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Community colleges continue to experience growth in enrollment and diversity.  

As the children of the baby-boom generation graduate from high school and as 

immigrants continue to flow into the country, it is expected that community colleges will 

continue to enroll 11 to 20 percent of the projected graduating high school students 

(Western Interstate Commission for Higher Education, 2004).

Houston Community College (HCC) reports total credit student enrollment of 

46,589 of which 26.5 percent are white, 23.8 percent are African American, 25.7 percent 

are Hispanic, 11.6 percent are Asian Pacific Islanders, and 12.7 percent are other.  HCC 

employs 770 full-time faculty members of whom 61.2 percent are white, 21.6 percent are 

African American, 9.0 percent are Hispanic and 8.3 percent are other (HCC Fact book, 

2002-2004). 



vii

This study used critical incident technique, in-depth interviews, and focus groups 

to identify effective and ineffective instructional strategies for teaching diverse students.  

Twenty-four full-time faculty members with 10 or more years of teaching at Houston 

Community College were asked to share their experience with diverse students and their 

needs for professional development. Since Houston Community College has committed 

to become a Learning College, the study sought to determine faculty members’ 

perceptions and understanding of a Learning College as it exists at HCC.

The study found that participating faculty members have seen increased numbers 

of diverse students in their classroom.  They indicate that instructional strategies that 

require students to be critical thinkers, to engage in collaborative activities that are 

relevant beyond the classroom are strategies that work for diverse students. The faculty 

participants see a need for targeted professional development activities that will broaden 

faculty knowledge of the many cultures represented in their classrooms and help them 

develop additional effective instructional strategies that would assist them in retaining 

more minority students.

The findings of this study add to the body of literature available on community 

college faculty, effective teaching strategies, and the challenges of becoming a Learning 

College.  It provides administrators with relevant information to guide decisions as HCC 

plans to welcome the increasingly more diverse student body in the years ahead and as 

they participate in the Achieving the Dream: Community Colleges Count Initiative.
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CHAPTER ONE

INTRODUCTION

Community colleges serve about 50 percent of the minority undergraduate 

students in the United States.  Study after study show that the gaps between ethnic and

racial groups are continuing to widen.  Yes, some minority groups are narrowing the gap 

in participation, but the gap in achievement and opportunity remain wide (Price, 2004; 

McClenney, 2004).  According to Price (2004), persistence and attainment rates of 

students who initially enrolled in community college in 1995-1996 vary considerably.  

Price (2004) cites the following statistics from NCES:  26 percent of blacks and 29 

percent of Hispanics attained a degree or certificate within six years, compared with 38 

percent of whites and 39 percent of Asians (NCES, 2003c).

Martinez (2003) acknowledges that Latino students have made great strides in 

narrowing the education gap, but they continue to lag behind their non-Hispanic, white 

peers in nearly every achievement indicator.  Martinez (2003) quotes the executive 

director of the White House initiative on Educational Excellence for Hispanic Americans:

Unless we see a dramatic increase in educational attainment —particularly college 

completion—we’re going to see a dramatic negative impact on the economy, especially 

in states with large Hispanic populations. (p. 30)  

Texas is one of the states with the largest Hispanic communities in the country 

(Martinez, 2003).
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The Texas Higher Education Coordinating Board’s study, “Closing the Gaps by 

2015,” confirms the need to close the gap in participation, success, excellence, and 

research among ethnic groups.  If Texas does not “close the gaps” between college 

enrollment and graduation rates among racial and ethnic groups and the rates between 

Texas and other states, Texas may face the following bleak scenario:

• a growing proportion of unskilled, under-educated citizens who cannot meet 
the demands of a technology-based workplace;

• a less stable society and more public spending on prisons and welfare;
• lost ground in the highly competitive global marketplace;
• a decline in average Texas household income of $3,000 in constant dollars by 

2030 (THECB, 1999 as cited in HCC Recruitment and Retention Plan). 

Houston, Texas, is the fourth largest city in the United States, with over 1.92 

million people.  In June 2000, the Texas State data projected a growth in the city of 2.73 

million people by 2015.  It also projected that the adult proportion among major ethnic 

groups in this growth will constitute 41.2 percent Hispanic or Latino, 26.4 percent white, 

20 percent African American, 10.1 percent Asian Pacific Islander, and 2.3 percent other.  

The projected growth for the city of Houston will have far reaching effects on the city’s 

economic, social, and cultural climate.  With the increased demand for jobs and housing, 

there will also be an increased demand for education and training.

Houston Community College, the second largest community college in the 

country, is a major service provider to the city of Houston and the metropolitan area.  For 

more than 30 years, it has provided the Greater Houston community with education and 

training to meet the changing demands of the workforce.  Accredited by the Southern 

Association of Colleges and Schools, HCC is a five-college system that is singularly 
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accredited.  It offers programs in general education, workforce, customized training for 

businesses, continuing education, and developmental education.  HCC offers four degree 

tracks, Associate of Arts, Associate of Science, Associate of Arts in Teaching, and 

Associate of Applied Science.  Students can choose from 34 academic areas of study and 

from over 70 workforce areas of study.

According to the 2002-2003 HCCS Fact Book, the ethnically diverse student 

population includes international students from 128 different countries.  Twenty-six 

percent of the student population is white, 24.2 percent African American, 25.1 percent 

Hispanic, 11.3 percent Asian Pacific Islander, and 12.8 percent other.  More than 58 

percent of the students enrolled in credit classes are female, while less than 42 percent are 

male (See Figure 1.1).
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Figure 1.1

HCCS Credit Student Enrollment – Fall 2002

Gender

Female
58.8%

Male
41.2%

Female

Male

Other
12.8%

Hispanic
25.1%

African 
American

24.2%

White
26.5%

Asian/Pacifi
c Islander

11.3%

Hispanic

Asian/Pacific
Islander

Other

White

African American

Total Credit Students = 39, 528 ( HCCS Fact Book, 2002-2003)

The gender distribution of females (58.8 percent) and males (41.2 percent) is 

consistent with the research that women outnumber men at public two-year institutions 

(Knapp et al., 2003).

The diversity of the student population at HCC goes beyond ethnicity, race, and 

gender. It includes special populations as well.  According to information from the 

Institutional Research Office (IRO), the makeup of students enrolled for credit in fall 

2002 included the following special populations:
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Table 1.1

Special Populations At HCCS - Fall 1997 - 2002

Populations Number of Students Percent of Total Enrollment

Fall 1997 2002 Fall 1997 2002

Academically Disadvantaged 13,212 24,846 35.0% 57.7%

Economically Disadvantaged 10,817 20,769 26.6% 48.2%

Individuals with Disabilities 2,702 376 7.1% 0.9%

Limited English Proficiency 2,398 2,778 6.3% 6.4%

Displaced Homemakers 1,610 792 4.3% 1.8%

Single Parents 2,845 1,505 4.9% 3.5%

Incarcerated
653 551 1.7% 1.3%

The diversity found in community colleges and the varying levels of academic 

preparations ranges from students who are barely literate to professionals with multiple 

degrees.  For this reason, some people say that community colleges have the toughest job 

in American higher education.  Study after study points to the impact of socio-economic 

issues on student academic attainment (McClenney, 2004; Price, 2004; Martinez, 2003; 

and Roueche & Roueche, 1999).  McClenney (2004) puts it this way:

Community colleges serve disproportionately high numbers of poor 
students and students of color.  Many of the students are the ones who 
were least well served by their previous public school education and 
therefore most likely to have academic challenges as well as fiscal ones. 
(p. 11) 
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What does all this mean for faculty?  From the perspective of this researcher, it means 

that community college faculty members have the toughest job in higher education.  

Therefore any attempt to close the gaps or attempts to reduce the perceived racial, ethnic, 

and economic disparities should begin with faculty.  In Teaching as Leading, Baker, 

Roueche, and Gillett-Karam (1990) describe the faculty’s role in the greater college 

community:

Faculty play crucial roles in defining the culture of the college.  The 
faculty have enormous power.  In the final analysis, faculty determines 
the success or failure of the college because they determine the success of 
the college’s clients. (p. 286)

Statement of the Problem

HCC expects to enroll an additional 15,799 Hispanic students and 4,253 African 

American students by 2015.  This influx of students who are historically, academically 

and economically challenged will tax the human and financial resources of HCC.  A 

successful capital campaign fund of $150,000,000 will help alleviate the space problem, 

but do the faculty members and staff have the relevant training and experience to 

facilitate learning for all the students, especially those who will be admitted following the 

Closing the Gap mandate?  HCC will need to intentionally put processes in place to 

facilitate the success of the expected influx of diverse students.  Ewell (1984) “what is 

generally lacking in postsecondary classrooms is not intellectual talent but a consistent 

set of institutional incentives to use this talent effectively.” (p.8)

As the expectation for community colleges to produce competent students who 

can think critically, communicate clearly and make good judgments increases, and the 
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call for accountability becomes more insistent, administrators look to faculty to produce 

these students.  It is incumbent on administrators to ensure that faculty members who are 

the core of the institution have what they need financially, physically, mentally and 

emotionally in order to meet the needs of the increasingly diverse student population.

Research Questions

1. What is the HCC faculty experience with diverse students in relation to 

changes in student demographics?  From that experience, what qualities 

would faculty look for when hiring new faculty to teach diverse students?

2. What instructional strategies have faculty found to be effective or ineffective 

in teaching diverse students?  Have the changes in the student body affected 

faculty teaching styles and their unique experiences at HCC?

3. Do the faculty members perceive a need for professional development?  If so, 

what one thing would help faculty members be more effective in teaching 

diverse students?

4. What is the HCC faculty members’ understanding of the Learning College, 

and do they have evidence to support HCC application of the Learning 

College principles?

Significance of the Study

Community colleges around the nation, and especially in the South are enrolling 

an increasingly diverse student population—more students of color, more English 

language learners, more first-generation college students, more adult students, more 
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students from low-income families (McClenney, 2004).  These students make up almost 

50 percent of all community college students and are traditionally underprepared for the 

academic demands of college-level courses (Roueche and Roueche, 1999).   Add to this 

the fact that the demographics of most community college faculty demography does not 

reflect the students they serve (NEA, 1995; Banks, et. al, 2001) and it becomes clear that 

there is a need to explore faculty experiences with diverse students in the classroom.

Understanding faculty experience with diverse students in the classrooms will 

enable institutions seeking to increase student retention and success to establish 

meaningful and relevant professional development programs for faculty.  The higher the 

number of faculty with the requisite skill to work effectively with diverse students, the 

higher the chances that diverse students will experience success at the community 

colleges of their choice.  This study is also significant to faculty development 

professionals because it provides valuable insights into what faculty perceive will assist 

them in teaching more effectively, the diverse students in their classrooms.

This study is equally significant because of its potential to facilitate the goals of 

Achieving the Dream (ATD): Community Colleges Count.  ATD is a multi-year initiative 

funded by the Lumina Foundation to increase the success of underserved community 

college students.  Houston Community College is one of the 27 community colleges 

selected to participate in the initiative. The data for the Achieving the Dream initiative 

confirm the need to identify ways to increase the success rates for all students. 

For ever-increasing numbers of low income and first generation college 
attendees, the community college represents the door to upward mobility.  
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While Texas and other states are having some success in “closing the 
gaps” in terms of access, success rates overall are low and vary widely by 
race and ethnicity. (HCC Achieving the Dream document, p. 1)

Finally, this study is significant because it provides an empirical base for various 

community college constituents to expand their knowledge of the challenges and 

opportunities inherent in serving a widely diverse student population.

Assumptions

The following assumptions were made for this study:

1. HCC faculty members are the catalyst that will propel HCC into becoming 

the “best” community college.

2. HCC faculty members have applied effective and ineffective teaching 

strategies with diverse students in the classrooms.

3. Faculty members can develop new skills through professional 

development that will enable them to facilitate success for “all” students.

4. Faculty members want to help all students succeed.

5. The classrooms of the future will be even more diverse.

Limitations

1. The findings of this study are limited in scope because it looked at only a 

sample of Houston Community College faculty.

2. Like all methods of inquiry, critical incidents have limitations.  One 

limitation of note is knowing when to close data collection. If data 
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collection is closed too soon, the researcher might miss some critical 

incidents.  

3. The classroom experience of participating faculty may not reflect the 

experience of all full-time HCC faculty members.

4. The researcher’s position as an employee of HCC may bias the response 

of the participants.

5. Although confidentiality is assured, it is conceivable that not all 

respondents will be honest.

6. Finally, any study involving recall is subject to the accuracy of the 

participant’s memory.  These limitations are consistent with most 

qualitative studies and are not easily avoidable.

Summary

Community colleges across the nation are becoming more diverse.  States, 

funders, and community leaders are calling on community colleges to develop plans 

designed to increase the success rate of students in community colleges.  HCC, as one of 

the largest community colleges in the nation, is committed to “closing the gaps” in higher 

education among the various student populations and to create processes that not only 

enroll more diverse students, but also create environments where more underserved 

students will experience success and achieve their dreams.

In discussing the open admission mission of community colleges, Wilson (2004) 

states that community colleges thrive on the creation of a diverse community of learners 
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and are undeterred by the countless challenges that accompany widely varied learning 

needs.  She argues that overcoming the challenges requires a clear picture of the student 

population.  This researchers agree, but will add that the increased diverse student 

population also necessitates a review of how community college faculty members across 

the nation are experiencing diverse students.  It is conceivable that the increasingly more 

diverse students with the accompanying and varied learning needs may be tasking the 

skills of community college faculty and may influence the teaching strategies or teaching 

approaches they choose.

The existing gap in participation, success, research, and excellence identified by 

the Texas Higher Education Coordinating Board will be narrowed if HCC follows 

through with the commitment to engage faculty members and students in discussions on 

how to define success and how to set goals that are measurable and achievable.

HCC faculty members’ engagement and involvement in “building a learning 

college” is critical if HCC is to achieve its goal of becoming the “best” college where 

students can excel and where diversity is appreciated.  
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CHAPTER TWO

REVIEW OF LITERATURE

This chapter contains a literature review of constructivism in education, 

community college students, community college faculty, faculty professional 

development in community colleges, and the Learning College.

Conceptual Framework

Constructivism is a method of knowledge development that encourages 

individual’s active participation in problem-solving and critical thinking.  Under this 

paradigm, individuals construct their own knowledge base using constructs in new 

situations, and adapting them to fit newly learned information.  Fosnot (1996) 

“Constructivism is a psychological theory that construes learning as an interpretive, 

recursive, building process by active learners interacting with the physical and social 

world” (p. 30).

Those who subscribe to constructivism believe students can improve their critical 

thinking and problem solving skills when they construct new knowledge based upon 

background experiences and multiple resources.  Cleborne et al (1997) “Thinking and 

problem-solving skills can, according to Vygotsky, be placed in three categories some of 

which can be performed independently by the child.  Others cannot be performed even 

with help.  Between these two extremes are skills the child can perform with help from 

others.  The new skills are in the zone of proximal development.  If a child uses these 

cognitive processes with help of others, such as teachers, parents, and fellow students, 
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they will develop skills that can be practiced independently” (p.1) It is this potential for 

diverse students to construct new knowledge with assistance from teachers, peers and 

others that make constructivism a viable framework to guide this study that explores 

faculty experience of diverse students and effective instructional strategies.

Constructivism in Education

Constructivism is linked to cognitive theories of learning. It is important to consider the 

beliefs about the nature of the content, and about the way students learn in order to 

determine the kinds of approaches to use in teaching.  This is particularly significant for 

the education of diverse community college students who are new to the higher education 

environments. An overview of three main learning theories is presented.

Table 2.1

Three Learning Theories

Behaviorism Cognitive Constructivism Social 
Constructivism

Knowledge Repertoire of 
behavioral responses 
to environmental 
stimuli.

Knowledge systems of 
cognitive structures are 
actively constructed by 
learners based on existing 
structures.

Knowledge is 
socially 
constructed.

Learning Passive absorption 
of predefined body 
of knowledge by 
learner.  Promoted 
by repetition and 
positive 
reinforcement.

Active assimilation and 
accommodation of new 
information to existing 
cognitive structures.  
Discovery by learners.

Integration of 
students into 
knowledge 
community.  
Collaborative 
assimilation and 
accommodation of 
new information.

Motivation Extrinsic, reward 
and punishment 

Intrinsic.  Learners set their 
own goals and motivate 

Intrinsic and 
extrinsic.  
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(positive and 
negative reinforcers)

themselves to learn. Learning goals and 
motives are
determined both 
by learners and 
extrinsic rewards 
provided by the 
knowledge 
community.

Instruction Correct behavioral 
responses are 
transmitted by the 
teacher and absorbed 
by the students.

The teacher facilitates 
learning by providing an 
environment that promotes 
discovery and 
assimilation/accommodation.

Collaborative 
learning is 
facilitated and 
guided by the 
teacher. Group 
work.

Teaching & Resource Center - Berkeley

The two constructivist theories Cognitive Constructivism and Social 

Constructivism may offer a way for the diverse community college students to learn and 

experience more success in community college classrooms and therefore will be 

discussed further.

Cognitive Constructivism

Jean Piaget is credited with the development of cognitive constructivism. Piaget

proposed a cognitive development theory that has two main parts:  how knowledge is 

acquired and the stages that facilitate the acquisition of knowledge.  He believed that 

children’s thinking is different from adult thinking.  Children according to Piaget not only 

do not have as much information as adults but how they process information is also 

different.  He believes that mental development progresses through sequential stages that 

are hierarchical but incorporates the previous stage.  
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The four stages of development according to Piaget are:  1.  The sensori-motor 

(birth to 2 years).  At this stage the child learns through his senses and motor activity and 

can differentiate himself from objects and others. 2. The pre-operational stage (2 – 7 

years).  This stage has two substages: The preconceptual and the intuitive substages.  In 

this stage intelligence is demonstrated through the use of symbols.  There is improved 

skill in the use of language.  Memory and imagination also develop during this stage, but 

logical thinking or the concept of reversibility is not quite developed.  3. Concrete 

operational (7-11).  This is the stage where children begin to understand 

that appearance and reality are different sometimes.  The ability to internalize actions, 

and use rules in thinking is developed.  The mental functioning is still closely tied to 

concrete objects. 4. Formal operational stage (11 years and up).  This is the stage where 

the child has the capability to understand that form and content are different.  The child 

operating at this stage is able to think about what is possible and is no longer limited to 

understanding that is tied to concrete objects and reality.  Most people do not reach this 

level of thinking.  Huitt and Hummel (2003) report  “only 35 percent of high school 

graduates in industrialized countries obtain formal operations; many people do not think 

formally during adulthood.” (p.2) .  Although Piaget described four distinct levels of 

cognitive development he conceded that a relationship exist between the stages “… 

although the order of succession is constant, the chronological ages of these stages vary a 

great deal.” (Piaget 1964 as cited in Renner et al. p. 22).

To move from one stage to another, Piaget proposed four interrelated factors: 
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 maturation which has to do with physical and physiological growth, including muscular 

and nervous system; experience which relates to sensori-motor input from acting on and 

thinking about real or concrete objects; social interaction which involves socializing, 

playing, talking, questioning, and working with others, especially other children.  The 

final factor is equilibration, which is the process that brings together maturation, 

experience, and social interaction to build mental structures or systems for considering 

the world.

Piaget believed that knowledge is constructed as an individual process and that 

this knowledge can be acquired through two important concepts, assimilation and 

accommodation.  Assimilation occurs when an individual is able to fit new knowledge 

into an existing cognitive structures.  Accommodation, on the other hand, occurs when 

the learner changes the existing cognitive structures to make sense of the new 

information.  According to Piaget, learners develop cognitively through assimilation and 

accommodation.

In a constructivist classroom as envisioned by Piaget, the teacher (faculty) will 

have a classroom full of interesting things to encourage learners to construct their own 

knowledge through personal experiences.  In a Piagetian classroom, teachers create the 

environments of discovery, but stand back to let the students discover new learning on 

their own.  Classroom environments that reflect Piagetian model have been shown to 

move learners more deeply into the aforementioned stages of development (Renner et al. 

1976).
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Effective uses of cognitive constructivism concepts in the classrooms require 

teachers and administration that are committed to the intellectual development of the 

student.  Peterson and Felton-Collins (1986) recommend the following points to those 

interested in teaching the individual instead of the subject matter:

• The importance of seeing what is to be learned from the child’s point of 

view.

• The understanding that children learn at their own rates and through their 

own interests, and putting this into practice through individualized 

instruction and learning centers.

• The recognition that the teacher’s major role should be that of a facilitator 

for discovery rather than a dispenser of knowledge.

• The insight that there are some areas of knowledge, which cannot be 

“taught” but must be “experienced” to be learned (p. 9).

Renner (1976) recommends that teachers who desire to promote maximum

 intellectual growth among learners should organize  learning experiences that reflect the 

following teacher’s responsibilities and classroom procedures: 1. Teacher selects 

representative ideas. 2. Teacher selects materials that will lead the learner to the 

representative ideas. 3. Learners explore materials. 4. Representative ideas are invented 

and 5. Discoveries that the representative idea leads to are made.

Community colleges that adopt the intellectual development of the learner as the 

goal and are willing to adopt the concepts outlined by Piagetian model of education will 
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have considerable impact on community college students.  Knowing that the majority of 

community college student function at the concrete operational stage (rather than the 

formal operational stage assumed by most teachers) could lead to different expectations 

from the students.   It could also possibly lead to the establishments of individualized 

education and learning or “discovering” centers.  A thorough understanding of the stages 

of cognitive growth may mean that teachers have to be more creative, more observant, 

and able to provide multiple experiences and resources for students to explore.  Peterson 

and Felton-Collins conclude, “… perhaps the most vital contribution we as parents and 

teachers can make to our children is to teach them how to learn rather than what to learn 

(p. 59).”

An initial response after reading about Piaget’s theory may be, “how is it related 

to adult learners in community colleges?”  If intellectual development of students is 

accepted as one of the responsibilities of the community colleges, then Piaget’s theories 

are very applicable because they deal with the intellectual developments of individuals.    

Research, as stated before, shows that most high school graduates and freshman college 

students function at the concrete operational level.  This means that these students do not 

possess the cognitive skills necessary to complete tasks that require formal thought.  This 

has implications for college science courses and other gatekeeper courses that community 

college students are expected to complete successfully before moving on to higher-level 

courses.
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Knowledge of Piaget’s theories also has implications for faculty.  If faculty 

members accept the responsibility of the intellectual development of their students, they 

will take the time to identify representative ideas of each course that is taught and choose 

appropriate teaching strategies and sequencing of materials. This would allow students 

functioning at concrete operational level to move to formal thought.  Piaget’s theories 

also advocate curriculums that are inquiry based.  Such curriculum allows students to 

develop the ability to question, classify, hypothesize, verify, restructure, interpret, and 

synthesize new learning.

Social Constructivism

Lev Vygotsky is credited with the development of the social constructivist theory.  

The main tenet of the social constructivist theory is that social interaction plays a 

fundamental role in the development of cognition.  Vygotsky believed that cultural 

inheritance is carried in the meanings of artifacts and practices.  For human beings to  

“assimilate” the experience of humankind, they have to be able to master the use of 

artifacts and the practices in which they are used.  According to Vygotsky, lower or 

elementary functions are generally inherited as natural mental abilities while higher 

mental functions are developed through social interaction that is mediated socially or 

culturally (Vygotsky, 1978).

Another key concept in social constructivism is the Zone of Proximal 

Development (ZPD).  It emphasizes Vygotsky’s believe that learning is, fundamentally, a 

socially mediated activity.  The zone of proximal development is “the distance between 
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the actual development level as determined by independent problem solving and the level 

of potential development as determined through problem solving under adult guidance or 

in collaboration with more capable peers (Vygotsky, 1978).”  Goldfarb (2001) surmised, 

“the theory of zone of proximal development supports a theory of teaching that is in 

advance of development.  The curriculum should consider the basic principles of 

Vygotsky’s theory:

• Cognitive development is limited to a certain range at any given age (the area of 

current development surrounded by another area of future development = ZPD)

• Full cognitive development requires social interaction

• Mediation” (p.3)

In a social constructivist classroom that adheres to Vygotsky’s view on learning, the

 teacher has an important role.  Epstein (2002) “Unlike cognitive constructivism, teachers 

in social constructivism do not just stand by and watch children explore and discover.  

The teacher may guide students as the approach problems, may encourage them to work 

in groups to think about issues and questions, and support them with encouragement and 

advice (p.4).”  Goldfarb (2001) asserts “The teacher’s role is not that of simplifying the 

content, but of providing unfamiliar content and the setting for learners to step from their 

current level to a higher level of understanding (p. 3).”

How people think about learning and teaching is impacted by Vygotsky’s concept 

of artifact mediated joint activity.  To facilitate change and transformation of participants 

Wells (2000) believes that the classroom should be seen as a collaborative community 
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where individuals work toward shared goals.  Classroom activities selected should have 

real meaning and purpose for the students in order for transformation to occur and for 

students to form individual identities.  Instead of curriculum being an “end”, it should be 

a “means” of helping students learn the essential or representative ideas of any given 

course.  Although faculty members may have goals for their courses prior to the 

beginning of the class, the goals should be broad enough to incorporate other goals 

emanating from actual students in the classrooms. Because development occurs when one 

rises above oneself, selected activities must allow for diversity and originality.  

