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ABSTRACT 

CoUege and technical institute ùistnictors in Alberta are required to engage in a 

professional preparation activity, ofien in the fom of a workshop, before they enter the 

classroom for their initiai teachùig experience. For rnany newly appointed instnictors who 

have corne fiom various professional, technicai, and trades backgrounds, this workshop is 

the first exposure they have had to the principles and practices of adult education. 

This study explored the perceptions of fadty, administrators, and workshop 

facilitaton regardhg the effêctiveness of one such three-week workshop at a technicai 

institute in Edmonton, Alberta, Canada. Data for this qualitative research was gathered by 

means of stnictured open-ended interviews conducted with 17 instnctors, 2 

administrators, and 2 workshop facilitators. Carefbliy crafted questions focïsing on tk 

critical instructional roles of lesson preparation and delivery, classroom management, 

student waluation, and interpersonal communication eiicited opinions and insights about 

Uistniaor abilities to perfom effectively in these key areas. 

AU faculty members indicated that the workshop was effective in preparing them 

for the lesson preparation and delivery component of their instnictional role; although they 

obsewed that curriculum and workload requirements make it impossible to continudy 

utilize the preparation and delivery method espoused by the workshop. Training in 

evaluation of student performance was considered by workshop participants to be weak; 

and the component of the in-service deaiing with teambuilding was perceiveci by 

respondents fiom trades programs as being largely ineffective. 

AU faculty expressed an interest in participating in additional professional 

development activities. Short two-or three-day workshops and seminars are the preferred 



mode, with classroom assessrnent techniques, test-writing, and classroom management 

being identined as topics where there is a need for m e r  growth. 

AU respondents observai that the diversity of programming at the institute makes 

training for a specifïc content area ditlicult to implement; however, workshop coordinators 

are convinced that their current strategy of providing a process for instnictors to foflow 

when devdoping and delivering lesson plans is a solid approach to addressing the primary 

need ofinstructor+to impart their skius and knowledge to their students. 

The fudings of this study should be significant to professional development 

planners both at the institute where the study was performed and at other post-secondary 

schools. Allocation of resources and on-going support by administrators are deemed to be 

essential for the success of facuity development programs. 
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CHAPTER l 

BACEROUND TO THE STUDY 

Introduction 

Educational research is today, as it has been for at least the past two decades, 

vigorously pursued, carefully orchestrated, and repeatedly renewed. There is a certainty 

of continued and growing interest in educational research because the number of 

important questions relating to the variety of factors that affect student behaviour and 

leaming never seems to decline. Studies such as those conducted by Berliner (1984) and 

Bloom (1984) have set the stage for teaching to be considered a process of infiormeci 

decision making-decisions about not only the "basic" instructional tasks of planning, 

delivery, and evaIuation-but also about the equally important areas of student retention 

and motivation, classroom climate, and mentoring. Carefd, systematic, and patient 

investigation into the broad field of inquiry that is education seeks to find reliable amers  

to important questions, to discover the best ways of doing things, and to estabiish 

principles that can be followed with confidence. This is educational research, and it has 

helped improve vimially every aspect of education. 

Adult Education 

Although addt education has a nch history of practice dating fiom as early as the 

1920's (Garrison, 1994), research into the educational needs and preferences of adults is 

1 



relatively Young, having been systematidy pursued for oniy about 30 years. Moreover, 

GarTison (1994) observes that "adult education in Canada does not have a critical rnass of 

researchers in any particuiar area of study and, therefore, the field is Iargely dependent 

upon creative individu& working in relative isolation* (p. 1 1). The scene is no better in 

the United States where Long (1992) notes that "while hundreds of research reports are 

behg published muaiiy...too few of these reports add to our theoreticai undentanding of 

adult education phenornena or to adult education practice" (p.67). Concedllig that the 

development of reçearch in the field of adult education has contributeci to gawth of the 

knowledge base in, among other phases, both ''theory building and definition of research 

territory" @.4), Garrison nevertheless beiieves that "increased numbers of researchers are 

needed to conduct lines of inquiry at macro and micro levels as weli as in terms of applied 

and basic research goals7' (p.11). What is needed most, state Plecas and Sork (1986) is 

that "the primaiy phenomenon under study would be organked ka-g, with the goal of 

the discipline [field?] being to develop a body of disciplined knowledge relating to how 

leaming can best be faciltateci given various addt learner populations and various social 

and politicai conditions" (pp.58-59). 

One of the processes that is crucial to addt education is leaniing management. 

The four phases of learning management: design of the leamhg process delivery, 

feedback, and revision of the leamhg process (Spaans, 1994) require development of the 

skills, attitudes, approaches and methodologies of people who teach adults. Westmeyer 

(1 988) observes that most addt educaton are weii informed in the field of their 

teaching__chemists know chemistry, teachers of accounting have probably been 



accountants, and so on-but they have not thernselves been trained to be teachers. 

Dashcavich (1988) notes that "Quite ofien the needs of instrunors are expressed in terms 

of 'having the ability to ....,' and the training that is required should ensure that the 

instnictors attain various s H  or knowledge-onented abilities (p.26). Besides universisr 

preparation for instmctors, several other formats are used to meet their professional 

development needs. Workshops, seminars, retreats, conferences, group discussions, peer 

group demoiistrations, and short courses are popular methods of preparation and W g .  

As weU, the latest technology including cornputers, video-tapes, video-discs, and the 

Internet are used to meet specific training needs of addt educators. Some post-secondary 

institutions have their own staffdevelopment progams which provide insemice activities 

for staffmembers as well as orientation sessions for newly appointai instmctors. Konrad 

(1973), in a study of sta f f  development practices in thirty-one coileges in western Canada, 

noted that the objectives for inservice training were related to the improvement of 

instnicting and leaming, and Uicluded issues such as interpersonal relationships, curriculum 

development, instructionai methodologies, and evaluation procedures. 

The Northem Alberta Institute of Technology (NAIT) is a public, post-secondary 

non-dversity institution whose resources are dedicated to offiring quaiity career 

education in support of Alberta's economic development. One of 26 institutions in 

Alberta's post-secondary system, NAIT's capacities are focused upon ''weaith-generatuig 

occupations" (notably engineering and science-bas& technologies, trades, and some 

business sectors) which are directly reflected in productivity, competitiveness, and quality 

of life. The primary actMty of the Northern Alberta Institute of Technology is to offer a 



wide array of career programming with the dual objectives of (1) helphg students fùlfill 

their persord, social, and vocational aspirations, and (2) meeting the skilled workforce 

requirements of business and industry. Instnictors within full-tirne and apprenticeship 

programs are required to be specialists in their particular field with high Ievels of 

cornpetence, depth of knowledge, and broad experience in applying their skills. The £ive 

primary advities relathg to their duties are: (1) instruction, (2) course/program 

development, (3) student support, (4) instructional support, and (5) other support duties 

inclusive of technical, andragogicai, and interpersonal activities as assigned by the 

Prograrn Head and completed in cooperation with other staffboth instructional and non- 

UiStructionaI. 

NAIT requires that newly appointed insaucton participate in a three-week 

"Becoming a Master Instnictor" (BMI) workshop that is designed to guide, assist, 

motivate, and support quality teaching in the diverse instructional settings encompasseci 

within the institute's 70 program offerings. This instmctor-preparation activity is intended 

to train uistnicton in the critical areas of course content development, lesson planning, 

presentation of material, and classroom management. A method of presentation calleci 

TOPES ( Review, Overview, Presentation, Exercise, Summary) adapted f3om the work 

of Robert R CarkhufF(l981) is taught, and instnictors are given an opportunity to 

praaice the ROPES mode1 through microteaching-presenting to a small group of s u  or 

seven peers four different lessons related to their specinc skiU area. Interpersonal 

communication as it relates to instructor-student interactions focushg on active listening 

and giving and receiving constructive feedback and constructive criticism are also 



components of the workshop. The workshop format, according to Cranton (1996) is said 

to be the "most comrnon professional development activity" (p.32). The hrnework 

". . . focus[es] on techniques or strategies. ..include[s] experiential or hands-on learning.. . 

and the only evaluation of their efféctiveness [is] participant satisfaction ratings" (p.32). 

Purpose of the Study and Research Questions 

This study wiii addras the foliowing research question: To what extent do NAIT 

instnictors who participate in the three-week 'Becoming a Master Instructor" (BMI) 

workshop perceive that they are effkdvely prepared for their teaching role? The 

foliowing subquestions wiü guide the researcti: 

1. How do instmctors perceive their course development abilities? Do they 
feel cornpetent to develop a course in their specidty area within prescribed 
guid elines? 

2. How do instructors perceive their lesson planning abiiities? Do they feel 
competent to prepare lesson plans that define the major steps, sub-steps, 
and support howledge necessnry to enable students to reach the 
instructionai objectives of the coune? 

3. How do instructors perceive their abilities to prepare and deliver an 
effective presentation following the "ROPES'@eview, Overview, 
Presentation, Exercise, Summary) method? 

4. How do instmctors perceive their interpersonal abilities when dealing with 
students? Do they feei competent to engage in active listening skills and to 
give and receive constructive feedback and constructive critickm in an 
instructional setting? 

5 .  How do administrators at the Program Head level, as weil as the workshop 
coordinator and facilitator perceive that hatctors' abilities in course 
development, lesson planning and deiivery, and interpersonal 
communication are infiuenced by participating in the BMI workshop? 



Definition of Terms 

ROPES A method of teaching that consists of five points: Review (know your 
audience); Oveiview (develop and communicate your objective); 
Presentation (deliver your presentation by tebg, showing, and hawig the 
learners do something); Exercise (learners practice and exercise the new 
s u ) ;  and Summary (teamers complete a quiz or assignment and get 
imrnediate feedback). 

Perception A person's response to a stimulus. It includes the person's interpretation 
of the meanllig of the stimulus in light of their own experiences. 
DifTerences in interpretation of the intention, meaning, and impact of an 
event can cause wide variances in perception of that event by individuals. 

Significance of the Study 

A mission statement that rads:  

The N o r t h  Alberfa Im'tute of Technology LF declicated to o f f h g  
quality cuteer &cotri.on thd fuIfi1l.s the goals and pxpectations of 
sntde~tts whüe ~ e 7 ~ 1 ~ n g  the needs of the eeonomy, 

coupled with institute goals that include: 

b excellence in service 20 students 
r respollsiveness to the needc of employers 

accounfabiliîy to the Rovince and its cifntens 
dèuelopmenf and wefl behg of employees 
enhancemerCr ofquality of life in the eommunity 

and institute values that express the foilowing ideals: 

Iijiing lemning and shanhg of knowledge 
pride ui wotk and the pursuit of ercellence 
ttu* fimess, upenness, and benevolence in the leaming and working 
environment 

r respect for the individuai in al2 h m n  reIab0ons 
effciency in the use of resources 



have undoubtedly led to the establishment and implementation of an instructor-preparation 

program at the Northem Alberta Institute of Technology. Moreover NAIT has recently 

formally ernbrad the concepts, tools, and management fhmework of Continuous Quality 

Improvementrrotal Quaiity Management (CQYTQM), and evidence of implementation of 

quality processes exists in many of the institute's peripheral nonacademic fùnctions. 

Fiding appropnate ways of incorporating CQI into the classroom is a challenge that 

NAIT, like so many educational institutions of its ilk, is cunentiy atternpting to address. 

Nowhere are the positive outcornes of TQM more needed than in the 
instructional delivery system-that is TQM in the classroom. But 
transfehg the TQM principles, concepts, and experience nom industry to 
the classroom is not quite so straightforward and wiil require dramatic 
changes in the instructional process; the roles of students, fadty, and 
nonfacuity personnel; and the evaiuation processes (Helms & Key, 1994, 
p.97). 

Adoption of CQI principles and procedures at NAIT bas Ied to the revision of the 

former instructor-preparation workshop to reflect a project management approach and 

increased emphasis on communicating and facilitating in a team environment. Since 1995, 

the instructor training/orientation activity (which is a condition of employrnent for all new 

teaching staff) has been delivered with increased effitiency and consistency (Isley, 1995, 

p. 19). This study is significant because it will provide m e n t  data about faculty 

perceptions regarding the effectiveness of the present BMI workshop as a tool to prepare 

newly appointed instnictors, not only to facilitate leaming but also to perform as effective 

team members. Individual Listructors involved in the study will have an opportunity to 

reflect upon their own progress in becoming skilled in the application of the instxuctional 

strategia presented in the BMI workshop; they WU also have an opportwiity to offer 



suggestions for improvements to friture workshops. In addition, individual instructors will 

be able to identify the personal strengths and weaknesses that impact their role as an 

instructor. The data gathered through this shidy di be usefid for decision-rnaking around 

continuecl training of facuity in anciragopical theory and techniques. Institute 

administrators and workshop leaders/fàcilitators wiil aiso provide valuable data regarding 

their perceptions of the effectveness of BMI. Cornparison of these perspectives will serve 

to validate idormation and should contribute to the overall credibility of the research 

hdings. 

A lirnited number of instmctors at the Northem Alberta Institute of Technology 

who have completed BMI training within the past two years and are presently in fidi-time 

instructional positions will be solicited by the researcher to participate in this study. Since 

the greatest number of programs offered at NAIT are in engineering, science-based 

technologies, and trades, this study wiii focus on instnictors in those areas. 

Limitations 

This mdy will be limiteci by the foiiowing factors: 

1. The ability of the researcher to manage potential attrition of participants in the 
study . 

2. The ability of participants to efféctively relate through a structured i n t e ~ e w  their 
opinions and perceptions about the BMI workshop. 



3.  The amount of tirne the participants and the researcher wilI have to devote to this 
mdy. 

4. The potential for bias on the part of the researcher who is in an administrative 
position at the Northern Aiberta Institute of Technology. 

Assumptions 

The design and execution of this study is based on a number of assumptions. 

Common assumptions relating to data gathered by means of inte~ewing were made: for 

exarnple; Patton (1990) cautions that perceptions and perspectives are subject to 

distortion due to personai bias, anger, anxiety, politics, and simple lack of awareness. 

InteMew data can dso be affecteci by the interviewees' ability to recall details, by 

reactivity to the interviewer, and by seIf-serving responses. It was also assumed that 

respondents would provide honest, f o r t b a t  answers and would portray a positive 

attitude toward the shidy. Two major assumptions are as follows: 

1. Adult education instnictors have specific needs relating to preparation for 
their roles as instructors. 

2. Adult education instnictors are capable of analyzing and examining the 
strengths and deficiencies of the uistnictor-preparation workshop (BhQ. 

Cbapter Summary and Organization of the Thesis 

This chapter has provided background for the research and introduced the research 

problem. It has identified iimîtations, delirnitations, definitions, and assumptions as well as 

outlinhg the significance of the study. 



Chapter Two wil1 present a review of fiterature related to this midy. Chapter 

Three will describe the research method employed. Chapter Four reports on the findings 

of the research; and Chapter Five contains conclusions, implications, and 

recommendations as weli as identifjhg probable areas for M e r  study. 



Chapter II 

REVIEW OF THE RELATED LITERATURE 

Introduction 

The review of the literature presented in this chapter wiiI examine scholariy 

observations pertaining to the best knowledge, skilis, and practices of adult education 

instructon in educatiod institutions that are employing Total Quality Management 

(TQM) or Continuous Quatity Improvement (CQI) techniques. For the past decade, the 

poa-secondary system has been sorely vexed by the cry of govenunent to be accmn~able, 

by the cal1 of administrators to be effective, and by the resistance of faculty to what they 

consider messment. From their inception, comrnWUty colleges and technical institutes 

have been rdts-oriented. They have measured their progress in terrns of student success 

and cornmunity impact, regularly reponing placement data, retention rates, and economic 

thrust. A joint commission on accountability appointed by three major national 

educational associations in the United States detennined that accountability reporting is 

the "nght thing to do" (Hudgins, 1996, p.2). The question is no longer, "Should we be 

accountable?' but "How shall we demonstrate accountabiiity?' A study conducted for the 

Amencan Council on Education to evaiuate the public perception of higher education 

found that "(1) the general public believes the purpose of a coiiege education is to acquire 

a credential for employment, and (2) comrnunity and business leaders believe that the 

principal role of coiieges and universities is to prepare a highly educated workforce" 



(Hudgins, 1996, p.2). Both perceptions match the mission of cornmunity colleges and 

technical institutes in Canada as weli as in the United States. As Hudgins (1996) points 

out, "It is no longer acceptable for an educational institution to say it does not know or 

cannot masure the outcomes of educationn@.2). Hudgios believes that "the ultirnate test 

of institutional effectiveness is assessing what and how much our students are leaming. 

What value do we add to students fiom their point of entry until they exit our college? 

(p.3) He suggests that assessing and improving effectiveness at the cIassroom level is the 

way to improve outcomes. In the province of Aiberta, recent legislation has incorporated 

outcomes data into finding formulas and identifieci a strong accountability mandate for 

post-secondary education. 

The purpose of this research is to m e s s  perceptions of newly appointed 

insmicton regarding their level of preparation for their teaching role. AU respondents in 

this çtudy have participatesi in a three-week instructor-preparation workshop where the 

focus has been on course development, lesson preparation and delivery, and interpersonal 

communication with students. The cooperating institute at which this study was 

conducted adheres to the TQM/CQI management philosophy, and the principles of 

TQMKQI which undergird its approach to fad ty  development provide the framework 

for the inservice training program studied here. 

The literature presented in this chapter has been divided into six major sections. 

The fkst twosections provide a brief o v e ~ e w  of TQMMJQI and summarize its application 

to higher education. The third section examines how TQMKQI cm be and is being 

operationaiized to improve teaching methods. The fourth section considers writings and 



research around rnicroteachhg and its value to beguuiing teachers; the £ifth section looks 

at the process of enailturathg new Wty in higher education. The sixth section reviews 

instructional evaluafion, including stucient ratings of instruction, as a tool for improving 

the quaiity of instruction. The chapter concludes with a bnef summary. 

Total Quality Management-A Brief History 

Total Quality Management (TQM), or Continuous Quality Irnprovement (CQI) as 

the movernent is also known, is an approach to management that reflects a philosophy and 

set of concepts and methods aimed at wntinuaüy UnproWig the product or service 

provided to customers. From the days when Fredenck Taylor's scientific management 

theory was proposai as a means of ma>amizing productivity and output, industry leaders 

have searched for the best practices that lead to superior performance. Taylor's approach 

floundered because of his inattention to the "human factor," and he discontinuecl his 

experiments when he discovered that "hurnan motivation, not just engineered 

improvements, could aione increase output" (Lewis and Smith, 1994, p.44). 

W. Edwards Deming, a statistician with a Ph-D. in physics is the man whose narne 

is moa readily W e d  with the total quaiity movement. Deming formed many of his 

theones out of rebellion against the scientinc management concepts of Taylor, and he 

refined them during World War II while he and wUeague Joseph Juran were teaching 

industries how to use statistical methoâs to improve the quality of military production. 

When the war ended, Deming was invited by the Japanese to corne and teach them about 



bis methods. In 1950, at a dinner meeting with 45 of Japan's leading indust~alists~ 

Deming gave the foiiowing advice: "Don't just make it and try to seii it. Redesign it and 

then again bring the process under control. The cycle goes on and on continuously, with 

quaiity ever-increasing" (Manq 1987). Deming promised the Iapanese that within five 

years they would have people demandulg their products-he was wrong; within four years 

Japan had captured large shares of some markets, and to this day that country is renowned 

for its production of superior quality goods. 

It wasn't until the 1970's that North Amenca felt the need to respond to the 

Vapanese Invasion" of weLl-made products, and at that tirne Deming returned and began 

teaching his 'Tourteen Points." Deming's concepts have been refined and enhanceci by 

contemporary quality gurus such as Philip Crosby whose "14 Steps to Quality 

Improvement" are a vitai part of the continuous quality irnprovement/total quality 

management hmework. 

Crosby's 14 Stem to O u a h  lm~rovement 

Make it clear that management is c o d t t e d  to quality. 
Fom quality improvemenî teams with representatives fiom each deparâment. 
IMemhe Umne aarent and p0tentia.l quality problems lie. 
Evaiuate the cost of quality and explain its use as a management tool. 
Raise the quality awamess and pasoaal concern o f d  employees. 
Take actions to conat problems idatified through previous steps. 
Establish a committet for the zefodefa program 
Train supeMsas to actively carry out their part of the quaijty improvement 
P w =  
Hold a "zlero-defects day" to let aU empbyees nalize that tbat has beei a change. 
Encourage individuais to establish improvement goals for themselves and their 
groUPS. 
Encourage employees to commtmicate to management the obstacles they face in 
a#aining their improvement goals. 
Recognize and appreciate thcse who participate. 
Establish quaiity counciis to communicate on a regular basis. 
Do it aii over again to emphasize that the quality improvemcnt program never ends. 



