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it is recognized.that the majority of students are not transfer .-
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Preface

3

Information on humanities in two-year colleges is scattered
through a variety of sources. National studies, single college
reports, dissertations — all must be pertised for a total picture
to be discerned. Nor are the disciplines within the.humanities
reported evenly. One finds a broad-scale study conducted by a
professional society in one subject area with only a few state or
local reports to complement it in others. Still, the diligent re-
searcher can put together a compilation that presents a map of
all the humanities even though some regions must bé Jabeled
“Unexplored Tertitory.” N

This monograph reviews patterns of curriculum in the

humanities in two-year colleges. The project was conceived by

Arthur M. Cohen and Florence B. Brawer. The literature search

was done by Joli Adams and Debbrah Crandall, assisted by Wil-

X liam Cohen, with Ms. Crandall drafting thé review. The manu-
\. . script was revised and edited by Arthur M. Cohen. Ilustrations

\ are by William Cohen. .

Other reviews in this series-cover the literature discussing
humanities students and the facnlty teaching the humanities. All
the reviews are prepared by staff members of the Center for the
Study of Community Colleges under a grant from the National
Endowment for the Humanities, a federal agency established
g by Congress to support research, education, and public activ-
ities in the humanities. They are disseminated by the ERIC
Clearinghouse for Junior Colleges pursnant to a contract with
the National Institute of Education. The support of both these
agencles is gratefully acknowledged.

Artrur M, Couen
University of California, Los. Angeles




Introduction

s

What can he said about the humanities in two-year colleges?
Are they being compromised by “rergpdial” studies? Are they
collapsing under the weight of occupational and technical educa-
tion® Or are they flourishing in new curricular patterds? As
revealed in this reviews none of these extreme positions is true.
The humanities 1emain alive, inaintaining their traditional form in
the “college parallel” courses, often reforming in interdisciplinary
combinations in courses for the “new” students. :

A word about cinriculum in general is appropriate here. Cur-
riculum in the community college — the dominant type of 'sub-

baccalaureate, accredited, associate degree-granting institution —
¥
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is dictated by student preference, not institutional philosophy.
The community college is dedicated to giving the community
the kind of educatiop it wants. Accordingly, except in the tech-
nical fields that have strict requirements imposed by outside
agencies (e.g.. nursingand police training), a student can put
together a program comprised’ pretty muéh® of the courses he
takes of his own volition. And what he elects to take is dominated
by the requirements of the baccalaureate transfer institution to ~
which he “aspires, or by his own interests and ‘tendencies of the '

moment. In this climate the humanities must stand on their own, .—

competing with job training programs and hobby courses as well-
as with the other disciplines for student favor. '

This monograph is organized by subject area — art history

nd appreciation, modern foreign languages, history, and so on —
because that is the way the literatute is organized. People in all
areas of education tend te write about their own subject field, .
ignoring the other disciplines. And they .like to read about their
-own area as well. However, many gaps appear because few peo- .
ple within the colleges write about what they are doing. This
spotty coverage is accentuated by the tendency to modify curric-
ulum without justification. Courses form and reform in response
to intramural trade-offs, few of which are described for extra-
mural eyes. Further,.even though we have limited this review
to the literature since 1960, the past 15 years have seen so many
institutional changes that much of it is certainly outdated. * /

Not all subjetts are treated separately in the review because
some of the many humanistic disciplines® are not taught dis-
cretely. in two-year cofll:’ges. Linguistics, for example, is hardly
ever found alonie buf only in combination with English language
courses. Some disciplines are lacking totally in two-year colleges,
hence do not appear in the writings about these institytions;-
jurisprudence falls in this category. Neverthdless there is a sizable
literature covering humanpities in junior and. COmmunity colleges

- and much of it is reviewed here.

P .
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* Aesthetics, art history and appreciation, comparative religion. cultural

anthropology. cultural geography, foreign languages, government. history,
o Jurisprudence. lingwistics. hterary crniticism. literature, music history @nd

appreciation, philosophy, theater history and appreciation. .
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Foreign Langquages

Nationwide studies of foreign language instruction by Kant
(1969) and Brod (1971) report that as community colleges grew
in size and number they became increasingly significant as cen-
ters of foreign language instruction, In 1960, 455 two-year cal- ,
leges reported foreign language registrations, by 1968 this num-
ber had grown to 734, or 79% of the 950 community colleges re- -
sponding to Kant's questionnaire,, and by 1970, the number had
increased to 861, or 79 of all 1,091 commynity colegesthen in
operation. Between 1960 and 1968, community collége foreign
languagé, registrations increased nearly two-and-one-half "times
and therr share of the total college registrations in languages
increased from 1 in 1€ to nearly 1 in 8, by 1970 this figure was
lin7.
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. Although French js the most frequently taught language in
higher education’ in general (Kant, 1969), Spanish is the most*
popular langnage taught in the community college. In 1964, 9%
more community colleges offered French than Spanish (Ras-
sogianis, 1965). but by 1968, Spanish student enrollments ac-
counted for 457 of the registrations in the five leading lahguages
(Spanish, French, German, Italian, Ru.s’sian)‘and French stu-
dents accounted f()r'on],\ 33% (Kant, 1969). And in 1970, Spanish
students accounted for 50 4% of the registrations in the top five
languages and French students for only 30¢ (Brod, 1971).

German holds a steady but distant third place in higher edu-
cation in general and in the community college 4n particular. Ras-
sogianis’ stndy found that 76% of the 84 community colleges he
sampled offered at legst one course in German, This was 20% fewer
than the p(‘r(‘\cnmgc that offered French and 9% fewer than the
percentage that offered Spanish. German seems slowly to be
losing favor, howevet, student registrations in German accodnted
for 16.1% of the total registrations in the top five languages in
1968 and for only 154 in 1970 (Kant, 1969; Brod, 1971).

All.other modern languagés are also rans. Although Russian
is often found to be the fourth most commonly offered modern
foreign language (Rassogiams, 1965; Hill, 1967 Kelley and Wil-
bur, 1970), Kant’s study found that nationwide. moré community.
colleges offered Italian than Russiang and Celeste (1972) found

-more Italian than Russian offerings i INinois. Courses in Japanese,

Portugnese, Chinese,Arabic, Ukrainian, Norwegian, Vietnamese,
Polish, Gaelic, Swedish, Hindu, and Finnish among others are
also occadionally: offered in community colleges. _ '

" Classical langualges never comprised a major part o# the two-
vear college curriculum and recent evidence indicates they may
be fading out entively. A smvey conducted by the Committee
on the State of thé Classics of the American Philological Associa-
tion discov ered the .~ . almost complete disappearance of Latin
from two-year colleges. A very few junior colleges canvassed re-
tain Latin L and 2, invery rare case 3 and 47 ( Babcock and others,
1972, p. 256). ) °

Rassogianis” 1965 survey of S4-public unior college] catalognes

found that only 67 offtred even one comse in Latin arld that omly

2% offered at least one course in Gieek. This study a,so reported
4 / :
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that only one junior collgege.sampled~ offered a- c#urse in Latin
literature, interestingly, this particular junior college offered six

such courses. Brod (1971, Connor (1970), and Kant (1969), in

separate nationwide studies, noted very few enrollments in Latin
and Crefkk. Kant’s comprehensive, study found Latin offered in
50 junior colleges and Greek offered in 40 of 950 two-year colleges
surveyed. Of the total 130,628 students enrolled in community
college foreign language courses in 1968, Latin students accounted
for 1.1% and Greek students for .9%.

Connor (1970‘) found that in two-year colleges, four-year
colleges, and universities, Latin and Greek were the only lan-
guages of the top seven (French, Spanish, German, Russian,

‘Latin, Italian, Greek) to show a decline in absolute numbers in

the period 1965-68. The picture appeared to have changed three
years later. Celeste (1972) found that in 31 junior “colleges in
Iﬂinois, one of the states having large classical language enroll-
ments in_1967-68 according to the Connor study, there were no’,
Latin enrollments in either.1970 or 1971 and no Latin majors or
Latin programs in either ‘year. Classjcal Greek fared slightly
better. Although there were no particular Greek programs at any
of the junior colleges surveyed, there were 30 students enrolled
in Greek courses throughout the state and there was one classical
major (Celeste, 1972). '

Reasons for shifting enrollment patterns — lience rcurriculum

— in all foreign fanguages are easily found. Historically, the study

of foreign langltiges in community colleges has beén dependent
on language requirements at four-year colleges and universities.

Rassogianis found that junior colleges did not require foreign-

language study except as a prerequisite for transfer toward a B.A.
degree. Hines. (1969) survey of foreign language programs in
Illinois community colleges found that 97% of the responding
eolleges claimed that the most important reason for offering
foreign languages in public tyyo-year colleges was to fulfill the
requirement for transferring students, 91¢ of the respondents
from private two-year colleges concurred. Hines concluded that
the future of foreign languages in the junior college ,curriculum

" depended on language requirements for liberal arts degrees in

four-year institutions.
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. " Hellinga (1970) also’ steidied determinants of curriculum ins
"llinois two-year colleges and found four-year college and univer-
. sity requiraments dominant. However, he found a discrepincy
when forgign language instructors were interyiewed—they claimed J

that the prime inputs to curriculum determination were, “needs
and desires of the students,” influence of faculty and administra-

, tors, and pressure of the community (pp. 68, 69). The differénce .
seems to be that for Spanish, French, German, and Russian — |
the most widely offered foreign languages — the transfer impere
ative is dominant, but that for the less commonly taught lan-
guages, community and student body pressures are influential.

 Karr’s (1972) study of foreign language curricultl in Wash-  «

ington State community colleges also found that community =~

college foreign language curricula were designed to parallel four-

year college courses. It was his view that this leads to disaster-

for foreign language programs. “As universities drop or modify

their requirements, enrollments seem to drop at the twg-year =

. «s¢hools in the related studies. As enrollments drop, offerings are

~. cut. As offerings are cut, teachers are let go. Unless this chain of
cause and effect is bioken, there may soon not be foreign lan-
guage programs in the community college at all* (p. 111).

Although it is tuel thar stuthies previously., cited evidence a
net increase in the importance of community college forej
langnage study in higher education, this increase is closely gotated
to the growth of community colleges in general; it is afso true
that in individual community colleges, foreign langudge enroll-
ments'are declining. Cordes (1972), an instructor at the Cellege }
of San Mateo ( California) reports: R ' ‘

For many years our foreign language programs in French,

German, Russian, and Spanish were geared to meet the needs

of the students who transferred to the nearby state colleges and
universities. The recent changes in the language requirements
- at the receiving institutions caused an unexpected drop in en-
roltments™at our College, because many students, if not the
majority, saw themselves as transfer students, even though that
7 self-perception proved to be statistically inaccurate. Non-trans-
fer students were usually treated like transfer students however
different their reasons for taking a foreign language might have
been. “Academic standards” were the overriding concern of
the teachers (p. 210). )
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72) also found in a 1971 study & two-year college

language programs' that enrollments were declining 4jn
er half of the colleges. .

The relative declining enrollment can be attributed in some
instances to the fact that studeiits -often are counsgled against
foreign languages. Buford (1973) reports that at o couvmmity
college in Cleveland: ” /)

~

Foreign languages do not fare too well in the counseling area.
Since there are no foreign language degree requirements in the
Associate degree program, at times counselors have advifi
' students not to take foreign languages. If the student insistsfpe -
is often told not to take more than one year of a foreign lan- s
guage . . . The Associate of Arts program allows twenty-seven
1 credits of electives. Since each foreign language course is a four
credit hour course, the student who elects two years of a foreign
language has only three hours free for another elective. To
the courselor’s logic, it is thus foolish for the student to “put
all of his eggs into one basket” (p. 38). .

It is probably for this reason that Hickey (1972) and Lewis
(1968) found that many community college students tend to
put off fulfillment of foreign language requirements until after
transfer. ’

v . [

Furthermore, several studies have shown that administrators
‘ at the community college level are not prone to' favor foreign
. languages. Buford claims, “The adrhinistration is not totally con-
vinced that foreign languages and other esoterica are 'necessary
components of human experience” (p. 38). Kelly and Wilbur
. (1970) also found that the major disadvantage of teaching
foreign language in a community college was the difficulty of
convincing administrators of the value of foreign language pro-
. grams. Russo (1972) reports that many administrators are voca-
tion-career program orienged ‘and harbor the sentiment of “Let

“them learn English.” :

o~

Most studies show that as enrollments decline, commgnity
college foreign language instructors take a carefyl look at what
they are doing. Obviously, any attempt to determine what would

—~appeal to students begins by questioning the students them-

elves. Archer and O'Rourke (1972) did just that. Surveying the

students at Prairie State College (Illinois) to find out why enroll-
7o 7
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ments in foreign language courses were declining, they discovered
that 72% evidenced “ - . d very sfrong interest in learning to speak
and comprehend a foreign language,” and that 65% desired to
use the language in a practical Gray (p. 187). Based on these
findings, they concluded that most students actually were inter:
‘ested in foreign language study, but due to commitments to satis-
fy other requirements and/or strong outside interests, they simply
did not have the necessary time (p. 189).- '

Hickey (1972) found that at the community colleges he
studied, students tended to take no more than the basic two,
.semesters of foreign language. He lists numerous reasons for this \
apparent indifference. 1) students switch to courses which will
prepare them*for gainful’ employment :2) few students can af-
ford to travel to countries where, they swould be. able to apply
what they have learned. 3) the ha#ie courses offered seem igele-
vant and impryctical, 4) a lack of l’('a]isﬁ,& caréer goals within
the language fiﬁd. 5) foreign languages are 'too ’difﬁcu.lt — they
require discipline and consistent study, 6) there iswno need for

*

foreign language in technical and scientific programs; and 79« -

students who aré “interésted plan to pick up. foretgn languages.
after they transfer to a four-year institution. Altpan ('1972) jn
effect substantiates Hickey's reasons., He found that at Parkland
College (Illinois). .. . as at most community colleges, the majQr-
ity of students use the college @ a meaus to obtain specific and
limited dbjectives. Some 905 ofParkland’s students classify yoca-
tionally related goals as essential or impgrtant for them” (p. 6)

- . Altman suggested wavs to make foreign language inStruc-
tion more appealing. The best way to do this, he decided, is for
foreign language instructors to design practical courses, “Spanish

" for Social Workers.,” “Scientific German,” “Italian for Opera

" Lovers,” and "French for Chefs,” are relevant and certainly of
direct use to the sttidents who hold those interests. Taking direct
aim, Altman also claimed that the, community @pllege was hypo-

v critical in its stance toward Horeign- language. ipstruction:
It is ironic that.tHe community college, whosd ‘edugational mis-
sion is to provide opportunity for higher education and voca-
tional training to all qualified members of the community,
should operate in such a way that it caters only to the needs
of the “academigally talgnted™ or “academically inclined” as if
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Survival French and Beginning Conversation (in French, German, .|
and Spanish), carrving no credit, were-added to the evening

division. Both enjoyed enthusiastic stucent response. The third .
course was even more of an experiment. The administration de- . __ .

cided to.try a nontransfer ,course in Beginning Conversation
. (French, German and Spanish) during the day, despite their

fears that this would deplete, their regular-daytime foreign_lan-

guage enrollments, but full .clisses of French, German, and

Spanish conversation were added to the curriculum. The students

were regular day students, housewives, and retired persons, The

implication of the success, of these noncredit courses is that a

community eoflege ean afford to retain its foreign language faculty

while at the same time, taking a further step in serving its com-

‘munity. - : ’ '

