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ABSTRACT 

In the history of higher education, professional development for faculty 

is not a new phenomenon. The continued success of an institution depends on 

academic excellence. The quality of academic faculty is a guarantee of the 

academic excellence of an institution. 

The external environment imposes serious constraints upon faculty 

members and their institutions, and these constraints may weaken faculty 

vitality and institutional vitality, whether in the United States or the People's 

RepubHc of China. In the United States, the maintenance of the vitality of 

faculty members has drawn many administrators' attention since the 1970's. In 

the People's Republic of China, since the conclusion of the Great Cultural 

Revolution in 1976, the shortage of faculty supply and the poor quality of 

faculty caused the government to pay attention to the improvement of faculty 

members ' vitality. Faculty development became an urgent task of every 

university and institution. 

This study is concerned with a comparative analysis of faculty 

development programs as they were carried on by selected universities in the 

United States and the People's Republic of China. It endeavored to determine 

the most widely accepted patterns of faculty development program, as such, to 
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identify their differences and similarities and, more importantly, to interpret their 

causal conditions as interacting forces in the total contexts of the two societies. 
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CHAPTER I 

INTRODUCTION 

In the history of higher education, professional development for faculty is not 

a new phenomenon. The continued success of an institution depends on 

academic excellence. The quality of academic faculty is a guarantee of the 

academic excellence of an institution. Harding, Kaewsonthi, Roe and Stevens 

(1981) put it in the book Professional Development in Higher Education-

State of the Art fc the Artists: 

Academic staff are the primary cost factor and the major resource 
in higher education. The quality, attitudes and effort of individual 
academic staff in large measure dictate the nature of the education 
enjoyed by students and the relationship of each university to society. 

( p - 1 ) 

According to Bergquist (1975, p. 1), any successful faculty development 

program is a combination of the three components: instructional development, 

organizational development, and personal development. The faculty 

development program should be comprehensive. In the whole world, colleges and 

universities that wish to improve the quality of higher education are 

concentrating greater effort and resources on faculty development. However, the 

cultural, economic, and social factors and educational systems wiU affect the 

philosophy and practice of professional development in each country. Some of 

the differences between highly-industrialized Western countries and third world 

countries in Asia are immediately obvious. 
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In most Western countries, although improvement in competence in one's 

own discipline has been a major element in professional development, 

improvement of teaching is less emphasized. Some Western faculty apparently 

look upon teaching improvement activities as an insult. However, in many third 

world countries, increase in disciplinary competence and improvement of 

teaching are two urgent necessities. At Jinan University in People's RepubHc of 

China, for example, a number of programs, such as fellowship grants for junior 

and young faculty to study abroad for higher degrees and provision of 

short- term refresher funds for briefer periods abroad, are included in the 

programs of faculty development in the disciplines. 

The difference in national context between developed and developing 

countries is clear and the effects upon the institution are unquestionable. This 

study is concerned with a comparative analysis of faculty development programs 

as they were carried on by selected universities in the People's Republic of China 

and the U.S.A. It endeavored to determine the most widely accepted patterns of 

faculty development program as such, to identify their differences and 

similarities and, more importantly to interpret their causal conditions as 

interacting forces in the total contexts of the two societies. 



Statement of the Problem 

The study has four major parts. The first part is to describe the historical 

background of both American and Chinese higher educational systems and their 

organizational structure. 

The second part of this study is to describe frequently used faculty 

development programs in the U.S.A. and to identify the philosophy, as well as 

their objectives. 

The third is to describe the historical background and the organizational 

structure of the faculty development program in People's Republic of China; its 

philosophy as weU as its objectives are to be identified and discussed. 

The fourth part and major problem of this study is to make an comparison 

between the faculty development programs of the United States and the People's 

Republic of China. The philosophy objectives, organizational structure, and 

sequences of offerings of faculty development programs in higher educational 

institutions in both countries are compared and contrasted, followed by an 

analysis and interpretation of the factors and conditions generating the 

difference and similarities. 
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Purposes of the Study 

The study has the following purposes: 

1. To determine the philosophy and objectives of the faculty development 

programs in the United States of America and in the People's Republic of China. 

2. To compare and contrast the philosophy and objectives of faculty 

development programs in the United States and the People's RepubHc of China. 

3. To compare and contrast the organizational structure and sequence of the 

offerings of the faculty development programs in both countries. 

4. To make recommendations for the future development of faculty 

development programs in the United States and the People's Republic of China 

based on the findings of the study. 

Method of Research 

The general pattern of research methodology followed in the study is similar 

to that suggested by George Bereday in his book Comparative Method in 

Education. It is a comparative-analytical study coupled with documentary and 

library research. Additionally, a mail survey of selected Chinese institutions and 

a telephone interview survey of a selected sample of American universities were 

conducted. 



Organization of the Study 

Chapter I sets forth the statement of the problem, purposes of the study, and 

method of research. 

Chapter II reviews literature related to faculty development. 

Chapter III discusses the organizational structures of selected higher 

educational institutions of the United States and of the People's RepubHc of 

China, as well as the development and current practices of faculty development 

in both countries. 

Chapter IV provides a discussion of faculty development programs in the 

United States; their philosophy and objectives are described based on the data 

obtained. 

Chapter V describes the faculty development program in People's Republic 

of China and its philosophy and objectives are described and discussed. 

Chapter VI compares and contrasts the philosophy and objectives of the 

faculty development programs in both countries. The summary, discussion of 

major findings, and recommendations based on the findings are presented in the 

final chapter. 



CHAPTER II 

LITERATURE REVIEW 

Definition of Faculty 

What is faculty development? Many educators shared different explanations. 

But before defining "faculty development," the word faculty will be considered. 

According to Bowen and Schuster(1986), the word faculty refers to a corps of 

professional persons of substantial learning who are employed within American 

institutions of higher education and are engaged directly in teaching, research, 

related public service, institutional service, or combinations of these; faculty 

includes those part- t ime and full-time faculty members (Bowen and Schuster, p. 

11). Furniss (1981) in his book Reshaping Faculty Careers gave his definition of 

faculty: 

in the work academics do, no single element sets them apart from 
all other professionals. They are not the only ones who teach, or who 
teach college-age students, or who teach physics , or who do research 
on economic depressions and recessions. Nor are they the only ones 
who are organized into departments dealing with a single area of study 
or interest, or even the only professionals employed by a college or 
university. Their identity as faculty members is a loose combination of 
these and other factors Nor, further, are they a breed apart in their 
styles of living, their interests in recreation, their tastes in reading, the 
number of their marriages, divorces, and children. Nor are they a 
separate breed in their responses to working opportunities or the lack 
of them, or in their abiHty to work with enthusiasm or sag in 
discouragement. Therefore, they are unlikely to be either more prone 
to disturbances in their development as adults than others, or more 
immune, (p. 41) 
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In sum, faculty members are a group of specialists who are trained deeply in 

different disciplines, who serve mainly post-secondary students in both private 

and public institutions of higher education , and whose jobs mainly focus on 

teaching and research. The quality of faculty work has a great impact on the 

destiny, the economic progress, and the cultural development of the nation. The 

ability of institutions of higher learning to provide teaching and learning of 

acceptable quantity and quality today and in the future depends partly on 

external factors, such as the finances and governance of higher education and the 

preparation of secondary students, but it also largely depends on the caliber of 

the faculty. The talent, training, vitality, and social conscience of the faculty are 

critical ingredients of the power of each college or university to deliver 

acceptable teaching and learning (Bowen, Schuster, 1986, p. 3 ). Therefore, it is 

the main duty of every institution of higher education to provide the facilities 

and encouragement needed by that faculty. The excellence of higher education is 

a function of the kind of people it is able to enlist and retain on its faculty 

(Feldman k Newcomb, 1976, pp. 251-266; Ayres & Bennet, 1983). As Donald 

K. Smith asserted, "A university is its faculty" and "The exceUence of a 

university is the excellence of its Faculty" (1978, p. 1). Colleges and universities 

are not only one of the types of institutions that make up society, but they are 

crucial to society's growth and welfare. As John A. Centra pointed out, what 
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helps make up a vital institution are its vital faculty, along with vital students, 

leadership, programs, and financial resources ( Clark & Lewis, p. 141). 

Faculty Vitality Versus Institutional Vitality 

There is no theory of faculty vitaHty and institutional vitaHty, at least not in 

the strict scientific sense of the term. Thus, the concept of vitaHty is imprecise 

and primitive, according to Clark, Boyer, and Corcoran (p. 4). However, the 

concept of vitaHty is very useful to describe a complex phenomenon in today's 

higher education. Words like renewal, faculty vitaHty, regeneration, shaping 

faculty careers, and educational excellence are used in discussing faculty vitality 

and institutional vitality. There are several explanations on faculty vitality and 

institutional vitality given by several contemporary authors. 

According to Baldwin's study (1990) on professors' vitaHty, vital professors 

have more defined, concrete goals than their colleagues, they work harder and 

spend more hours on research, they have more fluid careers than their 

colleagues, and they view supportive administrators as important components of 

their work environment more than their colleagues in general. Baldwin summed 

up that the concept of faculty vitality is a discriminating concept that has 

practical utility and that vital professors Hve professional lives that are 

qualitatively different from those of their coUeagues. John W. Gardner (1963) in 

his book, Self-Renewal, defined vitality as the capacities of individuals, 

institutions, and societies for adaptation and change. In another of his books, 



9 

Morale, Gardner(1978) pointed out that a society concerned for its own 

continued vitaHty wiU be interested in the growth and fulfiUment of individual 

human beings-the release of human potentiaHties (p. 73). In a vital society, the 

forces for disintegration and death are balanced- or more than balanced-by new 

life, growth, and health (Gardner, p. 144). 

A vital society should consist of a vital structure that can bring vital human 

beings together in order to achieve the mission of the society. A society decHnes 

when its institutions and individuals lose their vitaHty. The definition of vitaHty 

can be different under different situations and in different organizations. 

However, the definition of vitality will always be associated with the mission of 

the organization. Clark and Corcoran (1985) asserted that in higher education, 

institutions with different functions or emphases will have different ideas about 

faculty vitality; therefore, different ideal types of faculty role performance will 

come out (p. 117). Community colleges may be concerned primarily about 

faculty vitality in teaching. Thus, faculty members may be expected to perform 

very weU as a teacher and perhaps less as a researcher. In a research-oriented 

university, vitaHty concerns may affix to research productivity, so faculty 

members in such a university may put more emphasis on doing research than on 

teaching. Therefore, the true meaning of vitality may go hand in hand with the 

mission of the university. For example, the University of Minnesota defined 

faculty vitality as follows: 



10 

A faculty is vital if it exhibits sustained productivity in its teaching, 
its research, and its service activities. Productivity is characterized not 
by quantity of output but by quaHty of these outputs as judged by 
faculty peers. A faculty is vital if it is continuaUy creating important, 
new knowledge and expanding our understanding of the world in which 
we Hve. A faculty is vital if the instructional programs of the 
University are continuaHy being monitored and developed. A faculty is 
vital if there is balance between innovative and traditional approaches 
to teaching and research. The University faculty is vital if it is 
responding to the needs of the state, the nation, and the world for new 
knowledge. On occasions, this vitaHty is recognized through awards 
and prizes for scholarship. Perhaps most important, a faculty is vital if 
its members find their work stimulating, enjoyable, and satisfying. 
(Planning Council, University of Minnesota, 11 February 1980, p. 4) 

From the definition of vitality given by the University of Minnesota, we can 

tell what the university expects from faculty and the basic criteria for faculty to 

get tenure and promotion. James Ebben and Tom Maher (1982, p. 7) viewed 

institutional vitality as involving the capacity of the college or university to 

create and sustain the organizational strategies that support the continuing 

investment of energy by faculty and staff, both in their own career and in the 

realization of the institution's mission. The relationship between individual 

vitality and institutional vitality is interrelated and reciprocal. According to 

Clark and Lewis (1985), how to maintain faculty vitality will require the 

development and maintenance of an opportunity and power structure that opens 

career paths, that provides developmental activities, that facilitates lateral 

movement across fields if vertical movement is impossible, that involves people in 

goal-setting, planning and governance, that deliberately builds sponsorship 
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relationships within the institution, and that recognizes good performance in a 

variety of way (p. 249). 

Needs for Faculty Development 

The external environment imposes serious constraints upon faculty members 

and their institutions, and these constraints may weaken faculty vitaHty and 

institutional vitality in the U.S.A. and in the People's RepubHc of China. In the 

United States, the maintenance of the vitality of faculty members has drawn 

many administrators' attention since the 1970s . In contrast with the 1960s 

when American higher education seemed to concentrate primarily on students, 

the 1970s witnessed a focus on faculty (Nelsen & Siegel, 1980, p. 1). This shift 

was brought by a number of situations that had seriously affected the vitality of 

faculty members. In the United States, higher education was in crisis, facing 

many problems: declining and changing enrollment patterns, increased 

requirements for accountability, declining financial resources, and lack of 

qualified faculty to meet student demands. Moreover, faculty found themselves 

in an increasingly insecure economic situation, caught between inflationary 

pressures on the one hand and greater competition for fewer openings on the 

other ( Three thousand futures, p. 296). Many faculty responded to these 

situations with a sense of cynicism or even despair (Nelsen & Siegel, 1988, p. 1), 

while many others were ready to take part in programs of revitaHzation and 
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renewal. The term faculty development became popular in the 70s as related to 

revitaHzation. 

In the People's RepubHc of China, since the conclusion of the Great Cultural 

Revolution in 1976, the shortage of faculty and the poor quaHty of faculty forced 

government to pay attention to the improvement of faculty members' vitaHty. 

Faculty development became an urgent task of every university and institution. 

A network was set up in People's RepubHc China under the direct control of the 

Ministry of Education. Many activities and programs related to the 

improvement of faculty instructional and scholarly competence mushroomed in 

almost every higher learning institution. 

In different national contexts, faculty development is without doubt one of 

the effective measures to improve educational quality because faculty is a vital 

factor that affects student learning and the growth of an institution. 

Definition of Faculty Development 

According to B. Claude Mathis ( Educational Encyclopedia, p. 646), 

faculty development is the term most commonly used today to refer to 

programs, activities, practices, and strategies that aim both to maintain and to 

improve the professional competence of individual faculty members in fulfilling 

their various obligations to a specific institution. Crow et al. (1976, p. 3) defined 

faculty development as " the total development of the faculty member-as a 

person, as a professional, and as a member of the academic community." BiU 
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Bergquist, a well-known reformer and innovator in American higher education 

who has played a key role in advancing the faculty development movement in the 

U.S.A., gave a definition to the term faculty development. In his book, 

A Handbook for Faculty Development, he pointed out that faculty development 

must be comprehensive, in that it should provide training for faculty in 

classroom performance, assist the faculty in developing a supportive 

environment within his academic organization, and allow him to examine and 

reflect on his own personal values and attitudes as they influence his professional 

life. He took the definition one step further, saying that instructional 

development, organizational development, and personal development were the 

essential components of any effective program of faculty development. Suen 

Zhen in his book General Introduction to Faculty Management 

in Higher Education (p. 166) defined faculty development as helping faculty 

members grow academically, personally, and moraUy. Zhen pointed out that the 

higher learning institutions bore responsibility to educate specialists and also 

bore responsibility to develop a nation's scientific technology and culture. Thus, 

the vitaHty of faculty members should be enhanced. 

In summary, the core of faculty development is to enhance faculty vitaHty 

and institutional productivity. The relationship between faculty vitaHty and 

institutional productivity is closely related and cannot be separated. Faculty 

development is one of the effective approaches to improve faculty vitaHty. From 
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the above definitions on faculty development given by several educators, faculty 

development can be divided into four categories: professional development, 

instructional development, curricular change, and organizational development. 

Michael E. Siegel in his article "Empirical Findings on Faculty Development 

Programs" gave definitions on these four categories of development (1980, pp. 

131-132. Professional development includes conventional faculty development 

activities such as individual study and research projects, attendance at 

professional meetings, taking part in interdiscipHnary course development, 

taking studying leaves for development, and so on. 

Examples of instructional development include activities designed specifically 

for the improvement of teaching, teaching-related activities such as summer 

workshops on pedagogy, workshops for the development of specific pedagogical 

skills, interdisciplinary course development, and the appointment of on-campus 

teaching consultants. 

Curricular change or development includes projects to institute new core 

courses, to evaluate departmental strengths and weaknesses, to explore the 

relevance of course offerings to careers, to revitaHze a disciplinary major, and to 

invite visiting scholars. 

Organizational development involves projects to introduce on the campus 

relatively fundamental changes designed to enhance opportunities for faculty 
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development, such as setting up a new faculty evaluation system, devising new 

general educational requirements, and providing new administrative support. 

Siegel also pointed out that professional growth was the most frequently used 

approach to faculty development. According to his study, nineteen out of twenty 

colleges (95%) have projects in this area (p. 132). He found only thirteen 

colleges (65%) had projects in the area of instructional development, and that 

the success rate for projects in instructional development was considerably lower 

than that for professional development (p. 133). Programs focusing on 

curricular change had a higher success rate than programs focusing on 

instructional development, but these were not quite as high as programs focusing 

on professional growth (p. 134). 

Only six coUeges were found to deal with organizational development (Siegel, 

p. 134). This is perhaps the most difficult part of a faculty development 

program, but many people believe that if faculty development programs are 

really to succeed on the campuses, the institutional framework must be made 

more supportive. Thus, to provide an environment supportive of the scholarly 

interests of the faculty is very important. According to another study on faculty 

vitaHty, 51% of the respondents thought that a supportive environment was very 

important (Clark &; Corcoran, 1985, p. 130). The supportive aspect of 

environment may include stimulating colleagues, strong academically oriented 

administration, and recognition by administrators and colleagues. Kanter ( pp. 
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17-18) also pointed out that environmental conditions, especiaUy opportunities 

for career growth and advancement, influence the amount of effort employees 

exert and the degree of work commitment they feel. It is crucial to maintain a 

favorable work environment because the kind of environment that is attractive 

to faculty is also attractive to students and conducive to good education 

(Baldwin, p. 1). 

Faculty Motivation 

Nadler and Lawler (Hoy, p. 136) pointed out that a soHd understanding of 

motivation is valuable for explaining causes of behavior in schools, predicting 

effects of administrative actions, and directing behavior to achieve school goals. 

To sustain and improve faculty vitality, one should understand faculty motives 

for teaching and research. Only those administrators who have grasped why 

people behave as they do can meet the challenge of the 1990s. 

Motivation is a variable operating to increase efficiency and ease of learning. 

According to Edwards and Scannel (1968, p. 128), motivation represents those 

conditions which activate the organism and, to some degree, regulate behavior. 