In the 1 990'sy Deming 's philosophy of quality improvement, which emphasizes the 

processes by which results are produced rather than the end resuits, has surviveci the 

difliculties of acceptance, understanding, and implementation that have plagued its 

application to business practice. Initiaiiy, business leaders adopted the trappings of quality 

program: quality circles, suggestion boxes, and open-dwr policies-they were 

attempting to grafl pieces of the process on to the existing slnictures-but these changes 

had little impact on quality. Today, many businesses wholeheartedly embrace quaiity 

management; and this has resulted in massive changes in their methods of operation. It 

has also "enhanced quality significantiy, and increased productivity and profitabiiity" 

(Baüey & Bennett, 1996, p.77). 

Total Quality Management and Higher Education 

Quolity is no? an Od It U O habit - Aristotle 

Defining quality is not easy-en for The Concise Oxford Dictioll~l~ which iists 

seven different possibilities. Quality, we realize, is one of those elusive, abstract nom 

that ends up being defined by its characteristics; it is a subjective property, diiEcult to 

measure. When you add education, and more specifically higher education, to the subject 

under scrutiny, it becornes apparent that the defuition of quality in education includes a 

litany of descriptions of "aspects of univenity or coilege Me, faculty expenence and 

expertise, available kcilities, campus amenities, and other fàctors that, when taken 

together, wnstitute a 'quality education. '" (Smith & Baxter, 1 995, p.3 8). Gilmore (1 99 1 ) 



finds that "although a number of definitions of institutional quaiity have been advanced, 

the one with arguably the moa credence holds that the highest quality institutions are 

those that effect the greatest positive inteIiectual and developmentai change in their 

-dents, and that have the strongest impact on post-graduation student outcornes" 

(Gilmore, 199 1, p.xi). In a publication fiom Midlands Technid Coilege, South Carolina, 

James L. Hudgins, president of the miiege, points out that the CounciI on Post-Secondary 

Ameditation makes a statement that helps to define quaiity education: ''ne quality dan  

educational process is related to (1) the appropnateness ofits objectives; (2) the 

effectiveness of the use of resources in pursuing these objectives; and (3) the degree to 

which these objectives are achiwed. W~thout a clear statement of what education is 

expected to provide, it is not possible to determine how good it is." F a d t y  and 

cumcuIum have been cited as the key variables in quality education. Hard-working 

instmctors, dedicated to student success by d e h e ~ g  a curriculum that is practical, 

traTlSferable, and jobsriented are deemed to be critical m a u r e s  of whether quaiity 

education exists. 

Total q&ty management as a manageriai style and philosophy has received a 

great deal of praise from nonacademic sources. There is no shortage of accounts of 

successful TQM implementation in Uidustry resulting in improved products, service, and 

customer satisfaction. Recently acadernia has incorporated TQM principles and practices 

into many of its nonacademic fiuictionai units. Sigolficant improvement in the 

bureaucratie, administrative details of enrobent and financial aid as weii as enhanceci 

customer senice in admissions, Libraries, and cornputer facilities have been obvious and 



direct. These innovations have resuited in the appearance in coilege annuai reports and 

j o u d  articles of giowing accounts of cost-efficiency, empioyee empowerment, and 

customer satisfaction. When assesseci on these criteria, there is no denying that 

implementation of TQM in higher education has dramatically improved the eEciency and 

effectiveness of the ways in which pst-secondary institutions conduct business. Adophg 

the philosophy of continuous quality improvement in the classroom, however, h a  ofien 

met wifh resistance and skepticism. 'TaCUIty rnembers perceive it (TQM) xi an alien 

business philosophy, especially when terms such as customer and value are used," notes 

Ronald E. Turner (1 995, p. 1 OS). He suggests that the idea of treatiug students as 

customers is controversial because of the implied shift in power. Embracing a consumer 

(customer) focus, instructors fear, puts them at the mercy of self-sening students whose 

individual characteristics and backgrounds may not suit the acadernic chnate in which they 

find thernselves, or whose opinions, whiie they fd to ditferentiate between the crucial and 

the triviai, wiii be gathereû, analyzed, and Uicorporated into a "mission statement" that 

equates customer dissatisfàction with system fàilure. On the other han& there are those in 

academe who recognize the need for change and Unprovernent and beiieve that "TQM 

values are more compatible with higher education than many existing management 

systems" ... and "nowhere are the positive outcornes of TQM more needed than in the 

instructional delivery system - that is, TQM in the classroom" (Heims & Key, 1994, p.97). 

Post-secondary institutions today are under increasing pressure caused by both 

internai and extemai forces (Tuttle, 1994), and in their rapidly changing environment, "a 

growing number of coiieges and universities are embracing total quaiity management for 



the same reasons that led industry to embrace it: Existing management systems are 

outmoded and can no longer ensure success in an increasingly cornpetitive world" (p.26). 

According to Tuttle, externai factors causing acute pressure include (1) reduction in fùnds, 

(2) cornpetition for faaity, (3) cornpetition for students, and (4) employer preference for 

students who have been trained in TQM principles. Interna1 forces that create their own 

momenttm for change are caused by (1) pressure to reduce costs that results in additional 

workloads for teaching, administration, and support personnel; (2) low morale caused by 

salas,  stagnation or decreases, dong with lack of staffempowerment, and (3) student 

dissatisfaction caused by the falout fkom b d i n g  cuts such as decreased course of fe~gs ,  

increased tuition, reduced library hours, etc. Total quality as a strategic management 

process has been widely accepted as a way for the leadership of acadernic institutions to 

accomplish their business more effectively. But what of the philosophy and culture of 

TQM as it applies to curriculum and instruction? Donald W. Bryant, president of Carteret 

Community Coiiege in North Carolina, posits that there is "ample evidence of educational 

malaise: dechhg test scores, increased nurnbers of dropouts, and i n c r d  imbalances 

between educational products and societal needs" (Bryant, 1995, p. 16). He reports on the 

fidings of the Association of Amencan Colleges in a document titled "Intcgity in the 

College Curriailum" which proclaims that in order to improve leaming "certain critical 

practices are necessary: teachers need to involve shidents in leaming, set high 

expectations, assess learning, and provide feedback" (Bryant, p. 16). In total quality 

parlance, this means developing curriaila structureci around the four comerstones of 

TQM: customer satisfaction, continuous improvement, empowerrnent, and tearnwork 



(Leigh, 1995). A chief concem of academicians and cause of their conthued resistance to 

TQM, according to H. Fred Walker, (1995) is that the process allows students to decide 

on course content. Walker believes this fear to be dounded as does Myron Tnius 

(1993) who, while he achowledges that students are the custorners and should be 

consulteci because they have a voice in defining the quality, insists that students are not the 

ones making decisions on features of the educatiod system. Tribus believes the students' 

role in the academic application of TQM should entail waluating the deiivery of nirricular 

content-a role that traditionaiiy has been placed on students throughout acadernia. 

Walker attempts to M e r  day  the concems of fàcuity by suggesting that "as long as 

(they) are willing and able to accept student evaluations regarding the quality of eciucation 

as a source of feedback for improvement, rather than an irrelevam source of crititism, 

rnany of the problems associatecl with academic implementation of TQM can be 

overcome" (p. 105). 

Total Quality Management and Teaching Methods 

"Total Quaiity Management (TQM) is not another applications programme; it is 

not just another 'bolt on7 and 'beit up' programme that we can add to existing practices" 

(Murgatroyd, 1993, p.269). RecogniPng that implementing TQM is "ardu~us and 

paiostaking" @.269), Murgatroyd notes that in order for it to be successful TQM in the 

schools m u t  be a "whole school whole staff, whole issue strategy" @.272), and this 

implies of course, that there is a place for TQM in the classroorn. The new focus on 



accountability in education &om politicai and accreditation sources as weii as the business 

community (Murgatroyd, 199 1; Smith & Baxter, 1995; Brynt, 1995) no longer makes it 

acceptable for wueges to say to their constituents, "Trust us. What we do cannot be 

measured" or "Our work is beyond your wrnprehen~ion~~ (Smith & Baxter, 1995, p.40). 

Outcomes-oriented customers are measuring quality in terms of student tearning, and 

student learning includes an assessrnent of content (theories, methods knowledge) as weil 

as specified cognitive sWs and personal growth. High expectations, the foundation on 

which quality is built in any setting (Hubbard, 1994) becorne pivota1 to the iîstruction 

process when we consider whether TQM techniques can be applied to classroom teaching. 

One of the approaches copied from industry and used successfully in acaderne 

(Hubbard, 1994; Stralser, 1995) is benchmarking. Defined by Robert Camp in his book 

Bencharking, (1989) the concept is described as "the continuous process of m d g  

products, services, and practices against the toughest cornpetitors or those companies 

recognized as industry leaders" (p. 12). Most colleges, suggests Stralser, already have a 

platfonn for benchmarking in place through program reviews and peer comparisons; and 

he observes that the wodd of academe, unlike its wunterpart in business, is remarkably 

open to sharing information about practices, styles, methods and the Wce. Visiting 

another school to observe its best practices provides a new route to irnprovements by 

stimulaihg planned changes (Stralser, 1995). 

Another strategy utilized in academe to "sharpen its focus" ... and establish ''clearer 

definitions of quality appropriate to the task at hand" (Hubbard, 1994, p.94) is the 

"principle of parsimonf' (Hubbard, p.94). This involves "ngorously pruning.. . good ideas 



untii only the vital few remain" (Hubbard, p.94). When apptied to the are.  of 

improvement in instruction, the principle of parsimony is usefid, for example, in helping 

curridum developers identify major areas of cornpetence germane to a number of 

programs so that decisions regarding corhg course content can be implemented. 

One of the logical appeals of TQM in industry is its focus on the customer. A 

quaüty organization recognizes that it has interna1 and extemal custorners. Some staff 

work in direct contact with e x t e d  customers, while others provide services in support of 

their feliow workersy fiont-line efforts. In academe, it is generally assumeci that students 

are the customers of the institutions they attend; however, this concept causes problems 

because fàcuity members generdy have ditnculty understanding how the approach will 

play out in the classroom (Hubbard, 1994). Hubbard suggests that an orientation 

identwg the instructor and the student as partners who must cooperate to understand 

and sati* theû "customerYs" (the employer's) needs is an effective way to involve 

midents in instructionai design and evaluation. Similarly, Bailey & Bennett (1996) assert 

that 'me student is a product of the institutiony' (p.77), while LLbusinesses and other 

employers of students are the ... customers"(p.77). H e k  & Key (1 994) report on a study 

that was conducted at Wright State University in Dayton, Ohio, to cl- how students 

perceived their classroom role. Mer  the students had studied TQM principles and 

practices, they were asked to suggest ways that quality management techniques could be 

introduced into the classroom. The results çuggest that "for effective irnplementation in 

the classroom, the TQM mode1 must go beyond the simple view of the student as 

customer" (Helms & Key, 1994, p.98). Citing 65 percent of student responses that used 



"exclusively employee language to describe how students should be dealt with" @.98), 

Helms and Key report that employee-based concepts such as "empowerment, 

teambuilding, and driving out fear" do reflect the "employee situation" 61-98) in which 

studmts at the graduate level see themselves, whiie junior introductory course students are 

more kely to fit the customer role (with the added components of performance and 

motivation). Conceding that fkding an appropriate tem that reflects the complexity of 

the situation is next to impossible, Helms and Key suggest that what is most important is 

that instnictors "consciously recognize, use, and even exploit the unique combination of 

roles they (students) take on in the classroom when applying TQM p~ciples" (p.98). 

Commenthg on the dual roles of instnictors and students in the education process, 

Sirvanci (1996) proposes the "knowledge flow process" (p. IO 1) with instructon on the 

delivery end (server) and students on the receiving end (customer). Students also act as 

"labourers" because they are "not just passive recipients of education; they are actively 

involved in the process" (p. 1 02) by leamhg material, doing projects, preparing for 

tests; while instnictors are "quality inspectors" (p. 1 0 1) testing and grading midents to 

enme that oniy those who demonstrate suffitient knowledge can move on to the next 

stage of the education process. Sirvanci also d e s  the point that students are intenial 

customers for the delivery of course material, and he notes: "To improve this component 

of classroom teaching, the best feedback cornes from the audents taking the class. In ris 

case, student evaluation and satisfaction are appropriate masures of performance" 

(p. 102). He offers s word of caution, however, by Uidicating that "satisfaction 

questionnaires need to be very specific, designed to masure only delivery aspects of the 



course" (p. 1 02). 

Assessrnent and feedback are criticai to the improvement of any process. In 

industry, quality was ensured by iaspectors at the end of the assembly line who ranked and 

sorted what the workers produced. The quality movement (Crosby, 1979) advocated that 

inspecton be taken off the assembly iine and the focus be placed on prwention instead. 

Deming ~ncurred with Crosby but went a step m e r  suggesting that quotas and 

"management by numbers" and "management by objective" be elimiaated. "Substitute 

leadership," (Deming, 1986, p.24) was his advice. In higher education, the implication of 

Deming's observation is that the focus of assessrnent is shifted f?om assigning grades for 

the purpose of ranking and sorting to raising expectations and preventing failures. This 

approach d u d e s  an orientation which introduces students to the quality principles and 

provides testing dong several dimensions (Hubbard, 1994; and Turner, 1995) so that 

students c m  be placed in appropriate classes and their progress measured. 

In conclusion, it would appear that best practices in both course content and class 

presentation need to be determineci as a £ire step toward developing formai benchmarks of 

faculty performance. F m  and Camp (1995) report on a survey conducted by the 

American Assembly of Coliegiate Schools of Business to determine how best practices for 

academic courses are determined. Replies indicated that student evaluations are the major 

cnteria for determining how wel! a course is presented while departmental review is the 

most important criterion in assessing what is best in content. "If TQM is to be M y  

implemented on college campuses, its proponents will have to meet the benchmarking 

challenge3" 6x71) say Fram and Camp who propose a benchmarking mode1 that has been 



used for more than a decade in Uidustry and heaith care. The pressure is on higher 

education to change, they observe, so that custorner requirements are met and quality is 

improved. As increasing numbers of post-secondary schools are embracing TQMICQI 

p ~ c i p l e s ,  the benchmarking baii is in the academics' court. 

Microteaching : A Valuable Pre-service Experience 

Microteaching is a technique that provides pre-service teachers (or in the case of 

post-secondary education, newly appointed instructors) with an opporhinity to prepare 

and present a short lesson to their peers, to receive immediate feedback fiom both p e r s  

and a facilitator, and to respond to a videotape playback of their owa performance. 

Urilinng feedback about their performance d u ~ g  the fist attempt, the trsiinee repeats the 

lesson and again receives feedback about the quaiity of the presentation. Developed at 

Stadord University in 1963 by D. W. Allen and his associates, microteaching has evolved 

through four major approaches, each focusing on a different type of development: (1) 

finite skül acquisition; (2) modehg desired techniques; (3) leamhg through objectives; 

and (4) cognitive models. Because it allows interaction with the environment of teaching, 

microteaching enables p r e s e ~ c e  educators to develop concepts and acguûe teaching 

SWS that cannot be generated througb passive explanation. 

Gayle A Wilkinson (1996) suggests that preservice teachers generiy hold 

mealistic views of teaching. Her research rweals that ''iheir knowledge about teaching is 

idealistic and without theoretical bases" (p. 2 1 1). Fuller and Manning (1 973) observe that 



pre-service teachers over-assess their abilities, and videotapes often result in their being 

codkonted with actions tbat are c'different f?om what they expected and worse than what 

they hoped for" p.476). Moreover, Veenman (1984) obsewes that new teachers must be 

prepared to suMve "reality shock-the collapse of the missionary ideais formed during 

teacher trainjng by the hmh and rude reaiity of classroom Me" (p. 143). Microteaching 

has becorne an accepted method of introducing p r e s e ~ c e  teachers to the roles of teachers 

and the realities of teacbing., States WiUgnson, because it "effectively connects the theones 

of teaching with practice". .. and it "provides opportunities for novice teachers to develop 

skilis and sensitiviity to the complexities of teachuig" (p.212). Macleod (1984) documents 

user satisfaction in research reports about the vdue of rnicroteachuig as a w q  of 

introducing newly appointed teachers to the "real context" of teaching. Recently labelleci 

"smd group teaching" or "peer teaching," the practice provides an opportunity for self 

confrontation in a sa& environment that "challenges them without overwheiming them" 

(Wilkinson, 1996, p.2 1 3). Moreover, feedback fiom a variety of sources improves the 

accuracy of teachers' self-appraisal; and feedback containhg a specific focus for reflection 

and evaluation increases the benefit of seffkonf?ontation (Fder & Manning, 1973). 

Schur (1991) cunducteà a study on the effectiveness of microteaching when used 

as inservice for adult educators, and found that 'me microteaching process is effective at 

increasing the insauctoa' seif-confidence as weîî as increasing their existing awareness 

and understanding of their own teaching skiUs and abilities" (p.62). Her hdings also 

show that "microteaching builds rapport and collegiaiity among ae," however, there was 

"no indication in the hdings that microteaching is an effective means of providing 



instnictors with new teaching skills and techniques" @ -66). 

Enculturation of New Facuity 

Rosch and Reich (1996) conducted a study into the ways in which institutionai 

culture was expressed to new fadty and how the values, Imowledge, attitudes, skills, and 

expectations of a particular academic d t u r e  are acquired by initiates. They d e h e  four 

stages based on research in faculty development: (1) the pre-amival stage, deaihg with an 

individuai's predbpositions pnor to entering a new setting; (2) the encounter stage, 

dealing with preconceptions f o d  during recniitment and selection; (3) the adaptation 

stage dealing with extemal socihtion processes and the initiate's identification with the 

organizatioa; and (4) the cornmitment stage, dealing with the extent to which the noms 

and values of the local culture are assimilated by new members (p. 1 16). Their hdings 

suggest that adaptation to the new ailture is "encourageci or inhiied through three 

dimensions: the work itself, the climate in which work is perfomed, and the network of 

social relations mounding the work" (p. 122). The study also found that during the 

encounter stage "new faculty were preompied with three developmental tasks: fomwig 

general impressions of the work setting, defining institutional expectations, and developing 

goals for what (they believed) performance expectations would be during the first 

academic appointment year" (p. 125). The role of supervison in providing assistance and 

encouragement ciirectly irnpacted feelings of isolation, acceptance, or inclusion of new 

staff. In cases where supenison assumed that king avdable was a sufficient, 



unobtrusive support strategy, new faculty were "reluctant to make their needs known, 

fearing that they would be judged negatively" (p. 129). The supervisor, sta:c Rosch ard 

Reich, "needs to take an active role in providing communication and teaching support 

opportunities" ... and "promote general assimilation of newcomers to the work 

environment" (p. 129). The research concludeci that in departments where the work 

environmem fâcdty morale, and climate were rated highest, "newcomers experienced the 

least diffiailty in adapting to the new setting''@. 127). Factors related to climate affect the 

overd hctioning of an academic department, o b m e  Rosch and Reich; therefore, 

definhg ways in which the "coiiegiai and iiaeliectual" climate can be improved could 

enhance the "assimilation experiences of new facdty" (p. 129). 

Technical preparatioq such as microteaching sessions and other instruction 

provideci at inservice, and the encuituration process whicb includes work role orientation 

and integradon into the organization are part of the unique experiences of the newiy 

appointed iristnictor's fïrst year. Those who are involved in hculty development can 

promote assimilation of newcomers to the work setting by providing a cumulative leaming 

penod during which individuais build upon and draw Corn informai communication 

encounters, cleariy disseminateci information, and relevant training experiences. 



Evaluation of Instmction 

"Teacfrem m a t  becorne situational leaden; tfiat is, ütey must consciously and will ing~ 
change theirsiyla to meet ihe d e m u  and challenges of the tedching sifuafion." 

G. A Baker iïi 

Whether they are called "student ratings of instniction," or " student evaluation of 

teaching,"or "student feedback on innniction," student opinions about instructional 

effêctiveness are coilected and widely used in universities, colieges, and technical institutes 

because they serve a variety of important practical purposes El-Hassan ( 1 995) suggests 

that they (a) provide diagnostic feedback to fàcuity about the effectiveness of their 

teaching; (b) measure teaching effectiveness to be used in tenurefpromotion decisions; (c) 

provide informatioa for students to use in the selection of courses and iastnictors; and (d) 

provide an outcome on a process description for research or teaching because they could 

answer questions such as: "How do teachers behave? Why do they behave as they do? 

and What are the effects of their behaviourT'(p.4 1 1). 

Literature abounds about student evaluations; in 1988 W.E. Cashin did a sumrnary 

of the research and iîsted more than 1300 articles and books related to the topic. Moa of 

the research, notes ECHassan, "deals 6 t h  the dirnensionality, validity, reliability, and 

generalizability of shidents' ratings of instruction and the investigation of the potentidy 

'biasing' factors that could aEiect the validity of these ratings" (p.4 1 1). 

Over the past ten yearsY according to &y (1990) the collection of student ratings 

bas "evolved from a voluntary, student-initiateci activity into a rnandatory, or strongly 



encouraged, administrator-initiated endeavor" (p.64). Ln the 1990s, he aiggests, more 

colleges and universities wiii use student-ratings infonnation for decisions about rnerit and 

promotion, while faculty "continue to view the idionnation as a valid but single indicator 

of teaching effectiVenessn (p.64). 

