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Programs have potential to 
become integral part of 
university, or become extinct 

Faculty 
development 
for higher 
education 

By Delivee L. Wright 

The decade of the 1970s might be described in higher 
education as a period of awakening to the need for ex· 
panslon and revision of traditional in-service education. 
This may be a benchmark of one of the most significant 
changes of attitude In this century for higher education. 
Typically this in-service movement has been identified in 
the literature under the broad term of faculty develop­
ment. 

Changing Attitudes 
Traditional concepts of college teaching were de· 

scribed in 1950 by Highet In The Art of Teaching as an art 
form growing out of a thorough knowledge of and love for 
one's field of expertise. This attitude was manifested 
among college faculties in development programs which 
emphasized content expertise. Activities supporting this 
Included professional readings, support for travel to con· 
tent-related professional meetings, conferences with 
colleagues on research, and sabbaticals for concentrated 
study. 

A quarter of a century later, Eble (1976) proposed a 
significant change of attitude In The Craft of Teaching. He 
suggested that: 
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teaching is a craft, and as with any craft one's per­
formance can be bettered by careful attention to 
detail ... The center of all teaching and learning is 
the interaction between the teacher and the learner. 
The personal cannot and should not be set aside. In­
formation and skills become important as they serve 
individual and social ends, ends inextricably bound 
up with our values and our perceptions. 

The faculty development movement of the 1970s, 
which expanded the variety of teaching skills and the in· 
stitutional approaches for accomplishing this goal, elem· 
onstrated that dominant opinion was consistent with 
Eble's view, i.e., that professors can learn how to improve 
their teaching. This paperreviews this movement In higher 
education. 

Surveys of Practices 
Surveys of faculty development practices in 1960 

(Miller & Wilson) and 1969 (Many, Ellis, and Abrams) in­
dicated a "death of well-articulated, comprehensively 
designed programs." In 1971 Eble reported in the AAUP 
Project to Improve College Teaching that faculty at 
150 schools stated almost unanimously that their institu· 
lions did not have effective faculty development pro· 
grams. Few of the Institutions studied had budgets 
specified for faculty development. 

Th is picture began to change In the early 1970s when 
Alexander and Yelon reported descriptions of 14 programs 
for instructional development. Growth in this movement 
has been gradual, but persistent through the decade. A 
1976 survey conducted by Centra reported that over 
40 percent of all responding higher education institutions 
had some kind of development unit, while two-thirds of 
the reporting universities had them. University offices 
have also generally been in existence longer than those in 
two· or four-year colleges and tend to have larger staffs. 

Conditions Supporting the Movement 
A number of forces influenced the urgency with 

which faculty development has been addressed. Centra 
(1976) termed the decrease in faculty mobility resulting 
from declining rates of growth in higher education as the 
"steady state condition." As a result of this, institutions 
could no longer depend upon new staff to help keep in­
stitutions vital. Professors could not expect to broaden 
their own perspectives by changing jobs. 

Gaff (1976) cited as another important factor, the 
large number of middle-aged faculty who were " tenured· 
in." These professors would be part of the institution for 
the next 20-30 years. As a result, it was imperative for the 
health of the institution to maintain the vitality of this 
group. 

In addition, research in education from the 1960s 
resulted in a great expansion of knowledge about learning 
and teaching. Increased awareness of conditions pro· 
mating learning, motivational factors, communication 
skills, instructional design and systematic observation 
contributed to the resources to support Improved in· 
structlon. Faculty who became aware ot these develop· 
ments often attracted considerable attention· with in· 
novatlons In their classrooms. Colleagues were both skep­
tical and curious about these departures from the 
traditional. In some cases, these efforts received national 
attention from content-centered professional groups. 
New Instructional methods including independent study, 
self-paced instruction, mediated instruction, experimental 
learning and Interdisciplinary approaches also received 
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considerable attention. 
Changing cllentele also has contributed to the need 

tor variety in teaching approaches. Ethnic minorities, first 
generation college students, and a wide range of adult· 
aged learners required a new look at classroom practices. 
Even the typical 18-22 year olds entered college with new 
characteristics. They often were more traveled and had ex· 
tensive variety In their secondary school preparations. 

Considerable motivation for instructional improve· 
ment resulted from rating forms introduced in the late 
1960s. Student ratings were most commonly used to pro· 
vide information for promot ion/tenure decisions, to inform 
o ther students about the class, and to identify areas for 
Improvement. Colleague and administrative assessments 
were also collected and used for decisions relating to 
teacher effectiveness. 