The behaviors shown will be directed toward a goal, and the goal will be related 

to the original conditions in major or minor degrees. Teachers are concerned 

about student motivation because they know that learning is energized, speeded 

up, and made more effective when the learner is motivated toward the material 

or task presented. 
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Hoy and Miskel defined the term motivation as follow: 

According to most definitions, motivation consists of three basic 
components which activate, direct, and sustain human behavior. 
Activating forces are assumed to exist within individuals; they lead 
people to behave in certain ways. Examples of such internal forces 
include memory, affective responses, and pleasure-seeking tendencies. 
Motivation also directs or channels behavior; that is, it provides a goal 
orientation. Individual behavior is directed toward something. In order 
to maintain and sustain behavior, the surrounding environment must 
reinforce the intensity and direction of individual drives or forces. For 
our purposes, then, motivation is defined as the complex forces, drives, 
needs, tension states, or other mechanisms that start and maintain 
voluntary activity directed toward the achievement of personal goals, 
(p. 137) 

Hoy relates that cues, needs, desires, motives, and expectancies are activators 

or energizers of behavior, deficiencies in what an individual wants or anticipates 

create a state of disequilibrium or tension. Thus, in order to return to a state of 

equilibrium, individuals will attempt to adopt certain behaviors that wil] lead to 

a reduction of disequilibrium. This is the goal orientation component because 

the behavior is intended to produce rewards or goal achievements for the 

individual. These outcomes then serve as information or feedback that modifies 

the inner state-by either decreasing or increasing the state of disequiHbrium. 

The motivation behavior sequence can begin anew (pp. 137-138). 

Maslow's hierarchy of needs theory has become a key concept in the study of 

human motivation (Hoy & Miskey, p. 139). The foundation for Maslow's model 

is the five basic need levels in the hierarchy. At the first level of the hierarchy are 

physiological needs which consist of the fundamental biological functions of the 
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human organism. The second level of hierarchy is safety and security needs. 

Administrative actions that arouse uncertainty with respect to continued 

employment or discrimination can affect every individual faculty member. 

Belonging, love, and social needs which are very important for today's people are 

on the third level of hierarchy. These needs can be satisfied by friendship ties, 

informal work groups, and professional memberships. At the fourth level of 

hierarchy are esteem needs which refiect the desire to be highly regarded by 

other people. These needs can be met by one's achievement, competence, status, 

and recognition. The need for esteem causes educators to seek control, 

autonomy, respect from and for others, and professional competence. 

Self-actualization is at the highest level of hierarchy. Maslow pointed out that 

discontent and restlessness develop unless individuals do what they are best 

suited to do, that is, unless they meet their need for self- actualization. The 

physiological and psychological indicators of self-actualization are achievement 

of potential, maximum self-development, creativity, and self-expression (Hoy Sz 

Miskey, p. 140). This highest need motivates educators to be the best people 

they are capable of being. 

Maslow points out that a person lives by bread alone only when there is no 

bread. However, when there is plenty of bread, other and higher-order needs 

show up. Higher-level needs become activated as lower-level needs become 

satisfied. There is a Chinese saying that states that human beings wiU never be 
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fully satisfied. Knowledge about what motivates faculty to work hard and to 

become effective teachers and researchers is very important for administrators 

for making educational decisions and poHcy in higher education. Thus, a 

well-shaped academic reward structure is very crucial to sustain faculty vitaHty 

and institutional vitality. 

Professors are different from most other workers; their on-the-job 

performance is decided by their own professional values and standards. Studies 

of faculty performance lend strong support to the proposition that to conduct 

their core academic task of teaching and research, faculty members are most 

influenced by their own internalized standards for professional performance 

(Finkelstein, 1984, p. 221). Many findings show institutional diversity in 

academic reward structures, yet diversity in salary and promotional criteria at 

an institutional level coexists with a national reward structure that is monolithic 

rather than plural. In academic research, productivity and recognition are the 

central aspects of the reward structure. Teaching is a significant activity for 

many faculty members, yet it generally does not bring national recognition and 

esteem. According to the study done by Astin in 1984, those who defined 

themselves primarily as researchers rather than teachers got more outside 

funding, had more opportunities for paid consulting, and reported higher job 

satisfaction (Fox, P. 257). Tuckman and Hagemann (1976) also report that those 

who pubHsh are rewarded more highly than those who do not, with higher 
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returns accruing over their Hfetime from articles than from books, with greatest 

incremental returns from the first compared to subsequent articles; and with 

diminishing returns with increased output. 

Regardless of the HkeHhood of "payoff," research-oriented faculty tend to do 

research, and teaching-oriented faculty tend to devote themselves to 

teaching-whatever their institutions may want them to do. This intrinsic quaHty 

of faculty motivation is reflected clearly in the patterns of faculty satisfaction 

with their work. Research on faculty mobiHty and job and career satisfaction 

suggests that faculty members tend to find satisfaction in the nature of their 

work itself and in the autonomy with which it is pursued, whereas their 

dissatisfaction centers largely on extrinsic factors such as facilities and 

administration. 

In summary, higher learning institutions may affect work behavior through 

the manipulation of the reward structure for promotion, salary, honors, and 

awards. However, flexibility is a prerequisite for individual and institutional 

productivity in higher education. Appropriate reward system policies and 

procedures must be devised not only to maintain existing quality and 

productivity but also to adapt to changing circumstances and to enhance future 

productivity as well, as Tuckman and Hageman pointed out. 
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Adult Development Theories: ImpHcations for Faculty 

Like other mature human beings, faculty continue to grow psychologically. 

Many people have studied adult development for years. In psychology, Jung and 

Erikson assume some kind of adult developmental patterns. In his book. 

Lives in Progress, Robert White also develops some notions about human 

growth at the adult level. However, the generalizations do not provide much for 

broad-scale application (Hodgkinson, p. 1). Fortunately, since 1970 a number of 

sources on adult development have been brought forward. Chickering and 

Havighurst, Rice, Van West, Weathersby, and Levinson et al. have developed or 

collected the most frequently advanced models of adult development. According 

to Rober T. Blackburn (1985), the adult development model of Levinson et al. 

(1978) is based upon rich longitudinal data from which its inferences are drawn 

and, in addition, it apparently touches the personal experiences of many people 

(p. 57). Figure 2.1 is the model developed by Levinson et al. 

Levinson's theory is based upon the notion that the course of life follows a 

certain inevitable progression of phases-one following another in inalterable 

sequence. The stages are relatively universal and closely Hnked to age; the needs 

and problems of one phase are influenced by the ways in which the needs of 

preceding phases were handled. Levinson's theory suggests that in the 

mid-twenties, when most academic careers begin, men are characterized by 
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motivation to reach a definition of themselves as adults and to fashion an initial 

life structure. It is a time of exploration and testing choices. Faculty at this 

phase are helped by mentors to develop competence and to explore new faculty 

rdes. At around age thirty, faculty members enter a transitional period which is 

characterized by inconsistency in their responses to administrative pressures. 

The period running from the early to late thirties was described by Levinson 

(1978) as a period of "Settling Down." Promotion to tenure is motivationally 

important for faculty members in this period. Around age thirty-five to 

thirty-nine comes a period that Levinson calls "BOOM"-Becoming One's Own 

Man. The facility individual in this period is motivated by autonomy and 

recognition. According to McKeachie (1979, p. 12), this is a period when 

research and teaching converge for faculty members in large universities. 

The "mid-life transition" is a very important period. Faculty members in 

this period are motivated by questioning about the relationship between their 

life structure and their self. " I've made full professor. Is that all there is?" Or, 

perhaps promotion has been held back. "Is it really worth striving for?" They 

ask, " What do I really want from life?" (Mckeachie, p. 12). According to 

Levinson et al., (1979, pp. 21-25), mid-life transition is a developmental 

transition; it is also a turning point or boundary region between two periods of 

greater stability. A transition may go relatively smoothly or may involve 

considerable turmoil. The mid-life transition occurs whether the individual 
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succeeds or fails in his search for affirmation by society. Faculty members in this 

period maybe attracted by opportunities to shift from an emphasis upon 

research to a career as a teacher or administrator. For fuH professors in this 

period, the motive of commitment to the exceUence of the coUege may be a 

powerful stimulus to take new responsibiHties or to take on a new role. 

Continued productivity in research depends upon security and self-confidence 

(Petz & Andres, 1966). The final period, restabiHzation, is a period of shaping a 

new life structure for the years of middle adulthood. 

Although Levinson's theories of life span development imply regularities in 

the fives of faculty members, they should not be taken to mean that faculty 

members of a given age or status are the same. There are other factors that 

contribute to individual differences in life span development, such as aging, 

physical condition and personality. To improve faculty vitality, one should pay 

attention to individual differences. 

Maintaining Faculty Vitality Through Faculty Development 

Can faculty behavior be changed? According to Mckeachie (p. 15), the 

answer lies not in manipulation of extrinsic rewards such as prizes and honors, 

although these should not be dismissed. Rather, the answer Hes in examining 

the characteristics of desired faculty activities that can bring satisfaction and in 

creating situations in which those satisfactions can be found more readily. For 
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example, Hterature on faculty vitaHty shows the varying nature of academic Hfe 

for people in different fields, types of institutions, and career stages. According 

to Baldwin (1990, p. 176), vitality is a contextual phenomenon that differs from 

one situation to the next. Vital faculty appear to carve out distinctive, almost 

tailor-made, career paths. Therefore, flexible poHcies are necessary to enable 

talented professionals to achieve their fuU potential. Institutional poHcies should 

not be used to limit faculty creativity; they should rather empower faculty to 

continue growing and use their range of talents fuUy (Baldwin, 1985). 

How to help faculty members exert their potential fully is a crucial task for 

administrators. Literature indicates that administrators play an important role 

in fostering faculty vitality and dynamic faculty careers. Thus, it is necessary to 

train deans and department chairpersons to work as faculty developers in order 

to provide an environment supportive of the scholarly interests of the faculty. 

Faculty development is a powerful approach to raise the performance of the 

least productive and least motivated academics and is also a powerful approach 

to maintain those who are most productive (Clark and Corcoran, 1989; Kenneth, 

1985; Harding, 1982; Bergquist and PhiHps,1975). Faculty development may 

take many forms. In the United States, giving sabbatical leaves, begun at 

Harvard in 1810 (Eble,1985, p. 5), is the oldest form of faculty support. The 

sabbatical leaves were sometimes given to enable the prospective professors to 

gain sufficient competence to teach a subject. In the United States, faculty 
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development was in its peak in the 70s. Workshops, seminars, personal 

counseHng, sabbatical leaves, or any such activities that aim at raising faculty 

members' academic performances have been taking place in many American 

colleges and universities. The number of pubHcations on faculty development 

have increased as a result. In the People's RepubHc of China, a network was set 

up to monitor faculty development programs in every higher learning institution. 

Activities that aim at improving faculty members academic skills have been 

encouraged and supported by faculty members and administration. 

Although many faculty development programs have a good intent, not aU of 

them are effective and successful. An effective faculty development program, as 

Centra pointed out, should have a high rate of faculty involvement. Centra has 

done a study on the evaluation of faculty development programs in the United 

States. According to his study (1978), the foUowing are effective faculty 

development programs since they tend to involve a high proportion of faculty at 

the colleges that use them: 

1. Workshops, seminars, or programs to acquaint faculty with goals of the 

institution and types of students enrolled; 

2. "Master teachers" or senior faculty working closely with new or apprentice 

teachers; 

3. Faculty with expertise consulting with other faulty on teaching or course 

improvement; 
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4. Workshops or programs to help faculty improve their academic advising 

and counseling skills; 

5. Personal counseling provided individual faculty members on career goals, 

and other personal development areas; 

6. Workshops or presentations that explore general issues or trends in 

education; 

7. Informal assessments by colleagues for teaching or course improvement; 

and 

8. Systems for faculty to assess their own strengths and areas needing 

improvement. 

In conclusion, any faculty improvement program Hkely will not be successful 

if it is not planned well and if it does not get support from the top 

administration. As Miller pointed out, faculty development programs need the 

foUowing: support at the top, planning by the faculty and administration, 

support from successful and visible faculty members, positive emphases, a direct 

administrative relationship with the vice-presidential level, and some money and 

people aUocated by the institution. Once the program is in place, its success will 

be infiuenced by at least these factors-tangible results, diversified programming, 

institutional visibility, evaluation, and the resources aUocated to it (Miller, 1979, 

p. 79). 



CHAPTER III 

THE HIGHER EDUCATIONAL SYSTEMS IN THE 

U.S.A. AND THE PEOPLE'S REPUBLIC OF 

CHINA 

American Higher Educational System 

The Development of American Higher Education 

American higher education can be accurately described as large, complex, 

diverse, and decentraHzed. It has more than three hundred years of history. To 

study the history of American higher education without touching the colonial 

period would be to get less than a thorough view of it. Harvard, William and 

Mary, Yale, New Jersey, King's, Philadelphia, Rhode Island, Queen's, 

Dartmouth were the colleges that were founded before 1770. None of these 

colleges was founded by accident. As Frederick Rudolph (1962, p. 1) put it: 

"At the beginning, higher education in America would be governed less by 

accident than by certain purpose, less by impulse than by design." The purpose 

of education always reflects the needs of the society it serves. In the colonial 

period, higher education at that time was predominantly Christian. Most 

colonial colleges were closely related to the churches. The Christian tradition 

was the foundation stone of the whole intellectual structure which was brought 

to the new world (Brubacher, p. 6). The aim of colonial colleges was not solely 

28 
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to train ministers, they also trained other professions such as clerks, lawyers, 

public officers, and so on. 

Harvard was the first college founded in the United States in 1650. The 

founding of Harvard without doubt responded to the climate of the society it 

served. With Harvard College the new immigrants could fulfUl their 

mission-"intending to lead lives no less than the purest, aspiring to serve God 

and their fellowmen in the fullest, they acknowledged a responsibility to the 

future" (Frederick Rudolph, 1962, p. 5). The size of colleges was small and the 

enroUment was small too. Since these colleges lacked funding, they were not able 

to provide quality facilities and teaching. These old-time colleges were primarily 

involved in the conserving existing knowledge rather than the search for new 

knowledge. However, these colonial colleges were able to survive and the 

European heritage of higher learning was planted and carried on in the New 

World. Moreover, the graduates of these colonial coUeges played very important 

roles in the change of American society. 

However, the colonial colleges were by no means popular institutions. The 

doors of these colleges were open for the aristocratic elements of colonial society. 

Only the eHte group enjoyed this privUege. Before the Revolution, American 

higher education was Hmited to those rich famiHes' children. But, after the 

Revolution, many American people began to question: Could freedom be 

preserved? Could it be protected against the perils that threatened it from both 
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sides, the peril of despotism and the peril of anarchy? People wanted to have a 

free democratic nation. They wanted to preserve the fruit of the Revolution. 

But, how to keep the fruit of the Revolution and how to set up a free democratic 

society remained in question. 

Thomas Jefferson (Hofstadter &; Smith, 1961, p. 175) already had his 

solution in mind. He pointed out that the social democracy demanded an 

educational democracy, it demanded a system of general instruction which 

should reach every description of citizen from the richest to the poorest. He 

conceived that the objects of general instruction were to combat the danger of 

despotism and oppression by illuminating as far as practicable, the minds of 

people at large and to enable them to see that it was their interest to preserve 

peace and order. To serve people and to serve faithfully the needs of the 

community was Jefferson's ideal university. He had been planning a university 

on his democratic idea ever since the late 1770's. The university in Virginia 

which Jefferson estabHshed at CharlottesviUe was America's first real state 

university. It reflected more or less the thought of Thomas Jefferson. It made his 

dream come true. The aims of the University of Virginia were to give more 

advanced instruction than the existing colleges, to permit students to speciaHze, 

and to enjoy the privUeges of election. It was by express intent of its 

constitution a thoroughly pubHc enterprise, rather than a private or quasi-pubHc 

one. It was secular and nondenominational oriented. The university reflected the 
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most thoroughgoing embodiment of the revolutionary spirit of the enHghtenment 

to be found in American higher education during the first decades of the 

nineteenth century. The University of Virginia from the day of its opening had 

an important influence, not only on southern institutions of learning but upon 

higher education in other sections. North and West. 

The modern state university might have been developed on the basis of 

Jefferson's political theory and educational plan. However, it, in fact, mainly 

foUowed a different political theory and different education plan. It was 

dominated by the spirit and purpose not of Thomas Jefferson but of Andrew 

Jackson. It was not until the Jacksonian presidency that higher education 

became popular. In 1828, Andrew Jackson, who was the president of the United 

States, supported a movement which was both a protest of labor groups against 

the prevailing order and a significant movement in the unleashing of American 

capitalism. It was a movement against privilege. The development of the early 

state universities has a close relation with American democracy. Responding to 

the equaHtarian spirit of Jackson and the frontier, rather than the selective spirit 

of Jefferson and the framers of the Constitution, the institutions were inclined to 

offer aU sorts of practical education to aU sort of people. As Brubacher (1968) 

said in his book Higher Education in Transition: 

American state university has been a dramatic symbol of something 
unique in the history of higher education. It has been the very 
embodiment of the new concept that government should, and indeed 
must, give a free higher education to the people. As such, it has made 
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manifest the characteristic American faith in the value of formal 
eduction and the even deeper commitment on the part of the American 
people to the principles of democracy and equaHty of opportunity. 

During 1850s, with the development of American society and economy as 

weU as industry, the society demanded the higher institutions to meet its new 

demands. The American coUeges of the first half of the nineteenth century were 

the creature of a relatively simple, agrarian community. Such coUeges certainly 

were not able to meet the new requirements of a rapid developing society. In 

order to meet the needs, American colleges had to address themselves to the 

questions of intellectual and popular purpose. During the national period from 

1789-1890, many educational reforms took place. 

First, the passage of MorriU Land-Grant Act of 1862 resulted in the 

expansion of public education, increased access of non-elites to higher education, 

the spread of practical utilitarian higher education, and the growth of Western 

higher education (Hofstadter &: Metzger, 1955, p. 380). American land-grant 

colleges were the fruit of MorriU Land-Grant Act. The significance of the 

founding of land-grant colleges is enormous. The land-grant coUeges were the 

first institutions of higher learning to welcome appHed science and the 

mechanical arts and to give these subjects a recognized place in the college 

curriculum. It also prevented American higher education from becoming a 

purely classical and formaHstic tradition. Another significance of land-grant 

colleges was that the federal government provided financial support directly to 
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pubHc higher education and the federal government is able to get land-grant 

coUeges to offer Reserve Officer Training Corps programs. The federal 

government directly entered the field of higher education with the passage of the 

MorriU Act and with this came the war-inspired requirement that there be 

military training in all coUeges benefitted by its provision. 