ûne study, directeci by Robert D. Abbott (1990) at the University of Washington 

examineci student satisfkction with processes of wllecting shident rathgs by varying the 

"(1) method (group intenhews vs. individual standardized rathg forms), (2) timing 

(midterm vs. end of course), and (3) amount of instructor reaction to student ratings 

(restncted vs-extendeci)" @.20 1). Abbott and bis coiieagues concluded th: snidents Fcre 

more satisfied with interview evaluations at midterm foilowed by extended instnictor 

reaction than with traditional approaches for wllecting student opinions about instruction 

(Le., standardized rating f o m  administered at the end of a course) (p.20 1). 

The El-Hassan (1 995) study, which was conducted at the American University of 

Beimt, found that iostnictor affèctive skills such as attitude towards -dents, interest in 

the course, etc., were more highly related to achievement than factors of instructionai 

cornpetence like preparedness and organization. This conclusion is controversial because 

some research finduigs support it whüe others do not. El-Hassan suggests M e r  

research to determine whether his findings are "course or discipline related or if they are 

culturally affectedm (p.423). 

In a study on the differential importance of various instructional dimensions to 

student achievement, Feldman (1989) concludeci that the most important factors in 

facilitating student achievement were clarity of explanations, preparation and organization 



of the course, stimulation of students' interests and motivation of students toward 

reaching high standards, class discussion and openness to the opinions of others, and the 

professor's availability and helpfiüness. Feldman further indicates that, "Those specifiic 

instructional dimensions that are the most highly associated with student achievement tend 

to be the same ones that bea discriminate among teachen with respect to the overall 

evaluations they receive fiom students" (p.6 19). 

"In real classroom settings, students may attribute the strengths or weaknesses of a 

course to themseIves or to the instnictor, and this attribution rnay iduence their overaii 

evaluation" (p. 58 1 ), say Joseph Ryan and Paul Harrison ( 1  995) in an article about the 

relationship between individual instructional characteristics and the ovemll assessrnent of 

teaching effectiveness. The Student Evaluation of Educational Quaiity (SEEQ) developed 

by Marsh and his wiieagues defines nine teaching factors: (1) le-g, (2) enthusiasm, (3) 

organization, (4) group interaction, (5) individual rapport, (6) breadth of coverage, (7) 

examination faimess, (8) assignments, and (9) course difnculty, which become the 

independent or nie variables in the Ryan and Hamson study. The results of this study 

indicate that (a) the amount learned was consistently the most important fàctor afkdng 

overd evaluations, and @) course difncuity was consistently the least important factor 

affecting overali evaluations. These resuits are in wntrast with findings by Cashin and 

Downey (1992) and Marsh (1983) who fouad that overall instnictor ratings were more 

highly correlated with instructor enthusiasm and organization than with leaming. 

An obvious question that arises fiom the sea of information about 

instnictorfulst~ctional evaluation is: What are the end products of such evaluation? 



What, if any, effect has evaluation had on instructional improvernent? Havc programs 

been changed or has instruction improved as a resuit of these evaluation efforts? Gil 

(1987)states that "instructional waluation as it is curtently practiced, has little, if any 

effect on college instruction" (p.57). He goes on to explain that, 'Yeedback, instead of 

evaluation, needs to be the main technique used in f a d t y  development, and its  prima^^ 

focus should be on instructional impro~ement'~ (p.57). Defining feedback as "information 

provided to instructon about thek performance that includes recommendations for future 

improvement," (p.58) Gil recognizes that this is a "people process" where the focus is on 

the instructor rather than on the measurement or evaluation tools or on the produa or 

outcornes. ObserWig that feedback and evaluation are related processes, Gil suggests that 

feedback aspires to improve f a d t y  performance while evaluation aims to make judgments 

regarding its wortb. 

Gü believes that Yacilitating conditions must exist for improvement to occuf' 

(p.58). Aleamoni (1978) found that change is more likely to resuit when evaluation is 

coupled with consultation, but performance is influenced only to the extent that the 

individual uses the information provided. Opportunities to practice and continued 

feedback which includes subjective comments are critical wrnponents in both motivating 

and training teachers, suggests Gd, who believes that those responsibe for faculty 

development "need to individuaiize f a d t y  evaluation and developrnent and the processes 

through which they reach h l t y "  (p.61). Such individuaikation is no easy task, he 

admits; but to offset the threatening c h t e  of evaluation, "supportive consultants 

providing faculty with personal and concrete feedback on teaching ... are important sources 



of encouragement and stimulation" (p.61). 

This chapter provided an o v e ~ e w  of the growth of  the Total Quality 

Management/Continuous Quaiity Irnprovernent movement in higher education with 

emphasis on its impact on teaching and Iearning processes. The Literature pertaining to 

microteaching and f d t y  endturation was a h  reviewed. Literature on student 

evaluation of instruction and writings on feedback for instmctors were also surveyed. The 

exploration of these topics was intended to provide a broader context for and scholarly 

insight into the environrnent-both Uismictional and developmental-that c m  exkt at 

post-secondary institutes such as the one where the research was conducted 



CHAPTER III 

METHODOLOGY 

The purpose of this study was to determine how effective the current pre-se~ce 

training workshop provided by NAIT to its newly appointed instnictors is perceived to be. 

In this qualitative study, stnictured in te~ews  were conducted with selected fadty 

members to determine their perceptions of their preparedness for the role of instructor 

after completing the three-week "Becoming a Master Instructoi' @MI) workshop. It was 

expected that these instnictors would provide information regarding weaknesses in the 

workshop and targets for improvement. To ennue intemal validity, trianguiation within 

this study was achieved by providing multiple perspectives on the research question. In 

addition to the (1) instnictor source, perspectives wili be obtained f?om structureci 

i n t e~ews  with (2) institute admuiistrators at the program head level as well as with the 

(3) workshop coordinator and a primary fadbtor. Checking interpretations fiom these 

sources was expected to contribute to the overall credibility of the research hdings. 

This chapter reports on the process of acquiring permission to condua the study at 

the pdcipating technical institute; it describes the design and developrnent of the 

i n t e ~ e w  guides; and it relates the method used to select the sample and gather the data. 

Information about the pilothg process is dso included. The chapter concludes with 

observations about ethical issues and concems. 



Gaining Access to the Institution 

This study was conducteci at an Alberta post-secondary technical institute where 

instructors are hireù primarily on the basis of occupational cornpetence. The institute 

provides an instnictionai metbudology workshop to train newly appointai instnictors in 

the critical processes of (1) developing course and lesson content, (2) presenting new 

matenai to a class of students, (3) developing interpersonal communication skills 

particuiarly in the areas of active listening and giving and receiving constructive feedback; 

and (4) measuring student performance. Fornial permission to embark on the study was 

aquired 6om the Coordinator of Institutional Research and fkom the Vce-President of 

Student Services and Community Relations at the cooperating institute-see Appendix 

"A" A formal proposal definiog this research project was submitted to the above-named 

Uidividuals. 

Instruments and Techniques 

The research questions of this shidy were addressed by waducting structureci 

interviews with facuity who had agreed in advance to participate in the research. Initial 

contact was made by telephone and when a facdty member agreed to be interviewai, the 

date, tirne, and place of the interview were arranged to suit the convenience of the 

participant. A quiet office or conference room in which to conduct the inte~ews was 

booked by the researcher so that the a c t d  tape recording process was not intempted or 

interfered with. Wntten c o ~ a t i o n  of the in te~ew and a consent form, dong with two 



documents (Appendix B) which provide an o v e ~ e w  of the research, were fonvarded to 

participants several days in advance of the interview date. 

Po~ulation and Sam~le 

For this qualitative study, respondents were selected on the basis of the desked 

perspective they would bring to the research. Purposive, or criterion-based sampluig was 

employed to select people who have had different associations with the BMI workshop: 

(1) instnictors who were participants in the workshop within the past two years; (2) 

program heads whose newly appointed instnictors had participated in the workshop within 

the past two years; and (3) the workshop coordinator and a primary facilitator who have 

had direct involvement with the workshop over the past two years or longer. Each person 

w i t h  these categories of respondents had the potential to contribute information 

regarding strengths and weaknesses, or suggest areas for irnprovement of the BMI 

workshop. The foilowing criteria were applied: 

1. Seventeen instructional staff were selected for participation in this study on 

condition that they: 

(1) had been hired within the past two years and possess technical 
accreditation cornmensunite with hiring qualifications for the institute. 

(2) currently occupy fÙU-time instructional positions in both lecture- and Iab- 
style classes. 

(3) had panicipated in the "Becoming a Master Instnictor" workshop withùi 
the past two yean. 

2. Two Program Heads were selected for participation on condition that they : 

(1) had hired two or more new instructors over the past two years. 

(2) are representative of the largest mechanical, and trades programs offered 



by the institute. 

(3) airrently occupy full-time program head positions which include an 
Uistn>ctional component . 

(4) had participateci in either the current "Becomulg a Master InstructoZ' 
workshop or its predeçessor. 

The Interview Guide 

The i n t e ~ e w  guide used in this study was consmicted by the researcher usbg the 

Participant Manud of the BMI Workshop to confhn program content. Consultations 

with both the manager of Staff Training and Development and the coordinator of the 

workshop at the participating institute led to the rewording of certain questions to ensure 

clarity. The resulting carefidly worded questions designed to evoke systematic and 

thorough responses as well as minimize the possibility of b i s  were asked of each 

participant in the same sequence. It was important that certain technicd information 

relating to course content and subject matter be elicited from al1 respondents; but for 

purposes of this research, it was dso necessary to "assess the perspective of the person 

being intervieweci" (Patton, 1980, p. 1%). Therefore, to achieve the flexibility necessary 

to obtain insights, understandings, and perceptions of the topic, ad hoc questions that 

would provide clues to the feelings and opinions of the respondents were also formulateci. 

The interview guide for instructional stafFis divideci into four distinct sections: (1) 

Background/Demographic Mormatioq (2) Course Development and Delivery 

Information; (3) Classroom/Leanitig Environment Monnation; and (4) GeneraVOverail 

Comments. The first &on was designed to provide information about the participant's 

age, gender, educationaVtechnica1 backgound, and current teaching assignment. Section 



Il probed instruaor perceptions of their effectiveness at organiPng course units and lesson 

content as weii as the effdveness of the teaching method (ROPES) as presaibed in the 

BMI workshop. Masuring student performance was also addresseci in this section. The 

questions included in Seaion III deal specifically with the Uistructor's perception of 

hisher interpersonal communication sms of active listening, giving and receivuig 

constructive feedback and constnictive niticism, as well as the instnictor's respectful and 

positive attitude towards -dents. Section IV aiiowed the participants to express their 

opinions about the overall effectiveness of the BMI workshop as well as to ident* ways 

in which the training couid be improved. AU questions in Section II and Section III were 

directly related to the research question and sub-questions. 

The i n t e ~ e w  guide for program heads was divided into two sectiozs: (1) 

Background/Demographic Information; and (2) Perceptions and Opinions of the 

Effectiveness of BMI. The questions in this d o n  were aimed at gaining an 

understanding of the thoughts of administraton (at the program head level) regarding the 

value of the BMI training. (Program heads complete performance assessments on 

instnictors and are expected to be actively involveci in the resolution of any classroom or 

instructional difnculties an instructor rnight be encountering.) 

The i n t e ~ e w  guides for the workshop coordinator and the workshop faciiitator 

were divided into two sections: (1) Background/Demographic Monnation; and (2) 

Perceptions and Opinions of the Effectiveness of BMI. The questions in Section II of 

these partidar guides were aimed at capturing the individual judgments and perceptions 

of the respondents, as weiî as their understandings of the effectiveness of BMI fkom their 

particular perspectives as de tiverers of the training. 



Data Collection IIntewiews) 

Specinc data describing faculty perceptions of the effectiveness of BMI training 

were gathered through a standardized open-ended interview using questions designed by 

the researcher. The researcher's background as an instmctor who has taken BMI training 

coupled with access to all the material currently used in the workshop (including exercises, 

scenarios, and worksheets) ensured a levet of fêmilianty with the topic. This preparation 

was essential to the in te~ew process so that appropriate probing and foliow-up questions 

could be fomulated, and so that feedback and reinforcement could be offered when a 

response or observation was deemed to be particularly insightfiil. The i n t e ~ e w  questions 

for instructional staffwere field tested with a facuity member who met the seledon 

criteria discussed in the previous section. This field test resulted in decreasing the number 

of questions fiom 20 to 15 and rephrasing the wording of some interview items to rnake 

the meaning vev clear. It aiso determined that none of the questions could be constnied 

as threatening, and that tape-recording the responses was the best way to to gather the 

data because it allowed for uninterrupted flow of both questions and answers. The field 

test also provided the inte~ewer with an opportunity to review the opening comments 

and confinn that good rapport was being established with the interviewee. Likewise, the 

interview questions for administraton were field tested with a program head who met the 

selection critena. This field testing resulted in rewording one or two i n t e ~ e w  items and, 

as in the case of the instmctor field-test, it confirmeci the participant's level of cornfort 

with both the questions and the data gathering method. The in t e~ews  were conducted by 

the researcher at a t h e  and place convenient to the individual respondent; afi i n t e ~ e w  

questions and answers were tape-recordai and transcnbed by the researcher. 



To ensure a high degree of comparability and focus. ail inte~ewees in a particular 

grouping (e-g. instnictors or program heads) were asked the çame questions in the satiie 

order, and questions were worded in a completely open-ended format. AU participants 

were given a &en o v e ~ e w  of the study in advance of the interview, and the researcher 

verbally reMewed the purpose of the study at the beginning of the inteniew session. In 

addition to ski1 and technique, according to Patton (1990) an equally important element in 

successtiil interviewhg is a "genuine interest in and caruig about the perspectives of other 

people" (p.279). With this thought in minci, the researcher was prepared to be a good 

reflective listener in anticipation of respondents' biases, perceptions, and attitudes being 

expressed. Maintaining a stance that was nonjudgrnentai, respecâul, and sensitive to the 

respondent throughout the inteniew was deemed by the researcher to be critical to 

extracting worthwhile information, and it is the perception of the researcher that 

inte~ewees felt a sense of fieedom and secwity to express their honest and candid 

opinions. 

Ethical Issues and Concerns 

Ethical issues and concem surrounding this study could origihate from two 

sources: (1) the researcher, d o r  (2) the participants. 

The issue of motives and intentions was addressed by the researcher at the outset 

of each interview to make it clear that the study was not an evaluation of psticipants, but 

rather a gathering of perceptions and opinions about the effectivemess of the instnictor 

preparation program that currently exists at the participating institute. 



Eliminsting, or at least cIar@ing researcher biases and assumptions relating to the 

topic under snidy through the process of bracketng was an essential step in ensuring that 

the data were w&onted and anaiyzed fkom a fiesh and open viewpoint without 

prejudgment or imposed meaning. The researcher's m e n t  role as an administrator 

whose respoosibîiities include instructor performance reviews and addressiflg student 

concerns relating to instruction provides strong impetus for ewminllig the '3ust-in-tirne" 

training provided for "content" experts who have had littie or no formai preparation in the 

proceu of instructing adult leamers. Moreover, the researcher who has completed an 

earlier version of the BMI workshop, and who holds an education degree (adult education 

major), but is currently in the role of studeot in a master's program in adult and higher 

education, holds a certain opinion about the effectiveness of a crash course in training 

wmpetent instmctors. The researcher' s role as instructor predisposes empathy to 20- 

hour teachùig loads, diverse insmictional assignments, student feedback on instruction 

forms, and the tyranny of KPI's (key performance iodicators). The researcher's role as a 

practitioner in adult education for h s t  two decades atfirms the opinion that one of the 

key requisites of successfùl adult learning is relevance, or meeting the learner's needs; and 

the BMI workshop certainly attempts to meet the felt and prescribed needs of potential 

instnicton. This "looking inside" (Patton, 1990, p.407) to become aware of personal bias 

and to elimiaate personal involvement with the subject ensured that "al1 aspects of the data 

are treated with equai value" (Patton, 1 990, p.408). 

Ethical concerns relating to the treatment of both respondents and data are 

covered in the design of the research which is scrutinized by a Research Ethics Review 



Cornmittee appointed by the University of Aiberta. The procedure for obseMng ethicd 

guidelines involves providing fidl details of the research rnethodology, as well as the 

nature of involvement of human participants. Steps the researcher wili use to explain the 

purpose and nature of the research to participants, to obtain informeci consent of 

participants, and to ensure anonymity and confidentiality of participants are provided in a 

written submission to the Research Ethics Review Cornmittee. 

Inte~ewees were assured of their anonymity; they were given the option to not 

participate, and those who elected to take part were asked to sign a consent fom. Every 

effort was made by the researcher to ensure that the program heads who participateci in 

the study were not perceived to be appraising the performance of newly appointed 

uistnictionai staff If it had been deerned necessary, a group meeting involving both 

faculty and supervisors at which the researcher would explain the purpose of involving 

program heads in the study would have been scheduled; however, inçhuctor participants 

did not express any concem at aii about having program beads participate in the research. 

Summary 

This chapter outlined the process of gaùiing permission to conduct the research at 

the cooperating institution; it descn'bed the method of choosing sample participants; and it 

defineci the data gathering procedures. It also addressed ethicai issues and concerns that 

might be associated with this research. In the next chapter, the data gathered through the 

2 1 stnictured interviews are analyzed, and findings of the study are presented. 



FINDINGS OF THE STUDY 

Introduction 

The question studied in this research was: To what extent do instnictors who 

participate in the three-week "Becoming a Master Instnrctor" (BMI) workshop provided 

by NAIT perceive that they are e f f i e I y  prepared for their teaching role? The 

following five sub-questions guided the research and formed the bais of the Interview 

Guides (Appendices "An through "F") which were employed to gather opinions and 

perceptions fkom the participants in this mdy. 

1. How do instnrctors perceive their course development abilities? Do they 
feel competent to develop a course in their specialty area within 
prescribed guidefines? 

2. How do iastnicton perceive their lesson planning abiiities? Do they feel 
competent to prepare lesson plans that define the major steps, sub-steps, 
and support knowledge necessary to enable -dents to reach the 
instructional objectives of the course? 

3. How do insmictors perceive their abilities to prepare and detiver an 
effective presentation foiiowing the CROPES" (Review, O v e ~ e w ,  
Presentation, Exercise, Summary) method? 

4. How do instnictors perceive their interpersonal communicatioo abiiities 
when deaihg with students? Do they feel competent to engage in active 
listening and to give and receive constructive feedback and constructive 
criticism in an instructional setting? 

5. How do administrators at the program head level as weil as the workshop 
coordinator and the nicilitator perceive that instnictors' abitities in course 
development, lesson planning and delivery, and interpersonai 
cornmunicatiion are i d u e n d  by participating in the BMI workshop? 



Seventeen of the interviewees were instmaors in the program areas of 

apprenticeship trades, technology, and engineering. These three divisions were chosen 

because they represent the prognuns that have the highest numbers of students and 

uinniaors. Moreover, the primary mandate of the insbtute is to provide apprenticeship 

training, so it seerned appropriate to have strong representation (nine instnictors) fkom 

that segment. Two institute administra . . ton (program heads), one workshop faciiitator, 

and the workshop coordinator (who also fid£iUs an administrative role) were the other 

respondents. 

The outcornes of the study will be presented under two major headings: 

Demographic Data and Lntemiew Fiidïngs. Demographic data are present-d on the 

participating instnictors, on the four other respondents, and on the entire f;icuity of the 

cooperating institute (of which ail respondents are part). Gathered as Part 1 of the 

structureci interview, data on the instmctors are presented in Table 1, and on the other 

respondents in Table 3. Table 2 provides demographic chacteristics of the entire 

institute f a d t y  body which includes both Uistnictors and administraton. ui addition to 

cornments on the congruence of the facuity sample to the population of the institute, 

other noteworthy cornparisons are provideci as weli. 



Demographic Data 

Table 1 Demoeni~hic Characteristics of Particioatinp hstnictom (n-171 

Gender Mak Femaie 

n=17 14 

Percent 82% 

n=17 

Percent 

Percent 29.4% 35.3% 1 1.8% 23 -5% 

Progrrun AM Tradu Technoiogy Engineering Other 

n=17 9 5 3 O 

Percent 53% 29.4% 17.6% 0% 

Table 2 D e m o p ~ h i c  Characteristics of Faculty at Coooeratinn Institute (n=721) 

Gender Mzile F C ~ &  

n=72 1 587 134 

Percent 8 1 -4% 18.6% 

Percent 15.5% 8-00! 16.5% 59.9 

ProgromAma Trader Techndogy Engineering Other 

Percent 33.4% 15.4% 26.4% 24.8% 



Of the 17 instructors interviewai for this research, 3, or 18 percent were female 

which accurately represents the 134 fernales comprishg 18.6 percent of the entire 

fadty. ûver the past two years 26.5 percent (1995) and 43.2 percent (1996) of the 

participants in the BMI workshop were fkom tradeslapprenticeship programs (mostly 

fiom the welding, pipetrades, and machùnst/millwright pro-). This nurnber is 

consistent widi the 241 (33.4 percent) of  f a d e  who teach in tradeiapprenticeship 

programs. For this reason, a high number of participants in this study (nine instructors, 

53 percent of the respondents) were chosen nom the trades area, some with one and 

some with two years of teaching experience shce complethg BMI. Worth noting is that 

13 newly appointed instmctors (32 percent of the total complement of 4 1 participants) in 

this year's (1997) BMI workshop are f?om traded apprenticeship programs. 

