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ABSTRACT

This multi-case study explored individual and oligational perspective change by
analyzing two long-term, management-supported psid@al development courses within
the Cooperative Extension Service (CES). Datacssuconsisted of a survey of course
participants, and interviews of selected participamd course designers. More than one half
of the participants in both courses self-reportgespective change, although only 5 of the
16 participant interviews revealed premise reftaet-a necessary condition in this study for
a perspective change. Seven learning themes deméfied, five of which were similar to
the transformational learning phases identifiedviezirow (1991). The two themes not
similar to Mezirow’s findings were affirmation amdmmon language/shared meaning.
These themes have implications for making perspecthanges within organizations.
Learning supports most frequently identified bytiggyants were self-motivation, peer
support, and instructor support. Learning was fbtanbe insufficiently supported before
and after the PD experience. A finding that emeifgem cross-analysis was a process
called liminality—a period of ambiguity where lears are caught between rejecting the
introduced learning concepts and transforming theispective. Recommendations based
on the findings provide may guidance to future QESessional development managers and
practitioners on how to affectively design professil development for perspective change

in future courses.



CHAPTER 1. INTRODUCTION

Background and Rationale

The pace of change in today’s organizations anthbsses has never been greater
(Burnes, 2004; Kotter, 1996). Organizations who kaep pace with or use the momentum
of the change process will survive and possibliwéh(Senge, 1990). A plethora of books
and articles have been written describing how dmgdilons have transformed themselves
from a position of stagnation to a viable entitgqucing products or services that are in high
demand by their clients and by society (Colling)2Xotter, 1996). Many of these same
books provide insight into the strategies needdaap pace with change or to harness the
momentum of change to put organizations on sobdigd far into the future. This
organizational change process is achieved usirggiaty of interventions, most in
combination—such as learning solutions (profesdidaaelopment), performance solutions
(management action), and change solutions (altén@grganization’s culture) (Gilley, Dean
& Bierma, 2001). In the social sector, such asegomental organizations whose mission is
educational based, learning solutions tend to eégthferred intervention of change (Collins,
2005). Through professional development, societics@rganizations hope to improve the
knowledge and skills of their employees to perfgoimtasks, as well as assist in helping the
organization transform.

Transformational change in organizations refershi@nging the way people in the
organization perceive their roles, responsibiliaes relationships (Walton, 1999). This type
of change requires organizations to change théwral norms, values, beliefs and

assumptions under which an organization functisash that major changes in the way



people perceive, think and behave at work are getdi€Cummings & Worley, 2009). “It
involves reshaping the culture and design elemaritse organization and it goes well
beyond just making the organization better or fumgng the status quo” (Cummings &
Worley, 2009, p. 506). To create organizatiorehsformation, many change theorists
believe that the individual is important to the g@ss, but not directly creating the change.
Change in these theories is created by managercion &vhere the focus on the individual
is addressing employee’s attitudes and resistanckange (Burke, 1992; Conner, 1992,
Cooperrider, Peter, Whitney, & Yeager, 2000; Kqtl€96). Although this is important,
“not all change scholars attempt to describe ttermal change process individuals go
through to adjust and accept organizational chafigeihderson, 2002, p. 188).

A theory that can assist organizations to undedstia@ internal change process
employees go through to adjust, accept and evetecogganizational change is the theory of
transformational learning. As defined by Mezird®91), transformational learning is:

...the process of becoming critically aware of howl artny our assumptions

have come to constrain the way we perceive, uraletsand feel about our

world; changing these structures of habitual exaiemt to make possible a

more inclusive, discriminating, and integrativegpactive; and finally,

making choices or otherwise acting upon these naerstandings. (p. 167)

Transformational learning has been redefined @antn (1996, p.2)
“transformational learning occurs when an individoas reflected on assumptions or
expectations about what will occur, has found tresseimptions to be faulty, and has revised
them” (p. 2). Transformational learning is abole&ieging an individual’s perspective

through cognitive and affective processes that kesadomore open world view that helps to

frame decisions. It is often used synonymouslyhwerspective change. In this study



transformational learning included a broader cacstthat embraces learning that leads to a
perspective change.

A perspective change is different from a changedtas learning new knowledge or
skill, and it is also different from a behaviordlamge (Cranton & King, 2003). Learning
new knowledge or skills does not entail havingharge assumptions about your work, or
your views and beliefs about yourself and the woiltie research in the area of professional
development that measures what is learned is predoihy focused on change in
knowledge, skills and behaviors (Broad & Newstrd®92).

Fostering a change in perspective requires a diftétind of professional
development that challenges staff to see new iesmbind helps to create the flexibility of
mind to become more open about possibilities. &t to say that learning knowledge
and skills is not important. The issue is that argations are conducting “professional
development” using the same methods they woulthémge employee knowledge and skills,
when the outcome needed to reach their goals ésspective change. The instructional
methods and support needed for perspective chaagdaok different and may be better
achieved through transformational learning.

The Cooperative Extension System (CES) is a goventah social sector
organization. CES is the “world’s largest non-fatraducational organization and is widely
recognized for its success in addressing the casadra changing society,” (Seevers &
Graham, 2012; p. vi). CES is organized as a fédstette, and local government-funded
partnership and was created to provide land-gnaneusity (LGU) research-based resources
to the local level (NIFA, 2013). Keith Smith, Dater of Ohio State University Extension,

was asked to provide a vision and speak to thedwbiExtension in the bodkducation



through Cooperative Extensi¢Beevers & Graham, 2012). In his remarks, hedisbur
challenges CES faces. One of these challenged lkgas “continually challenging
ourselves” (p. xiv).

Smith further explained: “...extension leadership patsonnel must learn to
embrace working outside of their comfort zone ...nugst challenge ourselves to do many
things that Extension has not traditionally doneveocan survive well into the future” (p.
xiv). An Extension human development specialisarkC(1987) argued that in order for the
Extension System to survive and flourish it musest in professional development that
helps the organization advance and grow in newtimes. Clark independently recognized
that professional development is more than devetpgkills and new knowledge. Itis
development for organization growth.

Neither Smith nor Clark provided specific exampeshow to create the conditions
for staff to challenge themselves or the “status’qu he type of changes Smith identified
and the professional development Clark identifiel@nsistent with transformational
learning. Other scholars within the CES have esadled for transformational learning as a
primary goal of the CES and have suggested thaté&xtension staff can foster
perspective change in clients they must first eepee transformational learning (Blewett,
Keim, Leser, & Jones, 2008; Franz, Garst, Baughr8amth & Peters, 2009; Grudens-
Schuck, Cramer, Exner; & Shour, 2003; Thering, 200i his bookEducation for
Consciousnes®aublo Friere (1974) critiqued the role of Extensstaff: “...the role of the
educator is not to “fill’ the educatee with ‘knowlige’ technical or otherwise. It is rather to
attempt to move towards a new way of thinking ithbeducator and educatee, through the

dialogical relationships between both” (p. 112).



This new way of thinking has been equated to tanshtional learning or a
perspective change. Several studies have examnmoéessional development and
transformational change in various settings, swcWith executive leaders and teachers in
schools, higher education and the health care gsmfie (Ciporen, 2008; Gravett, 2004; King,
2002a; King 2002b; King 2009b). The research lmameentrated on the practice of fostering
transformational learning in a variety of settingsme of which includes professional
development (Taylor, 2000, 2007, 2012). There hmen a few studies conducted in the
past that examine transformational learning witbieS (Blewett et al., 2008; Franz, 2003;
Franz et al., 2009; Grudens-Schuck et al., 2008kRell, Jha, & Krumbach, 2003),
although these are not specifically focused ongasibnal development. As noted by Franz
et al. (2009), insufficient attention has been paidhether CES has provided and promoted
transformational learning conditions and how toliaye conditions to better promote
personal, group and organizational change.

A study has not been published that has exploresppetive change or
transformation within professional development g<BES as the setting. Understanding
how organization-wide courses are developed andrashered to staff, and the type and
level of learning and change that occurs, can pieinsight into how organization-wide
change through PD can best be administered. Myastin creating meaningful
professional development opportunities for stadt tihansform the Extension organization,

grounds this study.



Purpose and Research Objectives
The current study attempted to understand how psadaal development (PD) within
the Cooperative Extension system could be develapeckate the type of thinking and
actions that can transform individuals and orgaiona. To accomplish this research, the
study explored perspective change by analyzingléwg-term, management-supported
professional development courses.
The following objectives were developed to carry this research:
e Describe and compare perspective change in twegsanal development courses
designed to make organizational change.
e Describe and compare learning supports that fpeespective change in two
professional development courses designed to nm@emizational change.
These objectives are important because adminis¢ratal managers need to know how

professional development can best be implementethte lasting organizational changes.

Epistemological Framework

The research objectives as outlined lend themséivigstening to the perspectives of
staff who participated in or designed the PD opputies. The objectives call for an
understanding of how perspective change or tramsfthon can occur when staff are
developing PD experiences for other staff; and wataff participants are engaged in
learning before, during and after the PD experier@aalitative research is “...useful for
describing or answering questions about particldaglized occurrences or contexts, and the
perspectives of a participant group toward eveygbefs or practices (Gay & Airasian, 2000,

p. 202).



Assumptions

Identifying possible assumptions/propositions (XA03) is an important step to the
overall success of a study. Propositions are gssons about what the researcher believes
about the phenomena they are studying (Yin, 2008y can come from the literature, the
researchers’ own experience, theories, etc. Pripuosalso serve to place limits on the
study’s scope (bounding it), and lead to the dgwakent of a logical conceptual framework
that guides the data collection and analysis (2003).

The following assumptions were made:

1. The support extended to staff attending the pradaasdevelopment experience
before, during and after the experience enhancdstoacts from conditions for a
perspective change.

2. Course designers within Extension unconsciousligdesnd implement the course to
affect conditions for a perspective change.

3. During or after the course staff change a belialu@, opinion or expectation which
leads to perspective change.

4. A perspective change or transformation may or nwyoncur within all staff.

5. Fostering a perspective change is constructiviatiare.

6. Perspective or transformational change triggeresprnofessional development
experience may not be of the same magnitude apamal transformation that

changes one’s entire world view.



Conceptual Framework

Miles and Huberman (1994) stated that the purpotesnceptual frameworks are to:
bound the study; describe the relationships betwleefogic, theories, and experience
identified by the researcher; and to organize thdyss constructs for use during data
collection and analysis. Conceptual frameworkstarative—changing as the study evolves
(Yin 2004).

The conceptual framework developed for this studlyimated from my experiences
and a literature search on professional developnoegénizational change, and
transformational learning. This conceptual framdwmovides a model of how professional
development can be constructed to foster changegyanizational and personal
perspectives. This study concentrates on theilegsupports provided to course
participants immediately before, during and witbire year after the experience as shown in
Figure 1.1.

The literature is unclear about the specific débniof support and uses the terms
factors, components and supports interchangedhy this study supports include all types
of factors and components that can lead the leaongrange or revise/transform a
perspective such as curriculum materials, instougtencouragement, prior beliefs, coaching,
colleague discussions, etc. For the purposesothdy “perspective change” which is
internal to an individual was defined based onvilbek of Mezirow (1991). The pre-
professional development (before) box shown in Fadul identifies that the employee and
the organization (management) need to be readygage in perspective change activities.
Individual readiness is defined as having thewatétto embark on change, perceiving there

is support for the change, and self-efficacy wébard to the change (Desplaces, 2005).



Perspective Change in Professional Development

Transfer
( BEFORE )»( DURING ) »( AFTER ) » of New
)

Perspective
to Workplace

Depends on A (Depends on ) Depends on

« Individual and ¢ Individual and « Individual’s
organization’s organization’s re-direction of
readiness to support to prior perspectives
integrate revise/tranform
concepts perspectives « Organization’s

commitment

* Curriculum * Instructor use of to direction
planning for learner-centered
transformational methods
learning

. Y. \_ Y. . Y.

Figure 1.1. Conceptual framework of supports tagioshange informed based on
research by Broad and Newstrom (1992)

Organizational readiness is exhibiting the motmatio invest in PD through
providing time, funds, and encouragement for engdsyto engage in the PD (Lehman,
Greener, & Simpson, 2002). During the PD expeerdrarning for perspective change is
best fostered by a constructivist approach to lagr(Weimer, 2012). Constructivism is
when participants experience a dilemma that chgdlerthem and where they are given the
time and forum for colleagues to engage in meanirgdjscourse about the challenges, in a
safe trusting environment. This is identified @srher-centered approaches (Weimer, 2012).

After the PD experience perspective change depemgsrticipant’s re-direction of
prior learning so that they are actively making kpbdace changes. This also depends on the
commitment or support of the organization to camtino change in the direction presented in

the PD experience.
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Definition of Terms

The following terms were defined for use in thisost
Challenges: Concepts, processes or issues that disoriemean &onflict with pre-existing
personal beliefs, values, opinion or assumptions.
Learning: “...the process that brings together cognitive, #onal, and environmental
influences and experiences for acquiring, enhanangaking changes in knowledge, skills,
values and worldviews” (Merriam, Caffarella & Bauantner, 2007, p. 277).
Perspective changeA change in a belief, value, opinion or assumptr@ggered by a
challenge that precipitated a more open and awavepoint (a transformation) (Mezirow,
1991; Cranton, 1996).
Professional developmentA planned experience designed to create chandesowledge,
attitudes, skills, behaviors or perspective thatilts in professional and personal growth and
improved organizational effectiveness. This is alification of the Merkle and Artman’s
(1983) definition to incorporate perspective chaagelescribed by Mezirow (1991) and
Cranton (1996).
Transformational learning: “...the process of becoming critically aware of hamd why
our assumptions have come to constrain the wayeneejve, understand and feel about our
world; changing these structures of habitual exaiert to make possible a more inclusive,
discriminating, and integrative perspective; amélily, making choices or otherwise acting

upon these new understandings.” (Mezirow,1991; .16
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Significance of the Study

According to Borko, Jacobs, and Knoellner (2010)strof the existing research on
teacher professional development has examinecethtonship between professional
development and changes in teacher knowledge atrdictional practice. To date, no
existing research has been conducted to undertaratitical components of professional
development and the presence of perspective chearggfbrmative learning as a result of
professional development in the context of CESer&hs also no known literature that
applies a case study design to understand howgsiofeal development experiences are
conducted within CES. This research has the patentgive insight into how CES staff
construct professional development and how staffaganizations are transformed by it.
According to the Deloitte Index (2009), organizagdhat make investments in professional
development, even during difficult economic times| position their organizations to
capitalize on growth opportunities when the econeetpunds. It is my belief that
professional development is a critical “tool” thetips both employees and their employers
to be successful. The study results can be usasisist CES PD practitioners decide when a
perspective change is needed and how to createtiomsdthat would help to maximize a

perspective change through PD.
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CHAPTER 2. LITERATURE REVIEW

Introduction

This chapter provides the theoretical context iis study, as well as information that
is useful to understand the study findings andyamal The theories include those that help
to understand learning, transformational learnifig)(and professional development (PD).

This review has four sections. The first providegefinition for learning and reviews
basic concepts about knowledge, the role of expeeién the learning process and the types
of learning that lead to learning change. The séqoovides a definition for individual
transformational learning and reviews the phases déscusses the research supporting the
importance of three of the phases (a disorientitggrana, critical reflection and discourse).
It also includes a section on group or organizaiidrmansformational learning. The third
provides a definition and reviews types of profesal development. This section also
introduces a professional development framewordrmed by “transfer of learning”
research and provides a research review of the goems and learning supports that can
foster transformational learning. The last secégamines the Cooperative Extension
Service (CES) literature on professional developgraed transformational learning,

components/supports that foster professional dpwedmt.

Learning Theory
There are various ways to define learning. Anviatlial’'s choice of definition
reflects their philosophical stance on learning lamowledge and serves as a guide in making
teaching decisions. Learning is often narrowly wiedi in practice as “the acquisition of

knowledge or skills through experience, study obbing taught” Learning,n.d.). A view
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of learning is desired for this study that recogsithe process as broader than cognition,
skill development, and the individual. Another aéfon of learning recognizes the Piagetian
process of learning through assimilation and accodation and the connection to
experience such as in this definition provided bgzMow (2000): “...learning is the process
of using a prior interpretation to construe a newa cevised interpretation of the meaning of
one’s experience in order to guide future actign™). Although this definition provides
detail on the learning process it does not oveetpgnize the involvement of both emotions
and cognition.

A definition that is more open to other dimensioh¢arning that was used for the
current study is: “...learning is a process thatdsitogether cognitive, emotional, and
environmental influences and experiences for acgyienhancing, or making changes in
knowledge, skills, values and worldviews” (Merria@gffarella, & Baumgartner, 2007, p.

277).

Learning concepts

To understand how adults learn and navigate thailegaprocess three major
concepts are presented. The first concept isnthizll knowledge is the same. The second
is that there are four distinct types of learniaigd the third is that all knowledge is not the

same and that meaning is filtered to inform perspes.

Knowledge categories
Knowledge can be viewed as three distinct categ@deording to Habermas (1971).
The first category is instrumental or technical\fexige. Instrumental knowledge is

objective and it allows individuals to predict aatt upon observation, and to control and
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manipulate the environment. The second categagnanunicative knowledge.
Communicative knowledge is subjective and resuisifindividuals deriving meaning from
shared viewpoints and arriving at consensus. fiin@ tategory is emancipatory which
results from questioning instrumental and communie&knowledge. Emancipatory
knowledge is derived from critically questioningreelves and the social systems in which
we live, in order to develop a more open, discratiimg and innovative perspective about the
world and our place in it. The learning that ieded to attain emancipatory knowledge is

what Mezirow (1991) identified as transformativarl@ng.

Types of learning

The second concept needed to understand how delrltsand navigate the learning
process is that there are four distinct types afrieng: (a) a persoacquiresnew learning
from an experience; (b) the learnielgborateson something already learned; (c) the
learningrevisesor transforms an assumption or belief; and (dylieg transforms/revisea

broad perspective or world view (Figure 2.1).

Types of Learning
I
Acquiring Elaborating on Revising Transforming
new learning something an a broad
(a new already learned assumption perspective
meaning (an existing meaning or belief or worldview
perspective) perspective) (a point of view) (a habit of mind)

(Modified from review articles on transformativetaing by Mezirow, 1991, and Cranton, 2006.)

Figure 2.1. Four learning types
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To understand the processes involved in each tiyfgaming, it is important to
understand that learning is a process of makinghmgahat involves both cognitive and
affective processes. Although originally applieccbgnition, Piaget’s concepts of
assimilation, accommodation and disequilibrium tiggoan be applied to understanding the
process of acquiring, elaborating, revising andgdfarming a perspective (i.e., meaning
perspective, habit of mind and/or points of viewpr instance, assimilation refers to making
new meaning of something based on pre-existingrsialaing (Piaget, 1977) or meaning
perspective (Mezirow, 1991). This corresponds whthfirst type and second type of
learning of acquiring new learning or elaboratimgexisting knowledge. Accommodation
can refer to revising and transforming existingspectives in light of new information or
experiences (learning types three and four). DRigkgium can refer to when our
perspectives don’t match up with the new knowleaigexperiences. When an individual
struggles (cognitively or emotionally) they seekdturn to a state of equilibrium. If the
individual is open to other’s interpretations thegy revise and or transform their
perspective. Mezirow (1991) expanded the ideddadet (1977) to go beyond cognitive
understanding of how people learn. He providedraderstanding of how adults have
integrated learning through the years in such ativatthey have developed perspectives
that serve as lenses and filters for how all infation is taken in, how it is viewed and how it

is acted upon.

Meaning-making and experiences
The third concept needed to understand how adedts land navigate the learning

process is that people learn through making mearfiegperiences and this meaning shapes
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future meaning. Adults through years of learning acculturation have developed a
structure of assumptions called a meaning persfgetitat acts as a filter for guiding
unconscious and conscious decisions and undersg(Mezirow, 1991). This meaning
perspective consists of sets of assumptions callegbit of mind (Mezirow, 1991).
Everyone has several sets of assumptions or hafbnténd that serve as another filter for
interpreting meaning from experiences. Habits ofdinclude such things as customs,
religious doctrine, self-concept, tastes, attitugledgments, voting preferences, etc. People
have moral/ethical habits of mind, philosophicabitmof mind, aesthetic habits of mind,
epistemological habits of mind, etc. Within eaélvib of mind are sets of beliefs, values,
feelings and attitudes called points of view. Re@pe less aware of their points of view
than they are of their habits of mind and meanieigpectives. A person’s point of view (of
which one has many) also serves as another flli@utshow one thinks and feels about
information.

Cranton (2006) stated, “...learning occurs when aividual encounters an
alternative perspective and prior habits of mirel@lled into question” (p. 23). Once an
individual’s prior habits of mind and points of wie-which represent beliefs, values,
opinions and expectations—are questioned and temative perspective is
accepted/modified then the individual has undergoperspective change. According to
Dirkx (2000), perspective change can result fromrgway occurrences as well as through
critical events that occurs in one’s life. Leamlrecomes transformational through a process

of examining, questioning, validating and revismg perspectives (Cranton, 2006).
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Individual transformational learning

According to Mezirow (2000), transformative leampirefers to the “...process by
which we transform our taken-for-granted framesedérence (meaning perspectives, habits
of mind, mind-sets or meaning schemes) to make thene inclusive, discriminating, open,
emotionally capable of change, and reflective sb tihhey may generate beliefs and opinions
that will prove more true or justified to guideiact’ (pp. 7-8). Transformational learning
involves participation in “...constructive discoutseuse the experience of others to assess
reasons justifying these assumptions, and makirartion decision based on the resulting
insight” (Mezirow, p. 8). Learning for transformat differs from other types of learning in
that its primary purpose is to transform/reviseeaisting perspective. A perspective is
changed when individuals question their belieféy@s, opinions, or assumptions in light of
new information that does not fit with the way theyrently think and the new information
is accepted (Mezirow). Perspective change is &toome of transformational learning and
has been difficult to define and identify in otheecause it has been examined in so many
settings and is contextual to the setting (Clar®ison, 1991, King, 2009a). The
definitions of Mezirow (2000) and Cranton (2006)t® frame perspective change and
start the discussion on what perspective changeloo&ylike in other settings.

The degree of perspective change has been desesbeabchal or incremental in
the literature (Mezirow, 1991). Much of the literee emphasizes epochal transformation, a
sudden and dramatic change in a person. Thisdfyfransformation is triggered by an
extreme life event such as death of child, a cadiagnosis, or an event that rattled the
person’s most core beliefs. According to Dirkx @Y, changes in perspective are not

always attributable to a major event; most of wddurs is incremental. Incremental
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transformation is a progressive series of transédions in similar points of view—

culminating in a changed habit of mind. Both e@d@&nd incremental transformation can

result from conscious critical reflection or frommdless or unconscious assimilation

(Mezirow, 2000).

Phases of transformation

Mezirow’s (1975, as cited in Kitchenham, 2008) sethresearch was designed to

identify factors that impede or facilitate womepi®gress in college re-entry (as cited in

Kitchenham, 2008). Mezirow (1991) concluded thatwomen in the study had undergone

a personal transformation and identified ten phésssthe women in the study experienced

to reach a personal transformation:

1.

2.

10.

Experiencing a disorienting dilemma;

Undergoing a self-examination with feelings of goil shame;

Critically assessing one’s assumptions and beliefs;

Recognizing that one is not alone- that others lgawvee through a similar process;
Exploring options for new roles, relationships aations;

Planning a course of action;

Acquiring knowledge and skills for implementing &plans;

Practicing the new role;

Building competence and self-confidence in news@led relationships; and
Re-integrating into one’s life based on the condiidictated by one’s new

perspective.
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The phases are not assumed to be linear, nor dobgpbase need to be experienced
before a transformation occurs (Mezirow, 1994)e phases of transformation are a subject
of continued research — Mezirow’s own and the dbuations of other scholars — and have
been outlined in several review articles and bg@kanton, 2006; Taylor, 1997). In review
of the transformational learning literature Tay®®97) identified a number of studies that
confirmed most or all of Mezirow’s 10 phases, aades studies that identified the process
as “recursive, evolving and spiraling in natureS{p

Brock (2010) used the Learning Activity Survey @Adeveloped by King (2009b)
combined with her own questions to quantify thedance and phases of transformational
learning with 256 undergraduate students. Inghigdy she found that all ten phases
appeared to be present and that critical reflectias the key to the transformational learning
process. She also found that almost one-halfeo§thdents had a transformational change
by the end of the first semester, but by the endwf semesters two thirds of the students
reported a transformation. This study helped yehét transformation can result from a
sudden change in perspective or can be incremgmbgblerienced.

Debate has continued on the relevance of partistégus of transformation, but most
research has expanded upon the meaning of partgtelas. An example includes the work
of Tisdell (2003) who questions that anger, guild #ear as described in the second phase of
TL are the only emotions associated with transféiona In her research she identified
pleasure as an emotion, although the bulk of rebeantinues to support the emotions

described by Mezirow (1991).
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Role of experience and a disorienting dilemma

Without an experience that triggers a disoriengagnt there can be no
transformation (Mezirow, 1991). In a review on toemponents that foster transformational
learning in post-secondary education, Kasworm anwl8&s (2012) found two categories of
experiences that precipitate perspective changpesd categories include: (1) experiences
where participants engaged directly with othersammhiar to themselves or of another
culture, or (2) experiences based in experiergaiiing focused on portfolios or prior
learning assessment. Studies that highlight toainsdtional learning in higher education and
other settings include such experiences as sdeacring (Angelique, 2001; Kiely 2005)
internships (Carson & Fisher, 2006), outreach toroinities (Lange, 2004), alcoholics
anonymous (Devereux, 2012), literature (Jarvis22@t cross-cultural encounters
(Donahue, 2009). These types of experiences saraecatalyst for a disorienting dilemma,
and stimulate critical reflection by providing tbpportunity for examining firmly held
assumptions and beliefs of self and others. Télfsreflection is supported by authentic
conversations in a trusting community of co-leasnand the individual’s own attitude of
exploration (Kasworm & Bowles, 2012). Students veimgaged in prior learning
assessments found that reflecting upon and vatiglatieir prior learning experiences was

transformative as well (Stevens, Gerber & Henddda,02.

Critical reflection and discourse
Research has suggested that critical reflectitimeisnost important step to the
transformational learning process (Brock, 2010; ez, 1994; Mezirow, 1998). Some

scholars have criticized Mezirow for using the temmtical reflection because the term
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connotes only cognitive dimensions of learning (®8y2003). Transformational learning is
also argued to be tied to emotional, spiritual sitwhtional learning dimensions (Dirkx,
2000; Tisdell, 2008). Mezirow (1998) addressed tluncern in later peer reviewed
publications by referring to critical reflection eflection including emotional and spiritual
elements, as well as other ways of knowing.

Three types of assumptions are important to ctitefdection (Brookfield, 1995).
These include assumptions about paradigms (howrwetgre the world), assumptions about
what we think should happen (prescriptive), andiagtions about how the world works and
how it may be changed (causal). Changing thesestgpassumptions through critical
reflection and critical self-reflection is centtalthe process of transformative learning.
According to (Mezirow, 2000), critical reflectionvuolves the objective reframing of the
assumptions of others and self-reflection is tHgestive reframing of our own assumptions.

Reflection can be broken down into three types el to determine the presence
and extent of critical reflection and critical sedfflection (Mezirow, 1991; Cranton, 2006).
These types are: content, process, and premisetiefi. Content reflection is about
guestioning the assumptions one has about how souh@thing, process reflection is about
guestioning the process of solving a problem osatian, and premise reflection is about
guestioning the validity of our own assumptions #aldng action. In order for these
reflection processes to be considered transformalie processes must lead to a revised
perspective that an individual acts upon. In dytf reflection among teachers, Kreber
(2004) found that premise reflection was the leastmon reflection type identified and that
experienced teachers were more likely to engagig@srtype of reflection than new teachers.

Her study suggested that it is important to intamdily help educators understand why they
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are engaged in work activities or the premise letbeir work. Helping teachers become
good at what they do may need to begin with why #@re doing what they do, rather than
begin with how to do their jobs or what to teach.

Critical reflection is dependent upon having meghihdiscourse through dialog
with others in a trustful environment. AccordirmgMezirow (2000), discourse is “dialog
devoted to searching for a common understandingaaselssment of the justification of an
interpretation or belief” (pp. 10-11) As furtheqadained by Taylor (2007), transformation
results “through trustful relationships that allowdividuals to have questioning discussions,
share information openly and achieve mutual andeosual understanding” (p. 179).
Studies that speak to trusting relationships a®napt to the perspective change process
include an exploration of learning companions (@ar& Wright, 2008); co-workers
(Sandlin & Bey, 2006) and significant others (Jalkiko, 2009). Eisen (2001) found that
“peer dynamics” are important in fostering TL witha professional development experience.
“Peer dynamics” are characterized by seven qusiitiast, non-evaluative feedback,
nonhierarchical status, voluntary participation @adner’s selection, shared goals and

authenticity.

Action

Action is an integral and indispensable componéntansformative learning
(Mezirow, 1991, p. 209). The type of action takkpends on the “nature of the dilemma”
(Mezirow, 1997, p. 60). According to Cranton (2R06..even the act of perception makes
for change” (p. 171). By undergoing a perspecativange a worldview has changed and,

thus, the actions made on a daily basis result ftosmnew perspective. Several studies have
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identified impacts or actions based on an individyzerspective change (Bennetts, 2003;
Carson & Fisher, 2006; Gravett, 2004; King, 2009mge, 2004). These studies identified
changes individuals have experienced that haveedlteow they view the world and how

they are acting as a result of the change.

Measurement of transformational learning

A variety of approaches are used in the researaate a determination if
transformational learning or a perspective charagedtcurred.The articles that identified
the presence of a perspective changed, used Mégzi(@@91) definition of transformational
learning (TL) as a basis for the identificatiom al study conducted I8tevens, Gerber, and
Hendra (2010), the presence of a perspective chaagaletermined by reviewing interview
transcripts using Mezirow’s definition of transfaational learning, “habits of mind” and
“points of view”. King (2009a) created an assessn@ol called the Learning Activity
Survey (LAS) that quantitatively identified parpeint’s perspective transformation based on
the 10 steps of TL). In their review of TL litewa¢, Taylor and Snyder (2012) questioned
the construct and factorial validity of King's meth citing that there is a lack of statistical
evidence to demonstrate validity and reliabilifyhey questioned the development of the
instrument based solely on “reconstruction of #reninology” founded on Mezirow’s ten
phases of transformation (p. 47).