_Allen (1972a) also advises practical courses for the transfer
} . 2 .3
curriculum. Claiming that, “The ‘image’ of foreign language
study seems to be that it is difficult, irrelevant, and a pointless
requirement, unrelated to the student’s reaj desires for his career
an(z/ or life style” (p. 55), she recommends that foreign language
instructors at the community college “. . . take a leaf from the 7"
book of our colleagues in career programs, aitd employ a ‘hands-
oh’ approach to foreign language classes” (p. 59). To her, this
means giving students “real” experience with the language, rather
than abstract paradigms and contrived dialogues. She concludes
that this “real” approach gets students interested {n the language
and helps them realize their need of vocabulary and grammar
basics. To this end, she proposes a project-centered class based
on various “real” experiences such as a program in which studerts
prepare food with foreign recipes which will teach them the
namies of foods as well as the intricacies of the metric system; one
in which students learn songs for folk dances so they become
aware of other countries’ cultures, and one in which they play
games like Scrabble in the foreign language in order to become
conscious of the complexities of the language studied and to build’
vocabulary skills. She goes beyond the constraints of the class-
room wall fo recommend that nursing 'students study medical
vocabulary ‘and idiom, that policemen concentrate on street-
slang and legal terms, that the “language-major-to-be” concen-
trate on composition and literature, and that business students
S g c
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concentrate on commercial terms and business-letter styles. She
recognizes that this broad approach will be hard on the teacher
when grading time comes around, but she claints that this draw-
back is amply compensated for b) the fact that instructors will ™~
be able to place students of varying abilities in the same class
(thereby alleviating the problem of classes too small to warrant
a teacher) and that these project-centered courses will give stu-
dengs something to carry away with them even if they never take
anofher foreign language caurse. '

¥The “hands on” approach is also occurring in senior colleges
andbuniversities. According to 'Leslie and Miller (1974), the in- .
creasing carcer orientation.of four-year college and‘ university ,
students is leading to the efergence of applied foreign language '
programs, combining the knowledge of a foreign language with™
such subjects as business, economics, and government. If this.
trend continues, community colfeges may soon”be able to offer
pragmatic courses mthout the d;md 1 of lhmrablhty

~ In this same vein, other allt}xors,h_'l_«\f_51xggested career~
related foreign language courses which £0 cven further: Spanish
for Police Officers, Spanish_for Nurses,. German for Travelers and
Business People, French for Airline Permxmd, Spamsh for Social
Workers (Cordes, 1972); French for Trav elers French for Hos-"
pntahty Management Students (Buford, 1973), and-beyond ¢his,
G. Savignon {1972) suggests enrolling a future chef in a Frénch
école hételiére, a prospective fashion designer in a maison de
»  haute couture in Paris, and a_promising watch @awman in a
Swiss or French école horlogére. RN

Another dev elopment in this area is the fact that Qt several
community colleges, foreign language instructors are presently
. teaching an ever- increasing numbér of classes in English as a
Second Language (DeHaggard, 1972) and some are now offer-
mg courses in literature and foreign culture specifically designed
for native speakers (Cordes, 1972). Allen (1972a) recommends
specxal courses for students who already have several years experi-
ence with the language either in school or through foreign res-
idence.

A fresh approach in which the use of programmed texts for
grammar and vocabulary are combined with classroom conver-
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sations relating to issues of everyday life in’the appropriate
foreign cotintry seems to appeal to many students. Cooney (1972)
found that the addition of a native speaker as an assistant makes
discussions lively and relevant. . ’

The discugssion of issues related to everyday life in a foreign h
country has 1éd* some foreign language instructors to begin
emphasizing ethnic and area studies in their classroems. Moore
(1970) defines “relevance” in foreign language as teaching about .
the culture of the country, with an emphasis on values, behavior,
and thought. S." J. Savignon (1972) suggests that foreign lan-
guage instructors be trained to teach area studies so as tg be
able to “illastyate the hows’ and ‘ways’ of everyday lif¢ and -
thought in the foreign culture, providing students with.a nique .
opportunity for experiencing cultural diversity” (p. 104). Various

~studies show that apparently this is exactly what students want:
Archer and O'Rourke (1972) found that 61% of the students at
Prairie State College (Illinois) had a strong interest\in the -
study of a foreign land and culture; Allen (1972b) found that the
involvement of foreign language instructors in humanities and
literature courses sofnetimes enable them to make the courses so
intriguing as to generate later enrollment in foreign language

. courses. . : .

To summarize, the rapid growth of two-year colleges and
their emphasis on transfer programs appears to have stimulated
. changes in modern foreign lapguage. curriculum. Spanish and
Y French are the most popular, German and Russian are next com-
mon, followed by an extensive and variable list of other lan guages.
Although curriculums still depend on senior institution require-
ments, innovations emphasizing student needs and practical
aspects'of language learning are taking hold in curriculum design.
Thus, problems confronting foreign language curriculums today
include the abolition of requirements at four-year colleges, the
increasing career Orientation of students, and the opposition of
counselors and administrators. In view of the dbove, it is hardly
surprising that foreign language instructors are now talking of
“selling” theif courses rather than merely “offering” them. DeHag-
"y, ...gard (1972) claims that foreign language teachers must use a- .
' strategy that is responsive to the needs, goals, and character-
istics of our community college stuldents themselves” (p. 28) if

’
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they are to win the battle against attrition in foreign languages.
Allen (1972b) talks of public relations work for the promotion
of foreign language classes including the use of newspapers,
radio, TV, and brochures, Finally, Moore (1970) sums it all up:
“.. . by applying a little common sense coupled with a bit of
salesmanship that will include, as has been suggested, pertinent
aspects of other disciplines in our ‘package,” the product should
sell as it always has” (p. 353). Whatever recruitment programs
are implemented, the tiend tow ard more practical courses and the
need for realistic lansfer ofterings will certaml) require careful
planning in the future.
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. The\title gf this section should not be intérpreted to mean
that the Yeaching of literature is the main business of English |
departmenys ‘in two-year colleges. Shugrue (1970) found that™
“most depdgtments (86%) devote less than half of their instruc-
tional time to literature courses” (p. 5). The emphasis, instead,
is on the teaching of composition. Nevertheless, much literature*
is taught in a variety of courses. Since most community college
English instructors receive training in graduate programs which -
emphasize literature, it is hardly surprising that literature courses "
are competently and enthusiastically taught (Weber, 1966). Many
writers concerned with community college . English instruction
conclude that (1) it is good for teacher morale to allow each
instructor to teach at least one literature <ourse each term or
that (2) it is “better” to teach two literature courses at a time
than it is to teach only one (Svob, 1969). The consensus of much
of the literature about English faculty in the community college
is that most would Qrefer to teach literature but are forced to
teach composktion. .

Several inspfuctors manage to get around this unsettling
question by teaching literature under the guise of composition.
Indeed, Erickson’s ( 1971) study of California community colleges |
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found that freshman English, by agd large, is a course in literature
and writing. The consequences of this action are not always
favorable to the students. Tucker (1969) reports that a coordi-
nator of freshman English programs at a large Texas university
blames two-year college freshman composition instructors who
turn their composition classes’into literature courses for the large
number of community college transfers who as juniors must take
remedial composition. “Literature,” he says of the instriictors,
“more often than not being their main area of interest” (p. 16).

However, a shift in this situation seems to be taking place.
Several recent reports show that literature is now disregarded by
some community college English, instructors in favor of com-
position at the freshmen level. In one such repart, Garrison
(1974) writes that, “Traditional methods of freshmar comiposi-
tion instruction are teacher-oriented and text-oriented, and are ..
grossly inefficient . . . writing about reading is second-hand. It is
words about words. It is;f course, respectably academic” (pp.
56, 60). Another rep_“ortS/(\ZIill, 1970) found that a3 composition 4
course emphasizing contemporary social issues wh‘ig:h shape stu-
dents’ lives is effective. And Sherman (1972) for his part, has his
students write for publication in national magazines as a way to
put purpose into an otherwise nebulous course: “ . . students
realize that writing, z{nd learning to write well, can be useful to
them in the ‘real’ world . . . Overnight they become persons
careful of word choices, aware of sentence patterns, and interested
in esoteric doctrines of tones and mood” (p. 303). Thus thé move
to stfess writing and the efforts to make literature courses practi- .
cal have led in some instances to the elimination of emphasis on
literature. ' '

This is not to imply that literature has lost dts usefulness.
“ One junior college instructor (Park, 1973) discovered that.many
of her students, a great percentage of whom are naive regarding
the dominant traditional cultural themes, came to English class
expecting literature to be directly pertinent to their lives ands-
approached it in this light. She found that her culturally dis-
advantaged students, intensely interested in eschatology, “expect
that literature can bripg them important things, that what they
read can matter . .* that it can offer them something they can use”
(p. 227)‘ She claims that contrary to many sophisticated contem-
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porary readers who are able to distance themselves from literature,
“-.in my community college, within a fortnight of finishing
The Myth of Sisyphus, the finale to a rather dryly taught intro-
ductory philosqphy course, one very capable student passed in
a blank final, two dropped_ out of school, one attempted suicide,
accounting for. 25 percent of the total class enrollment. If you
take it seriously, the absurdity of all human effort is a profoundly
disturbing idea . . . we should prepare ourselves for the power
that literature muay have among students whom familiarity has
not rendered immune to ideas found in books” (p. 223) '

_ Although it is evident from this that Park has no problem -
invalving her students in literature courses, several other com-
munity coellege English instructors have felt the need to revise -

. traditional literature courses to encourage interest through active
participation. At Chabot College: (California), for instance, a
readers’ theater program hgs been developed to get poor students )

_involved in good literature im a pew way. The program uses the
following procedure: stidents first listen to invited guests from
oral interpretation classes; afterwards they prepare their own
scripts based on what they heard and go out to day care centers,

. nursery schools, hospitals, and juvenile halls to perform for an .
audience of children. This teaches the students the importance
of literary interpretation since.they must understand the author’s
meaning before they can give an accurate and properly emotional
interpretation of the work. According to the instructor of the
program, scripts are written and preparéd by student teams, and
discussions of interpretation are spontaneous and often passion-
ate: An additional significant aspect of this program is that it
becomes interdisciplinary. music students compose original scores
to accompany the literature; art students create posters and
other forms of graphic art to express the poem, short story, or
documentary being performed; students from other departments,
as seemingly unrelated as philosophy, political science, and human

_ecology, also have contributed in efforts.’to intetpret the Apol-
ogies of Plato, to_re-enact a social event, or to interpret various
forms of poetry or photography ( Mertes, 1972). . .

Another new direction which actively involves students in
Lliterature is reported by Friedrich and McPherson (1974) of
Forest Park Community College (Missouri). “The idea is that
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students learn about literature by hearing it or taking part in it
rather than by analyzing it; the hope is that they will be able fo
see.some relationship between the literature they read, or hear,
or act’out, and their own lives. We are nvinced that more
students have increased their understanding by comparing Beo-
wulf and Stiperman than-have ever benefitted [sic] by memorizing
the definition of kenning”"(pp. 901-902). In a short story class at
this college,, one teacher used a technique borrowed from the
media to bring about active student interest. He had teams of
students shoot several rolls of 35 mm. slides from which they
selected the ones they considered.tq be most appropriate to two

were studying. Later théy sfnchronized the
siides with a soundl track in which members of each team spoke
what they félt to be the significant lines from each short story.
“What they came up with indicated that they had not only un-
derstood, in depth, what the stories mean, but that’they had made
satisfying works of art on their own? (p.902). ‘

To engage students in the performance of plays or to have

theni act out other literary works dppears to be another produc-
tive method of involving them ilj various types of literature.
Students at Forest Park have acted put such works as “Sir Gawain
and the Green Knight,” as well as_thodernized versions of “Ham-
let” and, “The:Second Shepherd’s Play.” At Hinds Junior College
(Mississippi) students planned and carried .out a pilgrimage
similar to that portrayed in The Canterbury Tales, they also made
the costumes and ended%the pilgrimage with a medieval feast
they prepared themselves ( English Faculty, 1974).

Emphasizing the contemporary world is another suggested
method for appealing to students. Selby, who nates that, after half
a century of compulsory “Julius Caesar” in high school and “King»
Lear” in college, ... the all-time best-selling,paperback work of
fiction is Grace Metalious’ Peyton Place,” claims that studcnts
are'much more willing to concern themselves with contemporary
issues than with traditional literary problems. Kolb (1964) and
the English faculty at Hinds Junior Cgllege recommend begin-
ning literature courses with the contempbrary world and working’
backward through time: “Once the students are exposed to ‘where
they are today’ with respect to a hero, for example, they enjoy

, then moving to the Anglo-Saxon Period and on through the Vie-
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torian Period, thus uﬁderstandmgqow they got where they are’”
(English" Faculty, 1974, p. 939)

To community college Enghsb faculty members the method
. of emphasizing the tontemporary in an otherawise traditional

literature course is probably more acceptable than some of the
earlier mentioned student-project approaches, it is undoubtedly
easier to evaluate cognitive skills such ‘as content-recall, recoghi-
tion, classification, analysis, and interprétation than it is to eval-
uate the student’s actual experience of a literary work {Purves,
). Perhaps for this reason, in Galifornia at least, course pat-
terns, methodology, and instructional materials “for courses in
asterpieces of world literature show little innovation or variation
(Jaeger, 1974). Like Purves, Jaegerifound that the use of instruc-
tipnal ob]ectlves is rare in community college literature élass-
rdoms. -
The issue of behavioral objectives has been debated: “No-

" where is this.problem [of the goals of edugation] more beclouded

than in literature, partly because literature is a verbal art and
partly because the subject matter of literature is unconfined save
by the limits of mat’s imagination” (Purves,”1967, p. 1). Most bf
the debate revolves around 3!1e belief that the goals of literature

instruction ‘are long-range goals which cannot be defined in terms.

of skllls (Guth, 1970). According to Guth, the real goals of English
are imagination, power (to use language for a purpose), and
understanding (the ability to relate a piece of poetry to one’s own

- experience, to relate one poem to another to find a common

theme, etc.).
This debate continues. Shugrue (Octo 1970) encour-
ages Epglish instructors at alfl college levels to c e from the

professwnal ‘elitism of the 60s to professxonal accountability and
to develap a new \ocablllar) to translate genume affective intro-

_ductory college work into behavioral statements. But also in

1970, we find Prichard insisting on the_cdntinuange of the elitism
Shugrue decries: “Just because the junior college teacher will
teach increasing numbers of freshman composition sections and
more ‘remedial’ or terminal or nontransfef ‘students does not do

* away with his obligation to keep English #humane discipline nor

permit him to deprive those students of the extension of con-

+ sciousness that literature provides” (p. 51). Even though the

\
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dlchotom) is patently spurious, the commentators on hterature.
in the two-year college seem determined to keep alive the con-

tention, between adyocates of de ﬁned outcomes and those who -
" put forth humanistic goals. - :

8 >
s ot
M

.-‘\

/ oot . REFERENCES
Engllsh Faculty “Enghsh at’ Hmds Juniiér College " College English,
May 1974, 35 (8), 917-944.

$ " Erickson, A. B. English Programs in Selected Two-Year Commumty

Colleges, Private Liberal Arts Colleges, and State Colleges in Cali-
. fornia. Doctoral dissertation, University of Southern California, 1971.
Ann Arbor, Michigan: University Microfilms (Order No. 71-16, 407).

Frederich R. and McPherson, E.’ “Enghsh at Forest Park Communjty”
Collegé:” Cdllege English, May 1974, 35 (8), 879-916,

Garrxson R H “One-to-One Tutorial Instruction in Freshman Compo-

sition.” In R. H. Garrison (Ed.), Implementing Innovafive Instruc+

. tion: New Directions for Commumty Colleges, Spring 1974 2 (1),
55-84.

Guth, H. “The Monkey on Q;e Bicycle: Behavioral Objectlv% and the,
Teaching of Wh ” Engltsh Journal, September 1970, 59 (65 785-
792. -

- Hill, J. R. “Non-Book: A Wrmng Text that Isn’t.” COmmumty aﬁ‘d Jun-

ior College Journal, February 1970, 40 (5') 23-24

“’5; Jaeger G. A. The Use of Masterpigces of World Literature in Califor-
T nia Public Community Cofleges: A Study in Purpose and Trends.
s : ‘Doctoral dissertation, University of Southern California, 1974. Ann.
Arbor, Michigan: Umversxty Microfilms (Order No. 74-9068). b
Kolb, G. J.-Ends and Means — The Literature- Course m the Junior
C lege. Urbana, Illinois: Ilinois Association of Teachers of English,
s ,10 pp. (ED 016 677) -

Mertes B F. “The N6n-Traditional Student’s Non-Traditional Class-
room.” Commanity and Jumor College Journal February 1972, 42
(5), 29-32. -

Park, CC. “Re;oncmg to ConCur with the Common Reader: TRe Uses'

*}therature in the Community College.” In M. Engel (Ed.), Uses

Literature Cambrldge Massachusetts: Harvard Umverslty Press
1973. Pp. 225-243.