Accordhg to the two program heads who were inte~ewed for this study-and 

instructors themselves conkm this-the seerningly high turnover rate arnong 

tradeiapprenticeship instnictors codd be attributteci to the m e n t  dernand in i n d u q  

for certifiecl tradesmen. Obserwig that it is becoming increasingly diilicult to attract 

ùistnicton with the broad range of experience and certification moa desirable for 

teaching positions in tradedapprenticeship programs7 administrators concede that, even 

at the top of the d e ,  instnictor salaries cannot compte with the high wages paid by 

indu-. This situation is exacerbated by institute policy governing placement on the 

salary scale which awards credit for 2 years of preparation to holders of multiple 

joumeyman tickets in related trades (such as steamfitter, gasfitter, pipefitter), and 3 years 

of preparation for diverse jomeyman certification in, for example, the machinist, 

millwright, and welding trades. Salaries tied to these mid-point positions on the six-level 



sale are woefdly shon of industry rates, and the only way instructors cm move across 

on the scale is to take univeristy courses or participate in professional development 

workshops. For many, this is seen as punitive, and master tradesmen who are proud of 

their occupational cornpetence and have been recognized and rewarded as experts in 

their fields are disgmtled and somewhat hostile towards the institute attitude that 

implies they are deficient in what it takes to get the job done. This situation is fùrther 

aggravateci by the fact tbat instructors desiring to return to industry for 

upgradhghpdating their technical skilis so that they cm maintain currency of instruction 

fiequently receive Little or no encouragement or administrative support to do this. 

Furthemore, the praent policy , although it makes provision to grant industrial lave for 

technical upgrading, does not recognize it by providing financial reward in terms of 

movement on the salary scale. Most of the trades insrniaors interviewai indicated that 

they are strugghg to  maintain a lifestyle founded on high industrial wages (most, if not 

A, rehim to industry for surnrner employment to supplement their incorne), and during 

times of high demand for  the^ skills, they h d  themselves increasingly disillusioned with 

the low wages and s t r d  life of an instnictor to the point where some actually resign 

and retum to theu trades. Given the high concentration of trades instnictors Livolved in 

BMI training on an on-going basis, their voice is a strong one in defining the real and 

perceived needs indigenous to their unique instnxctiod and employment circumstances. 

The 35.3 percent of participating instnictors who possess 4 or 5+ years of post- 

secondary education (this equates to bachelor' s or master' s degrees) are likely t O possess 

stronger Ianguage and communication abilities, better cnticd thinking skills, and greater 

familiarity with learning resources than will their counterparts whose post-secondaq 



focus has been on skill building in trades and technologies. Throughout the study, 

apprenticeship instructors noted repeatedy that there is a merence between their needs 

and those of other instructors-a sentiment that was reinforcecl by their rejection of 

segments of the workshop they considered to be irrelevant. No other participants in the 

inse~ce  targeted the same wmponents or expressed the same dissatisfaction. 

Of the 1 7 instmaors who participated in the research, 1 1 (64.7 percent) are 

younger tban 44 years of age, with the highest concentration between 36 and 44 years. 

This is cunsiderably younger than present Uistitute faculty, of which 457 out of 721 (63.4 

percent) are older than 45 years. These figures point to an aging faailty, with many who 

will be retiring within five to ten years, if not sooner. As more and more stafhembers 

reach retirement age7 larger numbers of newly appoint& instnictors wiil be requiring 

orientation and preparation-for-instruction training. A major challenge facing the faculty 

development planners will be to translate expressed needs uito a meanin@ program 

design and to develop effective strategies for its implementation. 

Demographic data on the administrators (program heads) as weU as on the 

workshop coordinator and the workshop fàcilitator are presented next in Table 3. 



Table 3 Demoeraohic Characteristics of Other Interview Resoondenu (n4) 

Gender Mmle Fernele 

n = 4  O 

Percent 0% 

Percent O?! 25% 25% Wh 

ProgifmArea Tradea Tachnobgy h g i n e e ~ g  Other 

n = 4  3 O O 1 

Percent 75% 0% OO/o 25% 

Three of the four "othef' respondents in this study represent institute 

administration. AU respondents are males, and while some institute administrators are 

fernaie, 39 out of 47 (83 percent) of program heads are male; 10 out of 1 1 (9 1 percent) 

deans are male; and there are no fendes (O percent) at the senior administrative level. 

The program heads intervieweci for this study represent program areas that have the 

highest number of instructors overd at the institute as weil as k g  had the highest 

nurnber of participants in the BMI workshop over the past two years. 

Two of the four respondents have more than five years of post-secondary 

education (indicating a master's degree or higher) which is representative of the 59.9 

percent of institute facdty (432 out of 721) whose academic credentials are similar. 

Workshop faditators are usually selected nom a pool of instnictors who 

express an interest in the BMI program and meet specific critena de- by the Staff 



Training and Development Department. Organizers txy to have a blend of program areas 

represented on the facilitation team (trades, technologies, engineering, business, etc.) and 

a gender rnix as weil. Reports of past workshops reveal that the tearn is generaiiy 

diverse with broad representation f?om the different disciplines. The &ciIitator who 

participated in this research was chosen because of his long association with the BMI 

workshop-he has been a faciltator for approximately 15 years. Apart from his lengthy 

involvement with BM& he is a fidi-tirne instnictor in an apprenticeship program, and in 

this capacity was able to offer opinions (which varied fiom program uistnictors in many 

cases) that provide a different perspective on the contentious issue of incorporating 

workshop Vaining into apprenticeship classes. 

Interview Findings 

Inteniews with Instructors 

The primas, objective of the "Becorning a Master Instructor" workshop is to 

effectvely prepare newly appointed instructors for their teaching role. Desired sl8Us and 

abiiities relating to course development and deiivem evaluation of student performance, 

and creating a positive learning environment fom the specinc topics covered by the 

program. These skill areas are directiy related to the sub-questions of the research, and 

formed the basis of the 15 open-ended questions that were asked of the i n t e ~ e w  

participants. The foiiowing narrative reporting the fhdings of in te~ews  with instmctors 

has been organized according to the InteMew Guide for Instructors described in Chapter 



3, and found in Appendix C and wiU clearly define the relationship between the BMI 

workshop and instnictor effêctiveness as perceived by both facu1ty and administrators. 

Course Develo~ment and Deliverv 

This section of the BMI workshop is designed to teach new ùistnictors how to 

?hi& through, doniment, and deliver course material in an organized fashion" (BMI 

Participant Manual, 1993, Part 1. p. 1). Two modules c o v e ~ g  course content 

development and Iesson content development present the steps to be foiiowed when (1) 

"taking large pieces of information and organizing them into sequenced manageable 

parts'' and when (2) dweloping instructional objectives and p r e p a ~ g  "support 

knowledge and content steps" for a speciiïc lesson. Four questions aimed at determinhg 

instnictor perceptions about the effectveness of these two modules of the workshop 

were asked. InteMew responses to those questions revealed that at NAIT, instructors in 

the apprenticeship programs are not requVed to write instructional objectives for the 

theoq related to their trades. Instructional objectives for al four years of apprenticeship 

tniining are prescribed by the Alberta Apprenticeship and Industry Training Board; 

therefore, instmctors in these programs deemed this module of the BMI workshop to he 

of relatively little value to them. Instnictors are required, however, to develop their own 

lesson plans relating to specific objectives, so their opinion of the lesson planning aspect 

of the module was much more positive. In contrast with the course preparation role of 

apprenticeship instmctors, those within a typical one-year certiiicate or two-year 

diploma program at NAIT ofteri "start fiom scratch" when preparing to teach a new 

course. Updated or dEerent cornputer software, expanded requirements by industry, or 

50 



totaiiy new fields of study often necessitate creation or major reworking of topics, sub- 

topics, and objectives, plus adVities and exercises. While coileagues are generally 

willing to help by providing course binders and whatever resources are available, new 

ins~uctors find that they still need to tailor the lessons to reflect their own knowledge 

and expenence. One signifiant challenge identifiecl by new instructors is the task of 

organizing and sequencing course material so that levels of Iearner expertise can be buiit 

upoa as the course unfolds; another is determining a course schedule that dows  

d c i e n t  time to cover presentation of the lessons as weli as lab or "shop" tirne to hone 

skilis and perfect techniques. Overall, new instructors feel that the BMI workshop does 

an adequate job of preparing them for both the course development and lesson 

preparation components of their teaching role. The foilowing comments affirm 

instnictor perceptions of the value of the workshop in providing a "structure," a 

"skeleton," and a "framework" upon which to develop both a course content maVix and 

individual lesson plans. 

The BMI was helpful in the way 1 organized my approach to planning the 
lesson. 

The workshop helped me structure the Iessons su that they made sense. 

It shows you how to build a lesson plan. 

It was something 1 was lookhg for when 1 was hired because 1 did not have 
much expertise in doing or writing course content or course development. 1 was 
very Wghtened to do those kinds of thuigs, and when it was introduced in BMI, 1 
was very grateful. They did a good job of planting that mode1 on me, and I am 
glad they did that. It gave me a good foundation and something that 1 was 
loohg  for. 

Three of the seventeen instructors interviewai hold Bachelor of Education 

degrees, and one has had previous instructional experience; nevertheless, they were ail1 



required to complete the workshop. Each of these participants offered the opinion that 

the BMI approach was usefùl to them in organizing course content and preparing lesson 

plans because of the "structure," and because it was "hands-on." Especiaily helpfbl, they 

noted, was the faa that in the workshop they were building lesson plans around topics 

that they would acnially be teaching in the very near fiiture. The element of relevance 

(for many who began teaching two weeks after the workshop, this was defiinitely 'Tust- 

in-timey7training), coupled with the manual that was provided to guide them through 

fùnire use of the techniques were considered by "degreed" participants to be strong 

points of this wmponent of BMI. 

Given the nature and number of most instructional assignments (an instnictor can 

have three or more courses to prepare and deliver per semester), support of fellow 

instnictors is deemed to be a "very high need for a new instructor." This study found 

that support varies widely among programs and schools at NAIT. In each of the 

apprenticeship prograrns and three of the diploma programs represented in this study, 

moral support and encouragement offered by coiieagues was "strong," c'tremendous," 

"exceilent,~""above and beyonci," and "couldn't be better." Feliow instructors are "very 

unselfish and very willing to help," but in many cases are so busy themselves that they 

can't Sord  the t h e  to do more. Some programs have a formai mentoring or "buddy" 

system in place for new insmictors which a d y  teams them with a seasoned tacher 

who encourages them to sit in on classes, diows them to attend lab or shop sessions, and 

invites them to rnake use of prepared overheads, exams, or other resource materials. On 

the other hand, three respondents noted that in their programs no mentoring goes on; 

however, long-tirne instnictors will answer a question ifthey are asked, but they do not 



"open up" to the newcomers readily. Two respondents cited the teachùig load as a 

definite factor contnbuting to this dearth of support-44people are wiliing, but we're 

pretty thin here." In certain progmns also, the teaching area of some instructon is so 

specialized there are no other people around who share their expertise, so they "didn't 

pet any help," and "stniggied through it." 

Another major component of the BMI workshop teaches new instructors how to 

actually present the lesson they have prepared. A method of instruction calleci ROPES 

(Review, Overview, Presentation, Exercise, Summary) covers five points that good 

presenters consider when delivering new materiai. Three questions were asked d u ~ g  

the interviews to determine instructor perceptions of the effectiveness of the ROPES 

method of instruction. uistnictocs were unaninous in their agreement that ROPES is a 

highiy efficient and effective method of delivering a lesson. Termed a "repeatable 

proceçs" that "helps you organize" and "keeps me constant," instruction in the ROPES 

method was cited as by far the most valuable component of the workshop. Participants 

are assigned to small groups of 6 or 7 persons, and everyone is required to do four 

presentations incorporahg ali elements of the ROPES method-beginning with a 10- 

minute presentation and ending with a fidi one-hour ROPES Iesson. Respondents in iiie 

interviews said: 

The practice teaching that 1 did at BMI was really the most useful thing I've 
done. ..I got a lot more out of BMI than I did fkom the university. 

Those practice sessions that we had in the srnail groups were excellent ... we gave 
our presentations, then we had an evaluation by our team leader. ..the peer 
feedback was very valuable. 1 was very cordortable because the group gave 
honest opinions. By the third presentation, 1 was very cornfortable with using the 
ROPES method. 



Utilitllig ROPES was great. I have been able to develop my sMls with ROPES 
and the more 1 use it the better 1 get at it. 

ROPES was good.. .you can't stick to ROPES every single the ,  but it gives you 
a good basic formula.. 

The BMI workshop teaches ROPES and that makes the insbuctor prepared. 
There is no doubt about it; you cannot go in there and wing it and have ail those 
elements in there. In order to have the elements in, you have to prepare. It does 
make a ciifference. 

The introduction of the ROPES method was wonderfùl. We know that the 
presentation part is really important, but 1 find the review-getting the hook on 
them right away-is even more important. 

I think ROPES is an excellent presentation technique. 

The primary foais was on ROPES, and for some people it was a confidence 
builder. In my group there were two of us who had taught before and five who 
hadn't. It was a reai c o ~ d e n c e  builder for thern, 

Despite these very positive comments, two signrficant drawbacks which senously 

impact the extent to wbich the ROPES metbod of instruction is behg utiiized were 

identifieci: (1) It is a veiy the-consuming way to prepare a lesson. Instnictors noted 

that for every one hour of instruction, the ROPES method requires a minimum of two to 

three hours of preparation. While atnmiing that the material thus prepared d e s  for "a 

richer lesson," instnictors wbo are teaching t h r e  different courses in a 20-hour-per- 

week (or more) schedule assert that ROPES is a luxury they simply cannot afford. They 

observe that they try to ident* topics that "the çtudents rnay have ditficulty 

understandingj'or materiai that %ey (students) have to master" or "that is pertinent 

before they (students) can go any M e r  in the course" and prepare ROPES lessons for 

them, but admit that eveq lesson "is not a ROPES lesson." (2) Delivering a lesson 

ROPES-style; that is, proceeding methodidy through the five steps of Review, 



Overview, Presentation, Exercise, and Sumrnary would require that each course be 

aiiocated double the inscBictionai time it is now assigned. Instnicton in apprenticeship 

programs note that they have a "phenornenalm amount of material to cover in the eight 

weeks that students are in the progrm. While not ail the material they must cover lends 

itselfto a ROPES lesson, one instnictor cornmenteci that TOPES is the one that 

works;" however, many are resigned to "taking and giving notes," and "giving them 

facts, facts facts." lnseucton in fid-tirne certifiate and diplorna programs made the 

same observations regarding the quantity of material to be covered in courses and the 

t h e  docation. Noting, as did the appremticeship instructors, that there are so many 

cornpetencies for students to master, and agreeing that the ROPES method ccailows you 

to get the s a l i a  material across very wek" instnictors feel stymied by the lack of ha= 

to follow the "xnade-for-NAIT method." 

A question about the "meawing student performance" cornponent of the 

workshop was also posed in this part of the inte~ew.  Participants felt that the two 

presentations on this aspect of the instnictors' role-one on  test-wïting and one on 

classroom assessrnent techniques-were informative, but did not cover the topics in 

suffident depth to be reaiiy helpful. 

This component of the BMI workshop focuses on the classroom ervironment 

and interpersonal communication in an adult instructionai setting, paying particular 

attention to the importance of modehg appropriate and effective interpersonal 

communication skills. With a focus on the insmictor as a faciiitator of Ieamuig, the 
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objective of this module is to "improve understanding and application of [these] skills" 

(BMI Participant Manual, (1993) Module 9, p.2.). FoUowing presentations by workshop 

leaders on classroom management and interpersonal communication skills, participants 

engage in exploration and experiential activibes where they practice techniques of active 

Listening and being assertive as weii as giving and receiving wnstmctive feedback, and 

giving constructive criticism. 

Three questions asked of interview respondents probed for perceptions of the 

effectiveness of these activities. The questions elicited a wide range of responses fiom 

"fascinating ... 1 wish they had delved into that more," to 'To me it was wmmon sense, 

there really waui't anything new," to "1 thought it was a bit of a joke.. .There was no 

benefit at aU as fàr as 1 was concernai." Fourteen of the comrnents offered about this 

module of BMl could be describeci as definitely positive and thirteen were definitely 

negative. Fifty-four percent of the negative and 29 percent of the positive comrnents 

were made by instn>ctors in the trades program. Attitudes of some of the trades 

(apprenticeship) instructors towards this component of the workshop are manifest in 

cornments such as: 

"1 corne from a trades background, we're pretty practical ... and 1 thought a lot of 
those [exercises] were pretty adolescent kinds of things that would have been 
better left out." 

"There was a lot of role-playing, a lot of activity kind of stuff, and to me it 
seemed to be outside of what I was there to get." 

"If we tried role-playing with apprentices, we'd be laughed out of the 
classroom." 

"1 don't know that 1 leamed anything at the workshop more than cornmon 
sense." 



"...corning from me, being a tradesman, we had alI those linle exercisa in BMI- 
1 cal1 them 'touchy-feely' kinds of things-and 1 am not that kind of person." 

One instructor admitted to being very uncornfortable in a participative setting, 

observing that "peqie ... are uncornfortable when they start to participate and there is no 

way out, and 1 had a lot of problems with that...I tned to leam as much as 1 could, but 1 

don't learn weii in those situations." 

The sessions on listening and questionhg techniques and on being attentive to 

student body language were deemed very helpfùi as indicated by the following 

obsewations: 

There is no doubt that the portion where we were asked to do the listening and 
take constructive criticism was definitely very important. Every Mie someone 
asks a question, 1 think back to what 1 learned in BMI: to give this person a 
chance to speak up, you have to be very carefùl not to offend anybody or shaîter 
their confidence. This was taught in BMI. 

I really picked up a lot on body language. They FMI facilitators] dked aboui 
cornfort zones and body languag-g to read the person because socnerimes 
students won't say exactiy what they are feeling, so you have to pick up on other 
signs that they are ernitting. 1 h d  this vexy important, and very useful. 

Questioning, how to ask proper questions was the most use M... Asking the right 
questions is about the best that I have used. Being able to ask good questions 
and pick out the students who are having diECULties and ask thern the right 
questions ... BMI r a i d  my level of awareness of this-to be aware of what they 
[shidents] are saying, try to ask the question to make sure that you understand 
what they are saying. 

They [facilitators] got the message across to me that it is important for me to be 
a good Mener and build a relationship with students so they can corne and ask 
me a question The seed has been planted; it needs a Little fertilizer and some 
sunshine! 

I believe an instnictor has to be able to defiver the lesson, but he also has to listen 
to the students when they ask the questions. 1 feel that no matter what a person 
says, it rnay be of importance.. . Sometimes the questions they are asicing aren't 
relative and they don? know how to ask questions, so you have to keep plying 
for more Uiformation.. .you are always listening and probing. 



Using humour in the classroom and maintahhg good rapport with midents by 

being "respectful" and "approachable;" in other words. "comectingn with them were 

cited as ways in which instructors work at aeating a positive leaming environment. 

Several aoted tbat they have had good evaluations fiom students who hdicate that they 

are treated with respect by the instnictor. Observations such as: "1 treat the students the 

way 1 would Iike to be treated myseK.." and "1 treated them like adults and we respected 

each other" suggest that the addt leamhg principles taught in BMI are impacting 

instnictor ctassroom behaviours. 

The mode1 that BMI taught for proMding constructive feedback was another 

component of this module that insauctors remernbered and considered to be valuable to 

them in their role. Overaii, instmctor perceptions are that certain s p d c  aspects of this 

module are worthwhile, but d e s s  a technique or method was new and innovative, they 

thought it was merely "cornmon sense." Unless it was considered by them to be 

sometbing thai they could and would use consistently; they felt it was neither usefil nor 

important. 

This section of the i n t e ~ e w  guide for instnictors solicits generai wmments and 

observations about instnictor perceptions regarding the overali effecùveness of the BMl 

workshop. Two of the questions ask what instmctors believe to be the most beneficial 

and helpfùl components of the workshop; and two questions invite recommendations for 

improvements. Respondents indicated a level of satisfaction with the workshop overail; 

specific components were deemed extremely valuable and useful; nevertheless, 
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shortcomings were identifieci and suggestions for the betterinent of what is generally 

regarded as a good program were offered. 

