realized that full-time faculty selection involves
a commitment of enormous resources. Some estimates support the
claim that a full-time faculty member who is recruited with a
master’s degree and completes a career in college teaching will be
paid in excess of a million dollars. For a multitude of reasons,
effective colleges focus great energy on the recruitment, selection,
socialization, assessment, development, reward, and celebration of
their faculty. But what about the faculty and colleges who do not
subscribe to thr.se advancements?
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CURRENT DILEMMAS WITHIN COMMUNITY COLLEGES

The literature supports the notion that many faculty have not
attained recognition forexcellent and exemplary teaching behaviors.
Most institutions have not developed systems that ensure student
success, and most institutions have not developed a process that
puts energy and commitment to theidea of acquiring and developing
a cadre of highly educated and trainad teachers. The Building
Communities commission found that community college faculty
often felt overextended, typically teaching at least five courses per
semester. Faculty reported that classes, especially i basic subiects,
are too large, and that preparation time is too short. On many
campuses the commission found a feeling of burn-out and fatigue
among faculty. They concluded that such conditions yield a ioss of
vitality that weakens the quality of teaching. The commission was
especially disturbed that 63 percent of community college faculty in
anational survey rated theintellectual environmentat their institution
as “fair” or “poor.” If the majority of the faculty in American
community colleges believe that theintellectualclimateis inadequate
to support effective teaching, leaders can be assured that without
effecting positive change, colleges will not be able to accomplish
their goals.

Building Communities focused on the recruitment, selection,
development, evaluation, reward, and retention of faculty. It was
reported that in order for community colleges to mature into a viable
force in higher education in the United States and Canada, effective
teachers must be selected, developed, trained, and retained. These
teachers must be those who believe community college learners
must be developed and nurtured. They must believe in broadening
the capacity of students to learn and be successful, and they must
come to the community college because as excellent teachers the
community college is their first choice.

The NIE report also points to warning signals of current and
potential problems that must be recognized and addressed:

Faculty are the core of the academic work force, and their
status, morale, collegiality and commitment to their
institutions are critical to student learning. When we
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allowsuppc rtfor suchacritical componentof the enterprise
to erode to the point at which the profession itself has
become less attractive to our brightest students, we are

compromising the future of higher learning in America
(1984, p.11).

The NIE reports that many of our current faculty feel “stuck”
in their careern. They have lost the traditional mobility and vision
that motivated so many to strive for excellence in teaching and in
research. The NIE also warns of the rapid increase in the proportion
of part-time faculty whose situation brings strain on collegiality and
may affect bath the continuity in instructional programs and
coherence in the curriculum. Its recommendations call for
improvement of the institutiona: environment as a workplace for
faculty, for renewal ~f faculty commitment to their institutions
through new roles, and for the restoration of necessary support to
keep the profession attractive and appealing as potential careers.
These warningsareevident from other sources, as well. For example,
the research literature posits a classic problem of professionals in the
interpretation of a professional bureaucracy and the concept of
pigeonholing clients. Mintzberg discusses this concept in The
Structure of Organizations:

The professional bureaucracy is unique among the five
structural configurations in answering two of the
paramount needs of contemporary men and women. It is
democratic, disseminating its powerdirectly to its workers
(atleast those who are professional). And it provides them
with extensive autonomy, freeing them even ot the need to
coordinate closely with their peers, and all of the pressures
and politics that entails. Thus, the professional has thebest
of both worlds: heis attached to an organization, yet is free
to serve his clients in his own way, constrained only by the
established standards of his profession (1979, p. 371).

Faculty members in community colleges are usually hired on
the basis of the {.aining acquired in a particular subject matter that
is outside the control of their workplace. As experts in the subject
matter, faculty members often tend to teach in the ways in which
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they thernselves were taught and to behave toward students in ways
similar to their own professors’ behavior toward them. In many
cases, this becomes the value base from which the instructor makes
decisions inanalyzing students and their competencies. Researchers
talk about the necessity of a professional bureaucracy (Mintzberg,
1979) to develop aatonomy as a means to perfect their skills free of
interference—professionals are attached to their organization, yet
they are freeto serveclients (students) in their own way. Usually the
only constraints on prof:ssionals are those established by the
standards of their profession. But while we expect a greater degree
of democracy and autonomy in the professional, we cannot overlook
the traditional problems of a professional bureaucracy—such as
pigeonholing or the categorizing of students’ needs and the
standardization of programs to meet those needs within
predetermined categories (grouping according to knowledge, skills,
and performance; allowing higher education admission based on
standardized exams).

We know that teachers always find varability among
students” abilities and accomplishments; as professionals they are
required to handle day-to-day fluctuations in their instructional
responses to students. We admit there is uncertainty in meeting our
students’ needs, but we try to contain that uncertainty by allowing
discretion in our work. It is, however, this single variable in the
teacher’s professionalism that acts as a springboard to problems.
Instructors’ skills may vary considerably; for example, the new
teacher may not have the experience to handle uncertainties, and the
entrenched teacher may not want to “try anything new” to update
his or her skills. Some teachers may value their income more than
their students, some are so enamored of their skills that they forget
about the real needs of students, and some teachers ignore the needs
of their organization (they are Inval to the profession, but not the
instituticnin whichthey work). Majorinnovation, whichisnecessary
in this dysfunctional aspect of professionalism, is dependent on
cooperation and new programs that must replace existing ones.
There is, certainly, a call for agreement on institutional and
professional values and a call for professionals to work cooperatively
with each other and their institutions.

By increasing coordination among teaching faculty,
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leadership of instructional units canbeimproved; curriculumreform
might be initiated; and efforts such as mission development,
insticutional values, goal-setting, institutional effectiver.ess programs,
program evaluation, and student development can be encouraged.
A major challenge for the leadership of community colleges is to
cause the faculty members to see themselves first as members of the
college community and secondly as members of their specific
professional community. Fromour perspective, community colleges
cannot build communities with all that the concept implies without
theloyalty of faculty, staff, and administration. Buildingthenecessary
“communities of learners” requires the develop ent of uniqu
strategies, the fully empowered participation of all members, and
the understanding that overlapping individual values and
commitment withorganizational valuesand missions isan exiremely
complex and difficult task. But the final community is worth the
effort.

A college’s bureaucratic nature insists on a stable
environment; programs are typically routinely set, with rules and
regulations often imposed by state-level agencies. For example,
studies indicate that as many as 75 percent of students who enter
community colleges are more career motivated than academically
motivated, and yet the typical approach is to move the student
toward a two-year program. The thinking of the decision makers in
community colleges is typically convergent. In problem solving,
this convergence leads to old pigeon-holes to accommodate new
demands. The solutions to building communities and effective
teaching are more likely to be found in divergent thinking. New
solutions are more likely found in inductive reasoning—that is
induction of new general concepts, which help break away from old
routines or standards rather than perfecting existing ones.

Cohen and Brawer (1989), who have been observing the
community college for a quarter of a century, have painted a rather
dismal view of the future of community colleges. They disdainfully
view the abundance of commission reports based on what decision
science calls a “rosy scenario;” rather, they believe the actual picture
for the immediate future is rather dismal. They see faculty as
clinging totheirindependent professional statusand rejecting efforts
at coordination; they believe that hiring practices show little sign of
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change and that progress in employing members of minority groups
has been distressingly slow; and they note that although colleges
will have to foster their own development, highly trained new
faculty will not be prevalent. Nor do they believe that community
college faculty meet all of the implicit tests of professional status:
“While faculty have made great strides in extracting themselves
from administrator-dominated paternalistic situations of a few
years ago, they have far to go” (p. 372).

When professionals lose control over their work, they begin
to exhibit behavior common among hourly employces, and they
become passive. Faculty tend to empower their immediate leaders
only to %ae extent that they can act as buffers between themselves
and their administration. Cohen and Brawer point out, at this

, that two options are possible: the current trend toward
public civil service, where control will ultimately come from outside
the college; or a professional craft mcdel where faculty collaborate
within the academic unit to improve curriculum and instruction.
Cohen and Brawer (1989) offer a model of faculty involvement, if not
empowerment. They conclude that “a more desirable model is a
faculty involved with curriculum planning in the broadest sense:
reading and writing in their disciplines and the field of education;
conducting research on students’ exit and entrance abilities; and
becoming program directors, laboratory managers, or curriculum
cooidinators” (p. 373).