Social constructivism calls for an approach to learning and teaching that is both 

exploratory and collaborative.  It also calls for a re-conceptualization of curriculum in 

terms of the negotiated selection of activities that challenge students to go beyond 

themselves towards goals that have personal significance for them (Vygotsky, 1978). 

Literature shows that adult students value collaboration and prefer courses that are 

designed to leverage their previous knowledge or accommodate their current learning 

interests.

Social constructivist’s learning theories like cognitive constructivist theories are 

relevant to the adult population.  They require that faculty members have a good 

understanding of the students in their classrooms and to provide support, guidance to help 

students make sense of the new ideas for themselves. Faculty members who practice the 

principles associated with constructivism know how to identify how adults are 
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interpreting what is being taught and are prepared to provide additional guidance when 

necessary.

Although Piaget and Vygotsky originated the two main constructivist theories 

others are building on their foundations.  There may be disparate viewpoints in 

constructivism but the researchers with the University of Georgia Contextual Teaching 

and Learning (Schell and UGA CTL) projects found that assumed cognitive orientation 

of the learner to be a unifying theme across constructivist theories.  Pertinent questions of 

constructivism include:

• How is the learner cognitively oriented to his or her world?

• Does the learner’s worldview take precedent in the construction of mental 

frameworks or schema?

• Does the learner’s prior knowledge (or schema) strongly influence his or her 

interpretation of the world?

• Or, does it happen both ways as a blended interaction between environmental 

influences and existing cognitive structures? (Schell and UGA CTL p. 4)

The literature also reveals that the various forms of constructivism can also be 

grouped as external (exogenous), internal (endogenous), or blended (dialectical) 

constructivism.  This researcher’s orientation is more consistent with blended 

constructivism.

Although authors, researchers and theorists may hold and emphasize different 

components of constructivism, Murphy (1997) found some agreements on the role of 
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teacher and learner.  “In Von Glasersfeld’s (1995) radical constructivist conception of 

learning, the teachers play the role of a “midwife in the birth of understanding” as 

opposed to being “mechanics of knowledge transfer.”  Their role is not to dispense 

knowledge but to provide students with opportunities and incentives to build it up (Von 

Glasersfeld, 1996).  Mayer (1996) describes teachers as “guides” and learners as “sense 

makers.”  In Gergen’s (1995) view, teachers are coordinators, facilitators, resource 

advisors, tutors or coaches.  Understanding the role of the teacher in the constructivist 

classroom provides a useful vantage point from which to grasp how the theory impacts 

practice” (p. 2).

In a constructive framework, the role of authority has two important components 

that also serve as a learning process for teachers.  

1. To introduce new ideas or cultural tools where necessary and to 
provide the support and guidance for students to make sense of these 
for themselves.

2. To listen and diagnose the ways in which the instructional activities 
are being interpreted to inform further action. (Driver, Aasoko, Leach, 
Mortimer, Scott (1994) as cited in Murphy, 1997, p. 3)

The challenge for educators is to be able to build a hypothetical model of the conceptual 

worlds of students. This is necessary because these worlds could be very different from 

what is intended by the educator (Von Glasersfeld, 1996).

Constructivist pedagogy appears to have a good deal of face validity when 

thought of as a potential educational solution to the preparation of teachers and their 

students to meet the demands of a highly volatile technology-enhanced society.  
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Constructivist pedagogy appears to have the potential to promote self-directed and 

intentional learning (Schell, et al., 2001).

“Constructivism does not claim to have made earth-shaking inventions in the area 

of education; it merely claims to provide a solid conceptual basis for some of the things 

that, until now, inspired teachers had to do without theoretical foundation” (Von 

Glasersfeld, 1995).  He goes on to describe constructivism as a “theory of knowledge 

with roots in philosophy, psychology and cybernetics” (Von Glasersfeld, 1996, p. 162).  

Constructivists perceive knowledge as a construction that originates from an individual’s 

interaction with his/her environment.  It is the argument of constructivists that knowledge 

and reality do not have an objective or absolute value or, if they had, that one has no way 

of knowing this reality.  Rather than thinking of truth in terms of a match to reality, Von 

Glasersfeld (1996) focuses on the notion of viability:  “To the constructivist, concepts, 

models, theories, and so on are viable if they prove adequate in the contexts in which they 

were created” (p. 7).

Murphy (1997) presents the following synthesis and summary of the 

characteristics of constructivist learning and teaching:

1. Multiple perspectives and representations of concepts and content are 
presented and encouraged.

2. Goals and objectives are derived by the student or in negotiation with 
the teacher or system.

3. Teachers serve in the role of guides, monitors, coaches, tutors and 
facilitators.

4. Activities, opportunities, tools, and environments are provided to 
encourage meta-cognition, self-analysis, self-regulation, self-
reflection and self-awareness.
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5. The student plays a central role in mediating and controlling learning.

6. Learning situations, environments, skills, content and tasks are 
relevant, realistic, and authentic and represent the natural 
complexities of the “real world.”

7. Primary sources of data are used in order to ensure authenticity and 
real-world complexity.

8. Knowledge construction and not reproduction is emphasized.

9. This construction takes place in individual contexts and through social 
negotiation, collaboration and experience.

10. The learner’s previous knowledge constructions, beliefs, and attitudes 
are considered in the knowledge construction process.

11. Problem-solving, higher-order thinking skills and deep understanding 
are emphasized.

12. Errors provide the opportunity for insight into students’ previous 
knowledge constructions.

13. Exploration is a favored approach in order to encourage students to 
seek knowledge independently and to manage the pursuit of their 
goals.

14. Learners are provided with the opportunity for apprenticeship 
learning in which there is an increasing complexity of tasks, skills 
and knowledge acquisition.

15. Knowledge complexity is reflected in an emphasis on conceptual 
interrelatedness and interdisciplinary learning.

16. Collaborative and cooperative learning are favored in order to expose 
the learner to alternative viewpoints.

17. Scaffolding is facilitated to help students perform just beyond the 
limits of their ability.

18. Assessment is authentic and interwoven with teaching. (p. 4)

Murphy (1997) concluded that for many, constructivism holds the promise of a remedy 

for an ailing school system and provides a robust, coherent, and convincing alternative to 

existing paradigms.  Community colleges that show major disparity between the 
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achievements of the various ethnic groups could be considered as ailing and in need of 

robust, coherent, and convincing alternative which constructivism provides.  

In this study, the constructivist framework allowed the researcher to gain 

understanding of what it is like for full-time HCC faculty members to work with diverse 

students with varying levels of preparation, and within a short time help them develop 

good academic skills and eventually achieve their academic goals.  The data obtained 

from the in-depth interviews provided the framework and the interpretation that made it 

possible for this researcher to gain understanding of faculty experiences in the classroom.

Community College Students

The number of students entering community colleges is increasing in both 

numbers and diversity.  Parnell (1990) found that students at community colleges are 

likely to be:

1. an 18-year-old, single male and recent high school graduate,
2. a 35-year-old female divorcee,
3. a 45-year-old married female, or
4. a 60-year-old retired male. (p. 198)

Community college students come in all sizes, shape, ages, nationalities, ethnicities, and 

abilities (Parnell, 1990; Roueche and Roueche, 1993).

The increase in community college enrollment to older students’ 
participation, physical accessibility, financial aid, part-time attendance, 
the reclassification of institutions, the redefinition of students and 
courses, and high attendance by low-ability students, women, and 
minority students. (Cohen and Brawer, 1982, p. 31)

Community college students sometimes are referred to as “high risk or 

nontraditional students,” but these terms are not one and the same.  Jones and Watson 
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(1990) refer to the term “high risk” as a theoretical concept based on an implicit 

assessment of the degree of negative risk associated with the educational experience.  

They contend that “high-risk students” are minorities, academically disadvantaged, 

disabled, and of low socio-economic status. A “nontraditional student,” on the other 

hand, is merely a reference to the changing profile of students that emerged during the 

late 1960s and early 1970s as a result of demographic and socio-political change.

Roueche and Roueche (1999) prefer the term at-risk student or underprepared 

student to remedial student.  They believe that community college freshmen have few, if 

any, experiences that can provide a base for developing a strong self-concept or an image 

of themselves as learners or as potential successes in any arena.  They are failure-

identifiers and have a rather narrow view of achievable goals.  They are motivated not by 

success but by failure, driven by stringent economic realities.  Roueche and Roueche 

(1999), in addition, list the following as descriptors of freshmen in U.S. community 

colleges:

• first-generation learners with little support
• pathways to success unknown
• poor self-image
• have not left neighborhood
• failure, self-defeatism, unreachable goals
• work 30 hrs per week/social ills
• average age 28
• returning women
• large minority student population
• increasing numbers of foreign-born students
• economic insecurity; one-third of students below poverty level
• desperation/economically driven
• academically weak
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• top 99 percent of high school graduating class
• poor or low test scores GED. (p. 39)

In describing community college students, O’Connell (1968) states:

Every good community college campus has a smattering of the very 
bright rebels, (some of them are rebelling for all the right reasons, some 
are rebels without cause); terribly serious older students, both men and 
women; sleepy young men and women who have not yet matured enough 
to be accepted at other colleges; well dressed Ivy League types who have 
flunked out of highly competitive colleges and are now getting a second 
chance (some of them will toss this chance away, too); intensely 
motivated foreign students who cannot now afford other colleges which 
will be glad to get them as proven juniors; these and many more classes 
of students make up a typical community college student body. (p. 54)

Robert McCabe (2000) states that community colleges embody a fundamental 

American value—“belief in the worth and potential of every person” (p. 2).  In his book, 

No One To Waste, McCabe (2000) found that 41 percent of entering community college 

students and 29 percent of all entering college students are underprepared in at least one 

of the basic skills (reading, writing, mathematics).  He also found that substantial 

numbers of people would reach adulthood without the skills necessary for employment in 

the information age.

In a study of community colleges, Gleazer (1980) found that community college 

students are comprised of those who have recently graduated high school as well adults 

who already have college degrees.  In addition, there are adults learning basic verbal and 

numeric skills and those who are qualifying for certificates of high school completion.  A 

high proportion of learners are trying to qualify for job entry or to be upgraded in 

employment. 
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In talking about the diversity of students, Gleazer (1980) notes:

A careful observer of the community college scene is impressed by the 
remarkably broad spectrum of human beings to be found there.  This 
comprehensive nature of the community college is an aspect of American 
education most difficult to interpret to visitors from abroad.  It is apparent 
developing span prompts faculty members within the institutions 
themselves to ask how much diversity can be accommodated within one 
organization. (p. 8)

Educating this diverse body of students continues to be a challenge as community 

colleges struggle to fulfill their many missions.  A more diverse, less academically 

prepared student body, dwindling funds, and competing concerns for those dwindling 

funds, have exacted a price from both the community college and its instructors 

(Vaughan, 1986; Cohen & Brawer, 1987; Roueche & Baker, 1987).

Community College Faculty 

In the 1993 National Study of Postsecondary Faculty (NSOPF), sponsored by the

National Center for Education Statistics of the U.S. Department of Education, there was 

near parity in the share of men and women teaching in community colleges.  Women 

made up almost half (46 percent) of the community college faculty members.  The study 

found that limited progress had been made in hiring minority faculty members for 

community colleges.  In this study, only 15 percent of the full-time faculty identified 

themselves as something other than Caucasian, non-Hispanic.  The study recommended 

doubling the number of minority faculty in order to reflect the population.

HCC data on full-time faculty appear to support the findings of the (NSOPF) 

study.  Although HCC is designated as an Hispanic-serving institution, a designation 
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given to institutions that have documented student populations that exceed 25 percent 

Hispanics, only 8.9 percent of HCC faculty members are Hispanic.  The proportion of 

males (53.8 percent) and female (46.2 percent) appears consistent with the national study.

In regard to teaching loads and methods, the study found that most full-time (84 

percent) community college faculty members listed teaching as their primary activity.  

Many full-time faculty members reported working in addition to their basic jobs.  Well 

over half, 57 percent, had over-load work in the institution.  Over 25 percent of the full-

time faculty members worked outside their home institution (NEA Update, 1995).

Brewer (2000) analyzed national survey data on how community college faculty 

members view their institutional missions. He found that the faculty are relatively evenly 

split between workplace preparation (28.1 percent) and transfer (27.1 percent) as the two 

most important current missions of community colleges.  The faculty ranked workplace 

preparation and transfer higher than basic skills and community service.  Slightly more 

than 33 percent of all faculty members think workplace skills should be the college’s 

primary mission, compared to 28.1 percent who say it is the current primary mission.

In the same study, vocational faculty members (47.5 percent) stated that they are 

considerably more likely than academic faculty members (21.4 percent) to believe that 

the first mission of their institution should be workplace preparation.  Academic faculty 

(36.8 percent) saw transfer function as the ideal top priority of their institution, compared 

to just 13.7 percent of vocational faculty members.  Many more academic and vocational 

faculty members, particularly the former, believe basic skills should be given a priority of 
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1 or 2.  This contrasts with the number of faculty members who believe it currently is 

ranked this high.  Brewer suspects this might be because some faculty members are likely 

to teach basic skills classes (in core subjects), and are concerned about the academic 

skills of students taking academic classes.

Overall, Brewer (2000) found that faculty members are satisfied with their 

college’s mission, though only about 10 percent are very satisfied.  Few differences were 

found between vocational and academic faculty members in terms of satisfaction with the 

mission, although six percent of academic faculty rated themselves very dissatisfied 

compared to four percent of vocational faculty.

Community college instructors focus on teaching as their primary responsibility 

(NEA Update, 1995; Kozeracki, 2002).  Ninety-seven percent of full-time community 

college faculty members feel that teaching is their principal activity.  Full-time faculty 

members teach an average of 17.2 hours per week.  Seventy-eight percent of community 

college faculty feel that “opportunities for teaching” and opportunities to educate students 

are “very important” (NCES, 2001).

Studies find that community college faculty members are more likely than their 

four-year colleagues to describe their students as being under-prepared for college-level 

work.  Two-thirds of the community college faculty members do not believe that their 

students are well prepared in mathematics, quantitative reasoning, and oral and written 

communication.  Only 10 percent of community college faculty members are “very 

satisfied” with the quality of the students in their classrooms.  Although faculty members 
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in these studies appear negative about their students, the faculty members still believe 

that “access to higher education should be available to all who meet minimum entrance 

requirements.”  (Huber, 1998 as cited in Kozeracki, 2002 p.49)

Community college faculty members are the first responders, frontline 

professionals who interact with diverse students sometimes on a daily basis.  These 

faculty members are dedicated to their jobs, but some are frustrated by the many 

challenges they encounter in working with diverse students.  The literature shows some 

faculty members who are entrenched in their roles, frustrated by the students they find in 

their classrooms and burned-out on the many demands made of them (Barr and Tagg, 

1995; O’Banion, 1997).  Cohen and Brawer (1982) describe the assessment of one 

faculty member’s perception of a major issue in community college:

She discussed the demoralization of faculty members who had expected 
to be teaching college level students but who found few able students in 
their classes. She reported the concern felt by instructors who believed 
that the decline in student ability was encouraged by institutional policies 
over which the instructors themselves had no control.  And she deplored 
the colleges’ practice of recruiting students with offers of financial aid, 
remediation, and inappropriate occupational programs-and especially 
their attempts to retain on the rolls even those students who would not 
show up for class, let alone keep up with their course work. (p. 67)

One also finds in the literature, award-winning faculty members who are excited 

about teaching and learning and are constantly striving to understand their students’ 

learning styles and personally adjust their teaching styles to meet the needs of the 

students.  The book Teaching as Leading (Baker, Roueche and Gillett-Karam, 1990) 

offers another view of faculty members found in many community colleges:
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To me, education is a human and humanizing endeavor.  The best and the 
brightest, I aim to challenge; but I do not neglect the underachievers, for I 
recognize that they need me the most, I do not think of myself as a 
teacher, but as a learner with the students.  Students need reasons to learn; 
they need to know why they must pore over materials that are difficult to 
understand.  By making information relevant to their experiences and to 
their proposed careers, many students develop an insatiable appetite that 
makes every moment I spend in the classroom a challenge and a pleasure.  
My door is always open, and I have found no better way to utilize my 
time than devoting it to students; they are not hesitant in seeking 
assistance—for that I am grateful. (p. 105)

Additionally, the authors of Teaching as Leading (Baker, Roueche and Gillett-

Karam, 1990) found that people and institutions are doing the right things well, yet they 

note that success in the teaching and learning environment of the community college 

must be a mandatory goal for all community colleges. Colleges must be willing to spend 

money, resources, time, and effort to make good on the promises of an egalitarian 

education for all people.  The authors argue that if the open-door concept is a promise of 

community college education, then community colleges must develop their most 

important resources—their instructors and their learning community.  Baker et al. (1990) 

note that “the right things do not just happen. Instead, they are accomplished through the 

emphasis that exemplary instructors pay to their philosophy and practices of teaching and 

learning.” 

(p. 277).

Effective faculty know the abilities of their students, are able to apply that 

information to their curriculum, and periodically review the changes that occur in the 

classroom among groups and individuals in order to adapt and accommodate situations.  

They diagnose students’ skills, they offer clear and concise syllabi and course goals, they 
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accommodate students’ needs, and they offer positive direction and clarity to achieve 

results in the classroom (p. 277-278).

The following addresses the question, “What can teachers do?” 

Obviously motivation strategies are necessary.  Ways must be learned to 
make students receptive to learning activity.  Every student, motivated or 
not, is likely to respond to the good human relations practices promoted 
by the so called helping professions; liking and respecting the student, 
listening to him, building his confidence.  Personal honesty and high 
expectations are helpful as well.  It is more productive to determine what 
stimulates a student than to argue that the student cannot be stimulated.  
The teacher will probably discover that some person’s work for tangible 
rewards, others for abstracts gifts; some respond to praise and some to 
criticism.  By applying this information the teacher can increase each 
student’s interest in learning. (Moore, 1971, p. 18)

In discussing which teaching strategy is best, Davis (1976) states that if anything 

has been learned about teaching and learning in the last 25 years, it is that people learn in 

different ways.  For some students a systems approach will be best.  In other settings, 

particularly with adults, groups will work best.  The most helpful criterion may not be 

what suits the teacher best, but rather what suits the students best. Davis (1976) urges 

teachers to choose strategies purposefully.  

Teaching is not talking and learning is not listening! The effective teacher 
is one who has considered carefully the literature on how people learn.  
Unless a teacher’s approach to instruction is informed by some 
underlying concept of how people learn, it is unlikely that much actual 
learning will take place. (p. 104-105)

Roueche, Milliron, and Roueche (2003) compare typologies of learning principles 

(APA’s Learner-Centered Principles, 1997; Angelo’s “Teacher’s Dozen,” 1993; and 

Svinicki et al.’s Learning Principles, 1996) and concluded:
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The overwhelming message from these three frameworks for linking 
theory to practice in higher education is that we should understand the 
cognitive, motivational, and social factors that influence learning the 
“how” and “why” of learning—before considering the ‘what’ of teaching 
practice. (p. 51)

This researcher wonders how HCC faculty members are doing with linking theory 

and practice in the classrooms.  Have faculty been exposed to professional training to 

help them understand the cognitive, motivational, and social factors that influence 

learning?  For HCC to produce more students who will excel, the HCC faculty members 

have to be able to adapt their teaching styles to reflect the needs of the students in their 

classrooms.

Saskatchewan Education (2002) outlined four foundations for refining 

instructional practice.  

 1. Effective instruction can be defined and described.  Instructional 
practice, then, can be improved through professional development 
programs that encourage teachers to be reflective practitioners.

2. Teaching is an art as well as a science.  Educators need to achieve 
balance between the two. 

3. Teachers should see themselves as instructional decision-makers.  
They must have a sound knowledge base of teaching, a repertoire of 
instructional practices, and the abilities of reflection and problem 
solving (Arenas, 1988, as cited in Saskatchewan Education document, 
p. 4).

4. Students should be viewed as autonomous learners who can become 
aware of their own learning needs and their own ability to meet them. 
(pp. 1-5) 

The production of autonomous learners is a goal of effective education.  By 

recognizing the importance of viewing students as self-directed learners and by the 
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selection of appropriate student-centered instructional approaches, teachers can 

encourage students to become autonomous learners.  Some teachers are great at 

developing autonomous learners. These are students who can think critically and are able 

to transfer learning from one environment to another.  Teachers do this by helping 

students become aware of their own learning needs and abilities to meet those needs. 

These teachers create a classroom climate in which students feel comfortable making 

their own decisions and reflecting on the consequences of their actions (Saskatchewan 

Education, 2002).

The term “learning consultant” is used to describe the educator of the future.  

Those who function as learning consultants will play many roles.  Some of the roles are 

described below.

• Learning consultants will be mentors guiding each learner to his or her own 

chosen goals.

• Learning consultants will be facilitators of inquiry, coaching learners and 

helping them remove barriers as they move toward discovery.

• Learning consultants will be architects of connection-observing the needs of 

individual learners and joining them to information, experiences, resources, 

experts, and teams.

Learning consultants will be managers of collaboration and integration-combining 

the needs and abilities of their learning communities with the needs and abilities of other 

learning communities (O’Banion, 1997 p. 19).
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Faculty and Professional Development in Community Colleges

Faculty development had a slow start in becoming a priority in community 

colleges.  Eble and Mckeachie (1985) surmised that the colleges and universities have not 

embraced faculty development because teachers at this level are primarily concerned with 

scholarly study in a disciplinary area.  They cite Light (1984) for having noted that 

academicians tend to be professionals in their discipline but not necessarily in teaching.  

They find that college teaching tends to be a profession in which secondary attention is 

given to teaching itself.  

Faculty professional development can now be found in most community colleges.  

The challenge now is the quality and the relevancy of the offerings.  Murray (2002) found 

that faculty development in most community colleges only involved support of 

conference attendance, grants to support innovation in teaching, and, perhaps, sabbatical 

leaves.

For more diverse students to experience success in community colleges, more 

emphasis has to be placed on how to prepare teachers to teach in ways that accommodate 

the learning styles of the diverse students in their classrooms.  Targeted faculty 

development is one way to ensure that teachers have the skills to meet the needs of their 

students.  Some institutions award sabbatical leave to faculty members in order to 

encourage skill development. 

In order for faculty members to keep their skills current and develop new ones (to 

better serve their students), faculty members have to participate in professional 
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development.  Murray (2002) found the following themes from his review of existing 

research on faculty development:

• Few community colleges make the effort to tie their faculty development 

programs to the mission of the college.

• Few community colleges attempt to evaluate the success of faculty 

development programs.

• Faculty participation in most faculty development activities is often minimal, 

and often those most in need do not participate.

Part of the challenge with this dilemma is that on the one hand, faculty members 

only want to participate in activities that further their disciplinary goals and deepen their 

knowledge of the discipline (Maxwell and Kazlauskas, 1992); on the other hand, 

administrators desire to initiate faculty into the philosophy of the community college so 

that teaching and learning can be grounded in an understanding of the student.  

“Unfortunately, activities that might help the faculty develop innovative approaches to 

teaching nontraditional students are the very ones faculty often resent” (Murray, 2002, p. 

94).

Study after study highlight that most changes in community colleges impact the 

faculty.  In a 1978 study by London, it was found that changes in student population, 

increasing class loads, and the broadening mission of the institution have led to 

widespread faculty demoralization. In another study, Alfred (1985) argue that community 

college teachers are becoming increasingly alienated by the number of responsibilities 
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thrust upon them. Other studies suggest that faculty members are experiencing burnout as 

a result of the many competing priorities.  At HCC, faculty members are being asked to 

do more, as well.

HCC introduced the following vision statement in 2001.

• We are one of the largest community colleges in the world with untapped

resources—we will be the best!

• We have a strong collective vision to “build a learning college”—our students 

will excel!

• We have one of the most diverse communities in the nation—we will 

aggressively reach everyone!

• We have some of the best talent of any college on our faculty, board, 

administration and staff—we will be the best-operated learning college!

• Our community wants us to succeed—we will excel!

If HCC faculty members are demoralized or burned out, as some of the literature 

reviewed above suggested, it will be difficult for HCC to realize the outlined vision.  It 

will be advantageous for HCC to offer professional development activities that will keep 

faculty members’ skills sharp and relevant to the diverse student body they serve.

A well developed, and targeted professional development program will encourage 

faculty to use multiple teaching approaches that communicate to students the belief that 

“all” students can learn. Historically, however, faculty development activities have been 

directed toward areas other than training.  



40

In talking about a lack of relevant professional development, Baker, Roueche, and 

Gillett-Karam (1990) surmised that colleges that have a faculty development office may 

not use programs effectively or the programs that should be included may not exist or 

may not be included there.  In most cases in the community college, “faculty 

development” refers to orientation sessions for new faculty or for part-time faculty; 

regular, full-time faculty are not consistently involved in programs of faculty 

development (p. 82-83).