In a study of reflective learning development imltte counseling during a three-year
nurse’s education program, Liimatainen, Poskipa&ahila, and Sjogren (2001) determined
the presence of transformative learning by usiongding scheme based on the work of

Mezirow. This coding scheme included seven legéleflection divided into two
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categories; conscious reflection and critical comssness. Conscious reflection referred to
when an individual questions the process and cbotemow something is happening.
Critical conscious reflection referred to when induals ask themselves “why questions” or
are looking for reasons and consequences of pangeihinking or action. This method is
similar to a method based on seven stages of tefgadgment described by King and
Kitchner (1994). The method has been criticizedbynber (2010) as being too difficult to
use by non-professionals. Kember (2010) provigeapproach to determining the level of
reflective thinking using Mezirow’s definition ofitcal reflection. This approach identifies
perspective change by analyzing written journabpges for content, process and premise
reflection. Other procedures for determining thespnce of a perspective change have been
used (Colaizzi, 1973; Powell, 1989), although tbdieg procedures were not clarified in

these studies.

Group or organizational transformations

Transformative learning “is a profound and lastingd of learning and should be the
goal of educators and educational institutions” iMa, 2012, p. 442). Transformative
learning and organizational learning have genetsdign studied as separate concepts,
although both learning theories are grounded amieg at the individual level and the
processes of learning are similar. The primarysphaf a transformational learning
experience are experiencing a disorienting dilensritcal reflection, discourse and dialog,
and action (Cranton, 2006). A learning organizat®“where people continually expand
their capacity to create the results they trulyirgesvhere new and expansive patterns of

thinking are nurtured, where collective aspirati®set free and where people are continually
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learning how to learn together” (Senge, 1990, p.W)us, a learning organization is
comprised of the systems, principles, and strasetfp@t engage staff to “learn and produce as
a collective entity” (Marquardt, 1996, p. 19).

Senge (1990) outlined five disciplines for orgatiaas to follow to become a
learning organization: systems thinking, personastery, mental models, building a shared
vision, and team learning. Senge’s premise wasotiganizations are made up of
individuals who have the ability to create and demental models or perspectives. These
individuals can change their meaning perspectibesitetheir jobs, influence others, and
thereby groups can consciously or unconsciousipghahe existing organizational culture
and norms.

Applying transformational learning processes tahearganizational goals requires a
transformative pedagogy and content, but resear¢cheeffectiveness for these
organizational transformational programs is rarani@n, 2010). Studies that looked at TL
in the workplace (Choy, 2009; Kasl & Elias, 200anwVoerkom, 2004) are examples of
learning situated directly in the workplace whexams actively made changes to workplace
problems, through engaging in critical reflectioaliscourse. Organizational change was
triggered through individuals reflecting about htivey perceive their roles, providing
feedback, sharing opinions, and challenging “grtipk” in a study conducted by van
Woerkom (2004). These activities helped individeralployees learn as well as stimulated
guestions that challenged existing organizationdlice or practices. In their case history of
group learning, Kasl and Elias (2000) identified aoly critical reflection as a necessary
process for groups or organizations to engageunalso discernment as a component as

well. Discernment “generates insights about curmreality and images of new possibilities”
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(p. 231). In an executive leadership case stutlpy@2009) revealed that employees who
experienced a perspective change used knowledgeadaluring the course to influence
decisions throughout the organization. Choy alssited five themes that may be beneficial
for creating professional development for TL: sdbye relevancy of the content; direct and
active learning experiences; varied media; trustladtionships; institutional support to act
on new understandings; and workplace featuresstigiorted and facilitated
transformational learning.

Based on the understanding that organizations emgg, such as individuals are
systems that can learn, Kasl and Elias (2000) bapanded Mezirow’s TL definition:

Transformational learning is the expansion of cansness in any human

system, thus the collective as well as the indiaidurhis expanded

consciousness is characterized by new frames eferete, points of view or

habits of mind as well as by a new structure fagyaging the system’s

identity. (p. 233)
Summary

This section of the literature review provided adtetical overview of learning that
aides in understanding how an adult transformatigmerspective change can lead to
organizational learning. A definition of learniagributable to Merriam et al. (2007) was
provided that honors a constructivist viewpoint amcbgnizes that learning is greater than
cognition and making change in knowledge and sKillslearning is a process that brings
together cognitive, emotional, and environmentlilences and experiences for acquiring,
enhancing, or making changes in knowledge, skilijes and worldviews” (p. 277).

Three major learning concepts were provided thig teeunderstand how adults learn

and navigate the learning process. These conmeghisied that not all knowledge is the
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same, there are four distinct types of learning, tiat meaning-making is based upon sets of
assumptions that filter how individuals make intetptions. This section also reviewed
Mezirow’s view of transformational learning and hewperience with a disorienting

dilemma, critical reflection and discourse, andactipon transformation are critical
processes individuals go through to make a pernsjgeciiange. The section also included
reviews of research on how organizational learmrtged to individual transformation using
the work or concepts of Senge (1991); van Woerk(@864); and Kasl and Elias (2000).

The next section builds upon this information witkie professional development setting.

Professional Development
Understanding the distinctions between types ahlag (acquiring, elaborating,

revising and transforming knowledge) and what comgnds and supports can effectively
assist in designing professional development aportant for personal, professional and
organizational growth. This section provides aargiew of professional development (PD)
literature, beginning with how PD is defined. Tdeerview includes: a review of traditional
and non-traditional PD methods; an introductiothi ‘transfer of learning’ framework; and
a review of the components and learning suppodaisftister learning for revision and TL in

the fields of teacher education, human resourceldpmnent, and transformational learning.

Definition

Professional development has been defined withaditérature in various ways.
Many definitions (Bowie & Bronte-Tinkew, 2006; Bnyaand Schwartz, 1998; Woodard &
Komives, 1990) have identified the end result ef éixperience as staff growing

professionally and personally, and that a set pkagrnces or a single experience fosters this
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growth. Cooperative Extension Service (CES) ligasupports this definitional approach
by defining PD as “...an approach to growth and dgwelent of Extension workers” (Garst,
Baughman & Franz, 2014 (in press). A missing el@frem these definitions is the
outcome of organizational growth, along with indwal growth. Merkle and Artman (1983)
addressed this through their definition: “...professil development is a planned experience
designed to change behavior and result in pergoo&tssional growth and improved

organizational effectiveness “(p. 55).

Types of delivery

Traditional

Most PD is offered in a traditional way- throughnkghops, in-service training,
conferences, institutes and courses within teaetiecation usually conducted in a face-to-
face environment (Loucks-Horsley, Hewson, LoveiSiles, 1998; Seevers & Graham,
2012). According to Loucks-Horsely (1998), crisicis of using traditional PD delivery
methods include that the PD is not sufficientlygamough for effective learning, colleagues
who could support each other in learning are rlahtpit together, content offered is not
increasing staff knowledge, and the PD is not fasgemeaningful changes in employee
work that result in impacts to client practicesthAugh there are many criticisms of the

traditional PD approach the vast majority of orgations use this approach (Bierma, 2001).

Non-traditional
Non-traditional PD delivery methods have been recemded to address the
criticisms of the traditional methods (Loucks-Hdyset al., 1998). These non-traditional

methods include online, mentoring/coaching, peseolation, study circles, and
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communities of practice or networks (for developaxgpertise within a specific subject
matter). These non-traditional PD delivery methadsalso promoted in the teacher
education, human resource development (HRD) luleeaias well in CES.

The online delivery method is commonly used foivaing PD in all types of
organizations (Donovant, 2009; Senyurkli, DworkirDéckinson, 2006). According to
Loucks-Horsley (1998), if designed well, online f@ssional development can address some
of the weaknesses attributed to the traditionat@ggh. The research pertaining to the
factors that specifically foster transformatioredining in an online environment has been
reviewed by Smith (2012). Smith noted that theamsj of literature on fostering TL in an
online environment is based on what is known abmstering TL in face-to-face
environments, an understanding of constructiviamd, feom unpublished accounts. She
identified one study that directly examined TL ma@nline environment. Her analysis
indicated that it is possible to foster TL onlimefour ways:

“...(1) intentionally designing the online experiensang strong pedagogy;

(2) intentionally using a learner-centered apprdadhstruction; (3)

intentionally attending to student interactions distussion concerning

issues or problems in a safe environment; anch(éptionally attending to

student’s ‘ability to engage in self-reflection’(jj. 411)

Deficits in using an online environment for devefapa perspective change have
been identified. Killeavy and Moloney (2010) cexhta study designed to explore whether
maintaining a diary online would encourage theafseflective journaling and if sharing
reflective online journals would encourage peeugrsupport. Their findings revealed that
students did not engage in the type of criticdertion or discussion that would lead to

transformational learning, and that reflection wésn superficial. These researchers

suggested more time be allowed to instruct studamtsow to create reflection and
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discussion of the type needed. Another criticisas that the technology inherent in an
online environment often becomes a distractor.s Timy be resolved once participants learn
the technology (Dringus, 1995; Soules, 2000).

A body of scholarly work that supports the prenagereating a “learning
organization” using non-traditional methods (wodq#e and situated learning) is not included
in this study. Although these practices hold psewithin all organizations including CES,
the focus of this study is how to improve the triadial PD face-to-face approach or online
approach. From a practical standpoint traditionathods are still the primary method to
deliver PD within CES (Seevers & Graham, 2012), trede delivery methods could be

designed to incorporate many components that féeening for transformation.

Framework

Models for planning professional development exg®es that can incorporate all or
many of the effective professional development congmts and learning supports are
“transfer of learning” models. In these modelansfer is defined as learning that involves
the application, generalizability, and maintenaoteew knowledge and skills (Holton,
Bates & Ruona, 2000). For transfer to occur “ledrbehavior must be generalized to the
job context and maintained over a period of timehanjob” (Baldwin & Ford, 1988, p. 63).
There are many transfer of learning models, sonvehath include: Baldwin and Ford
(1988); Holton (2005); Kirwan and Birchall (200@&0d Kozlowski, Gully, Brown, Salas,
Smith, and Nason (2001).

A transfer of learning framework developed by Braad Newstrom (1992)

organizes learning supports into three phases—€foy®, (2) during, and (3) after the
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professional development experience. The framewatsk incorporates the players who
affect the facilitation of transfer-the managerairters and trainees. This transfer of learning
framework has advantages. It is simple to undedstand it illustrates who is responsible for
specific supports and when the supports shoulatbeduced. This approach can incorporate
current research, and can also accommodate figsearch, as well as incorporate only those
supports or components specific to an organization.

Table 2.1 illustrates the framework and how spe@fimponents can be added to
support learners through the PD experience. Thestgp activities Broad and Newstrom
(21992) recommend during each PD phase includeitesithat help reduce barriers to the
learning transfer process. Examples of the typsctVities are provided in the cells in the
table.

This approach has applicability for practitionefsonwvant to incorporate components
that foster transformational learning and incorp@saipports that fall under control of the
instructor as well as ‘others’ such as managemmshicalleagues. By doing so the
professional development practitioner can bettppett perspective change within
individuals and organizations.

This transfer of learning framework contributesit@lerstanding how organizational
supports are helpful to the learning process. @poach focuses on the individual transfer

of knowledge and skills back to the work environmen
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Table 2.1. Example of transfer of learning framewapplied to professional development
experiences for individual and organizational cleang

Role players Time period
Before During After

Manager Example: Select employees who Example: Monitor Example: Provide
directly benefit and involve them in theand encourage opportunities to practice new
PD planning to increase buy-in participation skills and set expectations for

further growth

Trainer Example: Conduct orientation for Example: Provide Example: Provide feedback
managers so they are better prepared &ppropriate and refresher sessions
encourage and serve as coaches for learning activities
participants during all phases of the PD
process

Trainee Example: Find a support group to Example: Fully Example: Continue peer
engage in PD together engage in PD relationships and practice

experience skills

Adapted from Broad & Newstrom (1992).

Effective delivery

This section reviews the research on effectivegasibnal development delivery
within the field of teacher education, human reseutevelopment, and transformational
learning. This section is divided into four maubssections. The first subsection reviews
effective PD delivery components identified frone tieacher education literature. The
second subsection reviews effective PD deliverymaments identified by human resource
development literature. The third subsection negiéhe components and learning supports
that foster transformational learning. The foigtibbsection reviews the Cooperative

Extension Service professional development liteeasis it relates to effective PD delivery.

Teacher education literature components and suppost
Over the past 20 years there has been a growingdfatholarly work on
professional development, teacher learning anchegathange (Richardson, & Placier,

2001). A pivotal research study conducted by G#&retter, Desimone, Birman, & Yoon
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(2001) provided strong evidence for professionaktipment components that effectively
impact teacher learning. This study used a sanfded27 math and science teachers who
participated in Eisenhower-funded professional tiguraent experiences. The teachers self-
reported increases in knowledge and skills and gdsim classroom practices. The study
identified five components that fostered learniragsfer:

e Content: Providing specific content (knowledge akidls) being taught and how
students learn that content. This has been showave large effects on student
achievement (Kennedy, 1998).

e Active learning: Providing activities where teachengage in “meaningful discourse,
planning and practice” (Garet et al., 2001). Thedevities can include: 1)
opportunities to observe others teaching or bergbdeby other staff followed by
feedback; 2) opportunities to plan how to implentéetlearning and/or review
student work; and 3) opportunities to practice liegdliscussions, presenting sessions
and writing.

e Coherence: Providing a connection with a “widerdedpportunities for teacher
learning and development” (Garet et al. 2001).sTih¢ludes building upon other
professional development activities, aligning tbatent and pedagogy taught with
organizational reforms and policies, and encouggommunication among teachers
who are informed about reform efforts. Communaaian reinforce solutions to
issues and provide motivation from a sense thatrorgtional change needed can be
achieved.

e Sufficient duration: Providing PD spread over disignt amount of time to

encourage practice and feedback, and of suffitegrgth to provide opportunities for
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discussion and reflection over assumptions andan&ptions concerning the

content and how students learn the content (pedagddnere is growing research

that supports professional development that caneis20 or more hours (Desmoine,

20009).

e Collective participation: Providing a PD designttfexilitates employees from the
same working team to participate together. The aidweges include that the group will
develop a shared common understanding of the cpombstructional methods and
how students learn, as well as help to sustaimtieevention through modeling and
discourse.

Since the study conducted by Garet et al. (20Qhgraesearchers have corroborated
these findings in the formal teacher training tere (Borko, Jacobs & Koellner, 2010;
Desmoine, 2009). Research on out-of-school timéepsional development for educators
found similar components for PD effectiveness (MBtzrkhauser, & Bowie, 2009). The
studies that have supported the components outlipésiaret et. al (2001) have been
challenged by Hill, Beisiegel, and Jacob (2013%dabon the lack of use of experimental-
control methodologies. Many of the studies havenligased on teacher self-reports
combined with student achievement test data.

Other components of effective PD identified in theearch literature include the role
of curriculum materials and implementation; higlpestations of the facilitators;
professional identity; and the use of student wonrofessional learning (Desmoine, 2009).
These components identify what practitioners nequtdvide attention to when developing
PD experiences, especially when the goals of thmieg experience involves changing

beliefs and perspectives, such as in school retmganhizational change efforts.
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Human resource development literature components ahsupports

The literature from the field of human resourceelepment (HRD) provides

knowledge about the components and learning suppedded to foster and transfer

learning. In a study that surveyed HRD profesd®nancerning the barriers to the transfer

of PD concepts, a rank-order list was derived (News, 1985). These barriers include the

following, in order of importance:

1.

2.

8.

9.

Lack of on-the-job reinforcement

Interference from the immediate environment
Non-supportive organizational climate
Professional development lacks practicality
Professional development content is irrelevant
Change would be uncomfortable

Separation from the trainer

Poor delivery of PD program

Negative peer pressure.

A point made by Newstrom (1985) was that the taopelbarriers were all attributable to the

organization (managers and supervisors) and theitgaenvironment. Barriers 4, 5, and 8

were attributable to the professional developmisetfi (instructors and designers) and

barriers six, seven and nine were attributablé&égparticipant. There is research agreement

about the importance of managerial support (BRAD5; Broad & Newstrom, 1992; Cheng

& Ho, 2001; Haslinda & Mahyuddin, 2009; Holton & [Bain, 2003) and evidence for direct

supervisor support having the most influence okeritehavior of employees has been

identified (Holton & Balwin, 2003).
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Other learning supports that affect training effemtess include such things as
departmental climate (Birdi, 2005); peer suppart amployee’s attitudes (Haslinda &
Mahyuddin, 2009). Other factors that have beentitied as contributing to learning
effectiveness are those of a psychological natuck as motivation, self-efficacy and
perceived control of the learner (Saks & Haccol7). Tasi and Tai (2003) revealed in
their study on motivation that staff who were sfieally appointed to attend a professional
development experience had better attitudes thasetktaff who attended on their own free
will. This may suggest that there is value inutthg supports before the professional
development begins. Guskey, a leading PD researgiheke about the importance of
organizations supporting staff afterward to implaetmehanges learned through PD. “I found
that things were done right from a training persipec but educators were then sent back to
organizations that did not support them in whatasked them to do” (Krieder & Bouffard,
2005, p. 2).

Important to understanding what kind of learningmarts may most effectively
impact learning transfer is considering contexthef organization. According to Broad and
Newstrom (1992) applying the same learning suppatsss all organizations does not
consider the differences and variables inherentganizations. ldentifying PD learning
supports should be based on barriers identifiestéeholders and applied to the design

before PD takes place (Broad & Newstrom, 1992).

Transformational learning literature components andsupports
Support, as defined by King (2009a), is the “...psscef providing emotional,

psychological, physical or educational assistandeé learner by students or the faculty
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when needed” (p. 17). “Support is not somethirag it added onto the transformative
experience, but rather it is an integral part efpinocess” (Cranton 2006, p. 160). Support
includes actions by an instructor that facilitateating a climate of safety and nurturance as
students work through issues they encounter franp#ispective change process (Cranton,
2006). Cranton (2006) provided advice on creatingting environments through becoming
an authentic and genuine educator who can reldteonsudents and set up environments
for peers to engage with and nurture each oth#ric&ly, instructors who provide learning
experiences designed to help change perspectivesdssupport the student through the
consequences of these changes (Dirkx, 2003; FA#%3; King, 2005).

Although learning supports in the TL literature &veused on the role of the
instructor Taylor (1997), in his review of TL liegure, identified only one study that
contributed to understanding the impact of othesspervisors, managers and peers- on the
learning of educators. In this study, Gravett @d0ound that teachers who were successful
in engaging in this form of teaching (dialogic apgeh) “attributed their relative success to
the support of the management team and the muippbst, solidarity and empathy among
teachers who participated in the process with th@m267). In several studies King (2009a)
examined the supports that help lead participanésgerspective change. In these studies

support is encouragement from instructors, frieadsl, peers.

Designing TL experiences
Designing transformational learning experienceslireg attention to a variety of
details. These details involve identifying curtiom goals and outcomes, choosing or

developing the curriculum, choosing instruction@thods, and being intentional about the
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supports to create safe environments for sociadizgKasworm & Bowles, 2012).

According to Weimer (2012), a constructivist orrical theory perspective is necessary for
the design and instruction for perspective char@enstructivist approaches include a large
grouping of methods that help the learner make mgarased on their past experiences (i.e.,
case studies, simulations, role plays, discussind reflective writing). The radical and
critical theory pedagogy approach includes usinthods that empower the learner to make
decisions about the learning process.

Experiences can be designed using a model thabisgdy based in reflective
processes. Cranton (2006) identified Kolb’s exgrdral learning model as one such model.
Kolb (1985) designed a model that guides the leahrteugh a cycle beginning with a
concrete experience, reflection on that experiealsstract conceptualization, and application
of new insights. This model is consistent with ¢hiécal components of a transformational
change (experience-disorienting dilemma, critiedllection upon assumptions, dialog and
discourse, and action). Curricula have been wrigied evaluated on TL effectiveness. A
curriculum called “Questioning the Big Assumptidngas used to study a medical school’s
curriculum change effort (Bowe, Lahey, Armstrongké&gan, 2003). The effort resulted in
helping individuals “recognize and use unchallenged deep rooted personal beliefs to
overcome unconscious resistance to change” (p. 715)

Instruction that fosters transformational learnsgften equated with the term
“learner-centered approach”. According to Wein2€x1), learner-centered approaches are
a set of “unorganized, eclectic collection of stgaes” based in constructivist, radical and
critical theory pedagogy. According to Kasworm &ales (2012) in their literature

review, Fostering Transformative Learning in Higher EducatiSettingstransformation is
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fostered through the components of: self-reflectaitical reflection; supportive social
environment; use of the arts, literature and fiémg holistic, affective and spiritual
processes. My analysis of the literature iderdifige components of TL: (1) experience
with a disorienting dilemma; (2) critical reflectip(3) dialog and discourse; (4) action (5)
support. A list of specific methods supported lystudies by component is provided in
Table 2.2. A definition for each component is uddd earlier in this chapter. In respect to
the differences between my list of primary compdsemd the components identified in the
Kasworm and Bowles (2012) review, | incorporatesl tise of the “arts, literature and film”;

and “holistic, affective, and spiritual processaséxperiences and in critical reflection.

Cooperative Extension Professional Development

Much of the current PD experiences within Extensiatude one-day trainings, in-
services, webinars, staff meetings, and mandaypgstof online training (civil rights
compliance, etc.). No published results of thea#f®f methods could be found, although
researchers in other fields have validated theotiigese types of PD delivery methods.
Recently Lakai et al. (2012) conducted a studyhenbiarriers and effective educational
methods with Extension staff, and found that tlaéf spreferred PD delivery method is small
group in-service trainings. The preference for $ig@up decentralized PD fits with what
other researchers (Bierma, 2001) are advocatirmytadout best practices of PD delivery,
but the one —day or short-term in-service trainiogsld be seen as a contradiction with the

current research on cognition, learning and devety (Stein, Smith, & Silver, 1999) and
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Table 2.2. Methods fostering the components andatpfor transformational learning that
are supported by research

Phase/Component

Methods that instructors control

Attribution

Direct and
immersive
experiences

Experiencing a new experience outside
of comfort zone

Workplace problems; Action Learning;
Collaborative Inquiry

Use of Arts Literature Film and Drama
Problem and conflict based learning

> @ Carrington & Selva, 2010

e Choy, 2009; Watkins & Marsick,
1993

e Walton, 2010; Clare, 2006; King,
2008, 2009

Critical reflection
and discussion
dialog

Reflective blogs, critical discussions,
reflective essays, role-playing, simulate
games, and cultural immersion.

Action research projects

Use of varied media- books to read an
reflect upon journaling, written works tg
reflect upon an experience
Collaborative writing projects
Engaging in critiques or critical analysi
Critiquing own metacognition

Use of stories, music, arts, poetry
Methods to facilitate whole person
knowing

Use of asking good questions techniqu
Instructor attention to when participant
are “susceptible to or desiring a
transformative experience”

Creating trusting environments

e Kumagai, 2008; Lee & Green, 2004;
>d Pasquariello, 2009

e Gravett & Petersen, 2009
de Jarvis,1999; King, 2000; Burke, 2006

e Burns, 2009

5 e Glisczinski, 2005

Pasquariello, 2009; Tsang-Chang,
2008

Yorks & Kasl (2006)

Heron (1992)

Lange (2004)

Lange, (2004); Berger (2004)

Daloz (2000); Gravett (2004)

Action

Action planning; Acting upon new
perspectives

e Cranton (2006)

Supportive Social
Environments

Instructor Supported

e Attribution

Offering of quiet space

Creation of a respectful climate

High ethical standards

Class discussion of life histories
Importance of designer & instructor to
guide the process

Dirkx & Dang, 2005; Elsey, 2009
Mikhael, 2009

Sokol, 1998

Feller (2009)

Other Supported

Management team encouragement

Solidarity and empathy among peers
Providing a safe environment for trust t
form

Gravett (2004)
Gravett (2004)
Gravett (2004)

9...
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with components that foster learning from the tea@ducation field (Borko et. al. 2009;
Desmoine, 2009; Garet et al., 2001).

Much of the CES research on professional developfoenses on identifying the
competencies of a successful Extension employeesating competency models (Benge,
Harder & Carter, 2011; Brodeur, HiggjrGalindo-Gonzalez, Craig, & Haile, 201@poper,

& Graham, 2001; Ghimire, 2010; Stone & Bieber, 1,98tbne, & Coppernoll, 2004). Other
research includes examination of training attenddfMincemoyer & Kelsey, 1991); training
need assessment (Conklin, Hook, Kelbaugh, & Ni2d02; Radhakrishna, 2001; Diem,
2009); participatory approaches (Fox & Carpentéf4); and mentors and/or coaches
(Boleman, James, & Couch, 2002; Kutilek & Earn26f)1).

No study published to date has attempted to stuelydsults of a specific PD
experience on the learning transformation of stadfy the organization supported staff with
this transformation, and the effect of the PD eigrare on the organization using CES as a
context. My concern as a past program administeatd employee, was to create
meaningful professional development opportunitgsstaff that transform the Extension

organization. This context grounds this study.

Summary
This section of the literature review provided mf@tion that assists in
understanding how professional development carebieldped to foster perspective change.
A definition of professional development for thtsidy was modified from Merkle and
Artman (1983) to incorporate the concept of perspechange from Mezirow (1991) and

Cranton (1996): A planned experience designeddate changes in knowledge, skills,
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attitudes, behaviors or perspective that resyteirsonal/professional growth and/or
improved organizational effectiveness. This dé&fomi recognizes that perspective change
can be a goal and that individuals and organizattam learn and benefit from PD.

A framework for PD taken from the transfer of laaghfield and those components
and supports that foster learning and transformatitearning in the teacher education,
human resource development and transformationaditefield was reviewed. The
framework provides a practical way to view PD bystrating who is responsible for the
components and supports and when they should tmelirded. The components of
coherence, content, active learning, duration afléative participants are reviewed from
teacher education for effective PD delivery. Thenan resource field contributes learning
supports of manager/supervisor encouragementirs#lfation, and barriers to learning.
The transformational learning literature has cotregéed on identifying the components and
supports during the instructional phase- on devetpponditions for a critical event to occur
and dialog and critical reflection to follow. Tlesomponents and learning supports can be
used in a variety of deliveries and settings- ideig traditional professional development

and in online professional development.
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CHAPTER 3. METHODOLOGY

Introduction

The objectives of this research were to: (a) dbeaind compare perspective change
in two professional development courses designedaice organizational change; and (b)
describe and compare perspective change learnpppgs in two professional development
courses designed to make organizational changes chiapter presents the overall research
design and details needed to understand how teanasobjectives were addressed and
guestions were answered. This includes a ratidoalhe methodology selected, details on
how the cases were selected, specific details aheutsearch design plan, and an overview
of how trustworthiness and rigor were maintain@dresearch plan flow-chart describes four
research design phases that detail methods, dateeso and procedures. In addition, a

detailed description of the cases, the units ofyarsafor this research, are provided.

Research Design

A philosophical perspective, the research questiahthe maturity of the
phenomenon should be considered when choosingarotsmethodology (Merriam & Kim,
2012). Research designs are based on implicitrggtsens about what we believe
knowledge is and the validity claims about knowkedGreswell, 2007). The methods
needed for this research are based on the assuntiptipunderstanding perspective change
and what supports this type of learning is too clempnd subjective to be conducted using
only a quantitative experimental or descriptiveiges The questions chosen for this study
include those that ask about meaning and undeistafrdm the perspective of the

participants, consistent with a constructivist yo@mt on reality. According to Merriam and
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Kim (2012), something as personal as the phenomehwansformative learning lends itself
to qualitative or constructivist research. Irstbiudy, | chose mixed research methods to
honor the individual voices of participants by coatihg interviews, and by triangulating
those voices through asking survey questions.

The methodology for this inquiry was a multiple-easudy design using mixed
methods (interviews and survey data). The dedinithat, | believe, most sufficiently
describes case study research was provided by Eit§2007), “case study research is a
gualitative approach in which the investigator exe$ a bounded system (a case) or multiple
bounded systems (cases) over time, through detanatepth data collection involving
multiple sources of information, and reports a cdescription and case-based themes” (p.
73). A case study methodology was used becaadlewis comparisons between cases and
individuals, allows for exploring existing theorigem the data (lessening the impact of
preconceived ideas), and allows the researcheqiiore existing and new data in the form
of artifacts, questionnaires, and interviews (¥a03). Yin (2003) also stated that cases can
describe a phenomenon, explore questions or hypeghand explain reasons why
something is happening. Cases can be single di-oagle, with one or more embedded units
of analysis.

A multiple case study approach was selected basétiro(1994), and Eisenhart and
Graebner (2007). These studies generally allownfore variability to be discovered, more
relationships to be compared, and more opport@iitiegeneralizations and a testable
theory to be developed. When conducting multi-ctgdies, Stake (2006) recommended
that 4-10 cases be studied, because 2 to 3 casex dbow enough interactivity between the

programs to lead to qualitative generalizationewelver, Yin (2003) contended that multi-
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case designs are time-consuming and monetarilgsite, making them beyond the scope of
novice and student researchers. Yin (2003) aledthat, given the choice, a two-case
study is better than a one-case study, as thetanbgnefits are much greater and if
conclusions are similar generalizability has exgahgreatly. The current research included
two cases (two professional development courses)ctiuld generate similar results, with
the intent to understand the learning transformatccurring in the courses, as well as how

this may affect organizational learning.

Case selection

This research study examined two Cooperative Eidarsystem (CES) courses, one
face-to-face and the other online. Neither cowas designed with the explicit intent to
increase perspective transformation. However,congd assume because of the length of
the course, the nature of the course concepts beairgipt, and the support by
administration/management that the learning wasi@éyhat of knowledge gained or skill
development. The intention of both courses wasstist staff with developing new
knowledge and skills, and to broaden their conoegtabout their roles and responsibilities
in relation to the course content.