Without a doubt, the feaîure of the workshop that was deemed most usefiil to 

instructors is the practice teaching. Throughout the three weeks, Uistniaors prepare 

(following the ROPES method of presentation) and deliver four separate "lessons7' which 

are videotaped, critiquai by members of their s m d  group who offer immediate 

feedbaclg and evduated by a workshop facilitator who has been assigned to work with 

the srnail group for the duration. For rnany instnictors, the t h e  it takes to prepare a 

Iesson as prescribed by the ROPES method was a "shocking" discovery; and the actual 

experience of presenting new materid to a peer group who are essentially strangers and 

behg videotaped while you do it was described as "nerve-racking," and "definitely very 

stressfii1." The benefits of the practice teaching sessions were described in such 

statements as: 

Because 1 had no teaching experience whatsoever, this (practice teaching) 
prepared me very weU for what to expect in my new role as an instmctor. 

The one thhg that I stiii remember from BMI, and 1 don? think it wül ever lave 
me as an insauctor1 was the ROPES. 1 think it is a great tool for a starting 
h c t o r .  That one definitely stands out the most 

. . .doing the practice teaching sessions to your peers.. .the way they presented the 
critickm was so nice, you couldn't feel bad about it. It was a leamhg 
experience. 

The practice teaching sessio m... that is the most vaiuable part of it because that's 
what we are going to be doing so you rnight as well get the expenence. 

. ..it was having to do those lesson plans and presentations to a group of people 
who knew nothing about your subject rnatter ... the step-by-step approach was 
r d y  helpfùl.. ." 



... the practice teaching was very beneficial. It was nice that we could do it in 
groups of six or eight.. .it made people cornfortable ... the comrnents that came 
60m each other [were] very objective and fkom the heart. 

1 think... one of the things ... I found most beneficiai was the ROPES. It really 
focuses an individuai on what ha9 to happen. It works. 

ROPES ... was the most useful, practical thing. We are going to use it every day. 

Other aspects of the workshop that were commended include the lectures on 

aduit 1ea-g styles; the course development module, particularly the objective-writing 

exercises; and the classroom management activities. 

Part of the overaii assessrnent of workshop attendees consists of a classroom 

visitation/observation wherein a workshop facilitator critiques a fùil one-hour lecture 

prepared and delivered by the new instructor. Perceptions about this practice arnong 

those inte~ewed are widely divergent. Some believe that it was a usehi exercise which 

provided additional coaching that helped them refke their instructional style. Instmctors 

who found it beneficial said they felt that way because they had seized the oppominity to 

prepare a solid ROPES lesson on a dïfiïcuit topic or concept, in some cases in a new 

subject area as weU. They had investeci considerable t h e  and effort into preparing the 

lesson, they had worked at delivering an effective presentation, and they regard4 the 

foliow-up process as worthwhile. In fàct, they would welcome more than one foiiow-up 

obsenation. Uthers judged it to be ineffechial because the instnictor knows weli in 

advance about the upcoming visit, hdshe prepares a ROPES lesson (sometimes it's the 

ody ROPES lesson they've done all term, and sometimes they choose a topic they are 

really cornfortable with), the students "participate in the charade," and the facilitator is 

delighted. Trades instnictors, particularly in apprenticeship prograrns, believe that their 

instructional assignments are vastly difZerent &om those in full-tirne prograrns; therefore, 



they feel the BMI leaders "just didn't have a very good handle on what it would be iike 

to instnict apprentices," and "they [don't] realize in BMI how t h g s  are for us here. 1 

don't think they can know unless they actuaîiy are in these programs." These Uistnictors 

suggested that on-going assessrnent of their classroom performance shodd be conducted 

by their own program people, either a .  administrator (Program Head or Assistant 

Program Head) or a designateci inshuctor. They also indicated that if they encountered a 

problem with teaching, they would seek help fkom their program head or an experienced 

instnictor C'they know the stuffand they are able to give me good points about a better 

way"). Said one instnictor, "1 absolutely would not tW about gohg to the leaders of 

BMI." SiMlar sentiments were expresseci by others. Aithough they appreciate the intent 

of the foliow-up, and they feel the facilitators' efforts are bona fide, some instnicton are 

of the opinion that having a mentor within their program to counsel and support thern 

during their first year would be more useful and more sigmfiwit than one follow-up visit 

by a BMI leader. Interestingiy, several instnictors indicated that sitting down with their 

program supervisor and reviewing the Shrdent Feedback on Instruction form 

administered by the program was more meanin@ to them than the BMI foiiow-up 

feedback. 

An incidental "foliow-up" benefit emanating f?om the BA41 workshop is the 

camaraderie that develops among participants. Sometimes two or more instmctors corn 

a single program or school get to know one another during the three-week workshop 

and they "stay in touch." Most beneficial about these liaisons, they adjudge, are the 

oppominities to share cornmon experiences with others who are "in the same boat" or 

"going through the same thing." Positive attitudes and acceptance by their peers, which 



is demonstratecl by encouragement, support, mentorkg, and tearn playing are deemed 

exirernely simcant ways in which new i nmaors  are made to feel "cornfortable" or 

that they "belong." 

WhiIe the present foiiow-up to the BMI workshop was recognized as a weil 

organued, weli orchestrateci exercise, it's value to new instnictors is somewhat dubious. 

One suggestion for a different kind of foilow-up was that particular components of the 

workshop be repeated or delivered at another tirne. Because of information ovedoad 

during BMI, it is felt that a refresher in topics such as test-writing, for example, could be 

offered just before instructon begin preparing mid-term exams; or practicing classroom 

assessrnent (for which there are many dierent techniques) could be revisited or 

strengthened by means of several short seminars scheduled sumetirne during their fis! 

year when new instnictors have estabiished themselves in their instnictiond roles and 

achieved a masure of cornfort with program routines. Reinforcing some of the BMI 

material in this way is consistent with adult leaming theory which supports two 

educaîional psychology concepts: (1) the notion of "'kachable moments"-that is, 

recognking the time when people are ready to l e m  instead of promothg ideas whose 

tirne for acceptance has not yet aniveci; and (2) the "opporîunity to practice"-that is, 

reaiizing that a leamhg expexience exists when the leamer has an opportunity to practice 

the desired behaviour. 

The final two questions asked of instmctors inviteci recommendations for 

improvements to the existing BMI workshop. Although not every comment was totally 

positive, respondents considered the overall experience to be L'worthwhile," "duable," 



"helpful," and "beneficial." Two interviewees found it "enjoyable." The foiiowing 

comrnents confimi participant satisfaction with the workshop. 

1 think it is very weil balanced in terms of what is most important and least 
important. They are definitely hitting the crucial points and working veiy hard on 
it. Lesson content and presentation are the keys. 1 felt prepared for those two 
components of my job as a result of BMI. 

1 felt good that they were going to give me some technical skiiis and an 
opportunity to leam classroom management. 

1 think what they do has somethllig for everybody. What I don? need, somebody 
else does; and what he doesn't need, 1 wouid. 1 think everything has its place. 

Overail, I think BMI is good. It is helpfbi. 1 would definitely recommend it to a 
new instructor. 

Overail, the BMI was a very heavy three weeks, but it was worth it. 

NevertheIess, there are pockets of resistance to specinc activities that participants 

were expected to be involved in, and dissatisfaction was expressed with the depth of 

coverage provided for particular topics. The tearnbuilding activities which were 

conducted with the entire group beginning on the second day of the workshop were 

generdy denouncesi as ''~seless'~ because participants had the feeling of being "thrust 

into it" before they had had any opportunity to build relationships with group members. 

Moreover, they did not expect to have on-going "teammate" relationships with other 

workshop attendees because they were f?om ali over the institute. As it was, a high Ievel 

of discodort pervaded the intimacies of the "trust wak" and the "Macarena," and 

feelings of being "shy" and "out of place" were exacerbateci by being "forceci to touch 

people you don't even know." The obse~ation was made that if such tearnbuilding 

exercises were conducted with coiieagues in their own program area, with whom they 

would eventually be funaionhg as teammates, it would make sense. Or, as was also 



suggested, the teambuilding could take place within the small groups who spend 

considerable t h e  together over the three weeks obseMng each other's presentations, 

providing feedback, and generaiiy working as a "team" assisting one another to refhe 

their presentaîion skiiis. A veritable barrage of negative comments about the 

teambuilding exercises bars a strong recommendation to the workshop organizers to 

identify, assess, and analyze the needs of new instructors in this domain before actuaiiy 

engaging them in any teambuilding situation. Tyler (1971) asserts that such needs must 

be detennined in collaboration with the individual leamer, lemer groups, and their 

leaders. 

Another recommendation voiced by many of the respondents relates to 

measurement of student performance. Generally, it was felt that this part of the program 

was lacking. 'We had one session on classroom assessment techniques (CATs); 1 didn't 

even understand what the woman was tallcing about. To me that was a rnissing session." 

Another stated: "We spent four hours on the 1st day and that was it. To me, we should 

have spent a week doing CATs. The information we got about it was great, but we 

should have had tirne to practice it, and to really sit down and go through it, not just, 

'oh, we forgot to do classroom assessrnent, let's do that in the last few hours.' And 

that's redy how 1 felt it was being handled." Several respondents noted that the topic 

was covered "lightly," "received almost no time," was "a iittie shoq" or received 

"almost no emphasis." A couple of attendees don't recaii any coverage of classroom 

assessment techniques or test-writing, but in admitting that, they hastily add that "...it7s a 

lot to bite off in three weeks," and, "There is a real sense that people are ovenvhelmed 



with what they have to remember," and "The CATs techniques are not where we are on 

day one." 

There were two recornmendations regarding how the classroom assessment 

techniques topic wuld have been handieci: One idea was that it a u i d  have been 

incorporated into the ROPES presentations so that an "expert" would be on hand to 

demonstrate a CATs technique as part of the feedback when ROPES presentations were 

done in the small groups. Another suggestion was that this aspect of the workshop be 

deferred to a later date: 

Maybe ... do content development before you go teachin& and then after you've 
had some time in the classroorn wme back and do evaluation. 

I am not cornfortable with my skill Ievel there (CATs), and BMI did not address 
that. They have a short period of t h e ;  they can't do everything at once, but 
maybe BMI couid cover the stuffyou need to know right now to get you into the 
classroom, then maybe do this on an ongoing basis. 

You know what they should do, perhaps near the end of your first year, is book 
you out of class for a couple of days, send you back into BMI and start sume of 
the classroom assessment M. It will be a lot more relevant to us, we have been 
reading the -dents, etc .,... now we can talk about assessment and other things 

As noted eariier, this recommendation is supporteci by aduit leaming theoiy ( Tyler, 197 1 

and Boone, 1985) relating to both teachble moments and Ieaming experiences. 

A third recommendation, which emerged as a major conceni for those involved, 

focuses on the time at which the BMI workshop is offered. The i n s e ~ c e  typicdy mns 

the first three weeks of August, leaving only one week for a new instructor to prepare 

for the semester. The worst-case scenario occurs in some technology programs that are 

seventeen weeks in length where the instnictor finishes the BMI workshop on Friday 

aftemoon and starts teaching the following Monday, "which is a very short time to get 

ourselves familiarized with a new school, new job and everythg." As one instrwtor 



put it, "That was devastating for me." hstructors stated that this situation causes 

extreme stress which in many cases lasts the entire year. Given this incredible time 

constraint, insvuctors see no way of implementing "d the wonderfùi &' they have 

learned in BMI. Said one: "...ail new courses, ail new lesson plans, and being 

cornfortable in the classroom, 1 just had to survive." Another commenteci, "...in my first 

year, 1 was strung right out." A third observeci, "1 Surviveci ... because I had the fiill 

support of my fady." "1 c m  see how people burn themselves oukW noted another 

instructor, "...I was basically a day ahead of my students, just making sure 1 had the 

idormation for my lecture, 1 focused all my energy on that." Suggestions for improving 

the scheduling of the workshop foiIow: 

To me the three weeks was weU spent, it has good value; but it would have a lot 
better vaiue ifwe could take it and spread it over six months ... and be teaching at 
the same tirne. Something dong the line of modulariring the BMI, offering it 
over a weekend or for two or three days at a tirne. Just offer it over a much 
wider time fiame. 

It rnight be better to take some of the stuff....after the first year or even afler the 
first six mon*; that would help a lot. 1 wuld weed out the more important 
information. 

1 would dennitely suggest that the timing could be improveû a bit. They could 
start BMI earlier rather than towards the start of a new school year. EBMI were 
done a monîh earlier, and the new instnictor has to develop new courses, it 
wodd give them some tirne to work on them. There was one course that 1 didn't 
know anything about ... that was a very important item that I disliked was the time 
that the BMI was offered. 

1 guess what 1 didn't like about it and what was a real downer is the fact that you 
get three weeks of this and then you only have a week to get everything ready for 
your courses. Maybe it would be best to give two inservices; just some of the 
basics and then maybe a foîlow-up in some advanced skills the foiiowing year. 
It's a lot to bite off in three weeks and then you pay the price because you 
haven't had a chance to impiement it for your classes. 

Have more than one offering; deliver it at different times. Last year I finished up 
on Fnday and started class on Monday. There was no time to do any prep. 



Another major recommendation made by respondents centred around the 

diversity of programming at NAIT. There is a very strong opinion among some 

apprenticeship instnictors that the BMI workshop as it is presentiy structureci does not 

meet their needs on a couple of eonts. The most prevalent concem relates to the notion 

that in the apprenticeship programs, which run for eight weeks at a time, the ROPES 

method of instruction ''just doesn't work-" The reason given is that there is simply not 

enough time to prepare and deliver ROPES lessons for the "mounts of matenal" that are 

to be coverd in eight weeks. Moreover, contend the apprenticeship instructors, much 

of the course content does not fit the ROPES formula because it is purely fachal, not 

material that requires a "show-teil-do" presentation and an exercise for reinforcement. 

Apprenticeship instnictors feel that they are being asked to fit a square peg into a round 

hole when they are required to adapt their course materid to the ROPES method. 

Insisthg that the BMI workshop "didn't show me what 1 was going to be facing in the 

apprenticeship program," they point to the "latest and greatest" technology that is 

presented in the workshop, accompanied by strong endorsements of the ROPES method 

(which some interpret as hadg it "pushed on us a Little too strongly"). Apart fiom the 

ever-present tyranny of extremely tight time lines, which they maintain obstruct the? 

ROPES lesson preparation, they note that some programs are badly tacking the 

cornputer hardware and soAware necessary to prepare and deliver "flashy little 

presentations for every class hou? using Powerpoint or some simiiar software. They 

aiso point to budget constraints under which color overheads (also "very strongiy 

pushed" in the workshop) are totally prohibitive at $3 each. While these negative 

observations were voiced by some respondents, there are also apprenticeship instructors 



who are working at preparing lessons using the ROPES method. Said one, "... it means 

an awfiil lot of preparation time on my part, but when 1 deliver if it goes off as smooth 

as ain be. The nice thing about it is it encourages students to ask questions, it gives the 

students 'hands on' right away ...y ou can evaiuate them right away ... I think it provides 

for a richer lesson, but the main thing 1 find about ROPES is it keeps the instnictor 

focused on what he has to teach." 

Another perspective obtained duriag the interviews suggests that the BMI 

method is wunter to the existing iristitute d t u r e  among instnictors. Obseming notable 

resistance to the BMI method by long-term program insrniaon who have been 

dei ive~g lessons in the traditional lecture style, one instnictor found that rather than 

encouraging the new arrivals to refine their presentation skiils using the ROPES formula, 

some are 4bopenly hostile" to the workshop method, and advise the newcomers that "it 

just doesn't work around here." The BMI aficionados, rather than alienate themselves 

fkom the program team, adopt the methods and styles espoused by the "local experts," 

and become defenders of the way things are done in the programs. "1 thllik rather than 

having glitzy presentations, good classroom discussions and good communications 

between instnictors and respect for the students is just as effective as dazzling the& 

obse~ed  one respondent. Apprenticeship instnictors repeatedly suggested that during 

the BMI workshop separate smd-group sessions shodd be held for them so that they 

could "get ideas &om people who are teaching the same kinds of students." Contendhg 

that the "apprenticeship side of things A s  totally Werent nom the technology side," 

instnictors in trades programs expressed the opinion that the BMI workshop does not 

rnirror what happens in their programs, but it does reflect what "is going to happen in 



one- and two-year programs." One instnictor summed it up by saying, "It is good to 

have BMI, but 1 think it's more geared to the two-year programs, where we 

(apprenticeship) are an eight-week program. I think the BMI muld be developed a Me 

differentiy for apprenticeship eauUng." 

Whiie the apprenticeship instnicton were most vocal about the disparity between 

the "ideals" preseated at BMI and %haî actualiy goes on in the classroorn," others 

voiced similar concems about the amount of material they are expected to cover and 

thei. inability, because of the time wnstraints, to utiüze ROPES on a continuai basis. 

Said one instnictor in a technology program, "There is no way I would have been able to 

cover the matenal that was there if 1 had done ROPES lessow wery &y." 

It would seem thaî across the instmite, wery course is absolutely laden with 

totally necessary fàcts, processes, and procedures, none of which can be dispensed with 

(on the advice of program Advisory Cornmittees), and many of which are adaptable to 

ROPES lessons but are not being delivered by that method because instnictor workioads 

prevent theû implementîng the BMi model. 

Other recornmendations to irnprove the workshop included the foliowing 

suggestions: (1) sessions on ''technical" and "mechanical" procedures such as using an 

overhead projector, c h @ g  a buib in a projector, effective use of whiteùcards and E? 

charts, and advice about how to arrange classroom seating, where the instnictor should 

stand. and other "practicai'' m e r s  that would increase innnictor cornfort Ievels and 

promote student interest and attention. (2) hints or tips on how to motivate students 

when they are uninterested in a topic or being disruptive. These topics were covered in 

role-playing situations, but some participants felt they would have benefited fkom more 



prescriptive guidance. (3) make sure that the workshop facilitators "know their 

audience" so that they are not '?aiking over the heads" of participants. Not everyone has 

"universiîy English" and some "really felt le& out when that happened." 

Interviews with Administrators 

As noted in Chapter 3, Methodology, tnangdation of data for this research was 

achieved by interviewing institute administrators at the program head level as weU as 

workshop leaders. This section presents the opinions and perceptions of the BM1 

workshop as articulated by (1) two administrators (Program Heads) who have hired 

several new instnictors over the past two years and whose duties include classroom 

instruction and direct supe~sion of instnictors, (2) the workshop coordinator who has 

been involved with the BMI training for the past five years as a facilitator and a producer 

of workshop modules, and (3) a workshop facilitator who has a 15-year involvement 

with BMI, and who is also an assistant program head in an apprenticeship program with 

duties that include classroom instruction and direct supervision of instruaon. 

Demographic &ta on these respondents is presented in Table 3. 

The questions posed to these participants were consnucted and piloted with 

carefiil attention to the purpose of the study: to determine the extent to which it is 

perceived that newly appohted insmictors are effectively prepared for their role as a 

remit of the training provided by the BMI workshop As in the previous section of this 

chapter which communicated hdings of the i n t e ~ e w s  with instnictors, the narrative 

provided here is organized according to the I n t e ~ e w  Guide for Administrators 



(Program Head) as dexribed in Chapter 3 and show in Appendk D, and wiU clearly 

state their views of the effectiveness of the workshop. 

Perce~tions and O~inions of the Effectiveness of BMI 

A total of ten open-ended questions were prepared for these interviews. 

Carefdy parallehg those asked of instnictors, but adapted to capture the 

administrative perspective, the questions focused on the key themes of workshop 

content, foiiow-up, and recommendations. 

Obs-g that the preparation of lesson plans is "very important" and "a major 

wrnponentn of the instnictional role: "Every instnictor is responsible for his or her own 

set of personal lesson plans and I think that's a highly personal thing. ..," both program 

heads felt that the most beneficial aspect of the BMI workshop is that new insbuctors 

corne to the5 prograrns with a "fhnewor~" a "stnichire" for building lesson plans 

according to the ROPES method of dehery. Said one, "1 think it's (ROPES) probably 

an exdent  way, a framework we'U say, to build your lectures on." The other stated, 

". . .delivering the lesson plans using the ROPES method is how we do it here.. -1 certainly 

support that method of instructionai delivery, and 1 encourage my insauctors to do that." 

Another "very important part of the instnrctor role," it was noted, is evaiuating 

student performance by meam of testing and other methods. According to one 

respondent, an apprenticeship program can expect to deal with approximately 900 

midents per year, so these are components of the job that the instructor is expected "to 

have a fùll understanding of" 



Interpersonal communication and teambuilding skills were identifieci as a "really, 

really big part of being an iostniaor, no matter what program area ..." The prograrn 

heads agreed that the BMI workshop is effective in preparing new instmctors for these 

major elements of their instructiouai role. ' M y  perception is that it @Ml) workç well, 

and it's a very necessary part of preparation for instruction," said one. "1 think if's 

tremendous for thern to have a triai run at classroom instruction and a littie bit of peer 

consultation that goes with it." From the perspective of  the program heads who were 

interviewai, the strengths of the BMI training are definitely believed to be: (1) teaching 

the ROPES method of instruction, (2) providing the practice teaching sessions, and (3 j 

introducing teambuiiding behaviows. These opinions concur with what instmctors 

expressed on points (1) and (2); however, instructon in the apprenticeship prograrns 

were highly criticai of the teambuiiding component of the workshop. It should be noted 

that they were not objecting to the concept of teambuilding, but rather to the timing and 

nature of teambuilding activities arranged by wo rksho p facilitators. 