Our study points out that faculty in effective colleges may
and do play additional roles. While curriculum and instruction are
the central tools of professional faculty, participation in governance
isalso critical. If faculty do not participate inmaking decisions about
recruiting, assessing, placing, orienting, advising, and managing
students, they certainly will not be able to see the larger picture of
accomplishing theavowed mission of thecommunity college. Faculty
must participate in all aspects of developing human capital for the
community and in helping students to accomplish their academic
and career goals. For this to occur, both the faculty member and the
college student must be empowered.
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EMPOWERING FACULTY AND STUDENTS: A
COMMUNITY OF LEARNING

We believe that empowerment is the key to change and that
change evolves through a process of faculty and administration
wanting to be changed. This can occur from external and internal
sources; for example, universities can alter and shape the standards
for the profession by changing who can enter the profession; and the
workplace itself can redirect and empower faculty by changing how
faculty are developed, recruited, selected, assessed, and rewarded.

The basic thesis of this chapter is that the community college
will fail to achieve its mission of empowering students and
communities unless it empowers faculty at the same time. Faculty
must improve their skills, attitudes, beliefs, and expectations for
students; and the college i*-elf must improve the skills, values, and

tions related to its mission of developing human capitz’ znd
the structures in which humans function. In our study we have
observed individuals and community colleges that do not suffer
from the limitations and generalizations macle about community
colleges. The study of award-winning instructors, and our own
consulting and teaching, lead us to believe that there exists in the
universe a population of colleges, CEQs, administrators, staff, and
faculty who have broken out of the old “bureaucratic mold.” These
peopleand entities represent solutions to the problems of our young
and struggling educational movement. Their new programs have
often transformed structures through planned change and
development. They have begur to recognize and challenge the idea
of the professional at work.

Change in the professional bureaucracy does not sweep in
from new administrators taking office to announce major
reforms, nor from government technostructures intent on
bringing the professionals under control. Rather, change
seepsin, by theslow processof changing the professionals—
changing whe can enter the profession, what they leamn in
its professional schools (ideals as well as skills and
knowledge), and thereafterhow willingtheyare toupgrade
their skills. Where such changes are resisted, leaders may
bebest offto callon the professionals’ sense of responsibility
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to serve the students (Mintzberg, 1979, p. 379).

Empowerment of faculty is a double-edged sword. Leaders
must organize for change with professional faculty at the center of
the change. Reform efforts must be seen as a slow evolutionary
process of changing colleges’ behaviors, attitudes, and values, and
then by changing their goals, programs, and procedures through a
powerfully participative process. Yet the involvement must be
mandatory. Leaders can be sure that professionals will not generally
seek involvement but can become motivated to commit only through
involvement. Resistance to changeis normal; overcoming resistance
is a task for visionary leaders, such as those described in Shared
Vision (Roueche, Baker, and Rose, 1989).

Effective ieaders build, through collaboration, action plans
that capture the energy of college staff members. The presidentis the
conceptual salesperson of any plan and must influence by first
demanding and subsequently expecting collaboration between
various divisions of the college. Our study of leaders in public
schools and in community colleges validated a model of situational
leadership, where leaders attempted to vary their behavior to fit
circumstances. They sometimes emphasized mission; at other iimes,
they emphasized morale and consideration of others: leaders were
task-oriented in that they initiated structures for problem solving
and decision making; people-oriented in that they wereable tobuild
a strong sense of institutional commitment through collaboration;
and effectiveness-oriented in that they were able to provide both
visionand direction forthecollege and its members through planning,
organizing, and influencing the attitudes and values of individuals.

In our study of exceptional community colleges, we were
surprised to find that in the more than 100 interviews we conducted,
there was overwhelming consistency in the values and beliefs
expressed by faculty and administration. We discovered that the
coliege as a community had worked in various group processes for
almost a decade to come to agreement on a set of philosophical
values relating to ' college's responsibility to student and
community. Typical ... these colleges are Humber College, Red Deer
College, Jefferson State Community College, Maricopa County
Community College District, DeAnza College, Foothill College,
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Santa Barbara City College, Los AngelesCommunity College District,
Miami-Dade Community College, St. Petersburg Junior College,
College of DuPage, Johnson County Community College, Jefferson
Community College, Howard Community College, Schoolcraft
College, St. Louis Community College District, Monroe Community
College, Genesee Community College, Suffolk County Community
College, Central Piedmont Community College, Cuyahoga
Community College, Linn-Benton Community College, Midlands
Technical College, and Dallas County Community College District.
The analysis of our interviews supported the common view
that both administrators and faculty at these colleges agreed thata
direct relationship existed between student attendance and student
success. College members articulated and communicated the belief
to students that the primary purpose of financial aid was to increase
students” academic success. - College members spoke persuasively
about the importance of student decision making and commitment
toan educational goal as a prerequisite for success within a program.
College members frequently reported that the college existed solely
to successfully serve both students and community. This shared
college philosophy relating to student socialization into the college
was most interesting. College members believed that students must
be guided firmly into making positive choices regarding their future.
We found that the college held itself responsible for making the final
decision as to where (at what level) the student woulci be placed into
the curriculum. Oncestudents arecommitted to an academic course
of action, the college holds itself accountable to provide constant and
accurate feedback on both student performance and progress.

THE BUILDING OF SYSTEMS TO SUPPORT STUDENT
LEARNING

We know that having individuals believe that certain
behaviors produce results and then building the systems to
accomplish these results is the essence of successful leadership.
Those who have studied leadership in a college setting have
concluded that faculty are the key performers in the achievement of
excellence, Effective colleges develop and task teams of individuals
that cut across traditional functions. These individuals serve in
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traditionalunits of thecollege and serve onteams that solve problems,
evaluate data, and make recommendations regarding systens
developed to manage and motivate students. What follows is a brief
discussion of the major aspects of the systems for success, aspects
that we found in the exceptional community colleges and in our
study of award-winning faculty.

Student Assessment: At excellent colleges the members of
the academic team, including both faculty and administration,
carefuily develop a battery of tests to determine where students
should be placed in the curriculum. Where the typical college is
often unable to offer the number and types of courses that students
need because of the unwillingness to require faculty to teach what
stude-!s reed, colleges have embedded the values and the
exj «ctations that the college must makethetoughdecisionsnecessary
to meet student needs. Once individuals commit to the idea that
resources must follow determined need, the resistance to change is
significantly reduced.

Student Responsibility: When we speak with college
presidents and administrators regarding a philosophy of firm and
directive student management, they most often citea view that adult
students must takeresponsibility for their own behaviorand actions.
Thus, since mandatory assessment, placement, and the requirement
to take remedial or developmental courses often violate this general
principle, most colleges soften this perceived hard line of directive
approach. Not only do faculty and administration at excellent
colleges express strong support for the idea of directive, policy-
based decision making, the institution is now able to produce ad hoc
and longitudinal studies involving faculty tosupport theeffectiveness
of the college’s strongly directive matriculation process.

Student Acquisition: Ourstudy of exemplary teachers shows
their active participation inrecruitment, marketing, andarticulation.
Faculty show their leadership as colleges establish close and
continuous relationships with business and industry and establish
joint enrollment processes and articulation agreements with local
high schools. These faculty also strategically serve the college and
community by becoming involved in recruitment plans and by
being familiar with admissions procedures allowing rapid
development and retrieval of information pertaining to students
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and their performance and progress. Faculty involvement with
student matriculationsignalled tostudents thecoliege’s commitment
to education and training.

Curriculum Integration: Whatever else colleges do, they
must engage in reshaping their education and training programs to
make them more effective in achieving both the goals of students
and society. Exceptional colleges have gone beyond this need to
examine the relationships between existing components of the
curriculum. They have begun to identify and integrate, within the
curriculum, essential skills for life.

Curriculum changes are requiring a battery of general
education courses for every degree-seeking student along with
minimum standards for academic performance. These changes
have become the central focus of faculty input as they collaboratively
develop goals that establish parameters for the requirements for
successful educational reforms.

Developmental Studies: Most effective colleges see
developmental studies as a foundation for successfu! completion of
student academic goals; and perhaps as important, they see
developmental studies as the linchpin of access and academic
excellence. In order to ensure that these programs are able to
salvage, redirect, and develop the skills and attributes students
require for success, exceptional colleges staff, organize, and manage
these programs as a top priority. We discovered that college
administrators accomplish the leadership and management aspects
of these programs, and faculty directly support the student
development components, along with responsibilities of recruiting,
assessing, placing, and managing student progressand performance.