This study examined two cases, with each servirgyuast of analysis. The first case
was a professional development course caélieengthening Facilitation Training
(Facilitation Course). It was designed for all bb®tate University Extension employees.
The second case was a partnership developmentecdesgyned specifically for Extension
4-H and youth staff calle@row 4-H: Building Partnerships to Benefit Yoiiartnership

Course). This course was designed by and priminiliowa State University Extension and
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University of Minnesota Extension employees withl 4esponsibilities. The criteria for
selecting the two professional development cases:we
The course...
e content was identified by Cooperative Extension ageans as a core competency for
Extension work;
e participation was supported and encouraged by BxerAdministration;
e need was identified by Extension employees throwggds assessments;
e goal was to change a process (a way of doing Extemgork) rather than providing
specific subject matter content; and
e took place over an extended period of time (i.ailtirveek, versus a workshop of a

day or less).

Case 1: Facilitation course
The Facilitation Course was offered by the lowaeStiniversity Extension system
for all staff. The course was designed in respdogeneed determined by the organization’s
professional development (PD) committee and emgloyeeds assessments. Six staff from
the lowa State University Extension PD committeednee the design team for this course.
The goals of the course were to assist staff to:
e develop skills in and practice the art of faciibat
e build confidence in facilitating groups; and
e improve group decisions-making by reducing conflict
The curriculum selected for this course V&iengthening Facilitatiomeveloped by

the University of Maine Extension (Haskell, Cyr &Mhail, 2007). The course was chosen



a7

based on its learner-centered approach and str@tgation results according to design team
members. The learning activities included grougnsacios, case studies, simulations, and
discussions. It was expected that participantsdvoloallenge their thinking regarding the
use of facilitation skills in their work, and ggnactical tools for leading groups through the
decision making process. The course was taugbtttaace four times over a 20 hour time
span in multiple ways for four employee cohortscohort, defined for this study, is a group
of people who received a full professional develeptexperience using the course
curriculum over a specified period of time.

Table 3.1 includes information about each of therse cohorts. The information
includes the approximate date the cohort experiencarred, the number of participants
who attended as a cohort, and the type of Exteresigployee that made up each cohort.

The timing of the delivery of each of the four caisovaried by cohort. Cohort 1 met
one full day per week for five weeks. The course wedified after the first cohort to

accommodate the needs of the participants by redube time commitment. After cohort 1,

Table 3.1. Demographics of the facilitation cohorts

Cohort N Type of Extension Employee patrticipating
1 - Fall 2011 15 Mix of county and state-paid staff from all Extesrsiprogram unifs
2 —Fall 2011 24 Regional Directors plus four campiaff.

3 — Spring 2012 10 Mix of county and state-paidf $tam all Extension program units

4 — Spring 2012 16 Mix of county and state-paidf $tam one Extension program unit

& An Extension program unit is a sub-division thaivyides a specific expert based service
(i.e., Agriculture, Communities, 4-H, Families, Buess).
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the other three cohorts were conducted on-demaradsiop-set of instructors. Cohort 2 met
three full days consecutively. Cohort 3 and 4 oret full day each week for three weeks.

This research examined all four cohorts, represgr@b participants.

Case 2: Partnership course

The Partnership Course was designed and offeréoiiey State University Extension
4-H and University of Minnesota Extension 4-H fdrsaaff with 4-H responsibilities. This
course was developed in response to a tri-statde&adtership gathering (lowa, Minnesota
and Wisconsin) that recommended building partnpsshs a strategy to increase the reach of
4-H (Levings, Pleskac, Deidrick, Bremseth, Ehler&&ver 2007). Five staff from the two
state 4-H programs became the design team. The gb#le course were to assist 4-H
professionals to:

e develop and practice skills in building sustaingidetnerships;
e build confidence in establishing and maintainingmparships; and
e increase opportunities for youth to be involvedoing-term programs on a local

level.

The curriculum used for this course consisted #4-gage toolkit and a ten week
blended online course developed by the design teme.blended course included ten
asynchronous learning modules and two live Adoben@ot webinars held over a 10 week
period. The learning modules included individuadl @roup assignments where participants
engaged in scenarios, case studies, building a kdjeand discussion board dialog. It was
expected that participants would challenge thenkihg regarding partnerships and club

growth, as well as develop practical skills using tourse tools introduced to build and
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maintain partnerships. The nine learning modules;time webinars and course
assignments engaged participants in more than @& led instruction.

At the time of this study the course had been effeseven times and 173 4-H
professionals had completed the course from eigttvelstern states. The first four cohorts
served as the sample population to pilot data ciodle instruments, thus their data is not
included in the study findings. This research exedithe last three cohorts which occurred
Spring 2011, Fall 2011, and Spring 2012, represgritD9 participants. Table 3.2 provides
information about each cohort that include the epipnate date the cohort experience
occurred, the number of participants who attendea eohort, and the type of Extension

employees in each cohort.

Table 3.2. Demographics of the partnership counberts

Cohort N  Type of Extension employee participation

1 - Spring 2011 38  Mix of county- and state-paid émployees.
Mainly from lowa and Minnesota with some participatfrom
Michigan, Indiana, Nebraska, Missouri, Ohio, Kansas

2 —Fall 2011 40  Mix of county- and state-paid eogpks.
All from lowa and Minnesota.

3 — Spring 2012 31  Mix of county- and state-paigplkayees.
All from lowa and Minnesota.

Overview
Figure 3.1 depicts the research process usedsstindy. The design was divided
into four phases. The first phase consisted oéliging and piloting the following

instruments: a survey, a course participant ingsvyprotocol, and a design team interview
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Interviews Analysis ng Analysis

Figure 3.1. Research plan

protocol. In addition, Institutional Review BogliiRB) consent was secured. The second
phase included interviewing design team memberbdtr courses, reviewing secondary
artifacts identified by the design teams, dissetmgahe survey instrument, and selecting
interviewees based on preliminary survey analy$ise third phase included conducting
participant interviews. The fourth phase includedlgzing the qualitative data (participant
and design team member’s interviews, and open-esule@y question data) and select

guantitative survey data.
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Phase 1

Instrument developmentThe first activity under phase one included depelent of
data gathering instruments. The instruments iredwal survey created specifically for each
course, a participant interview protocol and agleseam member interview protocol. These
instruments are described in the sections below.

Survey instrument.Survey instrument development included identifyiing
objectives, providing information about the surgeyestions and the connection to the
research questions, and presenting how the surasydeveloped and modified based on a
pilot and expert review. The objectives of the syrinstrument used for both courses were
to:

e identify staff who had self-disclosed they had detha value, belief or opinion as a
result of the course to assess transformationatiles

e identify supports that may have fostered learning,

e serve as another data source to triangulate overdihgs, and

e evaluate the course using questions identifieddoyse instructors (which will not
be presented in this dissertation).

The survey instruments consisted of four secttbasrequested qualitative and
guantitative information (Appendix A). The firggion in both surveys asked respondents
to rate (using a Likert scale) their change in lmgment, confidence, effectiveness and
attitude (Questions 1-9 in the Facilitation couasd 1-6 in the Partnership course). The
facilitation course respondents rated change ordhstructs of facilitation and being

facilitative. Partnership course respondents rakeshge on partnership development.
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The second section of the survey included questmassess the skills and processes
learned in the course, and the success participaperienced after the course was over
(Questions 10-13 in the facilitation course andd7rilthe partnership course). Two other
guestions in this section asked participants tesssattitudes before taking the course
(Questions 14-15 in the facilitation course andL2lin the partnership course). The
guestions in section one and two evaluated thesedor the course design team and
enhanced understanding of the level of changeoitatrred.

The third section of the survey included questimnassess evidence of
transformational learning and learning supportsg$ons 16, 21-26 in the facilitation
course and 13, 16-21 in the partnership courseyer@l of these questions were extracted
from the Learning Activity Survey (LAS) developey King (2009). These questions were
designed to assess whether or not participantgiexged a perspective change and what
supports or help influenced those changes. Othestapns in this section of the survey were
designed to probe deeper into challenges partitsdaned that may have precipitated a
perspective change (Question 18 and 27 in theitadimh course and 15 and 22 in the
partnership course). The questions also servedrtty supports asked in the LAS questions.

The fourth section of the survey included demogi@apgbestions. These questions
helped determine differences and similarities betwiadividuals who experienced a change
in perspective. In addition, these questions weegluo identify participants to interview,
along with the transformational change questiorseition three.

After the instrument was developed, the design taada departmental faculty

member reviewed it. Changes were made and asuitgey was sent to the first four
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partnership course cohorts, which were not a gahis study. The questions were analyzed
and revised to enhance face validity, clarity aaskeof use for the final survey.

The facilitation course survey instrument was mualfzed until after the facilitation
design team member interviews were conducted. Wassconsistent with the accepted IRB
protocol. The facilitation course questions wesguired to mirror the partnership course
guestions, but facilitation survey questions weafieient based on the constructs taught in
that course. The final version of this instrumeat not complete until just before survey
dissemination in phase two.

Interview protocols.The second activity under phase one was developai@@sign
team and course participant interview protocolstdtols fashioned after Creswell’s (2007)
suggestions were developed that included the quesséind directions on how to conduct
each interview. The course participant prototmi poth courses) is included in Appendix
B. The participant interview protocol was desigfiest for the pilot. The protocol included
eight specific interview questions.

e Questions 1 and 2 were designed to help make tee/iewee feel comfortable with
the interviewer and to help interviewees begiretmall the course.

e Question 3 asked about assumptions participantbéfade, during and after the
course. This was asked to assess the naturensfdrenational change or perspective
change that occurred as a result of the course.

e Question 4 asked how the assumptions may haveedfattitudes about the course.

This was asked to assess changes in attitudeseasltof the course.
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e Question 5 was asked to discover struggles suahdesorienting dilemma often
associated with transformational change and/or itiwgrdissonance with course
content.

e Question 6 was asked to understand the help pgeatits received to work through
any challenge or assumption changes.

e Question 7 asked interviewees to identify who piledi help with the challenge to
validate answers.

e Question 8 was asked to assess how transformatiperspective change may have
impacted the interviewee’s work.

The design team protocols (Appendix B) were desigmanediately after developing
the participant protocol. The design team questmmceptually mirrored the course
participant questions with three exceptions. Fitst,design team was asked to describe the
course. The second exception was that the desagm weas asked to respond to what they
believed were participant assumptions and challerged how these changed during the
course. The third exception was that the desigmteras asked about the supports or
assistance they or others provided to participaimsaddition, design team members were
asked to provide copies of the curriculum, syllalayaluations and marketing materials they
thought pertinent for the researcher to understheaourse, and to provide content for
Facilitation course survey questions.

Before the participant course interview protocobvaaministered, a small pilot was
conducted to ensure face validity, clarity and edaese. This pilot consisted of four people,
two of which were experts who read through the tjoes to ensure they were consistent

with the original research questions and two wheed to be interviewed using the protocol.
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The two that were interviewed had completed théneaship course but were ineligible for
data collection because they took part in the supilet. Based on feedback some words
were changed and directions for prompts were atlw#te protocol. For instance, the word
“supports” has multiple meanings, and the word ghelsed in combination with the word
support seemed to provide clarity to the questiOniginally the term “struggles” was used
instead of “challenges”. The term, challenges, stagjested by both of the pilot
interviewees.

Secure IRB approval.Prior to conducting this resear@pproval was sought and
granted from the Institutional Review Board at lo8tate University. Alprocedures for

participant selection and recruitment, and conpemtesses were followed.

Phase 2

Design team interviews and secondary source artifdentification. Thefirst
activity in phase two was to interview the desigamh members for each course (facilitation
and partnership) and to secure any secondary sattifacts. The purposes of conducting
design team member interviews were three-fold. fireepurpose was to seek information
to answer this study’s research questions andrity\garticipant interview responses to
guestions. The second purpose was to seek infanmiat create case descriptions of each
course. The third purpose was to create survegumgnt questions made specific to the
facilitation course survey.

In preparation for phase two all design team membegeived an email invitation
explaining the course with an interview consentrfattached. A follow-up phone call was

made within a week of the email to set up an inésvvime and place. In this study, design
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team interviews were held spring and early sumré&@2 Five of the six facilitation course
design team members were interviewed, and founefive partnership course design team
members were interviewed. These design team merhlaergiven consent to be
interviewed as outlined in this project’s IRB prood. The reason one of the facilitation
course design team members was not interviewede@suse they had not responded to the
invitation to participate. | was the only partnepsbourse design team member who was not
interviewed. | conducted the interviews for theilitation course and the interviews for the
partnership course were conducted by third-patgrunewers with IRB approval. The
reason for selecting third-party interviewers wasduse | was one of the original design
team members of the partnership course and beliyedsider role was too close to
conduct a bias-free interview.

Interviews took place either in person or by phbased on the convenience of both
interviewees and interviewers. Each interviewddsipproximately 45 minutes to 1 hour.
The interview protocol for both courses (Appendixvias followed. Each interview was
recorded and transcribed by a third-party transcyiwho had IRB approval. Secondary
source artifacts provided as a result of interviewesalso listed in Appendix B. These
artifacts included copies of the curriculum useatiabus, cohort schedules, and promotional
materials. These created understanding of howdhese was developed and to assess the
similarities and differences between each course.

Survey Instrument DisseminationThe second activity under phase two was
disseminating the survey instruments. The survstyuments were administered to
participants in the facilitation and partnershipis®s the summer of 2012. This included 65

facilitation course participants and 109 partngrsitiurse participants who completed one of
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the courses held either Fall 2011 or Spring 20M2e roster of participants was provided by
lowa State University Extension program directarisp gave permission to conduct this
research. These participants were sent an emaitidieg) the research and consent process,
along with a direct link to the Survey Monkey instrent. Embedded at the beginning of the
instrument was a consent request. Participantserdimg to be interviewed provided contact
information. Three follow-up emails were sent &tripants two weeks apart to increase
the survey response rate (Dillman, 2009). Respous#ers and rates for each course are

shown in Table 3.3.

Table 3.3. Frequency and percentage by courseudy population and survey

respondents
Course Participants
Facilitation Partnership Total
Population N) 65 109 174
Survey respondents)( 38 (58.5%) 41 (37.6%) 79

Participant interviewee selectionThe final step in phase two was selecting
facilitation course and partnership course pardictp to interview. The initial plan called for
five participants from each course to be intervidwth more participants to be selected if
the original five were not sufficient for analysi$his plan was consistent with the sample
sized described by Lincoln and Guba (1985). Ombsé respondents who completed the
survey and agreed to be interviewed by providirgythame at the end of the survey
comprised the pool of potential interviewees. Fitbm sample 17 of 38 who completed the

facilitation survey and 9 of the 41 partnershipveyrrespondents gave consent to be
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interviewed. Selection of interviewees was detagdiby who gave consent and a mix of
survey question responses concerning change iefdaind demographic information to get a
mix of subjects. Three types of survey questi@poases assisted me in determining who to
interview. The first was how the respondent ansdevhether or not they had changed a
belief—a mix of yes and no responses was preferfenhix of responses was needed to
determine if acknowledging a perspective changa suarvey was consistent with
determining a perspective change through analysrsuascripts for perspective change. The
second was how the respondents answered the oded-guestion asking what challenges
they had experienced as a result of the courseswars that displayed evidence of a
perspective change or change of assumption weferged. Although not all respondents
selected had filled out the open-ended questidre third type was how the respondents
answered the three demographic questions: thaiemawork; position or job title; and

years of service - a mix of answers was preferi@election was difficult because only nine

of the Partnership survey respondents gave pewnisgsibe interviewed.

Phase 3

Participant interviews. The only activity under phase three was intervigwin
participants from both the facilitation and parstep courses. All participants selected to be
interviewed were provided details about the proaess email. A follow-up phone call was
made within a week of the email to set up an inéevntime and place. All selected
participants agreed once again to be interviewetkrviews were conducted spring 2013.
Each interview took 45 minutes to 1 hour to congbatd was conducted either face-to-face

or by phone, based on the convenience of the ieteee. Six Partnership course and ten
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Facilitation course interviews were held. The imtews were conducted by the researcher,
audio taped and transcribed verbatim by a thirdygaanscriptionist, who completed IRB

training.

Phase 4

Qualitative analysis.The analytic methods chosen for this study aregfagsociated
with grounded theory as described by Charmaz (2006¢se methods include analytic
strategies used during and after data collectieh si$ writing memos, constructing codes
from the data, cross-comparing the codes to mak®gadsons and themes, pattern matching
and cross-comparing the cases (Taxgy. Memos as used in grounded theory analysis ar
designed to provide a written record of the intewer’s first thoughts and thus are the first
part of analyzing the data (Corbin & Strauss, 2008)e coding mechanism used was
fashioned after Charmaz (2006) where a segmerdtafwlas named with a word or phrase,
followed by sorting and organizing the more frequartial codes into themes. The coding
mechanism is based on being open to what is bé&iaiged by participants, instead of using a
set of theoretical propositions to guide codindteAeach interview, codes were cross-
compared with the previous interview, adding marées, creating categories and
developing themes. According to Hatch (2002),grattnatching is an intuitive process that
can occur during the time codes are developedter gfemes have surfaced. Patterns are
characterized by “similarity (things happen the samay), differences (they happen in
predictable different ways), frequency (they happfen or seldom), sequence (they happen
in a certain order), correspondence (they happeslation to other activities) or causation

(one appears to cause the other).” Cross-casbesyataccording to Stake (2006) aids the
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Table 3.4. Analysis technique, definition, andiltttion

Technique Definition Attribution

Memos Memos are a written record of the interviésvirst reactions and Corbin & Strauss
field notes of interviews, focus groups and artgaand are the (2008); Charmaz
first part of analyzing the data. (2006)

Initial Breaking data down into discrete parts, examiniregt, and Charmaz (2006);

coding comparing them for similarities and differencesislused in the  Glazer & Strauss
first cycle of coding and the codes are tentative. (1967)

Pattern Comparing an empirically based pattern with a ptedi one or ~ Trochim (1989);

matching comparing predicted outcomes based on propositions. Yin (2003)

Cross-case Comparing one case findings with another. Stakegp

synthesis

Researcher to understand the difference and sitiikabetween the cases to make assertadmit

the phenomena being studied. Themes are compateddn the cases with the research
guestions. These strategies aided the researcigaritifying codes, themes, patterns and
relationships between each data source. Thisnrdtion was then used to cross-compare the
results of these strategies between the courses.

Specifically, analysis included the actions of trepmemos, developing and refining
codes, identifying patterns through creating tables identifying themes from the codes and
patterns. A memo was created for each interviewiticluded a brief overview and the
researcher’s initial reactions. Each memo wastedeaithin five days of the interview.

After interview transcripts were provided by thartscriptionist | listened to each interview
again and read through each participant’s transtwipe. As | read through the transcript a
third time | hand-coded each interview. An expeethodologist verified my coding scheme
by coding the first transcript and by looking at pniginal codes and making suggestions.

Transcript codes were then entered into NVivo Xoasoe (QSR International, 2013).
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NVivo 10 is software for qualitative researcherattbénables data (e.g., transcripts, surveys,
documents) to be imported for ease of coding amdirig patterns between data sources.
Transcripts and open-ended survey data were ingpartd quotes that represented codes
were highlighted and clustered into themes. THievaoe allowed for ease in downloading
final quotes for each theme.

Once the first three interviews were coded crassparison of codes and quotes
were repeated with each new interview. Open-esdecey question responses were also
coded and results recorded in tables. These aoeesalso cross-compared with interview
codes, adding more data and verification to thengpslcheme. Data tables were also created
for each case that consisted of interview questismyey data and research question
responses by each participant/respondent in oodignd patterns across the data. The data
tables proved useful to refine and verify codesefach research question. Codes were then
clustered to create themes. Quotes representaiigteeame were copied from the transcripts
and compiled into separate documents by themeuftrdr review. This review included
looking for evidence of a perspective change uaipgocedure developed by Kember
(2010). Kember analyzed participant quotes fonpse reflection. The expert validated my
choice of themes and reviewed quotes to verify emeflection.

Quantitative analysisFor the survey questions that pertain to this stescriptive
statistics such as frequencies, averages, meanms@ahes were extracted from the Survey
Monkey question analysi$hese data were also entered into the data talilleshe
gualitative data in order to see patterns acrdstatd sources and to triangulate the

gualitative data.
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Trustworthiness and Rigor

One aspect that is not sufficiently covered in @Gedbs case study definition (shared
in the methodology section) is the use of both itatale and quantitative data in case
studies. Any and all types of data that help tdslight on the case and its propositions or
issues are encouraged (Yin, 2014). Multiple-saufedata are encouraged, such as direct
observations, interviews, focus groups, archivabrds, documents, discussion boards,
surveys, and physical artifacts. According to ¥2014) case study researchers should be
familiar with qualitative and quantitative techneguand be familiar with data collection from
a variety of sources. The purpose is to triangubatestablish converging lines of evidence
to make your findings as robust as possible (Y01,4.

In my study | chose to: (1) conduct interviews wdésign team members and
participants from both courses; (2) conduct surweiyls all employees who had completed
the course that were not part of the pilot; and¢8)ew secondary artifacts such as course
materials and evaluations. Use of all of thesa datirces gave me more confidence about
my analysis than one data source. The use of @sgalsuch as NVivo helped to keep the
interview transcripts, researcher memos, and atsifarganized.

A number of researchers (Hodkinson & Hodkinson,120@erriam, 1995) have
identified the limitations of case study reseatddt affect trustworthiness and goodness.
These limitations include:

e A plethora of data that cannot be easily analyzed.
e A high investment of time and resources to contluetresearch.
e Quality issues that relate to the experience asigl of the researcher and his/her

ability to be objective.
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e |ssues of generalizability because cases may r@prédse unique or only one or a few
phenomenon.

e Complex interrelationships are often difficult present and report in meaningful
ways.

e Conclusions that are easily dismissed by thosetdgnee with the nature of
gualitative data.

A majority of the limitations are concerned abaustworthiness (reliability) and
goodness (validity). The high volume of data dmelhiuman resources in time and effort are
believed to compromise reliability or trustworth@#ise The reasoning is that researchers often
have to make decisions about what they are goiagabyze. In the defense of case study
methodology and this research, methodologistslas that bounding the study is important
to reducing the volume issue. It helps to aligesiions, propositions and the conceptual
framework with the data. This study was bounchime¢ ways to improve trustworthiness.
First, the two cases were a part of a program wini organization | was familiar with.
Second, data sources included interviews and &gy data sources instead of
observations. Third, by confining analysis to tlhegmse and objectives of this study helped
to bound the study.

The issue ofjuality as it relates to the experience and insighie researcher and
his/her ability to be objective, is an issue inmpitative research as well as in qualitative
research (Hodkinson & Hodkinson, 2001). Reseascimelboth methodologies are “tools”
because of their ability to connect the dots betwtbe data, the propositions, and theories
based on their own intelligent interpretation. sTimpacts the quality of the analysis and

conclusions. In qualitative methods, colleagueaesi and member checks are important to



64

maintaining a high standard of quality. In thisearch, quotes were used in the findings, as
compared to a more subjective compilation of therinews such as within a narrative.
Member checks were conducted with a design teambaefrom both courses. They
reviewed course descriptions for this research.

Triangulation occurs with data, investigators, tiesy and even methodologies
(Feagin, Orum, & Sjoberg, 1991). Four types @rtgulation were identified by Denzin
(1984); methodological triangulation; data sour@ngulation (data remains same);
investigator triangulation; and theory triangulatiaMethodological triangulation was
accomplished by using methods of data collectisguraey instrument; interviews; and
secondary source artifacts. Collecting survey tlataugh quantitative and qualitative
guestions also served as methodological trianguiatData source triangulation was
accomplished by interviewing participants and deseam members and comparing their
data. An audit trail of the themes, intervieweed aurvey responses is included in
Appendix C. The audit trail was a representatibthe qualitative data by methods and by
data sources (methodological and data triangulatibnwvestigator triangulation was
accomplished through using an expert methodolégisbde the first interview and to review
the themes. Also, a departmental faculty membeeweed the themes and quotes that
supported the themes to validate my analysis. rAlfiemes were determined and the cases

cross-analyzed, theory was applied.

Researcher Role/Personal Motivation
| have worked for the Cooperative Extension 4-H tdDevelopment program for 25

years. In 2007, a select group of staff from ti{teea, Minnesota and Wisconsin) state 4-H
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programs were charged with convening a tri-stateting of 4-H staff to address strategies
to increase youth participation in 4-H programsvak a member of this select group who
organized the tri-state meeting and identifiedrparthip development, retention, and
recruitment tactics as the primary strategies ¢toeiase youth participation in 4-H programs
(Levings et al., 2007). One of the priority straés was to create tools and training for the
purpose of helping staff achieve success with pastrip development. | later became a
member of a five-person team who developed a nessksssment, and consequently a toolkit
and online course designed to assist staff in dguad partnerships to reach organizational
growth goals. Program leaders of lowa and Minreeaathorized time and resources for
course development and professional developmeme. rdsult was a 10 week online course
that all 4-H state-paid staff members in both ef skates were required to attend. Other
state 4-H programs were later invited to parti@patd currently more than eight states have
had one or more staff complete the course.

While developing the course, it became clear therhtyers of our development team
struggled with some of the learning concepts. i€peants were also challenged by similar
concepts. Questions that arose are the onestlfiddrand am seeking to understand in this
research.

| began this research having multiple roles. Vedras a researcher investigating two
courses. | was a design team member of the GrbmP&rtnership Course. | was also a
supervisor of some of the staff who participatethm partnership course and the facilitation
course during the time that | interviewed thenmtérviewed two partnership course
participants that | supervised at the time of titerview. | did not interview any facilitation

course participants that | supervised.
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According to several researchers (Breen, 2007; Bo&nTolhurst, 2002; DelLyser,
2001; Hewitt-Taylor, 2002; Smyth & Holian, 2008)etinsider-researcher role (being a
complete member of the group you are studying)ad@antages and disadvantages. Itis
critical that the researcher understand and méigaly issues affecting research
trustworthiness or validity. Because of my instdesearcher role, | had to: (a) be aware of
the issues that could cloud my objectivity; andgb) into place procedures to improve the
validity of the research collection and analysifiese procedures included making sure that
when | interviewed participants | revealed my rol¢he organization and that their
confidences would be maintained and their candardvbe strictly confidential and would
not affect our working relationship now or in theure. | also used epoche as a method
before the interviews and the data analysis saldc@duce existing past understandings of
staff roles and responsibilities, as well as myarathnding of the courses. Epoche is
defined as a process “of setting aside your owjuggenents, bias and preconceived
notions” (Moustakas, 1994, p. 85). This procestunhed finding a quiet place to focus on
the research participant, research topic, and fietds, reviewing my own thoughts
regarding them, and setting aside any bias or psved ideas to see them anew.
According to Moustakas (1994) this reflection artf-dialog can assist the researcher in

becoming open enough to accept new truths as dised\by others’ dialog and artifacts.
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CHAPTER 4. FINDINGS

Introduction
This mixed method multi-case study explored leaynimough analyzing two long-
term professional development (PD) courses withen@ooperative Extension System
(CES). Learning is explored through the lens afsformational learning (TL) theory. The
research objectives were:
e Describe and compare perspective change in twegsanal development courses
designed to make organizational change; and
e Describe and compare learning supports that fpsiespective change in two

professional development courses designed to n@emizational change.

Summary of Methods/Analysis

This research was conducted using a four-phasegsdbat included: (1) developing
instruments and piloting those instruments; (23elsinating a survey instrument; (3)
conducting interviews; and (4) analyzing all dadarses. The researcher analyzed
guantitative survey questions, coded interviews @eh-ended survey questions, and cross-
compared findings to identify major themes. Quatitie survey questions included a set of
guestions designed to measure whether a perspetivege had occurred, the level of
change with facilitation and partnership developtnas well as what supports contributed to
the change. The nature of the two open-ended gunwestions was to inquire about
challenges with the course content and what cartgtbto any success respondents had with
the course learning after the course was completée. nature of the interview questions

was to better understand what contributed to amyperspectives and thus transformation
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by inquiring about assumptions and challenges coirgg the course content and the
learning supports provided by the organization teefduring and after the course was

finished.

Demographics

This section provides descriptive information abihet study participants. The
demographic information was used to choose intemgs. The information from the survey
instrument was also helpful to understand the figdifrom research questions one and two.
The sample populatiomd) for this study was comprised of the facilitatimourse (38) and
partnership course participants (41) who complétectourse surveys plus the course design
team members (9) who were interviewed (Table 40gmographic information collected
from participants in both courses for this studyiudled position title, the state where they
were employed, and years of Extension service €r4ldl). Demographic information was
gleaned either from survey questions or seconddifg@s provided by design team

members during interviews.

Table 4.1. Response rate

Participants Design Team Members
Facilitation Partnership Facilitation Partnership
Population (N) 65 109 6 5
Survey Respondentsf 38 (58.5%) 41 (37.6%} NA NA
Interviewees 10 6 5 4

& Percent interviewed of survey participant surspondents.
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Table 4.2. Demographics for facilitation and parship course respondents

Facilitation course Partnership course
Place of work 100% (38) lowa 50% (19) lowa
Fn=38, Pn=38" 34% (13) Minnesota

16% ( 6) other states
(2IL, 2 NE, 1 MI, 1 OH)

Position
F n=34, Pn=38
County staff 32% (11) 50% (19)
Field specialists / 24% ( 8) 16% ( 6)
educators 322&’ Elg 122?5 g;
. . 0 0
Rigls);;atlotr:lérectors/ 6% ( 2) 3% ( 1)
State specialists /
educators
Other
Years of service 12 Average 10.5 Average
F n=33, Pn=38 7 Median 8 Median
2 or 3 Mode 8 Mode

# Number of survey respondents for each questienfe€ilitation course, P = partnership course

This information identifies differences and similigs between the facilitation and
partnership course participants. The facilitatonrse participants were entirely from lowa,
whereas the partnership course participants cammaply from two states, although other
Midwestern states were represented. One-halfeopéntnership course participants were
county coordinators/educators and the rest werallggiivided among the following three
positions: field youth educators, state youth progeducators, or regional Extension
educators. A noticeable difference between thesssuwas that there were fewer state
specialists participants in the facilitation coutisen in the partnership course. There were
negligible differences in years of experience betwtne facilitation and partnership course

respondents, except that more facilitation couespandents were relatively new to
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Extension. This information was beneficial in stileg interviewees, and in understanding

the facilitation and partnership course differencased on the three data sources.

