
 Improving Staff Development 
Through CBAM and 4Maf'
Combining two models for looking at individual differences 
produces a powerful approach to teacher inservice.

BERNICE MCCARTHY

S taff development is the facilitation 
of growth. It requires a knowledge 
of our clients; a talent for scanning 

the outside world for means and re 
sources; a belief that support and chal 
lenge give people the courage to create; 
an intuitive feel of how much space to 
give, and an impeccable sense of tim 
ing.

I have developed a staff development 
program that combines the Concerns- 
Based Adoption Model (CBAM) of 
Gene Hall and Susan Loucks and my 
own 4Mat System. CBAM outlines "a 
set of stages that people appear to move 
through" when they are involved in 
innovation. It is based on the belief that 
people respond to change in uniquely 
personal ways; therefore, the individual 
must be the primary target of change.' 
My 4Mat System describes a method of 
teaching that includes needs of all four 
major learning styles, while using right 
and left mode techniques. It does not 
require analysis of participants' learning 
styles, but instead assumes that a presen 
ter should-use techniques applicable to 
each of the four learning styles 25 per 
cent of the time. 2

More on CBAM
Hall, Loucks, and their colleagues at 
the Texas R&D Center formulated 
CBAM from Frances Fuller's work that 
examined the changing concerns of un 
dergraduate teachers as they moved 
through teacher preparation.' Hall and 
Loucks expanded these concerns to sev 
en stages that describe "certain per 
ceptions, feelings, motivations, frustra 
tions, and satisfactions about innova 
tions and the change process"4 (sec Fig 
ure 1).
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Implicit assumptions in the CBAM 
Model are:

1. Change is a process that takes time 
and is achieved in stages.

2. The individual must be the pri 
mary target.

3. Change is highly personal.
4. Stages of change involve both per 

ceptions and feelings of individuals con 
cerning the innovation as well as their 
skill in its use.

5. Staff developers need to diagnose 
their clients' location in the change 
process and assess the state of change as 
they adapt strategies along the way.

Understanding 4Mat: Learning Styles 
The 4Mat System is based on learning 
style research, especially David Kolb's 
Experiential Learning Model 1 and re 
search on brain dominance. Figures 2 
through 4 explain Kolb's process.

The resulting quadrant system 
formed the conceptual rationale for four 
different learning styles 1 synthesized 
the work of Kolb and other learning 
style researchers into composite descrip 
tions of four major learning style prefer 
ences;

Type One Learners:
  Seek meaning
  Need to be involved personally

Figure 1. Stages of Concern About the Innovation*

Stage 6 Refocusing: The focus is on exploration of more universal benefits from the 
innovation, including the possibility of major changes or replacement with a more 
powerful alternative. Individual has definite ideas about alternatives to the proposed 
or existing form of the innovation.

Stage 5 Collaboration: The focus is on coordination and cooperation with others 
regarding use of the innovation.

Stage 4 Consequence: Attention focuses on impact of the innovation on students in their 
immediate sphere of influence. The focus is on relevance of the innovation for 
students, evaluation of student outcomes, including performance and competencies, 
and changes needed to increase student outcomes.

Stage 3 Management: Attention is focused on the processes and tasks of using the 
innovation, and the best use of information and resources. Issues related to efficiency, 
organizing, managing, scheduling, and time demands are priority.

Stage 2 Personal: I ndividuals are uncertain about the demands of the innovation, their 
adequacy to meet those demands, and their roles with the innovation. This includes 
analysis of their roles in relation to the reward structure of the organization, decision 
making and consideration, or potential conflicts with existing structures or personal 
commitment. Financial or status implications of the program for self and colleagues 
may also be reflected.

Stage 11nformation: A general awareness of the innovation and interest In learning more 
about it is indicated. Individuals seem to be unworried about themselves in relation to 
the innovation. They are interested in substantive aspects of the innovation in a 
selfless manner such as general characteristics, effects, and requirements for use.

Stage 0 Awareness: Little concern about or Involvement with the innovation is indicated.

 Original concept from C. E. Hall, R. C. Wallace, Jr., and W. A. Dossett, A Developmen 
tal Conceptualization of the Adoption Process Within Educational Institutions. (Austin: 
Research and Development Center for Teacher Education, The University of Texas, 
1972).
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• Learn by listening and sharing 
ideas

• Absorb reality
• Perceive information concretely 

and process it reflectively
• Arc interested in people and cul 

ture; arc divergent thinkers who 
believe in their own experience, 
excel in viewing concrete situations 
from many perspectives, and model 
themselves on those they respect.