Student Monitoring: The leadership of the community
college must realize that leading and managing themuitiple missions
of the open-door college require a committed staff and management
system that allows decision makers to employ student information
in the development of policies and procedures. These policies and
procedures, in turn, produce guidance and direction to college
personnel as they work together to help students become successful
in their career and academic pursuits. Informed and motivated
faculty, along with leaders within each unit of the college, are the
keystoneto student management. Management procedures provide
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students withaccurate and timely feedback regarding their progress
and provide college personnel, especially faculty who work directly
with students, with the effectiveness of policies and procedures for
studentmonitoring. Student managementalsoempowersthestudent
into taking responsibility to meet withappropriate college personnel
for counseling or when proper and corrective actions are needed.

Achievement and Graduation Information: One of the most
important goals of excellent institutions is providing accurate and
timely feedback on student performance, which moves students
through the college cycle toward graduation. Exemplary instructors
set great value on allowing students to link performance to their
stated career and academic goals. Students and instructors are both
empowered by being informed about students’ progress. Immediate
access and availability to students’ performance records allow both
faculty and students greater opportunities for currency about
academic status and success in college.

Academic Standards: In our experience, one of the major
obstacles to achieving access and excellence in open-door colleges is
the unwillingness of the college and its leadership to establish
academic standards—for fear that the uniform enforcement of such
policies will adversely affect enrollment. If motivation is central to
behavior, and purposeful behavior is central to success, then we
must be able to create a climate that is perceived as supportive and
that is maintained over time to permanently affect those who
collaborate to make the student successful.

Academic standards consist of an integrated set of policies
and procedures that communicate to all college personnel what is
expected of students. Since educators are in the business of adding
value and competencies to individuals, our study demonstrates that
exceptional faculty communicate to students the consequences of
failing to progress toward their stated goals. If the systems work, we
must beconvinced that properly placed students, properly developed
curriculum, and faculty who believe that students can succeed will
link effort to performance and performance to success. Academic
standards should be incremental, allowing for initial waming,
appropriate help, counseling, academic assistance, and reduction of
academic loads. In cases where students do not respond to this
intervention, the second level of academic standards is triggered.
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Underthese conditions, thestudentis placed on probation. Probation
results in additional assistance, monitoring, and control to include
possible course reduction. In exceptional cases where students do
not respond to help, the third trigger is suspension for one semester.
It is interesting to note that where academic standards are enforced,
most students who have been suspended have re-enrolled at their
first opportunity and as a group have been more successful in their
second effort.

MAKING IT WORK: TEACHING THE TEACHER TO TEACH

We have identified the competencies that make excellent
instructors; we have learned that the skillsand expertise that excellent
instructors employ are derived analytically and are operationalized
until perfect. More important, we have seen leadership skills
demonstrated in the classroom to the extent that empowerment of
students can take place—students can take responsibility for their
own learning, guided by the instructor who knows the value of
situational teaching strategies and styles. So what?

That question obviously drove home the point that talent is
a terrible thing to waste, and that the concept of leadership,
motivation, and influence was not reducible only to the classroom
course or the college environment. A good teacher can teach
anywhere and with either traditional or nontraditional students in
the classroom. Obviously, the community can profit from the

and talent of the exemplary teacher, but so can colleges and
universities. Who better to teach teachers than the master teacher?

We propose that the exemplary teachers of community
colleges not only be identified and celebrated, but that their skills
become the vehicleby whichacadre of excellentteachers, apprenticed
and mentored by the exemplary, award-winning instructor, is
produced. In-service and pre-service classes in the college
environment should be instituted for faculty development, and they
should be taught by master teachers within that environment.
Moreover, master teachers should be encouraged and rewarded by
their colleges in this venture and toward the coinpletion of higher
cegrees when appropriate. Exchanges among community college
L structors should take place, and exemplary college faculty should
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be visiting scholars and practitioners at other institutions. Finally,
senior institutions can profit from the experiences of exemplary
instructors. Not only can they study and research exemplary
instructors’ efforts, but they can begin to incorporate what they have
learned from them into formal courses in teaching effectiveness in
the community college so that graduate students in all disciplines
can profit by training for community college teaching at senior
colleges and universities.

SUMMARY

It is not difficult to conclude that where academic alert,
advising, and graduation information, feedback on performance,
and the enforcement of academic progress standards are in place, a
climate is created where students are able to see themselves as the
centerpiece of the college. These are some of the essential elements
of an empowered faculty who place their students at the center of
theirenvironment, who take seriously their responsibility for student
success in an open-access college, and who are ably supported in
their student-derived needs by an administration who also places
great value in student and faculty success and strives to develop the
community college into a complete learning community.

What leaders do, and how they interact with others, accounts
for the critical difference between access with excellence and “the
revolving door” among community colleges. Thecommunity college
isan organization dedicated to serving students #nd the community;
thus leaders must carefully and collaboratively build the unique
structures and systems that accurately and innovatively meet the
needs of their communities. Student success is the discovery of and
commitment to the pursuit of career and educational goals, the
achievement of which makes for responsible citizens in a democratic
society.
EtyWe believe that community colleges, as new American
educational institutions, have moved through the past 25 years
building toward a maturity that promises upward mobility in and
for our society. We look forward to a proud and equally exciting
future for this unique contribution of higher education—the
community college.
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Appendix 1

THE UNIVERSITY OF TEXAS AT AUSTIN COMMUNITY
COLLEGE LEADERSHIP PROGRAM

"Award-Winning Instructors In The American
Community College"

The Purpose of the Project

The Community College Leadership Program of the College of
Education at The University of Texas at Austin is conducting a
nationwide study of exemplary instructors in excellent American
community colleges. These award-winning instructors will not
only make valuable contributions to a new publication on
community college teaching, but they will also be recognized and
honored at a special awards ceremony at the 1989 NISOD
International Conference on Teaching Excellence.

The Nomination Process

During the summer of 1988, nominations will be made by
presidents and leadership teams who were identified in the recent
national study of community college transformational leaders.
The nominees must have received a national, regional, state or
local award as an outstanding instructor within the last three
years to be eligible. To be considered, nominations must be
postmarked no later than September 1, 1988.

The Award

All instructors numinated will contribute to the national study on
teaching excellence. In addition they will be recognized and
honored at a special awards ceremony at the 1989 Annual
International Conference on Teaching Excellence to be held in
Austin, Texas in May.
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The Criteria

Instructors will be asked to give specific examples of how they
embody the following characteristics and behaviors in their
classroom performance and their relationship with students.

Motivation Interpersonal Skills  Intellectual Skills

Commitment Objectivity Individualized
Goal Orientation Active Listening perception
Integrated Perception Rapport Teaching strategies
Positive attitude Empathy
Reward orienation

Exemplary Instructors Nomination Form
Instructions to the Nominator:

1. Please type all information.
2. Inform instructor they have been nominated.
3. Complete the form and mail no later than October 1, 1988 to:

Award-Winning Instructors' Project
Community College Leadership Program
EDB 348
Unviersity of Texas at Austin
Austin, Texas 78712

Instructor/Nominee Information:

Name:

Academic Rank:

Teaching Field:

Teaching Awards: Tide of Award Tate Rocaived
Title of Award Date Kecelved
Title of Award ‘Date Recelved

‘}f;
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Personal Information:

Degrees Field/Degree Awarded
Years of Teaching Experience Gender______ Ethnicity
Approximate Age Phone
Home Address

Summer Address (if different from above)

President's Letter of Recommendation
(to be completed by President only)

PRESIDENT/NOMINATOR: Please use this page to write your
letter of recommendation. To help stimulate your thoughts, a
summary of teaching characteristics and behaviors is enclosed
within this packet of materials. Please do not share this packet of
materials with your nominees. Please type.

Name of College Address City Zip

Name of President Signature Date
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Appendix 2

AWARD-WINNING INSTRUCTOR'S
PROJECT WORKSHEET

Biographical Information

Age Place of Birth Ethnicity Gender
Number of years' education: Father Mother,
Background and Work Experience

Degrees Yr. graduated Institution, Location Major Minor

Number of years in college teaching
Years teaching (other than college)
(What? Where?)