Second, the estabHshment of the elective system at Harvard brought 

American higher education to a more practical direction. The emergence of the 

elective system was in response to the need of the society. The utiHtarian need 

for incorporating new fields of knowledge into the curriculum to serve the 

requirements of an expanding society was one of the most significant factors 

influencing the major changes which took place in American higher education 

during the national period. It was one of the major factors that contributed to 

the curriculum reform movement in American higher education. The 

establishment of the elective system was the product of the curriculum 

movement. After the Civil War, a rural society was being transformed into a 

great industrialized nation; keynoting the era were optimism, competitiveness, 

and materialist expansion. The demand for applied science was more important 

than ever before. The broad elective curriculum was replacing the old and 

narrow traditional curriculum. Charles W. EHot, president of Harvard 

announced in his 1869 inaugural address his firm commitment to the elective 

system. He stated in his inaugural address (1869) that a true university should 
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give its s tudents three essentials: first, freedom of choice in studies; second, 

oppor tun i ty to win distinction in special fines of study; and, third, a system of 

discipHne which impose on the individual himself the main responsibiUty for 

building his conduct . He also pointed out the advantage of elective system in his 

inaugural address: 

Elective system fosters scholarship, because it gives free play to 
na tu ra l preferences and inborn apt i tudes, makes possible enthusiasm 
for a chosen work, reUeves the professor and the ardent disciple of the 
presence of a body of students who are compeUed to an unwelcome 
task, and enlarges instruction by subst i tut ing many and various lessons 
given to sman,Hvely classes, for a few lessons many times repeated to 
different sections of a numerous class. 

From 1865 until about 1903, the elective system gained ground at the 

expense of prescribed studies. Cornell, Michigan, Wisconsin, and Yale also 

in t roduced the elective system to their campuses, respectively. 

Thi rd , with the establishment of the Johns Hopkins University in 1876, 

American higher educat ion entered a new era. Johns Hopkins University was 

America 's first research university and graduate school. The establishment of 

Johns Hopkins University was subjected to the influence of German universities. 

During the nineteen century, the German universities became world famous for 

their success in joining teaching and research and for their ambitious goal of 

producing, not just the practi t ioner, but the creative scholar and original 

investigator in every fleld of professional endeavor. Many American scholars, 

after re turning from Germany, advocated a new education for American people 
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and the vital necessity of buUding real universities in America. John Hopkins 

represents the most important innovation in graduate instruction during that 

period, and " the Hopkins immediately symboHzed German research, and its 

existence so near at hand imparted a new and dramatic sense of accessibility to 

the Germany of Science" (Veysey, 1965, p. 129). 

"Only in the 1850's did the concept of research begin to come to notice in 

connection with the German educational experience, and not until the 

mid-seventies did the ideal of research clearly dominate discussions of German 

education on the western side of the Atlantic" (Veysey, 1965, p. 128). Before the 

founding of Johns Hopkins University, American colleges and universities were 

not concerned about research and natural sciences. Faculty were concerned 

about teaching rather than research, students tended oftener to become 

Transcendentalists or Hterary romantics than devotees of particularistic research. 

As American graduate schools took shape in the eighties and nineties, they 

redrew the map of intellectual endeavor. Research rapidly achieved recognition in 

the late nineties. More and more students were in the natural sciences, and more 

and more faculty became interested in doing research. What is more important 

is that more and more universities placed greater emphasis on research. 

Between 1889 and 1892, many new universities were opened in rapid 

succession such as: Clark University, Stanford University, and the University of 

Chicago. Many universities and colleges were also expanding considerably at this 
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t ime, including Harvard and Columbia. The eariy nineties was a basic turning 

point in the history of American university and the late nineties and eariy 20th 

century was a period of university boom. According to Veysey (1965), at least 

three major kinds of academic inst i tut ions may be distinguished at the end of 

the nineteenth century: 

1. The homogeneous eastern college, internaUy cohesive and 
sharply isolated from the surrounding American society. Of this 
pa t t e rn were Pr inceton, Yale, ear ly-day Columbia, and the most of the 
small New England colleges. 

2. The heterogeneous eastern university, containing a great variety 
of discordant elements among its student populat ion and mirroring, if 
in a top-heavy fashion, the social gamut of the area at large. 
Pennsylvania, the l a t t e r -day Columbia, and, above all. Harvard carried 
this s t amp. 

3. The heterogeneous western university, which bet ter reflected the 
surrounding society, as did its eastern counterpart , bu t , because 
western society was less diverse, offered fewer internal contrasts in 
pract ice. (Veysey, p . 283) 

The Adminis t ra t ion of American Higher Educat ion 

Traditionally, the principal agency of campus governance for colleges and 

universities in the United States , bo th public and private, has been a governing 

board of p a r t - t i m e , unpaid laypersons. The early state universities were 

established under the jurisdiction of a board of trustees, al though in some 

instances the board was designated as regents and even as visitors and curators. 

These boards were usuaUy appointed by governors for six- , seven-, or nine-year 

t e rms , sometimes longer. After the U.S. Congress passed the MorriU Act in 
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1862, in some instances the new institutions were placed under a state board of 

agriculture (Altbach, p. 200). 

With the growth of student population, multi-campus pubHc institutions 

emerged. After World War II, the existence, the push for expansion, and the 

competition of multiple-public institutions of higher education presented state 

governments with a special problem: how were the states to organize an 

administrative arrangement to bring about some cultural direction of planning, 

program offerings, and funding for several, even many, public institutions of 

higher education? There have been primarily two types of state government 

administrative arrangements: a statewide governing board or a state 

coordinating board. As of 1987, 22 state governments had created statewide 

governing boards. In 14 states, the authority of the statewide governing board 

also extended to all two-year institutions. In the other eight states, there was a 

separate state board deafing with community or junior coUeges. The 

multi-campus structure (such as CaHfornia State University system with 19 

campuses, the State University of New York with 19 campuses) is a special 

characteristic of state governance arrangements for pubHc higher education. 

The principal providers of higher education services in the United States are 

state governments. PubHc higher education depends for its principal financial 

support upon state governments. However, state governments generaUy do not 

endeavor to define internal campus governance. State governments do not 
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interfere with the selection of institutional presidents and faculty members. 

These and related matters are left to the discretion of governing boards of higher 

institutions. In spite of this, state governments do often expect pubHc coUeges 

and universities to conform to state financial management, to state purchasing 

practices, to state civU service procedures, to state buUding laws and 

arrangements, to state legal requirements in the prosecution and defense of cases 

at law (Altbach & Berdahl, 1981, p. 203). 

Characteristics of American Higher Education 

There are seven striking characteristics of American higher education, 

according to Brubacher (1968, pp. 390-401): 

1. Popularization of opportunities for higher education: 

Since the Jacksonian movement in the 19th century, American people have 

committed themselves to democracy in education. By the middle of the 20th 

century, more and a larger percentage of Americans were taking some form of 

higher education training than any other people in the other countries. 

According to Digest of Education Statistics 1989, between 1869 and 1870, there 

were 563 postsecondary institutions in the United States, the total fall 

enroUment was 52,286. Between 1986 and 1987, the number of postsecondary 

institutions increased to 3,406. The total fall enrollment reached 12,504,501 

(1989, p. 166). Higher education is no longer a privilege enjoyed by a smaU 
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group of people; it extends opportunities for higher education to people of every 

race, of every creed, and of every economic group and women. 

2. Broadening the scope of higher education: 

American higher education not only equaHzes educational opportunities, it 

also respects aU occupational groups. The egaHtarianism prevents the idea of an 

intellectual eHte from taking root in the United States. The beHef in 

egaHtarianism helps shape education to better serve aU classes of people and the 

society. 

3. The idea of service: 

"What distinguished the American idea of the higher learning from other 

modern conceptions of the university was not only its essential democracy, but 

even more its positive dedication to the service of an evolving dynamic, 

democratic community" (Brubacher, 1968, p. 394). American higher education 

has established a close relationship with the community. It has played a decisive 

role in the advancement of American democracy, and it also provides society 

various forms of professional training. Practical will be the word that best 

described the characteristic of American higher education. 

4. Unsystematized diversity: 

Because the American higher education puts heavy emphasis on democracy, 

American higher education has never conformed to one uniform pattern, 

whether of organization, administration, or support. According to 



40 

1987-88 Directory of Postsecondary Institutions (Nov, 1988, p. xv), there are 

12,056 postsecondary institutions in the U.S.A. Among them, 2,250 are pubHc, 

3,254 are private non-profit, and 6,552 are private for profit. Some of these 

postsecondary institutions are four years and above, some are two but less than 

four years, some others are less than two years. Degree offerings vary from 

Associate's degree to Doctor's degree. Some offer only certificates. The 

American pubHc higher institutions are controUed by different organizations, 

such as federal, state, county, township, city, and special district. Some private 

public higher institutions are also controUed by various religious groups or 

private organizations. There is no one ministry of the central government in the 

U.S.A. as in other countries to set up norms of the universities' procedure and 

control. Flexibility and high self-autonomy enable American higher education to 

broaden and democratize higher learning by providing more opportunities to 

large numbers of people who otherwise would not have been able to study. 

Diversity is one of the most important factors that help the advancement of 

science and scientific technology. This decentralization of American higher 

educational system is believed to secure democracy and avoid possible dangerous 

concentrations of power. 

5. The role of voluntary cooperation in setting standards: 

Since American higher education is not controUed by a central government, 

and since there is not such a central government to set up standards for aU 
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higher institutions, how to secure the quaHty of higher education remains in 

question. Legitimacy for most institutions and programs in higher education, 

however, requires more than approval and acceptance from the boards that 

constitute the official governing bodies of colleges and universities. This 

legitimacy has come about through a voluntary process in which coUeges and 

universities subject their programs to a critical examination. This examination 

is conducted by personnel from other coUeges and universities according to 

standards and goals determined by the institution being examined and by a 

voluntary association of colleges and universities whose programs and aspirations 

are similar to those of the institutions being evaluated. Organizations such as 

the National Association of State Universities and Land Grant Colleges, the 

Association of American Colleges, and the American Council on Education, and 

the Association of American Universities play somewhat similar roles in 

protecting the quality of American higher education. Regional accrediting 

agencies consisting of member institutions within the states or regions also play 

a significant role. These non-governmental authorities have proceeded to take 

important action in every branch of American higher learning. This process of 

legitimizing institutions and programs represents a necessary part of public 

acceptance of most colleges and universities, and in a real sense, are essential for 

institutional or program survival for the majority of institutions of higher 

education (WaUenfeldt, p. 136, 1983). These associations have been successfiU in 
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coordinating American higher education. Through cooperative effort, colleges 

and universities have attempted to provide better programs and services at less 

expense to individual institutions. 

6. The corporate structure of coUege government: 

There were 12,056 higher institutions in the U.S.A. in 1987. These 

institutions are supported by various sources. Only a few are supported by the 

federal government, 2,250 are supported by state or local governments. There 

are 9,806 institutions supported by private sources, such as reHgious groups (380 

are affiHated with CathoHc, 707 are protestant)( 1987-1988 

Directory Postsecondary Institutions , Nov, 1988). These varying systems of 

support and control that have developed in higher educational administration 

show that higher education is very diverse. Despite the democratic diversity of 

higher education, almost all institutions ultimately followed the same 

characteristic form of college government. This involved government by 

corporate boards of nonresident trustees and by resident administrative officials 

beginning with a president. The president plays a very important role in the 

university. The direction of policies and programs of colleges and universities 

may be influenced by different forces depending upon the types of communities 

that affect them. However, as with any institution in the United States, they 

will be influenced signiflcantly by the groups that control finances. This 

economic power elite has special significance at the corporate level for higher 
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learning institutions in the United States. E. C. WaUenfeldt pointed out that in 

higher education, the important position of corporate power in aU its 

dimensions-manufacturing, marketing, investing, and other areas-has long been 

apparent (WaUenfeldt, p. 7, 1983). Universities and coUeges were built by those 

industrialists and financers with names Hke RockefeUer, Carnegie, Vanderbilt, 

MeUon, and Stanford. According to WaUenfeldt, boards of trustees were 

dominated by corporate leaders in the 1920s, and corporate leaders continue to 

be in positions of influence in higher education today. 

In summary, American higher education has been modifled and influenced by 

numerous social changes and Western European culture. As Brubacher (1968) 

pointed out: 

In the span of three centuries it has yielded a variety of 
forms-among them the New England hilltop college, the state 
university, the school of technology, the complex municipal college or 
university, the community or junior college. Each of these represents a 
significant stage in the growth of American civilization, (p. 389) 

However, higher education in the United States has its own distinguishing 

characteristics. It is not the duplicate of the Western European higher 

education, despite the fact that it took over the established forms of higher 

education from Western Europe. America used Western European culture as the 

foundation stone of his own higher learning, America have broadened and 

democratized European higher learning, this ensures that many people have 

opportunities to study in the post-secondary institutions. Democracy is one of 
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the striking characteristics that distinguished American higher education from 

other Western European patterns. As Brubacher pointed out, American higher 

education represented the end-product of a long period of interaction between 

the Western European university heritage and the native American physical and 

social environment (p. 390). 

The Chinese Higher Educational System 

The Development of Chinese Higher Education Since 
1949 

The development of Chinese higher education has been through many ups 

and downs since the establishment of the People's Republic of China in 1949. 

The path toward the perfection of the Chinese higher educational system has 

been so twisted and uneven that it cannot be compared with another country. 

Many educators agree that higher eduction is part of the social system. Any 

changes or reforms brought to higher education have been the result of political, 

economic and social factors. In People RepubHc of China, however, the political 

factor seems to be the most influential and dominating factor that contributes to 

fluctuations in Chinese higher education. It is true that both economic and 

social factors share importance in the development of Chinese higher education, 

but the role they play is not as crucial as that of political factor. The top 

echelon of Chinese higher education follows a zigzag path because it is governed 

by poHtics, and politics is subject to twists and turns. The course of the 



45 

development of Chinese higher education is just Hke a pendulum which has be 
)een 

swung from left to right and right to left since the founding of the People's 

RepubHc of China. In order to get an overaU view of the development of Chinese 

higher education, one may examine the changes from the standpoint of shifts in 

the poHtical-ideological Hne that determines the aims and objectives of 

education at different periods of time. One may gain an understanding by 

probing the educational thinking of the poHcymakers and those who were 

responsible for the execution of this policy. 

The evolution of educational policy has been influenced by the prevailing 

economic and political climate in People's Republic of China, the period since 

Chinese Communist accession may be divided into four major phases: 

1. First Stage: 1950-1957. 

This period is the first period of Chinese education under the communist 

regime. The educational system inherited by the communists in 1949 was 

organized along the American pattern, with three to five years of university, 

depending on the subject. At the university level, there were comprehensive 

universities and more specialized institutes of higher learning. The 

comprehensive universities were interdisciplinary, in the sense that they 

embraced both arts and sciences; their function was to strengthen the theoretical 

foundations of higher learning and prepare the students to teach and do 

research. The other institutions of higher learning provided facilities for 
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professional training, and included faculties for teacher training and colleges 

speciaHzing in petroleum, mining, oU refining, and agriculture. The age of those 

in the universities was from about nineteen to twenty-six. In 1949, according to 

the 1949-1981 Chinese Education Year Book (1984), there were 205 universities 

and institutes of higher learning with 117,000 students and 16,000 faculty 

members. Before 1949, universities were run either by the nationalist 

government or by private individuals and missionary groups. At that time, there 

were 21 universities and institutes of higher learning controUed by foreign 

missionaries and another 65 were owned by private foundations or individuals. 

When the communists came to power, they took over control of the nationalist 

universities. In 1952, all private schools were brought under government control. 

Since then, the higher learning institutions came under the dual control of the 

Ministry of Higher Education and the ministries they would provide with 

manpower, for example, institutes of agriculture would be under the joint control 

of the Ministries of both higher education and agriculture. 

When the Chinese government took over all schools, they asserted that the 

educational system should serve the needs of the general population. One of its 

aims was to expand and universalize the system. To achieve this aim, the 

Chinese government allotted a sizable proportion of its budget to education. 

From 1950-1956, it was roughly 7 percent. Even though the total budget 

decreased by 4 percent in 1959, that for education increased by 10 percent 
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(Kwong, 1979). In 1953, according to government statistics, enrollment in higher 

education was increased 69%, and the original 205 universities and institutes of 

higher learning were reorganized and adjusted with 184 universities and 

institutes of higher learning. 

One of the Chinese educational aims is to extend the educational facilities to 

the worker-peasant class. This class had helped Chinese Conomunists take over 

the whole China in 1949. This group of people had traditionally been deprived 

of education. At the university level, it is estimated that students from these 

backgrounds accounted for 20.5 percent of the total enrollment in 1953 and 34.3 

percent in 1957 (Taylor, 1981). Although the percentage of these students 

increased, these students were under-represented (see Table 3.1). 

Table 3.1: Student of Work-Peasant Origin in Higher 
Educational Institutes in China. 

Scholl Year 

1952-53 

1955-56 

1956-57 

1957-58 

Source: Beijin 

Number 

40,000 

80,000 

130.000 

160,000 

f Review TSeptember 1958). 

Percentage of Total 

20.46 

29.20 

34.29 

36.42 

In the early fifties, the American influence that had been evident during the 

KMT ruling period was replaced by the Russian one. New China was born in 
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the euphoria of a deep and firm friendship with the Soviet Union. The effusive 

adulation of the Soviet Union became a national poHcy after 1949. At the height 

of the new regime's fascination with the Soviet model, Chinese education joined 

the nationwide movement to learn from the Soviet Union by indiscriminate 

adoption of Soviet educational methods and the wholesale imitation of Soviet 

practice, not only in such specific matters as classroom management and grading 

systems, but also in educational theory and curriculum content. Soviet learning 

replaced Western learning, Soviet science replaced Western science. Russian 

replaced English as the most important foreign language. 

Under the leadership of Soviet advisers, sweeping changes were introduced. 

China's higher education was greatly influenced by the Soviet model. The course 

length in colleges and universities was extended to five years in accordance with 

Soviet advice. Soviet advisers drew up the plans for reorganization of higher 

education by regrouping and redistributing institutions and departments. The 

birth of comprehensive universities was an outgrowth of this reorganization plan. 

According to China Educational Yearbook 1949-1981 (pp. 233-236), there were 

three types of institutions : (1) the comprehensive university, which was 

interdiscipHnary and embraced the arts and sciences; (2) the technical institute, 

which taught subjects such as petroleum, coal-mining, geology, chemical 

engineering, construction engineering, agriculture, forestry, medicine, and 

teacher training; and (3) polytechnical universities, which had a broader 
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curriculum than the technical institutes and were formed by rearranging the 

technical coUeges of the old universities inherited from the KMT period. 

However, the Soviet model did not last long. The Soviet model became a target 

of attack during the Cultural Revolution. 