• Kunction through social interac 
tion

• S trength—Innovation and imagi 
nation; they arc idea people

• Coals—Self-involvement in im 
portant issues, bringing unity to 
diversity

• Favorite question—Why?
• Careers—Counseling, personnel, 

humanities, organizational devel 
opment

• Primary concern—Personal mean 
ing. 

Type Two Learners:
• Seek facts
• Need to know what the experts 

think
• Learn by thinking through ideas; 

they form reality
• Perceive information abstractly and 

process it reflectively
• Arc less interested in people than 

ideas and concepts; they critique 
information and arc data collectors; 
thorough,and industrious, they re- 
examine facts if situations perplex 
them

• Enjoy traditional classrooms; 
schools arc designed for these 
learners

• Function by adapting to experts
• S trength—Creating concepts and 

models
• Coals—Self-satisfaction and intel 

lectual recognition
• Favorite question—What?
• Careers—Basic sciences, math, re 

search, planning departments
• Primary concern—Information. 
Type Three Learners:
• Seek usability
• Need to know how things work
• Learn by testing theories in ways 

that seem sensible; they edit reality
• Perceive information abstractly and 

process it actively
• Use factual data to build designed 

concepts, need hands-on experi 
ences, enjoy solving problems, re 
sent being given answers, restrict 
judgment to concrete things, and 
have limited tolerance for "fuzz" 
ideas; they need to know how
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Figure 2. Each of us perceives in our own unique way. Some of us predomi 
nately sense and feel, while others think or reason. The way we perceive is 
what we do first.

. • • Sensing/Feeling

I
t

Thinking

Figure 3. After we perceive, we process. Some of us. watch and reflect while 
others jump right in and try. \

Doing t t t Watching

Process

things they arc asked to do will help 
in real life

• Kunction through inferences drawn 
from sensory experience

• S trength—Practical application of 
ideas

• Goal—To bring their view of the 
present into line with future securi 
ty

• Favorite question—How docs it 
work?

• Careers—Engineering, physical 
sciences, nursing, hands-on tech 
nology

• Primary concern—Need to try 
things for themselves.

Type Four Learners:
• Seek hidden possibilities '
• Need to know what can be done 

with things
• Learn by triaK and error, self-dis 

covery; they enrich reality
• Perceive information concretely 

and process it actively
• Adaptable to change and relish it; 

like variety and excel in situations 
calling for flexibility

• Tend to take risks, at ease with 
people but sometimes seen as 
pushy

• Often reach accurate conclusions

Figure 4. Kolb juxtaposed the two 
dimensions of perceiving and proc 
essing to form a four-quadrant sys 
tem.

Sensing/Feeling

Type 
Four 
Learners

Doing

Type
Three
Learners

Type 
One 
Learners

Watching

Type 
Two 
Learners

Thinking

in the absence of logical justifica 
tion

• Function by acting and testing 
experience

• Strength—Action, carrying out
plans 

<* Goals—To make things happen, to
bring action to concepts

• Favorife auesd'on—If? (What can 
this become?)

• Careers—Marketing, sales, action- 
oriented managerial jobs, teaching

• Primary concern—Need to adapt 
learning to their own life situations 
to make more of what they leam.
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Putting Quadrant into Sequence
The quadrant system, besides generally 
defining four learning styles, is especial 
ly valuable as a sequential cycle of 
learning. In addition (o favorite ques 
tions, careers, and so on, each of the 
four learning style types seems to have a 
preferred learning method. Figure 5 
shows appropriate learning methods 
with each learning style. An instructor 
can let all students shine at least 25 
percent of the time by beginning with 
Sensing/Feeling (concrete experience) 
and moving clockwise around the circle 
to Watching (reflective observation), on 
to Thinking (abstract conceptualiza 
tion), then Doing (active experimenta 
tion), and back up to Sensing/Feeling. 
Following this cycle also challenges stu 
dents to assimilate other learning style 
methods.

Understanding 4Mat: 
Applying Brain Dominance 
Preferences
During the 1950s Roger Sperry, who 
began the research on right and left 
brain functions, conducted a series of 
animal studies in which the corpus cal- 
losum, a thick cable composed of nerve 
fibers cross-connecting the two cerebral 
hemispheres, was severed. 6 Sperry and 
his associates then devised a series of 
subtle and ingenious, tests to find out 
what was going on in the two separated 
hemispheres—and two separate minds 
were revealed.

Prior to this discovery, it was known 
that the functions of the two hemi 
spheres were different: speech resides in 
the left brain and spatial capability in 
the right. What was not known was that 
in processing information and stimuli 
the left brain uses lineal, sequential 
processing while the right brain uses a 
global process in which data are per 
ceived, absorbed, and processed. Ex 
periments with split-brain patients have 
shown that "the qualitative differences 
in the methods used to achieve compre 
hension are profound, and even greater 
than could have been predicted.""