Faculty title -Years in present porition
Number of full-time faculty in your department

Department/Teaching field (specify developmental, if appropri-
ate)

Institutional Information

Total Class Assignments
Total number students taught per semester/qtr
Your average attrition rate? % Is there an institutional
attendance policy? Yes No
Effectiveness (circle one): excellent good fair  poor
Is there an institutional assessment policy? Yes No
Effectiveness: excellent good fair  poor

Is there an institutional advisement policy? Yes No
Effectiveness: excellent good fair  poor

‘g{} »
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Is there an institutional placement policy? Yes No
Effectiveness: excellent good fair poor
Is there a faculty development program at your college? Yes ___
No . Circle the number of the aspects listed wich apply to
your program: 1. selection of faculty; 2. evaluation of faculty; 3.
development of faculty; 4. promotion/tenure of faculty; 5. merit
rewards for faculty. Overall effectiveness of faculty development
program: excellent good fair poor

Teaching Information

Which courses, formal or informal, were helpful in preparing you
to teach?

Explain what you do in class early on to determine the readiness
of your students to learn

——-

Time Use Information

Total hours spent in classroom/lab (weekly) Total hours
(preparation time, weekly) Office hours (weekly)
Other hours spent with students Specify

Other tasks (college- or student-related)

Corferences

Conferences attended during the last year related to improving
teaching (local, state, or national)

r_}‘r}
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Describe an incident or situation in your teaching experience in
which you felt highly successful in motivating students to learn.
What was the situation? What happened? What did you do?
What was the student response? What was the overall outcome?
What did you learn from the experience?

[Attach Extra Sheet if Necessary}

Describe ar incident or situation in your teaching experience in
which you #-** you were unsuccessful in motivating your
students ~N. Describe that situation. What happened?
What did you do? What was the student response? Overall
outcome? What did you learn from the experience?

[Attach Extra Sheet if Necessary)
IMPORTANT INFORMATION ON NEXT PAGE

‘-
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As fully as you care to, explain your personal philosophy of the
role of the teacher in enabling student learning.

Descriptors: Excellent Teachers

Adjectives (words) you would use to describe excellent teachers
{list as many as you think apply):

Copyright by the authors and The University of Texas at Austin; may notbe
reproduced or used without written permission from the authors. November
1988.
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Appendix 3
STUDENT QUESTIONNAIRE
Instructions
: The purpose of this questionnaire is to determine how
you feel about the instructor in this course. This information will
be used for research purposes only.

L Please rate your instructor on the following descriptive
statements by assigning a number based on the following scale:

FStmnglyDisagree 2 Disagree 3 -Noo;ainion 4 Agree 5 Strongly Agree

In the spaces below, write in numbers from 1 to 5 to demonstrate
how you feel about your instructor:

The instructor motivated me to do my best in this course.
. A key reason I have worked hard in this course is due to
my instructor's behavior toward me.
—  What I have gained from this course has been important to
me.
__ This instructor has made a positive difference in my life.
______'The instructor is committed to my learning.
I have discovered a relationship between my needs and
what I have learned in this course.
______ What I have learned in this course is an adequate reward
for my efforts.
———— My instructor went beyond what I expected to help me to
learn.
__ Texpect to eam the grade I deserve in this course.
The instructor has taught me to take responsibility for my
own learning.
—_____The instructor has used practical teaching methods in this
course.
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I Place a check by the words which best describe your
instructor:

Motivator Innovator i.eader
——u Learner ——— Optimistic —— Giving
Achiever Intellectual Positive
Persuasive Dependable Ethical
— Accessible ___ Unselfish — Listener
——— Scholarly ____ Dynamic — Committed
—— Helpful —~— Inspirational ___ Forceful
—_— — Creative
——— Confident ____ Humorous
——. Obliging Competent
——- Eloquent Honorable
Successful Enthusiastic
— Interesting Energetic

Sympathetic Compassionate

instructor was successful in motivating you to learn. ( Include in
your response the following: a short description of the situation,
an explanation of what the instructor did, an explanation of what
you did, and a discussion of the outcome of this situation.)

(if necessary, continue on the back of this page)
Student Information (Check of fill in the blank as appropriate):

Male Female Age___ Ethnicity Number
of semesters/qtr in college
Instructor’s name: Course name:

I'am taking this course in order to (check all that apply): transfer
to another college ___; complete a degree at this college __;
improve personal/professional skills ___; geta newijob__ ;I
have no specific educational goal at this time ___.

the authors avd the University of T 80t be reprocuced or used without written permiseion from
mb&kwmhﬂm Exak my

331




REFERENCES

AAC]C Commission on the Future of Community Colleges. 1988.
Building coinmunities: A vision for a new century.
Washington, DC: Arierican Association of Community
and Junior Colleges.

Astin, A. 1975. Preventing students from dropping out. San
Francisco: Jossey-Bass.

Astin, A. 1978. Four critical years. San Francisco: Jossey-Bass.

Baker, G. A. 1982 Analyzing the learner’s motivational problems.
Monograph. New York: Media Systems Corporation,
Harcourt Brace Johanovich.

Baker, G. A. 1989. Teaching as leading inventory. Community
College Leadership Program: The University of Texas at
Austin.

Bass, B. M. 1985. Leadership and performance beyond expectations.
New York: Free Press.

Bean, J. 1986. Assessing and reducing attrition. In Managing
college enrollment, 53, San Francisco: Jossey-Bass.

Bennis, W., and Nanus, B. 1985. Leaders: The strategies for
taking charge. New York: Harper and Row.

Biddle, B. ]., and Anderson, D. S. 1986. Theory, methods,
knowledge, and research on teaching. In M.C. Wittrock
(Ed.), Handbook of research on teaching (3rd ed.). New York:
Macmillan Publishing Company.

Blake, R., and Mouton, ]. 1964. The managerial grid. Houston, TX:
Gulf.

332



31¢/ TEACHING AS LEADING

Blocker, C. E., Plummer, R. H., and Richardson, R. C. Jr., 1965.
The two-year college: A social synthesis. Englewood Cliffs,
NJ: Prentice-Hall, Inc.

Brophy. J. E., and Good, T. L. 1986. School effects. In M. C.
Wittrock (Ed.), Handbook of research on teaching (3rd ed.).
New York: Macmillan Publishing Company.

Brown, E. N. 1987. The relationship of student success to the
education goals of community college students. Unpublished
doctoral dissertation, The University of Texas at Austin.

Burns, J. M. 1978. Leadership. New York: Harper and Row.

Cazden, C. B. 1986. Classroom discourse. In M. C. Wittrock
(Ed.),Handbook of research on teaching (3rd ed.). New York:
Macmillan Publishing Company.

Chickering, A. 1977. Experience and learning: An introduction to
experiential learning. New Rochelle, NY: Change
Magazine Press.

Cohen, A. M., 1968. Focus on learning—preparing teachers for the
two-year college. (ERIC Document Reproduction Service
No. ED 019 939).

Cohen, A. M,, and Brawer, F. B. 1977, The fwo-year college
instructor today. New York: Praeger Publishers.

Cohen, A. M. and Brawer, F. B. 1987. The collegiate function of
community colleges: Fostering higher learning through
curriculum and studenttransfer. San Francisco: Jossey-Bass.

Cohen, A. M., and Brawer, F. B. 1989. The American community
college (2nd ed.). San Francisco: Jossey-Bass.

Comno, L., and Snow, R. E. 1986. Adapting teaching to individual
differences among learners. In M. C. Wittrock (Ed.),

333



REFERENCES /315

Handbook of research on teaching (3rd ed.). New York:
Macmillan Publishing Company.

Cronbach, L. ]. 1975. Beyond the two disciplines of scientific
psychology. American Psychologist. 30Q2): 116-127.

Cross, K. P. 1971. Access and the accommodation in higher
education. Paper presented to White House Conference
on Youth. Research Reporter. Berkeley, CA: Conter for
Research and Development in Higher Education.

Cross, K.P. 1976. Accent on leaming. San Francisco: Jossey-Bass.

Cross, K.P. 1978. The missing link: Connecting adult learners fo
learning resources. New York: Future Directions for a
Leamning Society, The College Board.

Cross, K. P. 1981. Adults as learners: Increasing participation and
facilitating learning. San Francisco: Jossey-Bass.

Cross, K.P. 1984. Societal imperatives: Needs for an educated
democracy. Paper presented at National Conference on
Teaching Excellence, Austin, TX, May 23, 1984.

Cross, K. P. 1989. Teaching for learning. AAHE Bulletin. April:
3-7.

Cutherbertson, P. 1982 The effects of contingency variables on
leadership style. Unpublished doctoral dissertation. The
University of Texas at Austin.