2. The Second Stage: 1958-1966. 

The second period began with the educational reforms of 1958. On the eve of 

1958, economic conditions looked very promising. The nine years since 1949 had 

been a time of uninterrupted growth in industry and agriculture. In education, 

it was also a period of growth. Enrollment in schools had increased threefold in 

the past nine years. However, the disparity in enrollment between urban and 

rural areas persisted. Even though there was an increasing emphasis on political 

education by the policy-makers, the structure of the school system and its 

activities still retained many of the characteristics of pre-1949 times, including 

its emphasis on academic achievement. 

In 1958, Mao launched the educational revolution. He instructed that schools 

should establish factories and farms and that school work should be rearranged 

to aUow students to devote half of their time to productive labor. The revolution 

of 1958 had brought a restatement of the Party's educational philosophy in 

terms of the fundamentals expressed by Mao in 1930s. Its real significance had 

lain in the ideological means employed to place politics in command and achieve 

the integration of education and society. But his revolution was criticized by Liu 
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Shao-Chi, then president of China, and his fellow revisionists. They asserted 

that schools should devote more time to the basic disciplines in order to lay a 

firm foundation for advanced study and they stressed the elevation of the quaHty 

of education. 

From 1961 to 1963, the revisionists attacked the educational revolution. 

They asked scholars to rewrite textbooks to concentrate on the acquisition of 

basic knowledge and the development of intellect. Education in this period of 

revisionist revival was a hodgepodge copied from the Kuomintang era, Soviet 

revisionism, and the Western countries. From 1964 to 1965, there was an 

intensive struggle between Mao and Liu from the standpoint of the ideologies 

and revolutionaries. Mao wanted to revamp the existing school system, 

curriculum, teaching materials, and examinations. Liu insisted on the reduction 

of labor and political activities but not the time for academic study. The 

coexistence of Liu's academic and Mao's revolutionary education was brought to 

an end and replaced by a direct confrontation between the opposing points of 

view. This confrontation led to the so-called "Great Cultural Revolution." 

During Mao's "Great Leap" movement in 1958, the quantity of higher 

education was ensured; however, the quaHty of higher education was 

deteriorating. According to the 1949-1981 Chinese Education Yearbook (1984), 

the number of universities and institutes of higher learning was sharply increased 

from 229 of 1957 to 1,289 in 1958. This sharp increase caused many problems. 
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since economic conditions and school facilities were not able to catch up with 

this sudden sharp increase. 

In 1961, the economic situation in China was very bad; this was partly due to 

the consequences of Mao's "Great Leap" movement and also partly due to 

natural disasters. Mao lost his power to Liu as a resiUt of his leftist policy that 

caused 1961's economic depression. In order to correct Mao's leftist policy and 

to ensure educational quality, the Chinese Communist Central Committee 

stipulated that higher education should ensure its quality rather than quantity. 

Thus, in 1963 according to 1949-1981 Chinese Educational Yearbook (1984), the 

number of universities and institutes of higher learning decreased from 1,289 to 

407. The number enrolled decreased from 3,230,000 to 100,000. The Chinese 

Government again centralized higher education by regaining control over some of 

the universities and institutes which were decentralized to each province in 1958. 

Chinese eduction prior to 1966 was not devoid of progress and 

accomplishment. Development during this period, as compared with the time 

prior to the founding of New China in 1949, was fairly fast. In 1965, the number 

of China's institutions of higher learning reached 434 (more than doubHng the 

pre-1949 record) and the total enrollment reached 674,000 (3.3 times higher)(Hu, 

1987). During the period between 1949 to 1966, Chinese higher education 

produced 16,000 post-graduate students and 1,550,000 college graduates. Most 

of these graduates later played a very crucial part in modernizing China after 
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1976. A significant aspect of educational growth was the increase of students of 

the working class enrolled in schools. In 1965, the chUdren of the working class 

constituted 48 percent of the total enrollment in higher learning institutions. 

3. The Third Stage: 1966-1977. 

Mao lost his control on the top Communist Central Committee after his 

devastating "Great Leap" movement. However, he was so reluctant to abandon 

his power that he began to plot a political movement in order to regain his 

power. Beginning from 1966, China experienced the turmoil of a decade-long 

"Great Cultural Revolution." No phase of post-Mao education reflects its new 

policy as clearly as higher education and no other part of school system suffered 

as much disruption and damage during the "Great Cultural Revolution" as the 

institutions of higher learning. During this period, since Liu was flred from his 

position as the president of the People's Republic of China by Mao, the 

achievements of higher education in the past 17 years were totaUy denied and 

criticized. The development of institutions of higher learning came to a 

standstill and suffered serious setbacks. Chinese higher education now swung 

from right to left once again. According to the statistics of the State Education 

Commission provided by Beijing Review (Hu, 1987), by 1976, there were only 

392 universities and colleges in China. The number of students in school was 16 

percent less than in 1965. From 1966 to 1977, the institutes of higher learning 

were not able to enroll a single post-graduate student. Beijing Review in 1979 
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estimated that since institutes of higher learning had not enrolled new students 

for five years, the loss in terms of coUege graduates and research students was at 

least one milHon and 20,000, respectively. The coUeges and universities were 

doing work no more advanced than in good junior middle schools during the 

Cultural Revolution. In 1970, China's institutions of higher learning began to 

enroU students, but the national university entrance examinations were cancelled 

and the candidates were workers, peasants and soldiers recommended by their 

locaHties and their working units. These students had very little academic 

preparation, but they met the requirements for labor-production and 

political-ideological activism. The new student population of higher education 

consisted more and more of workers, peasants, and soldiers. These students 

replaced the academic students of pre-1966 higher education. Those 

worker-peasant-soldier students were striking symbols of a revolution in 

education. Academic learning was not emphasized. Students had different 

educational levels. Some of them were well qualified, but most of them had only 

a primary school education. The curricula and the methods of higher education 

had to be tailored to meet their needs and their capabiHties. 

On the whole, this system kept many talented young people outside the 

doors of institutions of higher learning, because it emphasized poHtics rather 

than academy. Any one who did not agree with Mao's poHtical ideology was 

deprived the right to study in the higher education. IronicaUy, Mao's 
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educational reform, on one hand, enabled many working class people to study in 

higher education, but on the other hand, his reform kept many capable and 

intelHgent young men and women out of the higher educational system simply 

because of poHtical reasons. Thus, Mao's "Great Cultural Revolution" dragged 

China's higher education back dozens of years and planted a time bomb which 

exploded in later years as a serious dearth of speciaHzed personnel. However, 

Mao saw his new revolution model as the only way to achieve the aim of 

education which was the integration of education and society. 

4. The Fourth Stage: Since 1977. 

Mao's death contributed to a host of reforms in economics, politics, and 

education. China's present development policy reflects the Liuist view in its call 

for qualified manpower, echoing the economic priorities of the 1950s. Education 

has been accorded a key role in the 'Four Modernizations': agriculture, 

industry, national defense, and science and technology. The new Chinese 

government saw education as an integral part of the national plan, structured to 

serve the production forces of the socialist economic base. The guiding spirit of 

the new education system is that educational growth would coincide with the 

pace of the economic plan, personnel training would be related to the needs of 

economic sectors, and curricula content would raise scientific and cultural levels. 

In acknowledging that a nation's wealth lies ultimately in the wisdom and genius 

of its people, Chinese leaders have been restructuring their educational system 
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to raise academic standards and discover exceptional talent. The most 

conspicuous reform after 1976 is the reinstatement of the coUege entrance 

examination as the basis of rigorous selection to make sure that only the most 

capable students are admitted to the coUeges and universities. Students who 

passed the entrance examinations are eHgible to study at university level, those 

who fail will be advised to enroll in such institutions as TV university and a host 

of technical institutes or colleges offering two-year, three-year or shorter courses 

of study. The regular colleges and universities are reserved for students who are 

well-prepared academicaUy and who are ready to spend four years or longer in 

full-time study. The candidates for the entrance examination must be under 25 

years of age and unmarried. The candidates must meet the political requirement 

that is: candidate must support the leadership of the Communist Party of 

China, love the socialist motherland, study hard, love labor, and observe 

discipline. In 1978, a few prestigious universities started to enroll post-graduate 

students. Many universities began to enroll graduate students in 1980. This 

made the university become a research place for scholars and students. The 

development of China's Institutions of higher learning is rapid. This can be 

proven by the following table(Table 3.2) provided by Beijing Review (Hu, 1987); 



56 

Table 3.2: Development of China's Institutions of Higher Learning. 

Year 

1977 

1978 

1979 

1980 

1981 

1982 

1983 

1984 

1985 

# of Institutes 

404 

598 

633 

675 

704 

715 

805 

902 

1.016 

# of Students 

645,000 

856.000 

1.020.000 

1.144,000 

1.279.000 

1.154.000 

1.207.000 

1.396.000 

1.703,000 

# of Graduate Students 

21.600 

18,800 

25.800 

37.200 

57,600 

87,300 

Source: Hu, Tunkai & Zhao, Ying. (1987). University Students and 
Higher Education. Beiiinf Review. 30r8). 21-23. 

Administration of Chinese Higher Education 

The Chinese higher educational system is highly centralized. It has been 

under the control of the Ministry of Education since 1949. The direction of the 

policies and programs of colleges and universities axe influenced most by the 

politics. According to a Chinese newspaper, there were 1,075 universities and 

colleges in China in 1987. Approximately 2,060,000 students are studying in 

these imiversities and colleges. The majority of these universities and colleges 

are public. Some universities and colleges are under the direct control of the 
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Ministry of Education, and some are under the direct control of provincial 

Bureaus of Higher Education. Only a few are privately controlled. 

The principal provider of higher education services in China is the Central 

government. PubHc higher education depends for its principal financial support 

upon central government. This single source of financial support for higher 

education is not able to provide sufficient money to universities and colleges. For 

example, only 0.48% of GNP went to higher education in 1985 (Gu Qingyang, 

p. 42). Since the central government is not able to increase its funding to higher 

education by a big margin, the Ministry of Education advocated universities and 

colleges to solve their financial problem by providing paid services to the society. 

For example, QingHua University has more than 3,000 faculty members and 

1,600 research facidty members. However, the central government only provided 

40,060,000 Chinese dollars to Qinghua University in 1989. Thus, the budget was 

tight. In order to solve the financial problem, the university begun to offer paid 

services to some industries and companies. The distribution of the income 

through paid service was arranged as follow: 20% went to university, 40% went 

to department, 40% went to individuals who are the principal provider of the 

paid service. Through the paid service, the financial situation was improved 

(People's Daily, April 12, 1989). 

The president of a university is selected by the provincial government if the 

university is under the direct control of provincial government. For example. 
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there are 28 universities and colleges under the direct control of Guangdong 

provincial government. The Guangdong provincial government wiU select 

presidents for their universities and coUeges. The provincial government wiU not 

select deans, chairmen, or faculty for each university. However, each university 

should get its final approval from the provincial bureau of higher education for 

new deans or chairmen. 

Characteristics of Chinese Higher Education 

One of the striking characteristics of Chinese higher education is its 

centralized and hierarchical system. Offices are arranged hierarchically in 

bureaucracies, that is each lower office is under the control and supervision of a 

higher one. This bureaucratic trait is made manifest in the organization chart, 

with the Ministry of Education or the provincial bureau of higher education at 

the top, and president. Party committee chairman, vice presidents, deans, 

department chairs, faculty, and students at successively lower levels. The 

communication channels are hierarchical. 

The second striking characteristic of Chinese higher education is that 

Chinese higher education is greatly influenced by poHtics. Education in one way 

or another has always been used as a means to an end. Since the estabHshment 

of the People's RepubHc of China in 1949, it has introduced many educational 

innovations. AU these educational innovations were for several expressed 
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purposes : (1) to ensure t h a t higher educat ion serves the Communis t Par ty 

ideology; and (2) to ensure tha t higher education serves the purposes of 

industr ia l izat ion and nat ional development. The directions of programs and 

poHcies of universities and colleges are greatly affected by the changes of poHtics 

from the top . The fate of Chinese higher education is determined by the 

vicissitude of political power. 

The th i rd characterist ic of Chinese higher education is tha t education is for 

the public and is suppor ted by the public and it is open to all, regardless of sex, 

race, or religion. HistoricaUy speaking the higher education system in old China 

was public but not popular . Only those who could afford to pay for education 

could enter the doors of universities. This was changed with the establishment of 

the People's Republic of China. Because the new government is a people's 

dictatorship suppor ted by the aUiance of peasants and workers, the peasants and 

workers are given priority of educational opportunity. 

Al though Chinese higher education is for the public and is supported by the 

public, it is not popular . In another sense, the Chinese higher educational 

system is highly selective. The reintroduction of a nat ional system of entrance 

examinat ions for higher education reflects the eHtism poHcy. This poHcy, while 

ensuring an impar t ia l selection of ta lents , has clearly favored the elitist segment 

of the society, which includes those with economic and cultural advantages. 
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Those with low economic and social status are not able to easily pass the 

examinations. 

The last striking characteristics of Chinese higher education is that academic 

freedom is restricted wherever it would impede the acceptance of the new 

poHtical philosophy and practice. According to the Sixty Articles of Higher 

Education, the aims of higher education are to implement the Communist 

Party's educational poHcies and to train the experts needed for sociaHst 

construction; the main task of institutions of higher learning is teaching; 

research, production, and social activism are subordinate to the teaching 

function; Party leadership is to be strengthened through the central leadership 

role of the party committee in each institution of higher learning; aU intellectuals 

are to be united in the service of socialist higher education and allowed academic 

freedom only of a pure academic nature. 

In conclusion, the ideological goals of the Chinese Communists and the 

economic goals are two significant factors affecting educational reform since the 

founding of the People's Republic of China. To reconcile these two demands has 

proven in practice to be extremely difficult up to the present time. Some people 

said that twentieth century education in China has been subject to three 

different influences, Confucian, Dewey and Russian. The recent changes in 

higher education seem to be a step in the direction of a modernized educational 

system, tailored by themselves to suit their own particular reality. 



CHAPTER IV 

FACULTY DEVELOPMENT PRACTICES IN THE 

U.S.A. 

Life of American Professors 

After World War II, there was a dramatic growth of the academic profession. 

This growth peaked during the boom years of the 1960s, continued throughout 

the 1970s, though at a reduced pace, and less uniformly across the spectrum of 

higher education. Nationally, in the period from 1960 to 1987, the instructional 

staff grew in size from 236,000 to 793,000, an increase of just over 236 percent 

(Table 4.1). 

Table 4.1: Nimaber Of Faculty At Rank Of Instructor Or Above* 

Year 

1960 

1969 

1979 

1987** 

Total 

236 

450 

658 

793 

Full Time 

154 

360 

451 

523 

Part Time 

82 

100 

207 

269 

Sources: National Center for Education Statistics (1980) 
* In the thousands. 

**U.S. Department of Education (1990) 

It is noteworthy that the greatest increase occurred from 1960-1970 and from 

1970-1975. This growth is significant because it indicates how much the 

61 
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professoriat has been dominated by the faculty group now in the middle and late 

years of their careers. In 1969, for example, 37 percent of faculty were forty-six 

of age or older; in 1975, 42 percent of faculty were forty-five of age or older; and 

in 1987, 58 percent of faculty were forty-five of age or older (Table 4.2 and Table 

4.3). This trend will continue throughout the 1990s (Jacobs, p. 44). 

Table 4.2: Age Distribution of American Academics, 1969 and 1975. 

Range in years 
in 1969 

61 or more 

51-60 

46-50 

41-45 

36-40 

31-35 

30 or under 

Percent 

8 

16 

13 

15 

17 

17 

13 

Range in years 
in 1975 

60 or more 

50-59 

45-49 

40-44 

35-39 

30-34 

29 or under 

Percent 

10 

19 

13 

14 

18 

14 

11 

Source: Stadtman (1980) 
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Table 4.3: Distribution of Full-Time Faculty Members by Age and 
Discipline at Four-Year Institutions, 1987. 

Agriculture and home 
economics 

Business 

Education 

Engineering 

Fine arts 

Health science 

Hunianities 

Natural science 

Social science 

Other 

All 

Source: U.S. Department 

under 
30 

2% 

2 

2 

1 

4 

1 

! 

1 

1 

2 

1 

30 to 
44 

47% 

50 

30 

35 

40 

46 

32 

41 

43 

38 

40 

of Education 

45 to 
54 

32% 

28 

35 

31 

35 

28 

35 

39 

34 

31 

33 

55 to 
64 

19% 

17 

30 

31 

17 

20 

27 

17 

17 

23 

21 

65 and 
over 

1% 

2 

3 

3 

4 

5 

5 

2 

5 

5 

4 

average 
age 

45 

45 

49 

48 

46 

46 

49 

47 

47 

48 

47 

The shape of academic ranking in American universities is like the shape of 

an upside-down pyramid-more than half of faculty are at the ranks of professors 

and associate professors. According to The Chronicle of Higher Education (May 

8, 1991, p. A17), a survey conducted by the Higher Education Research 

Institute at the University of California at Los Angeles showed that 33.7% of the 
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faculty were at the rank of professor, 25.7% were associate professors, 23.3% 

were assistant professors, 1.8% were lecturers, 13.1% were instructors, and 2.3% 

were holding other academic titles. The survey also found that 66.8% of the 

academic staff were tenured faculty. As in other countries, male faculty are the 

dominating force among academic staffs. According to the survey, 71.2% were 

male faculty and only 28.8% were female faculty. Over half of faculty had earned 

the highest degree such as Ph.D or Ed.D. 

The demography of faculty is diverse, with different racial and ethnic 

backgrounds. According to the survey (conducted by Higher Education Research 

Institute at UCLA) based on responses from 35,478 professors at 392 American 

institutions, 90.4% of the faculty body were White, 4.0% were Black, 3.2% were 

A si an-American, 0.9% were American Indian, 0.4% were Puerto 

Rican-American, 0.8% were Mexican-American, and 2.1% were from other 

racial and ethnic background ( The Chronicle of Higher Education, May 8, 1991, 

p. A16). 

FaciUty members in American higher learning institutions mostly conduct 

their work inconspicuously and without much pubHc notice or acclaim. They are 

not Hkely to become celebrities in the society; even those who achieved great 

successes are weU-known only in their own academic discipHnes. Bowen and 

Schuster pointed out that the work of faculty, and its significance was not widely 

observed, understood, or appreciated (p. 14). In spite of that , the majority of 
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faculty members are satisfied with their jobs, because they enjoy the freedom 

and autonomy of their work. 

The work of American faculty members may be divided into four tasks: 

instruction, research, community service, and institutional governance and 

operation (Bowen and Schuster, 1986). The main tasks of faculties are teaching 

and doing research. The majority of faculty members engage at least to some 

extent in teaching. According to the survey conducted by the Higher Education 

Research Institutes at UCLA, 72.1% of faculty considered their primary interest 

was teaching, 98.2% of faculty considered being a good teacher was an essential 

or a very important professional goal; 58.5% considered engaging in research as 

essential or very important ( The Chronicle of Higher Education , May 8, 1991, 

p. A16) Although most faculty members considered teaching important, they felt 

that demands for research interfered with teaching. A conflict between teaching 

and research is commonly believed to exist in American higher education. 