Faculty development in community colleges, instead of being an integral part of 

the community college mission and a priority for administrators, is sometimes seen as 

outside the purview of the college operation.  Baker, Roueche and Gillett-Karam (1990) 

found a problem in the state of faculty development in most colleges.

In a system that should be focused on the continuous development of 
faculty, on renewal, on recognizing new teaching and learning theories, 
on preventing burn-out, on expanding and enhancing methodologies, on 
providing innovations for faculty who may be mired “in doing it their 
way only…we find little coordination and complement to development 
practices. (p. 83)

Murray (2002) argues that although the rhetoric may have changed, the bedrock 

philosophical assumption has remained the same—community college students need and 

deserve faculty members dedicated to teaching all who enter.  Faculty members, 

according to Murray, must first understand and accept the academic heterogeneity of the 

student body and then develop diverse pedagogical approaches to enable all to learn.  

“Community college leaders realize that understanding students is a necessary condition 

for successful teaching.  Hence, “attitude adjustment” must play some role in faculty 
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development efforts.  If instructional improvement efforts are to succeed, faculty must 

first accept the unique mission of the community college.  That is, faculty should first 

understand and accept the unique learning differences that exist within the nontraditional 

population and then be exposed to teaching techniques that match these unique learning 

styles.” (p. 90)

National studies on faculty development are not readily available.  For example, 

Murray found few national studies involving faculty development in community colleges.  

The existing data on professional development of faculty reveal that most lack goals, lack 

evidence of their effectiveness and suffer from low participation from the faculty 

members who need development the most.

Lack of goals is a consistent theme in the literature of faculty development at 

community colleges. 

Although organized faculty development occurs at an overwhelming 
majority of Texas community colleges, there is little evidence that 
programs are being used as a major instrument for institutional change 
and improvement that is linked to the accomplishment of college goals 
and the establishment of accountability. (Richardson and Moore, 1987, as 
cited in Murray, 2002, p. 29)  

This researcher does not know how faculty development is presently linked with 

accomplishment of college goals at HCC, but it is the hope of this study to provide 

information that will enable HCC leadership to refine faculty development at HCC so 

that it is consistently and effectively linked to student success and facilitates 

accountability responses at HCC.
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Murray (2002) states that community college leaders have always recognized that 

community colleges are vehicles for social justice and can provide educational equity to 

millions who have been denied it by selective—admission institutions.  However, 

achieving this vision clearly requires radically different approaches to students and 

teaching at the postsecondary level, for which few new community college faculty have 

been adequately prepared (Fugate and Amey, 2002).  Murray (2002) concludes that 

faculty development efforts need to be directed toward assisting faculty in “developing” 

the teaching skills and, equally important, making the “attitude adjustment” mentioned 

earlier.

Many community colleges still are not able to show evidence of effectiveness in 

many of the activities and processes they participate in regularly (Roueche, Johnson, and 

Roueche, 1997; Sydow, 2000; Murray, 2002). Maxwell and Kazlauskas (1992)

concluded:

The research is unclear as to which dependent variables in the causal 
sequence of events must be examined as indicators of program 
effectiveness: the faculty development programs, the potential changes in 
teaching behavior, student learning, or some combination of these factors 
(as cited in Murray, 2002, p. 93).

In order for community college leaders to answer effectively the accountability 

question in regard to funds spent on professional development, they must ensure that 

superficial measures of effectiveness, such as participants’ satisfaction or number of 

faculty participating in the activities are not the only documentation of effectiveness.  

Community college leaders need to be able to demonstrate a link between faculty 

development and student learning.  Some of the ways of demonstrating this link are 
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through the type of professional development offered (and by whom).  Rouseff-Baker 

(2002) describe the difference the establishment of a Center for Teaching and Learning 

that offers research driven and comprehensive professional development has made at 

Parkland College in Champaign, Illinois. 

Rouseff-Baker contends that an ongoing, responsive professional development 

system (with an advisory board comprising the Parkland College’s professional 

development committee) has made a difference. The Parkland college program consists 

of the mentoring program, classroom assessment and research courses, instructional 

strategies and techniques workshops, learning issues seminars, orientation for new full-

time faculty, and informal discussions on current topics.  When professional development 

programs are designed by faculty for faculty in response to classroom and institutional 

needs, it increases the chances that many more faculty members will participate.

Participation by a large number of faculty members in the various professional 

development programs has led Rouseff-Baker to report “significant shifts in faculty 

perspectives and behaviors (p. 36).”

Web-Based Faculty Development is another method for delivering professional 

development that can be linked to student learning.  Time-Revealed Scenarios have two 

promising features that make them appealing to some community colleges.  The features 

include an asynchronous on-line workshop format that gives participants the opportunity 

to apply what they learn to their classrooms and report back to an interested audience of 

peers.  The other popular feature is Classroom Assessment Techniques (CAT).  Nellis, et 
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al. (2002) reports that the most popular CAT among participants were the “one-minute 

paper” and the “muddiest point/clearest point exercises (p. 30).”

Earlier reports document low participation of faculty in professional development 

activities.  Murray (2002) cites Centra 1975 who found “teachers who wanted to get 

better were the group most involved while those needing improvement seemed the least 

involved (p. 93).”  Another study completed in 1992 by Maxwell and Kazlauskas found 

very little changes.  “The findings thus far, few community college faculty participate 

effectively in instructional development programs, and the teachers most in need are the 

least likely to participate… (p. 351).”

Some faculty members who resist participating in institution-led professional 

development activities describe their experience this way.  

In-service workshops are “just a total waste of time.”  Building paper 
airplanes to promote cooperation and teamwork, listening to a highly paid 
Ph.D. talk about putting candy on students’ desks to raise retention levels, 
and breaking into little groups to do touchy, feely things is just 
demeaning and degrading.  It’s insulting when you think about all the 
things you could be doing…. (Briggs, 2001 as cited in Murray, 2002, p. 
93)

Murray (2002) reports that administrators of faculty development programs are 

oblivious to the real needs and desires of faculty.  

With 86 percent of the academic instructors desiring further professional 
development, fewer than 10 percent wanted workshops on their own 
campuses.  In contrast, administrators preferred on-campus workshops 
and seminars for their instructors, with content centering on pedagogy 
and community college-related concerns. (Brawer, 1990, p. 51)
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The Critical Incident Technique chosen for this study will help bridge the gap 

between the type of professional development programs HCC faculty members want and 

need and what HCC administrators will support.

Baker et al. (1990) suggest the following essential questions for faculty 

development offices:

• What are the programs offered by the faculty development office?
• How do programs reflect the reciprocal relationships between institutional 

goals and the goals of teaching and learning?
• How do programs meet the demands of expansion, curtailment of programs or 

courses, financial exigencies, and the like?
• What attention is paid to selection, hiring, and evaluation of faculty?
• How are trends, new practices, new discoveries, and new programs integrated 

into the information and knowledge of existing faculty?
• To what extent is the faculty development program involved in celebrating 

teaching effectiveness, in providing for master teachers as teachers of 
teachers, in celebration of good teaching, and merit and other awards for 
teachers? (p. 83)

Acknowledging that successful professional development programs are not easily 

transferable to other institutions, Murray (2002) recommends that community colleges 

strive to have professional development programs that have the following characteristics:

• Administrative support that fosters and encourages faculty development
• The existence of a formalized, structured, and goal-directed development 

program
• Connecting faculty development to the reward structure
• Faculty ownership
• Colleagues’ support for investments in teaching. (p. 95)

Community colleges that take the time to answer the essential questions regarding 

faculty development suggested by Baker et al. (1990) are likely to have effective faculty 
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development programs desired and attended by faculty who in turn would incorporate 

their new skills in the classrooms for the benefit of the diverse community college 

students. The following quote from Gleazer is pertinent to any discussion of learning 

organizations.  “…The question we ought to ask is whether the college is …student 

material.  It is the student we are building, and it is the function of the college to facilitate 

that process” (as cited in Paxton & Perez-Greene, 2001, p. 49)

Learning College 

As HCC moves to become a “Learning College,” it will need to find ways to 

address the structural challenges that impede effective delivery of education to all people  

K. Patricia Cross is quoted as saying, “After some two decades of trying to find answers 

to the question of how to provide education for all the people, I have concluded that our 

commitment to the lock-step, time-defined structures of education stands in the way of 

lasting progress” (O’Banion 1997, p. 11).  Research shows that education is sometimes 

limited by traditions.  O’Banion (1997) identifies the following traditional limits on 

education (see figure 2.1):
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Table 2.1

Traditional Limits on Education

TIME-BOUND
• class hours

• semester course

• school year

PLACE-BOUND
• campus

• classroom

• library

BUREAUCRACY-
BOUND

• linear/sequential

• ADA/FTE

• Credit/grade

ROLE-BOUND
• expert

• lecture

• sole judge

(O’Banion, 1997, Creating More Learning-Centered Community Colleges)

Time-bound is the first educational limitation that can pose a major barrier to 

diverse students who juggle many life challenges including single parenting, elder care, 

work, and education (Roueche et. al 1993).  The reliance on time as a unit of measure 

must be changed to reflect mastery instead of time on task, recognizing what is 

universally understood: human beings learn at different rates.  Students should not have 

to serve time; time should serve them (O’Banion, 1997).

O’Banion (1997) argues that place-bound is the second barrier to educational 

change. “…[T]he conventional classroom…is the isolation cell, the lock-up” (Leonard, 

1992, as cited in O’Banion, 1997, p. 28).  If the student is to be freed for more powerful 

learning experiences and the teacher is to be freed to facilitate that learning in a more 
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powerful way, O’Banion (1997) believes that the walls must crumble, and the boundaries 

made limitless.

Bureaucracy-bound is a third barrier to educational change. Because of the control 

and hierarchies inherent in a bureaucracy, community colleges that are aspiring to 

become learning centered will need to rethink this limitation. “Structures reflecting an old 

paradigm can frustrate the best ideas and innovations of new-paradigm thinkers. As the 

governing paradigm changes, so likewise must the organization’s structures.” (Barr and 

Tagg, 1995 p. 14)

Role-bound is a fourth barrier of the current educational system that impedes 

efforts of colleges striving to become more learning centered.  Placing learning at the 

core of every decision and action means rethinking how we organize ourselves, how we 

structure our colleges, and how we interact with each other as employees of an 

institution.  Job roles and descriptions must be rethought and modified.  Technology must 

be thoughtfully applied to relieve staff of busy work and meaningless repetitive tasks, 

freeing them to assume new roles in support of the central learning mission.

Above all, a new spirit of mutual trust and cooperation must evolve so that the 

energies of everyone are focused on student learning rather than the preservation of old 

allegiances, privileges and mindsets.  There is a tendency in formally organized education 

to regard the teacher as an authority who dispenses knowledge of a discipline to students 

hungry and grateful for it.  This concept of education is the basic reason for most poor 

teaching (Dressel and Marcus, 1982, p.202).
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Discussing the many positions that community colleges could launch the reform 

efforts to become more learning-centered, O’Banion (1997) states:

Regardless of the point of departure, it will be helpful for those 
community colleges making visible commitments to becoming more 
learning-centered to create a frame of reference to serve as a guide for 
their journey.  This frame of reference is more than a vision statement; it 
is a set of basic principles developed in the context of shared values 
among the institution’s members.  What do you, we really believe?  And 
what can we really become?  Are questions that focus the institutional 
conversations. (p. 15)

According to O’Banion (1997), six key principles guide the learning college 

movement.  

1. The learning college creates substantive change in individual learners.
2. The learning college engages learners in the learning process as full 

partners, assuming primary responsibility for their own choices.
3. The learning college creates and offers as many options for learning 

as possible.
4. The learning college assists learners to form and participate in 

collaborative learning activities.
5. The learning college defines the roles of learning facilitators by the 

needs of the learners.
6. The learning college and its learning facilitators succeed only when 

improved and expanded learning can be documented for its learners. 
(p. 15)

Summary

As HCC builds a “Learning College," it will need to know the challenges faced by 

the people on the frontlines, especially faculty.  HCC faculty interacts regularly with 

students in the classrooms.  As student demographics continue to become more diverse, it 

is paramount that institutions develop effective professional development programs that 

will equip faculty and ensure they have the necessary skills to educate all students.
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Foundations for refining instructional strategies and the desired skill for effective 

teachers and learners have been discussed.  The goal is to integrate teaching styles, 

instructional strategies, and learning styles in such a way as to produce autonomous 

learners who think critically and are capable of transferring learning from one 

environment to another.  

This study is designed to gather relevant information regarding faculty 

experiences with diverse students, effective and ineffective teaching strategies, faculty 

professional development and the Learning College.  It will be important for the leaders 

at HCC to examine the espoused theory as well as the current theory in use at HCC and to 

take actions to reduce the gap between the two.  Such targeted effort by the 

administration will encourage faculty and others in the frontline to carry on their work 

and eventually help HCC achieve its goal of building a “Learning College” and becoming 

the “best” college.

HCC has a pool of talented individuals to achieve its goals and to continue to be 

viable in the Houston community.  It is up to the leaders to take the necessary steps to see 

that employees are in positions where they can perform optimally and effectively in order 

to facilitate success for diverse students.
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CHAPTER THREE

METHODOLOGY

This study seeks to use critical incident technique, and in-depth interviews to 

determine how 24 experienced faculty members at HCC perceive diverse students in the 

classrooms, and whether they have observed teaching strategies that have proven 

effective in teaching diverse students.  The study sought to discover what professional 

development activities these faculty members would like to participate in that would 

assist them in teaching diverse students.  Finally, this study will discuss faculty 

participants’ understanding of a Learning College and their perception of the application 

of Learning College principles at HCC.

Qualitative research design was chosen because of the flexibility it accords 

researchers. In a qualitative research design, inquiry can easily be adapted as new 

information becomes available or as new “paths” of discovery emerge (Patton, 1990).  

Rossman and Rallis (2003) state that the ultimate purpose of qualitative research is 

learning.  Like other methodologies, qualitative research has the goal of improving some 

social circumstances.  To improve the learning environment for the new community 

college students, it is desirable to learn the challenges and opportunities that full-time 

faculty experience in their service to students. Qualitative research design and in-depth 

interviews allowed for analysis aimed at accurately describing select HCC full-time 

faculty perception of diverse students, their professional development needs, their 

effective instructional strategies, and their concept of a Learning College.
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Critical Incident Technique (CIT) is the method chosen for data collection. The benefit of 

using CIT as a methodology is that it causes specific aspects of incidents to become 

known, thus helping researchers and administrators to develop effective strategies to 

maximize positive behaviors and minimize negative ones in future interaction with 

students (DiSalvo, Nikkel, and Monroe, 1989).

Critical Incident Techniques

John C. Flanagan introduced the Critical Incident Technique (CIT) in 1954. He 

used the technique to identify effective and ineffective behaviors in a variety of military 

activities.  Specifically, Flanagan is credited with originating the technique for the 

Aviation Psychology Program of the United States Army and Air Force before and 

during WWII to facilitate the selection, classification, and training of military personnel.

Since its introduction, CIT has been used to develop performance criteria, design 

training procedures, evaluate counseling processes for gifted and non-gifted students, 

identify faculty dedication to teaching effectiveness, as well as explore the link between 

communication, trust, and change management.  It has been used to examine a wide 

range of activities from industry to medicine to counseling to education.  

The Critical Incident Technique, unlike other qualitative methods, allows the 

researcher to gather a large quantity of data from a specific group in the way a survey 

would, but it additionally allows the researcher to focus on specific incidents.  The most 
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important advantage of using the CIT is the ability to gather information through the 

“eyes of the beholder” (Steigelbauer, Goldstein, and Huling, 1982; Earle, 1998).

CIT is cited extensively in the literature and has been used to examine behaviors 

in staff development (Vacca, 1978), medical education (Savickas, Marquart, & Supinski, 

1984), cross-cultural experiences (Yost, 1990), nursing (Munhall & Oiler, 1986), and in 

career development (Bucher, 1989).  In 1990, Willa Davis Yost found over 160 ERIC 

documents using CIT.  The extensive use of CIT in the literature attests to its validity for 

researching human behavior.

Ross and Altmaier (1990) used CIT to analyze the job of psychology interns in a 

counseling center. De Grave, Dolmans and Van Der Vieuten (2001) used CIT to examine 

student perceptions about the occurrence of critical incidents in tutorial groups across 

years of medical training.  Fukuyama (1994) used CIT to evaluate a phenomenological 

approach to supervision research.  Brown (1998) conducted a critical incident study of 

communication, trust, and organizational change at a manufacturing facility and found 

that the hierarchical level of the source does influence the trust enhancing or trust 

diminishing nature of the communication events.  It was found that communication 

events in which the information was determined to be open enhanced trust the most.  

Earle (1998) studied school counselor interaction with gifted students and developed a 

model for counselors to use in counseling these students.

DiSalvo, Nikkel, and Monroe (1989) considered the qualitative nature of CIT and 

found that the open-ended format generates a large number of behaviors that members of 
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groups report.  At the same time, it minimizes the biases or predetermined ideas from the 

researcher or the literature.  Since everyone is asked the same questions in the same way, 

it facilitates the standardization of information collected.  This is valuable because, with 

CIT, participants respond to open-ended questions about an organization or event and are 

asked to describe in their own words what happened.

According to DiSalvo, Nikkel, and Monroe (1989), the outcome of CIT research 

is that descriptions of specific aspects of incidents become known, thus helping 

researchers and organizational members develop effective strategies to maximize positive 

points and minimize negative ones in future attempts at similar tasks.

Brookfield (2002) found that critical reflection is important to the mental health 

and professional competence of community college teachers.  Brookfield (2002) surmise 

that being critically reflective helps teachers make informed decisions in the classroom.  

It helps them distinguish the dimensions of students’ actions and motivations that they 

can affect from those that are beyond their influence.  It helps faculty develop a rationale 

for their practice that they can call on to guide them in making difficult decisions in 

unpredictable situations.  Critical incident questionnaires, among others, were cited as 

helpful to community college teachers (Brookfield, 1995).  

Regardless of the field of study or the object of the study, CIT has five key stages.  

First, general aim means identifying the general or intended outcome of the activity 

under investigation.  This study aims to obtain answers to the four research questions 

introduced earlier in Chapter One.
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Second, plans and specifications refers to the instructions given to the observers 

of the behavior.  Specifically, 24 full-time faculty with 10 or more years of teaching at 

HCC were asked about their experience with diverse students in the classrooms, effective 

and ineffective instructional strategies, their professional development needs, and their 

perception and understanding of Learning College Principles.

Third, collecting the data refers to the means of collecting the information.  A 

variety of data-collection techniques have been used such as face-to-face interviews, 

Critical Incident record forms, documents, and focus groups.  

Fourth, analyzing the data involves summarizing or describing the data in an 

efficient manner so that common elements and clusters of ideas can be identified.  Focus 

groups were used to clarify thematic areas identified from the record forms.

Fifth, interpreting and reporting refer to the presentation of the findings in a 

useable form.  For this study, themes were presented in a Microsoft Word document.  

Examples of free-response comments from participants were quoted.  

Critical Incident for this study will be determined from the first person account of 

HCC full-time faculty.  The participants were asked to respond in writing to the 

following instructions:

• Think of a teaching strategy you have used that captured the attention of 

the diverse students in your classrooms.  What was the strategy?  

• What specific incident(s) occurred to make you think that this is an 

effective strategy for teaching diverse students?  Describe the incident(s).  
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The participants were asked to identify ineffective strategies, as well.

Justification for Using Critical Incident Technique

Initially, reliability problems were reported with CIT, but this has since been 

resolved.  An extensive evaluative study of the validity and reliability of the CIT was 

conducted by Andersson and Nilsson (1964). The researchers found that the method was 

both reliable and valid in generating a comprehensive and detailed description of a 

content domain.  Attempts to improve the reliability and validity of this study include 

comparing the data collection processes used to other qualitative study methods.  Do the 

findings on effective strategies vary significantly from the findings using critical incident 

technique?  The findings of this study suggest that effective strategies for teaching need 

to promote critical thinking, be relevant, and be active. These findings are consistent with 

other studies in the literature that used other qualitative methods. Standardization is 

achieved by asking the same questions, in the same way, to participants from several 

disciplines and varying degrees of teaching experience.

Other researchers have found CIT to be useful in focusing the respondent’s mind 

and providing data on a specific occurrence.  CIT studies have been cited as a significant 

factor in the development of empirical research. CIT has also been used in evaluating the 

effectiveness of training programs where critical incidents appeared to provide a much 

more sensitive basis for revealing changes than other procedures previously used 

(Menzel, 1966; Slater and Fisher, 1962; Pearn and Kandola, 1993; Harrington, 1992).
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Member check, a method of referring data and interpretations back to the sources 

of data for correction, verification, and modification was used to reduce possible 

investigator bias.  At various points in the study, professional peers read drafts of the 

study and assisted the researcher in remaining focused on the study.

Research Design and Procedure

As stated previously, qualitative research design was selected for this study 

because it allowed for the pursuit of new paths as they emerged.  The following five 

questions, which have since been modified, served to focus the study:

1. What is the HCC faculty experience with diverse students in relation to 

changes in student demographics and from that experience, what qualities 

would faculty look for when hiring new faculty to teach diverse students?

2. What instructional strategies have faculty found to be effective or ineffective 

in teaching diverse students and has the changes in student body affected 

faculty teaching styles and unique experience at HCC?

            3. Do the faculty members perceive a need for professional development?  If so, 

what one thing would help faculty members to be more effective in teaching 

diverse students?

4. What is the HCC faculty members’ understanding of the Learning College 

and do they have evidence to support HCC application of the Learning 

College principles?
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The specific steps followed were:

• Focus on students

• Conduct pilot study

• Mail critical incident forms to selected faculty and schedule interviews

• Interview faculty and collect critical incident cards

• Sort data with the help of focus group.

• Analyze the data to identify effective and ineffective teaching strategies

• Report the findings to appropriate persons.
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Schema for the overall design of critical incident study

    HCCS 
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The Pilot Study

The researcher conducted a pilot study to assess faculty understanding of critical 

incident questions as outlined in the attached record forms (see Appendix 2). Three HCC 

faculty members who taught at HCC for a minimum of 10 years were asked to review the 

record forms and to make recommendations on their clarity and usability for the proposed 

study.  The participants completed the record forms, and the researcher then reviewed the 

forms prior to interviewing the pilot study participants.  Feedback received from the pilot 

study participants was incorporated into the study. 

Participant Selection Process

Participating faculty were selected through stratified purposeful sampling 

(Mertens, 1998).  This sampling strategy allowed the researcher to use combinations of 

sampling strategies such that subgroups are chosen based on specified criteria and a 

sample of cases selected within those strata. (p. 263). Twenty-four full-time faculty 

members were selected from a list of 365 full-time faculty members who have taught at 

HCC for at least 10 years.  The participating faculty members represent academic, 

developmental education, and workforce instructional divisions of HCC.  

One of the original participants declined to participate because she is no longer 

teaching. Another declined because she taught mostly distance education classes, 

therefore having minimal face-to-face interaction with students. Five of the initial 24 

participants returned the research packet after the first mailing.  In order to identify the 

required number of faculty for the study, the researcher selected new names from the list 
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of full-time faculty members, mailed research packets, contacted faculty members by 

phone and or e-mail until 24 faculty members agreed to take part in the study.  This 

process took approximately four months.  A stratified purposeful sampling technique was 

utilized to include minority faculty members as well as male faculty members when it 

became apparent that most of the initial respondents were white females.  

The demographic make up of the final participants are as follows:  55 percent 

Caucasian, 29 percent Black, four percent Afro-Caribbean, four percent Middle-Eastern, 

and Eight percent Hispanic.  It was important to the researcher to have a cross section of 

participants from all the five colleges in order to get a broader view of faculty 

experiences at HCC.  

Data Collection

The data for this study were collected through critical incident record forms, in-

depth interviews, documents, and focus groups.  A packet containing the research forms 

was sent to each participant.  The questions focused on critical incidents faculty members 

observed and on how each faculty member utilized this incident to engage diverse 

students in their own learning.  Stano (1983) agrees that it is important that the 

participants in this type of study have a clear, concise concept of the behavior on which 

they are to report in order to minimize the risk of reporting on a wide range of behaviors 

instead of the behavior under the study.  
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Focus groups were used to identify themes from the critical incidents that 

revealed effective teaching strategies.  Multiple sources of data collection were necessary 

to increase the trustworthiness of the study.  Webb et al. (1966) state:

Once a proposition has been confirmed by two or more measurement 
processes, the uncertainty of its interpretation is greatly reduced.  If a 
proposition can survive the onslaught of a series of imperfect measures, 
with all their irrelevant error, confidence should be placed in it. (p. 3)

Other authors who have found value in the use of multiple sources of data includes: 

Marshall and Rossman (1989), Lincoln and Guba (1985), Patton (1990), and Harmon 

(1993).

Data Analysis

Data analysis involved the sorting of incidents reported in the CIT record forms.  