Case Descriptions
A description of each case (i.e., course) is inetloh this chapter. This description is
based upon the interviews with the facilitation rsguand partnership course design team

members and review of secondary artifacts (i.erjadum and reports).

Facilitation course
In 2011, the lowa State University Extension andr€ach Professional Development
Committee identified facilitation skills as a prefgonal development need based on staff
assessment, review of organization core competgrane strategic direction documentation.
A sub-group of the committee (all of them Extenseomployees) adopted, modified and
offered theStrengthening Your Facilitation Skikk®urse, developed by the University of
Maine (Haskell, Cyr, & McPhail, 2007) to county-gaind state-paid Extension employees
at four locations across the state.
The goals of the course were to assist staff to:
e develop skills in and practice in the art of fdatiion/being facilitative;
e Dbuild confidence in facilitating groups; and
e improve group decision-making by reducing conflict.
It was expected that participants would challernggr tthinking regarding the use of
facilitation skills in their work, and gain praaictools for leading groups through the
decision-making process. The skills could be wsid client groups and within Extension.

In addition the skills could translate to persofptyson relationship building. The course
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content as described by a design team member supes&ne interviews and artifact
information.

The course helped participants develop facilitatsalls, so everything from
setting up a room: room design, herringbone desligishaped, things like
that, to using some of the tools for facilitatioBut really what we placed the
most focus on were the facilitator practices ofgiasis and intervention of
negative group behaviors - so how to manage groemiper’s participation,
how to encourage positive interactions, and disagernegative interactions.
We talked a little bit about mutual learning andlateral control models. . .
We talked about clarifying circles, where partiajs approach situations
with a question and then other participants helpnthidentify assumptions
inherent in that question. So a lot of the workdeds around the facilitator
skills of how to interact with other humans better...

Table 4.3 includes information about each of therse cohorts. As defined for this
study, a cohort is a group of people who receifidlgrofessional development experience
using the course curriculum over a specified peobtime. The information includes the
approximate date the cohort experience occurredptimber of participants who attended as
a cohort, and the type of Extension employee thatamup each cohort.

Table 4.3. Facilitation cohorts by date offeredniver of participants, and type of Extension
employee participating

Cohort N Type of Extension employee participating

Cohort 1 15 Mix of county and state-paid staff from all Extesvsiprogram unifs
Fall 2011

Cohort 2 24 Regional Directors plus four campus staff.

Fall 2011

Cohort 3 10 Mix of county and state-paid staff from all Ex¢@n program units.
Spring 2012

Cohort 4 16 Mix of county and state-paid staff from one Esien program unit.
Spring 2012

& An Extension program unit is a sub-division thaivides a specific expert based education, i.erictiure,
Communities, 4-H, Families, Business.
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The four cohorts received face-to-face courseusisn over a 20-plus hour time
span. The timing of the delivery varied by cohdZohort 1 met one full day per week for
five weeks. The course was modified after the ichort to accommodate the needs of the
participants by reducing the time commitment. Aftehort 1, the other three cohorts were
conducted on-demand by a sub-set of instructoio@ 2 met three full days consecutively.

Cohort 3 and 4 met one full day a week for threekse

Partnership course
In 2007, the lowa State University Extension 4-dgvam and the University of
Minnesota Extension 4-H program identified parthgrglevelopment as a strategy to grow
and improve the 4-H program. The 4-H Directors selécted staff from both states
identified and supported this strategy. Based naetls assessment conducted in both states
a small committee of professionals, identified bggram administration, developed a toolkit
(Bremseth, Grant, Levings, Hartung, Harris, & Cagkt2010) and a 10-week online
training both calledsrow 4-H: Building Partnerships to Benefit YoutflLevings, Bremseth,
Grant, Hartung, & Harris, A2010).
The goals of the course were to assist 4-H prajasts to:
e develop and practice skills in building sustaingtdetnerships;
e Dbuild confidence in establishing and maintainingpaships; and
e increase opportunities for youth to be involvedboing-term programs on a local
level.
It was expected that participants would challernggr tthinking regarding partnerships and

club growth, as well as develop practical skillsngghe tools introduced to build and
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maintain partnerships. The course content as ibescby one of the design teams members
encapsulates the other interviews and artifactrmétion.

The purpose of the course is to help provide agytod4-H) staff in a variety

of roles . . . to become equipped to build parthigrs and sustain

partnerships in their communities in a way that wdvance the 4-H youth

development program. To advance the 4-H programmdngasing the

capacity of 4-H to work with a greater number oligg people; particularly

those who have been historically underserved, arehsure that we have

greater opportunity to increase the number of cgradults in a young

person’s life. Of course, some of the other bésdike program costs and

resources are shared [between partners] . . . skbbaeme more efficient and

effective in delivering our youth development pesgr The course includes

both the toolkit and an online course.

The course was delivered to each cohort over adékyeriod using a combination
of webinars and on-line instruction (Table 4.4)real-time webinar was held during the
second week of the cohort to review basic partmelisformation and to provide logistics
for the students. A second real-time webinar welvered approximately mid-term where
content was taught and groups were engaged inwdation. The rest of the training session
was delivered online and students were expectedrtplete assignments in nine modules at
a 70% completion rate. Modules included: undertstae partnerships; know your
organization; research potential partners; plarfiteepartnership meeting; assess the
viability of the partnership; establish and mandmgepartnership; secure the resources; train
and support partners; and evaluate the partnership.

By the time of data collection for this researadwyen course sessions had been
offered and 173 4-H professionals had completeddlese from eight Midwestern states.
This research examined the last three cohort evemtdh occurred Spring 2011, Fall 2011,

and Spring 2012, representing 109 participantse ddurses were delivered to the four

cohorts through two real-time webinars and ninenalssonous learning modules. The
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course included 20-plus hours of instruction tifiagble 4.4 presents information about each

of the course cohorts. The information includesapproximate season the cohort

experience occurred, the number of participants attended, and the type of Extension

employee participating.

Table 4.4. Partnership cohorts by date offered,berrof participants, and type of Extension

employee participating

Cohort N Type of Extension Employee participating

Cohort 1 38 Mix of county- and state-paid 4-H employees.

Spring 2011 Mainly from lowa and Minnesota with some participatfrom Michigan, Indiana,
Nebraska, Missouri, Ohio, Kansas.

Cohort 2 40 Mix of county- and state-paid employees.

Fall 2011 All from lowa and Minnesota.

Cohort 3 31 Mix of county- and state-paid employees.

Spring 2012 All from lowa and Minnesota.

Course similarities and differences
Similarities in the courses included:

Both occurred over a long period of time (16 haursore of contact time either face
to face or in the case of online with assignmemitgh use of discussion boards).
Extension management in each state supported diesigntime to develop the
course and teach the cohort events.

The content of both courses was identified by mamamnt and employees as core to
the organization’s mission.

Both courses taught content that had potentiah&mge assumptions about
employees work.

Both courses were learner-centered and experieftialy incorporated group
activities, simulations, case studies and leardisgussions with peers.

Both encouraged situated learning-working on apediership or practicing
facilitation skills on the job.

The people who designed and taught the course lnaemsion colleagues.
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Differences in the courses included:

e The facilitation course was conducted entirely faezéace versus the partnership
course taught entirely online, using real-time wels, but primarily asynchronous.

e Attendance was mandatory for many of the partnprshiployees, but for the
facilitation course attendance was encouraged.

e The partnership course designers conducted a thbnoeeds assessment and
evaluations with each of the cohorts that inclufibetls groups and survey data.

e Teams were encouraged to form to complete assignrethe partnership course,
although not all participants completed them witeo colleagues, whereas
facilitation course activities were all performedgroups.

Findings: Objective 1

The first objective of this study was to describe aompare perspective change in
two professional development courses designed k@ miaganizational change. For the
purposes of this study perspective change wasetefis “...changing a pre-existing
assumption, belief, opinion or expectation throbghoming aware of a different point of
view and reflecting upon it” (Mezirow, 2000; pp8J. This objective was explored using
three data sources: survey questions, participaetviews, and design team member
interviews.

In the first section, the results of the surveyqjoms that establish whether
individuals experienced a perspective change ih botrrses and the extent of that change
are presented. In the second section called “thersegen themes are introduced that

emerged from interviews and survey results of lootlrses. These themes describe how

learning and perspective evolved in the courses.

Survey results
As a part of the survey instrument, respondentisarfacilitation coursén= 38) and

partnership cours@=41) indicated whether or not they experiencedn tiluring the course
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in which their beliefs, values, opinions or expéotes had changed. More than two-thirds of
the facilitation respondents (70.3%, 26/37) and-loalé of the partnership respondents (50%,
19/38) stated they had experienced such a chaRggpondents were then asked to what
extent the course content challenged their thinkiNgarly 90% of the facilitation course
respondents and over two-thirds of the partnershipse respondents reported that their
thinking was challenged to some or a great ex{eable 4.5).

Table 4.5. Rates and percentages for course ppantits indicating to what extent the
learning concepts or discussion from the faciltatcourse challenged their

thinking
Extent concepts challenged thinking Facilitar:i:c?scourse Partnerns:h:i%;; course
Not at all 0% (0) 8.1% (3)
Only a little 11.4% (4) 24.3% (9)
Some 65.7% (23) 62.2% (23)
A great deal 22.9% (8) 5.4% (2)

Respondents from both courses then were asketba/fap open-ended question:
“What course concepts challenged the way you sewvtiild or your work?” Nineteen
facilitation course participants responded, andctiedlenges they identified are included in

Table 4.6.

Table 4.6. Facilitation course challenges

Facilitation course Challenges

Role change from being an expert to being impartial
Calling out disruptive behaviors

Assumption testing and interpretation

Managing group decision-making

The role of power

Course concepts
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The assumptions that participants in the facibtaitourse were challenged by were
primarily attributed to course concepts. The ceurencepts that caused the most struggle
for facilitation participants were associated wittanging from their role as an expert to a
role that was impartial and bias free in helpingugprs make decisions.

Seventeen partnership course participants respdodéd question about challenges
they encountered as a result of the course (TaB)e #hese were grouped into the following
categories: course concepts; conflicts with jolat #re course format. A specific course tool
called the “The benefits and non-negotiables of’4vHs identified as the primary concept

precipitating challenges for participants.

Table 4.7. Partnership course challenges

Partnership course Challenges

The benefits and non-negotiables of 4-H

Unclear expectations of partners (e.g. brand igsues
Being conscious of both partners’ expectations.
That others fully understand what 4-H is and what i
can provide to youth (benefits).

Work imbalance between partners.

Mapping partnerships unit

Memorandum of Understanding

Sales Kit

Defining 4-H clubs among colleagues

Course concepts

Competing job assignments
Understanding how course fits with current
responsibilities

Conflict with other job responsibilities

Course format e Online format troublesome
e Length of Course
e Time to do assignments

Themes
Seven themes help to describe how perspective efarglved in the courses. These

themes are introduced with the name and definitfomach theme in Table 4.8. The themes
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Table 4.8. Themes identified in the facilitatiordgrartnership courses that characterize
learning leading to individual transformation orggective change

Theme Descriptions

Affirmation Confirmation of course teachings with existing kihedge and/or
previous experiences.

Common language Expanding and/or becoming in sync with other staffiefinitions
and meanings of course concepts.

Skill building The process of gaining awareness of, intentionatiigy/or
competence in the use of tools, processes, metkiodajedge and
content that can be readily used in personal ok\lizgs.

Role perception Perceiving work responsibilities differently or ézamining job
identity.
Confidence Gaining self-assurance or becoming more comfortatilethe

course concepts or their job role.

Transfer Repeating a behavior — based on introduction disskind
perspective will be repeated in a new situation.

Self-awareness/identity Introspection about one’s own behavior, traitsjkimg or feelings.

are each presented by introducing a definitiorheftheme, providing a summary description
of the theme and findings, and presenting any sutha¢a and interview data. A summary of
similarities and differences between the two cosirseng all data sources are also presented,
along with quotes from interviews that support et@me.

An alpha-numeric convention was used to identifyititerview transcript or open-ended
survey guestion response supportive of each theme:
| or S for Interview or Survey (for open-ended |yrvesponses)
F or P for either Facilitation or Partnership Ceurs

d or p to designate a design team member or gaanci
a unique number selected for each interview oresuresponse

For example, IFp16 would be interview facilitatioourse participant #16 and SPpl4 is
survey partnership participant #14. An audit tedithemes and responses for both

interviewees and open-ended survey responsedisiettin Appendix C.
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Affirmation

Affirmation for this study was defined as the comiation of course teachings with
existing knowledge and/or previous experiences st\participants reported having previous
experience with the topic prior to the course. Therse confirmed their existing knowledge
and/or experiences while allowing them to enhakdisslearn new skills and knowledge,
and extend their perception of the topic. Paréinis from both courses used words or
phrases to describe the course, suclegsanded our knowledge base, “it re-grounded me,
“my previous assumptions were affirme@ysid“l re-learned a lot of things.”

As part of the survey instrument, respondents \aeked to rank their involvement
with facilitation or partnership development beftaiking the course. Approximately one
half (47.2%, 17/36) of the facilitation course resgents rated their involvement as good to
excellent before taking the course. In contrdstpat two-thirds of the partnership course
respondents (63.2%, 24/38) rated their involvenmreptartnership development as good to
excellent before the course started. Participaetviewees (IFp7, IFp10, IFpl5, IPp5, IPp7,
IPp9, IPp10) shared that the course teachingsrcoedi their existing knowledge and/or
previous experiences they had with the course tegctParticipants who had been
employed longer with Extension were more likelystate they had existing knowledge and
experiences about the topics. Although these staffibers had previous knowledge and
experiences, most shared they learned new skitl&kaowledge and they were positive
about the course. The interviews also revealedfdicditation course interviewees had a
narrower view of the course content before the s®started than partnership course

interviewees. More of the partnership course inésvees shared that they understood what
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was involved in partnership development beforecth@se, using terms suchras
groundingbased on previous professional development.

IFp10: “ felt like | had a pretty good base, and during ttourse | had a
blast. |learned a lot of things that kind ofviell with things that | had
already learned. 1 kind of re-learned a lot ofrtgs that | should have
remembered, that the course re-emphasized to me.”

IFp15: “l won’t say there was a ton of new information feg, just based on
my longevity with Extension. As a group, | woudy that it helped us focus
and sharpen our skills in a lot of good ways.... Wexpanded our
knowledge base on how to work with facilitatiorht@iques and to work with
groups to use those kind of things, so | thinkat&tuation that it's been
positive, not only for myself but also for the ggolWe may not use anything
for several months and all of a sudden it’s likern) and we go into reaction
mode. Sometimes it's during a meeting, somethimgsaip and | revert back
to the training, thinking, okay, this is like tretenario we did in the Course,
and here’s how | need to handle this.”

IPp5: “The course was re-grounding me back into what Ileached
throughout my years within Extension. The asswonps that | am on the
right track, it's really looking at how can we hass ourselves in being real
intentional, having a much clearer, crisper voigedaapproach in growing the
4-H program.”

IPp9: “Maybe my thoughts didn’t mirror the verbiage tHa tourse used
exactly, but | was on track with a lot of that besa of the afterschool
program partnerships that we've been working onSgears now. . . . the
course reinforced a lot of my general thinking.”

IPp10 1 am not sure that my assumptions were any diftarean what |
found in the course, | think that you identify yoeeds as an organization
and you look at who in your community can meetdmeeds and then we
make connections to community partners.”

Common language

Common language was defined by participants asnekpg and/or becoming in sync
with other staff on definitions and meanings of is@uconcepts. According to Warren,
Roseberry, and Conant (1992) shared meaning imgbiestructing knowledge that is more

than acquiring similar definitions; it is about @éping ways of interacting and negotiating
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differences in beliefs and interpretations. Pgréints reported that developing a common
language and/or a shared meaning is importantderstanding course concepts as well as
making systemic changes within the organizatioacilfation course interviews reveal that
the course assisted participants in developingadar definition of facilitation and its
processes. For partnership interviewees, the e@ssisted them in developing a shared
meaning with other colleagues.

Two respondents who answered the open-ended guestionmented on the need for
a common understanding amongst staff. One shhatdhe partnership course provided a
common understanding of partnerships within theunty youth team, and another
partnership course respondent in the following guiedicated her understanding of the
importance of coming together on this definition:

SPpl6:1 was somewhat surprised at the relatively narrdefinition of 4-H
clubs and what clubs could be according to somevigbarticipants in the
class. If we have trouble getting Extension siafboard with expanded
definitions, we have an uphill battle in getting fhublic and other
stakeholders on board with where we want to takepoograms.”

The majority of interviews revealed participantsl aesign team members from both
courses had developed a common language that whs testheir learning and the
organization (IFp10, IFp13, IFp16, IPp5, IPpl0, IFG-C3, IFC4, and IPC3). Common
language for facilitation course interviewees appéa be centered on the definition and
process of facilitation. Early in the course sqmaeticipants had an inconsistent definition of
facilitation and during the course this definitioegan to change. For partnership course
participants several course tools were introdubatiprovided a new way to approach and

communicate about what it means to partner with 4FHese tools appeared not only to
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have helped staff create shared meaning that ctethetaff, but also focused their work so

that it better aligned with the organization’s nmoss

IFp16:“l wasn't exactly sure about facilitation. | jutought it meant
leading a meeting; so | assumed that | could bgllan active member of the
group as well as trying to lead the meeting. Aféking the course, | realized
you have to be outside of the group and not pgai@ in it. | also thought
that the facilitator was maybe just like the contegitchair or something like
that for the group, and that’s not the case.”

IFp10: “ guess going in | had a little bit narrower defion of facilitation as
something that was a little more structured, anklimk that true facilitation is
kind of a structured experience. | guess aftercigrse, and during the
course as it went on, it was very interesting totaneear how all the
participants that were in the class with me wetatieg this to experiences
they had in meetings, in group settings. Reallyskik set translates across to
any group setting, and in Extension we seem to lob @ collaborative group
work. So whether it's a true facilitation or justme of the concepts like how
people relate to each other and how people actwdifitly when they feel very
strongly about something, a lot of that, even'sfriot used in kind of the true
facilitation manner | think translates to a lot thie collaborative group work
that we do in Extension.”

IPp5: “So what I'm telling staff here is to take all thats out, and we need
to stay focused. | think the partnership coursg pi@vided some of that
focus. It provided some of the clarity becausedvk when some
conversations, our missions and visions, our vati@st align — we should
not partner.”

IPpl10: ‘There’s the Benefits and Non-negotiables of 4-Hittwet helped
define for us, these are the benefits; becausaildvaften think - is that okay?
| know 4-H, | believe in 4-H. How do | articulateat to other people, that
these are the benefits for you as a volunteerparas a parent getting your
young person involved, or you as a company, orrparate partner, so |

think that was very good to have that listed thbeeway it is.”

IPC3: “ 1 would say, being . . . [the course] is requiréére in Minnesota, a
couple things: we’re all walking the same walkkitag the same talk, the
dialogue is there, it's the same, the vocabulagt the're using is the same.
It's really helped us, I think, connect across&il counties.”
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Skill building

Skill building is the process of gaining awarenesand competence in the use of
tools, processes, methods, knowledge and contantdm be readily used in personal or
work lives. Most participants in both courses mégd developing and applying a number of
specific skills, tools and processes that wer@duced in the course. The process of skill
building also included becoming intentional or nfiddabout how, where and when to use
the skills through practice. Participants fromhboburses used words or phrases to describe
their learning such &4 have used the technique,” “I am more aware okixg questions,
and“l am becoming more aware and conscious of.”

Two survey questions were asked that pertain tblskiding. The first question on
both course surveys asked participants to indi€atey had participated in a specific
behavior using a skill or process that was intreduio the course (Question 10 in the
facilitation and Question 7 in the partnership syjv The most mentioned behaviors
facilitation and partnership course respondentaged in are included in Table 4.9.

The second question on both facilitation and pastmp course surveys asked
respondents if they had experienced any succebseithter facilitation or partnership
development during or after the course. Answethitoquestion revealed skill-building
activities occurred. Facilitation course respongéentified a tool, process, method or
technique they used or new knowledge they gained@asibuting to their success (20,
n=22). The partnership course respondents idedtifexv knowledge, use of processes,
methods and becoming more conscious of the pr@sessntributing to their success (10,
n=16). A follow-up question inquiring about whattobuted to no success revealed that

for partnership respondents the reason‘imagime to engage with partnergs, n=8).
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Table 4.9. Top four facilitation and partnershifllskespondents were engaged in since

participating in the course

Facilitation behaviors
n=37 Yes response

Facilitation course

Partnership behaviors Partnership
n=38 course
Yes response

Asked clarifying
guestions

Applied a participatory
process

100% (36/36)

95% (35/37)

Encouraged positive
behaviors in a group
setting

Arranged the physical
space to support the
meeting purpose

94% (34/36)

92% (34/37)

Shared the benefits of partnering 87% (33/38)
with 4-H

Became more clear about 4-H
policies and non-negotiables
with potential partners before
entering into a partnership
Advocated using the 4-H and
Extension brand with a new
program

Assessed how a potential partner 66% (25/38)
aligned with 4-H goals and

policies before entering into a

70% (26/37)

68% (26/38)

partnership

SFp20 listed a set of skills she had used durifagiéitation event describing the
kinds of knowledge and skills imparted during thstiuctional part of the course:

SFp20: Establishing ground rules together [a ‘working agreent’],
humility and creating a safe environment for shgrinot judging, staying
neutral. Listening and encouraging all to partiaigs through questions.
Linking ideas and praising, Paraphrasing, clarifgirand summarizing.
Keeping on track/on time.”

The facilitation interviewees and open-ended qoasiurvey respondents describe
skill-building as becoming aware of new tools, gsom practicing techniques, or becoming
aware of and deliberate about the group procehs. specific skills identified in the
interviews included the technique of asking goodsfions, arranging the room, and using a
participatory process. For the partnership courtsrviewees, skill-building was described as
not only learning skills, but also making bettecid®ns about how to use organizational
resources. The specific skills included the use lbénefit and non-negotiable tool, and the

partnership process step tool. All facilitatiordgartnership course interviewees
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acknowledged they had built skills as a resulthefc¢ourse, except one partnership course
interviewee:

IFp9: “From the class | was made aware of the variousstaghilable for
facilitation. 1too often use one approach to féation. From the class | was
made aware of 4-5 different tools to use and houswthem in a
combination.”

IFp16: “l have used the technique of acknowledging evesybad allowing
them to pass and giving them ample time to thirduaivhat they would like
to say. | have also used some of the techniquieaofstorming and asking
guestions to get full clarification from the groapexactly what they are
saying and what they are thinking rather than wagtidown my interpretation
of it. | make sure that they spell it out to me.”

IFp10: “Being aware and conscious of the group processlesaabe to
occasionally take a step back and analyze how tbepgis functioning and
whether intervention/assistance is needed.”

IFp8: “During the process of learning more about facititan, I've found out
about some tools that can be used, maybe a littlmdre deliberate about
your work through some scenarios with the groupe tleveloped that group
to be more effective and the leaders within thatugrcan be more effective

IFp11:“l think about who is going to be around the taldew to set up the
room, how is that going to be conducive to the eosation or the decision-
making process, how can we again either develoagemda or develop a
method so that everybody’s voice is heard withougyoff on tangents. It
really makes me think about the process from beginto end.”

IFp14:“l am more aware of asking questions, and knowhweg there is more
to an issue. | mean | knew before, but . . 4tisw can | get a little more
information for this so | can give you the bestvaas In working with groups
it is really thinking about what their expectatiom® before | get there.”

IFd3: “The organization requires this as a core compelgerice ability to
structure conversations, to manage conversatiangyanage change; and we
felt that this was a good fit, starting with justildling some of the facilitations
skills because they are extraordinarily useful vergthing that Extension
does, no matter what capacity you're serving inelBgton - whether you'’re in
leadership, whether you're in a county office, vileetyou're a field

specialist. These are all kinds of skills that edim play whenever you're
dealing with a multiplicity of individuals who attay be working with their
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own specific viewpoints and helping people to ctormnsensus and use
tools that drive that kind of consensus-based d®timaking.”

SPp8: We used from the partnership training informatibrst meeting
guide, non-negotiable tool, etc. to begin our cosaBons with a couple
organizations.”

SPpl7:The steps involved (in partnership developmenteneetty basic,
but it was knowing how to act at each step thatertads course beneficial.
Logically most people realize what needs to be dorestablish a
partnership, but may not have the tools to do wigeds to be donelhe
toolkit that we progressively made throughout therse will be beneficial to
utilize in building future partnerships and advamgicurrent partnerships.”

SPp10:The list of non-negotiables makes 4-H a more féutpartner and
can be challenging when we might be the one adkinipe partnership.”

Role perception

The definition of role perception is perceiving waoesponsibilities differently or re-
examining your job identity. Participants founétiselves rethinking their Extension job
roles in an effort to gain more clarity. In theiwn minds, participants had to renegotiate
their beliefs as they tried to reconcile what tdéyin their work compared to the
organizations and community’s expectations.

There were no survey questions that addressethéimse, although interviewee data
provided rich information about how the coursepidlto change perspectives of course
participants about their job roles. In some caseployees had to renegotiate their beliefs
about their jobs. Interviewees from the facilbaticourse (IFp12, IFp15) and from the
partnership course (IPp5) were still negotiatingjitheliefs about their job role, after a major
reorganization that changed their jobs two yeaiw pin some cases participants were trying
to understand how course content fit with theirent job (IPp8), or they were redefining

their job based on course content (IPd9). In #eseof IFp16, she came to the course with a



87

problem of local non-profit groups expecting heb#&actively involved in all aspects of
their operations. She found that the course peaiter with the tools to help change
community partner expectations about what she ddks.course reinforced her assumption
about what her role is with Extension. These in&vees remarked that perceptions about
their job roles had changed as a result of theseouFpll, IFp12, IFpl13, IFpl6, IPp5, IPp6,
IPp8, IPp9, IPp1l0:

IFp16:“l have the assumption (now) that Extension empsyeally are
intended to be facilitators.”

IFp12:“l think one of the biggest changes is as we takeo& at our change
of roles. [In our past role] as county directorsewere thought of as problem
solvers. | think that in our new regional directaie we are asked to be
problem finders, and look for opportunities to gead, and help staff,
Extension councils, or even ourselves, and theahgad and solve the
problem.”

“When | came to Extension | thought | was goingpécan educator... and in
‘09 we were dismissed. That restructure had ararhpn us. The course
provided us another avenue to be in front of a grand to be a teacher and
educator for a different client.... | long to find rm@pportunities to use some
of those skills.”

IFp8: “I guess (now) | have an innate problem with theeexmodel. | think .
.. too often . . . experts, in whatever the digogis, like to come out and
spew out what they have to say and then go backheir world and go on
with what they were doing. So I think this Couras helped me to step back
a little bit and try not to be an expert all theng, but rather a resource. So |
ideally want to be able to have the informatiomand, have the group
working toward something, provide them pertinefdrimation depending on
the topic, and help them to develop that knowldzigeed on their local
information and a resource that | can supply tgphlove the group
forward.”

IPd5:“Part of my struggle as a regional specialist iftht is really going to
be hard to identify with a community. When | waa county position many
years ago, | knew the communities extremely welltha (role) of that power
base of movers and shakers and partnering. Saygbmough the Course, |
shifted my thought, that | may not be doing a fqtartnering. That it may
actually be more . . . the staff that | am suppaytin that | am needing to



88

coach them and remind them what we learned in éneership training
together.”

IPp8:“I don’t know if I'll really use (the sales kit) tomuch; but it made me
think as | worked with staff of what do they neetidve. So | had a few
examples of my own even though | don’t deal wittngas directly at this
time in my work | do. It is helping the others andking sure that | think that
they have the proper things in it.

IPp9: “ | have found that a lot of other youth-servingemgies have a vague
notion on how to go about it (partnership developtheobut they don’t have
the tools or the knowledge to be as concise aradgtit forward about setting
and establishing partnerships. So the course Hagvad me some resources
to bring to the table to share with other commuagityups. It's been good,
which reinforces my skill, so that’s all been auie®sf the taking the course.”

Confidence

The definition of this theme is gaining self-assuw@or becoming more comfortable
with the course concepts or their role. Participavere able to realize their growth in
confidence as a result of the course. This confidevas in the areas of skill performance
and the processes associated with the course(iaidacilitation and partnership
development).

As a part of the survey instrument, respondenkoth courses were asked to rate
their confidence in facilitation or developing neartnerships before the course and at the
time the survey instrument was disseminated. Retoe course, 43.2% (16/37) of
facilitation course respondents and 59.4% (22/83paanership course respondents rated
their confidence as very good to excellent. Bytthee of data collection over 90% of
facilitation (94.4%, 34/36) and partnership cou&k 4%, 32/35) respondents rated their
confidence as good to excellent.

Interviewees (IFp7, IFp8, IFp9, IFp10, IFpl12, IFp&6d IPp8) indicated that they

developed confidence or were more comfortable pg&itiorming the skills and processes of
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facilitation or partnership. It should be notedttbnly one partnership course interviewee
specifically shared they had improved confidence.

SFp15: The confidence | had made the difference (to sscasr the course
was over). | was able to overcome some initialetnce to participate from
the group, by NOT letting them off the hook. Wekeathrough the
situation.”

SFp18: 1 prepared before the meeting looking through tlagemals from the
training... and feeling comfortable with the situatioefore going into the
meeting.”

IFp7: “It just is a confidence builder, knowing that thHerethers that want to
learn the same thing. I think it's a pat on thebaf saying, ‘I am doing
some good work in this area,” and it is a mattesladiring your story with
others. It was a setting where we introduced dueseand throughout those
five weeks, we were presenting ourselves to oélemf workers.”