FaciUty members play a very important role in the economic and cultural 

development of the nation. As a great national resource, faciUty members have 

been subjected to deferred maintenance just like other things in American higher 

education. Thus to attract and retain an adequate supply of those most brilHant 

and gifted persons for American colleges and universities demands 

administration to provide better environment and compensation competitive 
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with those other occupations and industries for comparable talent (Bowen & 

Schuster, p. 29). 

Needs for Faculty Development 

Internal and external environment impose serious constraints upon faculty 

members and their institutions and these constraints may weaken faculty vitaHty 

and institutional vitality in the United States. The foUowings are situations that 

have seriously affected the vitaHty of faculty members of their institutions. 

1. The rise in the proportion of tenured faculty 

According to the flnal report of the Carnegie Council on Policy Studies in 

Higher Education (1980), probably the most serious aspect of the outlook for 

faculty development in the next 20 years is the rise in the proportion of tenured 

faculty. Sixty-four percent of all faculty members had tenure in 1978, as 

compared with 50 percent in 1969 ( Three Thousand Futures , p. 315). 

According to Eymonerie Maryse Associates' annual report on the economic 

status of the profession, 1989-90, the proportion of faciUty with tenure is slightly 

higher at the public than at the private independent institutions, i.e., 65 percent 

versus 63 percent (p. 10). 

2. The older faculty 

The percentage of older faculty members with tenure keeps rising as the rate 

of new hiring goes down. With less turnover, universities and coUeges can no 

longer rely on new faculty to help keep them vital nor can faculty members 



67 

broaden their perspectives simply by changing jobs. A growing body of aging 

faculty win certainly have an impact on students and universities, as some 

studies of age report. Bowen and Sosa (1989) find that age distributions have 

direct consequences for teaching, as weU as for scholarship and for the academic 

leadership of departments and programs. The access that students have to 

faculty of various ages and perspectives undoubtedly influences their classroom 

experiences. The vitaHty of departments often depends on maintaining an age 

structure that permits an orderly infusion of new people and a reasonably stable 

sense of departmental direction (Bowen and Sosa, p. 15). However, some studies 

of age find that productivity increases with age-with some flattening but not 

necessarily declining (Fox, 1985, p. 262). Some other studies also find that a 

productivity peak in scientists' late thirties and early forties-but also a second 

peak ten to fifteen years later at age fifty (Pelz and Andrews, 1976; Bayer and 

Dutton, 1977). Bowen and Schuster (1986, p. 43) point out that the problem of 

age may not be as drastic or as critical as is often assumed, but if it turns out 

that a drastically aging faculty becomes a reality, it wiU be up to the leadership 

of higher education to learn how to organize and motivate people of rising 

average age to conduct excellent education, and at the same time to recruit in 

each generation a significant inflow of the most talented young people. 

Teaching-improvement programs and faculty renewal efforts of various kinds 

have become one of the approaches to improve this situation. 



68 

3. The lack of qualified faculty 

The academic job market has been characterized as slow and tight in the 

1980s. Although some discipHnes are oversuppHed with faculty, some discipHnes 

such as computer science, business, and health professions, have experienced 

shortages of faculty. El-Khawas (1989, p. 2), based on a survey of 366 campuses 

by the American Council on Education, found that "half of all colleges and 

universities reported it now takes them longer to find qualified persons for 

full-time faculty positions." Since many universities are not able to hire new 

faculty because of tight budgets and since universities need qualified faculty 

members to open new courses to meet the demands of students and society, 

faculty development appears to be a primary method for meeting the demand 

for curricular changes. 

4. Change in the demography of students 

The coming decline in the size of the college-age population is not the only 

factor influencing future enrollment trends in American higher education. There 

will be more and more non-traditional students and part-t ime students enrolled 

by universities in the futures. According to the Carnegie final report, the 

college-age population will be smaller in 2010 than it was in 1978, the 

population aged 25 to 34 will be somewhat larger, while those aged 35-54 will be 

immensely larger than in 1978 ( Three Thousand Futures , p. 155). Besides the 

increasing number of non-traditional students entering universities and colleges. 
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there wiU be more and more minority students enroUed by American colleges 

and universities in the future. The changing of student enroUment patterns wiU 

require faculty members to alter their usual teaching practices and adopt new 

relationships with students. 

5. The declining economic situation 

Many American coUeges and universities are facing economic difficulties, 

budget-cuts, program-cuts, hiring-freezes, lack of research funds and so on. All 

these will affect the quality of instruction, and the poor quality of instruction 

will, as a result, affect the vitality of an institution. 

In summary, changes in the demography of students, with more adults and 

more minority students entering the system, changes in the age composition of 

faculty, and changes in financial situation are anticipated in the future. The 

vitality of higher education and the vitality of faculty will certainly be affected 

by all these changes. What might be done to enhance the vitaHty of existing 

faculty in whom resources have been invested and to whom institutional 

commitments have been made? These are questions that are pertinent to this 

study. 

Faculty Development Practices in the U.S.A. 

The Hterature review on faculty vitaHty and institutional vitaHty shows that 

faculty vitaHty is the major factor that affects institutional vitaHty. The key to 

success for coUeges and universities rests principaUy with their abiHty to manage 
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resources weU and their most important resource is their faculties. Success 

requires balancing the institution's goals and needs with the personal and 

professional needs of individual faculty members (Byers, Linhart, Dooris, p. 65). 

In the United States, faculty quaHty and vitaHty have long been concerns of 

institutions. In order to maintain faculty vitaHty and meet the chaUenges, many 

coUeges and universities are setting up programs to faciHtate the development of 

faculty and improve instruction. All programs that are designed by institutions 

to aid faculty and staff members better to do what they are doing-or to help 

them find another way to move forward are defined as faculty development 

programs. 

For example, sabbatical leaves for scholarship and refreshment have been 

available at many coUeges and universities since Harvard University introduced 

the practice in 1810. By 1976 more than seven hundred coUeges and universities 

reported that they provided some form of faculty development program(Centra, 

1978). Since then, as recently demonstrated in an extensive literature search by 

Bland and Schmitz (1988), at least four hundred articles and books have been 

pubHshed on the subject. But many of these programs may be considered of 

relatively low priority and never had a prominent place in the routine budgets of 

American higher learning institutions. 

In American higher learning institutions, the most extensive activities within 

faculty development programs are those in support of individual faculty 
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members ' professional growth. Grants, fellowships, or leaves (including 

sabbatical leaves) are typicaUy intended to enable faculty members to carry out 

research or scholarly activities that wiU enhance competence in their discipHnes. 

However, recent faculty development programs on American campuses have 

been driven largely by the objective of improving instruction and revising 

courses and curricula. The impulse for placing an emphasis upon the 

improvement of college instruction may come from the criticism from the 

undergraduate students and the public. Major higher education associations and 

philanthropic foundations, such as Bush, Lilly, Danforth, and Kellogg, 

generously support these endeavors (Eble & Macheachie, 1985). 

Some faculty development programs have addressed individual and 

organizational development issues probably as a response to the declining 

economic situation facing many campuses. These include personal growth, career 

counseHng, training or retaining opportunities, and organizational components 

such as working environment and climates. However, most of the faculty 

development programs have been and continue to focus on individual faculty 

renewal rather than institutional renewal. 

A few faculty development programs began to touch the issue of post-tenure 

renewal. According to the book Three Thousand Futures, the main task for 

faculty development in the future is the renewal and change in post-tenure 
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faculty. T h e current faculty development experts foresee tha t faculty 

development in the future wiU be mainly on the renewal of pos t - t enure faculty. 

According to Clark and Corcoran, the issue of pos t - tenure faculty evaluation 

or review has arisen in the 1980s in par t because of the impending eHmination of 

m a n d a t o r y ret i rement age for tenured faculty and the associated specter of 

elderly professors continuing to work even though they are no longer productive 

(Shirley Sz Corcoran, p . 28). Another impetus is the national movement toward 

assessing the effectiveness of higher education (Shirley Sz Corcoran, p . 28). 

In 1982, the Nat ional Commission on Higher Education put the longstanding 

issue of pos t - t enu re evaluation onto the educational agenda for higher education 

by recommending tha t "campus academic administrators , working closely with 

appropr ia te faculty committees , should develop a system of pos t - tenure review." 

The Commission called for a program of evaluation of tenured faculty tha t can 

involve peer review and the safeguard of tenure (Goodman, p . 1). 

W h e n the challenges and possibly the satisfactions of tasks have declined, 

mid-career and older faculty may face the need for career maintenance. Bowen 

and Schuster (1986) learned through interviews tha t bo th mid-career and senior 

facidty at some inst i tut ions felt threa tened by the new emphasis on research, 

relegated to subordina te s ta tus , resentful toward an ungrateful administrat ion, 

and suspicious of weUtrained young assistant professors. Another problem facing 

many mid-career faculty members is t ha t they tend to become too speciaHzed in 
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their own academic fields. As a result, faculty members may increasingly lose 

contact with people in other subareas and their knowledge may become narrow. 

Despite the apprehensions, recognition grew at many American coUeges and 

universities of a need for some type of formal periodic review of tenured faculty. 

The adoption of a professional development perspective would help to 

distinguish post-tenure review from a mere assault on tenure (Goodman, p. 2). 

According to Goodman, a handful of major state universities have a significant 

graduate and research mission of inaugurating a program of post-tenure review; 

universities such as the California State University system and the University of 

Hawaii at Manoa were among them. These universities chose formative type 

evaluation of post-tenure faculty members, and the responses from faculty and 

administrators were positive. These reviews were very effective in improving 

tenured faculty performance in teaching, research, and service. 

Faculty Development Programs in Selected State Universities 

To find out specifically what colleges and universities are currently doing in 

faculty development, a telephone survey was conducted using a group of nine 

selected pubHc universities in the United States. The nine institutions are from 

the northern and western states and include Hawaii. The common trait is that 

all of them are pubHcly supported universities and are members of the 

Consortium for International Development(CID). The Consortium for 
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International Development is committed to sharing information, and Texas Tech 

is a member institution. For more than 20 years, CID has offered outstanding 

research, education, and extension programs that help solve problems faced by 

developing countries. CID is a nonprofit corporation with which the institutions 

are associated. The telephone survey results generally confirm Hterature on 

current practices and how programs are funded and organized. The study was 

conducted in the summer of 1990. CaUs were made to chief academic offices, 

usually the vice presidents, asking them questions based on the questionnaires 

prepared by the author. The results of survey are as foUows: 

1. Of the nine consortium universities, all had either an organized program 

or set of practices for faculty development and improving instruction. At 

Washington State University, there was a faculty development committee. Utah 

State University had a center for faculty development; it helped faculty with the 

improvement of teaching and research. California State Polytechnic University 

indicated two faculty development agents: the University Faculty Development 

Advisory Committee and the position of University Faculty Development 

Coordinator. At Oregon State University and North Dakota University, their 

offices for faculty development were responsible for coordination of faculty 

development activities on their campuses. The University of Hawaii at Manoa 

had an office for faculty development and academic support. The University of 

Arizona and Texas Tech University have centers for teaching improvement. 
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2. The organizational structure of faculty development programs at these 

nine universities were very decentralized; faculty development programs were 

administered through department levels, coUege level, and university level 

initiatives. For example, Oregon State University required every department to 

have an program on intensive course development. Faculty development 

programs were run by faculty and administrators. The University of Arizona 

had a largely decentralized faculty development system. Faculty development 

programs were administered at the coUege level and department level. 

3. All of the universities surveyed said they have difficulties in funding 

faculty development programs. Most faculty development programs were not 

funded as a university budget item. Some universities provided funding for 

university-wide faculty development activities, such as campus-wide seminars 

and foreign teaching assistants workshops. Some faculty development programs 

were funded through grants and private foundations. 

4. The survey also showed that faculty development programs were generaUy 

not mandatory. Only workshops for the improvement of the English 

communication skills of foreign teaching assistants were mandatory at some 

universities, such as Texas Tech University and the University of Idaho. 

5. Young faculty members were usually the participants in faculty 

development activities. 
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6. There was no set amount of time for faculty members to participate in 

faculty development activities. 

7. The survey found that typicaUy sabbatical leaves focused on improving 

faculty's scholarship skiUs, seminars dealt with current topics in a field; and 

workshops dealt with curricular reform and teaching skiUs. Hearing weU-known 

speakers who had been invited to campuse and attending professional meetings 

were the most frequent faculty development activities. 

8. The main theme for faculty development was the improvement of 

instruction, but curricular development was another important theme. 

9. On answering the question of their philosophical basis of faculty 

development, most responded that their faculty development programs were 

based on the philosophy that faculty had a continuing need to up-date 

themselves in new developments and trends in their own disciplines, and that 

excellence in teaching was very important for the maintenance of institutional 

vitality. 

10. When asked their suggestions for an effective faculty development 

program, most answered that an effective faculty development should get 

support from the top administration and should meet the needs of faculty 

members. Some said that if they had more money that they would Hke to 

expand their faculty development programs. 
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The nine universities surveyed last summer were the University of Arizona, 

the University of Hawan at Manoa, Oregon State University, Cal State 

Poly-Tech University, the University of Idaho, Utah State University, 

Washington State University, Texas Tech University, and Colorado State 

University. The following are the nine universities' interview results. 

Faculty Development Programs at the University of Arizona 

1. Administration 

The University of Arizona has a decentralized faculty development system. 

Faculty development programs are administered at the coUege and department 

levels. In addition to that , they have a center for teaching improvement and 

have a university-wide sabbatical program. This teaching center is for beginning 

faculty and faculty who have difficulties with their evaluations regarding their 

teaching. The program helps faculty to improve their teaching capabiHties. 

2. Objectives 

a. To offer more services to help faculty members with their instructional 

development program; 

b. To encourage anything that wiU help their faculty develop personaUy and 

professionally; and 

c. To encourage curricular development. 
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3. Philosophy 

It is difficult to balance research and teaching. The University works very 

hard to assure that teaching has as much importance as research. The 

University wiU encourage anything that wiU help their faculty develop personaUy 

and inteUectually. They strongly encourage the department to have a faciUty 

development program to assist their new faculty. 

4. Activities 

Workshops, seminars, sabbatical leaves, and attending professional meetings 

are the most frequent faculty development activities on the Arizona campus. At 

the same time, they have a number of grant programs that fund instructional 

development (teaching and development programs) to full-scale scientific and 

college research programs. They encourage good teaching, and they present 

appropriate rewards to good teaching. Faculty can get a sabbatical for teaching 

improvement. They have also developed a program for minority and women for 

research grant development. They try to encourage faculty to do both research 

and teaching. Curriculum development is part of their faculty development 

programs. Indeed they spend a great deal of time on curriculum development. 

Some university and development awards are given for curriculum development. 

Deans and department chairs assign faculty to curriculum development during a 

period of time when their teaching loads can be covered. The concept of 
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sabbatical leaves for curriciUum development is now accepted. Curriculum 

development is considered as a research project. 

5. Source of Supporting Funds 

The University of Arizona has an interesting way of funding the faculty 

development programs. Thirty percent of the indirect cost monies which come to 

the university are turned back to the coUeges and ultimately to the department 

for faculty development. They provide grants for individual development which 

are administered through a university teaching center. 

Faculty Development Program at the UHM 

1. Administration 

The University of Hawaii at Manoa (UHM) has an office for faculty 

development and academic support. The Center for Teaching Excellence, the 

Center for Instructional Support, and the Center for Studies of Multicultural 

Higher Education are under the leadership of the Office for Faculty Development 

and Academic Support. 

2. Objectives 

a. PubHshes Teaching and Learning, the UHM faculty development 

Newsletter; 

b. Provides leadership development workshops, seminars, and focus groups 

for department chairs; 



80 

c. Manages the Educational Improvement Fund (curricular development 

grant); 

d. Manages faculty and staff travel and development fund (instructional 

travel); 

e. Supports faculty evaluation and development fund (professional 

development plans); 

f. Supports departmental instructional and faculty development projects; 

g. Coordinates faculty convocations, orientations and honors ceremonies; 

h. Maintains a faculty development resource and conference room available 

to faculty and departments; and 

i. Consults with individual faculty, departmental committees, chairs, and 

deans on matters relating to university teaching, diagnostic evaluation of 

courses, and instructional development. 

3. Philosophy 

ExceUence through diversity: promoting an understanding of diversity 

through the university curriculum and co-curricular activities. 

4. Activities 

Activities are mainly for the improvement of teaching. For example; the 

Educational Improvement Fund is intended to support innovative instructional 

improvement projects, primarily at the undergraduate level. The UHM theme 

for the 1989-90 cycle of awards was "Instructional improvement and 
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transformation in Teaching/Learning Through the Tools of Technology." Major 

emphasis was placed on the development and improvement of the university 

curriculum through application of innovative technology-based deHvery systems, 

or for research on the impact of new technologies on the processes of teaching 

and learning. 

The University also provides supplemental funds to support professional 

travel to enable full-time members of the faculty/professional staff to attend 

regional, national, or international professional meetings or training programs, 

when it can be demonstrated that such participation will result in improvement 

of teaching, curriculum development, or professional skills required to remain 

current in the use of instructional pedagogy of technology. The University has 

an office of research administration which gives emphasis to research; the office 

has a travel program and small grant program. 

5. Source of Supporting Funds 

Faculty development is funded as a budget item. The University funds the 

programs, and the departments also provide supplemental funds for curriculum 

development. 
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Faculty Development Program at Oregon State University 

1. Administration 

The University has an office for faculty development which is under the 

leadership of the Assistant Vice President for Academic Affairs. Each year the 

office asks faculty for suggestions on teaching and advising workshops that they 

would like to have arranged. The University requires every department to have 

one program on intensive course development. Faculty and administrators run 

faculty development programs together. 

2. Objectives 

a. To improve the quality of instruction and general academic Hfe at the 

University; 

b. To encourage faculty members to improve their research and scholarship 

competencies; and 

c. To provide modest grants for professional and course development. 

3. Philosophy 

The concern for excellence in teaching is one shared by aU who are involved 

in the enterprise of higher education. Faculty have continuing need to up-date 

themselves in new developments and trends in their own discipHnes. 
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4. Activities 

Sabbatical leaves focus on improving people's scholarship skiUs; giving new 

vigor to theix scholarly career; and in the development area, particularly to 

research. Department seminars and university wide seminars also play a role in 

faculty development. Seminars are offered on current topics in a field, such as 

something about teaching or writing attractive courses or effective advising. 