Prichard, N S8 “The Trammg of Junior College English, Teachers.”

College Composmon and Commumqatwn, February 1970, 21 (1),
H

48-
-

\ " R

22

-

FRIC - . 26




4

. . ) . .
o IP&I;V&, A. C . WHat s Achicveimant + Limeastern? * mpdiliiiest  sagesd | .
1967, 13 pp (ED 013084~ 3 .

Selby, S. A. “The Screen anet the Mugasor s saesds Boiselastm |, ~
Journal of Aesthetic Educution. Apsii »

Sherman, D. “Profésatonal Wretting A “Naw 4
of College. Composttion ” College ¢ smperostesess
October 1972, 23 (3, 302 Wi

Shugrue MF "qumtkm! Munmmlu!u;« it Do il Sagdted

«* Department.” College { venpurasiseers  sné s rehotesparaa sbdbiors Forhehaiie
1970, 21 (3, 250-254 -

B e T v osaay

.
ed AR N s b, A0 50 8 ) t

Shugrue M. F Natwnal Study of Lnglash # de stassenrs idapt Messan °
paign, Illincis. Natwnal Councit of Y‘w« ham o Siigign 1% S
- 037-480)

o SVOb, M. J “Prestige or Practicality fhe » leaiw Sudwosse etiemiby
{\and Junior Collega Teaching * { ulluye A7 aansgaiatiahicers gows  owniasatenson
ition, May 1969, 20-(2), 106 wm

'I’uckér Linda G FresAmun Engheh Progreme sb Fudi s * e o
leges in Texas. Master's themie, Kantern Panaw Buin © Bromserty 9
Weber J. L. The English P"O‘NAM wt ¥ oue ﬂu-&swn 5o emhp Pt
Colleges. Doctoral dimsertation, Unsverméy & Wirbageis S Fems
Arbor, Michigan: Upiveruty Migenfiline  Usifur W ¥ m )
.- —

- : . AN
3 = -
—
.
» .
° |
4
°
P &<
Y )
wd 4]
- .' g i
¢ = i
¢ 1
‘
- T v |
|
’ i
. ¢
’
’ e . ;
0
' P - P
J >
. - .
2 /
.
°
’ -
-

ERIC. e - | .

Aruitoxt provided by Eic: -




5

>

I'a

|
'

-~

. Philosophy . .

Any discussiorf of how philosophy is taught in community
colleges must take note of the fact that many membeys.of com-
munity college philosophy departments suffer from. conflicting
perceptiéhs of their goals and purposes. The instructors are aware
that the number of transfer students, particularly those majoring
in philosophy, is dwindling. They know they must cater to the
needs of "their present students. But they also know that when

_they do, they are, in effect, assuring themselves of the’ continued

« scorn of their senior colleagues. The Association of Philosophy

Teachers in 1973 regarded this” conflict as one of the primary
detriments to their fnember‘s’ effective teaching. , '

The problem has many ramifications. According to Schmidt

. (1973), the American Philosophical Association consistently con-

demns community philosophy courses and instructors as “sub-

.
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standard.” Nevertheless, the Association recognizes reluctantly
that the current bumper crop of philosophy Ph.D.s is such that it
will force many graduates anto community colleges. Schmidt
goes on to say that, “In the sixtics, graduate schools that calculated
their excellence not only by their faculty but by the advantageous
placing of their graduates, counseled agairist a junior college
teaching career” (p. 9). A strong statement, if not an outright
condemnation! Ironically . because of this superior attitude, manv
Ph s, who would be happy to find a position at a community:

colleye at the present time, discoy er that their training has Jeft -

them ignorant of commuriity colleges and thus effectively. ab-
structs their abihties to secure junior college positions.

A
Schrnidt describes the conditions that & new insfructor must
faceq - C @

* A junior college teacher is ordinarily responsible for five three-
Gnit classes with an enrollment of between 150 and 200 students
per semester. Such a load would probably call for two or three
different preparations and, of course, entail no teaching assist-
ants or readel%. The courses to be taught are exclusively lower
division, usually survey in nature, and require generalization
rather than the specialization that is endemic to Ph.D. studies.
Since the junior college is a teaching. institution there are no
pressures to publish Conversely there are. few extrinsic rewards
which would encourage such scholarship, and of course, the
teaching load is also an effective constraint (1973, p. 9).

In the same study. Schmidt recommends D.A. degrees for

philosophy graduate students while valiantly attempting to cheer

up Ph.D. holders who must lower themseles to accept.a com-
munity college position. He does the latter by asserting that a
study of San Bernardino Valley College (California) students
shows that a high percentage of those who enroll in philosophy
courses eventually transfer; suggesting thevefore that *, . . a major
concern of junior college philosophy instiuctors should be -the

adequate preparation of academic’ transfer students through .

courses which are comparable in, content and rigit to lower
division classes offered at the four-year cotleges” (p. 10). Admit-
ting, however, that nontransfer students now form’ the largest.
portion of the cominumty college emollment, he reverses this
position to claim that a total dependence on university-parallel
philosophy courses would be a mistake. “If philosophy depart-
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ments are going to imolve themselves in education for the masses,
then they are going to have to modify some of the graduate
school and senior college mentality which so dominates and
determines that which is now Being done” (p. 10) He describes
“senior-college mentality” earlier in his aiticle as the perception
of courses and studgnts only in terms of preparation for graguate
studies. ' :
The dilemma is restated by Hill (1972) who points out that
since few community college studernt$ are philosophy majors or
will ever transfer, the philosophy courses they take at the two-
year college will be their first and last contact with the discipline
Philosophy instructors, he asserts, must therefore alter their course
content and-teaching methods to come to terms with this reality,
Thus, the conflict between the desire to teach as they themselves
were taught and the need to consider the goals and needs of
their students tears at community ccllege philosophy instructots

Hill also reports that those two- and four-year college in--
structors who attended philosophy conferences in 1971 usani-
mously agreed that their graduate education had not prepared
them for their pedagogical needs. Many suggestions for the
modhfication of graduate educatiui in philosophy are being made
Some of the most 1important of these include. giving more em-
phasis to the history of philosophy, encouraging the student’s
competence in several fields of philosophical research, including
courses in third world philosophies, and encouraging the stu-
dent’s familiarity ( perhaps by requiring a minor) with a disci-
pline other than philosophy. The instructors who either made or
seconded the above suggestions also recommended an emphasis
on teaching and an exchange program for the faculty of two- and
four-year institutions. They feel it is reasonable to expect that
this program would expose graduate teathers to the situations
their students would be facing and also would permit community
college teachers to have extended contact with a graduatg facul-
ty, a contact which would give community college instructors a
perspective on a different kind of teaching experience.

“”Many community college philosophy teachers maintain that
their budget allocations are too small for effective instruction.
The report of the first annual meeting of the Association of
Philosophy Teachers (1973) claims that district-level adminis-
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trators “ ..tend to holg a truncated view of the place of
philosophy in the commumt: college curriculum” p 11 and
that this view results in low budgets and large classes In their
report, the dssociation complains that community college philos-
ophy teache\s typically are assigned 507 more students than the
average number assigned to English and foreign language teach-
ers.and that. “The usual excuse given s that philosophy has alw axs
Jbeen a low cost program and therefore should continue fo be”
./p. 31) The report continues with the assertion thatethe Asso-
ciation’s 1969 recommendation of no more than 100 student-
coritacts per term for philosophy teachers using consentional
lecture-discussion methods has been ignored by the Washington
State Community College System.

Participants in a philosophy collogium sponsored by the
Council for Philosophic Studies /Proceedings . ., 1974} advo-
cated the foliowing community college curriculum as necessary
for any philosophy or divinity student entering as a junior at a
senior Catholic institution Introduction to Philosophy. Contem-
porary Continental Philosophy Existentialism and Phenomenol-
ogy). Ethics, History of Philosophy. Medieal, Modern. Logic
'Formal and Informal). Metaphysics, and Philosophy of Religion
Recognizing the low enrollments to be expected for many of

ese courses and acutely aware of the resulting prohibitive cost
of some {f this “necessary preparation.” the participants recom-
mend the adoption of tiie method ysed at Skagit Valley College.
By using'an open classroom delivery method combined with
mastery, learriing techniques. the philosophy department of this
» Washington Srate commumty college is able to offer siich conrses
" as* latreductionrto Philosophy , Introduction to Ethics, Adyanced

- Survey of Philglophical Problems. and Adyanced Survey of
Ethiesz it also offers mdependent stidy courses which involve.
for Und quarter credit. the creation of a research paper and a
hiblicgzaphy The latter study courses are called. respectively.,
Individéal-Pilot Study on a Modern Philosopher and Individual
Pilot Study oy a Concépt All Skagit Valley College philosophy
courses iniglkaeh "ioral objectives. programmed tests, recorded
lectures,. and flw¥ible hours (Coole, 1974). According to the
colloquium ‘;}artib&payts the resultant independence for both
students angl feulty alfow for unhmited course offerings. Another
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sigmficant advantage of the Skagit system is that the open class-
' room method s economically efficient. so that the problem of Jow
«budgets is somewhat alleviated
The participants were aware. however. that the number of
communty college philosophy maiors 1s minute. hence designing
curncula for them can be charactenzed as somewhat of an exer-
ase mn futihty Accordingly. they suggested that a philosophy
major could be useful to students planmng careers 1n computer
programming. public adminustration. law medicine, anthropclogy
sociology. or psychology 4
The participants also decided that a redefinition of culture
would probably help to improve the status of philosophy To
this end, the members adsocated the proposal of ¥ Simmons of
Portland Commumty College that culture be defined as. “the
interaction of mndn iduals with each other and with the percened
emvironment™ .p 1i'. claming that, from this. = it follows
that the bgsic function of the interaction is the establishment of
. agreements about and with the perceived environment. and that
the agreements of a gnen time are its reality This being the
case. the importance of philosophy as a conceptual interpreter.
critic and composer of reahty ought to be recognized as an essen-
hal component of culture” Proceedings . 1974.p 6) Accord-
g to Stmmons, the study of philosophy aids in the grappling
with many facets of today’s comple realities it helps students
.to understand what 1s now agreed upon, 4o realize the discrep-
,ancies 1n current agreemeqafs.-tok'becor& fariliar with alter-
native structural defimtions. ¢ ‘be able to create their own
alternatives where others’ creagsis fail. ,
Simmons concludes that gommumty college teachers .have
traditionally musinterpreted function of philosophy, and that
philosophy can no longer be Caggjdered as an exclusively transfer
Stud) . N . a .
Not understanding its functioln we've lgcked philosophy in the
academy when 1t's needed in the auto shops, police depart-
ments. hospitals. stores. radio studios. homes of .our students
Here we do not have to consider university “Standax;d%)” but
can teach what students néed to understand and aligri data in
their lives Sowe leave out Kant, maybe even books altogether
in some cases. and we re-educate ourselves to'the real problems
of people in our culture (p. 11).

-
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According to the Association of Philosophy Teachers {1973),
philosophy can be made relevant to all kinds of occupational
students not now considered directly affected by or in obvjous -
need of the study of philosophy The Association advocates the
development of an ethics course structured around the career |

aspirations of the student w hich will examine the moral implica- |

. tions of an occupational choice. emphasizing specific occupa- |

tional canons such as “Legal Ethics.” or the “Nursing Code of |

Ethics ™ They also suggest the dev clopment of additional courses |

. which explicate suck concepts and principles as “elegance,” |

+ “ecological impact,” and “pride in workmanship” as aesthetic
experiences related to a vocation.

The study of philosophy can be of great importance as well
to the large corps of pre-engineering sfudents. This is not as
new a concept as sdme of the others adyocated above. Barton
(1971) found that two-vear coliege engineering students and
faculty alike considered the study of ethics to be of principal
value to them Their concerns revolved around such moral prob- ‘
lems as the environment and pollution.

Social ccience majors also would benefit~ from philosophy
study Barone {1974) élaims the addition of philosophy to the
social science discipline would gather the various academic
pursuits “ .. under one holistic and useful set of categories”
{(p 5) According to this author, social science majors need a
thorough grounding in basic logic. “They must be aware, for
example, of the difference between truth and validity. They must
realize that a conclusion known to be true in fact may not be
derived validly from a given set of premises, they must be aware
that a conclusion could well follow validly from false, even
absurd, premises . ." (p. 6). Barone. bolsters his claim by assert-
ing that because social science is currently imextricable from
data- or evidence-collection, students need logic skills to assess
hypotheses on the basis of evidence. He recommends a broad
sweep of courses for all community college social science stu-
dents, namely epistemology | criteria of knowledge ), philosophy
of science, philosophy of history, political piulosophy, ethics, and
moral philosophy. ’

Perhapg_as philosophy instructors begin to develop courses
designed specifically for this broad spectrum of students, philoso-
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phy will gain in status and importance at the community college
However, at the present time, there is no clear evidence that
philosophy instructors are indeed gearing their instruction to
any but philosophy majors, whose numbers are declining.

® .

It is possible to end this section on a hopeful note That few
contemporary students choose to major in philosophy should not
be interpreted to mean that today’s student is not interested in
philosophical problems. Hernandez (1971) indicated most first-
semester [reshmen at Bakersfield College believe ethical rules of
right and wrong have practical value and ought to be studied
formally in classroom situations. Furthermore, Haines (1971)
recognizes a new climate of opinion which has arisen from stu-
dent questioning of the meaning and quality of life, he attributes
this to an increasing concern with moral and theological issues

" in ¥sday’s students, Evidently, there is ample student interest

in philosophy, and there certainly is faculty interest. It now re-
mains for someone to,Yake these dual positive forces and move
them into the development of the philosophy courses students

. want and faculty advocate.
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Religion and Ethics ’

Until quite recently, the teaching of religion in public com-
_munity colleges was a sensitive subject. Many administrators were -
not certain precisely what the courses should teach and were. s
afraid of possibly including a doctrinarian course in a public
school curriculum In 1963 members of the California State Board” «*
of Education issued a statement clarifying the 1963 Supreme
Court decision in the case of Abington School District vs.
Schempp. McCoy (1965) quotes the conclusion of the Board’s
statement: .

4

Our schools should have no hesitancy in teaching about reli-
gion. We urge our teachers to make clear the contributions of
religion to our civilization through history, art, and ethics We~
want the children of California to be aware of the spiritual prin-
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ciples and the faith which undergird dur way of life. We are
confident that our teachers are competent to differentiate be-
tween teaching abeut religion and conducting a compulsory
worship service (p. 4).

In the interveningyears several writers — e.g., Tanis (1966)
_— have attempfed to clear up the confusion in the minds of pub-
lic community college administrators by asserting that the teach-
ing of religion is quite distinct from religious indoctrination.
Kliever reported in 1969 that church-related colleges were resist-
ing the transition from religious teaching to teaching religion; he
stréssed that the study of religion will find its proper place in
higher education only when it, becomes consistently academic
and humanistic. And, as late as 1971, Haines commented that the
teaching of religion is within the boundaries l?id down by the
courts as long as neutrality is guaranteed. o

Although the explicit study of religion was thus restricted in
public community colleges for a time, religion was taught pe-
ripherally in several other courses (Schmidt, 1973a; Tanis, 1966).
For instance, McCoy’s study of religion courses taught in- Califor-
nia during the years 1963-64 found that coyrses in world religions

. and comparative religions were offered by departments of philos-
ophy, humanities, history, and social sciences; furthermore, courses
in the Bible as literature were frequently taught by members of
English departments. According to Schmidt (1973b),,this method
is still pursued in all California two-year colleges, except for the
seven which have recently established separate departmerits of
religion or interdepartmental programs including religion. Schmidt
reasons that the teaching of religion through other departments
is a good method hecause the number of instructors will offer
students various perspectives, neverthe\rhss, he recognizes its draw-
back to be that no teacher involved is traified in religion per se.