IFp8: “I guess it's made me a little bit more comfortabteking with groups,
recognizing some of the different types of perstesithat can come . . . or
that you may need to work with as your group busldd becomes effective.
It's helped me to also identify some leaders, voital and silent ones, that a
facilitator can lean on to help them (the leadeak)ng the way. | guess it’s
made me more willing, or provided more confidemearie to go out and
work with new groups, or provide workshopportunities that | mentioned.
That | can maybe have a strategy before going thi@more prepared and
more effective in the time that we have.”

IFp9: “We're critical of ourselves, but | really felt féitation (before the
course) was not a strength of mine. | think byriglkhe class it gave me
confidence that | didn’t have before. This is heafrazy. I'm left-handed, |
do not like to write on flip charts - and | taugdghool for six years. My
penmanship on blackboards and on flip charts isthetbest, and so | shy
away from facilitation. .... So from that class, veelone some things
electronically - put it up on the board, use an L@iDjector, use a mini
projector, use an iPad. That has helped me aiod, that came out of that
class.”

IFp9: “I feel the training has made me feel more comfortelblen working
with groups outside of Extension concerning sorffeedit community
issues.”

IFp16: “Because of my age and the age of the people thaitikd with, I'm a
considerable amount of years younger than thesplped think they respect
me more because | am more prepared and | know Whaalking about
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rather than kind of stumbling through meetings antibeing prepared. It
has definitely helped me to feel more comfortaddehing and (with)

different aspects of my job, which is from thelskilat | learned during the
training.”

IPp8&“I think my confidence has increased, because $ wait apprehensive
that people even wanted to partner with us. Theisahat we have great
programs for kids, which teach kids skills. At Begtnership Course we
learned what we can view as a strength in eachrpthieether it's financial

or just the fact that another agency has kids veeican also talk about what's

negotiable and what is not and how we can help @dlcbr. | am not scared
to go in and start talking to somebody that we dqdssibly partner with.”

Transfer/Action

The definition used for transfer is “learning tivatolves the application,
generalizability and maintenance of new knowledg skills” (Holton, Bates, & Ruona,
2000). Participants reported using skills and Kieolye in settings and in ways similar to
how they were presented in the course. Particg@om both courses were able to
generalize or transfer new knowledge and skillsew situations.

A design team member shared her thoughts whetlngcipants are conscious about
where the knowledge and skills they gained in th&se originated. A survey question
asked if respondents had experienced any succHseithier facilitation or partnership
development during or after the course. Successdandicate the extent of transfer
occurring. Almost 90% of the facilitation respont®(89.2%n=33), and more than 70% of
the partnership respondents stated they had (7h32%) experienced success. A second
guestion asked of both the facilitation and paghgr course participants: “If you
experienced success with facilitation or develo@mgartnership after taking the course,

please share what made it successful.” Twenty (2I¥22) facilitation survey respondents
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and 10 (62.5%, 10/16) partnership survey resposdargwering this question revealed that
they were actively using the knowledge and skillsythad gained from the course.

Survey responses indicated that participants wetreedy using the new knowledge
and skills in the ways they were presented andipeatin the course demonstrating the
application type of transfer. There was no infaiorafrom the survey responses that
indicated participants generalized the knowledgeskills learned to new situations after the
course ended.

SPp18!l prepared before the meeting looking through thaterials from the
training . . . | set up the meeting and had anbceaker ready to begin with, .
.. and then moved into the ground rules and wiratéader of the
organization and | had decided my role would betlfier meeting. | used
large paper to write down answers to questions $ asking, and made sure
to clarify before | wrote the answers down. Thenreweewed the answers
before moving on. The meeting didn’'t end up cotalyisuccessful as we
didn’t completely reach our goal as time constraistopped us. . . but | feel
we made real progress . .

SFp7:“l had the opportunity to use some questioning teghes that allowed
the group to reach a consensus.”

SFpl16:“Three organizations/agencies worked together totsh new
program with a great turnout. Agencies took tuleeding portions of the
program and youth learned about a variety of tople®ugh hands-on
activities.”

Interviews held with the facilitation and partndgsparticipants and design team
members revealed new knowledge and skills weraeappi the ways they were presented
(IFp7, IFp10, IFp1l, IFp12, IFp13, IFp16, IPp10p&1Pp6, IFd2, IFd4, IPd4). These
passages speak to application of knowledge anid.skil

IFp16: “I've actually used that technique of acknowledgagerybody and
allowing them to pass, but acknowledging who ewstybs and giving them
ample time to think about what they would likedg.sl've also used some of
the techniques of brainstorming and asking questtorget full clarification
from the group of exactly what they are saying ahét they are thinking
rather than writing down my interpretation of itmake sure that they spell it
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out to me, what they would like to have happendti@r thoughts or ideas
when brainstorming and what not.”

SPpl2 t was really challenged with a current partnersitiat involved a
grant. The leadership from the partnership had dexhafter the grant was
received and there were some unclear expectatindsagek of investment by
the new leadership. The Course assisted in motmgdiationship back so
that we could better understand each other anduld&clearly communicate
the non-negotiables.

IPpl10:“...when | was taking this course, at the same timas$ working on a
grant, and started to make connections with thetemagrdener folks on
campus. So | used that process that we were rggaidi go through as what |
was supposed to be doing in this course, reachingdeveloping new
partnerships”

Facilitation and partnership participants IFp8,1EplFp12, and IPp10 were able to
give examples in their interviews of generalizimgl aransferring what they learned in the
course to new situations:

IFp11:“l think that has impacted my teaching skills ahdttl listen a lot
more. | don’t lecture as much, | ask a lot moresjions, try to again have
the participants give more input than | did whanitially started doing it. ”
(She had content and process reflection)

IFp12:“That facilitative approach has helped us work wataff in some of
our offices... I've learned that facilitative apprdac¢hat questioning goes
ahead and keeps things much more open and allog@eto feel like you're
not accusing them of something - you're tryinginid but for your own
information or your ability to help coach them afpthe way, and it really
does appear to be much more, less threatening.”

IPp10:“l was thinking about the county youth coordinatonginly, but also
thinking about the regional specialists, how areytlivorking with the county
staff to help them recruit volunteers?” (After th@urse was over, she wrote a
National volunteer recruitment grant and the Parstep curriculum was one
of the pieces that she wrote into it to help withporate partnerships and
volunteer recruitment and help the staff make tloamsmections).

Facilitation course respondents used words suclibeistig aware and conscious,”

“being able to recognize,&tc. A partnership design team interviewee takideolut
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witnessing the knowledge and skills after the celrad ended, but was not certain that
participants were conscious about where they |ebitmese skills.
IPd4: 1 do know there are (staff) doing things that tveans ago they were
not doing. | wonder if one of those reasons isabise they've taken the
partnership course, that maybe they don’t thinkwthbbon the conscious
level, but subconsciously they now feel like, ldgo and work with them,
and we could see about doing this, or | could btimgm as a partner because
they have this. So sometimes it's hard to gethatier or not that was a
direct reason for them to pursuing [a partnershjfjut it certainly may have

been part of that; and | hope to see more of thraheamong our staff out
there in the field.”

IFd4: “1 could really see them embodying the values aagthctices of
facilitation even in their getting prepped for ahet meeting. It wasn’t even a
meeting that they were leading, it was somethiagtthey were doing the
preplanning for..., so that was really cool to see.”

Self-awareness

The definition of this theme is introspection aboné’s own behavior, traits, thinking
or feelings. Many participants reported that dgitime course they became aware of
something about their personally or a habit theyewmaware of prior to the course. Words
or phrases reported in the interviews that wereaated with this theme includé:came to
realize,” “I was having to wrap my head around tfiid was becoming more mindful,” “I
struggled,”and”l came to recognize.”

The data for this theme are primarily based oriritexviews. As one of the
interviewees shared, feel that having my eyes opened to this realigkes me more
understanding and a better facilitator. These types of transcript passages indicated the
extent of personal reflection participants exparéehduring the course. Participants of both
courses (IFp10, IFpl11, IFC4, IFp16, IFpl4, IFp§APIPp9) indicated that they were

‘becoming’ or were more self-aware as a resulhefdourse. Self-awareness was identified
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in more facilitation interviews than partnershipucse interviewees. Facilitation course
participants questioned the validity of prior asgtions and took action to change previous
behaviors and/ or became more self-aware:

IFp16: “In [the facilitation course] | learned that someties the people who
are sitting quietly are thinking things through. may take them longer to
come up with something to say, but chances are thikgtwill say, when
given the chance — as talkers like myself tendagive the quiet people
many chances to speak if someone doesn’t stefpais more value than what
has popped into my head in just a few seconds afteare asked to think on a
topic in the group silence time. Thinking abous threalized that those
people exist in groups that | work with personadlgd in a meeting | came to
recognize them and give them the opportunity talsp@ without forcing
them to do so. | feel that having my eyes opem#ud reality made me more
understanding and better able to be a facilitator.”

IFp10:“l tend to be more mindful of the group that I'm skimg with (now),
just because I'm kind of aware of group process @mgiaging people, so | try
and be more deliberate with how I'm doing that...¥an still be an active
facilitator even if you're not talking, and that eaomething that | kind of had
to wrap my head around. | don’t have to be in cleaofjthe group process at
all times, that | have to be aware of the groupgass and be ready to take
control back if the group isn’t being productive.”

IFp11: “The instructor kept saying we [facilitators] are i&erland, and that
the facilitator needs to be neutral and to try taw out from people their
ideas and ask them questions and try not to give gersonal opinion. |
think that was probably one of my ah-ha momentsat Was going to be
really hard for me, because I'm really opinionateshd it's hard not to bring
out your personal perspective when you’re with augr that you’'ve worked
with over the years. But it’s trying to be thatiféator and trying to be that
neutral person and letting them be the owners citexer topic you're
working with.”

IFd4: “So, in relation to the Facilitation curricuim specificaly, it takes a
while for anybody, be it a person on the teachewat or a participant in the
audience, to get the facilitative participative dmratic mindset and really
embody it. The way that a lot of facilitation m&s are written by
facilitation professionals sound really touchy-feekally soft, indirect, slow
moving. | don’t know, there’s a lot of differer@sgriptors that could be used,
but it's a specific style of making sure that yowderstand what the group
needs and empowering them to get it. So, | statydim speaking from a
personal perspective and also from what | obsediathg the course, . ..
getting yourself into that facilitative mindset koa few tries. | mean, | think
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that's something that anybody is going to struggiida, when you're

facilitating and learning a strategy and diagnosiaig at the same time - that

sort of multiple levels of cognition, that middéw¢l learning that's

happening. It's complicated. So I’'m not saying i something that | can be

sure that the students were struggling with, big gomething that | as an

educator of this content struggled with, just mgksare the ideas were

getting across well.”

IFp14: “l am more aware of asking questions, and knowiagttiere is more

to an issue. | mean | knew before, but . . .nBs can | get a little more

information for this so | can give you the bestvaas In working with groups

it is really thinking about what their expectatiom® before | get there.”

IPp6:“I think (the course) gave me a perspective to loeenopen and to

really look at the big picture, so | think it haapacted my entire work. Even

just looking at volunteers, | can be more open badike, maybe this is a

good fit for them, and get that going, so | thiMerll it has been good.”
Learning and perspective change

All but one participant self-reported they acquijrelhborated upon and revised
current knowledge as a result of completing onthefcourses. Participants engaged in
acquiring instrumental knowledge, communicativewlsalge, and some engaged in learning
for emancipatory/transformational knowledge (Megird991). The survey results revealed
that 50% or more of the participants in both cosisaf-reported a perspective change. Yet,
based on review of the interviews, only 5 of 1&ipgrant interviewees changed their
perspectives (Appendix C). Perspective changedetesmined by reviewing the transcripts
for evidence of a premise reflection. Accordingvtezirow (1991, p. 108), premise
reflection involves becoming aware of why we peregthink, feel or act as we do. In this

study, perspective change appeared to be assowdteself-awareness. Participants were

reflecting about the reasons they act the way tloey
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Process of becoming transformed

In some cases self-awareness involved participgoestioning a personality trait of
their own or others. The participant had to wdrnotigh why the trait was not helpful or
could hinder them in performing the skill. In margses participants were in the act of
becoming transformed through struggling with a emand often justifying their
perspective and testing it in light of their colieas ideas and perspectives. The process of
becoming is identified in the theme passagé'shasprocess of becoming.The following
passage is an example of a participant engagingnfiict with her own ideas about the list
of non-negotiables and how dialog opened discusamahother ideas about the challenge.
This act of becoming is a process wherein a ppgitdi was between rejecting the new
concept or notion about one’s trait and transfograne’s perspective. In this course she did
not transform, but is still in process of becoming:

IPp9:“The list of non-negotiables - the way it came a3 the learning is

like I'm going to be an 80% partner here, and weldang it my way or I'm

taking my toys and going home... | think some peaglag the course at the

same time that | did had never really thought abdoaking at, oh, gee, | do

need this, | do need that. So actually puttingnippaper in a list was a good

thing and eye opener, shall we say; but amongstoupterparts in my 4-H

region, when we met and we just happened to bmgg#bout this, | know

within my group, we discussed like - whoa, we gdiet careful about how we

ask for this. It depends on who'’s initiating “thek” of the partnership. So |

guess it was a consensus on, yeah, we have tcalde bp about how we ask

for all these needs to be met. | tend to be'sifirt my head, it's out my

mouth; so | would just say my thoughts to the gribap way, where | guess

not everyone is so vocal and maybe had to thioket and would naturally

be a softer sell.”

Findings: Objective 2

The second objective of this study was to desaiimecompare learning supports that

foster perspective change in two professional agraent courses. For the purposes of this
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study, learning supports were defined as matepatxesses and people that are available to
learners before, during and after the professidaselopment experience to maximize
outcomes for the individual and the organizatidinis objective was explored using three

data sources: survey questions, participant irgarsj and design team member interviews.

Survey responses

A series of fivequestions was asked to identify staff who experdre change in
values, beliefs, opinions or expectations, andifipetipport (people, course assignment, or
other) that helped influence the change. The dinst primary question asked survey
respondents to answer whether or not they expesieadime during the course in which
their values, beliefs, opinions or expectations tt@@hged. More than two-thirds (70.3%;
26/37) of the facilitation course respondents amekloalf(50%; 19/38) of the partnership
course respondents stated they had experiencezhgeh

The second question asked if a person influencedtiange. More than one-half of
the facilitation course participants (55.6%, 20/863wered that it was a person who
influenced the change and only 5.4 % (2/37) ofgaenership course participarssswered
that a person influenced the change. A follow-upsgion asked respondents to choose from
a list of types of people assistance or suppoey #ttributed to the change. The results are
presented in Figure 4-1. One-half or more of twlitation respondents attributed instructor
support, their own motivation or an instructor ¢badje as influencing the change. In
contrast, only two partnership course participaaid the change was attributed to people,

with only one specific response (colleague support)
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70.0% (14) / 0.0% (0)
60.0% (12) / 0.0% (0)
50.0% (10) / 0.0% (0)
40.0% (8) / 50.0% (1)
15.0% (3) / 0.0% (0)
5.0% (1) / 0.0% (0)

0.0% (0) / 50.0% (1)

0 5 10 15 20
O Facilitation O Partnerships

Figure 4.1. Supports attributed to a person inftirggna change in belief, value,
opinion or expectation as a result of participaiio the facilitation or
partnership course

The third question asked if a course assignmehtanted the change. More than
40% of the facilitation respondents (15/35) andadtr80% (29/37) of the partnership
respondents stated change stemmed from a courgarasst. A follow-up question asked
respondents to identify the course assignmentsatigiputed to any change in belief, value,
opinion or expectation they had as a result otthase (Figure 4.2). The primary course
assignment support for both courses was persoftettien, followed by course
assignments/activities. The third most importamirse assignment support for the
facilitation course was verbally discussing conseaand, for the partnership course, it was

course projects.
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Personal reflection [ ' ] 68.8% (11) 1 55.2% (16)
Course activities/assignments - : ] 62.5% (10) / 48.3% (14)
Course projects o | 25.0% (4) / 41.4% (12)
Verbally discussing your concerns i_, ' 62.5% (10) / 10.3% (3)
Reading/responding to colleague’s posts = | 6.3% (1)1 37.9% (11)
Assigned readings _E 25.0% (4) / 17.2% (5)
Deep, concentrated thought -:——J 31.3% (5) / 10.3% (3)
Non-traditional nature of course _F 25.0% (4) / 6.9% (2)
Other -b 6.3% (1) / 13.8% (4)
0 5 1|0 1I5 20

O Facilitation O Partnerships

Figure 4.2. Supports attributed to a course assgmimfluencing a change in
belief, value, opinion or expectation as a restfiasticipation in the
facilitation or partnership course

The fourth question asked if something else infagehchange. One quarter of the
facilitation respondents (25%, 9/36) and almost thany (22.2%, 8/36) of the partnership
respondents indicated something else influencedgehaA follow-up open-ended question
asked, “What was it?” Most of the facilitation reslents and all of the partnership
respondents’ answers were consistent with therfgslin question two and three, that people
or a course assignment influenced their changeliefs. Two different answers identified
by the facilitation respondents were tl@portunity for practice,”and“your own attitude
or perception that something needed to change.”

The fifth question was asked to help verify questibnvo and three and to provide
detail. The question specifically asked, “Which of the daling assisted you in learning

and/or applying the course content (learning isn@ef as change in knowledge, attitudes and
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behavior).” Respondents could check all that &gpliable 4.10 displays the learning
supports identified by facilitation and partnersfegpondents.

Both “self-motivation” and“the belief that the content is part of their jobg/ere
identified as the top two supports provided in baghrses by the facilitation and partnership
respondents. Training, instructor support and paeouragement were three additional
supports mentioned by facilitation respondentsitiieaship respondents also singled out
“belief that the activity increases youth opporti@sif’ and“belief in organizational goals,”
as strong supports. Fewer partnership respondensfied people

Table 4.10. Learning supports identified by facilitation andtparship course participants,
arranged by total combined responses and rankezhfidr course

Learning Support Facilitation course .., Partnership course .

(n=34) (n=38)
Self-Motivation 82.4% (28) 1 47.4% (18) 2
Belief the activity is part of the job 82.4% (28) 2 44.7% (17) 3
Training 82.4% (28) 3 39.5% (15) 4
Peer encouragement 55.8% (20) 5 36.8% (14) 5
Belief in organization goals 44.1% (15) 6 74.(17) 3
Colleagues taking Course together 32.4% (14) 8 39.5% (15) 4
Instructor encouragement 58.8% (20) 4 13.2% (5) 9
Time to engage in new skills 44.1% (15) 6 15@Y0 8
Skill in relationship building 44.1% (15) 6 8%6 (6) 8
Pressure 17.6% (6) 9 32.4% (13) 6
Supervisor Encouragement 35.3% (12) 7 10.5% (4) 10
Role Models 32.4% (11) 8 13.2% (5) 9
Office staff encouragement 11.8% (8) 10 10.5% (4) 01
Other 2.6% (1) 11
Belief actjyity increases youth Did not ask 52.6% (20) 1
opportunities
Belief in Partner’s goal Did not ask 18.4% (7) 7

NOTE: Respondents could select as many suppodpied.
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supports (other than themselves) - office stafbesuisors, and instructors- than did
Facilitation respondents.
Interview findings

To further explore the learning supports objectiM@facilitation and 6 partnership
course participants were asked a specific questout the assistance they received through
course challenges or changes in assumptions. diti@ad 5 facilitation and 4 partnership
course design team members were asked about therssipourse participants received from
their supervisors and from design team membergéeforing, and after the course. Each
interviewee transcript was reviewed in its entiretylearning support data as well.

Three categories of supports emerged: (1) peapleufriculum materials, and (3)
instructional methods. People support denotesalparson provided some type of
emotional, psychological or educational assistao@urse participants. Curriculum
materials denote tangible materials such as syltahdings or activities that assisted with the
development of curriculum. Instructional methods those activities the instructor provided
to participants to assist with their learning.

Categories and methods of supports were identfiretiorganized into supports
provided during a specific time period: (1) befd®), during, and (3) after the professional
development experience. “Before” refers to a tpeaod before the course started or the
formal period of instruction begins. “During” regeto the time period when the course was
in session or the formal period of instruction. fteX” refers to the time period after the
course or formal period of instruction, in thise&sto 6 months after the course ended and

the survey was administered.
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This section is divided into two main sub-sectibased on who was interviewed
(participants and design team members) and fudiveted based on when the learning
supports were provided (before, during and afterekperience). Each sub-section is
introduced by presenting the findings and intervepwtes. Additional information includes
differences and similarities between facilitatiordgartnership course interviews and quotes

that support the finding. The findings from pagant interviews are presented first.

Participant interviews
The learning supports provided to course partidgpatentified by interviewees are

divided into categories and included in Table 4.11.

Table 4.11. Supports identified by course participgrovided before, during, and after the

courses
Supports before Supports during Supports after
People: People: None
e Supervisor/colleague e Peer support (F&P)
encouragement (F&P) e Own motivation (F&P)
e Own motivation or beliefs (F) e Instructor support (F&P)
e Supervisor encouragement (F& P)
e Curriculum materials:
e Readings before the course. (F) e Instructional Methods:
e Design team mak.ing.class specific e (Learner-centered approaches)
for the group taking it (F) e Time for discussion/reflection (F)
e Activities out of comfort zone (F)
e Role plays (F)
e Practice time (F)

KEY: F= Facilitation course; P=Partnership course.
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Summary of course supports

Supports before the courses

Most interviewees from both courses did not reaalipport provided to them before
the course started. If a support was identificfdteethe course they identified people or a
curriculum development support. The people supihert identified was either their
supervisor or another colleague provided encouragéto attend. The curriculum
development support identified was either a pres®ueading or modification of the course
for their cohort’s specific needs by the desigmtedne facilitation course participant
identified that it was her own belief that facititan skills was part of her job that motivated
her to take the course (own motivation). Thislition course interviewee identified the
lack of supervisor support:

IFp10: “Honestly, as far as my supervisors — | am not esuea that they

really grasped what the topic was. | think theyewgenerally aware that it

was some sort of continuing education and theydiaeh me kind of free

reign to do that as | saw fit. So as far as thalitation role in general, |

don’t know that they were specifically supportivainsupportive. My co-
workers were aware and started to ask me more afpautp process.”

Supports during the courses

During the course the two support categories thegrged were people and
instructional methods. The support category oficulum was not mentioned. The themes
that surfaced under the people category were mierdgue support, own motivation,
instructor support and supervisor encouragement.

Peer support emerged as the most dominant thedes thre people support category

with both facilitation course and partnership ceurgerviewees. Peer support was defined
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as colleagues listening to/discussing their paditgew and practicing together in an
atmosphere of trust. For facilitation course mi@wvees (IFp7, IFp8, IFp10, IFpll, IFpl2,
IFp17), listening to/discussing implied a sens&wdt amongst each other summarized in
IFp1l’'s response below. Practicing together waatifled by facilitation course participants
as peer support (IFp7, IFp10, IFp12). Partnersbipse participants (IPp5, IPp6, IPp8,
IPp9,IPp10) also shared that belonging to team®kdagues taking the course together was
helpful in listening to/discussing points of viewdain sharing in the work load of the course.
These participants were engaged in completingdbmgaments together and discussing
points of clarification or struggles they had wiitle course content:

IFp11: “As a group (the course participants) kind of jeleed if we had
guestions we all felt comfortable in asking peoplée did a lot of processing
during the course, and so we all got a pretty gtesd for each other and
what we are going to be doing in the future whethide committees,
families, changes in generations, estate planning.

IFp12“We practice(d) some of the things that we werkealsto do, whether it
was how to divide up groups, whether it was whah&i the facilitation
should look like, and that ability to do some dittim a safe haven of your
peers.”

IPp9:“...the counterparts in my region met and we justgeed to start
talking about one of the course concepts and tdddspow our group we
discussed like —whoa, we have got to be caréfolishow we ask partners
for this. So I guess it was a consensus that we t@abe careful about how
we share this tool with our partners.”

Our group- “We were pretty much a learning commynite were going
through the course together, sharing our homewsoknetimes we divided it
out amongst each other, providing feedback to edlear, trying to come up
with specific partners.

IPp10:"We partnered up during that course, so we woulkl ablout how to
work together and then how to make this work wattirgerships that we were
developing and that we were already in the procésieveloping. It was
handy because | don’t believe that | made any cotores with any other staff
that were taking the Course at the same time exbepiigh the discussion
board.”
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Instructor support, own motivation and superviswairagementvere minor support
methods identified under the category of “peoplgpsut.” In this subset, instructor support
was a stronger support as it was mentioned by mtgevziewees. Note it was only
recognized by facilitation course interviewees {@Fi-p8, IFp15). Instructor support was
identified by having trust in the actions of thetiictors, appreciating the time the
instructor-colleagues provided for the organizatenmd viewing the instructors as role
models.

Under the instructional methods category, the teamer-centered activities
summarize the findings. Learner-centered actwigentified were time for discussion and
reflection, activities that push staff out of theamfort zone, role plays and having practice
time. Facilitation interviewees (IFp7, IFp10, IFp1Ep12, IFp17) specifically identified this
type of support. No specific instructional metiveas identified as support by the
Partnership participant interviewees when askedisgally what supports helped during the

period of time when the course was in session.

Supports after the courses

No support was identified by course participantimiewees as assisting learning
after the course. The lack of follow-up supporswaentioned by interviewees. Some
interviewees elaborated and shared that they hpedior refresher courses or more courses

to get new colleagues up-to-speed.

Design team members interviews
To explore this learning support objective, 5 figailon and 4 partnership design

team members were asked about the supports caantsggants received from design team
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members and others before, during and after theseourhemes that emerged are included

in Table 4.12.

Supports before the courses

Coaching was identified by the partnership couesaghers as a support they
provided. Coaching served to help participantsugh technology issues with the online
environment requested by many of the course ppatits.

The support other people provided to course pp#its identified by design team
members included supervisor support and coacHihgmbers of both course design teams
shared that supervisors support included immedgigpervisors and/or upper Extension
administration. This support included activitiegls as publicizing the course (sending

Table 4.12. Learning supports identified by deseam members as being provided to
course participants before, during and after these

Supports Before Supports During Supports After
People People People

e Coaching (P) e Instructor support e Coaching (F & P)
e Supervisor Support (F&P) e Focus groups (P)

Instructional Methods (F & P)

e (Learner-centered approaches)
e Time for discussion/reflection
o (F&P)
e Hands-on, small group work

e Curriculum Development (F&P) (F&P)

e Needs assessmef&P) e Activities to increase peer

e Design pilot(F&P) ::tera_ctlor\ (F&FP)

e Course preparatiofr&P) * .ract|<.:e time (F)

. e Listening (F&P)
e Design modificationgF&P) . na behavi )
e Offering pre-work(F&P) 1aghosing benaviors an

struggles (F&P)

e Creating a safe environment
(F&P)

KEY: F= Facilitation course; P=Partnership course.
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emails to all staff and verbally encouraging sotadf $o participate) and allowing internal
Extension colleagues (design team staff member® &éind resources to engage in
developing and teaching the course. It also iredfuallowing participant’s time to attend and
secure the funds for their travel.

Members of both course design teams identifiedauum development as a
learning support before the courses began. Cluritdevelopment for the facilitation
course was referred to as selecting the most apptegurriculum, modifying the
curriculum based on their experiences and thengetti each cohort, and designing course
pilots using learner-centered approaches. The eaumslifications included changing the
span of time (e.g., one day per week for 5 weeldansecutive days), changing some of
the course activities, emphasizing some concemsaters, and changing the design (e.qg.,
incorporating real life strategic planning with aofethe classes while teaching the
facilitation skills).

Curriculum development for the partnership courss veferred to as conducting a
needs assessment, developing a toolkit/curriculudnaal O-week online course, planning for
evaluation, and modifying the course for each neloct. The design team developed a
guestionnaire before course development to asseswetd for the course, to identify the
current state of partnership development, and tdgpes staff believed would help them
become successful. Course modifications incluaieling an additional real-time webinar
mid-course to facilitate camaraderie amongst staffling a respite week to the course
syllabus to allow participants to catch-up, andiinBng teams to go through the course

together. Partnership design course membersddsdified promoting the course to their
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colleagues before the course started, and coasbimg participants on how to use the
technology in an online environment:
IFC1: “The support that we provided before was, firstipta design the
pilot around the curriculum; so it was identify therriculum and figure out
what we were going to offer. We publicized thedtlghout the system and
got agreement from the leadership team that thayldvallow staff time to
participate in the workshop and even encourage tteeparticipate. During
the workshop we actually paid for the meals andrttoen and the materials.
So there was no cost, other than transportatioris;as get to the meeting.”

Supports during the courses

The “people support” design team members directhyided to participants was
difficult to separate from the instructional mete@ipport category. All of the strategies
shared under learner-centered approaches are tlaspecific instructor behaviors. For
instance, listening is not only an instructionalheg, but it is also a psychological support
for participants.

Design team members identified learner-centeredoagpes as the major support they
provided to course participants during the courBeese learner-centered approaches are
described by the design team as: hands-on, snmalpgrork; activities to increase peer
interaction; listening; diagnosing behaviors andggles; and creating a safe environment.
Facilitation course design members shared an additapproach: providing time to practice
skills to reduce intimidation; and they elaborabedthe time they allowed for self-reflection
and for peer-to-peer interactions. These leareatered approaches in the partnership
course were characterized a bit differently basethe online learning environment. These

approaches included: monitoring and interactingp\pdrticipants on the discussion boards;

providing time for peers to respond to each othgosts before interjecting; encouraging
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students to interact; redirecting on-line conveoses; providing technical assistance;

answering emails; and coaching and listening tdesttineeds.