The researcher worked with a focus group made up of faculty members to identify 

incidents that are clear, specific, and behavioral in nature.  The researcher and the focus 

group participants identified the emergent themes included in the study.  The usable 

incidents were examined in order to identify emergent themes.

Bogdan and Bilken (1982) describe several approaches for the analysis of 

qualitative data.  Some of the literature recommends that collection and analysis proceed 

concurrently.  This recommendation was followed in this study to ensure consistency in 

both the collection methodology and the analysis technique utilized by the researcher.  

Data reduction began when the researcher decided on the research design to use, 

who to involve in the study, the research questions to ask, and where to interview 

participating faculty members.  As part of the data reduction process, the researcher 
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included only select faculty members representing the three main instructional divisions 

of HCC—academic, developmental education, and workforce.  The pool of faculty 

participants was again narrowed to 24 faculty members from the divisions mentioned 

above who have had 10 or more years of teaching experience at HCC and were willing to 

be interviewed on tape for the study.

Data display was accomplished by using tables and charts that facilitated drawing 

conclusions.  The transcripts from the in-depth interviews and the critical incident forms 

were analyzed for effective teaching strategies and other areas pertinent to the research 

questions. 

For relevancy and accuracy confirmation, the researcher reviewed the critical 

incident record forms, transcripts from the taped in-depth interviews, and the feedback 

from the focus groups.  On the basis of these sources, the researcher confirmed emerging 

common themes. The transcribed data were then forwarded to participating faculty 

members in order to confirm accuracy of the transcribed notes.  Throughout the process 

relevant literature was consulted for concepts, models, and ideas that facilitated the 

understanding of the information that emerged from this study.

Summary of Methodology

The Critical Incident Technique (CIT) has been used for more than half a century.  

It is particularly effective in collecting first-hand reports on effective and ineffective 

behaviors.  Though useful in personnel and job-related decisions, in recent years CIT has 

been used in education, psychology, nursing, medicine, and counseling.  The CIT has 
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been used in this study to identify faculty perceptions of effective instructional strategies 

for teaching diverse students.

Qualitative research design was chosen because of its flexibility as it allowed for 

modification of the research instrument.  It was important to the researcher to engage 

faculty members in identifying potential obstacles that could interfere with their optimal 

delivery of relevant teaching to diverse students.  The data included faculty members’ 

responses to the interview questions in their own words.

The researcher’s worldview constructivism provided the framework for this study.  

Twenty-four faculty members with 10 or more years of experience completed critical 

incidents forms and participated in taped interviews. The researcher sent the transcribed 

data to the participants to review for accuracy.

Another group of faculty members participated in focus group sessions and 

assisted the researcher in identifying emerging themes from the study.  The validity and 

trustworthiness of the study was increased by the use of multiple data collection 

processes described previously.

In Chapter Four, the findings will be presented using, in some cases, direct 

quotations from the critical incidents record forms and the transcribed data.  Through the 

quotations, participating faculty members shared their experience with diverse students in 

the classroom, instructional strategies they have found effective, their needs for 

professional development, and their perception of how HCC is applying the Learning 

College principles.
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CHAPTER FOUR

FINDINGS

Introduction

The city of Houston is one of the most diverse cities in the nation.  This diversity 

is reflected in the demography of Houston Community College (HCC) students.  HCC 

was designated as a “Hispanic Serving” institution, and it has a high number (3,405) of 

international students (HCC Fact Book 2003-2004).  In order to serve its students better 

and also to meet the Texas Coordinating Board mandate to “close the gap” in higher 

education, the HCC Board adopted three strategic initiatives in the 2002-2003 academic 

year.  The initiatives included the Learning Corridor, an initiative that brings students to 

HCC through partnerships with community organizations and local businesses.  This 

collaborative partnership is a win-win-win situation for the students, the college, and the 

external communities.  Upon successful completion, the graduates return to the 

community and businesses with greater knowledge, employable skills, and greater 

earning potential than the students had initially.  The businesses gain skilled workers, and 

the communities gain good citizens with increased earning power who create a solid tax 

base, which results in a vibrant economy.  The Student Success initiative is geared toward 

realizing the academic and social achievements of students by actively guiding them and 

providing them with resources for their success.  The Learning College reflects a 

philosophical approach that a college’s primary function is student learning and that 
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teaching will be modified to embrace a student’s learning style while the faculty 

members work toward continuous instructional improvements.

In this chapter, the researcher will present information that reveals full-time 

faculty experiences with diverse students in the classrooms, the instructional strategies 

that these experienced faculty members have found effective or ineffective, and the 

professional development in which the faculty members would like to participate in order 

to increase their effectiveness in working with diverse students.  

This chapter will also discuss the concept of Learning College at HCC from the 

perspective of faculty participants. All the data presented in this chapter were gathered 

using Critical Incident Technique and in-depth interviews.  The advantage of this data 

collection technique is that it generates data based on actual behavior of faculty instead of 

the researcher’s subjective opinion. The quality of the data collected is enhanced because 

the faculty member is asked to focus on specific incident(s) in the classroom.  

The findings are presented in two sections:  Section 1 contains demographic 

information about the participating faculty.  Section 2 contains the findings related to the 

following research questions:

1. What is the HCC faculty experience with diverse students in relation to 

changes in students demographics and from that experience, what qualities 

would faculty look for when hiring new faculty to teach diverse students?
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2. What instructional strategies have faculty found to be effective or ineffective 

in teaching diverse students and has the changes in student body affected 

faculty teaching styles and unique experience at HCC?

 3. Do the faculty members perceive a need for professional development?  If so, 

what one thing would help faculty members to be more effective in teaching 

diverse students?

4. What is the HCC faculty members’ understanding of the Learning College 

and do they have evidence to support HCC application of the Learning 

College principles?

Faculty participant responses are quoted to convey the exact meanings and to illustrate 

concepts or themes, while maintaining faculty anonymity. 

Section One: Participating Faculty Demographics 

Twenty-four HCC faculty members who represent a cross section of the 

academic, developmental and workforce programs were selected to participate.
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Table 4.1: Participating Faculty Demographics

Gender Ethnicity Division/College Subject Area Years of 
Teaching

Average Yrs. 
of Teaching 
Per College

HCC-Central

1 F Caucasian ACADEMIC Chemistry 15
2 M Caucasian ACADEMIC Psychology 19
3 F Caucasian WORKFORCE Child Dev. 20
4 F Caucasian WORKFORCE Finance. Mgmt 15
5 M Mid Eastern WWORKFORCE Hotel/Rest.

Management
16

6 F Caucasian Developmental GUST 14
16.5

HCC-Northeast

7 M Black ACADEMIC History 30
8 M Black WORKFORCE Engr. Tech 30
9 F White WORKFORCE Bus. Marketing 20
10 F Black DEVELOPMENTAL English Dev 23

25.7
HCC-Northwest

11 M Caucasian ACADEMICS Journalism 19
12 F Caucasian WORKFORCE Vet. Paramedic 27
13 F Black DEVELOPMENTAL English Dev 16

20.6
HCC-Southeast

14 M Hispanic ACADEMICS Spanish 36
15 F Black WORKFORCE Business Tech 26
16 F Caucasian WORKFORCE Radiology Tech 27
17 F Hispanic DEVELOPMENTAL GUST/Dev Engl. 25

28.5
HCC-Southwest

18 F Caucasian ACADEMICS Sociology 10
19 F Caucasian ACADEMICS English 12
20 F Black ACADEMICS Psychology 10
21 F Black WORKFORCE Business Tech 11
22 F Caucasian WORKFORCE Real Estate 28
23 M Caucasian WORKFORCE Accounting 25
24 M Caucasian DEVELOPMENTAL English Dev 20

16.5
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Figure 4.1: Distribution of Participants by Gender

Gender
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33%
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The distribution of faculty participants is depicted on the above figure.  

Two-thirds are female while one-third are male.  Stratified purposeful sampling as 

described by Mertens (1998) was used to select faculty from the academic, 

developmental education, and workforce areas of each of the five HCC colleges.
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Figure 4.2 Range of Participants Teaching Experiences

Teaching Experience (Years)
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Figure 4.2 shows the range of participating faculty’s teaching experience from 10 years to 

36 years. Twenty-five percent of the faculty has been teaching between 10 and 15 years; 

62 percent of faculty participants have been teaching between 16 and 30 years; and 13 

percent of faculty participants have been teaching for 36 years.  The faculty at HCC tends 

to stay for a long time; for example, over four out of five faculty members have been at 

the college for at least 15 years.  This kind of longevity makes for a experienced seasoned 

faculty.  The results of the interviews reflects and highlights the fact that the participating 

faculty like teaching and are dedicated to serving students.
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Figure 4.3 Distribution of Participants by Ethnicity

Ethnicity of Participating Faculty
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Figure 4.3 shows that 55 percent of the faculty participants are Caucasian; 29 percent of 

the faculty participants are Black; four percent of the faculty participants are Afro-

Caribbean; four percent of the faculty participants are Middle Eastern; and eight percent 

of the faculty participants are Hispanic.

The HCC Board of Trustees have noted the discrepancy between the Hispanic 

student population and the Hispanic faculty population and have instituted a faculty 

internship and mentoring program aimed at bringing more Hispanic faculty to HCC.
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Figure 4.4: Distribution of Participants by Instructional Divisions

Participating Faculty Information By 
Division
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Faculty participants represent the academic, developmental education, and 

workforce divisions that comprise major instructional divisions at HCC.  The 

academic faculty participants teach in seven subject areas: chemistry, psychology, 

history, journalism, Spanish, sociology, and English.  The developmental 

education faculty participants in this study teach in two-subject areas, reading and 

writing.  The workforce faculty participants teach in ten different subject areas: 

child development, financial management, accounting, hotel restaurant 

management, engineering technology, veterinary paramedic, business technology, 

radiology technology, business administration, and real estate. 
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Figure 4.5: Distribution of Participating Faculty Experience by College

Participating Faculty Participants by College and 
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Figure 4.5 shows that six of the faculty participants come from Central; four came 

from HCC-NE; three came from HCC-NW; four came from HCC-SE; and seven came 

from HCC-SW.

Section Two: Findings Related to Research Questions

The following will address the research questions concerning faculty members 

experience with diverse students and their observation of changes in student 

demographics and new faculty members for today’s students 
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Research Question One

Change in student demographics.  As a result of the changes in both the 

students’ average age and ethnicity HCC has significantly changed over the years in the 

types of the students it serves.  The faculty participants have noted these shifts in students 

served. When asked to recall the student demographics in their classrooms when they 

first started teaching at HCC and to comment on how the student of earlier years differs 

from today’s students, they had this to say:

There is a huge difference.  One of the major differences is the number
of international students, specifically in the sciences especially Chemistry. 
Over 85 percent of my class is now international students.  I don’t even 
remember any international students when I first started.

I think that I have more international students now than in the past, 
especially students from Pakistan, India and Nigeria.  But I now also have 
increasing diversity in terms of having students more often from Ivory 
Coast or Eritrea or Venezuela or Argentina.  I am clearly seeing a few 
more students just very recently from Central America especially El 
Salvador.  Interestingly, I heard a talk from Stephen Klineberg in April, 
and he said that El Salvador is the single largest immigrant group right 
now in Houston.  I think that may be why we are starting to see them 
filter into the community college system as they’re graduating from high 
school.  

The above faculty members’ descriptions of the students in their classroom are 

consistent with the prediction that as Houston’s population becomes more diverse, the 

diversity will be reflected in the community college classrooms.  Community colleges 

must continue to evaluate its structure, policies, procedures, and resources to ensure that 

the college environment is welcoming and is able to facilitate success for all students.
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One faculty member’s experience with diversity in the classroom has shifted from 

having more Asians to having more students from Latin American countries.

I had primarily Asian students from Vietnam. I had very few whites and 
very few blacks.  The classes were very small.  I taught developmental 
courses mainly when I first started.  I taught credit level 1301, 1302 and 
occasionally American Literature. Now my students are primarily 
Hispanics from all over, the majority is not from Mexico they are from 
other Latin American countries.

The diversity of students in one of the faculty participant’s classroom included students 

from 13 different countries.

I recall once I had 28 students from 13 different countries.  I have 
different ethnic backgrounds, nationality, and some fresh out of high 
school and students that are retired.  I have a student, I joke with him, and 
he wants to be a psychiatrist.  I have another student recently out from 
jail. He was in jail for ten years.  I also have a dentist.  It is fun to work 
with them. It is not a cliché I enjoy being a teacher.  They are a challenge, 
and I joke with them. 

Houston is considered an international city.  Sociology professor Stephen L. 

Klineberg of Rice University reports that Houston has experienced remarkable societal 

changes, with major immigration flows transforming the city into one of America’s most 

ethnically and culturally diverse metropolitan regions (Klineberg, 2004). The following 

remarks by a faculty member noted a 50 percent increase in the number of diverse 

students in her classroom.

When I first started teaching, we didn’t have a diverse classroom.  In 
other words, we had a lot of different American students, a few 
international students and a few students that were middle-class students.  
Now in my classroom its 50% more international students and that’s the 
biggest change in diversity.  I still have a lot of American students and a 
lot of Hispanic students just like I had in the early days.  At Central I 
don’t have as many white students as I had before.  The ones I do have 
are almost always international students from Russia, Greece or Turkey. 
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There are not nearly as many students who are white in the class as there 
were.

With the exception of one faculty member, all the academic faculty participants 

saw a change in the student demographics.  The changes included more international

students from many different countries, a shift from mature to younger students, and a 

distinction was made on the current students’ level of preparedness as opposed to earlier 

students or evening students.

All the developmental education faculty members who participated in this study 

noted a significant change in student demographics.  The students of today, according to 

these faculty members, are more diverse.  They come from many different countries now, 

and many have one type of disability or another. The entire workforce faculty noted a 

change in student demographics.  The changes were attributed to an increased number of 

diverse students, many of who are international students.

HCC faculty participants in this study perceived changes in student demographics 

that are similar to the changes in community college students cited in Chapter Two 

(O’Connell, 1968; McCabe, 2000; Gleazer, 1980; Cohen & Brawer, 1982; Roueche & 

Baker, 1987).  At HCC, the student demographics represented a mixture of very bright 

students—young and old, prepared and not so prepared.  HCC faculty members confirm 

what others have found that many community college students juggle multiple priorities 

that sometimes interfere with their ability to focus on academics.

It would appear that HCC faculty’s experience with diverse students is extensive.  

Some of the faculty participants recall having taught classes where the student body was 
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50-85 percent international students.  Some other faculty members distinguish between 

diversity referring to African Americans, Hispanics, and low-income groups.  They 

described classrooms that are sometimes filled with international students from all over 

the world.

The diversity in my class is more than the minority groups, Hispanics, 
African Americans, or lower-income people.  It includes people coming 
from international areas who are usually wealthy people, and they have 
different viewpoints.  We still have diversity of minority and all, but then 
we have the bigger diversity of international students.

Another faculty member found the need to broaden the meaning of diversity.

I may have a variety of people, some of whom are black and brown, but 
within that black and brown population, they do not share the same 
culture.  So we are still thinking in this country a lot of times, about Black 
America and Mexican America and actually there are so many more 
complexities to it.  In some of my classes the largest number of black 
people are not native born blacks, therefore, I would need to address the 
need of black people who are coming from places in Africa and places in 
the Caribbean.  Would they have the same issues?  Maybe not.  So when 
we are dealing with the Hispanic population in my classroom, many times 
I may have very few Mexican Americans but people from Columbia, 
Venezuela and the Dominican Republic.  Do they have the same needs?  I 
think we have to be looking at diversity in terms of global diversity, not 
just simply the racial issues of the U.S from the past. 

Another diversity issue that the participating faculty members found in the 

classrooms included several students with disabilities.  Scott and Gregg (2000) reviewed 

studies that show that faculty have been less comfortable with students with a learning 

disability (LD) and that they have lower academic expectations of students with a 

learning disability.  This finding may be true, but the faculty participants in this study 

talked about learning disabilities as a fact of life.  One faculty participant talked about 
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being inspired by one student with cerebral palsy who not only got an “A” in his class, 

but learned to self-advocate and was able to transfer successfully to a four-year 

institution.  One concern that has come up in the research about teaching students with 

disabilities is the role of accommodation.  Although many faculty members are willing to 

provide accommodation, some worry about how to maintain academic integrity (Houck 

et. al, 1992 as cited in Scott and Gregg, 2000). 

The notion that diversity has or is becoming a global issue is also being advocated 

in the business and industry.  Ruiz (2002) found that the U.S society, especially since the 

events of September 11, has realized that respecting cultural differences and 

understanding diversity is of great importance.  As Ruiz sees it, “to maximize talent and 

to bring products to market sooner, it is important to have diverse points of view in 

product development” (p. 31).  The same point can be made for diversity in community 

college classrooms.  As faculty members understand and see the value of diversity, they 

will be motivated to find effective ways of engaging students so that they learn to 

construct new knowledge from instructions and how to apply the new knowledge in more 

than one environment.

Ruiz’s (2002) contention that there is a direct correlation between diversity and 

profitability can also be realized or is being realized in community colleges where the 

Learning College principles have been internalized or where the goals of Achieving the 

Dream: Community Colleges Count drive the college’s business.  Community College of 
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Denver’s comparable rate of success among all ethnic groups is a great example in this 

case.

Summary

As HCC works on becoming a Learning College and participates in the Achieving 

the Dream initiative, it will need to assist the various college constituents (faculty, 

students, staff, and administrators) to understand that inclusive workforces tend to be 

more innovative, have increased productivity, and are more responsive to marketing 

needs which can lead to better problem solving.  According to Ruiz (2002), inclusion 

addresses not only diversity by ethnicity but also work style.  Institutions or colleges 

where the leadership sees diversity and inclusiveness as assets instead of threats and 

those who make the commitment to promote inclusiveness will have environments that 

will facilitate success for diverse students. 

Managing such a diverse learning environment requires attentive planning if the 

needs of all learners are to be met (Wilson, 2004).  Wilson (2004) advocates that 

community colleges develop programs to assist the underprepared, to support the single 

parent, to promote diversity, and to engage students of all ages.  This researcher adds the 

need to engage faculty members in developing processes that will empower faculty to 

strive to facilitate learning for all students in their classrooms.  Since the participating 

faculty members have been teaching diverse students for ten years or more, they were 

asked to suggest desirable qualities in new faculty members to teach today’s students.
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Suggested desirable qualities in a new faculty member for today’s students.  

Several studies have discussed the aging of community college faculty as well as the 

limited number of Hispanic and African American faculty members at most community 

colleges (Chance, 1995; El-Khawas, 1991; and Clewis, 1981).  As enrollment increases 

and more students of color and/or low-income enter community colleges, administrators 

will have opportunities to hire new faculty members to teach the expected diverse 

students.

As current HCC faculty members retire, Houston Community College may 

choose to address the current disparity between faculty demographics (61.2 percent 

white; 21.6 percent African Americans; 9.0 percent Hispanics; and 8.3 percent other), and 

student demographics (26.5 percent white; 23.8 percent African American; 25.7 percent 

Hispanics; 11.6 percent Asian Pacific Islanders, and 12.7 percent other).  Anticipating 

that HCC may hire new faculty in the near future, faculty participants were asked to share 

from their experiences of teaching diverse students what they would look for in a new 

faculty member for today’s students:

Well, I will be looking for a person that can adapt.  A flexible person that 
can adapt to different strategies, basically a person who can see that each 
student has potential and that the teacher’s role is to discover each 
student’s potential and learn how to animate each of those students, and 
how to bring out the best in them.  I think every person has something to 
offer.  Some people are very artistic and others are very mathematical.  
Some are good at problem solving, and they may not have the basic 
academic skills, but they have other creativity.  I think everybody has 
some creativity that needs to be unleashed one way or the other, and then 
once the student discovers what his or her God given talent is, then 
through that you can help students realize that they are important and 
have something to contribute.  When the students are animated, they 



81

begin to trust you.  Anyway, I will hire someone that is really student-
centered.  A lot of people need a lot of attention.  I think that a 
professional teacher is a person who has learned to become a facilitator 
and not an autocrat in the classroom.

I would look for someone who is able to adapt to the diversity of students, 
not someone who came in with some well-defined plan that they learned 
from Harvard and Yale.  They need to be aware of the physical facility 
that we have.  You may not always have the necessary equipment that 
you may need but you can be innovative and do the best with what you 
have.  I always look for the person to have a commitment to teach not just 
to collect a paycheck.

It would be a person who likes to help people grow and doesn’t mind 
messing around with their heads in an okay way.  They would have to be 
responsive to a whole range of stimuli in a way that indicated that they 
were flexible.  Flexibility, creativity, imagination, and understanding are 
all key characteristics in a faculty member.

I would want someone who understood the need to think about students 
as people and can show compassion about the overall workload of 
students and is able to understand the dynamics of the HCC students. I 
tutor and I am always seeing the information from other teachers, and I 
am always amazed and gratified by some of the incredible instructions 
that they give to these students.  I would like to see some of their 
handouts and what kind of tone they had in their handouts.  How they are 
conducting their classrooms and what they are expecting from their 
students.  If they look at HCC as a stepping-stone to a four-year 
institution, they don’t get my vote.  

I would look for an instructor who understood that our students learn at different 
levels and in different ways and the traditional ways of teaching does not apply 
to our students.  We have some students where English is their second language. 
English is a very challenging language in itself.  First of all, I would look for an 
instructor that was very patient and has empathy with students and will be willing 
to go the extra mile in adjusting their teaching styles as it relates to the 
classroom.  An instructor that is adaptable, creative, that really has a love in 
caring for students to learn by any means necessary.
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I want somebody who understands the need to interact and get the 
students involved.  I want to see diversity and how they do their teaching 
and understanding about classroom assessment and getting people 
involved.  I am looking for new ways of teaching that puts the teacher 
more as a facilitator than a person that dispenses knowledge.  The second 
thing is I would want a person who sees it as a positive challenge to teach 
community college students. I see this a lot too where people would put 
community college students in a big lump.  Well, “I taught at Rice and I 
know at community colleges people are not nearly as prepared.” People 
with such views are not going to view working with HCC students as a 
positive thing.  If they come in and say it’s a challenge, its great, to have 
different viewpoints, I can relate to them. If the would be faculty member 
demonstrates experience of having worked with single mothers, people 
from the 18 year old to the grandmother, that’s the attitude I would want 
in a new faculty.

Clearly anybody that would be a new faculty in real estate not only 
should have knowledge in the field of real estate.  I would like to see 
people who are gifted teachers.  Not just people who know real estate, but 
people who are good at teaching.  Taking those two things as a given, I 
think it is valuable to have diversity within the teaching faculty, cultural 
diversity and racial diversity so that students will have role models.  In 
our department, we have a good representation of diversity, but I think it 
will be valuable to have more of it with the limitation, that the teacher’s 
spoken English is very clear and easy to understand.  We have had some 
adjunct faculty who were native-born Americans who were not easy to 
understand.  They either spoke too softly or too fast, things of that nature.  
I would like to see more diversity in that respect, but not at the expense of 
being universally understandable.

The need to hire faculty with multiple talents is evident in the above 

responses of faculty members who participated in this study.  They clearly 

understand that for a faculty to be effective with diverse students that he/she 

would need to have clear understanding of the community college and its many 

missions; have a thorough understanding that community college have unique 

characteristics that require creativity, flexibility, and patience.  To succeed with 
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this type of students the faculty members will need to make the commitment to 

ask the tough questions, seek input, and above all be open to learning, especially 

from students.

Summary

If it were the decision of the faculty members who participated in this study to 

hire new faculty members for today’s students, they would look for people with not just 

discipline knowledge, but people who are compassionate, creative, flexible, and able to 

adapt to unexpected situations.  The new faculty members would be capable of engaging 

and facilitating success for various types of students.  The new faculty members must 

have the desire to work in a community college and not look at it as a stepping-stone for 

bigger and better things.  

It is interesting that in describing the characteristics of new faculty, the faculty 

participants listed more than 25 desirable qualities in a faculty for diverse students. Only 

one faculty participant mentioned the need to increase faculty diversity with some 

limitations. The participants focused on individual characteristic of the faculty and did 

not mention ethnicity or race. 

Research Question Two

This section will address the second research question and will present the 

findings related to instructional strategies, teaching styles, and unique experiences at 

HCC. 
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Effective instructional strategies take into account learners’ academic history, 

learning styles, and educational objectives.  In a community college as diverse as HCC, 

one would expect diverse instructional strategies if the needs of all the students are to be 

met.  The Critical Incidents form generated more than 20 instructional strategies that 

HCC faculty found to be effective. 

Effective strategies and incidents as described by system-wide academic 

faculty.  

• Use of Internet. Upon learning about the danger of eating too much fish 

(because of mercury pollution), my students became interested because their families 

could be impacted. Discussion began about different eating habits. One Asian woman 

described the importance of fish in her community's diet.  She was going to go home and 

warn the pregnant women about the dangers of contaminated fish. Other students who 

were from the homelands with borders in oceans were also concerned.  The students 

learned that having some knowledge about chemistry could help in their everyday lives.