Denzin, N.K. 1978. The research act: A theoretical introduction to
sociological methods (2nd ed.). New York: McGraw-Hill

Dressel, P. L. 1982. College teaching as a profession: The doctor of

arts degree. East Lansing: Michigan State University. (ED
217 750).

234



31¢ TEACHING AS LEADING

Easton, J. Q. 19284, National study of effective community college
teachers. (ERIC Document Reproduction Service No. ED
245 740).

El-Khawas, E., et al. (Ed). 1988. Community college fact book. New
York: AACJC and American Council on Education/
Macmillan.

Erikson, E. 1959. Identity and the life cycle. Psychological Issues 1.

Erickson, F. 1986. Qualitative methods in research on teaching.
In M. C. Witirock (Ed.), Handbook of research on teaching
(3rd ed.). New York: Macmillan Publishing Company.

Evans, M. G. 1970. The effects of supervisory behavior on the
path-goal relationship. Organizational Behavior and Human
Performance. 55: 277-298.

Fenstermacher, G. D. 1986. Philosophy of research on teaching:
Three aspects. In M. C. Wittrock (Ed.), Handbook of researcr:
on teaching (3rd ed.). New York: Macmillan Publishing
Company.

Fisher, J. L. 1984. Power of the presidency. New York: American
Council on Education/Macmillan.

Fisher, ]. L., Tack, M. W., and Wheeler, K. ]. 1988. The effective
college president. New York: American Council on
Education/Macmillan.

Flanagan, ]. C. 1954. The critical incident technique. Psychological
Bulletin. 51(4): 327-358.

Flanders, L. R. 1982. Sentior executive service and mid-managers’ job
profiles. Washington, DC: U.S. Office of Personnel
Management.

Flanders, N. 1970. Analyzing teacher behavior. Reading, MA:




REFERENCES /317

Addison-Wesley.

Gates A., and Creamer D. 1984. Two-year college attrition: Do
student or institutional characteristics contribute most?

Community(Junior College Quarterly. 8: 39-51.

Giroux, R. 1989. Human resource development. Humber College,
Ontario.

Gleazer, E. J. 1980. The community college: Values, vision, and
vitality. Washington, DC: American Association of
Community and Junior Colleges.

Goodwin, L. D., and Goodwin, W. L. 1984. Qualitative vs.
quantitative research or qualitative and quantitative
research. Nursing Research. 33 (6): 378-380.

(Greene, M. 1986. Philosophy and teaching. In M.C. Wittrock
(Ed.), Handbook of research on teaching (3rd ed.). New York:
Macmillan Publishing Company.

Greenleaf, R. 1973. Servant as leader. Newton Center, MA: Robert
K. Greenleaf Center.

Guskey, T. R, and Easton, J. Q. 1983. The characteristics of very
effective teachers in urban community colleges.
Community/Junior College Quarterly. 7(3): 265-274.

Hall, ]. 1973. Communication revisited. California Management
Review, 56-67.

Halpin, A. 1955. The leader behavior and leadership ideology of
educational administrators and aircraft commanders.
Harvard Educational Review. 25: 18-32.

Halpin, A. 1956. The leader behavior of school superintendents.
Columbus OH: College of Educatior, Ohio State

University. ,
336



318/ TEACHING AS LEADING

Herndon, S. 1984. Factors that differentiate between persisters
and dropouts among recipients of financial aid. Journal of
College Student Personnel. 25(4): 367-368.

Hersey, P. 1984. The situational leader. Escondido, CA: Center for
Leadership Studies.

Hersey, P., and Blanchard, K. H. 1982. Management of
organizational behavior: Utilizing human resources (4th ed.).
Englewood Cliffs, NJ: Prentice-Hall.

Herzberg, F. 1968. One more time: How do you motivate
employees? Harvard Business Review. 9: 203-210.

Herzberg, F. 1976. The managenial choice. Salt Lake City, UT:
Olympus Publishing Company.

Heverly, MA. 1987, Community college student persistence:
Longitudinal tracking of multiple cohorts. Xansas City, MO:
Association for Institutional Research.

Hillway, T. 1958. The American two-year college. New York:
Harper and Brothers.

Hirst, W. A,, and Bailey, G. D. 1983. A study to identify effective
classroom teaching competencies for community college faculty.
(ERIC Document Reproduction Services No. ED 227 890).

Houle, C. O. 1984. Patterns of learning: New perspectives on life-
span education. San Francisco: Jossey-Bass.

House, R. 1971. A path-goal theory of leader effectiveness.
Administrative Science Quarterly. 16: 321-339.

House, R., and Mitchell, T. 1974. Path-goal theory of leadership.
Contemporary Business. 3 (Fall): 81-98.

Huff, 5., Lake, D., and Schaalman, M. 1982. Principal differences:




REFERENCES /319

Excellence in school leadership and management. Bostorn:
McBer.

Hunter, M. 1982. Mastery teaching. El Segundo, CA: TIP
Publications.

Jago, A. G. 1982. Leadership: Perspectives in theory and
research. Management Science. 28: 315-336.

Jenrette, M. 1988. The teaching and learning project. Miami, FL:
Miami-Dade Community College.

Jick, T. 1979. Mixing qualitative and quantitative methods:
Triangulation in action. Administrative Science Quarterly.
24: 602-611.

Jung, C. 1977. Psychological Types. R.F.C. Hull, trans., Collected
Works of C.G. Jung, Vol. 6. Bollingen Series XX, Princeton
University Press.

Kanter, R. 1983. The change masters: Innovation for productivity
in the American corporation. New York: Simon and
Schuster.

Kerr, C. 1984. Presidents make a difference: Strengthening leadership
in colleges and universities. Washington, DC: Association
of Governing Boards of Universities and Colleges.

Klemp, G. O. 1977. Three factors of success. In D. W. Vermilye
(Ed.), Relating Work and Education. San Francisco: Jossey-
Bass.

Klemp, G. O. 1979. Identifying, measuring, and integrating
competence. In P. Pottinger and ]. Goldsmith (Eds.).,
Defining and measuring competence. San Francisco: Jossey-
Bass.

Klemp, G. O. 1982. Assessing student potential: An immodest

338



320/ TEACHING AS LEADING

proposal. In C. Taylor (Ed.), New directions for experiential
learning: Diverse student preparation: Benefits and issues.
San Francisco: Jossey-Bass.

Klemp, G. O, Huff, S. M., and Gentile, ]. G. 1980. The guardians of
campus change: A study of leadership in nontraditional
college programs. Boston: McBer and Company.

Knowles, M. 1983. Andragogy in action. San Francisco: lossey-
Bass.

Knowles, M. 1989. The making of an adult educator: An
autobiographical journey. San Francisco: Jossey-Bass.

Kolb, D. 1984. Experiential learning: Experience as the source of
learning and development. Englewood Cliffs, NJ: Prentice-
Hall, Inc.

Koos, L. V. 1949. Programs of junior-college teacher preparation.
Junior College Journal. 19: 333-346.

Kramer, G. 1985. Why students persist in college: A categorical
analysis. NACADA Journal. 5(2): 1-17.

Lewin, K. 1951. Field theory in social science. New York: Harper
and Row.

Light, R, and Pillemer, D. 1982. Numbers and narrative:
Combining their strengths in research review. Harvard
Educational Review. 41: 429-471.

Likert, R. 1967. The human organization. New York: McGraw-
Hill.

Linthicum, D. 1989. The dry pipeline: Increasing the flow of minority
faculty. Washington, DC: National Council of State
Directors of Community and Junior Colleges.

439




REFERENCES /321

Losak, J. 1986. President’s forum: What constitutes student
success in the college? Community College Journal for
Research and Planning. 5: 1-15.

Luft, J. 1961. The Johari window. Human Relations and Training
News. January: 6-7.

Martin, J. 1982. Excluding women from the educational realm.
Harvard Educational Review. 52 (2): 133-148.

Maslow, A. 1954. Motivation and personality. New York: Harper.

Matlock, K. 1988. Student services and retention in Tex~ two-year
~ colleges. Unpublished doctoral dissertation, University of
Texas at Austin.

McCabe, R. 1988. Educational programs of the American
community college. In J. Eaton (Ed.), Colleges of Choice.
New York: American Council on Education/Macmilian.

McClelland, D. C. 1972. What is the e fect of achievement
motivation training in the schools? Teacher College Record.
74 (2): 129-145.

Mc(Clelland, D. C. 1978. Guide to behavioral event interviewing.
Boston: McBer and Company.