Aside from the legal considerations, the transferability of -
religious studies ‘courses has been the major concern of many
writers and éducators. In 1965-McCoy, noting that most four-
year colleges offered religion only as upper-division® work, con-
cluded from a survey of all California state-university campuses
and four-year colleges that transferring two-year college credit
as an elective or an equivalent course should present no problems.
In 1971 Haines concurred, since by then, four-year colleges._and
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ision work: However, Welch’s nationwide study of courses in
re ‘gion in 1970-71 discovered that, “ ..in numerous instances,
regulations of public institutions do not provide for the transfer
of credit for courses in religion” (1972, p. 81).

For both these reasons, i.e., questionable legality and ques-
tioI(]xable tranferability, the content and growth of the community
college religious studies courses have closely paralleled the pat-
terns found in four-year institutions. According to Schmidt

(1973b):

In vocational and special community projects community ¢ol-
leges may be pioneers but, in matters entailing academic study,
they are influenced and constrained by the practices in opera-
tion at the senior colleges. This is necessary, primarily, because
lower-division work which is academically transferable must
be in principle comparable to similar work at the senior colleges.
The result has been that the changes and growth in the aca-
demic study of religion in California’s public junior colleges has
roughly followed the patterns set by the fout-year colleges
(p. 3).

In 1972 Welch teached much the same\conclusion: religiotis
studies courses in two-year colleges throughout the United States
were similar to those found in four-year institutions.

Although studies indicating student attitudes toward the
study of religion could not be loeated, Haines (1971) asserts
there is currently a new climate of opinion which is receptive to
religious studies, he attributes this ¢Jimate to present-day student
attitudes which question the basic meaning and quality of life.
He also claims that,>“The concerns ot college students today are
increasingly theological and moral” (jp. 22). '

Whether or not there is a new moral climate is a debatable
point; nevertheless; more and rrjo" students are enrolling in
religious studies classes each year. Three studies about religion
courses in California show partic rlarly widespread study of
religion in that state and note that the number of courses offered
in California colleges has increased rapidly since the mid-1950s%

According to McCoy (1965), in{1956-57 a survey found that

only eight, or 13.5% of the 59 existent California two-year colleges
offered at least one course in religion. Bx' 1963-64 he Tpund that

- Iu . . . » L "
universmes were offering religious studies courses as lower-
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this percentage had risen to 45, 4nd 56% offefed at least one
course in religion, ethics, or values (p. 5). In 1972-73 60% of all
public community colleges in California were found to offer
religious “studies courses either directly or indirectly (Cottle,
1974), and 92.4% of all California two-year colleges then in opera-
tion-listed at least one course in religion in their catalogues
(Schmidt, 1973b). Cottle (1974) also reported that 72% of the

216 lower-division religious studies courses offered at all levels of

higher education in California were offered in community col-
leges, and that Califernia two-year college student enrollment in

“religiotis studies had grown by 511%, between 1965 and 1972.

Welch’s study of 182 tWO"—‘yeax‘\college; throughout the coun-
try in 1970-71 revealed, not surprisingly, that 98% of all Prot-
estant — and 100% of all' Roman Catholic-affiliated two-year
colleges offered courses. in religion. His investigation also found
courses in religion offered at 50% of all private nonsectarian two-
year colleges and 427 of all public two-year institutions; this com-
pares with 63% of all priyate nonsectarian four-yegr institutions

and 51% of all public four-year colleges. The private Protestant

or Roman Catholic two-year college offered slightly more than .

five courses and four courses respectively, whereas, the average
private junior college offered slightly less than three courses and
the average public community college offered slightly less than
two (pp. 77-78). . | '

Welch reports that Bible COUI?S(.’S constituted more than half
of all religion courses offered in the: 182 institutions surveyed.
Public and private nonsectarian two-year colleges are most likely
to offer courses in the Bible (including The Bible as Literature)
and world religions. Ijnteresting]y, more than half of all .religion
courses offered in public .community colleges were about the
Bible, while only 31% of all religion courses in Catholic institu-
tions were ‘based on the Bible. Welch concluded that Catholic
two-year colleges tend to stress courses in theology or contem-
poratry beliefs, while two-year colleges with Protestant affiliations

-emphasize the-Bible. Interesting too is the finding that neither

Protestant- nor Catholic-affiliated ‘schools offer many courses in
comparative or world religions: No two-year college studied was
found to offer many courses in introduction_ to religion, and
“courses.in Judaisin or in the histry of Western religious thought

., 36.0

y . 394 ' ‘
A




as distinguished from Christianity, were so few in number as not
to be worth tabulating” ( Welch, 1972, p. 78). .

By the time Schmidt (1973b) madg€ his study of California .
community college religious studies offerings, the numbers of
different kinds of courses had proliferated. He found 178 courses
offered in 86 community colleges (an average of twu per school).

. Of these, 93 (52%) were in world religions and. only 29 (11%)
,were in the Bible. The other courses represented were Mythology
»(19 courses). The Philosophy of Religion (nine courses), Intro-

~ duction to Religion (eight courses), Re?igion in America (four

'« courses ), Current Movements, Religion 4nd Culture, Religion in

Literature, Religion and the Black Church, Scriptures of the East
and West, and Rites of Passage. .

| . .
The! confusion seems to have settled down.
I

' -~ B
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Music History and Appreciation
As with the other disciplines in the humanities, most com-
thunity college music departments develop their programs pri-
marily for transfer students. According to Belford (1967), Erlen-
bach (1972), Hansen {1965), Mason {1968), Nelson (1967),
and White (1967), the course requirements of four-year institu-
tions are the primary determinants of music curricula in two-
<year colleges. However, this affects the programs for music
majors — hence the courses in music gheory, composition, and
performance — to a greater degree thah it does the basic music
history and appreciatjon courses. ‘.
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Y All researchers agree that music appreciation is the most
commonly. taught music course in the- community college. This
. course was offered by 62% of the colleges sampled by Gagermeir
" (1967) and 877 of those sampled by Belford 11967). Music his-
tory and mugic literature are also- offered frequently although, ' @
as Belford notes in 1967, both courses are usually reserved for
music majors only whereas music appreciation is considered a
gencral’interest class. Greene (1968 } found that courses in music
“appréciation enrolled the largest.number of music students in both
day and evenming programs at New York community colleges.
Other courses listed for the general student usually treat broad
types of music: Folk Music in America, The Evolution of Jazz,
- Afro-American Music, and Contemporary Musical Styles (House,
1973), S '

Few community colleges reéfqire any type of music course.
for graduation — Gagermeir (1967) found such a requirement
at no ware than 27 of the community colleges sampled in her
nationvide study — however, at least one music course is recom-
mended- for general education studerits. Even so, few students
elect to enroll. Gagermeir (1967) stadied tnusic department
offerings for nonmusic majors in community colleges throughout
the United States and found that, although 95% of the colleges

3 had"courses open to nonmusic inajors, only 5.6% of the students
took advantage of them.. -

.

. This lack of interest in_music courses is widespread. Greene
(1968) found'that only 5.4% of the total fall 1966 enrollment in
New York community colleggs were enrolled in at least.one music
course. Gardner (1967) concluded from her study of Missouri
community colleges that "T Tull 75¢ of the students received no
music or art instruction at all or, at the most, only one semester
of either aFt or music. Smith (1970) found that in Mississippi,
most public community colleges ¢ luded terminal and prepro-

=

fessional studenty from the music program, ©

This leads to a disturbing cenclusion. Whether exclusion of
nontransfer students is intentional, as Stith fonnd in Mississippi,
cor a result of specialized” subject matter designed for music
majors only, most nontraifsfer students still receive almést no
Thusic instruction in t¥o.year colleges. Aware of this situation,
Belford: (1970) claimed that™Jinior college music departmerits
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. .+ need to offer a Ytversified curriculym that can serve the stu-
W dent’s needs in meeting general education, avovational, Voca-
tional, or preparatory objectives” (p. 411). However, there are
indicaticns that when the classes Belford suggested are scheduled,
they are often of little use to the students involved. House (1973)
reports that the music program for the nonmajor is comparable ,
to the secondary school program and, “The course would not be
needed if an adequate job were being done in the elementary ..
and secondary schools” (p. 58). He further asserts that in these \/
courses class size becomes unwieldy and instruction easily be-
comes shallow and pedantic. 1 ) ¢

" In 1968 Camgpbell reported that he found little evidence to

indicate that colleges claiming to offer music coyrses especially .
for nontransfer students had a sufficient understanding of the
purposes or of the appropriate content of such courses. Although
. Erlenbach (1972) found that the majority of community colleges
: conduct follow-up studies of their music graduates, using the
results of these studies to determine future music curricula,
ironically, other studies have shown that few colleges are teally
aware of student goals and desires. Lopp (1973) found that the
facuity teaching music in six Georgia community colleges had
_little awareness of student needs, cultural pressures, community
i attitudes, learning processes, and broader views of music. He
also found that teaching methods and the subject matter covered
. in their courses had little relationship to any of these general

Y issues. \hu

. To return to the previbusly stated dilemma, since music
departmens seem to have opted for reliance on teaching methods

and subjest matter dictated by four-year institutions, they may -
be failing to reach most two-year college general education
students. Have the colleges made a wrong choice? Mutchler
. (1971) reported that general education students in Washington
\ State community colleges criticized higher education for its staid,

. archaic views and expressed the opinion that the most profound
\\ music experiences were occurring outside the schools. Further-
- \ more, Hermetz | 1972) found that in Florida, most general edu-
cation music courses in junior colleges were totally unsuccessful
in their attempts to increase student appreciation of music. He
blamed this lack of success on the colleges’ music faculty who
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did not use objectifiable methods for evaluating student attitudes
toward music. It seems safe to say that, according to the literature
reviewed, community college music courses are now attracting
only a few of the potential studenis, and they do not appear to
be changing to make their offerings more viable.

The only area in which mnovation is reported is in courses
designed for termmal students. Clark 1969), who teaches in a
technical institute in the South, has developed a four-week
course in which she teaches basic appreciation of music by hav-
ing the students create miusic for themselves. She reports that
most students resent this required course and thus come to class
with negative attitudes.toward muste. In four weeks she tries to
erase ‘the prevalent negative attitude and to “give the students
abreak from their very intensive courses, to occupy their ears,
heads and voices even, and to find it enjoyable” (p. 309). The
students are asked to play only the most basic instruments
(guitars and percussion instruments) and make simple music
(Christmas carols and spirituals). Clark finds this method effec-
tive for students learning the structure of music and the ways
artistic skills are detected, acquired, developed, and employed.

Another kind of innovative music education designed exclu-
sively for terminal students involves the recent development of
two-year programs for those students who intend to wosk with
music in their careers. In I$65 Hansen advocated the introduc- -
tion of vocationally-oriented music courses into the community
college curricula, believing that certain professions require a
two-year education in music. Maier {1968), in his review o
Hansen’s dissertation, wrote that. “Careers in music that would
profit from a two-year background in music are. workers in music
stares, makers and sellers of musical mstruments, professional
musicians of local radio station variety, arrangers and members
of dance bands, music critics on average ize newspapers, chureh
choir directors, and organists in ‘moderate sized congregations,
music therapists, instrumental repainnen, and piano technicians”
(p 47). Until 1974 there was no évidenée that any community
college music department took this advice sériously. Then, Foot-
hill College (California) began afwo-year program in “commer-
cial music” that proposes to qualify graduates m a variety of
careers. music publishing, music library clerical work, instrument
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sales, tuning and repair, group management, promotion and
production, and music directing for churches, clubs, and com-
munity centers « “Capsules.” June/July 1974). This shows pr%isg
for merging an interest in humanties with a vocation

One methed of increasing nonmus& major exposure to music
in the two-vear college is the inclusion of the subject in inter-
disciplinary courses. As early as 1967 Gardner recommended this
method which, in 1963-1966, she feind occurring in only one
\issounn community college district. But this course also included
literature, the subject empbasized by the instructors, so that
music was only peripherally considered. In 1968 Mason also
recommended such a course, to include music, art, theater, and
literature. However, he'su‘ ested that this multicultural course
be offered to adults through the community affairs program, mak-
ing no such, recommendation for general education students.

In 1973 House came uf;‘ with a sweeping method to further
the gefieral education function of music. According to him, “It
must not be overlooked that a significant force in general educa-
tion may be provided by the concerts, clinics, lectures, and broad-
casts sponsored by the music unit. Insofar as possible, these
should be free and open to the entire student body” (p. 59).
This may po.. an important direction for the future of music as a
contributor to numanistic education.

s
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\ Art History/Appreciation -

As a discipline” art history is either dead or else never was
fully alive. It is too much out of touch with art and too much
out of touch with history (Sloan, 1873).

. ‘a

Most observers agree that art history/appreciation has been
slighted at all levels of American education. Christ-Janer and
Wickiser (1968) remind us that the elementary school student
sees the art teacher once each week and that the secondary school
student probably never sees him. Dennis (1968) claims that
even though many students are interested in “the arts, the fact
that art courses are not considered in collegiate admissions Sub-
" ordinates them at the secondary level to scientific and other aca-
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demic disciplines that assist students in gaining acceptance to
college.

According to Edgar (1968), creative elementary school
childrén are generally considered to be less “desirable” than chil-
dren with high IQs;"they are ignored and even punished for dis-
playing creative behavior. Edgar attributes this to the fear of
American educators to include emotions and Ymagination in any
“academic” discipline. As a result, the study of art history and
appreciation at all levels has become an exercise in names-facts-
dates, with no concern for what those names-facts-dates have to
do with modern (or past) life or thought. The first annual con- "
vention of the New Art Association in Qctober 1970, “ .. revealed
a colective suspicion that the discipline somewhere along the

"way has lost sight of its humanistic Jbeing” (p. 4)./‘lj|e report
continued: ) '

It has become in-bred “and self-f. , too preoccupied with
- being a social science, with ‘all that that implies as to method-
ology and goals: the establishment of a scientific method,
the search for absolute “truth,” etc. The result is the seeking
of and satisfaction with knowledge for its own sake .com-
pletely divorced from any human/cultural nexus, material
which has lost its connection with the student and the reason
it is taught and learned (Report'. . ., 1971, p.4).