• Memory tests to illustrate concepts in the chapter. During the chapter on 

memory, I have the class try to remember various sets of numbers. This illustrates short-

term memory, serial position effect, and reconstructive memory.  I also ask them to recall 

the months of the year in alphabetical order.  They enjoy being active, the competition, 

and the humor of their errors.  All students seem to enjoy this activity, regardless of 

English proficiency, culture, etc.

• Direct Instructions.  List of questions and objectives:
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� Chalkboard illustrations over the material and discussions. Engages all 

students and get them to participate.

� History 1301-Use of blank map teaches students about the different U.S. 

colonies-students choose their colors.  They are to use different colors for 

drawing each colony and to track the development and events of that period.

• Discussing white racism in a non-threatening way.  The “color” of band-aids; 

finding a greeting card for the birth of a Chinese baby, also the analogy of the U.S. as a 

house with a cracked foundation (repairing the walls doesn’t fix the foundation).

White students normally clam up (or, occasionally, get angry) when white racism 

is discussed.  In this case, the approach was "light" enough that even white students 

joined in the conversation, offering examples.  They noted they'd never really thought 

about the little daily ways that minority groups are reminded of their position in 

American society.  The cracked foundation analogy provides historical context ("fixing" 

the walls every 50 or 100 years without ever dealing with the basic problem).  Students 

don't believe it is possible to truly "fix" (start over) as in a new constitutional convention 

but it does generate thought and discussion.  I've been using these strategies successfully 

for three years now.

• Arranging the desk in a “circle” to allow everyone to see one another.  At the 

end of the semester, I asked them to write about what worked and what didn't work.  

They liked the circle—they were amazed at so many points of view different students 

had.  They talked about feeling safe and feeling like they were a part of a family.



86

• Serial positioning effect. In demonstrating the serial position effect (our 

tendency to recall the first segment best, the last segment next best, and the middle with 

the greatest difficulty), I use the recitation of one’s national anthem.  My students come 

from all over the world, but experience the same difficulty.  This demonstrates the 

universality of the principle.  It is always interesting to the students to hear someone from 

a distant country recite his or her national anthem in their native tongue.

• Cultural mapping.  This faculty member uses novels to introduce students to 

different cultures.

The novels of this course include Irish, Maori (New Zealand) European, 
and Mexican novels, where cultural values and signposts differ.  For
instance, drinking, and poor diet are Irish institutions that helped my 
students understand The Snapper. Likewise, with the Maori novel Once 
Were Warriors, diverse students in the classroom entered a world none of 
them knew - yet the class found much to empathize with and/or 
understand about very different lives.

Summary

The academic faculty participants in this study identified use of technology, 

reflection, content discussions, consciousness raising, structural adjustments, and 

demonstrations as effective instructional strategies for teaching diverse students.  They 

used instructional strategies that facilitated learning for students.  When appropriate, the 

internet was used to bring additional information that helped students connect what they 

were learning in the classroom with their everyday lives.  These faculty members 

involved students in reflective activities that clarified important concepts.  Other 

strategies used by academic faculty appeared to raise students’ consciousness.  The 
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assignment that talked about racism, discrimination, cultural diversity, and religion are 

examples of strategies that have potential to raise students’ consciousness.  Students 

taught by the participating faculty members found that regardless of ethnicity or gender, 

most people have many things in common.  All strategies identified by academic faculty 

as being effective involved active learning.  There was the expectation for students to 

take action.  The ability of the strategies to engage students in their own learning led the 

academic faculty members to select the strategy as effective in teaching diverse students.

Effective strategies and incidents as described by system-wide developmental 

education faculty 

• Recognizing the author’s bias. Discussion:  Bias.  Homework: Executions on 

television.  Do you agree? Write a paragraph that gives three reasons why you think it is a 

good idea.  Do you disagree? Then write a paragraph that gives three reasons why you 

think it's a bad idea. Next day, the teacher discusses bias. (Importance of being able to 

think on both sides of an issue).

• Service learning with journal writing.  Students have changed their majors once 

they actually became involved in the community on this voluntary basis.

• Collaborative writing project. I have used a collaborative writing project that has 

been quite successful.  I place the student into groups and have them write a letter to 

prospective volunteers for a real nonprofit organization.  The letter must be persuasive.  

The students use information gleaned from the organization's website to provide support 

for their request.  The group is provided with forms to record each group member's 
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participation and contribution.  All students do not receive the same grade.  The final 

product is a volunteer recruitment letter and job assignment sign-in sheet.  I find that 

students do well working together.  I think this collaborative activity was effective 

because of the accountability that was built into the project.  Also, the final persuasive 

letter has received input from all group members, the weak as well as the strong writers.  

Finally, the excitement and competition between groups illustrate high interest on the part 

of the students.

• Having students write about themselves and then exchange and read each

other’s writing.  Students, after writing and reading other students’ responses, will begin 

to relate and discuss their own experiences.  This activity is most effective for both 

bonding and retention.

• PowerPoint presentation/film analysis.  Everyone pays attention.  

Summary

The developmental education faculty participants in this study used instructional 

strategies that promoted critical thinking, community involvement, writing assignments 

and multimedia use.  The strategies identified by developmental faculty required students 

to take specific action also.  Writing assignments were used by 95 percent of the 

developmental faculty.  They used multimedia to add variety to the instruction.  In-class 

discussion and community activities were all part of instructional strategies that 
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developmental education faculty members found to be effective in teaching diverse 

students.

Effective strategies and incidents as described by system-wide workforce 

faculty 

• Hands-on interactive activities.  I assigned a handicap to each student, dark 

sunglasses and bandana for blind students, a chair with rollers for a non-mobile student, 

and earplugs for the hard of hearing, etc.  I then presented the class in the normal way 

including speaking softly, moving around the room, etc.  Students had to struggle with 

their handicap.  At the end of the class each one discussed their problem and how 

difficult it was for them.   The animated discussion at the end of the class showed the 

strategy captured students’ attention.  Four years later, I met one of the students who said 

it was one of the most instructional assignments she encountered in the college. I still 

reminded her she needed to walk in others shoes from time to time.

• First class day activity. The entire class views a video entitled, “The Spirit At 

Work.”  Students were given an application of principles and written assignment.  The 

overwhelming majority of the students responded positively to this challenging 

assignment as indicated by their responses shown below:

Mind-opening:

� required students to become open to thinking about the way they function in 

the workplace in an unorthodox way.  
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� intrigued the students enough to prompt them to read through a lengthy 

handout document and respond to questions therein.  

� inspired students to believe that trying to apply the assignment might result in 

positive changes in the workplace, in-coworkers, in corporate America, and in 

themselves.

• Real-world problem simulation.  A fault is put into a PC system.  Students in 

groups of twos and threes attempt to clear the fault.  First, they must decide whether the 

fault is the hardware or software.  Then logically, with help from instructor, find the 

cause of the fault and remedy, etc. Students are required to document their steps in the 

procedure.  This strategy helps all students learn to approach problem solving in a very 

systematic and logical manner.

• Lecture with PowerPoint/labs interactive.  Students want to see things in color 

and to have examples demonstrated.

• Handouts for specific techniques.  I have been a teacher for many years; thus, 

after having taught a few years, I realized the need to do something in addition to 

lecturing in order to assist all students in gaining further clarification of ideas, techniques, 

applications, etc. Thus, in all the classes I teach (my classes are heavily computer 

related), I prepare handouts as the need arises.  For example, if students do not 

understand a technique with a computer application, I create a handout for that technique 

in addition to explaining, discussing, and presenting via overheads or using a computer 

data show projector, if available.  In some of my computer classes, I have prepared as 
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many as 20 handouts or more within a semester.  The textbooks today, however, are 

much better, and I don't usually have to prepare so many handouts per semester.

• Role playing.  One method is to have the students role-play and to present 

situations that might be confronted by a professional in the hospital setting.  I usually 

give group of two or three students a project with an example situation on it and ask them 

to pretend to teach others what is expected from a professional.  They can use handouts, 

simulation, examples, overheads or any method to explain the procedure they were given. 

Each member of the group was required to speak during their presentation, and they 

needed to be able to answer questions from the audience.  I think it worked, and the 

students just loved it.  They turned out to be natural hams.  The rational for deciding that 

this was an excellent strategy for learning is that when I used this, the average class grade 

was higher than in previous years and the students who were not presenting were raised 

from just listening to being participants in their learning process.  I also rechecked their 

knowledge and the participation by using questions on the testing tools.  The questions 

were always in essay form rather than simply multiple choice or simple answer questions.

• Work in teams.  Assign students into two groups based on test scores. In each 

group you had several A students, several B students some students with failing grades.  

An assignment is then given to the group. A group grade is given to each group. This 

strategy was effective because of the interaction among the students even at the end of 

the semester.  The grades on tests also improved.
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• Use of student teams.  I have found that students who would not participate in 

class discussions will participate fully as a member of a student team.  In spring 2004, I 

invited students to work on their course projects in teams, and I allowed them to present 

the oral reports on their projects in teams.  Three young Hispanic women who rarely 

participated in class discussions chose to work as a team.  They researched their subject 

together.  They chose to take a fifteen-minute block of time to do their oral reports, and 

each one spoke for about five minutes, each on a different aspect of the subject material.  

It was apparent that the “group support” within the team encouraged each of them to be 

willing to speak in front of the whole class.  The young woman whose spoken English 

was the most limited used the other two to supply words she needed, and all three 

appeared to feel triumphant and happy at the end of the presentation.  It was a team 

success, and was applauded by the whole class.

 • Problem-based method.  Well established in the medical field, and in business 

education in recent years, students are divided into small groups and are given a real-life 

or a business problem.  They are expected to work on the problem and give meaningful 

recommendations.  The process of presenting the problem and gaining new knowledge 

before they can solve the problem is all positive active learning.  The instructor will act 

as a facilitator and students are active learners.  They use their previous knowledge and 

gain new knowledge.  It is stimulating because students are working on real business 

problems.  It is time consuming and it needs to be directed, but the Instructor should be 

careful not to intervene too much in the problem solving process.
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• Group work and five-way debate.  I break the class into five groups each group 

is of mixed diversity.  Each group will choose one of the following topics, politics, social 

norms, legal system, economics, and technology.  We do a formal debate on which topic 

has the greatest impact on marketing?  The groups are multi-ethnic so students must learn 

to work with, support, and communicate with members of all the diversities represented 

in the class.  These diversities include: family status (i.e. single moms, bachelors, and 

married students) or age, (young and old students together) or religion (Buddhists, 

Christians, Muslims, and Atheists together).  The way to break down barriers with 

regards to diversity is to have knowledge of individuals in those diverse categories and 

this type of exercise allows for that and students still learn the content.

• Real-world examples.  I use examples that relate to students’ world so that 

students can easily understand and apply the skills in their world.

Summary

The participating workforce faculty members emphasized instructional strategies 

that required role-playing, critical thinking, multimedia, scenario planning, teamwork, 

and community involvement.  The majority of the workforce faculty used strategies that 

emphasized collaboration among students.  Other strategies used encouraged critical 

thinking and active involvement of students.  

Some faculty members determine their teaching approach based on the 

“personality” of the students in the class.  In classes where students demonstrate 
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appropriate skill level, more independent or more complex work is assigned.  In classes 

where many of the students have low skills, some faculty members use strategies that are 

more directive.  One faculty member described his approach in teaching a “non-

enthusiastic” class.  “I use my third-grade approach.  I give students assignments, and I 

make them come up to the front and do the assignment.  The class asks questions and 

everybody has to participate.”

Several of the faculty participants used the Socratic method as a teaching strategy.  

They used questions to engage students in discussions.  Other faculty members have used 

service learning with varying degrees of success.  More faculty members indicated that 

the content to be covered most often influences the teaching strategies used.  In 

introductory classes where there is a mandate to cover certain concepts and to introduce 

the students to the subject properly, one faculty member found little time to do group 

work, watch videos, or have debates.

In general, the effective teaching strategies identified by HCC full-time faculty 

participants are consistent with strategies found in the literature.  Roueche, Milliron, and 

Roueche (2003) identified the following effective strategies for teaching content:  

• Know your subject;
• emphasize relevance;
• application and unity;
• give challenging work;
• strive to foster higher level learning;
• actively involve students;
• use a variety of methods;
• be student centered, use humor, communicate clearly;
• utilize group work and collaborative learning;
• affirm and redirect as necessary;
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• use technology to its fullest;
• make use of visuals and provide learning resources;
• test and assess well; and 
• conduct classroom research. (p. 61)

These core strategies for effective teaching of content are similar to the strategies HCC 

faculty participants use in their classrooms.  The similarities can be seen in many of the 

interview responses.

In regards to the core strategies for an effective teacher of students, Roueche et al. 

(2003) found the following strategies: 

• show respect;
• be enthusiastic and share joy;
• demonstrate care and empathy;
• hold high expectation;
• walk your talk;
• foster student motivation and success skills;
• make contact;
• listen to students;
• encourage humor and humanity;
• be flexible; and
• praise, celebrate, and reward students.  (p. 81)

As one reviews the interview transcripts and the effective strategies suggested by 

HCC faculty participants, it becomes evident that the majority of the strategies, such as 

being knowledgeable of the subject, using active learning strategies, and respecting the 

students, are consistent with the strategies Roueche et al. (2003) found in their study of 

excellent faculty and what Bain (2004) found in his study of what best teachers do.  The 

wording of the titles of the strategies by HCC faculty may be different from the ones 
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listed by the aforementioned authors, but the meanings and outcomes appear to be 

similar. 

Additionally, many of the effective instructional strategies identified by HCC 

faculty participants are consistent with fundamental concepts that guide constructivist 

teaching as discussed in Chapter Three.  Through this world-view, it is believed that 

learners create their own meaning, and construct new knowledge individually and 

through social negotiation. Meaningful learning may be facilitated through interaction 

with well-designed instructional materials and by active intervention of well-prepared 

teachers (Gunstone & Mitchelle, 1998; Mintzes & Wandersee, 1998).

Latchman (2000) and von Glassersfeld (1989) note constructivist approaches to 

teaching involve any situation in which the actions of a teacher are aimed at generating or 

modifying the cognitive constructions of a student.  According to Iran-Nejad (1995), 

“construction requires teachers to focus on depth of understanding and to assume a 

supporting or reflective role while students construct meaning for themselves and engage 

in critical thinking and problem solving” (p. 18).  Teaching approaches viewed from this 

perspective regard teachers as “facilitators” who tend to lead and guide (Fradd & Lee, 

1997).  This view is very consistent with the principles of a Learning College where 

faculty members are considered facilitators of learning, and students are guided to take 

responsibility for their own learning.

Overall, most of the effective strategies identified by participating faculty 

involved active learning on the part of the students.  The faculty participants connected 



97

students to the community through service learning, and they connected classroom 

learning to student lives outside the classroom using technology, multimedia and scenario 

planning.  The connection approach has been termed “the connecting classroom.”  This 

approach to promote connection among classmates, connections between students’ lives 

and work and the subject matter of the course has been identified as an effective teaching 

strategy (Kasworm, 2003, as cited in McClenney, 2004).

In-effective strategies and incidents as described by system-wide academic 

faculty 

• Allowing students to choose lab partners during chemistry lab.  Allowing 

students to choose lab partners seemed to be a friendly approach, but I soon realized that 

my classes were divided by this method.  Students may feel more comfortable being 

paired with a friend, but students lose an opportunity to learn from me and HCC’s best 

asset our diverse student body.  My students are from many nations, and we can all learn 

from each other.

• Universal jokes.  I think one of the last aspects of a culture or language a person 

learns is humor.  I have attempted to find “universal” jokes to tell, but have not 

succeeded.  A specific example:  There is a cartoon I project on the screen.  It shows a 

white blood cell is sitting at a restaurant table.  A waiter is taking the order.  The white 

blood cell orders, “I’ll take the typhus”.  (This illustrates how white blood cells “eat” 

bacteria and viruses in our blood stream.)  Very few people laugh, mostly American-born 

students.
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• Media material.  Slide tape, video Tapes.  Computer-generated materials 

Distance Ed. students don't complete work.  They forget to do the work.

• Long video. Students lose interest.

• Discussing religion.  One student, a Mormon, told another student, a Catholic, 

that Catholics are not "real" Christians. A student challenged a lecture on the evolution of 

human societies, stating that humans have only been on earth for 10,000 years (according 

to the Bible).  A student said, on the first day of class, that he was skeptical of anything 

taught in a social science class because scientists believe in evolution.  A Palestinian 

student said Marxism was "just another Jewish plot to take over the world."

• Dry lecture.  If I lecture on a structure for a paper and on annotating an essay, I 

always need to follow up with some type of specific response from the class.  Sometimes 

another response to the point of the poem is needed early in the semester in order to begin 

the process of exploration.

In-effective strategies and incidents as described by system-wide 

developmental education faculty

• Quiz review game for extra points. 

Major Test - Group Activity-Review. 

� Four to five in each group writes six questions and answers most likely to 

appear on the exam.  A total of six questions for each group.  

� Spokesperson stands and delivers questions (first of group).  Person to raise 

hand in another group may attempt to answer.
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� If correct, all members in that group earn two extra points on exam.  If 

incorrect, all members are disqualified from answering that question.  The 

next person who raised his/her hand from another group may answer.  

� If no other group can answer the questions, the group earns one point.  

Anyone who speaks and answers without raising his/her hand and being 

acknowledged by the instructor will lose his/her turn, disqualifying the group 

for that question only.   A question cannot be asked twice.

� Teammates cannot help answer the questions.  

I had five hearing impaired students in the class.  So, that meant that the

interpreter would have to interpret the question to these students first, otherwise they 

would have a delay disadvantage in their ability to respond quickly because the hearing 

students would already know the answer before the interpreter finished signing.  If I had 

the spokesperson whisper the question to the interpreter to sign before it was spoken, the 

hearing students would have an unfair advantage.  It did not work so I no longer use it.

• Lecturing the entire class period. Students fell asleep.  Some wrote me a note, 

some did not relate to the formal vocabulary.

• Analysis assignment at the beginning of the semester.  The strategy was a 

collaborative writing activity analyzing a Mark Twain excerpt.  Each group had to write a 

group essay analyzing Twain's "Two Views of the River."  Students submitted essays at 

the end of class.  I had them typed and duplicated for class discussion during the next 

class. The grades were not good—one B and five C's.  Students found the assignment too 
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difficult.  It was near the beginning of the semester, and students needed more training 

before they could do the critical analysis the assignment warranted.

• Direct lecture without application. Any direct lecture to students without 

application may be largely ineffective.   Early in my career, I would provide students 

with lecture information, and their job was to take notes.  However, if I did not provide 

applied products for the concepts, the time was largely wasted.  Students might remember 

the notes, but their ability to apply concepts was not improved because they did not have 

the opportunity to practice application.

• Lecture. Students get bored after long lectures.

Sixty percent of developmental faculty found lecturing to be ineffective in 

teaching diverse students.  When they used lecture, they coupled it with specific activities 

or application designed to keep students engaged in the learning process.  The 

developmental faculty participants in this study also found that introducing complex 

assignments early in the semester was highly ineffective in teaching diverse students.

In-effective strategies and incidents as described by system-wide workforce 

faculty.

• Extensive lecture and specific question discussion. Students went to sleep in the 

class.  At the end of the class, I asked students what three things they remembered from 

class.  The "facts" they recorded and ideas were minimal.

• Students introducing themselves first class day. Let me clarify, I do not think it 

is ineffective, but it does not always "capture the attention" of all students because 
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students are "worried" about getting in front of the class and talking, so they aren't paying 

enough attention to other student's introduction, instead they focus on their worries.  

Students are "rehearsing" their part over and over again, mentally, so they'll be ready 

when it's their turn, and they aren't focusing on the others introductions.  Many times 

students are relieved when their turn is finished and they start chatting with their 

neighbors who've finished instead of listening to the remaining introductions.  (I think 

this strategy could be effective - but I don't think the student's comprehend its value until 

later in the course).

• Pre-Reading followed by vigorous class discussion.  Student directed to pre-read 

a specific range(s) of pages in their text.  This was intended to prepare them for rigorous 

class discussion / instructor moderated. Not enough students came prepared.  My 

expectations were not satisfactorily met, in the time permitted.

• Fewer but comprehensive testing. Comprehensive testing once a semester 

created a lot of anxiety for students, so I changed to frequent testing that covered a 

specific area of study.

• Allowing students of the same or similar background to “stick” together. In 

lecture classes, I've seen "dynamics" in group settings that led me to not "allow" students 

of same or similar backgrounds to stick together and not work with students from 

different backgrounds and experience.

• Individual completion of assignments without teacher’s involvement.  The 

grades and climate for learning in the classroom was stiff and non-participative.



102

• Lecturing.  The instructor can introduce different concepts and tools, explain 

how they can be used in Tourism and Hospitality organizations.  Although this approach 

is effective in delivering up-to-date information, it has a number of limitations.  The 

extent of participation is low.  It is difficult for students to absorb all the information.  

The effectiveness of this method also relies on instructor’s communication skills and 

knowledge of the area. It is effective only when combined with other teaching strategies.

• Setting up groups along ethnic lines.  I have a component in Consumer Behavior 

related to different ethnic groups’ buying motives.  I set up the group around ethnic lines.  

Students did take pride in their cultures as I wanted, but setting groups up along diversity 

lines reinforced separateness of diverse groups.  It created a “them” vs. “us” situation 

where groups became defensive.

• Open class discussion.  The “incident” occurs every time I try to get a whole 

class to participate in an open class discussion.  Many students will remain silent.  These 

students may benefit from listening to the discussion, but they do not personally 

participate.  I have observed several causes for this behavior.

a. Cultural. Some come from cultures where they are taught that “respectful” 

students listen to the teacher and remain quiet.  What we would consider 

healthy assertiveness they might feel was pushy, conceited, and disrespectful.

b. Language.  Some have limited skills in spoken English, generally because it is 

not their first language.
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c. Academic past.  Some have always done poorly in school, and don’t expect to 

do well in any class, so they are reluctant to participate.

d. Personality. Some students are simply “quiet” people who rarely talk much.  

Some are comfortable talking with their peers, but uncomfortable addressing a 

teacher and a whole class.

The participating workforce faculty members like the other faculty members in 

this study found lecture, outside assignments, and one or two major tests per semester to 

be ineffective in teaching diverse students.  According to some of the faculty members, 

students tended not to complete the work, some stressed over having to recall information 

required for a comprehensive test that cover extended material.  The fact that some 

students do not perform well on comprehensive tests and do not complete assigned work 

may be signs of “surface learning,” that is the learning that lasts a short while after an 

exam. Workforce faculty members also noted the need for faculty to provide more 

direction for group assignments.  Without specific direction from faculty, students 

formed groups along racial lines.  Forming groups along ethnic lines may appear to be 

beneficial, but some of the workforce faculty members found that such groups “created a 

“them” vs. “us” mentality.

Summary

There was no obvious theme emanating from the ineffective instructional 

strategies listed by academic faculty members in this study, with the exception of 

potential passivity or potential lack of student engagement associated with dry and 
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prolonged lectures.  The faculty members noted the need to broaden student classroom 

learning experiences by pairing students with people they do not already know.  Some 

talked about the ineffectiveness of giving outside assignments since many students fail or 

forget to do the assigned work.  Discussions of religion were found to be too 

controversial to facilitate any meaningful learning.  Lectures without direct application or 

without accompanying activities for students were found to be ineffective in teaching 

diverse students.

There is a national debate about the value of lecture as an effective teaching 

strategy  (Bain, 2004).  On one side are those who believe that research has proven that 

lectures never work.  On the other are those (often passionately) devoted to using the 

ancient pedagogical device.  The finding that lectures may be an ineffective method of 

teaching is consistent with the national debate.  Bain’s (2004) study of outstanding 

teachers revealed that some people can engage their students with “good” lectures, 

helping and encouraging them to learn on the highest level; others can do so with case 

studies, problem-based learning, powerful assignments, playing guide by the side, 

conducting discussions, or creating stimulating field work.  Yet any of these methods can 

also fail miserably.

Some of the strategies listed as ineffective were on the surface surprising until one 

reads the faculty member’s explanation for why the strategy was considered ineffective.  

For example, many studies advocate the use of humor in teaching, but one of the faculty 
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members noted the difficulty in finding  “universal” jokes that all the people regardless of 

culture could understand.  

It was also surprising to find ethnically homogeneous groups on the ineffective 

instructional strategy list.  The faculty members who listed this as ineffective said that 

they found that the groups “stick” together and that it created a “them” vs. “us” situation.  

One would think that having the ethnically homogenous group sticking or binding 

together would be a strength.  Such a group tends to learn from each other and solve 

problems as a group.  The fact that the strategies that some might consider effective 

ended up in the list of ineffective teaching strategies illustrates the importance of viewing 

things in “context.”  When ideas or concepts are considered without putting them in 

context, or without considering the audience, opportunities for shared meaning are lost.

Teaching styles and rational for selecting particular strategies

In general, the faculty participants in this study appear to have as many different 

reasons to use a strategy as there are strategies to be used.  Some conducted written 

assessments; however, most observed students and adjusted their strategies accordingly.  