Supports after courses
Ongoing coaching was cited as the support mosteoflesign team members
provided to participants after the course was oVdris support was initiated by course
participants and took the form of participants eatihg instructors to help them through
planning a facilitation session, working througtil@mma with a partner, or helping them to
better understand how to approach an upcomingtimh session or a new partner.
Partnership course design team members sharethéyatad followed up with
course participants through focus groups and takuation:
IFC4:“Two students have contacted me to look at their ptad see if it
makes sense and if that was going to work for thienad another one that
called me that said that she had one [a facilitatgession] that she had done
and that it had not gone the way that she wantéal itShe felt like she was
too close to the problem and had asked me to coraed fill in for the
second one that she had to do.”
Summary
Objective 2 was to describe and compare learnipgas that foster perspective
change in two professional development coursess dlfjective was explored using three
data sources: survey questions; participant irearsj and design team member interviews.
Data from this question refined an earlier learrsngports definition to include people,
instructional methods and curriculum developmentesses available to learners before,

during and after the professional development e&pee in order to maximize outcomes for

the individual and the organization.
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In summary, the findings identified similaritiesdadifferences in the supports
received by the participants of the facilitatiorucse and partnership course who shared they
had experienced a change in belief, opinion, valuexpectation as a result of the course.
Differences included that people support more \ikantributed to these changes in the
facilitation course participants and this supparne primarily from their instructors and
their own motivation. In contrast, course actistypports were twice as likely as people
supports to contribute to learning change withirtrgaship course participants.
Information from the interviews indicated the bolkthe support for learning change
occurred during the formal period of the courseertthough the design team provided
supports before the formal instructional periochagally participants did not acknowledge
it. The importance of personal reflection was admding from this study, with
participants of both courses acknowledging itsificance as a course activity support in
the surveys. In contrast participants did not idfigipersonal reflection as a key support in

the interviews.
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CHAPTER 5. IMPLICATIONS AND RECOMMENDATIONS

Summary

This study examined perspective change in two peidé@al development
experiences within the Cooperative Extension SygteBS) designed to make
organizational change. Two research objective® weveloped. The first objective was to
describe and compare perspective change in twegsmhal development courses and the
second objective was to describe and compare sigahat foster perspective change in two
professional development courses.

These objectives were addressed by conducting ysirveviewing secondary
artifacts, interviewing design team members, aberuewing select participants from two
professional development courses: the facilitatioarse and partnership course. Data
sources were used to create a description of thebwrses and to explore perspective
change, and to identify activities that supportadipipants with their perspective changes.

In this chapter, key findings from Chapter 4 armswarized and interpreted for use
within the broader professional development protesand the CES. A discussion of a
framework/model for professional development infedhiby the study findings is included.
Implications for theory, research and practicepimfessional development and
organizational change are also provided. The kairfgs for this study were:

1. Perspective change was achieved for some coursSeijpants.
2. Self- motivation is a critical learning support foarticipants.
3. Five of the seven themes, representing importamhieg processes are consistent

with the individual transformational learning phasdgentified by Mezirow (1991).
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4. A theme called “the act of becoming” was identifeettl has implications for future
professional development design.

5. Peer support and instructor support were criticdhe learning process and
perspective change process.

6. Learning was insufficiently supported before anérathe PD experience.

Discussion and Implications

The six key findings are discussed and implicatiesprovided for each:

=

Differences in determining a perspective change
This research study revealed that more than orfeshtile participants in both
courses self-reported a changed assumption oif bediee, opinion, or expectation as a
result of completing the course. This finding imsistent with other studies (Brock, 2010;
King, 1997, 2009). Nevertheless, interviews with participants revealed that only 5 out of
16 participant interviewees had a perspective ohang

A number of factors could be responsible for tHéedénce. Differences could be
attributed to the methods used to determine petispethange, course design, and/or issues
with the course duration. In this study, intervsewere analyzed for perspective change by
using a method that identifies critical reflectigdember, 2010). Not all studies use the same
methods to determine a perspective change andd¢kef consistency could indicate
differences. A more consistent way to determireeperspective change has occurred is
needed.
The course designers did not intentionally designdourses to foster perspective

change and/or the courses may not have been adisntfduration for perspective change to
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occur. This study revealed that several partidparere in the process of making a
perspective change, but the process was not cosadpldthis phenomenon, called the “act of
becoming,” is described in th& &ey finding. Perspective transformations resglfiom
professional development may need to occur oveneester or more (King, 2009). In
addition, 20 or more hours are needed for teadbarsake changes about their teaching
perspectives (Desmoine, 2009). A meta-analysexisting studies could be conducted to
determine if time is a factor in fostering perspexthange in professional development
experiences.

2. Learning supports: Motivation

Self-motivation was identified as a major learngugpport by participants. In this
study, motivation applies to prior beliefs abou ttalue of the course to the organization and
to one’s self. Unmotivated participants may nawalthemselves to acquire, elaborate on,
revise or transform their learning. Having thetade to embark on change, perceiving there
is support for the change, and self-efficacy wébard to the change are significant to
making organizational change (Desplaces, 2005).

The role of motivating experienced staff to taket paPD could be a factor in
fostering perspective change. Experienced stafeseas role models and as
coaches/mentors, supporting less experienced $afferienced staff contributed
viewpoints that assisted participants with chandimeirs, as shared by several participants.
Encouraging experienced staff to participate argihg them feel more comfortable with

their role as a peer mentor may be nurtured bynaiffig their past knowledge.
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3. Seven processes of learning were present in thédgesional development
experience

Individual perspective change was associated wihtbe 7 themes or learning
processes found in this study. The 5 themes acesailar to 5 of the 10 processes, or
phases, that individuals experience to change petisps Mezirow (1978, 1994) revealed in
his research. The five themes in this study atediwith Mezirow’s phases in parentheses:
(1) creating self-awareness (undergoing self-exatiun); (2) clarifying roles and
responsibilities (exploring options for new role@) building skills (acquiring knowledge
and skills) (4) transferring learning (practicingwrole); and (5) building confidence
(building confidence in new roles).

Two processes were found in this study that dacooespond to the Mezirow’s
transformational learning phases. These are affgmrior learning and common
language/shared meaning. Both of these processesimplications for making perspective
changes that could lead to organizational cham@geh of these are discussed as follows.

Affirming past knowledge and skills, defined as fonation of the course teaching
with existing knowledge and/previous experiencs, inglications for professional
development. Affirming past knowledge and skillasna source of comfort to participants.
This comfort was expressed by the phrademm on the right track,”and“my past
understandings were reconfirmedA large portion of participants who experienced
affirmation were experienced staff (those with g or more of CES service). No direct
pattern was found between perspective change énmation. However, these participants
were highly valued by less experienced staff invatimg peer support- sharing their

knowledge, skills and expertise with others in¢barse. Although these participants may
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not appear to be changing their own perspectiveg dppear to be instrumental in helping
others change theirs. | contend that this may $ygeaific phase or support needed when
fostering transformational learning in professioaetivities.

Common language is defined as expanding/and omiegan sync with other staff
on definitions and meanings of course conceptéinding in this study was that common
language is a highly communicative process thatiwed through acquiring similar
definitions and developing a shared meaning. Asdagxed by Clark and Brennan (1991)
and Warren, Roseberry, and Conant (1992) sharedingeenplies constructing mutual
knowledge, beliefs and assumptions between indalgduThis construction is more than
developing similar definitions; it includes chaliggng and negotiating conflicts in beliefs to
come together in reaching common goals.

The process of developing a common language/smaeatiing has important
implications in creating individual and organizatab perspective change. Developing a
common language/shared meaning as described isttlidg is much like developing a
critical community of conversation (Doll,1993; Nets& Harper, 2006) and a learning team
(Senge, 1990). A “critical community of conversatiis a conversation between
participants that exposes assumptions and whetieipants offer other individuals different
perspectives upon exposed assumptions (Nelson &dAa2006). This is a necessary pre-
requisite to changing perspectives (Mezirow, 199Mgam learning is defined as “the
process of aligning and developing the capacity tfam to create the result its members
truly desire” (Senge, 1990, p. 236). When groupsnaployees align or start to function as a
whole they begin to act as a team. Senge (198@dsthat team learning is poorly

understood. He continued that, until the phenonaeealescribed better and methods
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identified for building teams, the occurrence Wil happenstance or it will not be

distinguishable from “groupthink.” Team learnirtgrés with the process of dialog and

discussion and continues with practice (Senge, 19%Bese interrelated concepts-common

language, shared meaning, critical community ofveosation and team learning have

implications for transformational learning in pres&onal development theory and practice.
4. “The act of becoming”

A finding emerged from re-examining interview quotepresented for each theme.
Several quotes did not provide sufficient evidefweecritical reflection. Critical reflection
was used as primary evidence for a perspectivegehaklany of these individual quotes
suggested that some participants who may not hdlyeeikperienced a perspective change
after the course were still questioning assumptatsbeliefs 3 to 12 months after the course
concluded. Review of interviewee transcripts id&t a phenomenon that | called “the act
of becoming.”

In many cases participants were struggling witlh@se concept, and often justified
their perspective and tested it in light of th@league’s ideas and perspectives. This “act of
becoming” is consistent with the term “liminalitidentified by Nelson and Harper (2006),
taken from Turner (1985), to describe a periodrobeguity for learners. In both courses
some participants were caught between rejectinghth@duced concepts or notions about
themselves and transforming their perspective.

“It is engagement in the liminal state that credesconditions and potential for deep
understanding and enables transformative learmmgdtur’ (Nelson & Harper, 2006, p. 13).
The conditions were catalyzed by a challenge (a.gew idea, etc.) that made the participant

feel challenged, unclear, confused, or frustratedescription of the liminal state. This
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challenge or content dilemma can be equated tiieatievent or a disorienting dilemma
that Mezirow (1991) and Cranton (2006) statedtrsgger for critical reflection to occur.

An important factor in progressing participantotigh the liminal state according to
(Nelson & Harper (2006) is time. Time is neededitdog with others so that ideas can
move beyond the understanding of one person tonbeeo“critical community of
conversation” (Nelson & Harper, 2006). A critic@mmunity of conversation is a
conversation between participants that exposesrggns and where participants offers
different perspectives upon exposed assumptiohesd conversations are dependent on the
time needed to discuss, argue, posit and to refatsand act upon ideas and discuss again
in a safe environment where participants feel caotabide with exposing their viewpoints.
The extended time may be needed during the PD iexyerto enable a critical community
of conversation to occur and also after the PD egpee to continue the conversation and
learning.

5. Peer support and instructor support were importantthe learning process and
perspective change process

During the courses peer support was importantdotiggpants undergoing a
perspective change. Peer support was definedlaagoes listening to/discussing their
points of view and practicing together in an atniesp of trust. Peers “taking the course
together” was critical for participants in the oicourse. Peers were completing
assignments together and discussing and clarifyomgts or struggles with the course
content.

Peer support in this study is similar to peer leggpartnerships identified by Eisen

(2001) in her case study on the Teachers Partmegsd™. Peer learning partnerships are
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“voluntary, reciprocal helping relationships betwgrople of comparable status, who share
a common or closely related learning developmejeative ... that leverages each
participants existing storehouse of expertise’3@). All participants in Eisen’s (2001) study
identified peer relationships as the key factoréarning and change and this is supported by
other research (Carson & Fisher, 2006; Garet e2@01; King, 2002b). A study conducted
by King (2002b) on online professional developmeorifirmed the importance of peer
support in decreasing dependency on the instractdimproving ongoing collaboration
between participants. Intentionally teaming ugtipgrants to engage in the PD together also
is consistent with the teacher education compookctllective participation as defined by
(Garet et al., 2001).

The primary support for the face-to-face course firagructor support” and was
defined in this study as having trust in the adiohthe instructors and viewing the
instructors as role models. In this study, thérutdors were peers and some were
managers/supervisors. Instructor support was rep@s$ a more important variable within
the face-to-face course than the online one. iBhesnsistent with King (2002b), when peer-
to-peer interactions increase there is less depeydm instructors. On the other hand, in
face-to-face PD, it is difficult not to be frontchnenter as questions and dialog is often
directed to the instructor.

6. Learning was insufficiently supported before andtef the PD experience

A finding in this study was that few learning suppavere identified by participants
to have occurred before and after the instructiphake of the course. The nature of the
support before the courses began included curncualesign, coaching, and encouragement

to attend. Curriculum development activities (ecgnducting a needs assessment, choosing
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or developing learner-centered materials and aiessietc.) were conducted based on current
research. Managers provided communication andugagement to employees throughout
the state’s system to attend. Nevertheless, a@ewty participants indicated that their
supervisors were ambivalent about the course. mhisuggest there is an issue with
coherence as defined by Garet et al. (2001). @olcerincludes how well the professional
development experience is aligned with strategaiggand policies of the organization, and
how well the need and impact of the professionakligyment is communicated throughout
the system. Coherence within a system like CES Imegyroblematic, as the state partner
may not be communicating effectively with the lopaltner about the need and impact of
the professional development experiences they.offer

Learners need support after they have experienpedspective transformation, as
their new perspective can lead to disruptions akwas others in the workplace may not
hold similar viewpoints (Cranton, 2006; Mezirow 9119. Peers and/or managers/supervisors
can provide coaching, mentoring, and listeningujgp®rt learners in their efforts to act in
accordance with their new perspective. Reviewnefttansformational literature revealed a
lack of empirical studies on the identification aftect of supports to learners after
participation in experiences where learners ar@aged in transforming their perspectives.
Until more transformational learning research anghpports for learners after a
transformative learning experience is conductesight from the human resource
development and “transfer of learning” fields (Badd® Newstrom, 1991) will need to inform

the field.
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Overarching Considerations

The professional development experiences studied @ intentionally developed
using research-based transformational learning commts and supports. However, the
design and instruction did include many learnen@&ed methods informed by research in
other fields. Unintentionally, some content becahetrigger for critical reflection for many
of the participants. Design and instruction dicilfeate peer interaction through creating
teams of participants working on assignments tagedhd in practicing processes and
methods they learned as a group. This peer iriteragr support along with instructor
support assisted participants in creating a “@itcmmmunity of conversation” as described
by Nelson and Harper (2006) where conversation éetvparticipants exposed assumptions
and where participants offered different perspestivpon exposed assumptions. A critical
community of conversation may have been instrunhémtaelping common language or
shared meaning to have evolved.

An original conceptual framework provided a theimadtand a practical lens to look
at this study (Figure 1.1). The conceptual frandwwo the original research design has been
modified based on the findings and further literatteview. A new conceptual framework
modified from the original is provided (Figure 5.ijformed by Broad and Newstrom
(1992); Mezirow (1991); Cranton (2006); and Gae¢tal. (2001).

The major difference between the two frameworkmstéom the “learning for
transfer” research by Broad and Newstrom (1992)es€ researchers identified each of the
“players” (managers, individuals, designers) inealvn each phase of PD (before, during

and after) the PD experience. They also identsigecific actions of each of the players.
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Perspective Change in Professional Development

( BEFORE ) » ( DURING ) » ( AFTER )
ﬂ)epends on: \ ﬂDepends on: \ ﬁepends on: \

Manager/Supervisor Manager/Supervisor Managers/Supervisors
attention to: attention to: attention to:
» Coherence * Support + Support participants
- Alignment with goals - Encouragement - Debriefing
- Communicate - Engagement > Practice opportunities
with others > Refresher sessions
« Supports Instructor/Manager
- Encouragement attention to: Instructors/Designers
« Safe environments attention to:
Instructor/Designers * Transformational + Coaching
attention to: learning experiences * Refresher sessions
» Curriculum/instruction - Content dilemma * Learning assessment
using research-based - Critical community
practices of conversation Participants attention to:
- Transformational e Dialog and discussion * Motivation
learning > Critical reflection +* Actions on change
- Teacher education - Action on change * Reflection with others
- Human resource * Learner-centered
development techniques Peer Support attention to:
« Practice and feedback * Encouragement
Participants attention to: + Continued dialog/
« Input Participant attention to: reflection
*» Motivation » Motivation
» Common language/
Peer Support attention to: shared meaning
* Encouragement
« Modeling Peer Support attention to:
« Common language/
shared meaning
\ J \ Encouragement J \ J

Transfer of Learning as a Result of Changed Perspective

Figure 5.1. Framework for professional developnienperspective change
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The second major difference is that peer suppattpanticipant motivation are
included in the before, during and after activiti@oth peer support and participant
motivation were identified as key findings and weigcussed in the preceding section. The
third major difference is that components and sugpdirectly from the transformational
learning field were included, as well as from tezrabducation and human resource
development. Many of these concepts were discyzsbusly.

In the “before phase”, the primary role of managerd supervisors is to ensure
coherence. Coherence is foundational to makingrorgtional transformation. Coherence
is defined as connecting the PD experience to amnsdt of opportunities, aligning the
content with the strategic goals of the organizgtand encouraging communication among
all levels of the organization about the value aedd to support employees in their
perspective change (Garet et al., 2001).

Coherence is important to perspective change intthelps to identify what
perspectives may be need to be changed. For agstdra strategic plan calls for employees
to help community stakeholders make local decisitren employees may need to change a
viewpoint they have about their role in the comnyinEmployees may hold a viewpoint
that they are experts when the organization wédmastto broaden this viewpoint.

A diagram that helps to explain the componentsftser transformational change in
professional development for organizations is idetliin Figure 5.2. It is informed by

research from: Mezirow (1991), Cranton (2006), &Gadet et al. (2001).
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Introduction of a
Content Dilemma

Curriculum ——— Instruction —— Support
for Tranformational Change

Figure 5.2. Transformational learning componentgp&rspective change in
professional development

Provided that coherence is present, the procedsoafsing curriculum and designing
instruction can begin. Being intentional and s&vesito providing a safe and supportive
environment for learning underlies the success®RD experience. In this study a trusting
environment was essential to those who underwgstspective change and to those who
were in the “act of becoming.” Without learnerslieg safe and supported in their learning
they could not engage in the dialog and discusfianwas necessary to critically reflect
upon the introduced content dilemma. Providingaspmities and techniques for creating
dialog and discussion where participants can enggggeand question their own assumptions

and those of others is critical as well. Theseviigts enable the individual and organization
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to engage widely in critical reflection. Critiaaflection is a necessary activity to revise and
transform perspectives. Planning in the “beforasali for supporting learners who have
experienced a perspective change in the “aftergites improve transfer or action on

learning (Cranton, 2006).

Limitations

This study was conducted with two important limdas that should be noted when
interpreting the findings. The first limitationtisat grounded theory methods were initially
applied to the research design. As | progressddtive study, it became clear a better fit
was a case study methodology. Grounded theoryadelbgies are appropriate for research
whose purpose is to establish new theory and ¢adees are more appropriate for research
wherein the purpose is to describe or explore a@menon with a specific case or multiple
cases (Creswell, 2007). A particular groundedhewethod I initially employed was
conducting a thorough literature review after datalysis. This method, | believe, hindered
the validity and reliability of the survey instrunte The reason grounded theorists refrain
from conducting a thorough literature review isagoid seeing the world through the lens
of extant ideas” (Charmaz, 2006, p. 6). Wheressdpproach helped me avoid pre-
conceived ideas throughout data analysis, it mag ladversely affected the survey design.

The original purpose of the survey and the actealaf the survey were different.
The original intent for the survey was to ideniifyerviewees and the secondary purpose was
to evaluate the courses to reciprocate design teambers for their interview time. The
intention was not to use the evaluative questiartkis study, but after analysis several

guestions proved useful to corroborate themes engefgom the interviews. If survey
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guestions were better designed, and these questamhiseen analyzed before the interviews
the survey and the study would have been strengthen

Another limitation is the issue of generalizabilityqualitative studies. According to
Onwuegbuzie and Leech (2010), there are two typgermeralizations used in qualitative
research. These are analytic generalizations asetto-case transfer generalizations.
Analytic generalizations are “applied to a widezdhy on the basis of how selected cases
“fit” with general constructs (Curtis, Gesler, Smi& Washburn, 2000, p. 1002). Case-to-
case transfer involves making generalizations foor case to another similar case
(Firestone, 1993). In the case of this researehel claims or findings and discussion were
supported by other research from several fieldseheaeducation, human resource
development, and transformational learning. Mdshe findings in this study were
confirmed by both courses, although not all pratess development can be generalized
even within CES. For instance, both courses hagjdéeam members that conceptually
understood and practiced constructivist (learnetered) methods during the instruction.
These methods were consistent with many reseasddiaactices, and the designers had
strong backing from management to conduct the esur§hese and other variables may or

may not be present in all CES professional devetapm

Future Research
This study was designed to add to the transformalilearning in professional
development body of literature, through better us@ading how professional development
fostered perspective change. This research foausdite setting of CES, although many

findings are pertinent to professional developmemther social sector settings. For instance
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organizations that provide PD for their staff woblkehefit from understanding the
importance of including a plan for providing emai&b and follow-up learning support to
foster perspective change after PD is completed.

Several gaps in the transformational learningdit@re were identified in this study.
The first gap is that little is known about thettan phase” of transformational learning.
Mezirow (1991) defined the action phase, but na{pedew articles providing detailed
information about the phase were found in thediiene review. Research that can provide
more insight into how to identify and support “action change” could be helpful to
professional development practitioners.

The second gap is the lack of a practical andiefftovay to measure change in
individual perspective. Currently, the primary waperspective change is determined
through analyzing transcripts for premise reflattidResearch identifying perspective
change indicator words or phrases from written duents and dialogue could fill this gap.
This calls for a meta-analysis of past researdhamiscripts on perspective change. Key
findings identified in the study also suggest fartatudy.

e Explore transformational learning in professionavelopment for organizational
change using both individuals and groups as theafi@nalysis. This will provide
further understanding how employee teams can maanzational change.

e Explore the transformational learning phase ofitacon change” or “transfer of
learning” (e.g., participants who in a study haneergone a perspective change with

those who have not).
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e Explore the “process of becoming” (e.g., with papants identified in a study to see
if after a professional development experience tieye moved beyond the liminal
state to a changed perspective or not and if sa edrdributed to any change).

e Examine how organizational coherency affects tlesgmce of perspective change in
professional development. (e.g., compare one pnograere managers and
supervisors are on board with and understand tbkeinn providing learning supports
with a control program).

e Examine a course designed for perspective changg the framework provided in
Figure 5.1 (i.e., would a larger percentage ofipigdnts change perspectives and
what would be the change in action or transfeeafriing to the workplace?)

e Examine the learning supports before and afteamnieg experience that can assist
learners with making a perspective change.

e Explore the learning supports that contribute wig@gants moving through the ‘act

of becoming’ or liminal zone of transformation.

Implications and Recommendations for Practice
Organizational change is best achieved using a oc@nbn of learning, performance
and change solution interventions (Gilley, DearBi&rma, 2001). However, learning
solution interventions such as professional devalenqt tend to be preferred for
educationally-based organizations (Collins, 20053.the current study revealed, designing
professional development to make organizationahglanvolves creating opportunities and
supports for perspective change to evolve in arogpimere of coherency. This calls for

organizational change agents (administrators, m&samd others charged with



128

organizational change) and professional developmeatitioners to change their own
perspectives on how both organizational changeadenand how professional development
should be delivered. Delivery should be basedamsformational learning best practices
instead of relying on practices that may only cleakigowledge and skills.

The elements found in this study that enhance tiondifor a perspective change are
consistent with and augment the action imperatigestified by Marsick and Watkins
(1999) and the elements of a learning organizatlentified by Senge (1991). These
include: creating continuous learning opportunjt@®moting inquiry and dialogue,
encouraging collaboration and team learning, estaibly systems to share and capture
learning, empowering employees to a collectiveovisconnecting the organization to the
environment and providing strategic leadershigéarning. Understanding how to
incorporate these elements requires a more thorooigiprehension of both individual and
group transformation. This can only be achievatioke responsible have transformed their
paradigms about the goals of professional developensd how organizational change is
made.

The design of professional development experiefargserspective change can be
improved. A detailed framework for “learning foengpective change in professional
development” utilizing Broad and Newstrom’s “framaw for learning transfer” was
presented in this chapter (Figure 5. 1). This &awork can serve professional development
practitioners in all fields. A simpler version®igure 5.1 is provided in Figure 5.3.

The table provided in Appendix D addresses “leayiian perspective change in
professional development.” It provides detailsgaactitioners to consider when designing

professional development. This table is targetefduir specific audiences: participants,
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Primary Functions of Learning for Perspective Change
in Professional Development

Roles BEFORE DURING AFTER \
Participant Motivation Engagement Support
Instructor/ Curriculum Instruction Support
designer for TL learner-centered Perspective
Ch
Manager/ Coherence Support Support =ngs
supervisor
Peers Support Support Support

/

Figure 5.3. Primary functions for learning for pestive change in professional
development by time and players

instructors/designers, managers/supervisors, aas pdt includes information identified

from this study as well as research from othedfiel The following provides highlights from

the table regarding professional development prestihat can be applied to foster

perspective change:

e Involve managers/ supervisors and instructors/aesgyto motivate new and
experienced staff by encouraging attendance, hgelbiem understand their role in
attending, and how attending will impact the orgation (coherence).

e Encourage instructors/designers to intentionallystuct the course for perspective
change when it is appropriate to do so using ctiresearch.

e Involve managers/ supervisors and instructors/desgyin debriefing with
participants to assess if perspectives have chaifgbey are in the “act of
becoming,” or if they have resisted change. Ashistn by providing

coaching/mentoring and course refreshers.
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e Communicate plans and purposes to all managershgaprs and stakeholders in the
“before phase.”

e Design for and foster the creation of and suppbat ‘@ritical community of
conversation” and to assist in developing a comtanguage and shared meaning
amongst participants.

e Work with managers/supervisors to selectively cleaamployees to participate
whose job roles “fit” with the content. Confusiabhout what managers/supervisors
want employees to transfer may ensue, if employeattendance are not expected to
use the content, skills, knowledge or new perspecti their jobs.

The following recommendations shared can be predatitectly to
instructors/designers. These recommendations rcadly be applied within any
organization:

e Design professional development for the approptigie of learning (i.e.
instrumental, communicative or emancipatory/tramsfdional).

e Support participants in their learning before, dgrand after the professional
development experience. Learning supports for paelse (before, during and after)
should be planned from the beginning and inclutistakeholders in the design

(Participants, Instructors/Designers, Managers/&igm@s and Peers).
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Recommendations for Cooperative Extension Service

This study explored perspective change or transition within professional
development using CES as the setting. The punwasdo provide insight into how
organization-wide change through PD can best berastered. The findings and the
recommendations already shared in this chapter $@e@fic implications to CES. The
recommendations shared in this section are bagashhoupon the findings and the
literature, but my own 25 year experience as aeiston employee. These
recommendations include challenging ourselvesnditg to organizational coherence or
alignment and intentionally designing PD for pecdpwe change.

The first recommendation for CES is consistent \thidhrecommendation provided
by Keith Smith, Director of Ohio State Universifs(cited in Seevers & Graham, 2012). As
Smith stated: “...extension leadership and persomust learn to embrace working outside
of their comfort zone....we must challenge ourseteeso many things that Extension has
not traditionally done so we can survive well ithe future” (p. xiv). The importance of
challenging ourselves, implies doing the uncomfagavork of exposing firmly held
assumptions, beliefs and values about our orgaorzahd how its employees do the work of
the organization. This uncomfortable work inclutksaning how to engage in robust dialog
and discussions in safe trusting environments, &hgtical communities of conversation
help us challenge the status quo.

The second recommendation is CES administratorsreamdigers have an important
responsibility to attend to coherence or alignmé&dmmunication to align the actions of
decision-makers (e.g., upper administration, pnoguaits, and local county extension

councils) is necessary to make important orgarupatichange. If PD is used as a change
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strategy, and more often than not it is, then mafrthe components identified in this
research and the literature to make individualgf@mation and group transformation can
assist with making change in CES. The first ssefo ifoster coherence is to improve
communication within all levels of CES and withkstholders about the strategic direction
and how PD offered to employees assists with ttageggic direction. It is not just sharing or
telling the direction, but stimulating a criticarmmunity of conversation about long-held
assumptions about the role of CES. These actvisike time, and need to be facilitated in a
safe and supportive atmosphere. Until a diraaBaletermined, the assumptions holding
the organization back are identified, and a criittcemmunity of conversation creates new
individual and organizational perspectives, theretof CES will be at a standstill.

The third recommendation is to intentionally desiin for its purpose. The habit
within CES, and many other organizations, is talfitypes of learning around a pre-
determined design. For instance, all PD in a @gunit may be placed in two two-day in-
service trainings held yearly. The design mighabeady determined a keynote and 90
minutes sessions with a closing at the end. Sessnelude a mix of learning, i.e., skill-
building, new knowledge, information, and persperthange. Many times little regard is
paid to the time and methods needed for the typeanhing, especially when it comes to
changing perspectives. Often administrators/masgnesh out a new strategic direction,
without understanding what assumptions need tdbaged and the time and methods
needed to make the change. In this study spebiaxperiences were offered outside of the
traditional way CES often designs PD and this imgfgrshould be encouraged. Given this,

not all PD should be developed for perspective gharSpecific skills, knowledge and
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information needed to improve employee performalumsn’t always require a new, more
open perspective.

CES has unique issues that impact how professamadlopment is conducted.
Many staff are isolated geographically from oth@péoyees whose work most resembles
theirs. Because of this it is important to plapapunities for these employees to gather,
both face-to-face and online, to engage in learfongerspective change. Staff need to
develop and find time for relationships and for ogipnities to develop shared meaning
through a critical community of conversation. Mgees and supervisors need to support
these gatherings by providing encouragement armliress for perspective change to occur.
Finally, managers, supervisors, instructors/desgyoePD should pay more attention to
supporting employees after the PD experience. felatontinued learning after the initial
experience should be developed and supported. wichi&l include release time for

instructors to enact the plan in concert with ggsant supervisors.

Closing Remarks

This study revealed perspective change in two Ri2eences that were not explicitly
designed for transformational learning. It wastotally unexpected that transformational
learning could be fostered because the instruckesgjners employed good curriculum
development methods before instruction and dumnsgruction they used learner-centered
methods. Nevertheless, this is not effective dhdient as PD is expensive and time
consuming. The literature suggested a greater auoflparticipants may have had a
perspective change if PD were designed deliber&telyerspective change. The argument

made here is that, if PD is consciously and irgelitly designed for transformational
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learning aligned with organizational change galsn PD will become a more effect

organizational change tool.
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APPENDIX A. SURVEY QUESTIONNAIRES

A-1. PARTNERSHIP COURSE QUESTIONNARE

Before You Begin

We are asking for your consent to participate stualy about how lowa State University
Extension & Outreach supports its employees thrqugfessional development. You are
invited to participate in this study because youeheompleted the Building Partnerships to
Benefit Youth last year.