Similarly, Christ-Janér and Wickiser, (1968) claim that in con-
temporary education, “A premium is placed on logical processes
of learning that emphasize the ability to think as-the primary
requisite of an educated man, largely eliminating what he thinks
about” (p. 56). ' ’

Almost every author cdncerned With the study of art calls
for the return of emotion and Imagination to the discipline (Acker-
man, 1970; Christ-Janer & Wickiser, 1968; Edgar, 1968; Report

-+» 1971; Roush, 1970; Stensrude, 1969). The philosophical
argument involved is whether either an art teacher or a student )
taking an art course can affortl to be involvcd* lonally with
a work of art. This is what Ackerman (1970) calls % “engaged”
style of teaching, as opposed D the currently acceplable “objec-
tive”:Zyle_, and while most wfitbrs advocate the engaged style, no

aathor/ totally condemns the other. These arguments apply with

i

“equalvalidity to all the humanities,
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No central information-disseminating body exists for art
educators to determine what other art educators are doing (the
first meeting of the New Art Association was not held until
1970). Still, although college level art educators seldom write
about their ‘curriculums, several innovative course descriptions
have been located. For example, Sloane (1973), perhaps most
attendant %o the engaged style, prepares review notes,and slide
lists for distribution on the first day of class so that students can
spend their class time “looking and thinking” instead of taking
notes. Her philosophy is that art history should emphasize the
works credted by the artists, not the concepts that supposedly
define the various periods: “Whoever knows the paintings knows
the' concept, whether or not he calls it a concept. ‘Whoever

S

knows the concept without knowing the paintings — to the extent {
that such a thing is possible — really knows nothing at all” ™

(p. 110). She hopes to make her students think about the works
of particular artists, not necessarily like them' She also forcefully
states that 4rt history texts overemphasize the art of the West:
“Confusing ‘art’ as a generic term with ‘European art’ is only a
form of racism” (p. 111). .
Sloane’s course, “Seminar in the Conceptual Foundations of
Art,” deals with such issués as “Art as 2 reflection of political
events,” “Art as a political instrument,” “The artist as’ political

activist,” and “Censorship of art,” titles suggesting that it is de-.

signed to avoid the typical recall-of-information approach to art
history by considering the artist as a person with feelings-and
motives for his art, and by exploring. the impact of his 4rt on
other people of his time. The Report of the New Art Assogiation
O&Current Approaches to the Study of Art History: 1970/71 lists
i

s one of five innovative art courses in the community college.
This and a few other interdisciplinary approaches suggest

~

that art defMrtments are generally in the forefront of all commu- -

nity college humaniites departments in recommending and prac-
ticing integrated courses Fpur of ,the five innovative courses
listed in the ‘Report . . . (1971) are interdisciplinary. Sloane’s

course has already been described; the remaining three are -

sketched below. )
e An instructor at Niagara County Community College (New
York) approaches his art survey course as a functional aspect
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of society. His leciures include an emphasis on political history,
social development, religion, and economics. He discusses style
in. ternis of its relationshipy to the patterns of societal develop-
ment in which it flourishes. ( ‘

* At Pasadena City Collgge (California) the art department
received an Emmy award for color telecasts of art courses using
guest lecturers several disciplines. The response to this
approach{wis so overwhelming that, at one time, there were an
estimated 40,000 viewers, 1,00 of whom were enrolled in the
course for credit. | » .

* At Pine Manor Junior College~-\{assachusetts) a special
summer program in the liberal arts presentéd\an interdisciplinary
cultural study of the Renaissance.'In addition™tg the course on
Renaissance art, simpltaneous courses were offere
sance English, French, history, music, religion, and science:

Minutillo (1972) implied tvo reasons for corﬁmunity college
art educators’ interest in interdisciplinary courses. The first is
that the ingtructors are bored. He reports that community cellege
teachers of math or English have a full schedule simply teaching

their students the basic skills necessary for transfer or for sur-

vival in a society emphasizing such skills. Art historians, on the
other hand, seldlom have the ppportunity to teach anything
related to their specialties becanse few community college stu-
dents have time for any course more advanced than “Introduction
to Art,” “Art Appreciation? or “Art History.” “So to keep up, to
stay sharp, indeed to be recrnited in the frst place, the teacher
who has expertise in one of the more specialized fields needs
some form of exercise in'his own area heyond that presented in.
teaching basic courses” (p. 6). ,

The second reason suggested is that"art historians are, by
definition, suited to interdisciplinary teachingyr b

. . . statements an art historian makes about a?t must be syn-

“ historical, scientific, and other data as ingrediénts with which

/ thetic; that is, he must use technical, political, philosophical,

Q

ERIC

Aruitoxt provided by Eic:

tb synthesize statements about works of art. ! ,

We can see that the patterns of thought acquired by the art _
“historian during his training are valuable, when dealing with™
problems from an interdisciplitary point of view. One doesnp’t
normally study politics by reading books on botany, nor doeg

one investigate the properties of nuclear particles by studying. .’
[ [ 1
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a fifteenth century commentary on Plato. Yet botany books
and fifteenth century commentaries on Plato may well be
central to the detailed study of a Renaissance landscape paint-

dint of his training and point of view, especially because of the
synthetic nature of art history, to provide a focus for inter-
disciplinary programs of study (pp. 8-9).

ing. It seems that the art historian is in a natural position, by /

manner is presented by Gardner (1967) who notes that\approx-
imately three-fourths of the total number of students in . \ [Mis-
souri] junior colleges receive no music or art instruction or at the
most only one semester in either art or music” (p. 44). Although
only one junior college considered in this study offered-an inte-
grated art, literature and music course, interdisciplinary arts
courses were generally favored by junior college administrators,
teachers, and writers. It was concluded that related arts courses
should be given in order to “permit students to gain an introduc-
tion, a background, a core of common knowledge in all the arts,
and a basic for critical judgment of the arts which is not obtained
in any other single.course” (p. 54).

Regardless of Gardner’s earlier call{for-interdisciplinary arts
courses and the few innovative art history courses already men-
tioned, most commijnity college art courses are not very innova-
tive. Minutillo (1974) reported that at one community college,
_ “the most common offering beyond a survey was one of those
bogus art appreciation courses which are not only so superficial
as to be actually damaging to'one’s understanding of art, but
were of}en taught by part-time personnel who had no more
.training than a museum docent and who approached the course
as a docent does a gallery tour” { p.'1).

Manyeddmmunity college art instructors in Cafl'fomia}feel
that their curriculum is controlled by governing boards, commu-
nity pressure groups, and the “whims and fancies” of students.
Although they are interested in teaching effectiveness — and
therefore, in experimentation — their attempts at change are
often inhibited by fear of loss of tenure (Ohren, 1972). They also
express an interest in interdisciplinary humanities programs and
team teaching as a positive step, but are afraid that personality
conflicts, administrative problems, and poor planning would
cause the f?ilure of such innovative programming.

Another reason for teaching art history in an interdisipli'nary
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Another reason exists for maintaining the status quo in art
education at the community college level, that is:

r

- /. the general education sequence and all liberal arts offerings

at two-year schools are almost invariably dominated by what

I call the Transfer Imperative: the desire to insure that the
credits earned at the two-year school will be accepted by the
four-year school . . . All the academic programs at a two-year 1
school must draw on the chaotic transfer programs for their
basic rgsources, faculty, and material, In that context, any at-
tergpt at general education or any radical revision of our ap-
proach to the liberal arts and humanities is doomed almost
from the start . . . In the face of such limitations, imitation
prevails, and an approach to the liberal arts and humanities is
Perpetuated which is in many cases outdated ( Minutillo, 1972,

\Pp<2, b).

In 1974 this author indicated yet another outside influence doin-
inating curriculam - determination. The art survey course

- taught at Niagara.Cotinty Community College was given a social
science number so that art majors could use it to partially fulfill
a state requirement in social science; ngnart students were not
allowed to take the social science credit for the course. Conclu-
sions drawn' by other researchers pretty-well substantiate all the
above findings! .o

Yet art history and appreciation courses are.popular, a pop-
ularity Jansen (1971) claims dan be attributed to general educa-
tion and humanities requirements, curbed by transfer needs. His
study of 102 randomly selected junior colleges in_the Nor‘Fh’
Central Accrediting Region alsp noted an interesting male-female
ratio phenomenon. In the institutiéns where the ratio of m
to women was about equal, |a notably greater emphasis was
found in the basic and history [courses, as well as the availabilit
of related activities. On the other hand, \\‘(here the enro]lmenti
were predominantly male, greater support was evidenced for
the commercial art classes. Jatnsen ampliﬁeLi this observation by
generalizing that, “When the major empbhasis is on liberal arts |
education, more basic and history courses are found; when that '
emphasis shifts to occupational, a corresponding. shift to com- |
mercial and crafts classes is noted” (p. 6);

To summarize: a few patches of blue are becoming sizeable
in the unchanging sky that has marked the teaching of art history \

' »
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and art appreciation in junior colleges; However, many prob-
lems militate against changes in course offerings: state require-
ments, transfer considerations, fear of loss of fenure, administra-
tive problems, and community and student pressures. Minutillo
(1974) succinctly described the situation when he concluded:
“ .. there are many individuals teaching art history atthe com-
munity colleges who do make an effort to break out of the restric-
tions . . .. These efforts usually reflect more of a personal com-
mitment of the teacher ‘than a philosophical or curricular stance
f the institution, and consequently thes¢ efforts are often quite
ited and not at all jntegrated into the overall humanities or
liberal arts program” tpp. 1-2). Although art historians tend
toward interdisciplinarianism, they still suffer from the common
pattern of lack of curriculum leadership at the institutional level.
What they do, .they do because of their own verve, skill, and
vision.
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Theater Histor:y and- Appreciation . !

Theater "history and theater appreciation can betsummed
readily: although English departments sometimes offer courses
in dramatic literature and ethnic studies departments courses in
Chicano theater and Black theater, and a few interdisciplinary

courses include theater as one of several subjects, practically no
one writes about the subject. Taylor {197C) reported “. .. very
little study has been devoted to the tasks and problems of speech
and theater curriculum development in community colleges”
(p. 62). In fact, her study of 1968-69 speech and theater offerings
in 116 puplic community collegés in six states is the only recent
specific study of these subjects that could be located. .

. Taylor. found Oral Interpretation of Literature offered by
87% and Advanced Oral Interpretation of Literature offered by,




-
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3% of all community colleges sampled, courses that are considered
speech courses. Other speech courses also considered as hyman-
ities courses are: Storytelling, Introduction to Oral Communica-
tion Theory, Rhetorical Analysis, and Film Appreciation; she
found none of these courses in more than one school of the.116 .
she surveyed. Introduction to Theater was found at 51% .of the
schools; Theater Appreciation’ at 3% and Theater History af 15%, .
Theater Production, a course whi¢h Taylor discoveted to combine.
Introduction to Theater and Stagecraft, and which she found to
differ from Introduction to Theater in that it requires studerits
to participate in theater productions in some capacity, was taught .
in 28% of the 116 cdiieges. She also noted that five colleges offered
courses In dramatic liferature and that éach of the ~ollowing
courses is found at only one community college: Black Theater,
Introduction to the Fine Arts, Film, and Special Studies.

Theater in the Junior College (Abrams, 1964) offered somie
data foreshadowing Taylor’s study. The book asserted that in
California, the Midwest, and the Mountain states, Introduction
to Theater was offered in 50% of all community colleges; 35% to
39% of the South, Southwest, and Middle Atlantic states offered
the same program. It was found that theater was often included
in English, fine arts, humanities, or even speech departments,
with a resulting loss of identity and lack of program development.
Interesting to note, in view of New York’s claim to be the theater
capital of the United States, only 1% of the New England and
Middle’ Atlantic junior colleges offered degrees in theater arts
in 1964, while in California the theater arts degree was avail-
able at 67% of all community colleges. It must be recognized,
however, that at the time, no more than five graduates per year
came out with an A.A. degree with a major in theater arts. Hope-
fully, new data will be available \Qilthinj_a reasonable time so
that a review of humanities courses and curricula in junior col-
leges will be able to present a more compléte picture. Certainly,
more in theater history and appreciation is going on; it remains

. _tobe chronicled. ;
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The tendency for four-year colleges and universities to remove
"foreign language requirements Has affected foreign language
. enrollments in commumt) colleges In much the same way, his-
. tory enrollments in some states now suffer from the removal of
*" “the, thumbscrew of a statewide legal requirement” (Millington
‘and PeIsmger 1974, p. 45). Millington and Pelsinger, both history
jnstructors at California community colleges, note that although
overafl entpllments in their respective colleges have increased
in recent years, enrollments in history have declined. They claim
that Wldespr*ead student disinterest in history has led faculty,.
administratory, boards of trustees, the State Legislature, and the
* public in Cahfcmlia to question the merit of keeping history in
the gémera} ﬁ‘l atxon program at all.




Another parallel may be drawn. as is the case with foreign -
language instructors, when requirements are removed and enroll-
ments decrease, community college history nstructors begin to
take a serious look at student goals. The results of this appraisal
usually lead to the discovery that history as it has traditionally
been taught — i e . the name-fact-date approach — is not important
to community college students. Hurst ¢ 1971) claims that in trying
to make their courses attractive to students, commumity college
history instructors must remember that jumor college students
are oriented to a consumer societv and occupational security.
Student interest in material and pragmatic goals is antithetical
to th? study of a theoretical subject such as history:

Since 90 percent of the students in these . . . courses do not
have a direct vocational use for history, the absence of any
pragmatic imperative makes the courses appear neither urgent
nor important . The study of history dees not fit well into
a goal-directed or-task-oriented society. Historical thinking is
contemplative, theoretical, reconstructive — it does not produce
units of economic utility. History is certainly not necessary for
economic, political, or social survival, except in an abstract
sense (Millington and Pelsinger, 1974, p 46).

As early as 1968 Hinkston described the inapprepriateness
of the traditional approach to history for community eollege stu-
dents He wrcte that “85% of our junior college student body . . .
is non-university, will never attend a university, is not university
‘material,” but is fed a 1002 university education . . . . There is
an odd, unquestioning faith that something beneficial and matir-
ing will happen to the student if he memorizes facts and passes
examinations” (pp 20-21). In corroboration Griggs found that,
most Florida community college teachers and administrators
considered the learning of facts to be of great importance for
sgciai studies coursework (1971). i

More recently. several authors have advucated a shift away
from history as memerization of facts and toward history as a
problem-solving activity Among these. Waller (1974) recom-
‘mends a history curriculum in which the facus is placed on under-
standing “the historical process rather than the historical prod-
uct,” and Johnston 1973) suggests revising American History
courses in order to emphasize historiographical interpretations
or history as a problep-solving discipline.

1




Other attempts are being made to attract students to the
discipline, including the use of media to reach a wider audience.
In 1964 15 instructors from five junior colleges in Florida devel-
oped a televised course in Western civilization utilizing visual
reproductions of art and artifacts (Cox, 1965). Other examples
include a recently developed course in U.S. History offered at
Moraine Valley Community College which uses the local news-
paper to publish the lessons as well as minitests for self-evalua- '
tion, anyone who can pass the final examination will receive three
units of course credit (Jioia, 1974). Other innovations use deliyery
systems such as an American History course taught by radio, and
one taught on campus by a combination of tapes and filmstrips
(Banister, 1969). s

Still another method of reaching new students is-that of
moving the classes to where the students are, a procedure par-
ticularly useful in attracting older ¢itizens to history courses. In
the fall of 1973, North Shore Community College ( Massachusetts)
offered a class called “Reconstructing History” to patients at a
local nursing home (“Capsules,”. February 1974). Watson (1973)
proposed a course called, “Our Lives as History,” designed to
involve both older people and regular studénts in the same class.
Combining history with psychology, technology, sociology, liter-
ature, science, religion, and education, the course’s primary
objective is to give meanipg and sfgnificance to individual lives by
comparing documented history with the recollections and experi-
ences of people who lived through the times being studied.

Many other methods of attracting students to history courses
are being tried. Some of these include: relating major themes to
the students life experiences (Woodbury, 1971); providing
topical seminars for the most interested and/ or ,brightest_ stu-
dents (Selcoe, 1969); teaching about the lives of great men
of the past to emphasize the human side of history and there-
by make history relevant to the lives of today’s two-year
college students (Hinkston, 1968), basing the course on outside
readings specifically chosen to represent various student majors
such as science, fine arts, literature, business, economics, and
designing special examinations for each major (Schott, 1969);
and combining the explicit statement of behavioral objectives

ivi;h a modular schedule in order to relax students who will no
i,
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onger have to be worried about ‘being tested on facts they have
not studied (Woodbury, 1971; Holland, 1974; Shumway, 1971)

By far’the most successful approach, however, seems to be
an emphasis on the contemporary and/or the local, As long ago
as 1941, when the San Mateo County Historical Association was

. first housed at the College of San Mateo, a seminar in local his-
tory was created in which students conducted original research
and wrote “from primary sourees the history of towns, pioneer
families, schools, churches, business enterprises, and the like”
(Stanger, 1965). It appears that one of the reasons this course
succeeded was because it was both practical and of direct use of
the students and their community: '

i o 4
Today one of| the most prized, and most used, parts of the
historical asso¢iation’s archives is a file of some 175 of these -
student papers T

Here was a group of young people, in the setting of a.
museum of local history, compiling useful information, and in
the process theéy were learning” how their ¢omimunity tame to
be as it is as jwell as the larger lesson of how history — all

- history — is wtitten . . . Many of these young people, some of
whom had ability but lacked orientation, found in these pro-
jects their first solid footing in.the world of scholarship (p. 12).