Sometimes the motivation to use a different strategy is not solely initiated because of the 

students.  Sometimes some of the faculty changed strategies because they got bored or 

tired of doing the same things.

Most developmental faculty participants appeared to use some type of assessment 

to determine the skill levels of the students in their classes.  Based on the comments these 

faculty members shared, they appear responsive to students and easily adjusted their 
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teaching styles to accommodate student needs.  Classroom assessment is an excellent 

strategy for promoting success for students.  Assessment is defined as “measurement of 

effective teaching on student learning which shapes the teaching and learning process” 

(Banta, 1993, p. 212).  Angelo and Cross (1993) define classroom assessment as “an 

approach designed to help teachers find out what students are learning in the classroom

and how well they are learning it” (p. 4). 

Classroom assessment allows instructors to learn more about how their students 

learn and how to respond to particular teaching approaches.  It gives faculty members 

direct, immediate, and continuous feedback on student learning.  Classroom assessment 

serves several important purposes for students, faculty, and administration.  Thomas 

(2000) identified the following purposes of classroom assessment

• improve and enhance student learning especially in higher order 
thinking (e.g., synthesis, analysis, and evaluation).

• Provide instructors and teachers with immediate and continuous 
feedback on where the student might be in the learning process in 
order to modify teaching strategies.

• Help students take ownership of learning and assessment of learning. 
(p. 6)

The importance of classroom assessment cannot be overstated.  As HCC builds a 

Learning College and participates in the Achieving the Dream initiatives, it will benefit 

by requiring all faculty members to conduct regular classroom assessments.  Information 

gathered could help HCC develop professional development programs, answer 

accountability questions, and possibly create a “Diversity Scorecard.”
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As the faculty members grew older, and gained more experience in teaching 

diverse students, they became more confident as teachers.  Most observed students’ 

interests and reactions both verbal and non-verbal and adjusted their teaching styles as 

required.

I had no background in teaching and I was going for an MBA, but I 
wasn’t able to finish the MBA.  I had a health care problem with my son 
and when I went back to University of Houston, they would not accept 
their own credits because it was over five years old.  So I switched my 
major to Occupational Education and Training and that program taught 
me “andragogy,” which is how to teach adults.  Basically, I completely 
revamped my whole teaching style.  When I first came to HCC, I taught 
like I had been taught.  I went up, I lectured, and I gave multiple-choice 
tests. My students would come up and “Say Ms. _ that was so much 
information I have a headache.”  I completely switched how I teach 
because what I was taught in my master’s program was that people learn 
better by doing, by being in groups, by relating their experience, so I 
lecture some, but a lot of times, I set my classes up so we don’t lecture at 
all. We do five-way debates; we build things.  One of my favorite things 
is to create a board game that feature an article in marketing where it’s 
got all these boring topics about transportation. I take all those words and 
the students create a board game with those words and we play it.  I tell 
them that everyday it’s going to be different.  I try to do debates, mind 
maps, skits and wonderful things like that.

Another faculty member stated:

I would say the requirements to get through the program have led to 
change in the teaching styles.  The expense to attend our program as well 
as the technology demands change.  Unfortunately the instructors have 
not always been given the opportunity to utilize new instructing 
technology techniques.  The college often does not address the needs of 
the workforce faculty.  It seems like they are more focused on academics 
than allowing time to elevate the workforce instruction.  In workforce, we 
put somebody to work, give him or her a career and a chance to enhance 
their livelihood.

This faculty member offered this explanation for changing teaching styles:
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Well, the change occurs because you become more confident in your 
grasp of the discipline and teaching methodology.  You also have a better 
idea of what your students need.  You can be more responsive to the 
needs of students than focused on executing the content or techniques you 
acquired while in graduate school.

Some other faculty members mentioned maturity and the increase in the 

confidence level as they gained more teaching experience:

I think it is maturity, my growing more mature.  You know, when you are 
young you are a little more self-centered, and as you grow older you have 
the opportunity to become more connected to other people and to be more 
compassionate, sympathetic and to be more empathetic with the other 
human beings.  And so, I think it is just aging and wisdom.  For now, I 
am more compassionate and more focused on the other person than on 
myself.  So I think it is a function of age and the wisdom that becomes 
available with age, though not everyone takes advantage of that 
opportunity.

Once you have had a couple of problems–a couple of students that speak 
out and the first couple of times that happens, like they say something 
rude to the other classmates or to you-when you are new, you are still 
unsure of yourself and you do not know how to deal with it, and now I 
very rarely have disruptive students that I cannot deal with very quickly
and easily early in the semester.

Summary  

In responding to questions about teaching styles, most of the faculty participants 

in this study all noted some changes in current teaching styles compared to when they 

first started teaching at HCC.  The differences are reflected in the actions the faculty 

members took to engage students.  Some of the faculty members talked about increased 

level of confidence and maturity; others talked about creating or developing techniques or 

materials that made it easier for students to learn.
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If the person who observed the participating faculty in the classroom when they 

first began teaching at HCC were to visit their classes now, that person would find the 

participants more engaged with students.  The person would find how multiple strategies 

that require student participation is used to facilitate learning for students.  The person 

would find a group of faculty who have grown over the years and have found ways to 

improve their teaching for the sake of their students.

Experience with diverse students may have the greatest impact on faculty 

teaching styles.  This faculty member appears to have found effective ways of addressing 

the multiple learning needs of diverse students. 

The biggest challenge I found in teaching diverse students is I have to 
integrate my teaching styles for more than one diverse group of 
minorities.  We still have the diversity of minorities and all, but then we 
have the bigger diversity of international students. To successfully teach 
so many students with such different backgrounds I have a mental 
common denominator.  A lot of times that’s going to mean that there will 
be like an average student.  Like if I have people that are weaker, weaker 
socio-economic status or whatever; maybe their grammar is not as good 
or they don’t understand the level of expectation that I have, which is a 
real issue in the classrooms. Then, I have to pull them up and physically 
show them what I am expecting and they will say, “Oh I didn’t know I 
had to put that much detail in it.”  I will show them that this is the level of 
expertise and professionalism I expect their work to be.  

The same faculty member continued: 

On the other hand, I will have a lot of students who are international and 
sometimes other students, too, that will be on a higher level, but, because 
of the way I do my classes, a person who wants more challenge can have 
it for themselves, and a person that maybe doesn’t want that much 
challenge, I have to kind of show them what is at least an average level of 
performance for the class.  So I work the classes into the middle.  The 
ones that are really a little bit more advanced, because of how I set my 
classes up, they can do as much as they want and get into the projects.
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Unique experience at HCC

 Faculty participants reflected on their experience as faculty at Houston 

Community College and shared the following unique experiences.

I had good luck in my career here to work with a number of students who 
had disability of one kind or another.  At one time in a class of twenty I 
had three people with disabilities, one student had sight disability, two 
had cerebral palsy and were in wheelchairs.  It was like a challenge for 
me. One of the student with cerebral palsy was told by her parents not to 
bother going to school and she earned A’s here. When we sent her on to 
Houston Baptist University she made them adhere to ADA also.  
Although she had trouble speaking, she worked hard at speaking out in 
class and of course we all encouraged her to do so.  She was a wonderful 
student and a joy and resource to everyone.  Not to mention her 
inspiration.

Another faculty member relate a story where she was accused of discrimination.

The only time I ever had someone accuse me of discrimination, it was a deaf man in one 

of my classes.  I was failing his paper.  He thought I was discriminating against him 

because he was deaf.  I realized that when I talked to him, he wasn’t looking at me, he 

was looking at the translator.  So I sat down with the translator and found out that there 

are three different ways of translation.  One was fully translating things and one was 

partially translating, and because of the time, she was partially translating.  The student 

had written me a letter accusing me of discrimination, fortunately the letter was 

beautifully written so I went back to him and the interpreter, and we all sat down, and I 

told him he has to look at me occasionally, because my messages come from my eyes as 

well as from what I am saying.  By the time we had finished, he apologized, and he said 

he totally understood that he was sorry and from then on whenever I saw him in the hall, 

he realized it was his problem and not my problem. It was gratifying to bring him around.
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Most of the unique experiences reported by faculty were positive.  Some had to do with 

success with specific underprepared students who received full scholarship to attend 

private four year institution; students with low expectation who are now serving as 

congressional aid in Washington DC and some who are now pursuing master’s degree.  

Others talked about students with language difficulties who persevered and earned 

certificates and degrees in their chosen fields; drug addicted mom and ex-convict who 

after participation in one of the faculty member’s class decided to give up drugs and to 

pursue her education. HCC does have wonderful faculty members who are making a 

difference in the lives of the students.  It is important that their stories be shared with the 

larger community.

Summary

Several of the participating faculty members in this study demonstrated 

commitment and patience in their approach to students. When faced with difficult 

situations with students, they did not give up or have the students thrown out of class.  

Instead they worked through the challenge and gained the admiration of their students. 

Through the above stories, all the participating faculty members have demonstrated that 

they know what it is to work with diverse students at HCC.  They showed remarkable 

compassion in working with students, including those with varying disabilities.
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Research Question Three

This section will address the third research question and will present the findings 

related to faculty professional development and one thing that will increase faculty 

effectiveness with diverse students.

• Professional development needs.  The Critical Incident form asked faculty 

members to list professional activities they would like to attend.  Eighty-six percent of 

academic faculty indicated an interest in attending possibly, regional, national, and or

international conferences related to their discipline.  The remaining 14 percent indicated 

an interest in professional development related to teaching strategies.  All of the 

developmental education faculty members indicated an interest in state and or national 

conferences.  Thirty-eight percent of the workforce faculty indicated an interest in 

professional development related to subject area.  One quarter would like to attend 

seminars related to multiculturalism, personality, and leadership development.  Another 

quarter of the faculty surveyed would attend technology training, and the remaining 12 

percent would prefer to attend national conferences.

The literature reviewed for this study discussed faculty members who appeared 

disappointed by the quality or the limited level of preparedness of the students they found 

in their classrooms.  Others see education as “a human and humanizing endeavor” and, 

therefore, do whatever it takes to help students succeed.  It is also apparent in the 

literature reviewed that faculty have little confidence in many of the professional 
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development activities offered by most institutions because they tend to be imposed by 

administration.  This study found that most HCC faculty know the characteristics of the 

community college students and are using multiple strategies to help the students learn 

and develop critical thinking skills.  HCC faculty participants in this study do share the 

concern that traditional professional development activities imposed by administration 

are rarely effective.  They prefer state and national professional development activities 

hosted by professional organizations outside the institution.  Many would attend 

professional development activities that help them to know how best to teach students 

with different learning styles and cultural backgrounds. One faculty member said this 

about her experience with professional development at HCC:

Professional development really, really helps.  I don’t mind going to some 
of the little things we go to, but I am not sure how much those really help.  
One thing with Global Issues is being able to go to the World Affairs 
Council presentations and the Houston Seminar Series helps both the 
students and me.  The ASA meetings are always wonderful.

Another faculty member believes that the current HCC process for evaluating the 

professional development activities of the faculty members are not effective.

I wish that our administration had better understanding of what it does 
take to develop professionally.  I present at the National American 
Cultural Association Convention regularly.  I go to two science fiction 
conventions that are held here and one at University of Texas regularly.  I 
set goals for myself like reading more than 25, hopefully more than 50 
novels each year.  I set goals and put them in writing of going to see live 
theatre, and I think those things are important.  I should get professional 
development credits for reading 50 novels and attending plays way over 
some little half-day, workday, crap that is put on by the administration.  If 
you develop yourself, they don’t count it.  If I actually do the work to 
make a national presentation, then I shouldn’t be going to any other 
professional development activities.  I would have fulfilled my quota.  
The professional days held by the school never develop any professionals 
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at all. I would like to have the whole thing redefined.  It should be set by 
the individual and worked out with his/her supervisor. There should be a 
plan for it just like any other goal-oriented kind of thing.  The goals 
should be something you can actually take a good swing at.

This faculty member who said she was educated before the computers became so 

prominent, likes the opportunities HCC provides for faculty members to develop new 

skills in technology.

I need technology.  My goal is to fully use more Internet.  The other help 
I need is time to study when I am learning something new.  I was 
educated before there were computers.  I need the kind of help they are 
now providing where you can walk into a Curriculum Innovation Center 
(CIC) which is on campus and ask a human being how to do this, and 
they politely show you.

Another faculty member who has participated in many of the technology training 

sessions offered by HCC says that it is not enough.  

I need time.  Of course money would be nice, but it’s really time that I 
need.  I am so frustrated.  I have a pile of journals in the corner of my 
office.  There is no down time for me.  I can’t get to those, and number 
one, I feel that I am missing something.  I typically work six days a week 
and I don’t have time to do any personal development.  On the other 
hand, I do WebCT training, I go to internal in-services, but I find it’s not 
as satisfying.

Another faculty member believes that there is just too much emphasis on technology at 

HCC.

I would like for us to have training for faculty other than technology 
training.  To me the only kind of training that is offered to faculty and is 
typically available is all kinds of technology and the sole emphasis seems 
to be using technology in the classrooms.  Whereas I believe that if you 
are a great teacher and you have no technology at all, it would still be a 
wonderful teaching and a wonderful learning environment.  Technology 
is not the only thing that is important.  I would like to see us offer more 
training in things like…courses on recognizing different learning styles or 
how we can shift our teaching techniques to incorporate what students 
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need in order to learn.  Different learning styles, different teaching styles 
as opposed to technology, which is the only thing, I hear these days.

Summary

A majority of the participants for this study are displeased with the type of 

professional development activities provided by HCC.  Some feel frustrated about the 

limited time they have for professional development, and others feel that guidelines for 

what qualifies as professional development should be reviewed.  Document review 

showed limited resources devoted to professional development at HCC.

Factors faculty members believe will increase their effectiveness with diverse 

student

As discussed in the earlier chapters, HCC has set a goal of admitting more than 

15,000 Hispanic students and nearly 5,000 African American students to address the state 

mandate to “close the gap” in higher education.  From the research reviewed for this 

study, it would appear that many of the anticipated new community college students 

would be academically and economically challenged.  In order to increase the chances 

that more of these students will succeed at HCC, the participating faculty members were 

asked to reflect on their experience with diverse students and to name one thing that will 

help them to be more effective in working with diverse students:  The following is a 

sample of what HCC faculty participants in this study said will assist them in working 

more effectively with diverse students:

It would help us if we had a library of cultures that we have access to.  I 
see people from all over the world who come from different kinds of 
educational backgrounds and here at Town and Country that is 
particularly true…Unfortunately most diversity efforts require people to 
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attend workshops.  My friends in business bring me their little diversity 
deals and they laugh and joke at them.  Those things don’t even work.  I 
would like to see some kind of introductory session that is very short that 
let people know what research they can do to try to empower teachers as 
learners again.  And let them know about the diversity of cultures in their 
classrooms.  

Probably smaller classes will help. I would like to be more intimate with 
the students and spend more time with their papers.  Make it more like a 
workshop experience than a classroom experience.

It would be helpful to have more extra-curricular support for students.   
We have a lot of students who come from different socio-economic 
backgrounds who do not have too much education; so just having policies 
and procedures in the classroom isn’t always enough.  They need to be in 
environments where they can interact with leaders and see how leadership 
works and recognize the right and privilege to vote.  

I really don’t think that we need to focus on any new thing for diverse 
students.  I really think that if we have good intentions and no racist 
attitude, we are going to consider everyone equal.  When you are talking 
about minorities, I deal mainly with minorities.  I treat them as gifted 
students.  Providing them all the things I would provide in a gifted 
classroom.  Which is encouragement, activities that challenge them, 
scientific projects even though, they are developmental students, and they 
are working at much, much higher level.  So I don’t see things in terms of 
different racial groups.  I do not have that frame of mind that we have to 
provide for somebody more than another; I think we have to provide for 
all, a lot.

It would appear that some of the characteristics that distinguish community 

colleges from their four-year institutions, small classes, more opportunity for greater 

interaction between faculty and students are the same characteristics that participating 

faculty members in this study feel will assist them to teach diverse students effectively.  

Although both community college faculty members and the students value small classes, 

budget reductions and dwindling resources may be forcing colleges to increase class 

sizes.  The challenge for college administrators will be to find alternative funding sources 
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that will allow them to keep class sizes manageable for faculty so that the faculty will 

have more time to interact with diverse student.  This is important as research shows that 

faculty interaction with students is a key component of any successful retention effort 

(CCSSE, 2003).

In order to work more effectively with diverse students in their classrooms, the 

participating faculty members feel that opportunities should be provided to faculty to 

travel abroad during the summer to some of the countries from which their students 

come.  Some suggest that access to a library of different cultures will be more meaningful 

as opposed to generic diversity workshops which some view as ineffective.  Some of the 

faculty members think that more awareness of the students’ culture, smaller classes, or 

maybe even a teaching assistant would free them from doing clerical work so that they 

can focus more attention on building relationship with students.  One faculty member 

worries that focus on diversity somehow might put some constraints on academic 

freedom.  She is not sure how this could happen, but she fears that if the “right” 

conditions exist, that academic freedom may be constrained.

In response to the issue of support for faculty and their professional development, 

the participating faculty members received support from their immediate supervisors, or 

deans, or each other. Many would like more time to prepare for classes or more time to 

travel and to spend with the students.  Some of the faculty would like to become more 

technologically savvy. One of the faculty members has had a negative experience with 

the “HUB” system at HCC and feels a lack of support from administrators.  More 
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administrative presence may be required at West Loop and respect and trust in the faculty 

members’ judgments seem to be important issues for the faculty.

These findings on professional development are consistent with the literature, 

which indicates that most faculty professional development activities offered by 

institutions are not what faculty members want to attend (Murray, 2002).  HCC offers 

faculty several opportunities for professional development, especially in the area of 

technology.  There is institutional support for some faculty to attend the NISOD 

Conference.  What is lacking at HCC, as in the general literature on faculty professional 

development, is evidence that the activities chosen to develop faculty members are 

effective and are empowering faculty to be more successful in their interaction with 

students, especially the underprepared and low-income students.  

An evaluation of the HCC Program Review—Annual Progress Report of the 

Academic and Workforce programs indicated minimal financial support for faculty 

professional development.  Seventy-five percent of the academic programs represented in 

this study indicated that their programs do not have adequate funding for faculty 

professional development.  All of the workforce programs represented in this study 

indicated lack of funding for their programs in general.  Only a quarter of the workforce 

programs specifically mentioned that the lack of funding impacted their ability to provide 

professional development for their faculty.  The workforce chairs appeared more 

concerned about the low salaries for adjunct faculty members. They worry that low 

salaries hamper the departments’ ability to hire industry professionals to teach HCC 



119

students.  Several workforce faculty members are concerned about not having sufficient 

or adequate equipment in their classroom.  This hampers their ability to provide up-to-

date instruction to their students.

There is concern that lack of funds to support professional development, and or to 

purchase needed equipment, and or hire sufficient full-time and part-time faculty may 

cause morale problems.  HCC administration may need to review its commitment to 

faculty professional development to see how best to spread the limited funding so that 

more faculty members (may be on a rotation) get to attend professional development 

conferences offered by professional organizations in their fields.  It would also be 

beneficial to review all the professional development offerings at HCC to see how they 

are tied to the college’s mission and what evidence exists that show that the resources 

invested in the various activities are yielding required results.

Continuous professional development of faculty is vital for any college striving to 

serve well all students that enroll.  Principle 1 of the 12 essential principles for teaching 

and learning in a multicultural society developed by Banks, et al. (2001) states that 

professional development programs should help teachers understand the complex 

characteristics of ethnic groups within U.S society and the ways in which race, ethnicity, 

language, and social class interact to influence student behavior.

Banks et al. (2001) highlight the importance of effective professional 

development programs

Effective professional development programs should help educators to : 
(1) uncover and identify their personal attitudes toward racial, ethnic, 
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language, and cultural groups; (2) acquire knowledge about the histories 
and cultures of the diverse racial, ethnic, cultural, and language groups 
within the nation and within their schools; (3) become acquainted with 
the diverse perspectives that exist within different ethnic and cultural 
communities; (4) understand the ways in which institutionalized 
knowledge within schools, universities, and popular culture can 
perpetuate stereotypes about racial and ethnic groups; and (5) acquire the 
knowledge and skills needed to develop and implement an equity 
pedagogy, defined by Banks (1995) as instruction that provides all 
students with an equal opportunity to attain academic and social success 
in school. (p. 6)

Summary

This research reveals that many of the participating faculty members perceive a 

need for meaningful professional development that would help them understand the many 

cultures represented in their classrooms.  One participant mentioned the establishment of 

“library of cultures;” others mentioned the need for targeted training that deals directly 

with the challenges they encounter in teaching diverse students. Another faculty member 

talked about not having the skills to work with students who have so many personal 

problems:

We have students with big needs. I have students whose house is being 
foreclosed on.  I have students whose husbands have walked out on them.  
Those are things that I’m not trained in, and I think our student body is so 
diverse.  I think we need more support in the counseling department, not 
for just counseling for academics but for counseling in their lives, and 
that’s a big challenge.  These are people who are signed up for 12 hours 
of class, they’ve got 40-hour workweek, and they have three children at 
home, and then they don’t do well, and they get discouraged.  

It would appear from the faculty participants’ responses that there is a need for 

HCC to develop professional development programs that will address the faculty 

members’ need to become more knowledgeable about the many cultures represented in 
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their classrooms.  To assist faculty in becoming more effective in working with diverse 

students, HCC may want to develop professional development programs that help faculty 

members use new knowledge of their students’ culture and ethnicity as a framework for 

inquiry.  Programs that will help faculty members use culturally responsive activities, 

resources, and strategies to organize and implement instruction may be necessary at 

HCC. There are several models for effective professional development programs.  This 

one offered by Banks et al. is highlighted here because it focuses on what can be done by 

various groups or institutions to facilitate success for diverse students.  The section on 

professional development has been slightly modified and is being suggested as an 

evaluative tool for HCC’s professional development programs.  

Professional Development Checklist

1. Do professional development programs in your school help faculty understand the 

complex characteristics of U.S. ethnic, racial, and cultural groups?

2. Do professional development programs help faculty to understand the ways in 

which race, ethnicity, culture, language, and social class interact in complex ways 

to influence student behavior?

3. Do professional programs help faculty to uncover and identify their personal 

attitudes toward different racial, ethnic, language, and social-class groups?

4. Do professional development programs help faculty to uncover and identify their 

behaviors related to diverse racial, ethnic, language, and social-class groups?
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5. Do they help faculty acquire knowledge about the history and cultures of diverse 

ethnic, racial, and cultural groups?

6. Do they help teachers become knowledgeable about the diverse perspectives on 

historical and current events within different ethnic, racial, language, and cultural 

communities?

7. Do they help faculty develop the knowledge and skill needed to modify their 

instruction so that students from diverse ethnic, racial, cultural, and language 

groups will have an equal opportunity to learn in their classrooms? 

Source: Banks et. al. “Diversity Within Unity” 2001

If HCC could develop and implement professional development program such as 

the one described above, it would meet the needs of several of the faculty members who 

participated in this study.  Such a program could be one of the interventions that could 

enable all the various constituents at HCC to begin to assume collective responsibility for 

student learning.

Research Question Four

This section will address the fourth and final research question and will present 

the findings related to Learning College at HCC.

Learning College at HCC.  In 1999, Houston Community College hosted Terry 

O’Banion, former executive director for the League for Innovation in the Community 
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College, as  the keynote speaker for the faculty conference.  The Learning College 

concept as envisioned by O’Banion was introduced to HCC faculty, administrators, and 

staff during the conference.  In summary, O’Banion emphasized that the Learning 

College places learning first, putting it at the heart of everything it does.  In the Learning 

College:

• the mission focuses on learning rather than on teaching

• students and faculty are full partners in student learning

• student learning is everyone’s responsibility, and 

• the institution’s success will be judged on student learning outcomes

Further, a Learning College is one that:

• values innovation and the free exchange of ideas,

• engages in continuous improvement to enhance student, faculty, and staff 

learning

• assesses and improves systems and processes, and 

• utilizes resources wisely.

According to O’Banion, the Learning College is based on six key principles listed 

previously in Chapter Two of this study.  The principles include:

1. creation of substantive change in individual learners

2. engagement of learners as full partners in the learning process

3. creation and offering of as many options for learning as possible
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4. assistance for learners to form and participate in collaborative learning 

activities

5. clarification of roles and processes based upon the needs of the learners, and

6. measures institutional success based upon documentation of improved and 

expanded learning opportunities for all learners. (HCC Recruitment and 

Retention Plan, p. 10)

In addition to hosting O’Banion as a keynote speaker at the 1999 faculty 

conference, HCC also sent teams comprised of faculty, staff, and administrators to two 

community colleges referred to as “models” of Learning Colleges.  The teams visited the 

Community College of Denver and Sinclair Community College in Dayton, Ohio.  

Presidents of the five HCC colleges held “strategic conversations” on Learning Colleges.  