The program heads feel that the BMI workshop is "really sigiuticant" in helping 

new instnictors h v e  their first year, "particularly for those who have no expenence." 

"They have to have it, absolutely," observeci one. Noting that he h m  instniaon 

describe the training as "high powered, intense, a tremendous arnount of acbvity," the 

other called it "an essential component, as far as 17m concemed." 

Administrators feel that two kinds of follow-up to the BMI workshop are 

essential to the effectiveness of new instniaors. The first, and pouibly the most criticai, 

is follow-up in the form of assistance and mentoring that new instmctors receive £kom 

both their prograrn administrators and feiiow instmcton. Both program heads are 



keenly aware of their responsibility to help the newcomers settie in and find their way 

around, to provide them with whatever materials and supplies they need to get aarted, 

and to ensure that they are "comected" with an instnictor who can help them through 

their first teaching assignment. Nothg that "whenever possiblennew instructon in their 

pro- are givm an opportunity to audit classes before they begin instruchg, the 

interviewees also pointed out that new instructor assignments will Likely be courses in the 

first year of the program, "basic &and lots of shopq" which are "generally a Little 

easier to get going in ternis of skill requirements and so on." Moreover, observed one, 

"You can't give a new instructor a brand new course to teach. There's no way I wodd 

ever do that, no way." One program head descn'bed the team approach to instnicting 

that is employed in his program where three instmctors share equaiiy the theory, shop, 

and math wmponents of an eight-week apprenticeship session. If a new instnictor is a 

member of the team, he/she is assigneci the "easies lectures," is provided with the lesson 

plans, and is coached dong. This type of encouragement, support, and mentoring was 

identifieci by instructors as extremely important during the fist y-, however, a couple 

of inteMmees admitted that they had received no mentoring whatsoever, and very little 

support fiom cdeagues in their programs. Among the instnictors interview& for this 

research were three whose s u p e ~ s o r  is one of the program head interviewees. Worih 

noting is the similarity between insÉnictor and adrninistnitor testirnonies regarding the 

kind of support and mentoring that chuacterize orientation of new instructors in that 

partidar program. 

The second kind of foilow-up deemeà by administrators to be very signifiant in 

enhancing instructor effectveness would be a three-way partnership involving the new 



instmctor, the BMI workshop facilitator (or someone f?om Human Resources who has 

the necessary expertise), and the program head. Hastening to ciarify the objective of this 

exercise, the proponent stated his belief that it would be a vaiid way to provide formative 

evaluation of the instructor, to identify gaps in the BMI traliing, and to give the program 

head a better opportunity to iden* and impiement remedial action when necessary. 

Recognizing that the process would n e d  fine tuning, he suggested that a combination of 

classroom observation, discussion about response to the Stu&nt Feedback on 

Ilt~trtlctiorz, and inseuctor opinions about their own strengths and struggles would 

undoubtediy Iead to usefiil dialogue. The key element, he feels, would be structure - 

setting dates, times, places, and d e h g  produres so that the follow-up is part of the 

orientation process for a newly appointed instmctor. 

The administrators, while sharing generally positive perceptions about the BMI 

workshop, were able to offer remmendations for improvement. As suggested by 

ùistnictors in response to the same question, the timing of the workshop is seen as a 

target for improvement. It should be offered eariier so as not to run so close to semester 

start-up, or it should be rnoddarized and presented in two-day sessions, for example, 

over the entire semester. 

hother remmendation which echoes the sentiments of instnictor inteniewees 

relates to the content of the workshop. It should have a stronger "practical, mechanical" 

component which indudes orientation to "the processes that are standard across the 

institute (for o r d e ~ g  photocopies, do-visual material, and other supplies, for 

example) In the sarne veh, it is felt that newly appointed instnictors should spend at 

least one full day with their program head before beginning the workshop Uistead of the 



present two-bour "meet and greet" session. Spendïng tirne in their own prograrn senip, 

being given their instnictional assignments, being made aware of resources within the 

prognun - these are believed to be ways in which the new instnictor could be helped to 

prepare for the BMI workshop. Right now, suggested one program head, "They are 

playing at putting together a presentation because they are not dealing witb the material 

that they are actudy going to be delivering." The perception is that the stress and 

&ety that new instnictors feel over the practice teaching cornpoaent of the workshop 

as well as over their upcoming debut classroom performance would be diminished if they 

couid be preparing lessons that they wiU amaüy use in their instructional role. 

Another recommendation is that the BMI workshop have seasoned "master" 

instmctors f?om around the institute achially prepare a ROPES lesson and deliver it, 

either Live or on videntape. Noting that "the oniy people they get to observe in the BMI 

are new instnictors like themselves," the prograrn head who made this observation 

suggests that aew instructors could benefit greatly fiom an experience that would "give 

them something to aim for; they can see what works weU." Adding that he would be 

willing to participate in the creation of a such a video, this prograrn head feels that "some 

way of auditing" a class that they will actuaiiy teach is a real need for new instnictors. 

Recommendations were aiso made relating to allocation of resources to the %MI 

workshop. Believing that workshop facilitators are "spread way too thin during the 

BM&" one program head suggested that there should be "a lot more resource 

availability" enabhg participants t O have greater interaction with the facilitat ors when 

they are preparing lesson plans, etc. A suggestion was also made that the workshop 

component introducing new inNuctors to Powerpoint and other cornputer programs is 



"jus enough to tease them." Giving a new instructor the impression that hdshe will 

walk into an office environment that is fùiiy equipped with the Iatest technology and 

practice the great stuf f  they have been exposed to is a fm cry fiom the reality of many 

programs at the institute where what they are more Likely to find is badly outdated 

equipment (provided they even have cornputers for instructors at ali). 

In surnmary, the program administrators perceive that the BMI workshop is 

definitely an effeaive way of preparing new iostnictors for their teaching role; however, 

there are components of the training that could use fine tuning. 

Interview with Workshop Facilitator 

Ten questions were asked during the interview with a workshop facilitator. 

These, iike the questions asked of the administrators, were crafted to elicit the 

facilitator's perceptions of the effectiveness of the workshop. The narrative foliowing is 

orgsinized according to the InteMew Guide for Workshop Facilitator as discussed in 

Chapter 3 and shown in Appendix E. The facilitator's flfkeen-year involvement with the 

workshop in the capacity of a small group leader has contributeci to the nchness of his 

expenences with BMI and enables him to share the deep insights that derive fiom such a 

lengthy association. 

Perce~tions and Opinions of the Effectiveness of BMI: 

The first two observations made by the respondent about the workshop are (1) 

"It's a very intense three weeks. It is really, really threatening to even the best 



participants (those who have some experience) when they see what we need to work 

through in the three weeks, even they becorne somewhat nightened by it." (2) "1 think 

it's a good program; 1 think it's an excellent program. ..I think it gives a new instnictor 

who has just come in fiom industry ... an idea of what it's going to be like in fkont of a 

group of students. 1 think it is a tremendous self-concept builder, an ego buildier ... by the 

end of it they corne away having the knowledge that they can do this-they can develop 

a lesson, they can get up in front of a group and present it and survive ... and it gives them 

some excellent skills, tools, and knowledge that they can go into a classroom and 

Suvive. " 

Believhg that the workshop " prepares new instnict ors very weil," the facilitato r 

points to the course development, lesson plan (RûPES) development, and "people 

skilis" development as the most beneficial aspects of the training. He is aware of the 

resistance by some instnictors to the teambuilding component but is convinceci that it 

should be retained in the workshop because "...they can benefit fiom those teambuilding 

skills persody-they can grow p e r s o d y  ... and apply these concepts to their classroom 

setting and to their relationships in their own office bank." 

He is also very aware of the "opinion of rnany trades instructors that we don? 

have time to prepare ROPES lesson plans," and he agrees that the "phenomenal" amount 

of material to be covered in the eight-weeks is daunting He beüeves that instnictor 

defensiveness of  the^ negative stance regarding ROPES stems fiom an "al1 or nothing" 

approach, "we have to present every lesson in a ROPES way." When the: see that t k y  

cannot manage that, "they throw up a wall and they don? do any of it." The workshop 

facilitator, as an instmctor in an apprenticeship program and a proponent of the ROPES 



method as "one of the best ways to present," suggests a strategy for dealing with this 

dilemma that he feels "has worked." His approach is to separate the wurse content into 

three segments: (1) material that is fachial k e  codes and such, "really easy," (2) 

concepts that are moderately diffidt, and (3) topics or concepts that are very difljcult. 

He assigns for home reading and study the "easy" materiai, foiiowing it up with a take- 

home assignment that is turned in for marks "so 1 know that they have done it." He 

makes it clear to the students that "this is the idormation that you are responsible for, 

this is the miff that you.. .cm leam on your own." Secondly, he prepares ROPES lesson 

plans (modifiesi in some cases to fit the tight time hes) for the somewhat and very 

d i f i d t  topics, and that's what classroom time is spent on. He also advocates building 

ROPES lesson plans that may incorporate three or four of the five steps if they can't d 

be fitted in, and is convinced that there is definite ment to this design. The challenge he 

acknowledges, is to get hstmctors to ''understand that concept.. . [then] they wouldn't be 

so defensive." 

On the issue of foiIow-up to the BMJ workshop, this respondent acknowledges 

the "staged" characteristic of the present process where a facilitator fiom the workshop 

cornes to a class and observes a new instnictor presenting a ROPES lesson; but he 

maintains, nevertheless, that there is value in this procedure. He noted that "something 

such as you are doing" (iite~ewing) participants six months or a year after the 

workshop would be a good fom of foilow-up. Expanding on that theme, he suggested 

that the staf f  training department w d d  hold focus group sessions at intervals throughout 

the first year foUowing the workshop and ask questions such as those being asked in this 

research. 



Responding to the assertion by apprenticeship instructors that the small groups in 

the workshop needed to be homogenous, e.g. composeci of ail apprenticesbip instructors 

or ail business instnictors, the workshop kiiitator wnceded that there might be "some 

relevance7' to this setup. He observed, however, that ifthis were the case, then the 

faditator of that srnail group would need to have the same background as group 

members. The intent of the practice teaching sessions which are a key activity of the 

smaü groups he noted, is not necessariiy to give new instructors a chance to practice 

teacbg their particular course; it is designed to provide them with a method, a process 

to follow when delivering a lesson about any topic. "The content is irrelevant," he 

stated, "it's the process that we need to leam and the new instnictor needs to learn. The 

content is a side issue ... and it doesn't matter whether itys eight weeks or two years ... it's 

the process that we are concentrating o d 7  

The facilitator agrees with perceptions of both instnictors and program heads 

that the test-writing, and classroom assessrnent components of the workshop are "a bit 

weak." As do the instmctors and program heads the facilitator also suggests that 

perhaps the moa propitious t h e  to deliver instruction on these topics is not during the 

BMI training, but in ''twday workshop sessions at various tirnes throughout the 

semester." Two solid reasons for supporthg this approach, he believes, are (1) it would 

take some of the pressure off beleagured newly appointed instnictors during the 

"crammed" three-week sessions, and (2) it would make good andragogical sense to 

deliver instruction on topics such as test writing, not when instnictors are stressecl about 

delivering lessons for the fint the, but later in the semester when they are tuming their 



attention to student evaiuation, and just-in-time training on a topic with immediate 

relevance is more iikely to be weli received. 

The facilitator offered a couple of suggestions for improvements to the BMI 

workshop. Noting that the manual currentiy in use is "probably five or more years 

old ... and we are dohg things a bit differently fiorn what's in the boolq" he feels that it is 

necessary to "rewxite the manual to make it more relevant to what we are doing today." 

Another recommendation, sidar to that expresseci by both instructors and 

administrators, is to teach specinc components (such as ROPES) during the three-week 

workshop before new instnictors enter the classroom; then oEer several two- or three- 

day seminars on topics such as teambuilding, classroom assessment, test writing, and 

possibly other ne& that would be identifieci by hitructors in the revised foilow-up 

process. He suggested fiirthernore, that the on-going short seminars could be designed 

to attract "seamneci Uistnictors" who should be reinforcing and refining their 

instructional W s .  He observed that apart nom "a few technical serninars here or there 

to upgrade and maintah their technical skilis ... so many instnicton, once they are into the 

classroom uui be there for ten or twenty years and have never done anythmg to develop 

professionaiiy." A viewpoint held by some instnictors is that they must attend in se~ce  

and take university courses to "move across on the salary scale" but the idea that they 

might becorne more insightfbi or effective practitionen of adult education as a reçult of 

attendance at such courses is greeted with 'ha1 anirnosity." He aiso commenteci: "When 

1 first starteci here.. .we were really encouraged to go out and get a univenity degree and 

a lot of us did that." He cites instances where 30 or 40 instructors would be taking 

university classes that were offered on site-the result of institute efforts to "make it 



easier for us to get courses." He concludes: "From my perspective, 1 don't see that the 

institute is encouraging instmctors to go out and get a degree, and get some formai 

ducation in that sense. That's an issue that aiso needs to be dealt with." 

In summary, the workshop faatator believes that the BMI workshop is an 

effective way to prepare newly appointed instnictors for their instructional role. 

Achowledging that the strength of the workshop is clearly in its approacli to lesson 

development and presentation (ROPES), he identifies areas that are in need of 

improvement; however, "for those instnictors who are brand new out of industry. 

haven't ever presented to a group, haven't ever taught before. and are quite in awe as to 

what this new career is that they are getting in to, ... 1 thllik it's an excellent sumival 

tool." 

Interview with Workshop Coordinator 

The coordinator of the BMI workshop is responsible for ensuring the overail 

implementation of the project. Soliciting opinions regarding content, procuring group 

leaders, planning and scheduling sessions, managhg the various components of the 

project, delivering lectures on specific topics, and troubleshooting throughout the three 

weeks are some of the tasks that the coordinator undertakes as part of the role. 

In an i n t e ~ e w  with the workshop coorâinator, his impressions about the 

effectiveness of BMI were solicited by means of eight open-ended questions that 

concentrated, as did those asked of other respondents on the key wmponents of the 

training. A lengthy history in instruction, administration, and coordination roles has 



contributed to the firm opinions held by the inte~ewee about the current workshop, as 

weli as about the strengths and deficiencies in present institute praaice relating to 

professional developrnent of acadernic As in the previous sections of this chapter 

which conveyed hdings of the interviews with other respondents, the discourse 

following is organized accordhg to the interview Guide for Workshop Coordinator as 

described in Chapter 3, and shown in Appendix F. 

Perce~tions and O~inioas of  the Effectiveness of BMI 

The workshop coordinator believes that the most signincant impact BMI has on 

new instructors is "that they can lave with confidence in their ability to deliver a lesson 

and cornpetence in an approach (ROPES) which enables them to be effective." 

Observing that at the outset of the workshop, ' aey  are quite fnghtened, the majority of 

them," the coordinator sees a vast change between the quality of their initiai 

presentations and "what we see over the next three weeks." Admitting that he is not 

sure about the effdveness of every dimension of the workshop training, he refiects 

that, "At the very least, they could prepare and deliver a lesson quite effêctively." He 

believes that were it not for the workshop, new instructors would "stniggie initially 

much more than they do." Citing his own obsewations of insauctors who have been on 

the job for a semester or even a year before taking the workshop, he sees that while they 

are "much more cornfortable standing and presenting," he remarks that the quaiïty of 

their presentations is subject to wide variability. He believes this is because prior to 

being trained in the ROPES method of presenting, they do not have a "systematic 

approach" to preparing a lesson that will ensure a consistently "positive expenence for 
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leaners." "Their delivery method is ail over the map," he notes, and he cites anecdotes 

fkom instnictors who declare that "they realy stmggle without the process that ROPES 

provides for them." 

On the question of foilow-up to the the-week training, the coordinator feels 

that there are three mechaniuns that would provide fUller coverage than is now existing. 

The classroorn observation component which is currently in place occurs during the kst 

year, and while he feels that it is a usefùl vehicle for providing feedback to the new 

instmctors, it often doesn't take place until late in the second semester by which t h e  its 

value in providing formative feedback is ahost completely los. So, his first suggestion 

is that the classroom observations be d e d  out as mon as possible after the 

workshop-definitely during the first semester when recomrnendations for improving 

lesson preparation and delivery can be offered early enough to be incorporateci hto 

fuhire lesson plans and practiced throughout the year. 

His second recommendation for follow-up, which has been suggested by ail other 

inte~ewees, is that blocks of time be set aside on a monthly basis over the fïrst year for 

aiI workshop participants to attend seminars on additionai topics, or subjects that are not 

M y  covered in the present program. The workshop coordinator feels that such a 

venture would establish the suppon network new instructors need to answer theu 

questions, solve problems, and generaily deepen their understanding of andtagogicai 

theory. He notes that moral support is often strong within programs and new instmctors 

generally get sufficient encouragement from their colleagues; but sometimes their 

greatest need is for instruction in a panicular technique for which they need advice and 

coachhg from an expert. "Our real desire," he States, "is to keep them together so that 



they wiii consider their £ira year of employment as an orientation." He believes that 

BMI needs a "more prolonged process which should. .. help us provide some redy good 

feedback to the program supe~son that says, 'tbis person has got a'." He recognizes 

that there would be baniers to impiementhg such a scheme: time, of course, and 

agreement &om the instihrte which would need to allocate resources. A new program 

utiliPng educatioeal techoology which wiil provide training for f d t y  in a total of26 

modules ranghg f?om awareness to advanced authonvare tools is being piloteci at the 

institute this fd This hovation, (the r e d t  of coflaboration with eleven coileges across 

Alberta) will see BMI participants foUow through with training on ten core modules with 

a view to having them eventuaüy amplete ail 26 and receive certification. 

The third remmendation made by the workshop coordinator for improved 

follow-up is a peer consultation program W~thin a cluster of progranis or within the 

program itseE he envisions an instnictor who d d  formdy take on the role of 

mentorkoach of a new instructor for one year. The mentor would be a " r d  advocate of 

BMl," sorneone who had gone through the training within the past three to four yeam 

"so thqr are stdi attuned to it." There would be rewardkcognition for the assignment 

which would require irnplernenting peer consultation tools. The duties would include 

regular meetings with the new UIStnictor, classroom observations, and "ongoing 

formative feedback and support for the new instxuctor." The coordinator believes that 

implementation of those three steps would ensure solid support for and evaluation of 

newly appohted insouctors. 

Regarding administration perceptions of the BMI workshop, the coordinator 

believes mppon "is mixed" right now, but he feels that increasing numbers of deans as 



well as program heads "are speaking quite positively" about the training. Admitting that 

he has no hard data to support his contention, he %as a sense ... that the new instructional 

&are reasonably solid performers in the classroom"-an outcome that he credits to 

the new approach by BMI to place a stronger emphasis on adult leaming theory, leamhg 

styles, and a systematic dehery method. There is, among certain administrators at the 

institute, a strong conviction that the prirnary criteria for k g  uimuaors is a high 

degree of technical expertise in their content areas, so much so that some program heads 

will take a person with w& interpersonai, supervisory, or organizational skills ifthey 

possess impressive occupational credentials. A rishg tide of resistance to this mindset is 

builhg because of problems associateci with instructor deficiencies in those soft sHs .  

Cleariy, the ideal candidate will possess a good masure of both; however, the newly 

appointed instnictor who anives for BMI training without a predisposition towards 

certain attitudes about leamhg and adult learners wiii most certainly stniggle, if not 

ultimately fail, or at the very least h d o n  ineffeaively, as an instructor. Brooffield 

(1985) quotes Apps (1981), Stephens and Roderick (1971) and Heath (1980) in d e w g  

"exemplary instnictor characteristics derived nom a review of humanistic 

psychology"@. 133). He says: 

Thus, exemplary instmcton are concemed about learners, are knowledgeable in 
their abject, relate theory to practice and their field to other fields, appear 
confident, are open to different approaches, present an authentic personaiity in 
the class, are wiiiing to go beyond class objectives, and are able to mate a good 
atmosphere for Ieanilng. 

Moreover, he observes that "teachers of adults. .hice people and a a  inteliïgently toward 

them; they are wurteous, good humoured, tactfùl, fair, energetic, articulate, imaginative, 

and adaptable." (p. 133) The BMI workshop in its present format can train potentid 



instmctors in the technical skills required to prepare and present an effective lesson, it 

can introduce basic andragogical principles in abbreviated form, and it can provide 

snapshots of instructional activities nich as test-writing, classroom assessment 

techniques, and classroom management; but it cannot hope to do more than that in three 

weeks. It is needful that program and institute administraton commit very strongly to 

supporthg professional developrnent for instmctional staft; not only during the BMI 

workshop, but throughout their tenure at the institute. 