A general "disenchantment" with the quality of 
college instruction had been expressed by students, 
parents and legislators (Centra, 1976). Pressures resulted 
in budgetary allocations to support improvement efforts. 

New funds to support faculty development programs 
came from both public and private sources. State legista· 
tures approved budgets for state supported programs. 
Federal agencies such as the Fund tor the Improvement of 
Post·secondary Education (FIPSE) and the National In· 
stitute of Education (NIE) promoted these efforts in devel· 
oping Institutions. Private foundations also focused on 
faculty development in colleges and through consortia of 
small colleges. 

Faculty Developer as a Professional 
One might expect leadership in this movement to 

come from professional educators, and in many cases It 
has. However. people attracted to th is "newest position in 
academe" (Gaff, 1976), often came from the faculty ranks 
and sometimes made a substantial career shift from their 
content areas. It Involved being an internal consultant on 
teaching/and learning matters and serving as an educa· 
tional leader in the institution. 

Most individuals who entered this field did so with 
strengths In some areas and deficiencies in others. In 
some cases, skills in teaching and knowledge about learn· 
ing and instructional methodology needed to be devel· 
oped. Others had to improve their abilities in interpersonal 
communications and processes of change. Abilities for 
this position demanded a wide array of skills as well as In· 
fini te flexibility In work with d iverse problems. 

The particular background of the developer deter. 
mined to a large degree the approach taken to Improve 
teaching. A sociologist wou ld perceive different needs 
than an organ ization/management specialist; the psychol· 
ogist would approach problems differently than an In· 
structlonal designer. Recognizing that the ultimate goal Is 
"to make the profession or college teaching more sue· 
cessful and more satisfying," (Sikes & Barnett, 1977) many 
routes may be selected by the developer. 

New professional associations have been formed tor 
fostering communication among faculty developers. The 
Professional and Organizational Development (POD) Net· 
work in Higher Education, the American Educational Re· 
search Associations (AERA) Special Interest Group in Fae· 
ulty Development, and the National Council for Staff, Pro· 
gram and Organizational Development (NSPOD) are ex­
amples of new groups which have been formed in the 
1970s tor the benefit of the new faculty developers. POD 
emphasizes skills ot the practicing faculty developer, 
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AERA focuses on development of new knowledge about 
this field, while NSPOD is concerned with this movement 
In the community and junior colleges. 

Annotated bibliographies of bOOks and articles as 
well as many other resources for faculty development 
have been summarized in a helpful book, Professional De· 
velopment: A Guide to Resources, by Gaff, Festa & Gaff 
(1978). 

Approaches to FD 
Three alternative models or approaches to faculty de· 

velopment represent different loci and goals: personal de· 
velopment, instructional development and organizational 
development (Gaff, 1976; Berqvlst & Phillips, 1975). 

The conceptual basis for the personal development 
approach is derived rrom psychology and sociology. Fae· 
ulty members themselves are the target audience. Sem· 
inars, workshops and retreats are typically used to help 
them explore attitudes, acquire knowledge and sen· 
sitivities, and gain a personal perception of the teaching 
role- all with the objective of Improving relationships 
with students and colleagues. 

Instructional development arises from professional 
education and emphasizes the Improvement of materials 
and processes to promote learning. Instructional design 
as well as teaching behaviors and methods receive special 
emphasis in workshops, seminars and individual consult· 
ing activities. 

Organizational development emphasizes the creation 
of an environment within the Institution which is condu· 
cive to effective teaching and learning. Typical activi ties 
include workshops for administrators, team·training, and 
observation of departmental groups. Concern is for 
clarifying goals, implementing policies and evaluating 
resu lts. Organizational theory and group process 
knowledge are applied in this model. 

While these three models form distinctly different 
conceptual approaches, in actual practice most faculty 
development programs involve all three. An Individual de· 
veloperwill undoubtedly emphasize one moctet but may in· 
corporate the other two. 

Faculty development programs are organized in a va· 
riety of settings. Some have been associated with centers 
for research on teaching In higher education; others with 
media centers. Campus·wide faculty development centers 
have been used to develop a systematic, comprehensive, 
and integrated approach across departmental and college 
lines. Some colleges within universities have formed re· 
source centers to serve a limited number of faculty more 
intensely. The consortium center offers resources to 
small campuses when one institution alone could not sup­
port such an effort. 