Yet for many, the Learning College as outlined by O’Banion remains an illusive and 

difficult concept to implement in a large institution such as HCC.

Most HCC faculty participants appear to be aware of the concept of a Learning 

College.  Considerable variations exist between the level of knowledge and faculty 

adoption as well as implementation of the Learning College principles. Participating 

faculty responses to Learning College questions ranged from confusion to a fairly good 

description of what Learning College is and how it puts emphasis on student learning not 

just on teaching.  The following are sample faculty member responses regarding their 

experience with Learning College, a board initiative at HCC:

I heard different interpretations of what the learning college is.  But I 
have no idea of what it is.  I understand that the Learning College was to 
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create an idea that all students could learn and benefit from the college 
environment, but I haven’t seen any of the paperwork involved in what 
the learning college is supposed to be.  In my experience, I have seen 
HCC go through different phases of learning techniques where names 
change but situations don’t but teaching continues.  And teachers are the 
front line; we are dealing with the raw materials that we must turn into a 
finished product.

I am behind the idea of an active mind.  I am a believer.  The way the 
administration chooses vocabulary and then says its ideas is another 
thing.  If they want this to be a Learning College, they should be asking 
me about what it takes, they should not tell me. First of all, I’ll group 
them all together.  All major constituencies of the college should all be 
considered first—that includes faculty.  In terms of student success, I 
think that is an important thing just like reminding teachers that they need 
to be advisors is an important thing to get us grafted with our students.  

I think the name changes every semester.  I realize in America you have 
to use slogans and gimmicks.  As far as I am concerned, I always create a 
Learning College.  My idea is to make sure that students learn and take an 
interest in learning.  There are many of us who have always been 
concerned.  The only reason we are here is because of the students.  You 
have to show the students that learning is to their advantage, not just to 
get a job but also to get a life.  I teach the languages, and we emphasize 
that language is part of the enrichment of life, which I see as part of the 
Learning College principles.

The way I understand the learning college is that it is an initiative that 
involves everybody in the college from the Chancellor of the college all 
the way down to the maintenance crew.  With the emphasis that each and 
every person working in the college has a commitment to make sure 
things are going to go on that will support a learning environment.

 A few of the participating academic faculty members admitted they do not know 

much about the Learning College.  Some had specific examples of incidents that illustrate 

that HCC has not internalized the concept as a core value.  The faculty participants in this 

study for the most part accept the Learning College’s focus on students and learning; 

valuing innovation and free exchange of ideas, on engaging in continuous improvement 
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to enhance student, faculty, and staff.  The difficulty with full adoption of the Learning 

College concepts appears to revolve around the notion of students as full partners in 

decision-making as well as students being responsible for their own learning.  Several 

faculty members described personal experiences where there was no evidence of student 

involvement in decisions that had direct impact on the students.

Some other faculty members resent being held accountable for student success 

and retention when community colleges, because of its mission, accept anyone who 

wants to attend regardless of their academic skills.  The colleges that seriously take on the 

concept of Learning College realize that there is substantial and challenging work 

involved (McClenney, 2004).  Houston Community College has taken the first steps 

toward becoming a Learning College.  It has modified its vision and mission to include 

learning and has made becoming a Learning College a strategic priority.  Much work still 

remains to be done.  Other than updating its home page to include Learning College 

literature and hosting common books, it is not clear how much HCC has incorporated the 

principles of a Learning College since visiting the two “model” community colleges 

mentioned earlier.  Part of the explanation for the lack of incorporation of the Learning 

College principles across the system could be attributed to the difficulty in implementing 

substantial change called for in the Learning College principles in an environment where 

many of the key stakeholders have been a part of the system for decades and are resistant 

to change.  These stakeholders have vested interest in the institution as it is, and may be 

unwilling to implement any new or questionable changes.
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For HCC to truly become a Learning College, it would need to adopt “best 

practices” that support Learning College principles.  One key best practice from this 

researcher’s perspective is the concept of “Assuming Collective Responsibility for 

Student Learning.”  According to McClenney (2004), this concept has been shown to be 

most effective by the Learning College Project of the League for Innovation in the 

Community College.  The Learning College Project revealed “it is precisely that sense of 

collective responsibility, cutting across classrooms, disciplines, departments, and 

divisions, that is requisite to development of a learning-centered college.” (p.12)

When HCC truly becomes a Learning College, faculty and administrators will be 

habitually asking and answering these pertinent questions about learning posed by 

McClenney (2004).

1. What kind of learning are we trying to achieve?
2. Is it the kind of learning that too often results from the lecture method and 

multiple-choice exams, what the cognitive scientists are calling surface 
learning?

3. How good is good enough? (p. 12)

Colleges that succeed in becoming learning centered develop a culture of evidence.  To 

do this, HCC again will need to get in the habit of asking and answering these additional 

questions posed by O’Banion.  How will this (decision, action, program, policy) improve 

and expand student learning?  How do we know?

Granted, the work of becoming a Learning College is not an easy one, but the fact 

that other colleges have succeeded in doing the work should be encouraging to HCC.  A 

commitment to “tell ourselves the truth” about what happens to our students, to break 
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down the data by race, ethnicity, income, gender, and age, and to be prepared to address 

the discrepancies instead of explaining it away are all key things HCC could do to 

facilitate its journey toward becoming a Learning College.  Admittedly, discussing issues 

associated with diversity or inequities sometimes has a “chilling” effect on groups 

(Howard, 1999; & Stephan, 1999 as cited in Banks et al.2001), not having the discussions 

and not addressing the issues perpetuates the following statistics.:

According to U.S. Census Bureau projections, between 2003 and 2010, 
75 percent of the growth in the 18-24-year old resident population will be 
persons of color.  Persons of color tend to be proportionately over 
represented among lower-income groups.  For example, the U.S. Census 
Current Population Survey (March 2002) indicates that 50 percent of 
Hispanic households and 55 percent of Black households had incomes in 
the lowest two quintiles of all households, yet Black and Hispanic 
households made up only 23 percent of all households. (Price, 2004, p. 
35)

This researcher believes that community colleges can do better.  For example, in 

order to be successful in doing the difficult work of becoming a Learning College, HCC 

must find a way to assure those who have served the institutions for decades that 

assessing and questioning what is being done in the classrooms, departments, and all over 

the institutions does not always mean that there is a problem.  Assessment at HCC should 

be understood as a mechanism for staying informed and responsive so that HCC can 

more easily answer the accountability questions.  Knowing what we are doing well could 

be a cause for celebration, and knowing where we lag behind could lead to reallocation of 

resources to address the identified problems.
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Summary

This chapter was presented in two sections.  Section one contained the 

demographic information of the participants, including information about gender, 

ethnicity, years of teaching experience, subject areas taught and the distribution of faculty 

participants across the five colleges. Section two presented the findings related to the four 

research questions.

HCC faculty members who participated in this study noted an increasing diverse 

student population.  Community colleges, with their open-admission philosophy, have 

always been more diverse than the selective four-year institutions.  Angelo (2004) noted 

that community college students’ pool is probably the most diverse in higher education.  

They include recent high school graduates, many of whom are low-income students who 

need the affordable tuition, other young students who have been squeezed out of the four-

year state systems, professionals brushing up on their skills, and the unemployed 

casualties of the recent recession.  These characteristics of community college students 

described above were similar to the students participating faculty work with on a daily 

basis.

An exploration of HCC faculty experience of diversity is pertinent given the 

projection that by 2015 HCC will enroll almost 10 percent of the state community college 

students.  The fact that Texas lags behind the national average in terms of college student 

retention and graduation rates is another reason to study faculty experience with diverse 

students in their classrooms.  The more colleges know about how faculty respond to 
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diverse students in the classrooms, the higher the chances that processes could be put in 

place to help faculty welcome, nurture, and monitor the performance of diverse students.  

The retention rate of HCC and the other colleges that serve diverse students will increase 

when more faculty members are equipped and can use effective instructional strategies 

consistently to facilitate success for all students. 

The diversity of community college students can be a cause for celebration when 

viewed in the context that community colleges mirror the demography of the U.S 

population.  Boulard (2003) state that “community colleges—more than any other 

segment in higher education— look like America.  The rich ethnic and racial diversity 

that is America is in plain view on a two-year campus near you” (p. 8). George Boggs, 

president of the American Association of Community Colleges, states: 

It’s an incredible achievement-something every community college in the 
country should feel good about.  We have all worked very hard to ensure 
that our campuses are more diverse, that anyone, no matter what 
neighborhood or county they come from, will find the doors to their 
nearest community college wide open…It is still very gratifying to see 
progress, to know that today our community college campuses are the 
most diverse in the nation.  (as cited in Boulard, 2003, p. 8)

The increasing diversity of students can sometimes represent challenges for 

community colleges that have experienced severe reduction in state funding.  Boulard 

(2003) cites California Community Colleges as an example.  

With low tuition, California Community Colleges were able to pull 
students, especially minority students, who would not have attended an 
institution of higher education.  Patrick Perry, vice-chancellor of 
technology, research and information with the California Community 
College system “The low cost of our system has been a huge factor in 
terms of our diversity. (Boulard, 2003, p. 9).
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Increase in diversity of students can also be a challenge for the community 

colleges whose faculty and administration do not reflect their student population. James 

Jacobs of Columbia University’s Community College Research Center, states:

When you have administrators and faculty members who come from the 
same community where you live, who share your ethnic background, who 
have gone through the same challenges you are facing, they tend to serve 
as role models for minority students.  This is particularly important for a 
low-income student, because the relationship between the faculty and 
student is often the most important factor in determining the success of a 
community college student. (as cited  in Boulard, 2003, p. 9)

To increase the number of Hispanic faculty, HCC has started a faculty internship 

program, where Hispanic’s without “all” the necessary experience to be hired as a full-

time faculty member could work alongside a current full-time faculty for at least one 

year.  At the end of the year, if the Hispanic faculty candidate proved successful, he or 

she could be hired to teach at HCC.  If this project succeeds, Hispanic students at HCC 

would find more faculty members who look like them and hopefully decide to persist and 

achieve their own individual goals.

Chapter Five will discuss and interpret the findings, make recommendations and 

summarize the study.
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CHAPTER FIVE

DISCUSSIONS, RECOMMENDATIONS AND SUMMARY

Discussion of the Findings

HCC full-time faculty participants for this study demonstrated characteristics that 

are consistent with “learning consultants” as described by O’Banion (1997).  Learning 

consultants are educators who adapted their teaching strategies to accommodate the needs 

of students in their classrooms.  The faculty participants served as mentors when the 

students needed mentoring; they became life skill coaches when they had students who 

lacked social skills; they served as job developers when their students needed jobs.  There 

appeared to be nothing that some of these faculty participants would not do to help their 

students succeed.  Effective instruction, as research shows, needs to be interactive. 

Excellent faculty members constantly make decisions that allow their students to stay 

engaged in classroom discussions and motivated to transfer the learning beyond the 

classrooms.  The participants in this study used various teaching strategies that 

encouraged reflection on the part of the students.  Reflection is a key concept in 

knowledge translation. (Lockyer et al, 2004;  Baker, Roueche, & Gillett-Karram, 1990).  

An analysis of the Critical Incident reports, interview transcripts, and focus group 

notes, revealed three themes that summarize the effective teaching strategies used by 

participating faculty members:  Critical thinking and connecting learning to reality, bias 

toward active learning/teaching, and understanding diversity.  These themes will be 

discussed in the subsequent pages.
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Three Themes

Theme One: Critical Thinking and Connecting Learning to Reality

There was a time when the teacher’s responsibility was just to come to class and 

teach content, and the students learned or failed.  It is not so simple anymore.  In today’s 

community colleges, and indeed in universities around the world, the responsibility of the 

faculty has expanded.  Effective faculty members now have to think of the type of 

students they have in their classes and then choose instructional strategies that are most 

likely to facilitate learning for all the students.  The best teachers communicate in such a 

way as to stimulate student thinking.  They emphasize conversation rather than 

performance. They think carefully and extensively about their interactions with students, 

and they let what they learned from students guide their teaching (Bain, 2004 and 

Roueche, Milliron, & Roueche, 2003).  This study revealed how some HCC faculty 

members connected classroom discussions to everyday life so that students could see the 

relevancy of the subject they are studying.

In different classes—chemistry, engineering, child development and others—

faculty connected classroom learning to students’ everyday living.  Students were 

exposed to learning opportunities and were encouraged to explore how what they are 

learning in the classroom relates to their lives outside the college environment.  Some 

students participated in service learning, others visited public agencies like the welfare 

department and other community-based organizations to get first-hand experience of how 

other people lived.
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Ability to think critically is required if students are to experience academic 

achievement.  According to Elder and Paul (1994), in order to introduce critical thinking 

successfully into instruction, faculty members must clearly understand the basic 

principles of critical thinking and ways and means of using critical thinking as a 

fundamental tool for deeply learning the logic of content.  Faculty members who are 

successful at teaching critical thinking become adept at facilitating learning so that 

critical thinking is understood as the means by which students process content.  Critical 

thinking in this context is defined as “the ability of thinkers to take charge of their own 

thinking” (Elder & Paul, 1994, p. 34).  Effective faculty members reflect on this 

important question about critical thinking and ask, “How can it be fostered in the subject 

I teach?”  In order to teach critical thinking successfully, instruction has to be thought of 

in both structural and tactical ways.  

Designing instruction so that students learn to reason well involves 
thinking about instruction in both structural and tactical ways.  Structure 
involves the “what” of instruction.  What subject am I going to teach?  
What content am I going to teach: What questions and problems will be 
central to the course?  What concepts will be fundamental?  What amount 
of information will students need to access? What point of view or frame 
of reference do they need to learn to reason within?  What is my concept 
of the course?  What overall plan shall I adopt?  What requirements shall 
I set up?  What grading policies?  What performance profiles?  Tactics, 
involve the “how?”  How am I going to teach so as to make the structure 
work?  How am I going to get the students to be actively involved.  How 
am I going to get them to learn to “reason” their way to the answers to 
questions in the field?  (Elder & Paul, 1994, p. 35)

The importance of teaching in such a way that students can learn is paramount if 

community colleges are to close the gaps among ethnic, racial, and social groups.  A 

review of the teaching strategies and interview responses reveal that several faculty 
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participants in this study understood the importance of critical thinking.  By creating 

scenarios that allow students to process important concepts of the course through role 

plays or demonstrations and by using multimedia to supplement instruction, faculty 

participants provide opportunities for diverse students to develop critical thinking and 

the ability to transfer learning from one environment to another.  One advantage of 

connecting student learning in the classroom to other aspects of students’ lives is the 

continuity it provides.  Students who see the relevance of what they are learning in 

the classroom to their actual lives tend to retain the subject matter and persist in 

college because they find such learning meaningful.

Theme Two:  Bias Toward Active Teaching and Learning

Viewing the actions of the participating faculty through the lenses of 

constructivist paradigm, it is easy to see how these faculty members incorporated key 

learning strategies that have been found to facilitate learning for the students.  By 

presenting multiple views of concepts in the classroom and inviting students to share 

their thoughts and views about the concepts and by creating opportunities for dialogue 

through group work or debates, participating HCC faculty members kept their students 

engaged.

Other ways participating faculty members engaged their students was through 

collaborative writing projects that required students to work together and to hold each 

other accountable.  Some created opportunity for students to write and to have other 

students read their work and give verbal feedback.  Such activities kept students active 
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and likely facilitated their learning.  Role Playing was another strategy that faculty 

participants used to keep learning active and relevant. Students got to “pretend” to be the 

professionals they are aspiring to be.  One of the participating faculty members 

articulated the concept of active teaching this way “I believe if you really want it to be 

more meaningful teaching, you need to make it active.  Questions and answers, having 

students debate among themselves, solving problems, these are excellent ways of keeping 

students engaged and learning.”  

Bain (2004) studied what the best teachers from selective and open admission do 

and found seven unifying principles that differentiated the best teachers from the other 

teachers.

1. create a natural critical learning environment
2. get students attention and keep it
3. start with the students rather than the discipline
4. seek commitments
5. help students learn outside of the class
6. encourage students in disciplinary thinking
7. create diverse learning experience (p. 99)

To benefit from what the best teachers do requires a shift in our thinking about 

what teaching is and an adoption of a different model, one in which teaching occurs only 

when learning takes place (Bain, 2004).  Acknowledging the listed seven principles does 

not guarantee active learning.  Bain (2004) found that teacher’s performance in front of 

students affects how well students learn, and it involves a kind of craft of teaching 

techniques and even physical abilities.  The craft of teaching according to Bain has two 

elements, the ability to talk and the ability to get students to talk.  Ability to talk includes 
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being able to communicate in ways that stimulate thoughts.  It involves using warm 

language intentionally, making explanations fully to enable students to construct 

knowledge instead of just absorbing it.  Best teachers or effective teachers of students 

know how to get students to talk.  They want students to do more than talk though.  They 

use questions and thinking time to facilitate learning for students.  Bain (2004) describes 

this method of engaging students in discussion.  First the teacher poses a question and 

asks students to think about the question on paper or individually, second in pairs 

(think/pair), third in square (think/pair/square) and finally share with the whole class 

(think/pair/square/share).

A majority of the participating faculty members in this study possess the two 

basic elements associated with the craft of teaching—the ability to talk and the ability to 

get the students to talk.  Be it in business, chemistry, real estate, Spanish, banking, child 

development, sociology, history, veterinary tech, or other classes, these faculty members 

posed questions, presented scenarios that got students to talk and examine concepts and 

scenarios before arriving at conclusions.  Two great examples of participating faculty 

getting students to talk involved the class discussion that used the metaphor of a “cracked 

foundation” to describe the U.S. Constitution and the video “ripples” that had students 

respond to two customer situations and the paths that emanated from them.

The faculty participants in this study enthusiastically taught students important 

concepts and expected the students to reflect on their learning and to consider its 

applicability in their lives.  Several of the faculty participants got students to talk through 
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Socratic methods, through role-plays, through debates.  One faculty member who teaches 

real estate has students divided in groups to complete an actual contract using text and 

other information.  Several other faculty participants found additional ways to get 

students to talk and be a part of their own learning.  

Theme Three: Understanding Diversity

We live in an increasingly global society.  In addition to the expected increase in 

the number of Hispanic and African American students who will be attending community 

colleges in the next two decades, Banks, et al (2001) found a considerable increase in the 

ethnic, cultural, and language diversity in the United States and in the nation’s school.  

Acknowledging that the increasing diversity poses serious challenges as well as 

opportunities, the authors advocate that educators must respect and build upon the 

cultural strengths and characteristics that students from diverse groups bring to school.  

Building on this diversity will help to forge a common destiny where educators help all 

students acquire the knowledge, skills, and values needed to become participating 

citizens of the commonwealth.

Participating HCC faculty members appear to be aware of the importance of 

diversity and employed various instructional strategies to help students become more 

culturally aware.  One faculty member used students’ national anthem to teach serial 

positioning effect.  Students were required to recite their national anthem in their native 

language.  This exercise illustrated that most students started off strongly reciting their 

anthem, they usually stall in the middle or forget some of the middle parts, and then 
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finish strongly.  This type of strategy, not only shows some commonalities among the 

cultures, it also increases students’ knowledge about the world and various cultures that 

exist in it.  Other faculty members got students to talk about their cultures and to share 

important concepts and values.  Additional faculty chose books that allowed students to 

learn about other cultures to see and note values and customs that are similar and 

different and allowed students to hold discussions on these factors.

Cognitive constructivism as proposed by Piaget and social constructivism as 

proposed by Vygotsky both have implications for the education of community college 

students.  Both support the idea of active learning with varying levels of support from the 

teachers.  Various types of active learning, brainstorming, reflective journaling, critical 

thinking, collaboration, class discussions and oral presentations are all strategies used in 

constructivist classrooms.  The same strategies have been found to promote cognitive 

development in students.

The effective strategies used by faculty participants in this study are consistent 

with research reviewed in chapter two on instructional strategies that facilitate learning 

for diverse students.  Specifically, many of the characteristics of constructivist learning 

and teaching identified by Murphy (1997) can be found in the strategies used by the 

participating HCC faculty members.  The participants served in the roles of guides, 

monitors, coaches, tutors and facilitators when the situation called for it.  They provided 

opportunities, tools, and created environments that encouraged meta-cognition, self-

analysis, self-regulation, self-reflection and self-awareness. The faculty members 
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encouraged knowledge constructions and conducted assessments that revealed learners 

previous knowledge constructions and beliefs and incorporated the information in the 

learning process.  Participating faculty members used key constructivist concepts such as 

collaboration, cooperative learning, scaffolding, and verbal interaction as part of effective 

teaching strategies.  A visual representation of Murphy (1997) constructivists 

characteristics and the themes identified in this study is presented in the following table.  

The (X) represents where there is a match between constructivist characteristics and the 

themes found in this study.  

Table 5.1

Characteristics Of Constructivist Learning And Related Themes

Constructivist Learning 
Characteristics

Theme I Critical 
Learning/Connection 
to Reality

Theme II
Bias Toward
Learning/Teaching

Theme III
Understanding
Diversity

1. Multiple and   
representations of 
concepts and 
content are 
presented and 
encouraged.

X

2. Goals and 
objectives are 
derived by the 
student or in 
negotiation with 
the teacher or 
system.

X
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Constructivist Learning 
Characteristics

Theme I Critical 
Learning/Connection 
to Reality

Theme II
Bias Toward
Learning/Teaching

Theme III
Understanding
Diversity

3. Teachers serve in the 
role of guides, monitors, 
coaches, tutors and 
facilitators.

X X

4. Activities, opportunities, 
tools, and environments are 
provided to encourage 
meta-cognition, self-
analysis, self-regulation, 
self-reflection and self-
awareness.

X X X

5. The student 
plays a central role 
in mediating and 
controlling 
learning.

X

6. Learning situations, 
environments, skills, 
content and tasks are 
relevant, realistic, and 
authentic and represent the 
natural complexities of the 
“real world.”

X X X

7. Primary sources of data 
are used in order to ensure 
authenticity and real-world 
complexity.

X X

8. Knowledge 
construction and 
not reproduction is 
emphasized.

X
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Constructivist Learning 
Characteristics

Theme I Critical 
Learning/Connection 
to Reality

Theme II
Bias Toward
Learning/Teaching

Theme III
Understanding
Diversity

9. This 
construction takes 
place in individual 
contexts and 
through social 
negotiation, 
collaboration and 
experience.

X

10. The learner’s 
previous 
knowledge 
constructions, 
beliefs, and 
attitudes are 
considered in the 
knowledge 
construction 
process.

X

11. Problem-
solving, higher-
order thinking 
skills and deep 
understanding are 
emphasized.

X X

12. Errors provide 
the opportunity for 
insight into 
students’ previous 
knowledge 
constructions.

X

13. Exploration is 
a favored approach 
in order to 

X X
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Constructivist Learning 
Characteristics

Theme I Critical 
Learning/Connection 
to Reality

Theme II
Bias Toward
Learning/Teaching

Theme III
Understanding
Diversity

encourage students 
to seek knowledge 
independently and 
to manage the 
pursuit of  their  
goals.

14. Learners are 
provided with the 
opportunity for 
apprenticeship 
learning in which 
there is an 
increasing 
complexity of 
tasks, skills and 
knowledge 
acquisition.

X

15. Knowledge 
complexity is 
reflected in an 
emphasis on 
conceptual 
interrelatedness 
and 
interdisciplinary 
learning.

X

16. Collaborative 
and cooperative 
learning are 
favored in order to 
expose the learner 
to alternative 
viewpoints.

X X X
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Constructivist Learning 
Characteristics

Theme I Critical 
Learning/Connection 
to Reality

Theme II
Bias Toward
Learning/Teaching

Theme III
Understanding
Diversity

17. Scaffolding is 
facilitated to help 
students perform 
just beyond the 
limits of their 
ability.

X X

18. Assessment is 
authentic and 
interwoven with 
teaching.

X X

Although that there is a match between the themes identified in this study and all 

the constructivist learning characteristics listed by Murphy, the level of use of these 

characteristics by participating faculty varied. An analysis of the critical incident data and 

interview responses reveal a broader use of characteristics 3, 4, 6, 7, 11,16, 17, and 18.

Many of the constructivist learning characteristics and the instructional strategies 

used by the participating faculty are consistent with strategies that have been found to 

increase achievement and learning.  The results of several studies conducted by Johnson 

and Johnson (1989) found that cooperative groups encouraged informal discussions that 

lead to critical and creative thinking process as well as higher achievement.  Johnson, 

Maruyama, Johnson, Nelson and Skon (1981) found that cooperative learning experience 

promoted higher achievement for all students and in all subjects.  Johnson and Johnson 

(1989), Slavin (1983), Argyle (1976) and Barnes and Todd (1995) conducted additional 
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research that showed collaborative approaches to teaching promoted higher achievement 

as compared to less collaborative approaches. 