Several others agree with~the contemporary and/or local ap-
proach Hurst (1972) recommends an emphasis on local history \
as a method of arousing student interest, Waller (1970) advocates
a seminar approach which would “capitalize on the local com-
munity as a respurce for historical investigation . . . {and) satisfy
the relevance urged by students by beginning the treatment with
the present and working hackward in time” (p 31). At South
Oklahonta City Junior Coflege, a popsilar history course stresses
the' contemporary by using a topical instead of a chronological
approach: “One can take the module on cultural conflicts and
start with Alvin Toffler’s Future Shock and work backward in
history keeping Toffler’s tenets in mindl” ( Holland, 1974, p. 13).

. Unfortunately, according to Griygs (1971), two-year college
histoty instructors are generally unaware of most experimental
programs in their fields. Even in grading practices, they are not
very innovative. Jordan (1970) found that history teachers in
Southern junior c@eges typically used teacher-made, quick-
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score, and essay tests for student evaliation with (ew other meth-
ods considered; 80% of those he surveyed thmf ght they were

using the best methods they could use.. )

The literature shows that many creative ideas_for renovating .

history instruction are restrained because, like most community” -

college humanities instructors, histery ifisffuctors are primarily
concerned with transfer students, to them, problems of articula-
tion often loom larger than problems of dull courses. Waller
(1970) notes that. the survey approach to history instruction in
junior colleges is a direct imitation of the approach used in senior
colleges and that, although seminars have more validity, the
survey courses must be kept “since four-year institutions frequent-
ly frown upon seminar work performed by students in their
first two years of academic work” (p. 31). Hurst (1972) sums up
the dilemma that cancern for articulation presents, to the commu-
ity college history instructor; according to him, the future
study of history in the junior. college classroon is linked to the
requirements of senior institutions, but its grow‘th depends upon
making the subject attractive to students. !
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{ Political Science
I -

Ore major study. on community college political science
instruction was located in our search. Explorations in Under-
graduate Education: Why Political Science? (Millett, 1973)
offers case studies of political science at six institutions of
higher ‘education, including one two-year college {The Loop
College of the City Colleges of Chicago). .

Millett found that community college students are less
interested in discussing political problems than are students in
both highly selective and moderately selective learning environ-
ments. “In the open-door institution there was not only a . ..
greater range in abilities and interests but also a student aptitude
such that only a minimum level of academic performance should
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be expected” (p.37). In addition, Millett found that in the com-
munity college political science courses, “ . . . it was reported
that students had the attitude that if they had read one text and
attended all the class sessions, they had done all that .could
reasonably be expected of them” (p.57).

According to Millett, students at all levels of higher educa-
tion are displaying declining interest in the study of political
science because, “There shas been a‘somewhat greater student
interest recently in off-campus experience and in project activity
than in courses requiring extensive reading or preparation of
a research paper” (p.51). He also suggested that today’s
students are less interested in abstract thought, the play of ideas,
and the controversy of generalized concepts than were students
of the recent past; they are more interested in problems such
as urban affairs than in the pursuit of knowledge for its own
sake. :

A final rationale advanced for the decline of student interest
in political science is the increasing disposition of college stu-
dents toward interdisciplinary maijors. However, it was only at
the community college level that interdisciplinary and survey
courses were favored. Millett asserts that the trend for two-year
college students to be increasingly more intérested in career
programs than in the college transfer program was noted by
political science instructors with dismay. “This implied that
courses in political science might continue largely as a general
education component to career education” (p.’61). These find-
.ings are particularly significant in view of the fact that the Loop
College currently offers political science only to transfer stu-
dents. - . .

Another disturbing trend mentioned in Millett’s study is the
recent enrollment of many students who do not have an ade-
quate background in reading and the use of the English language
to maintain the instructional pace appropriate to other students.
Rather than altering their curriculum to reach such students,
the faculty members usually meet with the slower students of
their classes for an additional hour each week. .

Millett found that political science instructors at all levels
of higher education are resistant to curriculum reform and that
they continue tg place the importance of the discipline ahead
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of the importance of student goals and interests. He writes that

most political science instructors believe that students seek

knowledge for its intrinsic worth, even though student objec-

tives are more closely allied to employment, social mobility, and

the handling of public problems. s

» As a collection of scholars joined together in a department of
political science, fculty members perceive their professional
role in terms of the discipline, not in terms of a faculty role
in a particular college or university. The interests of the dis-
cipline take priority over the interests of the, college or univer-
sity. This circumstance is demonstrated by the approach of
political science faculty members in general to the problems of
objectives and process in general education and in liberal educa-
tion for undergraduate students (p. 65).

When discussing the prospect of reduced enrollments in
political science, faculty members gonsidered increasing student
financial aid and altered admissions policies as likely methods of
attracting more students. “The possibilities of curriculum recon-
struction and of changes in 1nstruct10na1 procedures were not
receiving very mu(;}l attention” (p. 61). In fact, curriculum ‘is not
even mentioned in the list of concerns of these political science
instructors. “Aside from faculty personnel resourses, departments
of political science were generally concemed about office space,
library holdings, and faculty support” (p. 61).

Millett unilaterally chides political science instructors at all
levels for their lack of interest in evaluating the success of their
instruction: “None of the departments involved in this study
had utilized any formal or experimental method for evaluating
the instructional effectiveness of different classroom procedures

. If institutional resources had been available for the evalu-
atxon of instructional procedures, political scientists would prefer
to utilize these resources to advance their knowled'ge of politics”
(p.58). He claims that the general attitude of instructors toward
what is to be taught and to what purpose it is to be taught is that
each faculty member is an intelligent educator, competitively:

courses he chooses. No instructional objectives were found to be
developed on a divisionwide basis in the community college or
in any of the other institutions studied. Furthermore, since it was
found to be especially difficult to obtain approval for new course

63




o

offerings at the community \éo]]ege, “Faculty members simply
adjusted the content of their courses rather than course titles.
Any resemblance between the two might be purely coincidental”
(p. 52).

Some instructors have accepted the challenge. Acknowledg-
ing that, “We've got a different kind of student, with different
needs; he has limitations and possibilities never before encoun-
tered or noticed in four-year co]]eges or universities,” Rice (1972,
p- 18) has developed a course in state and local government at
Tarrant County Junior College (Texas) which uses behavioral
objectives and mastery learning techmques The course is divided
into seven units, 40 packages, and 25 options. Each package con-
tains a set of worksheets with blanks to be filled in, using informa-
tion obtained from a set of slides with an accompanying tape
available at the college’s Learning Resources Center. Grading is
based on the seven unit tests and on class attendance; a student
who scores an average of 84% on all seven tests and attends the
two -class meetmgs per week earns a “C”. In order to earn more
than a “C”, a student must complete as well some of the optional
material, selected from a total of 25 options, including mdepen-
dent research.

t~— The “learn by doing” aﬁpmach is also used by Jansiewicz

(1974) who developed a simulation approach to state and local '
politics, including behavioral objectives and student adoption of
roles to solve simulated public policy problems. Creating approxi-
mately 80 proposed pieces of state legislation ranging from abor-
tion tezoning, and setting up the use of a two billion dollar state
budget which can be allocated dmong a multitude of state and
local agencies, his method draws participants-into competing
positions by the roles they.play. A student’s participation is con-
sidered successful in ‘terms equivalent to the success dimension
of his counterpart in real national and international politics. By *
integrating these simulation sessions into regular course material,
Jansiewicz enables his students” . . . to become exposed to public
policy in a realistic and crltlcal manner” (p. 38). Jansiewicz’s
adoption and development of the simulation method gets stu-
dents directly involved in political processes.

Another approach to the teaching of political analysis which
apparently attracts student interest is the use of political novels
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science and government at Grossmont College (California) in-
clude political novels as either a partial or complete replacement
of standard texts to complement what he calls “the basic garden
variety introductory coutse to government” (p. 4). He asserts

that this type of novel €ontains the same 'information as do

standard texts, but is much more interesting to read.

It seems clear that, although many community college
political science instructors still cling to their discipline and ig-
nore student dissatisfaction, others arg beginning to consider that
student needs have changed and try new kinds of courses..

)

.
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Cultural Anthr‘l-opélogy

In a 1960-61 survey Lasker and Nelson (1963) found 508 °
courses in general anthropology in the California community
colleges. This represented 35% of all general anthropology courses
offered in California colleges of all sorts (universities, state
colleges, private colleges, and junior colieges). Summarizing
the study, Nelsou noted that physical anthropology and cultural
anthropology were the courses most frequently offered, but he
acknowledged that a course in prehistory and culture growth
had been slowly gaining acceptance. According to Nelson the
three courses reflected the influence of the University of Califor-
nia and the state colleges, which tended at that time to limit
their lower-division .offerings to this same choice of courses. Thus,
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it appears that anth’ropolog\' courses offered in California two-
yéar colleges in the. early 1960s were designed  exclusively for’

¢

transfer students. )

Nelson condemned the anti-intellectual, nonacademic cli-
mate of the- junior college and its concern with geans rather than
contént, and hoped fdr more “professionalism” on the part of
twp-year college instructors. “Once the orientation to research
and professional growth is viewed as part of teaching rather than,
falsely, as in opposition! to it, still other means than research can
be devised to iable junior college teachers to participate actively
in their specially chosen field of interest” (p. 534). Nelson also
felt that one of &e major difficulties in teaching anthropology at
the two-year collegé was the community college library’s lack of
anthropology-related hooks and journals and the fact that those
available were beyond the 'ken of lower-division students.

‘While, anthropology courses in ‘the early 1960s emphasized
transferability, the thrust of today’s anthropology courses is quite
ano\ger story. In 1972 Saad wrote of an experimental course at

.WayRe County Community College which emphasized the prac-

tical side of anthropology. The ‘course ugeld the entire City of
Detroit as its-classroom with the primary objective of helping

‘students “develop an awareneés and understanding of the nature

and diversity of cultural patterns and processes withip.urban
areas” (p. 114). Studepts met in a different part of Detroit each
Friday evening far six weeks. Class sessions lasted from three to
12 hours and included interviews with and observation of various
cultural and religious groups, ineluding the Hare Krishnas, the
Jesus people, a metapliysical religious group called the Aetherius
Society, a hippie commune, Gay Liberationists, etc. Additional
optional class sessions™were held in students’ homes for the pur-

“pose of discussing basic concepts, theories, and field methpds in

anthropology using reprints of articles and, ethnographic mate-
rials refdating spelciﬁcall)' to the various kinds of culture the stu-
glents ‘had expérienced first hand. Saad found  this method. ex-
tremely effective in motivating students to do ‘additional volun-
tary field work, many Students attended and observed various
activities, events, and cultiyy enings on their ‘own and
brought back & myriad of 1deas to stare with tfie class. Heyalso
reported that even though there was no gnarantee of ,agc_eptabil-
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ity for transfer, students ‘were &tht;siastic about this opportunity
to study anthrgpology in a way that emphasnzed the contem-

. porary and the local. He concluded that ®. .. there-dre better
ways of teaching than lecturlrg in a classroom and better ways
of learning thap taking notes, reading, textbooks, and restating it

allonatest” (p. 117). + =

. Other instructors have also foynd *better’ ways” of teaching
their speciality. One of these innovators is Merry of Orange Coast
College (California) who developed a television course called
“Bimensions in Cultures” ( Cooper, 1974) Financed by the Na-
_tional Endowment for the Humanitles, Merry organized this
mtroductory anthropology course by hiring film teams and enlist-
ing the assistance of experts in the field of anthropology from

here and abroad. “What the students will see is far removed from *

the first-televised €ollege courses — which were scenes.of a pro-
fessor talking at a podium or blackboard” (p. 18). Instead, Mer-
ry’s lessons show live’ interviews with a wide range of anthropol
ogy experts and actual scenes depicting various cultures. To re-
ceive three units of transfer credit, students are required to view
two 30-minute Jessons each week, pass' twg corresponding exams,

" and on- campug midterms and finals. For added flexibility each les-

son is broadcast four times each week and students may check out
any wdeotaped lesson for review at the Library. This vivid class
‘has attracted new kinds of students: “Already there are elderly
people, handicapped, housewives, workmg men, minorities, and
\'people confined to hospitals in the course”, {p. 18) )

. An instructor who developed an innovative method in an-
thropology teaches at Cochise College (Arizona). Eschewing
the lecture-texthook-note-taking-test circtiit, his ‘course involves
.students in actual field work in a summer-ong drchaeological dig.
“The only prlérequlslte for the student is an interest in archaeology.

.The course.is, designed to teach the novice the hows and whys”

of the sub)ect as ell as method and technique by actual involve-
ment and préb]e‘m solving. In fact, the students’ grades are

determined by’ their ability to demonstrate that they kriow how -

td excavate properly, record careful notes, mterpret and preserve
whaf they find. 'Ii;ere are no formal \exammatlons (Meyers,*
19."0, p. 35). Students live together near the exdavation Site for
thls‘\ course. They estplore eight hours each day Hnd are given
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their evenings free. Their instructor reported that during the
“free” evenings informal discussions of archaeology are held fre-
quentl), and that those students not pdrticipating in the discus-
sion are often reading archaeol()glcal literature or spending extra
time in the lab. The instructor’s point is that students immersed in
a subject and studying it in a practical and useful way (in this
instance, the students found Indian relics which added to local
knowledge of the area) learn far more than students who merely
attend a lecture, read a textbook, and take notes. Furthermore,
when the cl)urse is completed, they are found to be enthusiastic
about archaeology. \

These course are not offered at all junior colleges however,
nor do all faculty members feel they are needed. No doubt most
anthropology courses continue to remain focused on transfer re-
quirements Student-oriented, innovative.methqds do affect course
designs, but transfer constramts, as they did a decade ago, still
remain the main motivating force

-
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Area and Ethnic Studies

Area studies courses are defined as broad-based interdis-
ciplinary stuches of a particular region, or continent with such
courses as Asian Studies. African Studies, Russian/Soviet Studies,
Latin-American Studwes. and American Studies usually placed in
this category Area studies mclude anthropology, archaeology,
art. architecture, economics, education, ethnic studies, folklore,
geography . history, language. law, literature, mass cylturé, music,
philosophy, . political scieuce, ~psychology, psychiatry, public
address, religion, science and technology, sociology, and women’s
stadied — the full range of the umanities — therefore it seems

appropriate to consider them here.
' /
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Hill (1967) surveved 583 community colleges and found the
range of area study courses quite limited. Relatively few colleges
offered any courses concerned with civihization other than West-
emn civilization. only 127 offered courses dealing with the Far
East. 97 with South-Central America. 8% with North America, 4%
with the Near East. 4% with Africa. 27 with Russia, and significant-
ly, only 1% offered courses spanning the civilizations of the entire
world “In this connection, s findings about community college
sponsorships of foreign study tours are also of interest. By far,
the largest percentage of such tours were directed toward West-
ern Europe. Sixty ( 10%) of the surveyed colleges sponsored study
tours to England, France, Germany, Italy, etc.. one (.2%) to
Scandinavia. 22 (4%) to Mexico or South America. and three
(.5%) to the Middle or Far East.

According to Epstein (1967), “No student. and particularly
the student engaged in a terminal program whose formal educa-
tion is not likely to be resumed, should leave the junior college
without some appreciation and understanding of the world of
which we afe now so interdependent a part” (p. 19). This was
the primary reason for the development of Asian and African
studies courses. According to Eaton’s 1969 study of Asian/African
studies, 837 of the 54 New York State community colleges re-
sponding to his questionnaire offered designated Asian/ African
studies courses or had measurable amounts of infused material
in courses with other names. He found these courses to be least
likely to appear m newly established colleges and in colleges
with agricultural or technological emphases. Twenty-five com-
munity colleges had added African/Asian material to existing
courses in history, six had infused such material into anthropol-
ogy courses. four into literature courses. one into government
courses, one into comparative cconomics, one into child study,
and one into Western civilization courses. Nineteen formal Asian
courses and 11 formal African courses were reported He con-
cluded that probably because more New York State community
college students wre Black- than Asian-American. the community
colleges appearcd to favor the development of new African
courses.