McClelland, D. C. 1982. Motivation in society. San Francisco:
Jossey-Bass.

Menges, R. J., and Mathis, B. C. 1988. Key resources on teaching,
learning, curriculum, and faculty development: A guide to the
higher education literature. San Francisco: Jossey-Bass.

Mintzberg, H. 1979. The structure of organizations. Englewood
Cliffs, N]: Prentice-Hall, Inc.

Mon e, C. 1972. Profile of the community college. San Francisco:

340



322/ TEACHING AS LEADING

Jossey-Bass.

Naylor, J., Pritchard, R., and Ilgen, D. 1981. A theory of behavior in
organization. New York: Academic Press.

Neumann, L. 1984. Equity theory and students’ commitment to
their college. Research in Higher Education. 20 (3): 269-280.

Noel, L., et al. 1985. Increasing student retention. San Francisco:
Jossey-Bass..

Omaha Boy, N. 1985. Teaching behaviors of excellent instructors
at Miami-Dade Community College. Unpublished doctoral
dissertation, University of Texas at Austin.

Ottinger, C. 1987. Fact book ¢. higher education. Washington, DC:
American Council on Education/Macmillan.

Pascarella, E. 1986. Orientation to college and freshman year
persistence/withdrawal decisions. Journal of Higher
Education. 57 (2): 155-175.

Pate, H. P. 1990. Relationship of effective teaching characteristics to
methods of faculty evaluation in two-year colleges.
Unpublished doctoral dissertation. The University of
Texas at Austin.

Peters, R. 1965. Education as initiation. In R. Archambault (Ed.),
Philosophical analysis and education. London: Routledge
and Kegan Paul.

Peters, T. ], and Waterman, R. H., Jr. 1982. In search of excellence:
Lessons from America’s best-run companies. New York:

Harper and Row.

Peters, T. ]. 1987. Thriving on chaos: Handbook for a management
revolution. New York: Alfred A, Knopf.

11




REFERENCES /323

Piaget, ]. 1971. Psychology and epistemology. Middlesex, England:
Penguin Books.

Polit, D., and Hungler, B. 1987. Nursing research: principles and
methods (3rd ed)., Philadelphia: Lippincott.

Porter, L., and Lawler, E. 1968. Managerial attitudes and
performance. Homewood, IL: Richard Irwin,

Riesman, D. 1980. On higher education. San Francisco: Jossey-Bass.

Rogers, C. 1961. On becoming a person. Boston: Houghton
Mifflin.

Rosenthal, R., and Jacobson, L. 1968. Pygmalion in the classroom.
New York: Rinehart and Winston.

Roueche, ]. E. 1968. Salvage, redirection or custody? Remedial
education in the junior college. Washington, DC: American
Association of Junior Colleges.

Roueche, J. E. 1972. Accountability for student learning.
Interanserican revistafreview. (November): 6-14.

Roueche, J. E. 1982. Don't close the door. Community/Junior
College Journal, January:17-23.

Roueche, J. E., and Baker, G. A. 1983. Beacons for change. Towa
City: American College Testing Service.

Roueche, ]. E., and Baker, G., A., 1986. Profiling excellence in
America’s schools. Arlington, VA: American Association
of School Administrators.

Roueche, J. E.,, and Baker, G. A. 1987, Access & excellence: The
open-door college. Washington, DC: Community College
Press.



324/ TEACHING AS LEADING

Roueche, J. E,, Baker, G. A., and Brownell, R. L. 1971.
Accountability and the community college: Directions for the
‘70's. Washington, DC: American Association of Junior
Colleges.

Roueche, J. E., Baker, G. A., and Rose, R. R. 1989. Shared vision:
Transformational leaders in American community colleges.
Washington, DC: Community College Press.

Roueche, J. E., Baker, G. A., and Roueche, S. 1984. College
responses to low-achieving students: A national study.
Orlando: HBJ Media Systems Corporation.

Roueche, J. E., and Mink, O. G. 1976. Impact of instruction and
counseling on high-risk youth. Austin, TX: National
Institute of Menta: Health Grant No. ROIMH2259.

Roueche, . E., and Mink, O. G. 1980. Holistic literacy in college
teaching. New York: ./edia Systems Corporation.

Roueche, J. E., and Roueche, S. 1377. Developmental education: A
primer for program development and evaluation. Atlanta:
Southern Regional Education Board.

Roueche, J., and Snow, J. 1977. Overcoming learning problems. San
Francisco: Jossey-Bass.

Schneider, C., Klemp, G. Jr., and Kastendiek, S. 1981. The
balancing act: Competencies of effective teachers and mentors in
degree programs for adults. Chicago: Center for Continuing
Education, University of Chicago, and Boston: McBer and
Company.

Smith, A. 1983. Discriminating factors among college student
persisters and nonpersisters. Journal of College Student
Personnel. 24 (1):77-8.

Smith, J. K. 1983. Quantitative versus qualitative research: An

343



REFERENCES /325

attempt to clarify the issue. Educational Researcher. 12 (3):
6-13.

Stogdill, R. 1948. Personal factors associated with leadership: A
survey of the research. Journal of Psychology. 25: 35-71.

Stogdill, R. 1974. Handbook of leadership: A survey of theory and
reseurch. New York: Free Press.

Tannenbaum, R., and Schmidt, W. 1958. How to choose a
leadership pattern. Harvard Business Review. 36: 95-101.

Tinto, V. 1982. Defining dropout: A matter of perspective.
Studying student attrition. San Francisco: Jossey-Bass.

Tinto, V. 1987. Leaving college: Rethinking the causes and cures of
student attrition. Chicago: University of Chicago Press.

Tough, A. 1977. Mujor Learning Efforts: Recent research and
future directions. Toronto: Ontario Institute for Studies in
Education.

Valek, M. 1988. Teaching as leading in the community college: An
analysis of faculty competencies developed through path-goal
theory. Unpublished doctoral dissertation, The University
of Texas at Austin.

Vaughan, G. B. 1986. The community college presidency. New
York: American Council on Education/Macmillan.

Villela E. 1986. The environmental factors in influencing
attrition. Journal of General Education. 38 (3): 221-231.

Vroom, V.H. 1964. Work and motivation. New York: Wiley.

Vroom, V.H. 1976. Can learners learn to lead? Organizational
Dynamics. Vol. 4, No.3.

344



326/ TEACHING AS LEADING

Walberg, H. J. 1986. Syntheses of research on teaching. In
Wittrock, M. C., Handbook of research on teaching (3rd ed.).
New York: Macmillan Publishing Company.

Weinstein, C. 1982. Training students to elaboration learning
strategies. Contemy.orary Educational Psychology. 7: 301-
311.

Weinstein, C. E., and Mayer, R. E. 1986. The tracking of learning
strategies. In Wittrock, M. C., Handbook of research on
teaching (3rd ed.). New York: Macmillan Publishing
Company.

Willett, L. 1983. One-stop or stop-out? Community/Junior College
Quarterly. 7:333-341.

Wittrock, M. C. 1986. Handbook of research on teaching (3rd ed.).
New York: Macmillan Publishing Company.

Wilodkowski, R. J. 1985. Enhancing adult motivation to learn. San
Francisco: Jossey-Bass.

Yukl, G. A. 1989. Leadership in organizations. Englewood Cliffs,
NJ: Prentice-Hall, Inc.



Full Tt Provided by ERIC.