Based on this and other research, I 
have superimposed left and right mode 
techniques on each of the quadrants for 
learning styles and concerns. The result 
(Figure 6) is a cyclical teaching method 
in which all learning styles arc served 
while alternately using left and right 
teaching modes.

Overlay of CBAM on 4Mat
The overlay of CBAM on 4Mat requires 
an examination of CBAM's stages as
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Figure 5. Four Major Learning Styles and Methods with 
.. . . ... Four Different Emphases.

•:; : -.-".:. Sensing/Feeling
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Interaction Method

Type 3:
HOW DOES IT 

WORK?

Watching

Thinking

they fulfill learning style needs and 
brain dominance preferences of teachers 
in innovation, as well as the cycle of 
change represented by these stages. In 
other words—is CBAM congruent with 
the 4Mat learning cycle? By paying 
attention to teachers' needs in the 
CBAM stages, are we attending to learn 
ing styles and brain dominance prefer 
ences? The answer is a resounding yes.

Look again at CBAM's stages of con 
cern in Figure 1. A person begins with 
Awareness and moves up through the 
six stages. It has been my experience in 
staff development in school and business 
settings that the move from Step 2 
(Personal) to Step 3 (Management) is a 
big step. There is a kind of reflection 
before people move from personal con 
cerns to the processes and tasks of imple 
mentation. In other words, they need 
more time to deepen and affirm person 
al meaning before moving to the com 
mitment of managing innovation.

In Figure 7 (page 24) I have redefined 
the CBAM stages to fit the four quad 
rants and labeled them: understanding, 
internalizing, operationalizing, and 
evaluating. F'igure 8 (page 25) indicates 
questions teachers ask as they move 
through the stages of concern.

Using CBAM's Stages in Staff 
Development
The CBAM model presents certain 
strategics for staff developers depending 
on a client's stages of concern. Figure 9 
(page 25) is an overlay of CBAM and 
4Mat that specifies key strategies at key 
times in the innovation process.

My conviction as to the usefulness of 
the CBAM stages of concern is based on 
my experience in many different staff 
development situations. The 4Mat 
workshops are designed to increase 
awareness of the usefulness of learning 
styles and brain dominance research for 
teaching. First, I raise Awareness (0) by 
administering the Kolb Learning Style 
Inventory and the Torrancc right/left 
instruments. 11 1 want teachers to become 
aware of the diversity of learning styles 
and brain dominance among their own 
colleagues. At the Informational stage 
(1), I present current research. Then the 
initiative shifts to the participants. Large 
numbers of teachers, 90-95 percent, 
find themselves reflecting on how this 
research affects their personal lives-—in 
other words, husbands, wives, children. 
Their evaluation comments show that 
they are convinced of the validity of 
these diversities and want to diagnose
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Figure 6. Left and Right Mode Techniques Superimposed on Learning Styles/ 
Concerns Quadrants. .'•:..'• C . ;•"..';
Left Mode: Lineal, sequential Right Mode: Global

Sensing/Feeling

Doing

H. Share the 
unique 
learning 
with 
others

A. Create an
experience that ' 
engages t 
personal f' 
meaning ,

G. Analysis of 
results

B. Analyze the 
experience

C. Integrate the
experience and analysis 
into need for more 
knowledge

F. Personal adaptation 
unique to individual 
"Buffet" approach

Type 3: HOW? Type 2: WHAT?
X

D. Knowledge 
acquisition

E. First 
try
based on "Cookbook" 
approach

Watching

. -..-.; . .,"•• Thinking. -. .. . - ; ".'":'. " '' ' •*" ; ''. . " . ..'. '..'..

A. We begin with a Concrete experience that engages personal meaning. . - • - . ; ,
B. We move into an analysis of that experience. (What do you think happened?) . ''•"". - ' '-•...••
C. The experience and analysis are integrated reflectively into a need for more knowledge. .".' ' '.. • . •' . '
D. We turn to more detailed knowledge acquisition. '.;-'„. -.'" '•..'"
E. We try it out. . : ••; •'
F. We master the skill/knowledge sufficiently to be able to adapt it (aberrate it, so to speak) to our own personal needs/situation.
C. We analyze what happened.
H. We turn to share with others in order to broaden our perspective as well as engaging in more complex understanding.

their families.
Even though I present classroom ap 

plications in the final hours of a work 
shop, I have found repeatedly that 
teachers remain at the Personal (2) level 
of concern. Why? Teachers attend the 
workshops to improve classroom appli 
cation of this research, yet many of 
them apply the information only on a 
personal level. They need time to re 
flect. It's the "pause that reflects"—the 
big step from Personal (2) to Manage 
ment (?) that we saw in Figure 1.