The workshop coordinator agrees with the opinion of instnictors that the test- 

writing and evaluation components of BMI are at present "a Iowa priority." Identifying 

the greatest need of newly appointed insauaors as "the confidence to stand and present 

an effective lesson," he says that the BMI workshop provides "the process that will allow 

that to occur." Outside of this very basic objective, he notes, are the attempts to "open 

people' s eyes.. . to the other things.. .critical thinking, cooperative learning, creativity . . . 

that wiii enhance the ROPES method." Strategies have been identified to address the 

shortcoming in this year's workshop, he noted; and in the long tenn, the plan to extend 

BMI training over a full year will provide a much better oppominity to address topics 

nich as test writing and classroom assessment when more tirne is allocated to them. 

Furthemore, instructors wiii be more receptive to the material when it is the centrai 

focus ofthe seminar, rather than peripheral matter as it is seen to be during the intense 

workshop. 

A characteristic of the workshop of which trades ùistnictors are critical is the 

composition of the smaü groups. Currently comprised of a cross-section of instnictor~ 

from a veety of schools and prograrns across the institute, the groups would be more 



effective, suggested the respondents, if they were homogenous-consisting of instmctors 

fiom a particuiar instructional milieu. It shouid be noted here that this suggestion carne 

repeatedly fiom apprenticeship instnictors whose rationale for limiting the mix is that the 

apprenticeship courses are so vady different f?om the two-year programs that 

instfucton arperience real dfiailty relating the methods taught in BMI to theû actual 

teaching assignrnents. Interacting with others fkom similar programs would, they 

bebe,  deepen their insights and provide an opportunity for them to leam different 

techniques that they are certain would fit their unique instructional environment. The 

workshop coordinator cornmenteci on the present practice, notïng that having digerent 

program areas (such as engineering, technologies, trades, business, etc.,) represented 

throughout the s d  groups was an intentionai decision. "The philosophy behind that 

was to expose people to dSerent approaches ... and that wiil broaden their horizons." 

The second reason he gives is that, ".. .we need to have s taE  that have a seme of the 

entire organization, and if they w o w  it to the apprenticeship side, they only see that 

dimension ..." He beiieves it is possible to address the angst of apprenticeship instructors 

who feei the workshop is not addressing their instructional reaiities by "providing an 

opportunity for them to present to one another," newertheless, he feels that as an 

educational institute we have a responsibility to present "alternate ways of doing things." 

He beiieves that the whole ara of methods of delivering insrniaion is ripe for a major 

review and overhaul. New and continuhg developments in instructional technology, the 

"new breed" of students who see themselves as customers and expect high levels of 

satisfaction for their education dollars, the ever-rising levels of education that students 

possess upon entering technical institutes, the "entrepreneurial" thmst of post-secondary 



education where government funding is Linked to KPI indicators and revenue-generating 

programunhg - these are sorne of the factors that are ment ly  affecting decisions on 

instructional rnethods in our stmctured educational environments, and their impact will 

continue to be felt as educators experience increased pressure to shift with whatever 

professional wind is blowing at the t h e  or submit to the dictates of political 

officeholders who attempt to use them (us) to achieve whatever ends they deem 

desirable. It will be important for adult educators to have a clear and observable 

rationale of professional practice so that they wiil be taken senously and included as 

active participants in deciding future educational directions. This will necessitate a 

Merent approach to human resource development within educational institutions, an 

approach that will be reflected in increased investment in faculty training prograrns and a 

recognition that professional preparation and in-service development wiU be LifeIong 

pwsuits. 

Summary 

This chapter has presented the hdings of the structured interviews conducteci 

with facuIty at a post-secondary technical institute for the purpose of detennining their 

perceptions of the effiiveness of the instructor preparation workshop offered to newly 

appointai instnictors. The 17 instnictors, 2 administrators, 1 workshop facilitator, and 1 

workshop coordinator who participateci in the study were manimous in their perception 

that the three-week training is a necessary and effective means of providing minunal 

preparation for instructional roles. On-going professionai development of faculty is 



deemed highly desirable in this educational sethg where instructor profiles encompass a 

wide range of techicai, occupationai, and professional backgrounds. 



C W T E R  V 

CONCLUSIONS, IMPLICATIONS, AM> RECOMMENDATIONS 

Introduction 

This chapter summarizes the findings of the study and presents conclusions drawn by the 

researcher. Implications of the conclusions, particularly for those involved in professional 

development planning at the institute where this study was done are discussed. Recornmendations 

for future and m e r  research conclude the chapter. 

The sumniary and conclusions presented here will be organized according to the sub- 

questions that guided the research. Four of these sub-questions relate to instructor perceptioiz 

regarding the key content areas of the workshop: course planning and development; lesson 

planning and developrnent; presentation of lesson material using the ROPES method of 

instruction; and interpersonal communications with students. The finai sub-question focuses on 

the perceptions of institute administrators around the effectiveness of the BMI workshop. 

Course Planning and Development-Sub-Question #1 

Sub-question #1 asked: How do inswctors perceive their course development skills? Do 

they feel competent to develop a course in their specialty area within prescribed guidelines? 

Condusion: Insmietors perceive that as a result of taking the BMI workshop, they are 

capable of developing the content for a course in their specialty area within 



the prescribed guidelines. 

S u m m a r v m  

In very few cases are new insauctors expected to develop a course "&om scratch." 

Generdy, they are assigned to teach an established course, one that foms part of the present 

cuniculum with course outlines, exarns, resources, and support materiai already in place. 

Instnictors noted that for the "fmt t h e  through," they do not make rnany changes, preferrhg to 

follow the misting course outhe but making minor adjustments here and there while notïng what 

they would like to do differently in the future. Occasionaiiy, new instructors are hired because 

their occupationai expertise is required either to provide guidance for development of a course 

that has been added to the cumculum of an existing program, or to help launch a totdy new 

program. The ability to take a large body of idormation (such as a course in geophysics) and 

arrange it into sequentiai, manageable parts enables instmaors who find themselves in 

development roles to see the whole picture and to envision the relationship between various parts 

of the course content-a skiU that is essential for developing achievement-based objectives and 

lesson content. Of the instnicton intervieweci for this shidy, two had undertaken major course 

development ta& when they were appointeci, and they said the workshop activity on this 

component, coupfed with the manual which they retain for reference, provided excellent guidance 

to lead them through the steps of building a course outhe that defines units, topics, sub-topics, 

and a tirne schedule for a course. While it is understood that the BMI workshop module on 

course development could be supplemented by fùrther studies on this topic, instnidors feel t l iy  

can effectively develop course content. 

A major concem of respondents surroundhg the issue of course development, however, 



is that m e n t  instructional assignments aliow almoa no time for such undertahgs, and 

diminished resouces make it unlikely that workloads will be adjusted to f?ee instructors for 

extensive development activities. Another observation nom participants in this research is that 

courses in some program areas are badly in need ofupdating and revising, but present deficiencies 

in equipment and technology wodd obstnict irnplementation of new methods and techniques. 

Im~lications 

The expertise in couse development that instmctors acguire during the workshop, when 

coupled with their s p d c  skills or knowledge in a particular field or abject area has implications 

for both instructors and students. Designing courses that are complete because they have 

carefiilly incorporated all the aspects of planning and delivering produces a reliable foundation for 

the adult educator to build on. This ensures the safety of the instnictor, which, in adult leaming, 

is as important as the dety of the student. When course design is appropriate because it is based 

on proven principles and practices, hstructors approach their teaching duties with confidence and 

students respond as they discover that the design works for the achievernent of required skilis. 

At the institute where this midy was done, the design, structure, content, and timing of 

courses offered are the result of dialogue and collaboration between extemal stakeholders such as 

the Apprenticeship and Industry Training Branch and program Advisory Cornmittees on the one 

hand and institute development teams on the other. The roles include safeguarding the integrity 

of discipline concepts and en-g that training approaches honour the principles of andragogy. 

An expert resource person with dual abilities to address course design issues and represent thp 

discipluie can be a valuable member of a development tearn. The impact on program budgets 

through swings on the coa of paying extemal consultants is also an implication of having skilied 



course content developers among institute faculty. 

Lesson Development and Delivery-Sub-Questions #2 and #3 

Without a doubt, the most signifiant, demanding, and time-consumùig component of the 

instructors' role is preparing lesson plans and delivering them in classroom, lab, and shop settings. 

For this reason, two subquestions (#2 and #3) guiding the research are related to this aspect of 

the BMI training. Conclusions for each sutquestion are presented separately; but because the 

topics are so closely related, implications for both are described in one section. 

Sub-question #2: How do *ffl~t~cton perceive their lesson planning abilities? Do they 

feel competent to prepare lesson plans that define the major steps, sub-steps, and spport 

knowledge neceçsaty to enable students to reach the instructional objectives of the course? 

Conclusion: Instnictors perceive that they are competeat in the preparation of lesson 

plans that enable students to meet the instructional objectives of the course. 

Summarv of Findines 

This module of the BMI workshop provides instructors with four s e p s  for developing 

lesson plans, lads thern through objective-Wnting exercises, and teaches them how to develop the 

support knowledge and content steps to reach the objective. Both ùistniaors and administrators 

believe that BMI is effeaive because it provides a "fiamework," a "structure" on which to build 

lesson plans. Also very beneficial, they note, is the fact that they are working with topics from 

their areas of expertise, so they have a cornfort lwei with the material and are able to concentrate 

on building the lesson plan. An interesthg observation about this aspect of the BMI training is 



that participants with Bachelor of Education degrees (three were inte~ewed) felt that they were 

better prepared for the lesson planning component of their role because of the approach they 

learned in the workshop. 

There was considerable disaission about the objective-writing component of lesson 

preparation arnong apprenticeship instnictors who do not compose objectives themselves. For 

each course ki each eight-week apprenticeship offering, instructional objectives are prescribed by 

the Alberta Apprenticeship and Industry Training Branch of Alberta Advanced Education and 

Career Development. Iostnictoa are required to build the lesson plans developing the steps and 

sub-steps to achieve the objective, but they do not determine the objectives. 

Subquestion #3: How do instnictors perceive their abilities to prepare and deliver an 

effective presentation foliowing the "ROPES" (Review, OveMew, Presentation, Exercise, 

Surnrnary) method? 

Condusion: Instructois perceive that tbey a n  eff'tive in preparing and preseating lesson 

content utüizing the UROPES'' method of delivery; however, instructional 

loads, curriculum content, and course schedules render utiiization of ROPES 

on a continuai basis impossible 

InteMew responses indicate a very high level of satisfaction with this component of the 

BMI workshop which employs a -part process: (1) a d y  preparing lessons following the 

ROPES format, and (2) delivering the lessons to a group of peers who provide irnmediate 

feedback. The ROPES method of lesson preparation is describeci as ''very valuable," "the moa 

usefui t h g  I've done," "a good basic fomuia," and "a great tool for a starting instructor." 



Instnictors say they have a focus, they feel o r g e e d ,  and they have more confidence when they 

h o w  they wiU be delivering a weli-prepared ROPES lesson. The second step in the process- 

the practice teaching sessio11~--~a~1sed much stress and amOety among participants; nevertheless, 

they were deemed to be '%ery beneficial," "the most useful, practid thing," and "a real 

confidence builder." Instnictors felt that the opporhrnity to aaually practice delivering a lesson 

was the best preparation they wuld have had for what they wili be doing in the classroom. niey 

valued the peer feedback, they felt supported and encourageci by the workshop leaders 

throughout their sessions, and they came away "believing that they had the skills to suMve." - 

Comments about increased awareness and sell-confidence, and about the camaraderie of sharing 

the experience with others who "are in the same boat" l a v e  no doubt that instnictors learned 

from and valued this feature of BMI. The three most positive outcornes of the practîce teaching 

sessions, as perceived by interview respondents, were that it: (1) hproved teaching performance, 

(2) sharpened presentation skilis, and (3) generated a spirit of professionai collegiality among 

attendees. 

A major drawback to this highly desirable method of delivering a cleady organized, well 

prepared lesson that virtually guarantees student understanding of the topic is that instnictors 

have found the preparation t h e  for each one-hour ROPES lesson to be anywhere ftom three to 

six or seven hours, depending on the complexity of the subject. Moreover, delivery of a lesson 

that incorporates ail five steps as prescrïbed by ROPES takes so much class t h e  that course 

content would need to be cut in halfifeach topic were presented this way. Frustration over this 

dilemma was evident during in te~ews  with instmctors f?om aii  program areas, and mild hostility 

towards workshop facilitators who are perceived as "pushing the ROPES method" was expressed 



by -ctors in apprenticeship programs who feel that ROPES "just doesn't work" in the eight- 

week delivery format of apprenticeship training. Although aU instnictors voiced concems about 

the time constraints Uiherent in preparing and presentïng ROPES lessons, most are attempting to 

follow the ROPES plan but admit that application of this preferred method is sporadic at best, and 

in some cases non-existent in their programs. 

Im~lications 

This portion of the BMI training had a strong positive impact and Ieft a lasring impression 

on workshop participants. Implications of this are that in the future* instnictors wiii be inclined to 

participate in workshops or training sessions of this nature in anticipation of other instructional 

needs being met. Professional development planners at the institute can expect that positive 

training experiences will lead to increased participation in in-se~ce education, an outcome that is 

highly desirable because of the dual opportunities it provides: (1) for new instiuctors to receive 

further training and (2) for seasoned instniaors to share their professional expertise by facilitating 

BMI or in-service workshops. Utiiizing a pool of "in-house" presenters and leaders at 

professionai development activities could increase morale and job satisfaction arnong long-terrn 

instructional staff, while contributhg to their continueci professional growth. It could also stretch 

slim budgets and respond to tirne-sensitive needs dowing for expanded offerings and more 

fiequent "just-in-the*' sessions. The spirit of collegiality experienced during the workshop could 

promote the formation of an institute-wide network of peer counseliors who would mentor newly 

appointed instnictors and provide vaiuable follow-up to BMI. 

The conclusion that implementation of ROPES on a continual basis is impossible could 

prove to be demotivating to instnictors and detrimental to student success over a penod of time. 



Newly appointed f a d t y  who discover they are unable to implement the highly acclaimed 

instructional method they have stniggled to perfect codd experience fnstration and demotivation 

to the point of disillusionment not only with the merits of the workshop, but also with the entire 

administration who wdd be seen as d e r  obiivious to or accepting of the barriers which hinder 

the most effective instruction. Equally serious could be the impact on students who find that 

overioaded courses, hascy lectures, insdficient practice the, and instmctor bum-out are not 

conducive to optimum learning and are inconsistent with insiitute claims of providing "quality 

career education." 

Subquestion #4: How do Ilistructors perceive their interpersonal abilities when dealing 

with students? Do they feel competent to engage in active listering skills and to give and receive 

constructive feedback and constructive cnticism in an instructional settïng? 

Conclusion Instructors perceive that they are competent to interact positively with 

students in learning situations; however, some of those interviewed do aot 

credit the BMI workshop with enhaneing their skïi is in this a r a ,  and some 

believe that e1ernent.s of the interpe~ond skilis training were unnecessary 

and imelevant. 

Summarv of Findinm 

This wmponent of the workshop addresses instnictor interpersonal skilis related to 

classroom management and givùig feedback to students as well as being open to student opinions. 



Perceptions of how adequately this component met its objective were just about quaily divided 

with 14 positive and 13 negative wmments. An interesthg observation is that over halfthe 

negatïve wmments came nom instnictors in trades programs; whose opinions ranged from, "it 

was common sense," to 'Yhere was no b d t  at al1 as far as 1 was concerneci." It should be noted 

that these cornmats referred directly to the role-playing and exploration kinds of actkities- 

"touchyy-fey stufY-which trades insûuctors felt did not fit thek instructional milieu; whereas 

sessions on questionhg and listening techniques and on being aware of -dentsy body language 

were viewed as very helpful and worthwhiie. 

The paucity of reaction to what wmprised essentidy one fidi day (8.75 hours) of the 14- 

day workshop coupled with expressecl opinions about the value of other sessions suggests that 

inçtnictors do not perceive a need for the interpersonal aspects of this training. Having not yet 

accepteâ their rnembership in a group whose responsibilities include being change agents for the 

behaviours of others, some instnicton do not see partidar workshop activities as appropriate to 

their new situation. J o h n  and Johnson (199 I), in a summary of Kurt Lewin's principles of 

adult leamhg state that it takes more than idormation to change ideas, amtudes, and behavioural 

patterns; they conclude thaf "people wiU believe more in howledge they have discovered 

themselves than in knowledge presented by othen"(p.22). Brookfïeid (1 985) mates the following 

observations: "As adult leamers, these individuals [teacherq have clear ideas about what are the 

crucial problems, concerns, and issues in their own professional lives. Unless staEdevelopment 

efforts buiid upon these perceptions7 feelings, and experiences, such efforts wiü be seen as 

irrelevant ways of taking up an hour or so of work he"@.250). For workshop participants who 

have yet to expenence their £ k t  teachernearner interactions, role definitions for every aspect of 

the job are still to be solidifieci. They are acutely aware of their need to effectvely prepare and 

98 



present lessons, but somewhat Iess convinceci that they need to practice and r ehe  interpersonal 

skills, 

Im~licstions 

This mindset among attendees regarding the effédveness of the BMI workshop to 

address both felt and perceiveci needs has implications for the design of the in-se~ce program. 

Comments fiom apprenticeship instructon indicate that they believe workshop leaders do not 

have accurate knowledge of the conditions prevailing in theu unique environment; therefore, 

techniques and aaMties Iearned at BMI are not being incorporateci into instructional practice in 

apprenticeship programs. W~despread beliefthat the workshop in its present form is ineffeaive 

because of irrelevant content could cause a decline in support by administraton at the program 

head and dean Ievels. Convinced that the time of newly appoimed iostnictors wouid be more 

profitabiy spent leanüng methods and techniques tailoreci to specific program needs, they could 

raise doubts and concenis about the value of the workshop that could jeopadize its existence. 

Administrators' Perceptions of Instructor PreparednessSub-Question #5 

Subquestion #5: How do administrators at the program head level, as weil as the 

workshop coordinator and the workshop facilitator perceive that instnictors' abilities in course 

devdoprnent, lesson planning and delivery, and interpersonal communication are infiuenced by 

participating in the BMI workshop? 

Condusion Administrators at the program head level, as well as the workshop 

coordinator and the workshop facüitator perceive that the BMI workshop Û 

effective in providing initial training for newly appointed iastructors; 



however, they agree unanimously that improvements are needed in the 

structure and content of the workshop. 

The two administrators who are pro- heads wncurred with instructors who observed 

that the scheduling of the %Mi workshop does not ailow a new instnxctor muck ifany, t h e  to 

prepare for teaching assignments. Moreover, they beiieve that current follow-up to the workshop 

is hadequate and needs restructuring. A suggestion was made that the foliow-up process could 

be vastiy improved by adophg a partnership approach where the new instnictor is mentored by 

and works with a workshop fkilitator and the program head during hidher orientation year. The 

follow-up would be a highly stnictured acbvity with pre-determineci topics covered at specific 

tirnes so that formative evaluation c m  be provided to the instnictor and remedial action 

implemented when necessuy- 

The workshop faciltator and the workshop coordinator also agree that present foUow-up 

procedures are in need of an overhaul. The workshop coordinator proposed a wmprehensive 

follow-up plan that would encompass classroom observations, additional seminars and sessions 

throughout the nrst year, and a peer codtation program. 

AU four administrators agree that the test-writing and classroom assessrnent components 

of the present workshop are weak. There is consensus among them as among instructors that 

these topics would be more positively received and wouid undoubtedly have greater value to 

workshop participants if they were offered Iater in the semester as a one- or two-day seminar. 

Im~lications 

The perception of institute administraton that the BMI workshop, although effective in 

meeting minimal needs of newly appointed inmuctors, is in need of revision has implications for 



faculty development programs at NAIT including such activities as the BMI workshop. A rnacro 

plan for human resource development that would oversee the provision of timely, relevant, and 

appropriate training with oppominities for immediate application could begin to address the 

needs. The nipervisory, statf development, and aaluatiodaccountability management processes 

and practices of the institute could either fanltate or hamper both the planning effort and the 

irnplernentation of such a plan. A critical element of such a planning process, therefore, would be 

collaboration of aii who would be affecteci by it. 

Recommendations 

Recommendation #1: Ilt~frrrctioml asmasmgnrnents must auefuuliy conrider the efement of 

course dewlopment tthcrl comprises apumkuïar I d  

A totally new course, or one that has been extensively revised wiU require much more 

preparation time than a course that is essentidy the same as it was the previous year. Institute 

resources which include experts in the areas of instructional design can be made avaiiable to 

provide guidance and support when course development is required. Given that the instnictor is 

the content expert, dhe should expect to have sufncient time to work with ~ c u l u m  consultants 

to design and organize learning activities that will utilize appropriate and effective i n s t d o n a l  

approaches. 