If you agree to participate in this study, you witimplete an online questionnaire about your
experiences in the courdgased on your responses you may be asked to parate in
one or more interviews and share relevant documents

The questionnaire will ask what you learned indberse, how you were supported while
taking the course, and what challenges you hadtwéltourse. The questionnaire will take
20-30 minutes to complete. At the end of the sysw will be asked to provide your name.
This is optional, but if you provide your name ymay be contacted to participate in a one
hour interview about the course.

If you are chosen for an interview you will be agledout assumptions you had about the
course and how the organization assisted you mileg You may be asked to share
documents (emails, agendas, etc.) that helpedlgatming in the course or that shows
organizational assistance provided. After theringsv the researcher may contact you
concerning follow-up questions via email or phdbaring the interview you will be
reminded not to provide information or opinionstthél compromise your position and/or
identify.

If you decide to participate in the study, the mfi@tion gathered will be used to improve
future ISU Extension and Outreach professional kbgwveent for staff. Your participation in
this questionnaire and any subsequent interviesenspletely voluntary and you can choose
to skip any question that you do not wish to ansevanakes you feel uncomfortable.

There are some potential risks of participatinthm interview portion of this study, such as
discomfort in having the interview audio taped,vagsng questions about course challenges,
and sharing this information with someone you nmaiv well or have opinions abouY.our
name, people, and places you mention in the irderar in any open-ended question on the
guestionnaire will be changed to reduce the chatinas/our responses are linked back to
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you or other colleagues. Although there are séveeasures in place to avoid individuals
being readily identifiable, total confidentialitaienot be guaranteed.

All records identifying participants will be kepbrfidential to the extent permitted by
applicable laws and regulations and will not be enpdblicly available. However, the
Institutional Review Board (a committee that revseand approves human subject research
studies) may inspect and/or copy your records f@ality assurance and data analysis.

To ensure confidentiality to the extent permittgddw, the following measures will be
taken: any identifiers will be kept with the datadaemain confidential through use of
password protected files; limited access to datthbynvestigators; and hard copies will be
stripped of personal identification and secured lacked file. It is anticipated that all
records will be destroyed 2 years after publicati¥iour identity will remain confidential to
the extent it can be in any published results.

If you have any questions about the survey contemttact Dr. Mike Retallick at 515-294-
4810; mail to: msr@iastate.edu or Keli Tallman H-294-1017 ktallman@iastate.edu

If you have any questions about the rights of nesesubjects please contact the IRB
Administrator, (515) 294-4566; mail to: IRB@iastathu, or Director, (515) 294-3115,
Office for Responsible Research, lowa State Unitxer&mes lowa 50011.

The link to the questionnaire is:

By filling out the questionnaire you are giving pgssion to participate in the questionnaire
portion of the research. Within the questionngoe will be asked if you are willing to
voluntarily agree to participate in the interviearfon of the research.

Sincerely,

Dr. Mike Retallick
Assistant Professor
Agriculture Education & Studies

Ms. Keli Tallman
ISU Extension & Outreach 4-H
Evaluation Specialist

1. Do you agree with the above statements?

[ | have read the information above and | consetdake part in the questionnaire.
[J 1 do not wish to participate in the following quiesinaire or any interview.
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2. Please rate your involvement with community padnerdeveloping youth programs.

Poor | Fair Good | Very Good | Excellent
Before taking this course
Immediately after you took the course
Now
3. Please rate your confidence in developing nawngonity partnerships.
Poor | Fair Good | Very Good | Excellent
Before taking this course
Immediately after you took the course
Now
4. Please rate the effectiveness of your partnergationship building skills.
Poor Fair | Good | Very Good | Excellent
Before taking this course
Immediately after you took the course
Now
5. Please rate the quality of your youth programik twith partners.
Poor Fair | Good | Very Good Excellent
Before taking this course
Immediately after you took the course
Now
6. Please rate your attitude about engaging vaithnsunity partners
Poor Fair | Good | Very Good Excellent

Before taking the course

While taking the course

Now
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7. Since participating in the Partnership Courseghyou...

Yes No

Moved a current partnership to a higher stage?

Advocated using the 4-H and Extension brand witlexa program?

Broadened your definition of a 4-H club?

Shared the benefits of partnering with 4-H?

Made 4-H goals and policies (non-negotiabtdsar with potential partners
before entering into a partnership?

Used the community mapping tools?

Developed an agenda for a partnership meeting?

Conducted a cold call?

Assessed how a potential partner is aligned withgbals and policies before
entering into the partnership?

Assessed the merit of starting a partnership?

Facilitated a conversation about each partnersaald responsibility?

Analyzed the need for a memorandum of Understan@/@u)?

Assessed partner training needs?

Anticipated resource (i.e. staff, materials, furgfJineeds with partners?

Used the evaluation tools to improve a partnergtlgtionship?

Used a tool to improve a partnership program?

8. Did you experience success with partnershipldpwgent during or after the course?

Yes No

(If you answer Yes, complete question 14 )

(If you answer No, complete question 15)

9. If you experienced success with developing npeship_aftetaking the course, please share what
made it successful in the box below. (If you did experience success, go to question 15.)
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10. If you did notexperience success with developing a partnerstaptaking the course, please
share why noin the box below.

11. Was the course required?

[l Yes
[l No

12. Please rate you interest in taking the coutsenvwou signed up for the course.

[1 Notat all

[1 Only alittle
[0 Some

[l Agreat deal
U

13. Do you believe you experienced a time during ¢burse when you realized that your values,
beliefs, opinions, or expectations had changed?

[l Yes
[l No

14. To what extent did any of the learning conseptdiscussions from the Partnership Course
challenge your thinking or assumptions? (pick one)

A great deal

Some

Only a little
Not at all
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15. What concepts or discussion challenged theywaysee the world or your work? (I was really
challenged with the assumption that...

Or write a brief story about concepts that chaléghgou in this course. | could be positive or
negative. Be as descriptive as possible. Incihohgs like who was involved, what was happening,
and any feeling you may have had. Tell the stbrgrologically- what happened before, during and
after the course).

Which of the following helped to influence any chgas in assumptions you had about the course
concepts?

16. Was it a person who influenced the change?

[0 Yes
[l No

17. If “yes”, was it..... (check all that apply)

[l Support from office staff

[l Support from colleagues/peers

[l Support from supervisors (S)

[1 Your own motivation

[1 A challenge from one of the instructors
[l Support from instructor (s)

[1 Other (please specify)

18. Was it part of a course assignment that inflee the change?

[l Yes
[l No

19. If yes, what was it? (check all that apply).

[1 Course projects
[1 Reading and responding to colleagues posts
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Nontraditional structure of the course
Deep, concentrated thought

Verbally discussing your concerns
Course activities/assignments
Personal reflection

Assigned readings

Other (please specify)

ODOoOgoogoo

20. Was it something else that influenced the chang

[0 Yes
[l No

21. If Yes, what was it?

22. Please identify the following factors you beé best improve an individual’s likelihood of
building and maintaining successful partnershigfioose three.

Training in partnership development

Encouragement from the office staff

Supervisor's encouragement

Instructors encouragement or support

Peer encouragement or support

Skill in relationship building

Own motivation

Pressure (if it was required or expected for goaengage in the course skills)

Skill in relationship building

Belief in your own organization’s goals

Belief that developing partnerships is your job

Belief in the goals of your partner’'s organization

Belief that partnerships will increase youth opipnities

Having role models who are good at partnershiglbgment

Time to engage in new skills learned

None of the above

Other (please specify)
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23. Which position title best describes what yo@ d&X only one)

County Youth Program Coordinator or Educator

Field Youth Program Specialist or Educator

State Youth Program Specialist or Educator

Regional Extension Specialist or Educator

Other (please specify)

24. In which state did you work when you took toerse?

lowa

Minnesota

Other (please specify)

25. How many years have you worked for 4-H Extenigio

26. In order to conduct follow up research we wdilld to have your contact information. By giving
your name and email you are agreeing to be interde

Name:

Email:

Thank you so much for participating in this survey.

[OWA STATE UNIVERSITY

Extension and Outreach

lowa State University Extension programs are atségl#o all without regard to race, color,
age, religion, national origin, sexual orientatigender identity, genetic information, sex,
marital status, disability, or status as a U.Seraat. Inquiries can be directed to the Director
of Equal Opportunity and Compliance, 3280 Beardshigdl, (515) 294-7612.

Issued in furtherance of Cooperative Extension wAdts of May 8 and June 30, 1914, in
cooperation with the U.S. Department of Agricultu@athann A. Kress, director,
Cooperative Extension Service, lowa State UniveisitScience and Technology, Ames,
lowa.
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A-2. FACILITATION COURSE QUESTIONNARE

Before You Begin

We are asking for your consent to participate stualy about how lowa State University
Extension & Outreach supports its employees thrqurgfessional development. You are
invited to participate in this study because youeheompleted the Facilitation Course last
year.

If you agree to participate in this study, you witimplete an online questionnaire about your
experiences in the courdgased on your responses you may be asked to parate in
one or more interviews and share relevant documents

The questionnaire will ask what you learned indberse, how you were supported while
taking the course, and what challenges you hadtwéltourse. The questionnaire will take
20-30 minutes to complete. At the end of the sys will be asked to provide your name.
This is optional, but if you provide your name ymay be contacted to participate in a one
hour interview about the course.

If you are chosen for an interview you will be agledout assumptions you had about the
course and how the organization assisted you milegz You may be asked to share
documents (emails, agendas, etc.) that helpedlgatning in the course or that shows
organizational assistance provided. After theringsv the researcher may contact you
concerning follow-up questions via email or phdbaring the interview you will be
reminded not to provide information or opinionstthél compromise your position and/or
identify.

If you decide to participate in the study, the nmfi@ation gathered will be used to improve
future ISU Extension and Outreach professional kbgwveent for staff. Your participation in
this questionnaire and any subsequent interviesgnspletely voluntary and you can choose
to skip any question that you do not wish to ansevanakes you feel uncomfortable.

There are some potential risks of participatinthm interview portion of this study, such as
discomfort in having the interview audio taped,vagsng questions about course challenges,
and sharing this information with someone you nmuaivk well or have opinions abouY.our
name, people, and places you mention in the irderar in any open-ended question on the
guestionnaire will be changed to reduce the chatas/our responses are linked back to
you or other colleagues. Although there are séveeasures in place to avoid individuals
being readily identifiable, total confidentialitpienot be guaranteed.

All records identifying participants will be kepbrfidential to the extent permitted by
applicable laws and regulations and will not be enpdblicly available. However, the
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Institutional Review Board (a committee that revseand approves human subject research
studies) may inspect and/or copy your records f@ality assurance and data analysis.

To ensure confidentiality to the extent permittgddw, the following measures will be
taken: any identifiers will be kept with the datedaemain confidential through use of
password protected files; limited access to datthbynvestigators; and hard copies will be
stripped of personal identification and secured lacked file. It is anticipated that all
records will be destroyed 2 years after publicati¥iour identity will remain confidential to
the extent it can be in any published results.

If you have any questions about the survey contemttact Dr. Mike Retallick at 515-294-
4810; mail to: msr@iastate.edu or Keli Tallman H5294-1017 ktallman@iastate.edu

If you have any questions about the rights of neteaubjects please contact the IRB

Administrator, (515) 294-4566; mail to: IRB@iastathu, or Director, (515) 294-3115,
Office for Responsible Research, lowa State Unixgr&mes lowa 50011.

The link to the questionnaire is:

By filling out the questionnaire you are giving pession to participate in the questionnaire
portion of the research. Within the questionngoe will be asked if you are willing to
voluntarily agree to participate in the interviearfpon of the research.

Sincerely,

Sincerely,

Dr. Mike Retallick
Assistant Professor
Agriculture Education & Studies

Ms. Keli Tallman
ISU Extension & Outreach 4-H
Evaluation Specialist

3. Do you agree with the above statements?

[l I have read the information above and | consetdke part in the questionnaire.
[l 1 do not wish to participate in the following quesinaire or any interview.
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Changes in Partnership Development

4. Please rate your involvement with facilitation (fie groups reach consensus).

Poor | Fair Good Very Good Excellent

Before taking this course

Immediately after you took the course

Now

3. Please rate your confidence as a facilitatdp{ihe groups reach consensus).

Poor | Fair Good Very Good Excellent

Before taking this course

Immediately after you took the course

Now

4. Please rate the effectiveness of your facititagkills (helping groups reach consensus).

Poor | Fair Good Very Good Excellent

Before taking this course

Immediately after you took the course

Now

5. Please rate your attitude about facilitatiogighng groups to reach consensus).

Poor | Fair Good Very Good Excellent

Before taking this course

Immediately after you took the course

Now

6. Please rate your involvement with being fadila (using good interpersonal skills and tools to
seek solutions with others in various settings).

Poor | Fair Good Very Good Excellent

Before taking this course

Immediately after you took the course

Now
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7. Please rate your confidence in being facilieafiwsing good interpersonal skills to seek soltion
with others in various settings).

Poor | Fair Good Very Good| Excellent

Before taking this course

Immediately after you took the course

Now

8. Please rate the effectiveness of your facMéaskills ((using good interpersonal skills to seek
solutions with others in various settings).

Poor | Fair Good Very Good| Excellent

Before taking this course

Immediately after you took the course

Now

9. Please rate your attitude about being fadiligaf{using good interpersonal skills to seek sohg
with others in various settings).

Poor Fair Good | Very Good| Excellent

Before taking this course

Immediately after you took the course

Now

10. Since participating in the Facilitation Coyrisave you.....

Yes No

Arranged the physical space to support the megtimgose?
Set ground rules?

Applied a least one of the participatory processes?
Recognized conflict and its role within group laaghand maturity?

Provided a safe comfortable environment for cohfbcsurface?
Managed disruptive group behavior?

Created opportunities for participants to beneditrf the diversity of the
group?

Questioned and summarized to elicit a sense ofjtloeip’s collective
perceptions or conclusions?

Helped a group make decisions?
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Managed group process?
Assisted the group in reflection of the experience?

Used various approaches to achieve group consensus?

Diagnosed a person’s behavior in a group

Encouraged positive behaviors in a group setting?

Asked clarifying questions?

Changed your view of being a leader?
Recognized stages of group behavior in a groupr{iNg, Storming, etc.)?

11. Did you experience success with partnershigldgment during or after the course?

Yes No

(If you answer Yes, complete question (12)

(If you answer No, complete question (13)

12. If you experienced success facilitating (hedpangroup reach consensus) or being facilitative
(using good interpersonal skills to seek solutiaith others in various settings) afteking the
course, please share what made it successful imotheelow. (If you did noéxperience success, go
to question 13)

13. If you did notexperience success with developing a partnergtaptaking the course, please
share why noin the box below.

14. Was the course required?

[l Yes
[l No

15. Please rate you interest in taking the coutsenvwou signed up for the course.

71 Not at all
71 Only a little
[0 Some

[l Agreat deal
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16. Do you believe you experienced a time during ¢burse when you realized that your values,
beliefs, opinions, or expectations had changed?

[ Yes
[l No

17. To what extent did any of the learning cons@ptdiscussions from the Partnership Course
challenge your thinking or assumptions? (pick one)

A great deal

Some

Only a little

Not at all

18. What concepts or discussion challenged theywaysee the world or your work? (I was really
challenged with the assumption that...

Or write a brief story about concepts that chalézhgou in this course. | could be positive or
negative. Be as descriptive as possible. Inctoohgs like who was involved, what was happening,

and any feeling you may have had. Tell the stbrgrologically- what happened before, during and
after the course).

Which of the following helped to influence any chas in assumptions you had about the course
concepts?



19. Since patrticipating in the Facilitation Counsjch of the following tools have you used?
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(Select all of those you have used)

Working Agreement

Yes

No

Contracting

Icebreakers

Brain mapping

One-at-a-time brainstorming

Sticky note Brainstorming

Multi-voting

Loop and Group

Nominal Group Technique

Action Planning

20

21

22

23.

24,

. Which is your favorite from the list above?

. Was it a person who influenced the change?

[l Yes
[l No

. If“yes”, wasiit..... (check all that apply)

[l Support from office staff

[l Support from colleagues/peers

[l Support from supervisors (S)

[1 Your own motivation

[l A challenge from one of the instructors
[l Support from instructor (s)

[1 Other (please specify)

Was it part of a course assignment that inflee the change?

[l Yes
[l No

If yes, what was it? (check all that apply).

Course projects

Reading and responding to colleagues posts
Nontraditional structure of the course

Deep, concentrated thought

Verbally discussing your concerns

Course activities/assignments

Personal reflection

I A O O A O
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(1 Assigned readings
(1 Other (please specify)

25. Was it something else that influenced the ceang

[0 Yes
[l No

26. If Yes, what was it?

27. Please identify the following factors you beé best improve an individual’s likelihood of
building and maintaining successful partnershi@éieck all that apply

Training in partnership development

Encouragement from the office staff

Supervisor's encouragement

Instructors encouragement or support

Peer encouragement or support

Skill in relationship building

Own motivation

Pressure (if it was required or expected for goengage in the course skills)

Skill in relationship building

Belief in your own organization’s goals

Belief that developing partnerships is your job

Belief that possessing strong facilitation skifls part of the job

Belief that facilitation skills will increase opganities for Extension

Having local colleagues go through the coursettege

Having role models who are good at partnershipligment

Time to engage in new skills learned

None of the above

Other (please specify)

28. Which position title best describes what yo@ d&X only one)

County Paid Staff

Field Specialist

Campus or State Specialist

Regional Extension Director

Other (please specify)
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29. In which state did you work when you took toerse?

Southwest lowa Workshop (Carroll)

REEDs and invited staff focus (Des Moines)

Northeast lowa Workshop (Fayette County)

Southeast lowa Workshop (Ottumwa)

Other (please specify)
30. How many years have you worked for Extension?

26. In order to conduct follow up research we wdille to have your contact information. By giving
your name and email you are agreeing to be interde

Name:

Email:

Thank you so much for participating in this survey.

[OWA STATE UNIVERSITY

Extension and Outreach

lowa State University Extension programs are atségl#o all without regard to race, color,
age, religion, national origin, sexual orientatigender identity, genetic information, sex,
marital status, disability, or status as a U.Seraat. Inquiries can be directed to the Director
of Equal Opportunity and Compliance, 3280 Beardshigdl, (515) 294-7612.

Issued in furtherance of Cooperative Extension wAdts of May 8 and June 30, 1914, in
cooperation with the U.S. Department of Agricultu@athann A. Kress, director,
Cooperative Extension Service, lowa State UniveisitScience and Technology, Ames,
lowa.
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APPENDIX B. PROTOCOLS AND SECONDARY ARTIFACTS

B-1. Course Patrticipant Interview Protocol

Course Participant Interview Protocol Job title/years of service of interviewee:

Interviewee: What to Bring:

Date: = Tape Recorder/tape- test out before.

Time: * Pull out the Questionnaire and review

Place: answers to questions for this Participant to
_ use a prompt as needed. (Particularly the

Interviewer: Challenge Question and Organizational

Support Question).
1. Setthe Stage:

= Introduce Self.
= Review why | am interviewing them.
o Want to know more about what you have to say attsiProfessional
Development opportunity.

Share Study Focus:

» The study focuses on what challenges you may hgwerienced with the course
content and what you did or what the organizationtal assist you with these
challenges.

Share Ground Rules:

= Answers to the questions will be recorded and tnalnsd, but names will remain
confidential.

= The transcriptionist will change your name, namfestioer people, and place names
you share with me. Except to me your name is anhected to the data directly. If
the research analysis uncovers more questionktgoas your interview will have a
number and | will know how to contact you basedtat number.

= Anything you share with me in the interview willtrfze used in any way to harm or
embarrass you.

*= You can choose to skip any question | ask.
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Questions:

Interviewer Notes :

1.

Share with me a little bit about
you and your work.

2.

Share some reasons that you to
the course.

ok

What assumptions about
(facilitation or partnership
development)as a part of your
job, did you have

= Dbefore the course started?

= during the course?

= after the course?

How did these assumptions affe
your attitudes about the course?

About Facilitationor
Partnership Developmens a
strategy to reach
organizational goals?

Describe any challenge you had
with the course content.
(Refer back to the survey
guestion dealing with this for
prompts).

= Before

= During
= After the course

What “help” or support did you
receive from your organization t
help you through these
challenges?

. Who provided the “help’?

Describe the impact facilitation ¢
partnership developmehas on

your work?
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B-2. Course Creator Protocol

Course Participant Interview Protocol Job title/years of service of interviewee:
Interviewee: What to Bring:

Date: » Tape Recorder/tape- test out before.
Time: * Pull out the Questionnaire and review
Place: answers to questions for this Participant to

use a prompt as needed. (Particularly the
Challenge Question and Organizational
Support Question).

Interviewer:

4. Setthe Stage:

* Introduce Self.
= Review why | am interviewing them.
o Want to know more about what you have to say atiositProfessional
Development opportunity.

5. Share Study Focus:

= The study focuses on what challenges you may hgwerienced with the course
content and what you did or what the organizatiointa assist you with these
challenges.

6. Share Ground Rules:

= Answers to the questions will be recorded and tadiosd, but names will remain
confidential,.

= The transcriptionist will change your name, namfestioer people, and place names
you share with me. Except to me your name is aphected to the data directly. If
the research analysis uncovers more questionktgoas your interview will have a
number and | will know how to contact you basedtat number.

= Anything you share with me in the interview willtrfze used in any way to harm or
embarrass you.

= You can choose to skip any question | ask.



155

Questions:

Key Notes

1.

Describe the course.

2.

What were the reasons the course Was

developed?

What support did you receive from
your supervisors or peers or
organization to encourage staff to
participate?

What assumptions about (facilitation

or partnerships developmeimlid you
believe staff had
=  pefore the course started?

= during the course ?

= and after the course?

If you have documentation would you b

What supports or help did you
provide to staff taking the course?
= Before the course started.

= During

= After the course

willing to share.

6.

What parts of the content presented
challenges for the students?

7.

Share what you might have said or did

How did you support students
learning during the course?

help your staff to change their
assumptions.

Describe the course have an impact
on the organization?




156

B-3. Secondary Artifacts

Facilitation Course
Broshar, D. (2012). Facilitation Course Follow-upakiation. [e-mail] .

Haskell, J., Cyr, L. & McPhail, G. (20073trengthening Your Facilitation Skills Level 1
The University of Maine Cooperative Extension.

Partnership Course

Bremseth, T., Grant, S., Levings, J., Hartung, Warris, A., Cogshell, N. (2009). Grow 4-H:
Building Partnerships to Benefit Youth [Toolkith the Grow 4-H: Building
Partnerships to Benefit Youth Online Course [Ontinarse]. (Available from lowa
State University and University of Minnesota. Retgd from
http://www.extension.iastate.edu/4h/partnershiping

Pleskac, S., Deidrick, J., Bremseth, T., Ehlers@3Grover, V. (2007)Tri-State 4-H Club
Growth and Expansion RepoftJnpublished reportjowa State University
Extension, University of Minnesota Extension, amaversity of Wisconsin
Extension.

Levings, J., Bremseth, T., Grant, S., Hartung, MH&ris, A. (2010). Grow 4-H: Building
Partnerships to Benefit Youth [Online courdejva State University and University
of MinnesotaRetrieved from http://www.extension.iastate.ed{gdhtnershiptraining

Course Syllabi
Grow 4-H Building Partnerships to Benefit Youth Eation. Prepared by Sam Grant.
Grow 4-H Building Partnerships to Benefit Youth Eation. Prepared by Sam Grant.

Marketing email.
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APPENDIX C. AUDIT TRAIL OF THEMES



Themes Affirmation | Common Skill Building | Role Confidence Transfer/ Self- Mind-set Evidence of

Language Perception Action Awareness Change Perspective Change
(Act of Becoming) (Transformation)

Facilitation Participants

IFp7 X X, S12 X X, S12 X

IFp8 X X X, S12 X X

IFp9 X, $12,18 X S12,18 X

IFp10 X X X, S12,18 X 'S12 X, S12 X X

IFp11 X X X X X

IFp12 X, S12 X X, S12 X, S12 S18

IFp13 X X X X

IFp14 X X X, S18

IFp15 X X X X

IFp16 X X X X X X X

Partnership Participants

IPp5 X X , S12, X S12 X

IPp6 X X X X X

IPp7 X X X

IPp8 X, S18 X X X X, S18

IPp9 X X X X X

IPp10 X X X X X, S

Facilitation Design Team Members

IFd1 c

IFd2 c

IFd3 c

IFd4 X X X X X

IFd5 (6) c

Partnership Design Team Members

IPd1 X c X

IPd2

IPd3 Cc X X X

IPd4 c © c c

Partnership SPp16 C 10/16 10/16

Survey respondents SPpl8

Questions SPpl2

Facilitation 20/22 SFp15 20/22

Survey respondents SFp18 Success

Questions

Xindicates transcript evidence; c indicates corroborating evidence from the design team member; S # indicates evidence of the theme was found in an open-ended survey question

89T
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APPENDIX D. PERSPECTIVE CHANGE PRACTITIONER CHART

Player Before During After
Participant | e Provide input into PD e Link with a friend or other e Set goals, practice skills
planning participants to continue course e Collect data on successe
e Participate in assignments discussions e Review PD content
e Pay attention to attitude e Actively participate periodically
e Experienced staff understand e Plan for how to apply course | e Maintain contact with
role as a mentor content other participants
e Create common language & | e Continue to discuss and
shared meaning create shared meaning
Instructor/ e Align PD with strategic plans| e Create a safe supportive e Contact participants to
Designer of environment for robust offer support &
e Involve managers and discussion encouragement
participants in needs e Use of learner-centered e Provide
assessments methods refresher/problem-solving
e Attend to good curriculum e Provide time for discussion sessions
design and instruction. e Encourage reflection e Set up a recognition
e Design experiences using a | e Use of open-ended questions,|  system
content dilemma, dialog & wait-time, etc. e Conduct evaluations
discussion, critical reflection, | e Use of reflective blogs, e Report out impacts
action on learning. journaling, role-plays,
e Design peer coaching and simulations, cultural
learning opportunities immersion, use of films, arts,
e Develop participant readiness  case studies, action research
projects
e Give individualized feedback
Manager/ e Collect baseline performance| e Reduce staff interruptions e Debrief the PD with
Supervisor data while taking PD reports
e Conduct or support needs e Communicate importance e Provide psychological
analysis e Monitor attendance support for new
e Provide orientation for e Recognize participation perspectives
supervisors (highlight e Participate e Provide decision-making
concepts, how to reinforce e Plan assessment of transferring opportunities
content & employee new skills and perspective aftere Set mutual expectations
behavioral change) PD instruction e Arrange for refresher
e Brief staff on importance of sessions
PD e Provide new job aids
e Provide coaching e Publicize successes
e Provide time for staff to e Engage in evaluations
participate
e Offer incentives
e Select participants carefully-
does it match their job role
e Send co-workers to attend
together (reinforces learning)
Peers e Encourage others to attend | e Encourage and positive suppdrte Encourage and positive

e Participate in needs
assessments

e Provide time for dialog
e Be open to share positive
viewpoints

support

e Provide time for dialog

e Be open to share positive
viewpoints




160

REFERENCES

Angelique, H.L. (2001). Linking the Academy to t@emmunity through Internships: A
Model of Service Learning, Student empowermentBmashsformative Education.
Sociological PracticeA Journal of Clinical and Applied Sociolog3(1), 37-55.

Baldwin, T. T., & Ford, J. K. (1988). Transfer odining: A review and directions for future
researchPersonnel psycholog¢1(1), 63-105.

Benge, M., Harder, A., & Carter, C. (2011). Neceggae-entry competencies as perceived
by Florida extension agent®ournal of Extension, 49). Retrieved from
http://www.joe.org/joe/2011october/a2.php

Bennetts, C. (2003). The impact of transformatideatning on individuals, families and
communitiesinternational Journal of Lifelong Education, &), 457-480.

Berger, J. G. (2004). Dancing on the threshold edning: Recognizing and understanding
the growing edgelournal of Transformative Learning, 336-351.

Bierma, L. (2001). Practice of organizational leagnIn J. W. Gilley, P. Dean & L. Bierma
(Eds.),Philosophy and practice of organizational learnipgrformance and change
(pp. 41-66). Cambridge, MA: Perseus.

Birdi K.S. (2005). No idea? Evaluating the effeetiess of creativity trainingournal of
European Industrial Training, 22), 102-111.

Blewett, T. J., Keim, A., Leser, J., & Jones, R0Q8). Defining a transformational education
model for the engaged university [Commentaidgurnal of Extensiord6(3).
Retrieved from http://www.joe.org/joe/2008june/

Boleman, J. T., James, D. L., & Couch, M. E. (2082} BEST: A new professional
development program for 4-H county extension agdotsrnal of Extension, 48).
Retrieved from http://www.joe.org/joe/2002june/iwbBp

Bonner, A., & Tolhurst, G. (2002). Insider-outsigrspectives of participant observation.
Nurse researche®(4), 7-19.

Borko, H., Jacobs, J., & Koellner, K. (2010). Conpmorary approaches to teacher
professional developmerhternational Encyclopedia of Education 548-556.

Bowe, C. W., Lahey, L., Armstrong, E., & Kegan,(R003). Questioning the “big
assumptions.” Part I: Addressing personal conttamfichat impede professional
developmentMedical Education, 37715-722.



161

Bowie, L., & Bronte-Tinkew, J. (2006). The importanof professional development for
youth workers. Research-to-results practitioneigits. Washington, DC: Child
Trends, Inc. Retrieved from http://ufl.summon.sesgalutions.com.Ip.hscl.ufl.edu/
search?s.dym=false&s.q=Corporate Author%3A%22Chitéfdis%2C+Inc.%2C+W
ashington%2C+DC%?22

Breen, L. J. (2007). The researcher “in the middMggotiating the insider/outsider
dichotomy.Special Edition Paperd 9(1).

Bremseth, T., Grant, S., Levings, J., Hartung, Warris, A., & Cogshell, N. (2009). Grow 4-
H: Building partnerships to benefit youth [Toolkilih the Grow 4-H: Building
Partnerships to Benefit Youth Online Course [Ontinarse]. Available from lowa
State University and University of Minnesota. Retad from
http://www.extension.iastate.edu/4h/partnershiptray

Broad, M. & Newstrom. (1992).ransfer of training Reading, MA: Addison-Wesley.