ERIC

INDEX

AAC]JC Commission on the Future of Community Colleges, 285

Adams, P., 14-15

Albertson, H., 197, 205

Alvin Community College (TX), 200

Amarillo College (TX), 150, 208, 227

American Association of Community and Junior Colleges, 74, 285

Anderson, DS, 10

Ardini, J., 169, 173, 184

Ashland Community College (KY), 105

Association of Governing Boards of Universities and Colleges
Commission, 41

Astin, A., 77-78, 257

Ausmus, P., 199

Austin Community College (TX), 171, 178, 272

Bagish, H., 237

Bailey, D., 29, 237

Bailey, G.D., 57, 94, 101-102

Bales, T., 160

Baker, G.A., 3, 36, 40-41, 46-47, 53, 57, 59, 62-63, 65, 72, 77-80, 87,
94, 99-103, 125, 128, 133-134, 251, 255-257, 294

Banks, B., 235

Barnes, C., 108

Barwick, J., 115

Bass, B.M., 7, 38, 58-59, 94, 125

Benjamin, W.O., 208

Bennett, W., 221

Bennis, W., 7, 41, 59

Bean, J., 77

Biddle, B.J., 10

Bishop, K., 208-209

Bjorkquist, B., 176, 178

Blackhawk Technical College (WI), 148, 154, 169, 176

Blake, R., 29

Blanchard, K.H., 29, 31, 34-36, 53, 58, 113, 120, 126, 249, 256

316



328/ TEACHING AS LEADING

Blocker, C.E., 28

Blue Ridge Technical College (NC), 16
Boren, M., 222, 235-236

Bowie State University (MD), 266

Boyer, K., 160

Brawer, E.B,, 3, 29, 47, 70-72, 77, 291-292
Brett, E., 211

Britt, J., 154

Brookhaven College (TX), 235

Brophy, ].E., 12

Broward Community College (FL), 150, 163
Brown, D., 226

Brown, E.N,, 19

Brownell, R.L, 46

Brunswick College (GA), 16, 238

Burns, J.M.,, 7, 23, 37-39, 53, 59, 67, 94, 255

Camden County College (NJ), 108

Cargill, C,, 227

Carl, K., 148-149, 154

Carnegie Foundation for the Advancement of Teaching, 41

Carter, L.D., 108

Carter, M., 219

Castillo, H., 191

Cazden, C.B,, 50

Cecil Community College (MD), 42

Centennial College (CAN), 201

Central Piedmont Community College (NC), 115, 218, 222, 228-
229, 276, 295

Central Virginia Community College (VA), 181-183

Cerritos College (CA), 171, 185, 275

Chickering, A., 120

Chinen, R.S., 106-107

Churchill, E., 107

City College of San Francisco (CA), 268

City Colleges of Chicago (IL), 125

Clark State Community College (OH), 223

Cochran, J., 208

247



INDEX /329

Cohen, AM,, 3, 29,47, 70-72, 77, 291-292
Coleman, J., 224
College of DuPage (IL), 226, 295
College of Southern Idaho (ID), 151, 207
Columbia University, Teachers College, 50
Columbus State Community College (OH), 229
Community College of Aurora (CO), 34, 108
Community College of Baltimore (MD), 177, 224
Community College of Denver (CO), 182, 193, 209, 219
Conestoga College (CAN), 176, 178
Conley, O., 105
Conte, J., 153
i Cooper, M., 172-173
_ Cormo, L., 15
Council of Anthropology and Education, 50
Cowley County Community College (KS), 226
Creamer, D., 78
Cronbach, L.]., 53
Cross, K.P., 3, 8-9, 29, 47, 79, 100, 120, 241, 257
Cutherbertson, P., 29
Cuyahoga Community College (OH), 106, 192, 194, 196, 206, 211,
236, 295
Cypress College (CA), 229, 235

Dallas County Community College District, 295
Daniel, D.E., 108

DeAnza College (CA), 294

Denzin, N.X,, 52

Detweiler, K., 176, 184

Dewey, J., 59, 117-119, 121

Diablo Valley College (CA), 169, 173, 184

Dion, A., 237

Downey, G.D., 244

Dressel, P.L., 9

East Arkansas Community College (AR), 174
Eastern New Mexico University (NM), 222
Eastfield College (TX), 237

ERIC 318

Full Tt Provided by ERIC.




330/ TEACHING AS LEADING

Easton, J.Q., 57, 77, 93, 99, 101, 125
El-Khawas, E., 74, 85

El Paso Community College (TX), 230
Ellison, N.M., 106

Emerson Electric Company, 268
Erickson, F., 50-51

Erikson, E., 59, 120

Equal Opportunities Commission, 71
Essex Community College (MD), 14
Estes, Y., 178

Evans, M.G,, 53, 58

Felos, C,, 235

Fenstermacher, G.D., 8-10

Fisher, J.L, 41

Fite, B., 208

Flaherty, J., 181, 183

Flanagan, ].C,, 53, 64

Flanders, N., 50, 64

Fletcher, M.]., 18-19

Florida Community College at Jacksonville (FL), 33, 147, 149, 162
Flynn, R, 229

Foothill College (CA), 147, 294

Foothill-DeAnza Community College District (CA), 273
Ford, ]., 34

Foreman, L., 225

Foy, S., 217, 235

Frakes, G., 200

Frazier, K., 223

Frederick Alliance for Creative Education (MD), 267
Frederick Community College (MD), 267

Gadsden State Community College (AL), 202
Gallagher, P., 233

Gates, A., 78

Genesee Community College (NY), 295
Gentile, ].G., 65

Gentry, ]., 207

19




INDEX /331

Gilbert, €., 230

Gill, B., 182

Gillett-Karam, R,, 36, 40, 92, 103, 256

Giraldi B, 42

Giroux, R, 271

Gleazer, E.J., 257

Glen Oaks Community College (MI), 162, 228
Gonzalez, ].B,, 191

Good, T.L., 12

Goodman, E,, 108

Goodwin, L.D., 52

Goodwin, W.L,, 52

Gray, J., 201

Greene, M., 119

Greenhoe, D., 162

Greenleaf, R,, 273

Gress, R., 238

Griffis, TM., 3

Guilford Technical Community College (NC), 221, 238
Guskey, T.R,, 57,77,93, 101, 125

Hagerstown Junior College (MD), 217, 221

Hall, J., 246-247

Halpin, A., 30, 255

Hammond, H., 151

Harris, C,, 198, 201

Harry S. Truman College (IL), 234

Hartnell Community College (CA), 154, 161-162
Hastings, J., 234

Hatcher, R., 104, 228

Hawkeye Institute of Technology (IA), 244
Hawse, ].E., 244

Hayot, C,, 222

Hemstreet, B, 149

Henderson, J., 235

Herndon, S., 78

Herrman, D., 228

Hersey, P., 6, 29, 31, 34-36, 53, 58, 113, 120, 126, 249-250, 253, 255



332/ TEACHING AS LEADING

Herzberg, F., 12,17, 20

Heverly, M. A., 77

Hillway, T., 28-29

Hirst, W.A,, 57, 93-94, 101-102

Holt, L., 33, 147, 149, 162

Houle, C.O,, 8, 120

Hooe, T., 177-178

House, RJ., 12, 32-33, 35-36, 53, 58, 92-94, 120, 256
Howard Community College (MD), 200-201, 295
Howard County Junior College (TX), 199
Howell, P., 225

Huff, S.M., 65

Humber College (CAN) 271, 294

Humphreys, D., 192, 196, 211

Hungler, B., 52

Hunter, M., 9

Iligen, D., 12

International Conference on Teaching Excellence, 134
Iowa Lakes Community College (IA), 197, 228
Itawamba Community College (MS), 208

Jacobson, L., 98

Jago, A.G., 29

James, W., 118

Jefferson Community College (KY), 17-18, 295

Jefferson State Community College, 294

Jenrette, M., 268

Jick, T., 52

Johari Window, 246-247

John C. Calhoun State Community College (AL), 211, 222

Johnson County Community College (KS), 25, 193, 199, 210, 226,
295

Jones, 1., 147

Jordan, D.M.,, 237

Jung, C., 8, 59, 113, 120-121, 142

Justiz, M., 284

3”
fy
(‘f‘l



INDEX /333

Kant, L, 118

Kanter, R,, 41

Kapiolani Community College (HI), 107
Kaser, P., 221

Kastendiek, S., 57, 65, 94, 98-102
Kennedy-King College (IL), 222

Kerr, C,, 41, 115

Kings River College (CA), 221

Klemp, G.O., 15, 53-57, 62, 65, 94-95, 98-102
Klinokosum, B., 108

Knapp, M., 200

Knowles, M., 117, 120, 255, 257

Kolb, D., 8, 53, 59-60, 65-66, 113, 120-124, 127, 130, 139, 142
Koos, L.V., 28

Kramer, G, 78

Lake, D., 65

Lake Michigan College (MI), 161, 173

Lao, L., 149

Laramie County Community College (WY), 202, 217, 235
Larson, J., 228

Laughbaum, N., 229

Lawler, E., 12-13, 15-16, 20

Lee College (TX), 154, 224

Lewin, K., 8, 59, 113, 121, 124, 130, 142
Lewine, M., 194, 196

Light, R., 52

Likert, R., 29

Lindenberg, A., 225

Linn-Benton Community College (OR), 295
Linthicum, D., 267

Locke, J., 118

Logan, D., 177

Long, J., 33, 104, 194

Los Angeles Community College District (CA), 71, 295
Los Angeles Harbor College (CA), 174
Losak, J., 79