Slavin (1983) found that when group work is coupled with group rewards that 

students tended to help one another.  Jarvis (1998) found in her study of collaboration in 

the classroom no evidence that students took responsibility for peers learning, or any 

evidence of reward for group work, but found several benefits for using collaborative 

group strategies in constructivist classrooms.  The benefits include higher achievements 

as mentioned before, higher quality reasoning, motivation, peer support, sense of 

belonging, and ownership of learning. HCC faculty participants also used collaborative 

instructional strategies and created environments that enhanced diverse students 

acceptance of each other.  This benefit of collaboration is supported by the research done 

by Slavin (1983) and Johnson, Johnson, Pierson, and Lyons (1985) which found more 

acceptance of people from diverse backgrounds, race, and culture, as well as improved 

relationships between students in the classrooms.

All these findings validate Vygotsky’s belief that learning is a social process that 

can take place in the zone of proximal development. By bridging the gap between what is 

known and what can be known as in the zone of proximal development, faculty members 

who teach diverse students could assist the students in constructing new knowledge that 

could enable diverse students to experience more success in higher education.
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A review of the teaching styles employed by HCC faculty participants appear to 

have some similarities to the teaching styles outlined in Teaching and Leading (Baker, 

Roueche, and Gillett-Karam, 1990).  The authors describe dominant teaching styles of 

excellent faculty members.  

• Influencers.  These are faculty members who commit to clear objectives and are 

actively involved with students in completing them.  Because they are actively involved, 

they openly seek and exploit opportunities to increase learning.  As leaders, they 

constantly influence learners’ beliefs that their efforts will result in performance and that 

high performance will result in personal satisfaction (Baker, Roueche, and Gillett-Karam, 

1990, p. 135).  

This study found 33 percent of the HCC faculty members fit the profile of the 

Influencers. One example of faculty participant response that demonstrates the 

characteristics of an influencer is: 

One of my most important tool is getting students to care about their own 
work.  I tell them that their work has value, and it is worthwhile.  I spend 
time developing concepts, motivating my students.  The more motivated 
they are, the more connected they get to their work.

• Supporters.  These faculty members listen to students objectively and with an 

open mind, and they are sensitive to students’ feelings.  They are constantly gathering 

information about students, and as leaders they are always aware of the implications of 

situations they create for teaching and learning.  Supporters are also aware of student 

values and are able to use them to maximize student performance and satisfaction (Baker, 

Roueche, and Gillett-Karam, 1990, p.135).
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This study found 37 percent of HCC faculty members fit the profile of supporters. 

One example of faculty participant response that demonstrate the characteristics of a 

supporter is:

Of course, understanding what our student population is like.  
Understanding them, looking at them as individuals and trying to 
determine what they need.  I usually have my classes introduce 
themselves on the first day and talk about themselves.  Tell us a little bit 
about their background and why they are taking the class.  So you have 
some knowledge of their personal live and they have some knowledge of 
your live.  It is helpful to look at the students as persons and not just 
students.

• Theorist.  These faculty members constantly analyze quantitative information 

about individual and group performance and design learning experience to increase 

performance.  The faculty members actively seek more effective ways to organize 

information and conceptualize theoretical models of the teaching and learning situation.  

They also conduct ongoing evaluations and assessments of their theories and ideas.  In 

addition, theorists are concerned with designing the best learning situations and 

environment to ensure that student’s efforts results in performance (Baker, Roueche, and 

Gillett-Karam, 1990, p. 135).

This study found ten percent of HCC faculty members fit the profile of the 

theorists. One example of faculty participant response that demonstrate the characteristics 

of a theorist is:

… I teach a particular way of learning to write, but I teach it from the first 
day until the end of the semester.  I approach it from an architectural way 
of looking at writing.  It is more mechanical than intuitive.  It works well 
for students who are learning English.  It is like a formula.  There are 
techniques that work and you can teach them general and specifics.  You 
can get very specific and then very general, but then you have to have a 
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mix.  At the end of the semester, my students are writing longer more 
developed essays.

• Achievers.  They are constantly seeking to improve results.  They try to create 

new ways of thinking and doing, and they are continually experimenting with new ideas 

and methods.  As leaders, Achievers set goals for students, evaluate outcomes, and 

choose solutions that work.  Then they try to improve on them by further 

experimentation, testing, and decision-making.  Achievers derive their rewards by getting 

results.  Their role is to find the best way to get the highest performance from the most 

students (Baker, Roueche, and Gillett-Karam, 1990, p. 135).

This study found 20 percent of HCC faculty members fit the profile of the 

achievers. One example of faculty participant response that demonstrate the 

characteristics of an achiever is: 

As the times change, you must change.  I have this expression, 
“continuous improvements,” and that’s something I tell my students.  
Don’t ever think that you’re there because we are all evolving constantly.  
As the society changes, as life changes, as job situations changes, as the 
industries change we have to change with it and adapt our teaching styles 
and activities to those changes.

The teaching styles of Influencer, Supporter, Theorist, and Achiever identified by

Baker et al.(1990) are found in the teaching styles of the participants in this study. The 

fact that 90 percent of the participating faculty participants in this study use the teaching 

styles of influencers, supporters, and achievers have some implications for the education 

of the diverse students at HCC.  The influencers again are faculty members who commit 

to clear objectives and are actively involved with students in completing them.  They 

seek and exploit opportunities to increase learning and consciously encourage students to 
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strive for higher learning.  The supporters as described before listen to students 

objectively and with an open mind. They are sensitive to students’ feelings and routinely 

gather information about students.  The achievers seek to improve students’ performance

and tend to experiment with new ideas and methods and to create new ways of thinking 

and doing.  

A closer look at the characteristics described in the above three main teaching 

styles of the participants in this study reveal strong similarities between the 18 

characteristics of constructivist teaching and learning listed in chapter two.   Given the 

findings that constructivist teaching and learning strategies promote or encourage higher 

achievement, higher quality reasoning, motivation, peer support, sense of belonging, and 

ownership of learning, any institutions that emphasize the use of constructivist 

approaches consistently and across the board may likely see higher achievements for 

diverse students and possibly an increase in student retention and satisfaction.

From the data presented in this study, one can describe the faculty participants as 

situational leaders who are flexible and have demonstrated incredible ability to adapt 

their teaching styles in order to accommodate students learning.  They have used and 

continue to use creative ways to deal with complexities associated with community 

college students, in general, and to the specific needs of the diverse students at HCC.  

They do desire support and better opportunity for meaningful professional development 

training that will assist them in becoming even more effective with all their students. 
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Recommendations

Establish a Center for Excellence in Teaching and Learning with emphasis on 

classroom assessment and on broadening faculty knowledge of various cultures 

represented in the institution.

Develop professional development program to include faculty mentoring that 

would integrate new faculty into the college and prepare them for the vital role they 

would play in an increasingly diverse environment.

To ensure the development of all faculty members, use evaluation data (student 

evaluation, chair evaluation, peer feedback) to recommend specific professional 

development activities to faculty members. 

Another recommendation is to host multi-level conversations in the departments, 

disciplines, instructional divisions, colleges, and at the system to discuss what HCC 

would be like if everyone at HCC adopted and internalized the principles embodied in the 

HCC vision which states:

• We are one of the largest community colleges in the world with untapped 

resources-we will be the best!

• We have a strong collective vision to “build a learning college”-our students 

will excel!

• We have one of the most diverse communities in the nation-we will 

aggressively reach everyone!
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• We have some of the best talent of any college on our faculty, board, 

administration and staff-we will be the best-operated learning college!

• Our community wants us to succeed-we will excel!

One way to address some of the findings of this study could be the establishment 

of an “Exceptional Faculty” program to be modeled after the “exceptional teacher” 

program described by Metcalf (2003).  The program requires students to nominate 

teachers who consistently create an environment in which they feel competent, 

successful, and excited about learning.  The faculty in each discipline will then select the 

winner. The part of the exceptional teacher program that is different from the traditional 

incentive programs is that the award-winning faculty for each discipline will be 

videotaped in action in the classroom. Each semester, the videotapes will be played to 

faculty in the same discipline during in-service.  Teachers welcomed this method of 

illustrating “what works with students” and gained hands-on knowledge from their 

colleagues’ expertise rather than from an “outsider” Metcalf (2003).  Instead, a teacher in 

the same situation as they are, with the same struggles and frustrations, showed his or her 

way of creating a competent atmosphere. Additionally, the winning faculty member is 

available for collaborative conversations after the tape has been shown.  If HCC could 

implement such a strategy, it could go a long way in reducing the isolation mentioned by 

some of the participants.
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Other Recommendations

On the basis of this study, the researcher recommends the implementation of these 

ideas in order to improve teaching and learning at Houston Community College.

• Establish a Library of Culture that reflect as many cultures as there are 

students at HCC. 

• Encourage discipline chairs to host seminars, symposiums, lectures, etc., with 

a general theme of “Lunch and Learn,” where people from other disciplines 

are allowed to come and learn and share ideas.

• Consider paying longtime adjuncts or new faculty members to serve as faculty 

mentors for new students.

• Consider establishing an individual faculty “resource budget” to allow each 

faculty to purchase supplementary materials that will help the faculty illustrate 

some concepts more effectively.

• Consider offering a summer sabbatical for “excellent” faculty members from 

each discipline who champion student success in and out of the classroom.

• Establish a cross-functional group “evidence team” to create equity indicators 

and benchmarks that comprise the “Diversity Scorecard” for HCC (see the 

work of Bensimon, 2004).

• It is further recommended that faculty evaluation be directly tied to ongoing 

professional development and that appropriate incentives be used to 

encourage participation.
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Recommendations for Future Research

• It would be useful for someone to sponsor a research project for full-time 

HCC faculty members to complete the Teaching and Leading Inventory and 

use the data to develop relevant professional developments for HCC faculty.

• Conduct additional research to explore the perception that focusing on 

ethnicity in the classroom creates a “them” vs. “us” mentality and make 

recommendations on how best to expand the dialogue and focus on “we.”

• Conduct a statewide study on faculty experience with diverse students in the 

classrooms.

• Replicate this current study ten years from now to see what changes have 

occurred among students and the faculty.

Summary of the Study

It is important to remember that the findings of this study reflect the perceptions 

of only the Houston Community College faculty interviewed.  This study reports the 

experience of 24 full-time faculty members who have taught at Houston Community 

College (HCC) for a minimum of ten years.  The participating faculty responded to 

critical incident and interview questions designed to help answer the following research 

questions:  
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1. What is the HCC faculty experience with diverse students in relation to 

changes in students demographics and from that experience, what qualities 

would faculty look for when hiring new faculty to teach diverse students?

2. What instructional strategies have faculty found to be effective or ineffective 

in teaching diverse students and has the changes in student body affected 

faculty teaching styles and unique experience at HCC?

3. Do the faculty members perceive a need for professional development?  If so, 

what one thing would help faculty members to be more effective in teaching 

diverse students?

4. What is the HCC faculty members’ understanding of the Learning College 

and do they have evidence to support HCC application of the Learning 

College principles?

This research utilized qualitative methods that provided flexibility to 

accommodate HCC faculty members’ perspectives on issues such as student diversity, 

effective instructional strategies, professional development, and Learning College. HCC 

Fact Books, HCC program review-annual progress report, critical incidents, and in-depth 

interviews, provided the data for the study. 

In regards to Learning College, HCC has significantly addressed two of the four

traditional limits on education as described by O’Banion (1997).  The educational options 

offered by HCC discussed previously address the traditional educational limits on time 

and place.  What appear to continue to be a problem are the traditional limits on 
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education such as bureaucracy and role bound.  Faculty participants through their 

responses recall incidents where the bureaucratic structure of HCC impeded their ability 

to be creative, to focus on the curriculum development, or to focus on their ability to 

develop professionally.  They talked about being left out of important decisions that 

affect them.

To provide the context for the study, literature dealing with the researchers 

conceptual framework, the data collection method Critical Incident Technique, 

Characteristics of Community College students, faculty, and professional development 

for faculty and learning college and open organizations were reviewed. The study 

identified effective instructional strategies that focus on active learning and student 

engagement. The participating faculty members indicated they perceived a significant 

growth in the diversity of students and expressed a need for targeted professional 

development activities that would prepare them to serve better the needs of the students 

in their classrooms regardless of culture or class.

The education of a new “majority” is a challenge that is being faced by 

institutions across the United States.  This challenge is predicted to have direct social and 

economic consequences that will impact all ethnic and racial groups.  To address the 

challenges associated with diversity and possibly turn them into opportunities requires 

that leaders at all levels be willing to evaluate continuously what they are doing and to be 

prepared to answer clearly these two questions originally proposed by O’Banion (1997).  

How is what we are doing facilitating learning for all students?  And how do we know?  
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The leaders would not only ask the questions, but they should be prepared to use the 

results of the assessments to improve programs and processes, again with a focus on 

student learning.

Leaders would need to assess their commitment to diversity.  Are the programs to 

serve low-income and underprepared students integral to colleges’ mission and priorities? 

Or are they peripheral, and designed for few students only?  Do the budget allocations 

reflect a commitment to diversity and to the continuous development of faculty whose 

level of skill and commitment directly impacts students’ as well as institutions’ success. 

 A review of literature showed that most faculty members do not represent the 

demographics of the students they serve.  Many people believe that there is an urgent 

need to transform higher education.  Rendon, Hope & Associates (1996) discussed the 

concerns about limited faculty of color in higher education.

We cannot expect minority faculty and staff to take on all the 
responsibilities of students of color by themselves.  We know that there is 
not enough of them and that they are usually overburdened with 
additional responsibilities.  Instead, what is needed is for entire higher 
education community to view the education of students of color as a 
shared responsibility. (p. 466)

Colleges need not wait until the faculty demographics reflect the student demographics to 

facilitate success for diverse students, especially the students of color and underserved 

students.  Cross-racial and cross-gender mentoring could be encouraged in the meantime.  

As some of the faculty participants in this study found homogeneous groups or pairs 

sometimes limit opportunities to expand students’ knowledge of other cultures and class.  

Willie, Grady, and Hope as cited in Rendon, Hope and associates (1996) argue “faculty 
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members who want their departments to become a diversified community of scholars 

must find the will and the way to serve as mentors for all sorts and conditions of students 

(p. 328).”

Although the mandate to close the gap in higher education among the various 

groups appear daunting, Rendon, Hope and associates (1996) believe that it will take 

leadership to turn things around and solve the problem of poor quality education for 

minorities.  They recall that the United States has had resounding success when faced 

with other crises—the New Deal, Marshall Plan, and G.I Bill, to name a few.  John W. 

Gardner’s description of “Power Leadership” as quoted in Rendon, Hope, and Associates 

(1996) is pertinent here.

Leaders have a significant role in creating the state of mind that is the 
society.  They can serve as symbols of the moral unity of the society.  
They can express values that hold the society together.  Most important 
they can concentrate and articulate the goals that lift people out of their 
petty preoccupations, carry them above the conflicts that tear a society 
apart, and unite them in pursuit of objectives worthy of their best efforts. 
(p.439)

It would appear that the time is ripe again for transformative leaders (Roueche, 

Baker III, & Rose, 1989), that is leaders with demonstrated competencies in the areas of 

future orientation, mission, influencing the vision of others, planning and actions, risk-

taking, and commitment to access and student success to initiate and develop shared-

visions that will mobilize and propel higher education toward a future that sees the

education of students of color, low-income students and the underserved as a collective 

responsibility.
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HCC has developed a compelling vision.  A vision that advocates that HCC 

become the best; have students that excel; be able to aggressively reach everyone; be the 

best-operated college; a college that excels in all it does. What is needed now is a 

comprehensive as well as extensive effort to enable students, faculty, staff, 

administrators, and the board of trustees to internalize the vision and to reflect its intent in 

every day actions.



159

APPENDIX I

Informed Consent Form

Houston Community College Faculty Experience with diverse students In the 

Classrooms: A Search for Effective Instructional Strategies

Conducted By: Patricia Ugwu, Doctoral Candidate

University of Texas at Austin, Community College Leadership Program; 

Local Contact Information: HCC-Central (713) 718-6121 or (281) 480-8218

You are being asked to participate in a research study.  This form provides you with 
information about the study.  The person in charge of this research will also describe this 
study to you and answer all of your questions. Please read the information below and ask 
questions about anything you don’t understand before deciding whether or not to take 
part. Your participation is entirely voluntary and you can refuse to participate without 
penalty or loss of benefits to which you are otherwise entitled.  You can stop your 
participation at any time by simply telling the researcher.

PURPOSE

The purpose of this study is to ascertain faculty experience with diverse students in the 
classrooms, specifically, faculty is being asked to recall teaching strategies you observed 
that captured the attention of the diverse students in your classrooms and what specific 
incident occurred that made you think that the strategy was effective or ineffective.  The 
data from this research will be made available to all interested parties with the hope that 
the information retrieved from the data will help HCCS plan effectively for all students 
especially the thousands of Hispanic and African American students expected to be 
admitted to HCCS by 2015.  

If you agree to participate in this study, you will be asked to do the following things:
• complete critical incident forms describing effective and ineffective 

strategies that you have observed in teaching diverse students (See 
enclosed index cards)
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• answer interview questions about your experience as a faculty at HCCS on 
audio tape (interview to be scheduled at your convenience and preferred 
location)

• review transcribed data for accuracy

Total estimated time required to complete the instrument and answer interview questions 
is approximately 1 - 2 hours.

RISKS & BENEFITS

Risks and Benefits of participating in the study
• There is no foreseeable risk associated with participating in this study. 
• The steps to ensure the confidentiality are explained below
• Opportunity to be heard and a chance to identify professional development 

opportunity that is relevant and meaningful to community college faculty.

COMPENSATION

• There will be none.

CONFIDENTIALITY

• The records from this study will be stored securely and kept private.
•  Interview tapes will be coded so that no personally identifying 

information is visible on them; 
• tapes will be kept in a locked file cabinet in the investigator’s office
• tapes will be heard for research purposes by the investigator
• tapes will be erased after research is completed and dissertation is 

approved
• all publications will exclude any information that will make it possible to 

identify any single faculty.

CONTACTS AND QUESTIONS

If you have any questions about the study please ask now.  If you have questions 
later or want additional information, call the researcher, Patricia Ugwu at (713) 718-6121 
or (281) 480-8218.

If you have questions about your rights as a research participant, please contact 
Clarke A. Burnham, Ph.D., Chair, The University of Texas at Austin Institutional Review 
Board for the Protection of Human Subjects, (512) 232-4383.

You will be given a copy of this information to keep for your records.

Statement of Consent:
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I have read the above information and have sufficient information to make a decision 
about participating in this study.  I consent to participate in the study.

Signature of Participant:___________________________ Date:_______________

Signature of Investigator:__________________________ Date:_______________

Thank you so much for agreeing to share your time, experience and knowledge.
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APPENDIX II

Critical incident record form - 1

A CRITICAL INCIDENT STUDY OF FACUTLY EXPERIENCE

WITH DIVERSE STUDENTS IN THE CLASSROOMS

1. Think of a teaching strategy you have used that captured the attention of the 

diverse students in your classroom.  What was the strategy?

2. What specific incident occurred that made you think that this is an effective 

strategy for teaching diverse students? (please use the enclosed index card to 

describe the incident).

Please complete the following:

Sex   _________     Ethnicity   __________     Years Teaching   __________     

Subject (circle one)     A   W   D  * A= Academics    W= Workforce   D= Developmental

College of Hire   _______________________     Recency Of Incident(s)____________ 
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List of professional development attended last year:   

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

List of professional development you would like to attend:   

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________
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Critical Incident Record Form - 2

A CRITICAL INCIDENT STUDY OF FACULTY EXPERIENCE

WITH DIVERSE STUDENTS IN THE CLASSROOMS

1. Think of a teaching strategy you have used that failed to capture the attention of 

the diverse students in your classrooms.  What was the strategy?

2. What specific incident occurred that made you think that this is an ineffective 

strategy for teaching diverse students? (please use the enclosed index card to 

describe the incident).
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APPENDIX III

Interview Questions

1. Recall the student body in the classrooms when you started teaching at HCC. 
How do the students of the earlier years differ from the students in your 
classrooms now?

2. What instructional approaches do you employ in the classroom?

3. How do you determine which approach to use each semester?

4. Describe your teaching styles.  If the person who conducted classroom 
observation when you first became a faculty member visited your classroom 
today what would he/she find?

5. If there is a difference in teaching style between earlier years and now? What 
necessitated the change?

6. To continue to develop as a faculty member what kind of support do you need and 
from whom?

7. What do you know about learning college?

8. Learning college principles recommend that students be considered first in all 
decisions at the college.  Would you say that HCC considers or does not consider 
students first in all decisions?  Please describe an incident that supports your 
view?

9. If you could ask for one thing that will help you become even more effective in 
working with diverse students in your classrooms what would that be?

10. If it were your decision to hire a new faculty member to teach today’s students, 
what would you be looking for?

11. What unique experience have you had at HCC as a faculty member?
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APPENDIX IV

List of Professional Development Activities 

Academic Faculty Attended 2003-2004

• Society of Environmental Toxicology and Chemistry (SETAC) Austin, Texas 
(Annual Mtg.), Flinn Scientific, Inc., Chemical Safety Seminar, Houston, Texas, 
Two-Year Community College Chemists (2yc3), Lab Experiments, Houston, Texas.

• TCCTA
• WebCT, National Prof. Conference in Early Childhood Education, 
• Education Symposiums-Annenberg Foundation and Rice University,
• Etc…
• TCCTA, Texas Historical Society Conference, Rice University-Seminar 
• Series.
• Project Grad Tenth Anniversary Program, The World Earth at Harvard University, 

Integrating Technology in the Teaching, McGraw Hill, and KAYZA Generation, 
HCCS-Faculty Senate.

• NISOD Convention, Greater Houston Partnership Luncheon (Demography), 
Globalization Workshop by Dr. Alessandro Bonanno, Barnga for faculty at NW, Dual 
Credit Conference, Middle East Seminar (Tariq Ali), Seminar on American Power 
(Dinesh D’Sanza)

• WebCT classes, Professional Lectures.
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List of Professional Development Activities Developmental Education Faculty 

Attended 2003-2004

• University of Houston program-College of Education Reading and Language Arts.
• WebCT, Discipline Day, McGraw Hill
• Program Chair-TCCTA Reading Section and Presenter, AT+T Online Courses, 

Demographics Workshop, and HCC Title V Reading Workshop.
• Book Fair-Publishers Shows/ College Texts, System Instructional Seminars, HCCS 

International Festival.

List of Professional Development Activities Workforce Faculty

Attended 2003-2004

• WebCT, National Prof. Conference in Early Childhood Education, 
• Education Symposiums-Annenberg Foundation and Rice University, Etc…
• Federal Reserve Bank, Dallas, Texas-Seminar
• TCCTA, Distance Learning/Teaching via web, and Adobe Acrobat
• Learning College, Self-Study Equine Management, and Nutrition Workshop
• National Business Education Association, Texas Community College Teacher 

Association, HCCS Faculty Conference (2-3 per year), other Professional 
Associations on my own and some college funded.

• As a practicing Radiographer, I am required by my Registry and State License to 
attend 24 hours of continuing education every two years (called ECE or CERTTS).  
All must be related to the practice or radiation protection and patient care in the 
Health Industry.  Not only do I attend but also I present a variety of lectures for other 
technologists.  I ended up turning in about 40 hours for my last two years.  So far this 
year, I’ve spoken at 3 different ECE programs, served as Credentialing Chairman for 
the National Society Meeting in Dallas in June and I’m currently serving as a 
committee person for the STATE Legislative effort, where it is expected that we will 
need to testify before the subcommittees of the Texas Health Department.

• Computer Courses; WebCT Fellowship.
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APPENDIX V

List of Professional Development Activities Academic Faculty

Would Like To Attend

• Regional American Chemical Society Meeting, An Environmental Conference 
concerning local issues 2yc3 regional meeting.

• APA Convention
• APS Convention
• National History Teachers Conference in Washington, D.C. during November
• Texas TESOL, MLA National meeting, and III Congress of the Spanish Language 

in Argentina.
• American Sociological Association Meetings (ASA).
• Topics on developing papers-strategies in basic comp.-Strategies for teaching 

film/ lit.

List of Professional Development Activities Developmental 

Education Faculty Would Like To Attend

• "Literacy in America-Why we may need to build more prisons” Politics and an 
unequal education between low and high income are schools.

• MLA, NCTE, TCCTA
• National Association of Developmental Education National Convention, CASP, and 

Follow-up demographics workshop.
• Four C’s Convention/ National Convention English Coup. Teachers Microsoft 

Corporate Training in Seattle.
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List of Professional Development Activities Workforce 

Faculty Would Like To Attend

• The “Brain Development” Conference in Mass. 
• Banking (Financial Services) Product Sales Seminar
• Advanced Multicultural/ Multilingual Seminars
• Technology Developments and Subjects pertinent to subject area.
• Personality development seminars, leadership seminars, creative seminars, and “fun 

activity” seminars.
• Specialized training with computers.  
• I have a variety of ideas that would improve the learning abilities of our students.  

I have suggested a variety of simple learning tools that would be beneficial to their 
learning styles.  I would like to make CD ROMs from radiographic images, with 
simple exams as self-tests.  Many could be placed on the WebCT.  

• Effective teaching seminars.
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