Eaton (1969) Suiveyved the same New Yink community col-
leges to determine other non-Western civilization course offerings.
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He found 16 in Russian History or language, 15 in Latin-American
History, and three in comparative cultures. Although these figures
show that-courses in areas other than Western civilization ap-
peared to be less scarce than they hatl been two years earlier,
the largest gain was made in African studies. .
Ethnic studies similarly present the culture of particular
groups presumably neglected in traditional courses. They began
as a response to the demand for Black studies which still form
the majority of courses in any ethnic studies program. According
to Lombardi (1971): “While ethnic studies is prominently fea--
tured in catalogs, schedules of classes, and announcements, sual~
ly Black studies courses and programs form the major subdivision
_of this interdisciplinary pattern. Mexican-American, Latin-Amer-
ican, Puerto Rican, and Cuban courses and fprograms are the N
second most frequent components” (p. 31). ’ )
As the demands of the Black studies enthusiasts were ‘met,
‘other ethnic minority groups felt the time had come to make
similar demands for sgparate courses. Thus, ethnic studies depart-
ments, programs, and ourses in two-year colleges were developed
One of the pitfalls of this evolution is that each ethnic group often
insists on a program that emphasizes its own separatism and
uniqeeness. Guerra (1974) claims that, “One of the gravest prob-
lems has been the fact that Mexican Americans have been com-
bined with people of other minorities and their unique identity
has been consistently ignored. The Black man, the Indiandand -
the Oriental have often been combined with the Mexican Amer-
ican in a sociology course offered at most colleges and univer-
sities for undergraduate students” (p. 1), a claim that has been
voiced by every separate ethnic minority group. ‘
_ Since enrollment figures show more minority group students
_ attending two-year than four-year colleges, ethnic. studies as a
' discipline is particularly‘important in community college educa-
tion. Rirenbaum (1974) reports that approximately 70% of all
Black and Spanish-speaking college students. are enrolled either
in Black cdlleges or in community colleges; and that minority
group students comprise approximately one-third of the total
community college enrollment nationwide. :
Green and:Hernandez (1974) aver that 1967 was the first
year ethnic studies began to be developed and reported in the

.
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literature. The minority-oriented courses were initiated largely
as a result of minority student complaints of racism in the college
curriculum, a charge substantiated by the fact that Western
civilization was the only civilization being studied and that Euro-
pean or American art, music, literature, history, philosophy, and
theater were taught as the only significant elements of that civil-
ization. According to Medsker and Tillery (1971, “To many stu-
dents from ethnic minority groups, traditional general education
programs based oft a body of “common knowledge” are irrelevant,
if not outright racist. To the students*and faculty who seek to
understand all mankind, these programs seem strongly ethnocen-
tric in their emphasis on Western civilization and science” (p. 69).

Since it is easier to create a new course than to change an
exjsting one, courses directly aimed at minority students were
developed and only a few traditionally Western courses were
altered to incorporate (usually peripherally) minority artists,

" musicians, writers, philosophers, or dramatists, into the syllabus.

Lombardi and Quimby (1971a) report that, “Even after three
years of Black studies ferment, catalog descriptions of American
literature courses rarely mention a Black writer among those
to be studied and even more rarely indicate that a Black writer
contributed to the development of American literature. The
situation in American History is slightly better” ( p- 14). The
same authors also found that the advent of Black studies courses
in the community college curriculum was largely the result of the
demands of Black militants. This is ... the first time in the his-
tory of the community college movement that students on a large
scale have been directly involved in defining the goal orientation
of an educational program (1971b, p. 70).

Ethnic studies courses frequently have been found to re-
inforce the separatism inherent in the study of minority cultures.

" For example, the literature shows that few students other than

those belonging to the ethnic groups concerned enroll in ethnic
studies (Arnold, 1973; Lombardi & Quimby, 1971b; Green & Her-
nandez, 1974). Green and Hernandez report that 85% of the total
ethnic studies enrollment at Pasadena City College 'in 1973-74
were minority students. Most ethnic studies courses and programs,
then, fail in one of their primary objectives: “...the ultimate
objective of Chicano studies is theD Anglo community where basic -

74

Lo and
Cad

-




changes and reforms must be initiated” (Guerra, 1974, p. 13).
The inevitable conclusion to be drawn from these findings is that
if Anglo students do not enroll in ethnic studies coursework, they
will know or understand no more about their minority group
. counterparts than if the courses had not been developed at all.

There are other problems to be faced. Despite the admitted
potential value of ethnic studies courses, some members of minor-
ity groups are not satisfied with what they consider to be the mere
addition of a few courses into a primarily Anglo curriculum. In
fact, a few such groups have become so disenchanted with curric-
ular resistance to their needs that they have parted ways with
traditional higher education and have developed colleges of their
own: Nairobi College (California) for Blacks and Chicanos and
DQU (California) for Chicanos and Native Americans, to name
two.

More common has been :the development of Black studies in
traditional colleges. Lombardi (1971) indicates the national
community college pattern:

Before 1965 only ten of the respondent colleges (five in Cali-
fornia, two in Illinois, and one each in Alabama, Michigan, and
Washington) claimed ‘to offer courses that dealt with Black—
read “Negro”’—or African history and culture. Even by spring
1967 only 23 of the respondent colleges were offering Black
studies. The pace quickened somewhat during 1967-68, for by
the spring of that academic year, 47.of the respondent institu-
tions had adopted Black studies courses. In 1968-69, the school
year ,immediately following Martin Luther King’s assassina-
tion, 100 of the respondent colleges inaugurated their first
course in Black Studies. By spring 1970 another 95 of the re-
spondent colleges had adopted their first courses of instruction
in Black studies (p. 3-4). . -

Lombardi and Quimby (1971b) found that Black studies
courses tend to be offered in community colleges located in urban
areas, and are more likely to be offered in ‘suburban than rural
areas. They also report that Black studies courses were -offered
in most of the large community colleges in 1971 regardless of the
percentage of Black students enrolled, and that those community
colleges which do not offer separdte Black studies courses now
include the contributions of Blacks to various disciplines in the
traditional coursework.
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In the past the proliferation of courses designed for Black
students has drawn criticism. In their report Lombardi and
Quimby suggest that, recently, considerable restraint has been
exercised in this direction with the result that many two-year
colleges offer not enough Black studies courses rather than too
many Of the 229 institutions offering Black studies courses ip
1969-70, 223 reported fewer than five courses. Some community
colleges still offered such courses as Swahili and Soul Food, how-
ever (1971b, pp. 62-63). )

Nevertheless enrollments have been low, probably because
Black studies courses alone seldom qualify a person for future
employment: *“ I-will-not hire a student because he got A’s in
bla?k studies,” said a Black publisher, ‘I want that, ,but in addition
I need to know, can he write, can he type, can he l:}Mﬂ"bute to
my business? ” (Gleazer, 1973, p. 34). The publishér’s attitude
is probably symptomatic of the reason why, as of 1971, only five
community colleges offered programs for majors in Afro-American
studies or Black studies: Merritt College and Los Angeles City
College in California, Forest Park Community College in Missouri,
and Prairie State College and Malcolm X College in IHinois.

Lombardi and Quimby (1971b) note that history (Afro-
American or History of Africa) is the most common Black studies
course offering. The second most popular is literature, a course
with smaller enrollments probably because a coutse in history is
frequently réquired for graduation, whereas a course in literature
is not. The third most popular Black studies course group in-
cludes the various culture-oriented courses, those offered by
departments*of anthropology, art, sociology, and humanities, and
sometimes by departments of philosophy, religion, theater, music,
and dance Socioeconomic courSes ( Black economics, institutional
racism) comprise the fourth most common curriculum group. The
fifth.group noted by Lombardi and Quimby includes integrated
courses — those traditionally occidental courses which now have
infused the Black contributions to the various disciplines into their
syllabi. The sixth most common course group is that comprised .
of min()rit;\md urban-oriented conrses which consider all minor-
ity groups irt the same course, including police-community rela-
tions and minority literatiire.

+
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Lombardi (\l971) reported that although in many colleges
the Black studied movement frequently demands Black student
and community control over the hiring and firing of instyuctors,
and over the content of Black studies courses as well, ang although
at some community colleges — Nairobi, Merritt, Oak Park School
of Afro-American Thought, and Malcolm X — these have been
achieved, “In the majority of colleges, . . . white educators will
continue in control and will also influence the evolution of Black
studies (p. 55).

California community colleges have gone a long way toward
satisfying the Chicano community’s desire for programs and
courses relating directly to its ethnic identity. Guerra (1974),
however, regrets that Chicano studies programs have not pro-
gressed nationally: “The Mexican American has been ignored in
the curriculum of the United States . . . . The problems of the
Mexican American have remained regional problems rather than
national problems and their importance has been reduced accord-
ingly” (pp. 2, 5). R

A review of Fernandez 1974 survey of California community -
colleges reveals that, as is the case :ﬁh Black studies, history
courses are the most frequently offered Chicano studies courses.
Two kinds of Chicano history are most commonly listed. The first
includes such titles % History of California and History of. the
Americas; the second is History of Latin 'Aerica, which is often
separated into two sections: before and after 1825. Other courses
which are part of.the history category are: History of Minorities,
History of Mexico, History of the Chiganos, and History of Atzlan
(Southwest U.S.). .

The second most widespread category cannot really be called
Chicano studies courses at all. They are courses dealing with all
minorities as a group. ‘The most commonly taught course in this
category is Problems of Minorities in America; others include
Police-Community Relations, the Minority Police Officery Political
Problems of Minorities, the Psychology of Ethnic Identity, Race
and Poverty in American Life, Introduction to Racial and Ethnic
Relations, the California Child in Cross-Cultural Perspectives
(for Childhood Education majors), Economic Deyelopment of
the Third World, History .of Mihorities, Minority Economics, and
Minority Literature. The fact that courses addressing themselves
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to the entire range of minorities form the second largest group of
Chicano studies courses reinforces' Guerra’s (1974) allegation
that, “Mexican Americans have been combined with peoples of
other minorities and their unique identity has been consistently
ignored” (p. 1). ) b
- Interdisciplinary courses such as Introduction to Mexican-
American Culture or Hispanic Heritage form the third most com-
monly listed Chicano studies group. Fourth and fifth in this list
are, respectively, Literature/Folklore and Art History/Apprecia-
tion. Several commmnity colleges also offer courses dealing with
political problems of minorities or political bases of modern ethmic
revolutions, Mexican-American music, Mexican and Latin-Amer-
ican anthropology, and economics. There are also special remedial
sections presented for Chicano students only, and courses involv-
ing fleldwork in the local Chicano community.

Negrete (1973) discusses the students at Rio Hondo College,
located in a California district with a 40% Chicano population,
whom he found to be generally dissatisfied with Chicano studies.
He reports that students characterize these courses as “ .. lacking
in Chicano feeling and atmosphere conducive to enhanced cul-
tural awareness, se -identity, and motivation for Chicanos. The *
interviewed students tell of traditional methods of instruction
used by well-intentioned Chicano studies faculty which diminish
the learning potential of Chicano students” (p. 23). He analyzes
the student’s attitudes as follows:

Course titles are viewed by those students as deceptions to
'lure interested students to classes which in reality are not much
different than their other college classes. At the base of these
course weaknesses, according to the gtudents, is the power-
lessness felt by the students over Chicano studies faculty and
course content. The students feel that a faculty at least partially
accountable to the students would be more sensitive to studen

needs' (p. 23). '

Cruz and Segura (1973) also complain about the traditional
teacher-orientation ,of Chicano studies courses, suggesting an
alternative emphasis Chicano studies programs should stress
off-campus experience as an integral part of the learning pro-
gram. Aware that many Chicano studies programs provide for
direct experience in the community through fieldwork, they

’
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assert that in the context of ‘the existing programs, fieldwork is
usually considered supplemental to the academic portions of the
program rather than a necessary - background for on-campus
coursework. They recommend contract learning, arguing that
“Some students find that signing a contract makes them feel a

greater sense of responsibility for achieving what they’ve prom-
ised to do”.(p. 22). .

Jewish studies is an even newer cumiculum in American
higher education. UCLA approvéd an undergraduate major in
Jewish studies in March 1972, but Schmidt’s 1973 survey, of com-
munity colleges in California found no courses in Judaism, and
Welch’s 1972 study of community colleges across the nation
found that “. .. courses in Judaism...were so few in number as
not to be worth tabulating” (p. 78). )

Although courses specifically concgrned with Judaism ard still
rare, many community colleges include such study in courses on
World Religions, Comparative Religion, or Introduction to Reli-
gion = Inclusion of Judaic thought and traditions into other depart-
ments follows much the same pattern as Chicano studies prografs.

* The resulting dissatisfactions are also much the same. Accordi

to Garber (1974b),

A number of Christian schools of higher learning offer courses

- & in classical Hebrew language and theology with various de-
grees of stress but often this is seen as praeparatio for Christian-

ity. A number of departments of rejigion at recognized col-
leges and universities teach Judaism ps a part of the “Jtdeo-
Christian tradition” discipline but thpse classes by and large

« coincide with so-called Old Testament thought and post-biblical
Judaism, areas that shed light on Christian origins, su,ﬁsting

that the Jewish people is a nonhistorical entity for the two
thousand years. Thig void in education has in turn been dt the .

£ow v~

. roots of anti-Semitism and ignorance of the Jewish people as a ..
—— culture and a religion (p. 3). ° ’

2":_’“_"_" .. Garber uses .this argument as a rationale for the de¥elop- Lo
ment of a community college program in Jewish studies-at Los'
. Angeles Valley College. In discussing this_rationale, he also
%....haims that such a program would give the Jews a‘new sense of
" _ethinic, jdentity and would aid them in their investigation of the
..., culture, taiguage, religion, nationalify, and other aspects of theit
ople. .
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. Although one report (“Capsules,”™ February 1974) has been
+ located which indicates that courses in Jewigh classical literature,
« anti-Semitism in modern times, and Jewish Istory are now being
offered in the Middlesex College ( New Jersey) community, ser-
vices program, no other informatjon written by anyone but Garber
has been discovered to indicate that Jewish studies courses are
indei(l being offered anwwhere else.

In three separate articles (1973, 1974a, & 1974b), Garber
,discusses the Jewish studies program at Los Angeles Valley Col-
lege (California). He reports thdt this program is the first in the
nation to award an Associate of Arts Degree in Jewish Studies.
_ The program, which began in fall 1972, is best described by
.= Garber himself. ’ :
° The program insists upon a solid introduction to Hebrew lan-
guage studies To this core the student adds a variety of courses,
some required and some optional. The Jprogram involves claﬁs
in Hebrew language, literature, civilization, Jewigh philosophy,
history, sociology, religion, Yiddish literature, and Jewish g
American literature Its future offerings will include classes in
. Yiddish language instruction and a class in the Holocaust. Its
present program is supplemented by out-of-class cultural hours,
Jewish seminars, community action projects, a monthly depart-
ment newsletter, and the sponsorship of three clubs on campus, )
including Eta Beta Rho, an academic group of Jewish studies :
- majors under the sponsorship of the National Association of
. Co Profegsors of Hebrew (1974a, p. 46). "

. Many of the courses included in this program are interdisciplinary
in scope. History of the Jewish People attempts to analyze Jew-
ish outlook and philosophy, habits and customs, values and ideals,
as well as Judaic historical experiencess Hebrew Civilization I
studies the development of Jewish self-understanding in relation

-~ . ~To the intellectual climate of the environment, as expressed in

the Biblical and Talmndic ages. Hebrew Civilization 11 is a course
* designed to consider specific problems and trends during the
Etiropean and modern periods. Israel:”Fhe.Theory and Practice

L of Zionism presents a general smyey of the historical déyelopment

of Israel with a special emphasis on the*social and, poltical institu-

tions, combined with « smyey of the geographic, economic, ethnic,
and religious compositions of the country of Isracl. Other courses
offered include. -Jewish Religious Heritage, which intends to

-
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familiarize the student with what the Jewish tradition regards as
its essential genius and which provides an opportunity for the
development of an appreciation of the similarities and differences
between Judaism and the other major religious groups of the
American culture; and Yiddish Literature in English Translation,
which includes discussion of the origin and development of the
Yiddish language and its dialect structure as well as poetry, prose,
and folksongs in the language from 1382 to the present.