Lowe, H,, 150

352



334/ TEACHING AS LEADING

Luft, ]., 246-247
Luterbach, E., 149
Lyons, R, 17

Madison Area Technical College (WI), 268

Malcolmson, R., 228

Maricopa County Community College District (AZ), 294

Martin, J., 119

Maslow, A,, 12, 20, 38,72

Mason, 5.C., 237

. Mathis, B.C., 43, 48, 66

Matlock, K., 79

Matthews, B., 197

Maudlin, C., 226

Mayer, RE,, 10

McCabe, R., 79, 81

McCarthy, D., 196

McClelland, D.C., 9, 12, 20, 53, 55, 64, 72, 94

McDonald, B., 155, 160

McGowan, C,, 153

McHargue, M., 147

McInturff, J., 174, 177

Mead, M., 50

Menges, R., 43, 48, 66

Merritt, J., 181

Miami-Dade Community College (FL), 27, 79, 81, 191, 201, 226,
234, 239, 263, 268-270, 295

Mid-Michigan Community College (MI), 173

Midland College (TX), 106, 181, 183, 199, 220, 225, 230

Midlands Technical College (SC), 198, 201, 276, 295

Miller, J., 154, 161-162

Mink, O.G., 97-98, 251

Minock, D., 159

Mintzberg, H., 16, 83, 289-290, 294

Mississippi Gulf Coast Community College (MS), 3

Mitchell, T.R., 12, 32-33, 35-36, 53, 58, 93-94, 120, 256

Mittelstet, S., 205

Modesto Junior College (CA), 169, 198, 236



INDEX /335

Mohawk College (CAN), 228

Monroe, C., 29

Monroe, M.B,, 34, 178, 183

Monroe Community College (NY), 295

Moore, B., 20

Morton, J., 107 A

Mount Royal College (CAN), 153, 160, 162-163, 227, 237
Mouton, J., 29

Mt. Hood Community College (OR), 207

Nabi, S.L., 106, 230

Nanus, B,, 7, 41, 59

National Institute for Staff and Organizational Development, 62,
66, 265

National Institnte of Education, 50, 284-286, 288-289

Naylor, ., 12

Neptune, C., 226

Neumann, L., 78

New Mexico Junior College (NM), 273

New Mexico Military Institute (NM), 177

Newfoundland and Labrador Institute of Fisheries and Marine
Technology (CAN), 25, 107

Nichols, C., 234

Noel, L., 78

Norden, R, 193, 209

Northern Oklahoma College (OK), 199, 209

QOakes, R, 174

Oakton Community College (IL), 30
Ohio State University, 30, 35
Omaha Boy, N., 99

Osborne, M., 153, 160

Osborne, T., 221

Ottinger, C., 74

Pacific Telesis Foundation, 268
Parker, ]., 233
Parks, J., 236

.y

-

-l
roin



33¢ TEACHING AS LEADING

Parrish, J., 106, 181

Pascarells, E., 78

Pasternak, M., 153, 162-163

Pate, H.P,, 28

Peetz, R,, 199, 207

Perks, M., 199-200, 209

Peters, R,, 117

Peters, T.]., 5, 41, 53-54, 125, 274

Piaget, J., 8, 59, 113, 120-121, 124, 142
L., 229

Pillemer, D., 52

Plato, 117

Plummer, RH,, 28

Polit, D., 52

Ponitz, D., 107

Porter, L., 12-13, 15-16, 20

Prince George's Community College (MD), 266

Pritchard, R,, 12

Pulse, R,, 202

Quindt, W., 207

Raduechel, R,, 236

Ramsey, RW., 108

Rancho Santiago College (CA), 160, 221
Rasmussen, A., 173

Red Deer College (CAN), 149, 155, 160, 294
Richardson, RC. Jr., 28

Richland College (TX), 197, 205

Ridgley, R., 238

Riesman, D., 77

Riverside Community College (CA), 274
Rogers, C,, 59, 120

Rose, A., 27

Rose, B., 227

Rose, R R, 40-41, 53, 59, 65, 72, 294
Rosenthal, R., 98

Roueche, J.E,, 3, 29, 36, 40-41, 46-47, 53, 57, 59, 62-63, 65, 72, 77-80,

T2
ot
<o

LR
&5



INDEX /337

87, 94, 97-103, 125, 251, 256-257, 294
Roueche, S., 79
Rousseay, J.,, 117
Rowlands, D., 234
Russell, D., 227

Saeed, N,, 41

San Diego City College (CA), 225

San Juan College (NM), 222, 235

Santa Barbara City College (CA), 200-201, 237, 275-276, 295
Santa Fe Community College (FL), 265-266
Santa Fe Community College (NM), 272
Santa Monica College (CA), 151, 159

Sasser, J., 229

Sault College of Applied Arts and Technology (CAN), 270
Schaalman, M., 65

Schada, S., 30

Schapansky, E., 201

Schmidt, W., 31, 248

Schneider, C., 57, 65, 94, 98-102

Schoolcraft College (MI), 13, 149, 225, 295
Schuchat, M., 235

Schwartz, M., 226

Shaw, N., 220

Sinclair Community College (OH), 107

Sir Sandford Fleming College (CAN), 237
Smith, A., 78

Smith, B., 25

Smith, ].K., 52, 78

Snow, J., 47,79

Snow, R.E,, 15

Socrates, 117, 125

Somerset Community College (Y), 30, 41
Southwest Texas Junior College (TX), 34, 178, 183
Southwestern College (CA), 153, 192, 210
Spohn, J., 201

St. Lovis Community College (MO), 160, 268
St. Louis Community College District, 295




338/ TEACHING AS LEADING

St. Petersburg Junior College (FL), 196, 208, 273-274, 295
Staples, K., 171

Sterret, J., 16

Stogdill, R., 26, 28-29

Streets, B., 16, 18

Stroud, S, 169, 198

Suffolk County Community College (NY}, 295

Sweet, S., 169, 176

Tack, MW., 41

Tannenbaum, R,, 31, 248

Tarvyd, E., 151-152, 159

Taylor, MW, 106

Temple Junior Collge (TX), 191
Terrell, G,, 202

Terry, B., 228

Texas Southmost College (TX), 147
Texas State Technical Institute (TX), 235
Thomas, T., 192, 210

Tichy, AM.,, 207

Tinto, V., 77-79

Tough, A, 120

iurner, P, 200-201

Jyler Junior College (TX), 229, 236
Tyssen, M., 224

U.S. Department of Education, 49, 267

Udrys, J., 13-14

University of British Columbia (CAN), 272
University of Florida, 266

University of Miami (FL), 270

University of Minnesota Technical College, 196
University of Missouri, 268

Valek, M., £3, 70, 72, 84, 94

Valencia Community College (FL), 268
Van Dusen, B, 221

Vance, T., 218

J37

e RS



R T T A R

Ly
S
b
‘?'
H
|
L
IR

INDEX /339

Vancouver Community College (CAN), 233
VanderMey, J., 173

Vardy, D.A., 107

Vaughan, G.B,, 41

Venesile, J., 236

Villela, E., 78

Von Caldwell, R., 222

Vroom, V.H,, 12, 120

Walberg, H.]., 9-10, 51

Wallis, S., 160-161

Walters, C., 222

Washtenaw Community College (MI), 104, 159, 225, 227-228, 234
Waterman, R.H,, 5, 41, 53-54, 125, 274

Weber, N.J,, 171, 185

Weihe, S., 196, 208

Weinstein, C., 9-10, 102

Wells, H.G., 261

West, B., 150-151, 163

Westark Community College (AR), 29, 172-173, 237
Western Nebraska Community College (NB), 207
Wharton County Junior College (TX), 33, 104, 194
Wheeler, D., 206

Wheeler, KJ.; 41

Wheeler, M.J., 196

Whitehead, S., 30

Wiley, W., 181-183

Wilkes Community College (NC), 20, 108

Willett, L., 78

Williams, C., 107

Williams, G., 222

Wittrock, M.C,, 12, 49-50

Wilodkowski, R.]., 95

Woods, R,, 25

Wotring, R., 225

Wylie, R., 183

Wytheville Community College (VA), 176, 208

SR



340/ TEACHING AS LEADING

Xidis, R., 199, 210
Yukl, G.A., 15, 27-29, 256
Yukon College (CAN), 271
Zabetakis, S., 217, 221
CERIC Clearinghouse for
Junior Colleges
B e g S P S

JUN 81930

&

359