Activities for Faculty Development 
Specif ic activities of Individual facu lty development 

centers are varied according to local needs; however, a 
representative list of activities might Include the follow· 
Ing: 

Newsletters function to provide efficient communica· 
lion with a large number of faculty. They often in· 
elude: Articles about teaching, announcements of 
programs to provide instruction on teaching, recogn i· 
lion for outstanding teaching efforts, suggestions of 
helpful " how·to" hints, etc. 
Wor1<shops, seminars and retreats are organized to 
provide instruction on topics relevant to teaching. 
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Workshops imply participative application, while sem· 
inars may be restricted to discussions or presenta· 
lions. Retreats are often planned for longer periods of 
time, two to three days, and are used for more ex· 
tensive instruction and for moving participants out of 
roles they assume on the campus. 
Individualized consultation Is used to work on prob· 
lems that are Important to the faculty member. The 
consultant can assist faculty in identifying problems, 
collecting relevant information, analyzing strengths 
and weaknesses, prescribing alternatives, and review· 
Ing videotapes of classroom instruction. These all are 
considered In the context ot the teacher's own con· 
tent and specific situation. This activity has potential 
tor both significant impact on teaching programs and 
for greater satisfaction to the teacher. Course 
development in which instructional design principles 
are applied incorporating appropriate instructional 
technologies can also be achieved by this In· 
d ividual ized approach. 
Informal Discussion Groups are often organized to 
promote communication among colleagues about 
teaching. For example, a monthly luncheon group pro· 
vides an informal opportunity to test and share ideas. 
Colleagues who have strong interests in teaching and 
have applied knowledge about teaching/learning can 
be excellent models for other faculty. Sharing of proj · 
eels or ideas of mutual interest contribute to attitudes 
supportive of teaching. 

Resources Including books, reprints, bibl iographies, 
papers, videotapes, and self.instructional programs 
can be used in support of all programs described here. 
Availability of these materials is essential to an ef· 
fective program. 

Small Grants Programs for faculty teaching projects 
encourage the implementation of ideas which might 
not otherwise be possible. These grants can offer 
small amounts of "risk" money for untried ideas and 
may even lead to larger grants from external sources. 
Travel or summer fellowship grants with the purpose 
of instructional improvement can be part of this ac· 
tivity. 

Awards for outstanding teaching are most common at 
universities. They publicize the institution's commit· 
ment to quality Instruction and usually carry a mone· 
tary award. 
Clearlnghouse functions related to teaching can be 
important to generate faculty networks or linkages 
among those with related needs and interests. They 
can extend the impact of improvement efforts beyond 
a limited professional staff. 
Faculty advisory committees can not only guide the 
direction of faculty development efforts, but can en· 
courage participation among colleagues. 
Faculty exchange programs and visi tations to other 
Institutions can be reasonably low·cost, but useful ap· 
proaches tor broadening perspectives on teaching. 
Individual Growth Contracts or long.range profeS· 
sional development plans can be used as effective de· 
vices to target appropriate activities in a positive way 
and on an individual basis for maximum impact in a 
well.planned sequence. 
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Toward the Future 
The decade of the 1970s has brought a whole new per· 

spective to faculty development in higher education. At· 
titudes accepting the need for organ lzed programs sup· 
porting improvement have encouraged a large number of 
efforts implemented in a variety of ways. Faculty participa· 
tion Is growing in many programs and they are viewed as 
Important to the Institution. In other cases programs have 
been closed from lnsuttlclent funding or lack of faculty 
and/or administrative support. Many programs are new 
enough that they are still being tested. The most effective 
ones will survive. 

The next 10 years will offer new challenges to the via· 
ble faculty development center. A major task will be to 
broaden the impact by increasing the participation to a 
larger percentage of faculty, particularly to those who 
need improvement. This participation must be incorpo· 
rated into the institution's rewards system. 

The faculty developer will have pressing need tor 
translation of theoretical aspects of teaching and learning 
into the context of college·level content, students, and 
professors. Great need tor the study ot college teaching 
practices exists now and will become increasingly im· 
portant with the expansion of the taculty·development 
movement. Organizational development as well as faculty 
' 'career" development will demand greater attention. 

Principles ol program planning and evaluation must 
be applied to faculty development centers as well as other 
institutional units. Analysis of goals and objective con· 
sistent with local needs, combined with assessment of 
realistic outcomes will serve to reline existing programs 
to optimum effectiveness. 

Faculty development may well become a strongly in· 
stitutionalized resource for faculty or it may fade from the 
academic scene as a passing idea. This will partly depend 
on values of faculty and administrators, but more impor· 
tantly on the leadership with which the program is imple· 
mented. 

The need has been demonstrated. The raw materials 
for change exist. Strong leadership and ettectlve pro· 
grams will be required to shift momentum ot an institution 
steeped In tradition to change. 
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