They bring well-known guest speakers to campus. University and department 

levels encourage faculty members to attend national professional meetings. 

Oregon State considers meeting attendance as a critical aspect of faculty 

development programs. 

5. Source of Supporting Funds. 

The University supports campus wide programs in the areas of teaching and 

advising and pays for these activities through the Provost's Office. However, the 

university is said to be short of funds. Deans and departments pay for faculty 

travel from their own fund or from development funds (development office fund). 

The University pays for campus-wide seminars or workshop. The University 

needs more money for faculty travel, particularly for faculty in liberal arts 

departments. These people need to be active at the national level, to be current 

and competitive enough for promotion, and yet funding for travel is inadequate. 
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Faculty Development Program at Cal State Polytechnic University 

1. Administration 

The University does not have a central office for faculty development. In 

1990, the University created the following faculty development agents: the 

University Faculty Development Advisory Committee and the position of 

University Faculty Development Coordinator. A faculty member was appointed 

by the Provost and Academic Vice President; he reports to the Associate Vice 

President for Faculty Affairs. The coordinator's responsibiUty is to coordinate 

activities of all university center programs delivering faculty development 

services. He also coordinates/develops activities of university center/programs 

deHvering faculty development services (as designated by Provost and Academic 

Vice President). 

2. Objectives 

The quaHty of instruction resides in and depends upon the quaHty of the 

faculty. In order to attract and sustain active inspired faculty who can provide 

students high-quaUty education, development programs that offer resources, 

opportunities, and incentives for improving teaching and for pursuing 

professional and scholarly activities are provided. 

Fundamental to the Cal Poly program is the beUef that teaching, 

professional, and scholariy activities outside the classroom are complementary. 
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mutually reinforcing, and inseparable endeavors. Therefore, faculty development 

at Cal Poly encompasses support for programs that bear directly on the 

improvement of curriculum and teaching and those that enhance research, 

scholarship, creative and performing arts, professional practice, and service to 

the professional community. 

3. Philosophy 

Effective campus planning and implementation of faculty development 

activities must be based upon wide participation by faculty. Effectiveness is a 

function of coordination, dissemination, and review. Coordination will ensure 

that numerous disparate programs make the most efficient use of limited 

resources. Dissemination will determine the degree to which resources and 

opportunities are utilized by the faculty. Review will guarantee that needs are 

identified and fairly met on an on-going basis. 

4. Activities 

The University provides both internal and external opportunities for faculty 

members. It provides space, offices, a small travel budget and other services to a 

variety of faculty development activities. Deans and chairs cooperate with the 

Provost's Office to set up faculty development programs such as workshops, 

seminars, professional meetings, and so on. 

The University, in general, looks at faculty development very broadly, since 

Cal-Poly is not primarUy a research institution; it is a comprehensive 
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institution. They encourage faculty to do research but that is not their primary 

mission. They take faculty development to be everything from support in terms 

of research and to special seminars; they do aim at the improvement of teaching, 

advising, and the improvement of writing. Cal-Poly has a very broad writing 

program that attracts many faculty members. A concerted effort is made to 

encourage faculty to take part in faculty development programs. They also use 

their faculty development office to coordinate opportunities for faculty. 

Instructional development and professional development are the focuses of their 

faculty development programs. 

The recent attention to faculty development at the state and system levels is 

applauded and emphatically supported by Cal Poly Pomona. Faculty 

development is critical to fulfilling the mission of the campus and is of abiding 

importance to faculty in all disciplines and at all stages in their careers. 

5. Source of Supporting Funds 

The University has difficulties in providing funding for faculty development 

programs. The Provost's Office pays for the coordinator for faculty development 

programs. The university faced 6-10% budget cuts last year. However, they try 

to provide any services they can to support faculty development activities. 

Sources of supporting funds come from the Academic Vice President and the 

departments. 
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Faculty Development Program at the University of Idaho 

1. Administration 

The University started a faculty development program about fifteen years 

ago. There is an office for faculty development. 

2. Objectives 

a. To enhance faculty members instructional skills; 

b. To improve foreign teaching assistants' language and communication skills; 

c. To consult with faculty members on their problems; and 

d. To enhance a favorable environment for faculty. 

3. Philosophy 

Faculty development focuses on faculty members and seeks to promote their 

individual growth and development. 

4. Activities 

The office focuses on three major components: 

a. Teaching enhancement. Some faculty members may experience troubles 

even if they have not received poor teaching evaluations. The office works with 

them during a semester program that involves tests, pedagogy and technique. 

Video-tapes are made of presentations, and a critique session follows each of 

these presentations. 
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b. International teaching assistants orientation. There is a mandatory 

program for international teaching assistants. The program focuses on the 

improvement of language and communication skills and also on cultural issues. 

c. New faculty orientation. The orientation ranges from video conferences on 

instruction to discussion of current issues such as public school education, 

curricular issues, etc. Invited guest speakers or faculty are used for this special 

program. 

d. Faculty can make appointments with faculty development consultants, 

and can come in and discuss situations or issues related to their evaluation. 

Consultants will work with faculty members to develop appropriate syllabi and 

curriculum. 

5. Sources of Supporting Funds 

Funding for faculty development is very Hmited. However, some endowment 

funds go to support faculty development. The fund for academic exceUence,to 

encourage good teaching, was $40,000 last year. 

Faculty Development Program at Utah State University 

1. Administration 

Faculty development programs at this University are very decentraHzed. 

Deans and department areas develop faculty development programs. The 



89 

University has a center for faculty development which is to help faculty with the 

improvement of teaching and research. 

2. Objectives 

a. To encourage faculty members to take part in curricular development 

activities; 

b. To help new faculty with teaching and research skiUs; and 

c. To encourage faculty members to develop personally and inteUectuaUy. 

3. Philosophy 

There is a variety of teaching styles and learning styles, and, therefore, a 

need for helping individuals to develop as fiUly as possible. 

Faculty intellectual interaction is very critical for faculty growth. 

4. Activities 

The center for faculty development is to help faculty with the improvement 

of teaching and research. Utah offers a mini grant for curriculum development in 

each of two colleges. The University also generates outside funds, such as from 

research corporations, to help faculty in research development. 

There is strong support for beginning faculty to get their job going and to 

attract them. Workshops and seminars are offered during the summer. 

5. Source of Support Funds 

Funding is provided through university, department, and private sources. 

However, they do not have money to expand the programs. If more money was 
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available, the center would Hke to increase the rewards to faculty members for 

their achievements. 

Faculty Development Program at Washington State University 

1. Administration 

The Vice Provost for Instruction is responsible for faculty development. A 

couple of years ago, the Vice Provost for instruction founded a committee. 

Fifteen to seventeen faculty members who have an interest in faculty 

development are on that committee. Recently, the University hired a faculty 

member to spend 40% of his time in coordinating all types of faculty 

development programs. The faculty member is also responsible for consulting 

with faculty. 

2. Objectives 

Faculty development programs focus on how to help faculty with better 

teaching. The University is also concerned with preparing graduate students to 

become good teachers in the future. The programs help train faculty with their 

instructional skills. Generally, their faculty development programs focus mainly 

on teaching improvement and curriculum development. 

3. Philosophy 

Successful faculty development needs administrative support. Good teaching 

should be recognized publicly. Faculty and administrators should share decision 
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making on faculty development. Faculty members need to keep abreast of new 

developments in their discipHnes. 

4. Activities 

Career development, faculty exchange, sabbatical leaves, workshops and 

seminars are encouraged and supported by the University. The Office works with 

academic chairs and faculty on workshop and seminars, interdiscipHnary study, 

and faculty exchange. 

5. Source of Supporting Funds. 

The Provost Office for Instruction and departments provided funds for 

faculty development programs. 

Faculty Development Program at Texas Tech University 

1. Administration. 

Texas Tech University does not have a central office to manage faculty 

development, although some initiatives operate through the office of the 

Vice-President for Academic Affairs. There is a small center for improvement of 

teaching effectiveness. Generally, faculty development programs are 

administered at three levels: departments, colleges, and the Provost's Office. 

2. Objectives. 

a. Support for new faculty Orientation activities; 

b. Support for faculty's professional development ; and 
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c. Support for curriculum development. 

3. Philosophy 

The University accepts the importance of faculty development for individual 

and institutional improvement. Administrative and resources support are 

necessary for effective faculty development. 

4. Activities 

Seminars, workshops, new faculty orientation, developmental leaves, and 

faculty exchange are encouraged and conducted at unit and central levels. 

5. Source of Supportive Funds 

Funding is provided through regular state appropriations for university 

purposes. Recognition through awards is provided in part by external sources. 

Professional travel support is provided primarily through departmental 

operating funds. 

Faculty Development Program at North Dakota University 

1. Administration 

The University has a fuU-time director and an Office of Faculty Development 

in charge of the faculty development programs. The office get strong support 

from top administrative offices. 
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2. Objectives 

The major objective of the faculty development program is the improvement 

of undergraduate teaching. However, faculty professional development is also 

addressed. 

3. Philosophy 

The faciUty development program at North Dakota University is based on the 

belief that a successful faculty development program will meet faculty members' 

needs, and faculty development programs should provide potential opportunities 

for faculty members to help themselves develop intellectually and personaUy. 

4. Activities 

Seminars, workshops, sabbatical leaves, and support for attending 

professional meetings. 

5. Source of Support Funds 

A Bush Grant is the major source of support fund for faculty development. 

Conclusion 

From the literature review and survey on nine state (mainly land-grant) 

universities, it was found that faculty development programs provided by those 

institutions are not very different from the faculty development programs 

provided by other American universities and coUeges as reported in the 

Hterature (Centra, 1978; Nelsen & Siegel, 1980; and Shirley & Corcoran 1989). 

Some obvious generaUzations arise from these sketches of faculty development 
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programs in these institutions. The organizational structure of faculty 

development programs at most universities is decentraHzed. The faculty 

development programs are run at department, coUege, and university levels. 

Instructional and curriculum improvement are the main themes of faculty 

development. Organizational development is seldom addressed. The shortage of 

funds for faculty development is a major problem existing in many universities. 

Many universities and colleges recognize the need for faculty development, but 

they are not able to expand or even to set up their faculty development 

programs because of the lack of funds and or the lack of administrative support. 

With administrative support, faculty development can make education 

different. For example; teaching is an important part of education and it has a 

great impact on student learning. However, teaching is often not rewarded as 

well as research, because the American academic structure rewards those who 

research and publish more than those who research and pubHsh less. If 

administrations will do more to recognize teaching, the quality of instruction 

should be improved. Mckeachie (1979), a distinguished psychologist and scholar 

of higher education, pointed out: 

Faculty members, like other human beings, can do a great deal to 
construct their own environments. They are curious; they like to feel 
competent; they will work hard when they feel they are making a 
contributions. A sense of being appreciated for those contributions, a 
feeHng that the future has at least some bright spots, a sense of being 
valued by one's colleague and administrators, these are the things that 
induce performance, (p. 10) 
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Another problem with faculty development is that many faculty development 

programs are not weU planned. They are short-term, and most of them 

apparently do not have a foUow-up evaluation. During times of decHning 

resources and faculty retrenchment, a weU planned faculty development program 

may take on even greater value as a means of responding to both institutional 

needs to redistribute faculty resources and faculty needs for continued 

professional development ( Nelsen & Siegel, p. 20). 

In summary, the higher learning institution is an enterprise devoted to 

acquiring, creating, using, and disseminating knowledge. Faculty members bring 

their knowledge, talent, intellect, skills, experience, and creativity individually 

and collectively to an institution. Therefore, academic management should be 

concerned about the work of faculty members, because it is their work that 

sustains the basic mission of the institution. Providing environmental support 

for the scholarly development of the faculty, providing institutional support for 

faculty research and instructional development activities, and providing 

differentiated support for individual faciUty needs are three general themes that 

may be addressed in the policy and action areas for enhancing the vitality of 

existing faculty. In a time of financial shortages and change patterns of student 

enroUment, faculty development is a chief method for improving education. 



CHAPTER V 

FACULTY DEVELOPMENT PRACTICES IN 

CHINA 

Life of Chinese Intellectuals 

PoHtics has always played a key role in shaping the Hfe of Chinese 

intellectuals. Like the fate of Chinese higher education, the fate of Chinese 

intellectuals is determined by the vicissitudes of political power. "Politics in 

command" is a guiding principle everywhere in the life of Chinese people. 

Chinese communist leaders have used education for two primary purposes: 

first to produce experts to meet the nation's economic needs; and second to 

inculcate communist ideological purity and a reliable political succession. The 

Sixty Articles of Higher Education is the document that reflects these purposes 

best. This document was issued in 1961 and was under heavy attack during the 

Great Cultural Revolution. It was given minor modiflcation when it was reissued 

in 1978. The Sixty Articles of Higher Education is the Party's poHcy on Chinese 

higher education. The content of the Sixty Articles of Higher Education states 

that the aims of higher education are to implement the Communist Party's 

educational poHcies and to train the experts needed for sociaHst construction. 

The main task of institutions of higher learning is teaching. Research, 

production, and social activism are subordinate to the teaching function. Party 

leadership is to be strengthened through the central leadership role of the party 
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committee in each institution of higher learning. AU inteUectuals are to be 

united in the service of sociaHst higher education and aUowed academic freedom 

only in a pure academic nature. In order to fulfiU these two purposes, the 

Chinese Communist Party, shortly after the estabHshment of the New China, 

brought out the poHcy of uniting, educating, and remolding inteUectuals. From 

1949 to 1977, Chinese intellectuals were treated as a special group of elite, they 

were not considered as working class people untU the end of the 1977. Many 

Chinese intellectuals have suffered seriously in each political movement since 

1949. They were harshly hounded and brutally persecuted. On June 27, 1981, 

the sixth plenary session of the 11th Central Committee of the Communist Party 

of China pointed out that the decade-long Great Cultural Revolution was the 

most horrific political movement that brought great chaos and countless 

problems to Chinese economics, education, and society ( Beijing Review, 27, 

1981, pp. 20-29) 

After 1976, in the wake of the emphasis of the Communist Party's work 

being shifted to modernization, the Party realized that the achievement of four 

modernizations (industry, agriculture, national defense, and scientific 

technology) depended largely on education and scientific technology. The new 

leadership would not be able to achieve its desired results without the necessary 

human resources. The new leadership made relentless efforts to heal the wounds 

caused by the Great Cultural Revolution in the higher educational system. For 
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the past thirteen years, these efforts have brought impressive results. First, the 

new leadership reaffirmed that the overwhelming majority of intellectuals 

become part of working class intellectuals, the Party should trust them and 

involve them in poHcy-mciking. Secondly, the Party asked that every level of 

administration should provide a favorable environment for faculty members. 

Thirdly, more funds were to go to education, especiaUy to higher education. 

The number of academic personnel has increased since 1949, according to 

China Education Yearbook 1949-1981. In 1949, there were only 16,059 faculty 

members in Chinese colleges and universities, but between 1956 and 1965, the 

number of faculty members increased to 138,116. During the Great Cultural 

Revolution, the growth of faculty slowed down. However, after the Great 

Cultural Revolution, there was a dramatic growth in the academic profession. 

The number of faculty members increased to 266,440 in 1981. Among them, 

5,292 were professors (2% of faculty members), 23,409 were associate professors 

(9%), 132,158 were lecturers (50%), 37,225 were teaching assistants (14%), and 

68,356 were other teaching staffs (25%). This dramatic growth in the number of 

faculty members was partly due to the facts that many universities were 

estabHshed, and many universities which were forced to close during the Great 

Cultural Revolution were reopened between 1977-1980. 

The source of the faculty supply mainly comes from the universities' own 

idergraduates. The majority of faculty members were recruited from witHn 
un( 
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universities and coUeges in which they were attending. However, only a smaU 

proportion of faculty members have Masters or Ph.D. degrees, and provision has 

been made to enable faculty members to raise their standards to the Masters 

level by various faculty development programs. 

The work of Chinese faculty members consists of instruction, research, 

community service, and institutional governance and operation. However, in 

most Chinese universities, instruction is the major emphasis. Research is 

important, but for most Chinese universities, it is not as important as 

instruction. "Publish or perish" does not exist in Chinese higher education. Like 

American faculty members, Chinese faculty members are not likely to become 

celebrities. The work of the faculty and its significance is not widely observed 

and appreciated, but many people stiU want to be a faculty member, because 

they perceive this career to be more valued than many other careers. 

Needs for Faculty Development 

Chinese higher education has been through many ups and downs since 1949. 

The way to improve the quaHty of Chinese higher education is not easy. To 

improve the quaHty of education, institutions should upgrade the quaHty of 

faculty members first. Thus, faculty development became the most important 

task for every higher learning institution after the Great Cultural Revolution in 

China. Several urgent situations that cause faculty development become an 

urgent need for every higher learning institution in China. 
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The Aging Faculty Body 

According to Carmichael (1959), "When the objectives of society changed, 

the methods and purposes, along with the content of the curriculum, were 

modified to conform" (p. 62). With the open door poHcy and the rapid 

development of the Chinese economy, society demands more highly skilled 

workers and professional personnel. In order to meet this urgent demand, many 

universities, colleges and poly-technical schools were established. According to 

China's Education Yearbook 1949-1981 (1984), there were only 205 institutions 

of higher learning in 1949, and 392 in 1976, but by 1981, the number of 

institutions of higher learning has reached 704. According to People's Daily 

(overseas edition, Jan. 3, 1990), by the year of 1989, the number of institutions 

of higher learning had reached 1075. The population of students also had 

increased rapidly. In 1976, there were 564,715 students enrolled in Chinese 

colleges and universities, but by 1988, 2,710,000 students were enrolled in 

Chinese coUeges and universities. Along with the rapid increase in the number of 

institutions and students, many new discipHnes and new courses were introduced 

to campuses of higher education. The sharp increase in the number of 

institutions and students and the demand for the reform of curriculum brought a 

series of demands to Chinese higher education: 

a. demand for more qualified faculty; 

b. demand for more appHed disciplines; 
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c. demand for more teaching and research faciUties; 

d. demand for more financial support; 

e. demand for a more flexible poHcy on higher education; and 

f. demand for more effective administration. 

The shortage of faculty and out of date faciHties were two very serious 

problems facing Chinese higher education. According to China's 

Educational Yearbook 1949-1981 (1984), in 1981, there were 266,440 faculty 

members, among them, 5,292 were professors, 23,409 were associate professors, 

and 132,158 were lecturers. Among the higher ranking faculty, such as professors 

and associate professors, the majority of them were near retirement age. One 

article pubHshed in the People's Daily (overseas edition, Dec. 21, 1989) warned 

that Chinese higher education was facing a serious faculty shortage in the next 

three to five years. It explained that there were 612 faculty members in one of 

the Chinese Technological Universities. Among them, 279 faculty members were 

over the age of 50, 244 were under 35, 90 were between the age of 35-49, and 

among these 90 faculty members, the majority were close to the age of 50. There 

would be 143 faculty members retiring by the year of 1993 and among them, 

50% were professors and associate professors. Young faculty at this university 

were lacking in motivation to pursue a teaching career. 
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According to another survey conducted by Chen and Zhang (1989), there 

were 431 faculty members in their institution-Jiling Technology Institution. The 

faculty age distribution is shown in Table 5.1. 