Recommendation #2: Uptodate equipment and technoIogy must be mu& available :a 

afï imtructors so thor lesson planning arui deiivey cmt reflect 

prevailing modes of ilzsttuctionaI technofo&y. 



Cornputers with capabilities to support advanced and enhanced software and instructional 

technology such as PowerpointQ are presently not available to aii innnictoa. Nor does every 

program area have access to data projectors, the SmartBoardûB, or similar innovations. 

Consequentiy, among individual instructon in any given program, there can and often does exist 

considerable variance in the q- of presentation materials. Even greater discrepancies have 

been detected among technology groups Uistitutewide. It appears that at present, an individual 

or program approach to technology integration and utiiization is the nom as opposed to a more 

desirable global policy that wouid support and sustain the use of technology in instruction. 

Recommeadation #3: IllSf711Sf7ttite aCaninisirators at the exeextive, &m, andprogrmn le& 

lewk mut  dvocate d active& support training for and 

utiZizatz~on of infonn~tïion te ch no log^ t h  wifl u p g r d  rmd 

e n b c e  instructor per$omance. 

The 0rganizationa.i Services Division which is responsible for fadty training and 

development has a plan to provide training in instructional technology for ail staff. The project 

which comprises 26 modules ranging f?om awareness to advanced authorwareing wodd see ten 

core modules defivered nght away so that everyone has a set of basic skills. The intent is to offer 

al 26 modules so that instructional staff and others who desire to can acquire a certificate in 

educational technology. This initiative will need to incorporate a mechanism to recognize the 

hours required to complete the ûaining with provision for the thne fomilig part of instmctor 

workloads. Full cornmitment and support on the part of institute administrators at al l  lwels wiiI 

be vital to the success of this plan. 



Recommendation #4: Course content in both full-time ond qprenticeship progrmns 

shouId 6e reviewed so thai l e a g  objectives and cornpetencies 

t h  are realistic mtd achiewble um be meawred against current 

indutry requirements md stambds. 

Current policy requires that a review of the curriculum for every fbil-tune program be 

undertaken every five years. In actual fact, many prognvns review and revise course content on 

an mual basis to keep abreast of advances in technology and to respond to the recommendations 

of Program Advisory Cornmittees. Unfortwiately, course revisions tend to add topics to the 

already burgeoning content, but they do not delete anythuig, nor do they adjust the course hours 

to accommodate the additional objectives. A critical look at courses with a view to assessing 

what is actually achievable within a two-year (fU tirne) or an eight-week (apprenticeship) 

program is essential if realistic leaming objectives are to be estabiished and standards of 

cornpetence achieved. 

Recommendation #5: A neeh assement shmM be conducfed among opprenriceship 

iltstnrctors to derennine their reui mtdperceivedptepation needs 

that could be eesseed by an in-service worRshop such as BM?. 

The fhdhgs of this study support the conclusion that the BMi workshop in its present 

format is effective in meeting some needs of some newly appointeci instniaors. The instnictor 

group that expressed the least satisfaction with elements of the workshop are f?om the 

apprenticeship prognuns. A needs assessrnent using both quantitative and qualitative data 

gathering methods should be undertaken. Wonnation gathered by means of a survey, focus 

groups, interviews, critical incident analysis, and a review of previous BMi evaluations by 



apprenticeship instnictors could be analyzed to detennine the gaps between pressing needs and 

the present workshop focus. An exafnination of the needs could lead to determination of 

prionties for apprenticeship inseuctors and incorporation of those into firture workshop sessions. 

Recommendation #6: The sn~cfure md content of the present B M  worbhop shmid be 

mtxhfied tu &es  deficiencies in ilEStrUctor preparation and to 

moctgrate the stress caused by the puce und intemity. 

The m e n t  three-week workshop is describecl as "crammed" with sessions, lectures, 

activities, and exercises that leave participants stresseci out as weii as weary and wom out f?om 

aying to absorb a l l  that is being presented. Decreasing the content would relieve much of the 

stress and pressure experienced by workshop participants and improve absorption and retention 

rates of matenal actualiy taught. 

Topics such as test-writing and classroom assessment, for example, which are given 

minimal tirne and attention in the cument workshop shouid be re-scheduled to more appropriate 

times during the year when instnicton relate more strongly to these components of the 

instructional role and are therefore more Wrely to retain and utilize the learning. 

Recommendation #7: Faalty CieVeZopmeni a c t ~ t i e s  such as the BMI workshop sharfd 

be presented as an on-going pursuit, not just u one-time 

requirement when imtmctors begin iheir ieaching cmeer. 

There is no doubt about the fact that the initial BMI workshop performs an essential 

fiinction by coaching newly appointed instnictors in lesson preparation and deiivery. When this 

fkst professional development expenence is over, new insauaors may have the mistaken notion 



that they are ''fully trained" in andragogid techniques because there is no requirement that they 

attend further sessions. By sequencing seminars, workshops, and lectures on various topics 

related to aduit education, professionai development planners at the institute would be 

establishing among new instructors the mindset that "We-long learning" is expected and accepted. 

Recommendation #8: Developmental neet& of inm~ctors should be idenlified ar part of 

a pe~omnance assurunce W e ï n  md sharld be iinked wilh a p h  

for facil@ development. 

Faculty members needing reinforcement or updating of certain modules presented in the 

BMI workshop should be able to obtain it. A rotational deiivexy plan for ali modules wodd 

ensure availability of the training on a continuous basis. Such a plan could also include 

implementation of recommendations made by the workshop coordinator for improved foiiow-up 

to the BMI workshop. 

Recommendations for Furthet Research 

This research has established that the "Becoming a Master Instructor" workshop is 

perceived by newly appointeci instructors as an effective way to prepare them for initial 

instnictional roles. However, the participants in this study expressed definite opinions about 

components of the workshop that they felt were not partidarly usehl or relevant. A further 

study could be done to examine attitudes towards topics such as test-writing, classroom 

assessment, and teambuilding, ifthey were presented at different times and by different methods. 

Another topic for study would be to r e m h  more fully the effect and value that peer 



consultation combined with evaluation and feedback could have for irnproving instructional 

practice. This could be applied to specific areas of need such as student evaluation and classroom 

management. 

Apprenticeship instructors daim that their instnictional circumstances are unique partly 

because of the design of the program and partly because of the sociological differences, problems, 

and challenges associated with their student population. Future research could be conducteci to 

examine the attitudes and perceptions of clients of apprenticeship training locaiiy, regiondy, or 

even provhciaily. 

A complete evaluation of the BMI workshop could be undertaken to examhe strengthc 

and weaknesses of the instnxtor preparation endeavour. Such a study would aiso be useful in 

providmg guidance for long-term professional development planning for the institute. 

Concluding Comments 

Overail, the "Becoming a Master Instnictor" workshop does a good job of preparing 

instructors for their initial instructional experience, and instructors perceive that their irnrnediate 

needs are being met. The workshop is especialiy efféctive at providing a process for newly 

appointeci instructors to follow when preparing lessons and presenting them in classroom, lab, or 

shop settings. Instmctors have identined needs for M e r  development of instructionai expertise 

and have expressed confidence that institute training prograrns and personnel can effèctively meet 

their requûements. A positive attitude towards fùrther and ongoing professionai develo pment 

exists among instructors; however, the leamhg engaged in must be relevant and have imrnediate 

usefùhess; it must be accompanied by reinforcement oppomuiities that allow for mastery; and it 

must occur amidst the physicai safety and mutual acceptance of a small group of peers. 

1 O6 
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APPENDIX 'A' 

Permission to conduct research at participahg institute 



mb MEMO 

Date: June 27,1997 

To: Bill Spaans, Vice-President 
Student Services and Community Relations 

From: Jeff DonneIly 

Re: Research Proposal: Shirley Carroll 

I have reviewed the attacheci proposal and by way of this note recommend a pproval of this 
study. I believe the proposed evaluation of the 'Becoming a Master Instnictor" workshop 
will be beneficial to the Institute. 

I have determined that Organizational Development Services are involved and supporüve 
of this effort Further, I foresee no confiicting organizational efforts. 

I recommend the sole condition that the researcher (Shirley Carroll) share her results with 
Organizational Development Services once her study is comptete. 

~ n s t i t u t i o n a l  Research 

cc: Dave Hoy 
Jim Berg 
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Information and Consent foms-Participants in Research 



interoff ice 
M E M O R A N D U M  

As an instnictor within a full-time and/or apprenticeship program at NNT, your hi& levels of 
competence, depth of knowledge, and broad experience in applying your technicai skilis have met 
the institute' s hiring qIialificatioos. 

It is to your advantage to be recognized as an imtmctor at a technid institute that has an 
excellent reputation for o f f e ~ g  quality career education and training in support of Alberta's 
economic development; and to ensure that NA[T maintains its reputation, 1 am requesting your 
assistance in a project to evaiuate the three-week "Becoming a Master lnstnrctor" (BMI) 
workshop that you participated in when you were hired. 

I am seeking the involvernent of instniaors such as yourself to provide candid, honest opinions 
about your perceptions of the effectiveness of your BMI workshop training. 1 appreciate your 
willingness to be intewiewed by me on (date, time, place). 

1 am enclosing two forms for your p e n d  before the interview. One provides further explmation 
of the intent of the research and your roie as a participant. The other is a consent form which 
ensures that your rights as a participant will be protected. I will be happy to review these with 
you before the in te~ew,  and 1 request that you have the signed consent form available when we 
meet on (day). 

Thank you for your assistance with this project. 



'BMI' WORKSHOP RESEARCH INTERVIEW 

The purpose of this study is to determine the extent to which new instmctors 
perceive that the three-week "Becorning a Master Instmctor" (BMI) workshop 
provided by Ni4IT dectively prepares them for their teaching role. To guide the 
research, the following questions will be addressed: 

1. How do instnictors perceive their course dwelopment abilities? Do 
they feel competent to dwdop a course in their specialv area within 
presaibed guideiines? 

2. How do instniaors perceive their lesson planning abilities? Do they feel 
competent to prepare lesson plans that define the major steps, sub-steps. 
and support knowledge necessary to enable students to reach the 
instructional objectives of the course? 

3. How do instructon perceive their abilities to prepare and deiiver an 
effective presentation following the "ROPESn (Rwiew, OveMew, 
Resentation, Exerase, Summary) method? 

4. How do instructors perceive their interpersonal abilities when dealing 
with students? Do they fed competent to engage in active iistening 
skius and to give and receive constructive feedback and constructive 
aitiasm in an instructional setting? 

"We interview people to find out from them those things we cannot direaly 
observe. .. We cannot observe feelings, thoughts, intentions. ..The purpose of 
interviewing, then, is to alIow us to enter into the other person's perspective" (Patton, 
1980). 

"While the intemimer is the expert in asking the questions, the respondent is 
the expert as far as answers are concerned" (Denzin, 1970). 

"He or she (the inteMewer) presupposes that the respondent has something to 
contribute, has had an experience worth taking about, and has an opinion of interest 
to the researdier" (Patton, 1980). 

The intewiew is the best way - and perhaps the only way - to find out 'what is 
in and on someone else's mind" (Patton, 1980). 



CONSENT FORM - FACULTY PARTICIPANTS 

THESIS TITLE: Quality in the Classroom: Becoming a Master hstnidor 

RESEARCHER: Shirley A. Carroll 
University of Alberta 
Faculty of Education 
Depaftmextt of Educatiod Policy Studies 

1 hereby certify ihat 1 agree to participate in the above shidy. The researcher, a 
graduate student in the Adult and Higher Education program of the Department of 
Educational Polis, Studies, is alço a faculty member at m y  institution. I understand the 
following : 

The purpose of this study is to determine the extent to which new instnictors 
perceive that the three-week "Becoming a Master Instructor" (BMI) workshop 
provided by NAIT effectively prepares ihem for their first teadung experience. 
The shidy will s w e y  fadty  perceptions of their abilities to develop courses, 
prepare lesson plans, present material using "ROPES" and give and receive 
constructive feedback and constructive criticism. 

My narne wül not be used in the resuliing thesis. 

Any information I provide to the researcher will be kept confidentid and used 
solely for the purposes of this research study. No information will be released to 
a third party unles 1 request in writing to the researcher that Uiiç be done. 

1 am a purely voluntary participani in this research and as su&, 1 realize that 1 
have the right to quit or refuse to participate at any time. 

The results of this study will be made available to me. 

The results of this study will be made available to the Organhtional 
Development Services department at NAIT to assist them in continuously 
improving the BA41 workshop. 

1 have been fully informed as io the nature of this study and my involvement in 
it. 

The thesis that will be prepared as a result of this study will be available for 
examination at the University of Alberta Library. 



APPENDIX 'C' 
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'Becoming a Master Instructor"1nterview Guide 
For Instnxctors 

Section 1 - Backeround/Demo~~hic Information 

Gender: F M 

Age: 

NAIT SchooI of 

Program Duration weeks 

Courses Duration hours 

Duration hours 

Professionflechnicai Training: 
Joumeyman certifïcate/ticket Trade 
Di plorna 
Other 

Section II - Course Develonment and Delivent Information 

1. One of the major components of the BMI workshop is developing lesson content which 
includes writing instructional objectives and developing lesson plans. Descnbe your 
experience of developing lesson plans for the courses you teach. 

2. Can you identm ways in which the BMI workshop prepared you for the lesson planning 
component of your job? 

3. Can you suggest any ways in which the BMI workshop could have better prepared you for 
this component of your job? 

4. Have you been assisteci in this aspect of your job by any persons or programs apart from 
the BMI workshop? 



Another major wmponent of the BMI workshop is the effective presentation of new 
materid to students in the classroom. (ROPES- Show, Tell, Do) Describe what you 
consider to be an effective presentation in your educational setting. 

Describe how the BMI workshop contributed to your understanding of what it takes to be 
an enectve presenter. 

Demie how the BMI workshop contributeci to your actuaily developing your s u s  as a 
presenter. 

Describe how the BMI workshop contributed to developing your skills in test writing and 
other methods of measuring student performance. 

Section III - Classroom/Learning Environment 

9. A third major component of the BMI workshop had to do with classroom environment. 
You participated io role playing and scenarios wherein you practiced active listening, 
giving and receivùig feedbaclg and relating positively to your adult shidents. 
(Acknowledging, attending, door opening, probing) Describe ways in which you interact 
effectively with your students on an interpersonal basis. 

10. Describe how the BMI workshop conuibuted to your understanding of effective 
interpersonai skilis in an instructional setting. 

1 1. Describe how the BMI workshop contributed to your actuaiiy developuig your skiiis as an 
eEkctive cornmunicator. 

Section IV - General Comments/Observations 

12. What would you say was the moa beneficial aspect of the BMI workshop in preparing 
you for your classroom experience? 

13. What did you learn in the BMI workshop that has been most helpfûl to you in your 
instructional role? 



14. What kind of foiiow-up to the BMI workshop would be most useful to you in enhancing 
your effectiveness as an instmctor? 

15. What recommendations would you make to the BMI workshop organizen to improve it? 



"Becoming a Master Instructor" InteMew Guide for Administrators 
(Program Head) 



aBecoming a Master lnstructornInterview Guide 
For Administrators (Program Head) 

Section 1 - Bac~und/Dernomrohic Information 

Age: 

NAIT School of 

Program Duration weeks 

Professiooai/Technicd Training: 
Ioumeyman certificatdticket Trade 
Diploma 
ûther 

Section II - Perce~tioas and O~inioas of the Effectiveoess of BMI. 

1. The BMI workshop is designed to prepare new instnictors for their first teaching 
experience. The major components are: 

1)  developing instructional objectives, 
2) preparing lesson plans, 
3) delivering the lesson using the ROPES method, 
4) evaluating students (preparing tests, using classroom assessrnent techniques), 
5 )  interpersonaüc0mmUNcation skilis (active liaening, giving and receiving feedback, 

giving and receiving constructive criticism) 
6) teambuilding. 

Describe the role that these activities play in the job of an instmctor in your program. 

2. What is your perception of how the BMI workshop prepares a new instructor for these 
roles? 



3.  What kind of assistance do you as the Program Head provide for a new instmctor? 

4. When you are hiring a new instmctor, I expect it is d e  to say that technical cornpetence 
is your first consideration. After that, what are the most important characteristics you 
look for? 

5.  How sigd'icant do you believe the BMI workshop is in helping a new instnictor " s u ~ v e "  
their first year? 

6. What would you say is the most beneficial aspect of the BMI workshop in preparing a 
new instnictor to becorne a member of the instructional staff in your program? 

7.. What do you perceive as the most helpful thing new instructors leam in BMI? 

8. What kind of foliow-up to the BMI workshop would be moa useful to you in enhancing 
your effectiveness as a program leader? 

9. Wbat is your overaii impression of what goes on during those three weeks? 

10. What recornmendations would you make to the BMI workshop organizers to improve it? 



APPENDIX 'E9 

"'Becorning a Master Instmctor" l n t e ~ e w  Guide for Workshop Facilitator 



'Becoming a Master InstructorTntewiew Guide 
For Workshop Facilitator 

Section 1 - Backpn,und/Demogra~hic Information 

Gender: F M 

Age: 

NAIT School of 

Program Duration weeks 

Title: 

Profes~ionaVTechnid Training: 
Joumeyman certificatelticket Trade 

Section II - Perceptions and Oninions o f  the Effectiveness of BML 

1. The BMI workshop is designeci to prepare new Uistniaors for tbeir f i s t  teaching 
experience. The major components are: 

1) developing instructional objectives, 
2) preparing lesson plans, 
3) de l ive~g  the lesson ushg the ROPES method, 
4) evaluating students (preparing tests, using classroom assessrnent techniques), 
5 )  kterpersonai/commun.î~8tiotl skills (active listening, giving and receiving feedback, 

giviag and receiving constructive criticism) 
6 )  teambuilding. 

What is your perception of how the BMI workshop m e t s  its objective of preparing new 
instructors for these roles? 

2. What is your perception of how signi6cant the BMI workshop is in helping new 
instructors "çurvive" their first year? 



3. Some participants in the BMI workshop have actually been teaching at the institute for a 
semester or even a full year before they take the training. What is your opinion of their 
performance compared with the newly appointed instnicton who have corne straight f?om 
industry? 

4. What is your opinion of the present foiiow-up to the BMI workshop? What would be 
more usefid? 

S. What do you think the perception of BMI is among program leaders across the institute? 

6 .  The test writing and student evaluation components of BMI have been described as weak. 
What is your opinion about how these topics are nirrentiy handled in the workshop? 

7. There has been an obse~ation that the make-up of the small groups within BMI might be 
more beneficial ifthey were fiom the same instructional area - for example, put aii of the 
trades instnictors together as opposed to having them dxed in with instnictors fiom the 
technologies and engineering. What is your opinion about that? 

8. Instructors fiom the apprenticeship areas insist that they cannot ïmplement ROPES into 
their presentatiom because they have too much materiai to present in the 8-week course. 
What is your opinion about that? 

9. What recommendations wouid you make to NAIT administration regarding stafftraining 
and devdopment? 

10. The teambuilding component of the BMI workshop has been described as contrived and 
untimely. What is your opinion about that? 



APPENDIX 'F' 

"Becoming a Master Instmctor" Interview Guide for Workshop Coordinator 



'Becoming a Master InstructornInterview Guide 
For Workshop Coordinator 

Age: 

NAIT School of 

Title: 

Prof~sionaüTechoiePI Training: 

Section II - Perceptions and O~inions of the Effectiveness of BML 

1. The BMI workshop is designeci to prepare new instnicton for their b t  teachlig 
experience. The major cornponents are: 

1) deveioping instructional objectives, 
2) preparing lesson plans, 
3) delivering the lesson using the ROPES method, 
4) evduating midents (preparing tests, using classroom assessrnent techniques), 
5 )  interpersonai/wm.munication skills (active listening, giving and receiving feedback, 

giving and rezeiving constructive criticism) 
6) teambuilding. 

What is your perception of how the BMI workshop meets its objective of preparing new 
instnictors for these roles? 

2. What is your perception of how significant the BMI workshop is in helping new 
instnidors "survive" their first year? 



3. Some participants in the BMI workshop have actuaiiy been teachhg at the institute for a 
semester or even a fùii year before they take the training. What is your opinion of their 
performance compared with the newly appointai instructors who have corne straight nom 
industry? 

4. What is your opinion of the present foliow-up to the BMI workshop? What would be 
more usefui? 

5 .  What do you tbink the perception of BMI is among program leaders across the uisùtute? 

6. The test writing and student evaiuation components of BMI have been describeci as weak. 
What is your opinion about how these topics are currently handled in the workshop? 

7. There has been an observation that the rnake-up of the s d  groups within BMI might be 
more beneficial ifthey were fiom the same instructional area - for example, put aii of the 
trades instructon together as opposed to having them mixed in with ùistmctors nom the 
technologies and engineering. What is your opinion about that? 

8. What recommendations would you make to NAIT administration regarding staff training 
and develo pment? 