Brock, S. E. (2010). Measuring the importance etprsor steps to transformative learning.
Adult Education Quarterly60(2), 122-142.

Brodeur, C. W., Higgins Gzalindo-Gonzalez, S., Craig, D. D., & Haile, T. 120.
Designing a competency-based new county extengsopnel training program: A
novel approachlournal of Extension, 49). Retrieved from
http://www.joe.org/joe/2011june/a2.php

Brookfield, S. (1995)Becoming a critically reflective teache®an Francisco, CA: Jossey-
Bass.

Bryan, W. A., & Schwartz, R. A. (1998). Strategiesstaff development: Personal and
professional education in the 21st centivgw Directions for Student Services, 84
San Francisco, CA: Jossey-Bass.

Burke, W. W. (1992 Organization development: A process of learrang changing2™
ed.). Reading, MA: Addison-Wesley.

Burns, H. (2011). Teaching for Transformation: X Resigning sustainability courses based
on ecological principleslournal of Sustainability Educatio8. Retrieved from
http://pdxscholar.library.pdx.edu/cgi/viewcontegizarticle=1025&context=elp_fac

Burnes, B. (2004Managing change: A strategic approach to organisaail dynamicg4™
ed.). Harlow, U.K.: Prentice Hall.

Cannon, M. (2010)Going beyond compliance: Examining of sustainabéucation
planning practices in US MBA business school proggdoctoral dissertation.
Athens: University of Georgia.



162

Carrington, C., & Selva, G. (2010). Critical sodiatory and transformational learning:
Evidence in preservice teachers’ servidearning reflection logdigher Education
Research & Development, (49, 45-57.

Carson, L., & Fisher, K. (2006). Raising the barcaticality: Students’ critical reflection in
an internship prograndournal of Management Educatid30(5), 700-723.

Charmaz, K. (2006 Constructing grounded theory: A practical guideahgh qualitative
analysis Thousand Oaks, CA: Sage.

Cheng, E., & Ho, D. (2001). A review of transfertiining studies in the past decade.
Personnel Review, 8D), 102-114.

Choy, S. (2009). Transformational learning in tharkplace Journal of Transformative
Education,7(1), 65-84.

Ciporen, R. (2008)The role of personally transformative learning @adlership
development: A case study examining the transflaohing from an executive
education programDoctoral dissertation. Retrieved from ProQuesgjital
Dissertations (ATT 3327049)

Clark, H. H., & Brennan, S.E. (1991). Groundingdammunication. In L.B. Resnick, J.M.
Levine, & S.D. Teasley (EdsPerspectives on socially shared cognit{pp. 127-
149). Washington, D.C.: American Psychological Asston.

Clark, M.C., & Wilson, A. (1991). Context and ratadity in Mezirow's theory of
transformational learningAdult Education Quarterly41(2), 75-91.

Clark, R. W. (1987)Human resource development: Key to extension’sigaindournal of
Extension Retrieved from http://www.joe.org/joe/1987spritigphp

Colaizzi, P.F. (1973)Reflection and Research in Psychology: A phenomgiual dtudy of
learning.New York, NY: Hunt Publications.

Collins, J. C., & Collins, J. C. (2003%00d to great and the social sectors: Why business
thinking is not the answer: a monograph to acconyp@ood to great: why some
companies make the leap—and others d&atlder, CO: Harper.

Conklin, N. L., Hook, L. L., Kelbaugh, J. B., & N R.D. (2002). Examining a professional
development system: A comprehensive needs assesappnachJournal of
Extension, 4(5). Retrieved from http://www.joe.org/joe/2002datn/al.shtmli

Conner, D. R. (1992Managing at the speed of change: How resilient ng@nsi.succeed
and prosper where others faNlew York, NY: Villard.



163

Cooper, A. W., & Graham, D. L. (200Jompetencies needed to be successful county
agents and county supervisaieurnal of Extension, 32). Retrieved from
http://www.joe.org/joe/2001february/rb3.php

Cooperrider, D. L., Peter, Jr, F. S., Whitney,®Yaeger, T. F. (2000). Appreciative
inquiry: Rethinking human organization toward aipes theory of changeleam
Performance Managemer, 7-8.

Corbin, J., & Strauss, A. (2008asics of qualitative researchos Angeles, CA: Sage.

Cranton, P. (1996professional development as transformational leagnSan Francisco,
CA: Jossey-Bass.

Cranton, P. (2006)Jnderstanding and promoting transformative learniAgguide for
educators of adult€"ed). San Francisco, CA: Jossey-Bass.

Cranton, P., & King, K. (2003). Transformationa@aining as a professional development
goal.New Directions for Adult and Continuing Educatid$,91-38.

Cranton, P., & Wright, B. (2008). The transformateducator as learning companion.
Journal of Transformative Learning(1), 33-47.

Creswell, J. (2007Qualitative inquiry & research design: Choosing amgdive
approachesThousand Oaks, CA: Sage.

Cummings, T. G., & Worley, C. G. (2009)rganization development and change
Independence KY: Cengage Learning.

Curtis, S., Gesler, W., Smith, G., & Washburn,Z®00). Approaches to sampling and case
selection in qualitative research: examples ingiagraphy of healthSocial Science
Medicine, 501,001-1,014.

Daloz, L. (2000). Transformative learning for t@mmon good. In J. Mezirow &
Associates (Eds.),earning as transformation: Critical perspectivas @ theory in
progress San Francisco, CA: Jossey-Bass.

Deloltte. (2009)Measuring the forces of long-term change: The 2808t Index Retrieved
from http://www.deloitte.com/assets/Dcom-United8sat ocal%20Assets/
Documents/us_tmt_ce_Shiftindex_072109ecm.pd

DeLyser, D. (2001). “Do you really live here?” Tigtis on insider researcBeographical
Review, 9(1), 441-453.

Denzin, N. (1984)The research acEnglewood Cliffs, NJ: Prentice Hall.

Desplaces, D. (2005). A multilevel approach towdlial readiness to changkurnal of
Behavioral & Applied Managemeni(1), 25-39.



164

Desmoine, L. (2009). Improving impact studies @icteers’ professional development:
toward better conceptualizations and measutekicational ResearchegB8(3), 181-
199.

Devereux, J. P. (2012)ransformative experiences of long-term recovedalogholics: A
cooperative inquiryRetrieved fronProQuest Digital Dissertation@TT 3508068)

Diem, K. (2009). Preparing youth development preif@sals to be succedss How do the
needs of Extension/4-H compare to those of othgargzationsdournal of
Extension, 4{11). Retrieved from http://www.joe.org/joe/2009fabry/pdf/
JOE_v47_1rbl.pdf

Dillman, D. A., Smyth, J. D., Christian, L. M., &illman, D. A. (2009)Internet, mail, and
mixed-mode surveys: The tailored design methlmdboken, N.J: Wiley.

Dirkx, J. M. (2000). Images, transformative leaghand the work of the souAdult
Learning, 123), 15-16.

Dirkx, J. M. (2003). Leaning in and leaning backret same time: Toward a spirituality of
work-related learningAdvances in Developing Human Resource§)1356-369.

Doll, W. (1993).A postmodern perspective on curriculudew York, NY: Teachers College
Press.

Donahue, T. (2009 he making of global citizens through educationoalor programs:
Aligning missions and visions with education abrpaograms Retrieved from
ProQuest Digital DissertationATT 304998401)

Donovant, B. W. (2009). The new, modern practicadflt education: Online instruction in
a continuing professional development settihdult Education Quarterly, §38),
227-245.

Eisen, M. J. (2001). Peer-based professional dpusdat viewed through the ILens of
transformative learninddolistic Nursing Practicel6, 30-42.

Eisenhardt, K. M., & Graebner, M. E. (2007). Thebuyiding from cases: Opportunities and
challengesAcademy of Management Journal(B0 25-32.

Feagin, J. Orum, A., & Sjoberg, G. (Eds). (1991 ase for the case studyhapel Hill:
University of North Carolina Press.

Feller, A. E. (2009). Imaginal dialogue in the urgtaduate classroorRroceedings of the
8" International Transformative Learning ConferenBermuda, 107-113.

Field, J. (1997). Passive or proactiveults Learning, &), 160-161.



165

Firestone, W. A. (1993). Alternative argumentsdeneralizing from data: as applied to
gualitative researctizducational Researgl22(4), 16-23.

Fox, W. E., & Carpenter, B. (2004). Total resourt@nagement: A successful professional
development prograndournal of Extension, 48). Retrieved from
http://www.joe.org/joe/2004december/tt3.php

Franz, N. (2007). Adult education theories: InfanniCooperative Extension’s
transformationJournal of Extensiond5(1). Retrieved from
http://www.joe.org/joe/2007februrary/al.php

Franz, N. (2003). Transformative learning in Extensstaff partnerships: Facilitating
personal, joint, and organizational changgurnal of Extensiom1(2). Retrieved
from http://www.joe.org/joe/2003april/al.php

Franz, N, Garst, B. A., Baughman, S., Smith, CE&ers, B. (2009). Catalyzing
transformation: Conditions in extension educati@ralironments that promote
changeJournal of Extensiom7(4). Retrieved from
http://www.joe.org/joe/2009august/rb1.php

Friere, P. (1974 Education for critical consciousned$ew York, NY: Continuum.

Garst, B., Baughman, S., & Franz, N. (in presshdBenarking professional development
practices across youth-serving organizations: loagitbns for Extensiorlournal of
Extension.

Garet, M. S., Porter, A. C., Desimone, L., BirmBnF., & Yoon, K. S. (2001). What makes
professional development effective? Results framatgonal sample of teachers.
American Educational Research Jouryz8(4), 915-945.

Gay, L. R., & Airasian, P. W. (2000tducational researchCompetencies for analysis and
application.Columbus, OH: Merrill.

Gesme, D., Towle, E., & Wiseman, M. (2010). Ess#sif staff development and why you
should careJournal of Oncology Practicé(2), 104-106.

Ghimire, N. (2010). A professional competency depeient model: Implications for
extension educatorgournal of International Agriculture and ExtensiBaucation,
18(2), 5-13.

Giley, J. W., Dean, P., & Bierema, L. (200Philosophy and practice of organizational
learning, performance and chandg@ambridge, MA: Perseus Printing.

Glaser, B. G., & Strauss, A. (1967The discovery of grounded theory: Strategies for
gualitative researchChicago, IL: Aldine.



166

Glisczinski, D. (2007). Transformative higher edima A meaningful degree of
understandinglournal of Transformative Education(4), 317-328.

Gonzalez, I. M. (1982)I'he professional competencies needed by Extengemtsain the
Pennsylvania Cooperative Extension Servidectoral dissertation. University Park:
The Pennsylvania State University.

Gravett, S. (2004). Action research and transftiredearning in teaching development.
Educational Action Research? (2), 259-272.

Grudens-Schuck, N., Cramer, J., Exner, D., & ShBur2003). The new adult education:
Bringing peer educators up to spedournal of Extension, 44). Retrieved from
http://www.joe.org/joe/2003august/a2.shtml

Habermas, J. (1971Knowledge and human interesBoston, MA: Beacon Press.

Haslinda, A., & Mahyuddin, M. Y. (2009). The effa@ness of training in the public service.
American Journal of Scientific Research38-51.

Haskell, J., Cyr, L., & McPhalil, G. (2003trengthening your facilitation skills: Level
1.0rono, ME: University of Maine Cooperative Extensi

Hatch, J. A. (2002)Doing qualitative research in education settingtbany, NY: SUNY
Press.

Hewitt-Taylor, J. (2002). Insider knowledge: Issuemsider researciNursing Standard,
16(46), 33-35.

Heron, J. (199R Feeling and personhood: Psychology in another Keewbury Park, CA:
Sage.

Hodkinson, P., & Hodkinson, H. (2001). The stresgihd limitations of case study research.
Paper presented to the Learning and Skills Devetypmgency Conferen¢EDF).
Retrieved from
http://scholar.google.com.proxy.lib.iastate.eduddat?g=Hodkinson%2C+P.+%26+
Hodkinson%2C+H.+%282001%29.+The+Strengths+and+hitoims+of+Case+Stud
y+Research.+&btnG=&hl=en&as_sdt=0%2C16

Henderson, G. M. (2002). Transformative learnin@ asndition for transformational change
in organizationsHuman Resource Development ReviRetrieved from
http://hrd.sagepub.com/content/1/2/186

Hiemstra, R. & Brockett, R. (1994). Resistancedid-direction in learning can be overcome.
In R. Hiemstra & R. G. BrocketQvercoming resistance to self-direction in adult
learning (pp. 89-92). San Francisco, CA: Jossey-Bass.



167

Hill, H. C., Beisiegel, M., & Jacob, R. (2013). Rssional development research:
Consensus, crossroads, and challengelicational Researcher, 1-12.

Holton, E. (2005). Holton’s evaluation model: Newdznce and construct elaboration.
Advances in Development Human Resourdds, 37-54.

Holton, E., & Baldwin, T. (2003). Making transfeappen: An action perspective on learning
transfer systems. In E. Holton & T. Baldwin (Edémproving learning transfer in
organizationgpp. 3-15). San Francisco, CA: Jossey-Bass.

Holton, E., Bates, R., & Ruona, W. (2000). Develemtnof a generalized learning transfer
system inventoryHuman Resource Development Quarterly(4),1333-360.

Jarvis, C. (2012). Fiction and film and transforiveatearning. In E. W. Taylor & P. Cranton
(Eds.),Handbook of transformative learning: Theory, resdarand practicépp.
486-499) San Francisco, CA: Jossey-Bass.

Jokikokko, K. (2009). The role of significant oteen the intercultural learning of teachers.
Journal of Research in International Educatio(2)8 142-163.

Kasl, E., & Elias, D. (2000). Creating new habitsrond in small groups. In J. Mezirow &
Associates (Eds.),earning as transformation: Critical perspectivas @ theory in
progress(pp. 229-252). San Francisco, CA: Jossey-Bass.

Kasworm & Bowles (2012). Fostering transformatiearhing in higher education settings.
In E. W. Taylor & P. Cranton (Edshlandbook of transformative learning: Theory,
research, and practicgpp. 388-407). San Francisco, CA: Jossey-Bass.

Kember, D. (2010). Determining the level of refleetthinking from student’s written
journals using a coding scheme based on the wokkeairow. International Journal
of Lifelong Education]18(1), 18-30.

Kennedy, M. M. (1998)Form and substance in in-service teacher educafitesearch
Monograph No. 13). Arlington, VA: National Scien€eundation.

Kiely, R. (2005). A transformative learning modet Eervice-learning: A longitudinal case
study.Michigan Journal of Community Service Learnitg(1), 5-22. Retrieved from
http://hdl.handle.net/2027/sp0.3239521.0012.101

Killeavy, M., & Moloney, A. (2010). Reflection in social space: Can blogging support
reflective practice for beginning teachefgaching and Teacher Educati@§(4),
1,070-1,076.

King, K. P. (1997). Examining learning activitiescatransformational learning.
International Journal of University Adult Educatia36(3), 23-37.



168

King, K. P. (2002a). Identifying success in onlteacher education and professional
developmentThe Internet and Higher Educatip®(3), 231-246.

King, K. P. (2002b). Educational technology profesal development as transformative
learning opportunitiesComputers & Educatiqr89(3), 283-297.

King, K.P. (2004). Both sides now: Examining tramgfative learning and professional
development for educatodsinovative Higher Educatiqr29(2), 155-174.

King, K. P. (2005)Bringing transformation to lifeMalabar, FL: Krieger Publishing.

King, K. P. (Ed.). (2009aHandbook of the evolving research of transformaligagning
based on the Learning Activities Surv@&parlotte, NC: 1AP.

King, K. P. (2009b). The adult ESL experience: Fating perspective transformation in the
classroom. In K.P. King (Ed.Evolving research of transformative learning baged
the LAS(pp. 63-83). Charlotte, NC: IAP.

King, P. M., & Kitchener, K. S. (2004). Judgmentaet Twenty years of research on
epistemic cognition. Personal epistemology: Thecpslpogy of beliefs about
knowledge and knowing. In B. K. Hofer & P. R. Pialr (Eds.),Personal
epistemology: The psychology of beliefs about kedgd and knowin{pp. 31-74).
New York, NY: Routledge.

Kirwin, C., & Birchall, D. (2006). Transfer of leming from management development
programmes: testing the Holton modeternational Journal of Training and
Development, 1@), 252-268.

Kitchenham, A. (2008). The evolution of John Mewit®transformative learning theory.
Journal of Transformative Educatio(2), 104-123.

Kotter, J. P. (1996).eading changeBoston, MA: Harvard Business School Press.

Kozlowski, S., Gully, S., Brown, K.G., Salas, Emifh, E., & Nason, E. R. (2001). Effects
of training goals and goal orientation traits onltdimensional training outcomes
and performance adaptabilitprganizational Behavior and Human Decision
Processes, §3), 1-31.

Kreber, C. (2004). An analysis of two models ofaetion and their implications for
educational developmenhternational Journal for Academic Developmefit), 29-
49.

Kreider, H., & Bouffard, S. (2005). A conversatisth Thomas R. Guskey.he Education
Exchangell(4), 12-14.

Kumagai, A. K. (2008). A conceptual framework fhetuse of illness narratives in medical
educationAcademic Medicine, §3), 653-658.



169

Kutilek, L. M., & Earnest, G. W. (2001). Supportipgofessional growth through mentoring
and coachingJournal of Extensior39(4). Retrieved from
http://www.joe.org/joe/2001august/rb1l.php

Lakai, D., Jayaratne, K. S. U., Moore, G., & Kis{I®l. Barriers and effective educational
strategies to develop extension agents’ profeskammpetencieslournal of
Extension, 5@1). Retrieved from http://www.joe.org/joe/2012astth1.php

Lange, E. (2004). Transformative and restorat@agning: A vital dialectic for sustainable
societiesAdult Education Quarterlys4(2), 121-139.

Lee, M. Y., & Greene, G. J. (2004). A teaching feamork for transformative multicultural
social work educatiorlournal of Ethnic and Cultural Diversity in SocMlork,
12(3), 1-28.

Lehman, W. E. K, Greener, J. M., & Simpson, D. 20(42). Assessing organizational
readiness for changdournal of Substance Abuse Treatmegt 197-209.

Learning. (n.d.). In Oxford Dictionary online. (22)1 Retrieved from
http://www.oxforddictionaries.com/us/definition/armean_english/learning

Levings, J., Bremseth, T., Grant, S., Hartung,&Hatrris, A. (2010). Grow 4-H: Building
partnerships to benefit youth [Online course]. Idstate University and University of
Minnesota. Retrieved from http://www.extensionaastedu/4h/partnershiptraining

Levings, J., Pleskac, S., Deidrick, J., BremsethERlers, C., & Grover, V. (2007)ri-state
4-H club growth and expansion repgtinpublished). lowa State University
Extension, University of Minnesota Extension, amdvérsity of Wisconsin
Extension.

Lincoln, Y. S., & Guba, E. G. (1985)aturalistic inquiry Beverly Hills, CA: Sage.

Liimatainen, L. Poskiparta, M., Karhila, P., & Syeg, A. (2001). The development of
reflective learning in the context of health coulnsg and health promotion during
nurse educatiorissues and Innovations in Nursing Education534648-658.

Loucks-Horsley, S., Hewson, P. W., Lover, N., &&dj K.E. (1998)Designing professional
development for teachers of mathematics and scidimisand Oaks, CA: Corwin
Press.

Marquardt, M. J. (1996Building the Learning OrganizatioMNew York, NY: McGraw.

Marsick, V. J. (1988). Learning in the workplacéxeTcase for reflectivity and critical
reflectivity. Adult Education Quarterly, 38), 187-198.

Merkle, H. B., & Artman, R. B. (1983). Staff dewpiment: A systematic process for student
affairs leaderdNASPA Journal21(1), 55-63.



170

Merriam, S. B., Caffarella, R. S., & BaumgartnerM. (2007).Learning in adulthood: A
comprehensive guid&an Francisco, CA: Jossey-Bass.

Merriam, S. B., & Kim, S. (2012). Studying transfative learning: What methodology? In
E. W. Taylor & P. Cranton (Edshlandbook of transformative learning: Theory,
research, and practic€s6-72). San Francisco, CA: Jossey Bass.

Merriam, S. (1995). What can | tell from an N ofl$8ues of validity and reliability in
gualitative researcfiPAACE Journal of Livelong Learning, 51-60. Retrieved from
https://www.iup.edu/assets/0/347/349/4951/4977/B(RA91CF95-79A7-4972-
8C89-73AD68675BD3.pdf

Metz, Burkhauser, M., & Bowie, L. (2009). Trainingt-of-school-time staff. Bethesda, MD:
Child Trends.

Mezirow, J. (1991)Transformative dimensions of adult learni®an Francisco, CA:
Jossey-Bass.

Mezirow, J. (1994). Understanding transformatiogotly. Adult Education Quarterly44(4),
222-232

Mezirow, J. (1997). Transformative theory out ohtaxt. Adult Education Quarterly8(1),
60-62.

Mezirow, J. (1998). On critical reflectioAdult Education Quarterly, 48), 185-198.

Mezirow, J. (2000). Learning to think like an ad@bre concepts of transformation theory.
In Jack Mezirow & Associates (Edslegarning as transformation: Critical
perspectives on a theory in progrépp. 3-34). San Francisco, CA: Jossey-Bass.

Miles, M., & Huberman, M. (1984 ualitative data analysis: A source book for new
methodsBeverly Hills, CA: Sage.

Miles, M., & Huberman, M. (1994QQualitative data analysis: An expanded source b@k
ed). Thousand Oaks, CA: Sage.

Mincemoyer, C., & Kelsey, T. (1999). Assessing émvice education: ldentifying barriers to
successJournal of Extension37(2). Retrieved from
http://www.joe.org/joe/1999april/a3.html

Molenda, M., & Pershing, J. (2004). The strategipact model: An integrative approach to
performance improvement (PI) and instructional @yst designTech Trends, 48),
26-32.

Moustakas, C. (1994Phenomenological research methodlkousand Oaks, CA: Sage.



171

Nelson, C., & Harper, V. (2006). A pedagogy of idiffty: Preparing teachers to understand
and integrate complexity in teaching and learnirgacher Education Quarterly
33(2), 7-21.

Newstrom, J. W. (1985). Leveraging management dgwveént through the management of
transfer.Journal of Management Developmées(g), 33-45.

NIFA. (2014).About us Retrieved from http://www.csrees.usda.gov/qliekggnsion.html

Onwuegbuzie, A., & Leech, N. (2010). Generalizatactices in qualitative research: A
mixed methods case study. Qual. Quarternational Journal Methodology4, 881-
892. doi: 10.1007/s11135-009-9241-z

Pasquariello, G. (2009Fhe way in and the way on: A qualitative studyhefc¢atalysts and
outcomes of transformative learnifgoctoral dissertation. Retrieved from ProQuest
Digital Dissertations. (AAT 3376158)

Penland, P. (1979). Self-initiated learniAglult Education Quarterly, 28), 170-179.
Piaget, J. (1977 he essential Piageiew York, NY: Basic Books, Inc.

Powell, J. H. (1989). The reflective practitionemiursingJournal of Advanced Nursing, 14
824-832.

QSR International. (2013). NVivo 10 [Software]. Reted from
http://www.gsrinternational.com/

Radhakrishna, R. B. (2001). Professional developmeads of state extension specialists.
Journal of Extensior89(5). Retrieved from
http://www.joe.org/joe/2001october/rb4.php

Richardson, V., & Placier, P. (2001). Teacher cleamg V. Richardson (Ed.Jandbook of
research on teachingt™ ed.). New York, NY: MacMillan.

Rockwell, S. K., Jha, L., & Krumbach, E. (2003).c8ess outcome markers in extension
(SOME): Evaluating the effects of transformatiolearning programslournal of
Extension, 4(6). Retrieved from http://www.joe.org/joe/2003datw/a4.php

Saks, A., & Haccoun, R. (200 WNlanaging performance through yraining and developine
Toronto, CAN: Nelson & Thompson Ltd.

Sandlin, J. A., & Bey, G. J. (2006). Trowels, treas and transformation: A case study of
archaeologists learning a more critical practicarechaeologyJournal of Social
Archaeology, &), 255-276.

Senge, P. (1990T.he fifth discipline: The art & practice of the le#ng organization New
York, NY: Doubleday.



172

Seevers, B., & Graham, D. (2012). Education throcmpperative extension.'{2d.).
Fayetteville: University of Arkansas.

Senyurekli, A. R., Dworkin, J., & Dickinson, J. (). On-line professional development for
extension educatordournal of extensigi4(3), 3RIB1.

Smith, K. (2007). Forward. In B. Seevers & D. Grah@ds.) Education through
Cooperative Extensiof8" ed.). Fayetteville: University of Arkansas.

Smith, R. O. (2012). Fostering transformative lgagronline. In E.W. Taylor & P. Cranton
(Eds.), The handbook of transformative learning: Theorgearch, and practicép.
408-422). San Francisco, CA: Jossey-Bass.

Smyth, A., & Holian, R. (2008). Credibility issuagsresearch from within organisations. P.
Sikes & A. Potts (Eds.Researching education from the inside: Investigegifsom
within (pp. 33-48). New York, NY: Taylor and Francis.

Sokol, A. V. (1998)Mezirow's transformative learning theory applied@omal adult
education: A case studipoctoral dissertation. Washington, DC: George Nifagon
University.

Soules, M. (2000Hybrid online courses and strategies for collabarat Nanaimo, BC,
CAN: Malaspina University. Retrieved from http://rehallsoules.ca/hybrid2.htm

Stake, R. (2006 Multiple case study analysislew York, NY: The Guilford Press.

Stein, M. K., Smith, M. S., & Silver, A. (1999). €ldevelopment of professional developers:
Learning to assist teachers in new settings inways.Harvard Educational
Review 69(3), 237-269.

Stevens, K., Gerber, D., & Hendra, R. (2010). Tramsational learning through prior
learning assessmemrtdult Education Quarterly60(4), 377-404.

Stone, B. B., & Bieber, S. (1997). Competenciesiesv language for our worldournal of
ExtensiorfOn-line], 35(1). Retrieved from
http://www.joe.org/joe/1997february/comml.php

Stone, B., & Coppernoll, S. (2004). You, extensama success: A competency-based
professional development systedournal of Extension, 42). Retrieved from
http://www.joe.org/joe/2004april/iwl.php

Taylor, E. W. (1997). Building upon the theoretidebate: A critical review of
transformative learningAdult Education Quarterly48(1), 34-60.

Taylor, E.W. (2000). Fostering transformative leagnn the adult education classroom.
Canadian Journal of the Study of Adult Educatibfy 1-28.



173

Taylor, E. W. (2003). Looking back five years: Atical review of transformative learning
theory. InProceedings of the 5th International Transformatiearning Conference
(pp- 412-418)New York, NY:Columbia University.

Taylor, E. W. (2007). An update of transformatiearning theory: a critical review of the
empirical research (1999-200%)ternational Journal of Lifelong Educatip86(2),
173-191.

Taylor, E. W., & Snyder, M. J. (2012). A criticawiew of research on transformative
learning theory, 2006-2010. In E. W. Taylor & Pa@ton (Eds.)The handbook of
transformative learning: Theory, research, and gree(pp. 37-55). San Francisco,
CA: Jossey-Bass.

Tisdell, E. (2008). Critical media literacy andnisformative learning: Drawing on pop
culture and entertainment media in teaching foeity in adult higher education.
Journal of Transformative Educatio, 48-67.

Thering, S. (2007). A practical theory-based apginda action-research in survivor
communitiesJournal of Extension, 43). Retrieved from
http://www.joe.org/joe/2007april/a3.php

Thomas, G. (2011hlow to do your case study: A guide for studentsrasdarchers
Thousand Oaks, CA: Sage.

Trochim (1989). Outcome pattern matching and progitzeory.Evaluation and Program
Planning 12, 355-366.

Tsai, W. C., & Tai, W. T. (2003). Perceived impoica as a mediator of the relationship
between training assignment and training motivatRersonnel Review, 82), 151-
163.

Turner, V. (1985)On the edge of the bush: Anthropology as experiengeson: University
of Arizona Press.

van Woerkom, M. (2004). The concept of criticaleefion and its implications for human
resource developmeridvances in Developing Human Resourcé),6.78-192.

Warren, B., Roseberry, A.S., & Conant, F. (1994%cDurse and social practice: Learning
science in language minority classrooms. In Spddeft=d.),Adult biliteracy in the
United Stategpp. 191-210). McHenry, IL: Center for Applied lguistics and Delta
Systems Co.

Watkins, K. E., & Marsick, V. J. (1993%culpting the learning organization: Lessons in the
art and science of systemic chan§an Francisco, CA: Jossey-Bass.

Walton, J. (1999)Strategic human resource developmé&inburgh Gate, U.K.: Pearson
Education.



174

Walton, J. (2010). Examining a transformative apploto communication education: A
teacher research studyollege Student Journal, 4, 157-177.

Weimer, M. (2012). Learning-centered teaching aadsformative learning. In E. W. Taylor
& P. Cranton (Eds.)The handbook of transformative learning: Theorgearch, and
practice(pp. 439-454). San Francisco, CA: Jossey-Bass.

Woodard, D. B., & Komives, S. R. (1990). Ensuritgflscompetence. In M. J. Barr & M. L.
Upcraft (Eds.)New futures for student affai(pp. 217-238). San Francisco, CA:
Jossey- Bass.

Yin, R. (1994).Case study research: Design and meth@t&l ed.). Thousand Oaks, CA:
Sage.

Yin, R. K. (2003).Case study research: Design and meth@fsed.). Thousand Oaks, CA:
Sage.

Yin, R. (2014) Case study research: Design and meth@dsed.). Thousand Oaks, CA:
Sage.

Yorks, L., & Kasl, E. (2006). | know more than Ircgay: A taxonomy for using expressive
ways of knowing to foster transformative learnidgurnal of Transformative
Learning, 41), 43-64.