The table shows that in this Institution, 34.6% faculty members were 

between the age of 41 and 50, and 23.9% were between the age of 51 and 60. 

The table shows that the group between age 31 and 40 had fewer faculty 

members. The author predicted that there would be a serious temporary 

shortage in the near future. He warned that if universities and colleges do not 

pay attention to this problem, the result will be Hke the Chinese saying "when 

the new crop is still in the blade and the old one is all consumed." 

Table 5.1: Jiling Tech Institution Faculty Age Distribution(%). 

Prof. 

Asso. Prof. 

Lecturer 

TA. 

Other 

Total(%) 

under 30 

26.2 

26.2 

30-40 

1.9 

8.8 

10.7 

41-50 

1.6 

29.7 

0.9 

2.3 

34.6 

51-60 

0.2 

6.7 

16.7 

0.2 

23.9 

above 60 

0.2 

3.2 

0.9 

0.2 

4.6 

average 

64.0 

57.0 

48.8 

47.6 

42.2 

Source: Chen & Zhang. (1989). A study on a rational structure of faculty body 
in higher education. Chinese Higher Education. 62-68. 
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An aging faculty is a serious problem for many Chinese Universities. In their 

book Structure of Higher Education, Qi and Liu (1985) compared the average 

age of facility members in Chinese higher education with Beijing University and 

Northern Jiaoton University. The mean age of Chinese faculty members was 

very high (Table 5.2). 

As compared with American universities, Chinese faculty members are older 

them American faculty members. For example, the mean age of American 

professors in 1981 was 45 (Bowen & Schuster, 1986, p. 40), which is lower than 

the mean age of Chinese faculty members of the institutions for which data was 

available. 

Table 5.2: Average Age of Chinese Faculty Members. 

Subject Professor Associate Lecturer Teaching Average 
Professor Assistant Age 

China 65.0 53.5 45.0 

Beijing Univ. 69.5 53,5 46.6 34.3 45.8 

Northern 
Jiaoton Univ. 71.1 56.5 46.6 29.0 45.7 

*Source: Qi. Liangzhu and Liu, Jinfa. (1985). Strucmre of Higher Education. 
Shanghai: Eastern China Teacher's University. 
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Inappropriate Academic Ranking System 

Another problem is the inappropriate academic ranking in Chinese higher 

education. During the Great Cultural Revolution, academic ranking was 

aboHshed and aU faculty were called teachers. Prior to 1978, there had not been 

any faculty promotions. The new leadership decided to resume the academic 

ranking system in 1978 as one of the steps to improve the Chinese higher 

education system. However, to get promotion, a faculty member must fit into 

the criteria of both Red and expert, which was stated in a document issued by 

the Ministry of Education on faculty promotion Chinese Educational Yearbook 

1949-1981. Politics are always part of the life of Chinese intellectuals. 

Since the appropriate academic ranking system is one of the stimuli that 

motivate faculty's creativity and working zeal, the ratio of each academic rank 

(professor, associate professor, lecturer) must be rational. However, as compared 

with the American public 4-year universities, the ratio of Chinese professors and 

associate professors to the total number of faculty is very low and unreasonable. 

In China, only 11% of the faculty members were at the rank of professor or 

associate professor (Qi, 1986). According to the U.S. Department of Education, 

in the United States, 65% of faculty members reached the rank of professor and 

associate professor. 

The shape of academic ranking in Chinese universities is almost Hke the shape 

of a pyramid-only a few can reach the rank of professor and associate professor. 
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and the majority of them stay on the bottom. The structure of the academic 

ranking of the Institute of Foreign Languages is a good example (Table 5.3). 

Table 5.3: The Distribution of Faculty Academic Ranking of the 
Institute of Foreign Language. 

Year Total Prof. Asso. Prof. Lecturer T.A. Undecided 

1988 71 2.81% 9.85% 42.25% 40.84% 4.22% 

•Source: Sun. Yiafan. (1989). Faculty develepment in our foreign language 
department. Facultv Development & Teaching Management. 

This pyramidic academic ranking accompanied with Chinese tradition, that 

only the older faculty are eHgible for the top ranking, places an obstacle on the 

road toward a more flexible and dynamic faculty in Chinese higher education. In 

spite of their outstanding academic achievement, many young faculty members 

had to wait to get promotion only after the old left their academic positions. 

This is also one of the reasons that young people are reluctant to stay in the 

university. 

The Inbreeding Problem 

The inbreeding problem among Chinese higher education prevents faculty 

members from academic competition and academic exchange. The inbreeding 

problem is very common among Chinese higher education. According to a 

survey conducted by Zhen Li (1989), in Easten China Chemical Industrial 
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Institute, 66% of the faculty comes from its own graduates. In Zhongshang 

University, 84.65% faculty graduated from Zhongshang University. In 

Mid-China Tech University over 80% faculty members were graduates of 

Mid-China Tech University. 

In conclusion, the rapid growth in the numbers of students and new 

universities, the aging faculty body, the inappropriate academic ranking system, 

the inappropriate knowledge structure, as well as the "inbreeding" problem, are 

major problems facing Chinese higher education. These problems will have 

negative effects on Chinese higher education if they are not resolved in a short 

time. The age of the knowledge explosion forces every one of us to keep our 

minds open to new knowledge and requires everyone of us to cope with the 

changing situation effectively and efficiently. 

Faculty Development Practices in China 

In order to solve the problem of faculty shortage and the problem of poor 

academic quality, a series of poHcies have been formulated by the Ministry of 

Education and the local provincial governments. Most institutions of higher 

learning have formulated their own policies in accordance with their own 

situation and thus appropriate measures have been taken and the results are 

impressive. 

There are many approaches to faculty development. GeneraUy speaking, 

there are four forms of faculty development practices in China: 
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1. On-the- job training: part- t ime or sparetime 

There are four ways to practice this form of training: 

a. Audit graduate level courses. Since many teaching assistants and lecturers 

only have an undergraduate education and since the graduate schools are not 

able to enroU that many capable candidates, one of the ways to help these 

teaching assistants and other teaching faculty upgrade their academic levels is to 

let them audit graduate-level courses in their sparetime, but no degrees would 

be conferred. 

b. Teaching Assistant Training Class. This training class usually is operated 

by each academic unit and it is under the supervision of each university's faculty 

development office. The purpose of this training class is to help faculty master 

certain kinds of knowledge related to their own disciplines and tools that might 

help them in their research and teaching. For example; in Jinan University, 

Canton, the office for faculty development has worked cooperatively with each 

academic unit to provide various faculty training classes. In order to promote 

faculty members English skills, it coordinated with the English Department to 

provide English classes. It also assisted the Computer Science Department in 

offering short training courses on computers in order to help faculty master basic 

computer knowledge. In Beijing, for example, Beijing Physical Education 

Teachers CoUege opened courses such as pedagogy, psychology, and ancient 

Chinese language to broaden faculty knowledge. 
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c. Par t - t ime Graduate Study. In the United States, the work of teaching 

assistants usually is assumed by graduate students. However, because of the 

shortage of faculty supply in Chinese higher education, the work of the teaching 

assistant is assumed by students just freshly graduated from coUeges. AU of the 

assistants have only a bachelor's degree. These teaching assistants certainly have 

an urgent need to upgrade academic competence in their own disciplines. 

However, many teaching assistants' workloads are very heavy. They must teach 

and do research. If these young teaching assistants devote all their time to 

graduate study, their departments wiU lack adequate personnel to teach 

undergraduate courses. Thus, some of the academic departments have 

formulated policies concerning the flux of their academic personnel. Many 

academic departments at Jinan University did not like their young faculty to 

commit to full-time study at graduate schools before 1985. If a young faculty 

member wanted to participate in the national graduate school entrance 

examination, he was required to get permission from his department chair before 

he could take the exam. The reluctance to let teaching assistants pursue their 

full-time study in graduate school is in confrontation with the requirement to aU 

teaching assistants to upgrade their academic level to Master degrees. In order 

to solve this contradiction, the administration allows teaching assistants to study 

in graduate school only on a part- t ime basis. Faculty who pursue part time 
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graduate study wiU obtain their Master degrees upon the completion of the 

courses required by the universities. 

d. Advisory System. Those who are not able to take either teaching assistant 

training classes or par t - t ime graduate study wiU be asked to be guided and 

evaluated under the venerable faculty members who excel in their discipHnes. 

2. Full-Time Training: three ways to do this full-time training program. 

a. To be enroUed in graduate school as full-time students. These faculty do 

not have to teach, but just pursue their graduate study. 

b. To be enrolled in full-time study in 'Teaching Assistant Training Class'. 

China resumed its graduate schools in 1978, but then most universities did not 

have a graduate school but only a graduate program on their campuses. These 

graduate schools or graduate programs were very small in scale at that time, and 

they were not able to meet the demands of the society. Many capable young 

people were kept out of the program. The writer recalls that in 1982, about 30 

appHcants applied for the English Department's graduate program at Jinan 

University, but none of them were enrolled in the program. The reason they 

were rejected was not because of their poor academic competence but because of 

the lack of money and human resources to support the program. The shortage of 

academic personnel and the shortage of money have been two major problems 

for Chinese higher education. The Teaching Assistant Training Class has 
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emerged from this situation. This is one of the measures taken by the Ministry 

of Education to solve the problem. 

In 1980, the Ministry of Education stated in a document concerning Teaching 

Assistant Training Class ( China Educational Yearbook 1949-1981. 1984, p. 

818): 

(1) That the duration for Teaching Assistant Training Class should be one 

year; 

(2) That Vice-president for academics should be in charge of this training; 

(3) That those who want to study in Teaching Assistant Training Class 

should meet the following criteria: (i) have a bachelor's degree; (ii) have two 

years working experience as a teaching assistant; (in) must be both "red" and 

"expert." 

(4) That those who enroUed in such class should have their own objectives; 

and 

(5) That those who enroUed must take only one subject course and two 

elective courses during their study duration. 

The Teaching Assistant Training Class usuaUy is sponsored and flnanced by 

the Ministry of Education. Universities that are responsible for the Teaching 

Assistant Training Class must excel both in teaching and research. The number 

of faculty members of each universities aUowed to study in this training class is 

dgned by the Office of Faculty Development of the Ministry of Education. 
assii 
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Since the number of people allowed is so Hmited, the competition for this 

opportunity among young faculty is high. 

Those who finish their training wiU return to their own universities. Usually, 

they are assigned to teach rather than to do research. The reason is that these 

faculty, as compared with those who have former graduate education, are not 

quaHfied to do advanced scientific research. However, they are aUowed to teach 

undergraduate courses, such as general physics, general chemistry, or calculus. It 

is a very interesting phenomenon in Chinese higher education that universities 

divide academic personnel into two categories: teaching faculty and research 

faculty. Most of the faculty members are teaching faculty; only a small amount 

of faculty members are doing research. The research personnel usually are 

working in the research institutes of universities, such as Mathematics Research 

Institute, Eastern Asia Studies Institute, Economics Studies Institute, and so on. 

In China, only a few universities are research oriented universities, most of the 

research are done by the Chinese Academy of Science and the Chinese Academy 

of Social Science. The main task for most universities is teaching. 

c. Full-Time Study Abroad. This is one of the measures to train higher level 

academic personnel, especially those in the area of scientific research and it is 

also one of the measures to help senior faculty members upgrade and renew their 

knowledge. Each year the Ministry of Education, Ministry of Economics, and 

State Science and Technology Commission deliberate about the number to be 
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sent abroad by field of study, level, and type. Implementation of aU programs is 

carried out by the Ministry of Education. The Ministry of Education prepares 

quotas for all universities, with which scholars and students are selected for 

study abroad. However, not every university has quotas for study abroad. For 

those universities that have quotas, the numbers assigned are very Hmited. 

Although full-time study abroad is the best way to train senior scientists and 

faculty members, it is the most expensive faculty development program. To 

make the program less expensive, many universities send their faculty members 

to study abroad through faculty exchange programs with other universities. For 

example, Zhongshang University has academic connection with many overseas 

universities. Each year, it is able to send a number of faciUty members to study 

in other countries such as the United States, Germany, British, Holland, 

Canada, Australia, etc. 

3. Seminars 

This is one of the approaches towards faculty development. It is a very 

economic way to upgrade faculty members knowledge, and it also provides many 

people a chance to broaden their knowledge. Many universities invite famous 

scholars from both at home and abroad to give seminars to their faculty. 

4. Sabbatical Leaves 

In some universities, many faculty are allowed to take one semester off with 

pay to do their research and thesis. This is a very good faculty development 
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program, because it is less expensive than some and yet enables faculty to have 

more time to enrich themselves. 

Faculty Development Practices in Ten Chinese Universities 

To find out specifically what universities are currently doing in faculty 

development, a survey was conducted of ten selected universities in Southern 

China during the summer of 1990. The common traits of these ten selected 

universities are that they are pubHcly supported and comprehensive universities. 

These ten universities share a lot in common with other Chinese pubHcly 

supported comprehensive universities. The survey questionnaires mailed to the 

president of each university were the same as the author used in her interviews 

with American universities. The end results of the survey are as follows: 

1. Of the ten universities, aU answered that they had a central office to 

administer faculty development programs on their campuses. From the answers, 

it was found that this central office usuaUy is under the control of the university 

personnel department. Like other universities in China, the organization of 

faculty development programs of these universities was both centralized and 

decentraHzed. In term of centralized, the Office for Faculty Development 

coordinated faculty development programs sponsored by the Ministry of 

Education and the Provincial Bureau of Higher Education. The faculty exchange 

programs with overseas universities and colleges were also sponsored and 
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coordinated through the efforts of the Office for Faculty Development. 

Campus-wide faculty development programs, such as campus-wide workshops, 

and campus-wide seminars, were sponsored by the Office for Faculty 

Development. Although most faculty development programs were sponsored and 

coordinated by the Office for Faculty Development, some were decentraHzed and 

administered by departments level. Some departments set up their own 

academic connections with overseas universities. They developed faculty 

exchange programs with overseas universities. For example; the Department of 

Physics of Jinan University had a faculty exchange program with the University 

of California, Northridge. Each year, they send at least one faculty member to 

the cooperating university as a visiting scholar. 

2. All universities surveyed said that their faculty development programs 

focused on instruction improvement and professional development. Of the ten 

universities surveyed, only three universities said that their faculty development 

programs also focused on organizational development. 

3. On answering the question of "how much time should each faculty 

member participate in faculty development?" most of them answered that the 

duration ranged from one month to a year. It aU depended on the needs of 

faculty members. 

4. Of ten universities, four answered that their faculty development programs 

mandatory for aU faculty members; one said that only young faculty 
were 
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members were required to participate in faculty development programs, and the 

other five answered that their faculty development programs were not 

mandatory for all faculty members. 

5. AU universities surveyed said that the major source of financial support 

came from the government, either from the Ministry of Education or from the 

provincial bureau of higher education. Two responded that they also got 

support from the World Bank and private foundations. 

6. Young faculty members were the most frequent participants in faculty 

development activities. 

7. From the survey and literature search, it was found that faculty 

development programs in China are based primarily on the following philosophy: 

Institutions of higher learning can train more and more outstanding experts only 

when there is a general rise in educational standards. To promote academic 

quality, administration should first improve faculty members' academic quaHty. 

The academic quality of faculty members is one of the crucial factors that 

enhances the quaHty of education. Teachers are mental workers. Their tool is 

knowledge. In order to enhance their creativity and exert their potential, faculty 

should never stop learning and never stop renewing their knowledge so that they 

can produce more valuable products. The task of faculty is not only to instruct 

knowledge, but also to develop students' creativity. 
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8. When asked their suggestions for an effective faculty development 

program, many suggested that the following aspects be taken into account: 

a. No one faculty development program fits all faculty members. Faculty 

development programs should be in accordance with the characteristics of adult 

learning, and faculty development programs should meet the needs of the faculty 

members. 

b. The growth of a faculty member needs a period of time. Therefore, faculty 

development should start when faculty are young. Administrators must have a 

perspective on building their faculty body. Faculty development should place 

emphasis on young faculty who in the future will be the academic leaders. There 

are different stages in faculty's growth, thus, the faculty development program 

should adroitly guide action according to circumstances. 

According to the book Higher Education (Zhen & Xie, 1988, pp. 286-288), 

faculty growth can be divided to four stages: 

a. Period of knowledge expanding. This period lasts about four to five years 

after students graduate from the university. In China, since there is a shortage 

of faculty, students who excel in their discipHnes wiU be asked to teach at their 

own college after they get their bachelor's degree. They assume the role of 

teaching assistant. The responsibility of the Chinese teaching assistant is similar 

to that of the American T.A., except that in China, a teaching assistant is even 

more 
in the faculty category. During this period, young teaching assistants 
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should decide their academic goals in order to master necessary knowledge and 

skills for future research. 

b . Period of experience accumulation and independent research and teaching. 

This period lasts about three to four years. Most young faculty are at the age of 

twentj^-eight during this period. They are in a state of active working. They 

begin to make progress in their research and teaching. Administrators should let 

these young faculty members have more chances to participate in academic 

exchange programs, seminars, and other academic activities. 

c. Period of creativity. During this period, people's creativity is beHeved by 

some to reach its peak. It begins from about the age of thirty-one to the age of 

fifty-five. Many academic breakthroughs are made by faculty members during 

this period. During this period, administrators should provide them access to 

success, such as allowing them to take open advanced courses, undertake 

advanced research projects, study abroad, provide them both a sound working 

environment. AU these wiU enable faculty to make further scientific 

achievements. 

d. Period of Decline. Zhen and Xie state that this period begins at age 60. 

During this period, faculty make less achievements in their own fields due to 

decHning inteUigence and health. However, they have accumulated much 

valuable experience both in teaching and research. Thus, the administrators 

should take advantage of this and let these older faculty members guide the 



118 

younger faculty members in their teaching and research. They also should be 

involved in textbook-writing and curriculum development. 

Conclusion 

From 1980 to 1991, faculty development in China has been at its peak. Many 

people in China beHeve that faculty development is an urgent need for Chinese 

higher education. Without quaHfied faculty members, the quaHty of higher 

education certainly will be at risk. Since 1980, many approaches toward the 

improvement of the quaHty of faculty members have been taken and the results 

was impressive. Many faculty development programs were proven to be 

successful, such as faculty exchange programs, seminars, workshops, and so on. 