Once they move to Step 3, teachers 
broaden their analysis of the innovation
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from personal concerns to managing the 
innovations in their professional lives. 
What follows is an initial attempt, a 
small step, based on a "cookbook" ap 
proach—they begin to try some of the 
ideas. When and if the initial step is 
successful, they begin to adapt the inno 
vation to the particular needs of their 
own styles, their own students, and their 
own disciplines. Only then is the inno 
vation theirs. Innovation must be adapt 
able in diverse ways if teachers are to 
truly own it.

Introduction of innovation, if proper 
ly done, moves teachers through all

three beginning stages: Awareness (0), 
Informational (1), and Personal (2). 
This can be accomplished by engaging 
the heart. A left brain intellectual ap 
proach comes into play later, when 
information is given to bolster awareness 
and after the personal level, when 
teachers report that "it feels right." The 
right mode captures the interests of 
teachers through what they experience 
every day. So an initial approach to 
innovation must engage their hearts and 
value their caring instincts (see I, Figure 
9). When teachers move to the "pause 
that reflects," informal conversations

23



can convince them that their under 
standings of what they do and how they 
do it are appreciated (sec II, Figure 9). 
This means that staff developers must 
believe they are doing something w ith 
teachers and not fo them.

As some teachers move into analyses 
of meaning at the professional level, the 
same strategies should continue, shift 
ing emphasis toward classroom imple 
mentation. Courageous "first tries" call 
for supportive discussions of problems 
and concerns, with a real boost for 
trying (III. Figure 9). When teachers 
begin adapting the ideas to their situa 
tions. real innovation is under way (3i. 
They need to be encouraged to be true- 
to their own styles as they move to 
broaden their teaching repertoires. At 
this stage they need to be put in touch 
with others who arc also adapting the 
innovation to their particular situation 
(IV. Figure 9).

When the consequence stage (4) is 
reached, the left brain analysis again 
comes into play. Results need to be 
written down, and goals clarified 
through the structuring of larger groups 
IV, F igure 9). Collaboration (5) should 
encourage unique uses of the innova 
tion as teachers begin to move to the 
refocusing stage (6). The creativity of 
teachers needs to be shared in-housc. 
and the strategy' of recognizing profes 
sionalism can he enhanced by gathering 
and printing the diverse uses of the 
innovation as resources for all teachers. 
Let them become consultants to each 
other (VI, Figure 9). The refocusing 
stage then becomes the catalyst for a 
deeper and broader level of awareness 
(0) as the cycle begins again at a higher 
and more complex level.

I am convinced CBA\1 provides im 
portant insights for understanding stages 
of concern in innovation. My convic 
tion stems from the belief that the mod 
el is primarily concerned with the 
Self — the unique, personal ways each of 
us adapts to change. It begins with Self, 
moves to knowledge, then Task (Use), 
and Impact.

CBAM illustrates that without per 
sonal meaning, without Self being en 
gaged, no change is effective or perma 
nent. We bring ourselves with us 
wherever we go. Only when the ques 
tion "why?" is answered can change be 
effective. EL

'Gene E. Hall and Susan Loucks, 
"Teacher Concerns as a Basis for Facilitating 
and Personalizing Staff Development," 
Teachers College Record SO, 1 (September
1978):
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Figure 7. Overlay of CBAM Stages on 4Mat.
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Figure 8. Questions Teachers Ask as They Move Through the Stages of Concern.

Type 4—IF?

Type 3—HOW DOES THIS WORK?

Type 2—WHAT?

Type 1—WHY?

6 Relocusing Where do we go from here?

5 Collaboration What happened to you and your 
students?

4 Consequence
3 Management:

B Unique adaptation 
A First try

What happened to me and my students?

Analysis shift for 
possible professional 
use

~ How will I adapt this to my needs? 
How will I begin?___________

"Pause that reflects" 
2 Personal )

What does this mean to me 
professionally?_________

1 Informational)
0 Awareness J

Why is this important to me personally?

VI. Unique uses gathered 
and distributed in-house, 
teachers become 
consultants to 
each other

Figure 9. Strategies For Staff Developers.
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V. Results 
written 
down and 
discussed, 
goals clari 
fied, more 
structured, 
larger 
groups

Doing

IV. Unique 
adaptations 
encouraged 
as creative 
ly authentic, 
more resources 
provided, enlarge 
support groups 
Know the territory, 
put teachers in touch 
with each other

I. Initial 
experience 
as catalyst

Watching

II. Informal
conversation
one-on-one:
"What do you think?"

Thinking

III. Discussion of problems, 
concerns, supportive recognition 
for trying
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