Since 1979, more and more faculty members have been involved in faculty 

development activities, especially the young teaching assistants. Without doubt, 

faculty development has played and will continue to play a very important role 

in the development of Chinese higher education. 



CHAPTER VI 

SUMMARY AND CONCLUSIONS 

Chapter I and Chapter II provided evidence that faculty development is not 

new, that opportunities for sabbatical leaves, attending professional meetings, 

and faculty exchange programs have long been available for some faculty 

members both in the U.S.A. and China. It has also been noted that American 

institutions, faced with the prospects of a tight job market, leveHng enrollment, 

and financial setbacks, are beginning to reaUze that in the coming years they wiU 

need to rely on their current faculty to provide fresh perspectives, infuse new 

ideas, and give leadership to innovative programs if the universities expect to 

maintain vigorous educational cHmates. It has also been noted that in China 

more and more institutions, faced with the prospects of an aging faculty body, 

inbreeding problems, shortage of faculty supply and tight budgets, are 

recognizing that improvement in the quality of faculty members is an urgent 

need, and faculty development is an indispensable means to meet this need. 

In Chapter III, it was indicated that American higher education and Chinese 

higher education are different in their belief systems. The concept of public 

interest or general welfare is of long standing in American history. The concept 

of public service is apparent throughout the history of higher education in the 

U.S.A. During the second half of this century, in China, the concept of serving 

the needs of people and society through the Communist Party has been the 
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guideHne for the development of Chinese higher education. In the United States, 

the direction of poHcies and programs of American colleges and universities is 

influenced by the groups that control finances (WaUenfeldt, p. 7). Chinese 

higher education is primarUy subject to the influence of poHtical power. The 

development of American higher education and Chinese higher education have 

been through uneven paths. However, they survived each successive wave of 

challenges and expanded in size and function. It is interesting to note that 

American higher education has been subject to the influence of Western ciUture 

and Chinese higher education has been more or less followed the American 

pattern. EspeciaUy since the open-door policy, Chinese higher education has 

become more adapted to the Western world. Thus, despite the differences in 

cultural and social systems, American and Chinese higher education stiU share 

some things in common. 

In Chapter IV through Chapter V, the philosophy, objectives, activities, 

funding, and organizations of faculty development programs both in the U.S.A. 

and China were discussed. It is obvious that despite the similarity of purpose, 

faculty development programs carried out both in the U.S.A. and China differ 

considerably in focus. Depending on the aspects of the teaching-learning process 

emphasized, the programs draw on different inteUectual traditions, make 

different analyses about what ails teaching and learning, and prescribe different 

solutions. Faculty development programs offered by both Chinese and American 



121 

institutions, as Chapter IV and Chapter V indicated, generally focus on 

instructional development and personal development rather than on 

organizational development. The various ways that campus programs are 

organized-from the informal efforts of administrators to the creation of 

self-contained and separately staffed centers—-are reflective of institutional 

polices. 

The purposes of the final chapter are to summarize the study and to report 

related findings and implications. Based upon the findings derived from this 

study, recommendations for further research are proposed in the area of faculty 

development. 

Limitations of the Study 

The study has the following Hmitations: 

1. Since the mail survey and telephone interviews were Hmited to pubHc 

four-year comprehensive universities, the generaUzabiUty of the findings is 

Hmited to similar types of institutions of higher learning surveyed. 

2. Limited numbers of institutions were surveyed directly, primarily for 

confirmation of Hterature reports. 

3. AU data presented in this study were not from original sources, because 

some of the data were gathered from Hbrary research. 



122 

4. Since a few people interviewed were not the persons directly responsible 

for faculty development programs on their campuses, there may be some 

discrepancies between the da ta gathered from interviewees and actual practice. 

Findings of the Study 

T h e pr imary purpose of this s tudy was to compare and contrast the 

philosophy, objectives, organizational s t ructure , and sequence of the offerings of 

faculty development programs in the United States and the People's RepubHc of 

China. Research d a t a were obtained by means of a questionnaire mailed to ten 

selected comprehensive universities in China and by means of a telephone 

interview survey of nine selected public comprehensive universities in the U.S.A. 

Other d a t a were gathered through library research. 

Comparisons of faculty development programs offered in the U.S.A. and 

China indicated tha t despite all the differences in cultural backgrounds and 

social systems, faculty development programs carried out by the universities 

surveyed in the U.S.A. and China shared similar themes: 

Types of Faculty Development Programs 

Li te ra ture and surveys show tha t sabbatical leaves, workshops, seminars, and 

a t t end ing professional meetings are the activities tha t are commonly appHed in 

faculty development programs bo th in the U.S.A. and China. 

1.Sabbatical Leaves. 
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In American higher learning institutions, the most extensive activities within 

faculty development programs are those in support of individual faculty 

members ' professional growth, such as sabbatical leaves. Leaves are typicaUy 

intended to enable faculty members to carry out research or scholarly activities 

that win enhance competence in their discipHnes. In the U.S.A., sabbatical 

leaves for scholarship and refreshment have been available at many colleges and 

universities since Harvard University introduced the practice in 1810. Different 

colleges and universities have different policies regarding sabbatical leaves. For 

example, some colleges and universities aUow faculty members to take sabbatical 

leaves with pay or with half pay; some other colleges and universities allow 

faculty members to take sabbatical leaves but without pay. In China, many 

colleges and universities appear to generally allow their faculty members to take 

sabbatical leaves with pay. The duration of sabbatical leaves typically range 

from one semester to one year. Faculty members may take one semester off, 

either to do their research at home or abroad (if they can get grants or 

fellowships). In China, if a faculty member can get some financial support from 

abroad, he or she usually is allowed to take one year off with pay and to do 

research in a foreign country. Some universities allow their faculty members to 

take one semester off with pay to take part in EngHsh or other foreign language 

training classes, because they want their faculty members to play an active role 

in academic exchange programs with foreign countries, especially with EngHsh 
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speaking countr ies . Since the open-door poHcy, there have been many faculty 

members taking sabbat ical leaves to study in other countries, especially in 

countries such as the U.S.A., England, Canada, Germany, France, and AustraHa. 

Some of t h e m have re turned to China after finishing their study and have made 

contr ibut ions to their colleges and universities. These people have, more or less, 

infiuenced the modification of Chinese higher education, Hke those American 

scholars who introduced the idea of scholarship and research to American higher 

educat ion after re turning from Germany many years ago. 

2. Workshops and Seminars 

Workshops and seminars seem to be the most frequent activities involved in 

faculty development programs bo th in the U.S.A. and China, perhaps because 

they are less expensive and relatively easy to get faculty members involved in if 

they touch the interests of faculty members . Teaching assistant workshops, new 

faculty or ientat ion workshops, and curriculum development workshops are often 

found on American and Chinese campuses. Seminars given either by university 

or depar tment uni ts are also one of the common practices of faculty development 

programs. Seminars dealing with current t rends and issues in higher education 

and given by noted speakers are used to a t t ract faculty members ' a t tent ion. 

3. Professional Meetings 

At tending professional meetings are the most frequent faculty development 

activities on many American and Chinese campuses. Many educators beHeve 
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that attending professional meetings wiU provide faculty members opportunities 

for inteUectual interaction. Faculty members can up-date themselves in new 

developments and trends in their own discipHnes by attending professional 

meetings. 

Beliefs 

Despite their striking differences in cultural and social systems, people who 

are involved in designing or coordinating faculty development in the U.S.A. and 

China share similar beHefs and philosophy of faculty development. Most of those 

surveyed share the following beliefs: 

1. Institutional vitality relies on the vitality of faculty members. Faculty 

development is believed to be one of the effective means to maintain the vitality 

of faculty members. 

2. Successful faculty development programs will meet faculty members' needs 

and faculty developments program should provide opportunities for faculty 

members to help themselves develop inteUectuaUy and personally. 

3. Successful faculty development programs must be well-planned and need 

to have strong administrative support. 

4. There is a strong beHef in the importance of teaching. Faculty members 

with strong instructional techniques wiU be better able to provide students 

quaHty instruction. Faculty development, therefore, should provide faculty 

members chances to develop their instructional techniques. 
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Objectives 

The Hterature and confirming surveys show that faculty development 

programs in the U.S.A. and China share similar objectives. Faculty developers 

hold that the major objectives of faculty development programs are to help 

faculty members develop inteUectuaUy and personaUy in order to maintain the 

vitality of faculty members. Most faculty development programs in these two 

countries focus on instructional development and professional development 

rather than organizational development. However, although they share similar 

objectives, different faculty development programs have their own foci in 

accordance with faculty members's and institutions' needs. 

Organization 

In spite of the fact that they share a lot in common, faculty development 

programs carried out in the U.S.A. and China are different in several ways. 

CentraHzed Versus DecentraHzed 

The organization of faculty development is centralized rather than 

decentraHzed in China. The organizational system of faculty development is a 

top-down hierarchy. In China, there is a faculty development network. At the 

very top of the hierarchy is the Office for Faculty Development of the Ministry of 

Education, under which is the Office for Faculty Development of the Provincial 

Bureau of Higher Education, and at the bottom is the Office for Faculty 
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Development of each institution. The Office for Faculty Development under the 

Ministry of Education coordinates coUeges and universities to carry out faculty 

development programs sponsored by the Ministry of Education. The provincial 

bureau of higher education coordinates coUeges and universities to implement 

faculty development programs sponsored by the bureau of the respective 

provinces. The Office for Faculty Development of each coUege and university 

coordinates faculty development programs sponsored both by the Ministry of 

Education and the Provincial Bureau of Higher Education. In the U.S.A., the 

organizational structure of faculty development programs at most universities is 

decentraHzed. Faculty development programs are run at departmental, college, 

and university levels. Campus-wide faculty development programs do not seem 

to be very popular on most American campuses. Some universities have centers 

or offices to carry out or coordinate faculty development programs, and some 

have regular personnel to coordinate faculty development activities on the 

campuses. The organization of faculty development programs in China is more 

structured than that of faculty development programs in the U.S.A. It also 

seems that faculty development programs in China get stronger support from 

the administration than faculty development programs in the U.S.A. do. 
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Mandatory Versus Voluntary 

Most faculty development programs in China are mandatory for aU or some 

faculty members, while in the U.S.A. almost all faculty development programs 

are voluntary (except workshops which are mandatory for new teaching 

assistants at some universities). 

Sources of Financial Support 

In China, funding for faciUty development programs usually is from central 

or provincial governments. Each year, each university will assign a small portion 

of money to the Office for Faculty Development. Some universities get loans 

from the World Bank. In the U.S.A., funding for facidty development programs 

usually come from small grants, private foundations, and state governments (very 

few). Most universities do not have a regular budget for faculty development 

activities. Thus, many universities surveyed complained that they did not have 

enough money for faculty development programs. However, as can be seen from 

the foregoing, the ingredients for a relatively successful core faculty development 

program are many; though funding is important, there are other indispensable 

prerequisites such as support from faculty members and administration. 
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Different Academic Ranking Systems 

The shape of academic ranking in American universities is Hke the shape of 

an upside-down pyramid-more than half of faculty are at the ranks of professors 

and associate professors. According to a survey reported by The Chronicle of 

Higher Education (May 8, 1991), 33.7% faculty were at the rank of professorship 

and 25.7% were associate professors. However, according to China 

Educational Yearbook 1949-1981. only 2% of faculty members were professors 

and 9% were associate professors. The shape of academic ranking in Chinese 

universities is close to the shape of a pyramid-only a few can reach the rank of 

professor and associate professor and the majority of them stay on the bottom. 

As compared with American public 4-year universities, the ratio of Chinese 

professors and associate professors to the total number of faculty is very low and 

unreasonable. Since the number of professors and associate professors is very 

few, in order to upgrade the quality of faculty members, many Chinese 

universities adopt a "advisory system" or a "academic mentor system." The 

"Advisory system," or the "academic mentor system" are activities that are 

frequently found in faculty development practices in Chinese higher education. 

"Advisory system" or "academic mentor" is an informal working relationship 

between a senior and junior faculty members. It will help maximize the 

individual faculty's productivity in accordance with institutional goals. 
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Conclusions 

The study of the faculty development programs carried out in the U.S.A. and 

China shows that for those coUeges and universities facing financial problems in 

the 1990's, faculty development is projected as an effective means to maintain 

the vitality of an institution and to upgrade the quaHty of education. 

Universities in the U.S.A. are experiencing budget cuts of varying degrees of 

severity, changing student demographics with more non-traditional students, 

lower faculty mobiHty, and increasing proportion of tenured faculty members. In 

China, universities are also facing similar problems as many American 

universities: problems such as budget cuts, low mobiHty, and an aging faculty 

body. Further, universities in China are experiencing some other problems that 

American universities are not, such as, increasing numbers of students and low 

factdty qualifications and status. In China, many universities are under heavy 

pressure, not only because of work load, as measured by staff-student ratios, but 

also because of their own need to improve their qualifications and status. 

However, suitable higher degree openings are not always available in China. In 

1983, Chinese higher education for the first time granted Ph.D. degrees to 

eighteen doctoral students in China (Huang, 1991). This study indicates that 

the proportion of Chinese faculty members with higher degrees is much smaller 

than that of American faculty members with higher degrees. Probably, this is 

one of the most important reasons why Chinese universities put more effort into 
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upgrading faculty members' educational quaHty than American universities do. 

Probably low faculty quaHfications is also one of the most important reason why 

many faculty development programs at many Chinese universities are 

mandatory. Nevertheless, despite their different national contexts, more and 

more American and Chinese universities reaHze that the university cannot 

conceivably accompHsh its basic missions without a faculty adequate in size, 

quality, and commitment. Thus, it is the university's responsibiUty to maintain a 

vigorous education for students, and faculty development is one of the effective 

means to achieve this goal. For many faculty members at American universities, 

faculty development has been a means of providing renewal in an era of tight 

budgets and low faculty turnover. For many faculty members at Chinese 

universities, faculty development has been a means of upgrading their 

qualifications and status. 

The result of surveys and confirming literature show that faculty 

development programs in both countries share many similarities despite their 

different cultural backgrounds and social systems. This result reflects the beHef 

that faculty development is necessary and indispensable if higher learning 

institutions want to maintain their quaHty of education. It also reflects that 

although people in different countries approach faculty development in different 

ways, the objectives of faculty development are similar. The impHcation here is 
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that one should not have biases before comparing organizations with different 

cultural backgrounds and social systems. 

This study on faculty development programs in the U.S.A. and China 

suggests that the following areas of faculty development should be strengthened: 

1.Administrative Support 

Without administrative support, faculty development programs may well not 

succeed. Both in the U.S.A. and China, administration does not give high 

priority to faciUty development programs. For example, financial support for 

faculty development programs ranges from none to small in the United States. 

Until universities and communities that support them recognize that faculty 

development is an important part of their work and establish faculty 

development programs on a reasonable basis, with adequate budgets and with 

personnel committed to facidty development programs, the progress of faculty 

development programs must be slow, despite the tireless and enthusiastic efforts 

of a few devoted faculty members. 

2. No One Faculty Development Fits AU 

Faculty development programs should meet the needs of individual faculty 

members. Every institution should define its own ethos before attempting to 

adapt successful concepts found at other institutions. Some faculty development 

programs may be successful in China, but not necessarUy successful in the 

U.S.A., and vice versa. For example, the "mentor system" is one of the effective 
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approaches to faculty development in China, but it may or may not be effective 

in some American universities. Different situations require faculty developers to 

adopt different approaches in faculty development activities. 

3. Faculty Development as an Ongoing Program 

FaciUty development is a matter of fundamental principle rather than an 

expedient response to economic, social, or poHtical pressures. Professional 

development is seen as an ongoing program to maintain and improve the 

performance and general health of an institutions and to help preserve its 

integrity (Harding et al., p. 89). Although some American institutions have 

established formal instructional-improvement centers to serve as an 

organizational base to enhance teaching and learning, many programs and 

persons in charge of are on a short-term basis. In order to give assurance to 

faculty members and instructional-improvement staff that an ongoing 

institutional commitment exists for the enterprise, firm organizational structures 

are needed. 

4. Reward System 

In U.S.A., the academic system seems to favor those who research more than 

those who teach. Good instruction should be recognized and rewarded. If good 

instruction is not well-rewarded, faculty development focusing on the 

improvement of instruction wiU not be successful. The structure of Chinese 

academic ranking system is inappropriate. Many qualifying faculty members are 
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not able to be promoted to professor and associate professor, because of the 

quota system and biases on the competence of young faculty. The Chinese 

academic ranking system should increase professor and associate professor 

quotas. Young faculty with achievements in their own fields should be promoted 

to professors and associate professors regardless of their age. Some studies of age 

and productivity show that age has Httle to do with productivity, e.g., a 

productive faculty remains productive no matter how young or old one is (Fox, 

1985; Pelz and Andrews, 1976; Bayer and Dutton, 1977). 

Recommendation for Further Research 

If further studies of the faculty development programs in the U.S.A. and 

China are to be pursued, the following recommendations are made for further 

study. 

1. It is recommended that future studies of faculty development include 

faculty motivation. To understand what motivates faculty members to 

participate in faculty development will help faculty developers design more 

effective programs. 

2. Future studies of faculty development should consider adult developmental 

theories. For example, since it is theorized given that adults are motivated to 

become involved in learning activities due to some change or transition in their 

fives, it would be useful to test this by finding out if and when they participated 
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m faculty development activities and how those activities was correlated with a 

change or transition point. 

3. Further study of how to effectively include organizational development in 

faculty development is needed. Faculty development should be comprehensive 

and include organizational development, personal development, and instructional 

development. Organizational development is less frequent in most faculty 

development practices in both countries. 

4. Future studies should assess the impact of faculty development on faculty 

members who participated in faculty development activities and those who did 

not participate in those activities. Information regarding the impacts of faculty 

development will help faculty developers design more effective programs. 

5. An examination of the advantages and disadvantages of Chinese and 

American academic reward systems are needed. Information regarding academic 

reward systems will help both countries improve their academic reward systems. 

6. Future studies of faculty development should include study of the 

characteristics of adult learning. Information regarding the characteristics of 

adult learning will help facidty developers design adequate methodologies in 

their faculty development programs. 
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APPENDIX 

FACULTY DEVELOPMENT QUESTIONNAIRE 

1. Is there an office in charge of faculty development? 

2. What is the organization for faculty development? 

3. What is the program title? 

4. What are the objectives of your faculty development? 

5. What is your philosophical basis of faculty development? 

6. What is the focus of faculty development? 

a. teaching improvement 

b. teaching evaluation 

c. organizational development 

d. personal development 

7. How is the faculty development funded? 

8. Is faculty development mandatory? To what extent? 

9. Who participates in faculty development activities? 

10. What is the extent,i.e. how much time is a faculty member participant 

expected to devote to faculty development in a year? 

11. What are your suggestions for an effective faculty development program? 
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