Garber states that the objective of the LAVG Jewish studies
program are: to satisfy the cultural and intellectuak interests of
the college community and the citizens living in the area served
by the' college; tog give students an opportunity to appreciate
Jewish heritage in all its aspects; to help students develop an
understanding of the unique Judaic contribution to world civiliza-
tion in general, and to Western civilization in particular; and to
tell the story, often dgnored in studies at most colleges and uni-
vérsities, of one of the oldest continuing cyltures in ¢the history
of mankind. 7

To ensure student interest in Jewish studies classes, Garber
recommends broadening the courses by utilizing guest lecturers,
library, theater, and museum trips, food experiences, slides, and
other .audiovisual aids. He also suggests a topical approach to
replace the chronological approach typically employed in LCeul-
ture”. classes; such approaches to include book reviews, “agticle *
reviews; journals, and personal projects to substitute for exams,
midterms, and final¢. . ' N S

As more four-year institutions of higher education begin to
approve Jewish studies majors, two-year' colleges will probably
follow Suit. But apparently LAVC is the only two-year college

in the nation actually offering such a major. . K

A similar scarcity of appropriate courses is manifested in
Native American studies programs, even though Navajo Commu-
nity College (Arizona) and Haskell Indian Junior College (Kan-
sas) are directed toward Native Americans as stydents. A recent
issue of the Community and Junior College Journal (“Capsules,” -
March 1974) carries a brief description of @ new course in the
Ethnography of the North, American Indian being offered at
Meramec ‘Commuriity College (Missouri). According to this para-
graph, the students study the beliefs, customs, and /@cigl organiza-'

2
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tion of the North American Iidians by selecting a tribe and doing

' research on se\eral‘cultumllaspects including world view and

rehgion, family life; pattersis] warfare, techuology, and current
economic trends. '

At the Hehaka Sepa College of Deganszida-ngtzalcoat]
Univesity (DQU') in Davis, California, Native American students
study Native American humanities, social science, and language -
arts According to Cruz and Segura (1973}, “Traditionalist educa- .
tion, that is the educatjon received by the Native Americans on
the reservation from the elders or grandparents, # considered very
tmportant for the Hehaka Sapa College™ (p. 18). Like their Chi-
cano counterparts at the Colegio Quetzalcoat] of DQU, however,
Native :AAmerican students are intensely. involved in community,
participation as-an integral part of their college experience. They
also contract for theit owmpadugational program and desigd their

own coiirse of study. - oL ! -
L Ameégicin studies courses, unlike most area studies -programs
reviewed in this paper, were not developed.in an attempt to in-
clude the study of nomWestern ci\iliz&)‘n.in the college curric-
“ulum.,Rather, they appear to-have emerged as a way of studying
the American experience in an interdisciplinary.manner. Contrary
also to the Black, ‘Chicane, Jewish, and Native ,American pro-
grams, American studies courses were Tndtituted as far back as
1936 when, ziéc‘Q{(Iixlg_to Lohof™ (1969), the First American studies
program began as a graduate program at Harvard Uniyersity. A
number-of other graduate schools, followed Harvard’s example,
and, “ . . ._as increasing numbers of Ph.D.s left thesesschools to -
take their places in the faculties of undergraduate institutions, the
spirit ‘of American studies traveled with them' to be disseminated
throughout American higher education” . 48). 4 .
Apparently the process ()fvdis;eminatmgﬂthe spirit of Amer- “.
‘ican stidi s is a slow one, it has. gs yet, not hit the cdommunity
college \\'Xm much force. Lohof reports a spring 1968 study of
Atuerican studies programs and coursess whiEcL found that fesver. -
than 20 (37) of the more than 700 junior colleges in ppe;?tjon
across the country qt that time included -American studies cofirses-; *
Jin “their curricwda. Only dne .s“c!)ﬁel,‘ Southwestern Michigan_Col-
Tege, had developed a complete "American studies” progiam by
1968-69. : :
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Three colleges — Kingsborangh Community College ( New - °
York), Pine Manor Junior College (Massachusetts), and Orange '
Coast College (California) — offer broad survey courses of Amer-
ican culture. All three call their innovative 'American studies _* -
courses American Civilizdtion. The course at Kingsborough con-
sists of two semesters which consider the development of Ameri- S e
can political, economic, social, and cultural life, and examine the $ )
institution of American democracy agains? this multifaceted back-
ground. Pine Manor includes readings in_American History, liter- ' /
ature, art, and philosophy in an attempt to identify elements
'unique to American culture. Orange Coast’s eourse utilizes a multi-

- media approach, including assigned readings, seminars, seminar
papers, live lectures, and videotaped learning programs available
for student viewing at any time. :

American studies courses at two other community colleges '
emphasize the thematic approach rather than the.general survey.
The focus of Contemporary Civilization at Northwestern Michi-
\ gan College is primarily on American culture, The readings re-
quired Tor this course give a clear indication of its emphasis:
anthologies of the works of H. L. Mencken, writings which deal
with the Great -Depression, and povels ranging from Babbitt - '
through the@ncisible Man to Catch 22 Pine Manor Junior Col- '
. lege offers a course-in American Social Thought which covers &
pertinent literature, history, religion, and philesophy from colonial ‘
times fo the 1920s; special emphasis is placed on bigotry and
radical dissent. Actording to Lohof, Pine Manor’s course is the o
“archtypical American studies.enterprise — one which employs = '

. a broad spectram*of disciplinary methods and materials to ex-

amine a particular thread within the American experience” {p. -
50). - Y - :

o ~

Although more thah 3% of the community colleges may by
now be offering Americarf studies courses, it is difficult to deter-
mine the extent of such expansion. According to the American
Studies Association’s annual survey of these programs in the
United States (Bassett, 1973), American studies programs are o
offered at El Camino (California), at Leicester Junior Collége ~ .
(MaSsachusgtts?, at Newton Junior College (Massachusetts ), and T
at Shelby State Community College (Tennessee ). . .

. . . B

- ‘. ‘ 4

A




L

o

~ Cruz, R.

‘Eaton, W, K.

TN -
¥ A
.
’
NN
~
N
.

Lohof predicted, that American studies would continue to
succeed in the community college curriculum because the concept

" .. often recommends itself as a possible solution to many o?f the
pressing curricular problems faced by junior college administra-

tors and instructors” (p. 51). For,instance, an-American civiliza-
tion sutvey often fulfills turricular demands made by state legisla-

tures while at the same time, it livens up an otherwise dry pre-
sentation of American history or American government, Also, - -

“the interdisciplinary nature of the approach allows an Ameriean

studies course to serve as a vehicle for the introduction of a

whole range of disciplinary methods and materials. The dilemma
of what to teach and what'td ignore wanes, and in its place is the
exciting challenge of creating an American studies course which
will integrate many disciplines” (p. 51): Furthermore, he implies
that the community college student would be more likely to’
choose American studies as an elective than he would be to
choose a course in any particular digcipline. * -
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Interdisciplinary Humanities

Several studies have reported that interdisciplinary humani-
ties courses are often favored but seldom found. Lockwood
(1967), in his study of Michigan community colleges, found that
a majority of the community college spokesmen advocated inter-
disciplinary humanities courses but that only eight (36%) of the
22 colleges studied listed these courses in their catalogues. Simi-
larly, in a survey of interrelated humanities courses in the South-
east, Edwards (1971) found such courses offered in only 25
(23%) of the 107 two-year colleges considered, although 97% of
the deans®and presidents questioned favored them. Gardner's
(1967) survey of community college art and music programs in
Missouri revealed that administrators and faculty members ad-
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vocated related arts courses, but only one two-year college had
. developed such a course.

Most writers agree that interdisciplinary programs are good
because they expose the student who has a tight schedule or who
will continue his education no further than the two-year college
to severad subjects in a short time (Gardner, 1967; Edwards, 1971;
Lockwood, 1967; Amfield, 1968). Others believe that interdisci-
plinary coursés are valuable even for transfer students because
such courses .recognize and somewhat ameliorate the fragmen-
tariness of compartmentalized knowledge (Smith, 1970).

Nevertheless, the fact that they are usually lauded as bene-
ficial to students seldom outweighs the tremendous problems
interdisciplinary courses create for the faculty members who must
teach them. The most serious problem according to the literature
is that the faculty is not adequately trained; few graduate schools
prepare future community colleges teachers to be generalists or
interdisciplinarians - (Lockwood, 1967; Smith, 1970; Edwards,
1971). Most community college teachers have been trained as
specialists in narrow portions of their own field, so that the En-
glish teacher who specializes in Eighteenth Century English Lit;
- erature might have a hard time teaching the literature of the
modern period or including appropriate works by other-than-
British authord. Thus, the faculty member who is recruited to
teach an interdfSeiplinary class runs the risk of showing his lack
of mastery of the subject matter and feeling incompetent to the
task at hand. He may claim that classes combining disciplines
are too superficial to merit his att8ntion and may well retreat to
the safety of: his department after such an experience.

That 'few interdisciplinary courses_are taught by a single

instnLc‘tor (most_are team taught) raises problems relating to

specialized knowledge. Different instructors naturally perceive a
course in “humanities” differently, and unless the right combina-
tion of instructors is found, personality conflicts are likely. In ad-
dition, some instructors try to make “humanities” their course by
insisting that literature (or whatever their subject) is more re-
presentative of the history of human thought and values than
any other discipline, and therefore deserves more time and em-
phasis. ‘ ’ '
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Team team'ng also gives rise to the problem of integrating

subject matter. Frequently, courses called “interdis@iplinary” are

those courses in which an art instructor lectures on his subject
one day, a music instructor on his the next, and so on. This serial
teaching forces the student to make correlations between dis-
ciplines that his teachers have been unable, or unwilling, to make.

Another pervasive problem facing anyone attempting to
create an interdisciplinary humanities course is what to include.
Edwards (1971) found that most community college humanities

courses cover basically the same major epochs and the same great
' works of each epoch. However, some courses include the works of
non-Western man as well as the widely-recognized works about
which Edwards writes while others teach only contemporary
works or culture up to, but not including, the 20th century.

A further difficulty encountered in the “what to include”
question is that of which disciplines to consider. Edwards’ study
found that in_the southeastern stafes, literature was almost al-
ways included in interrelated humanities courses and philosophy
and music were seldom offered. Some courses purport to include
“art, architecture, philosophy, religion, customs, economics, agti-
culture, music,.war, health and welfare, fashiori; science and
technology, government, literature, and great cities,” while others
may cover only music and visual art (Edwards, 1971). The dilem-
ma clearly emerging is that the goals of most interdisciplinary
humanities courses make it desirable to include all disciplines
whereas the limitations of time and teacher knowledge make
teaching everything virtually impossible in any but a superficial
way. , . T
This leads to another serious concern: determiriing the ap-
propriate objectives for such a course. Gordon (1969), an ihstruc-

tor at Yale, claims that the objéctives for interdisciplinary human- -

ities courses are usually abstract’and monsensical: “To, talk of
understanding ‘Man in the Universe’ is nonsense; even to narrow
this down to a unit entitled ‘The Search for*Truth’ is equal non-
sense” (pp. 681, 682). Yet most community college, interdig-

ciplinary humanities courses bear such titles and, propose to ’

pursue such objectives. Alpena Community College “(Michigan)

defines the objectives of a humanities course: “To develop in the .~

st)»dent an appreciation for and a layman’s understanding of the
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. ways through’which man-has expressed his inner feelings about
the world in which he lives” (Lockwood, 1967..p: 76 ). Edwards
(1971) agrees that the goals of the humanities are undefinable in
concrete, exact terms, but he apparently is not bothered by this
fact: “ . . in such courses one cannot always know either what the
objective is or if it has been realized yntil years later when the
student is living by or profiting from ideas and values he may
have been exposed to in some humanities course (p. 4).

According to Maxwell (1968) this problem of defining goals
in concrete, exact terms is at the root of the relative decline of the
humanities in American education, Quoting The Commission.on
the Humanities, he states: .

v R The goals of the humanities are to further our understanding
*“ . . of such enduring values as justice, freedom, virtue, beauty,
and truth,” to provide us with wisdom and the ability to make
judgments, to provide us understanding of cultures other_than
our owh, and for others an understanding of our own culture, to
encourage creativity ard*concern for man’s. ultimate destiny,
to, produce better men, “to give us a sense of man’s ihnate worth

"+ and of his infinite capacities” (p. 82). - oo

Maxwell goes'on to say that no one knowshow study of the
humanities in general or the study of one or another discipline
in particular contributes to the attainment of these goals. He sug-
_gests that the firststep toward 'remedying this situation is “to
. = eschety all ‘statements of goals, as specific to the humanities,
- @ -  which have as their primary basis only the sympathetic reverbera-
tions: of an audience of like-minded humanists . . . Statements
of the goalswf the humanities should include (as specific thegeto)
only those goals for' which the.rqé“'is a basis for thinking them
furthered by, and specific to, the humanities. . . . It is at best
doubtful that the wonderful legacy of Bernini is lany,closer to the
- ‘core’ of our present culture than is the.spark plug” (1869, p: 78).
.In addition to the above prgblems, additiondl issues are at
stake, issnes that would be easier to deal with if the humanities’
‘nebulous ‘goals were defined,. they question of which disciplines,
R cultures, and epochs to iu@e .scttlegl;phe clash of personal-
ities were resalved, and theXdehatfe about teacher overspecializa-
sion were clarified. One such’,addigional issue. is the potential
nontransferability of interdisciplinary gourses. In Florida where
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secondary schools, four-year college$, and the universities offered |
« interdisciplinary humanities courses, 66% of the two-year colleges
offered interdisciplinary humanities courses of their own in
1970 (Edwards, 1971). In other states, however, attempts to
institute interrelated courses have been thwarted by administra-
tive and faculty fear that they will be nontransferable; as a result,
the tendency of both groups is to “play it safe” ( Lockwood, 1967).
Edwards reports that at one community college in Georgia a
’.deceptive title, “Literature in the Western World,” is used for a
course including literature, visual arts, music, and philosophy, and
that, by this dissimulation, the college has insured the transfer-
ability of the course credits. )

Another problem frequently cited as a reason not to offer
interdisciplinary humanities courses relates to the students them-
selves. In Edwards’ study 91% of the faculty members who were
teaching interdisciplinary courses claimed that the kind of stu-

" dent who takes the c%urse affects the success of the course. One
imstructor offered theicomment that, . . . reading the Iliad pre-
sents insurmountable problems When one can hardly read Little
Red Riding Hood” (p. 43). But in Lockwood’s study, “It was
geﬁer‘ﬂ agreed that; the humanities course should call for ex-
tensiveé Yeading from’ primary gource material," texts and com-
mentaries, current periodicals and journals” (p. 179). The prob-
lem of heavy reading has been attentuated by at least one inter-
disciplinary humanities instructor (Watzulik, 1972) who has
developed a course which uses no textbook and demands no
written exams. In this instructor’s class, grades are hased on
participation in discussion, a 300-word commentary on a program
or field trip, and a personal project in one of the arts. T

The fact that many community college students hold jobs
has freqiently been given as a deterrent to offering a “good”
interdisciplinary humanities course. Edwards found that less than
half the instructors teaching integrated humanities courses re-
quired student attendance at concerts, lectures, exhibitg, etc., as
part of the course; the reason given was that working students
cannot attend events held at night. Yet, at least one community
college solved this problem as artfully as the instructor who,
solved the heavy, reading requirement: in "Honolulu an inter-
disciplinary course including att. religion, architecture, and music

.
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emphasizes off-campus tours andylectures. In' order to make it
possible for working students to participate in the class, all lec-
tures and tours are taped so that an absent student can listen
at any time to a lecture he has missed. He can also check out
a “multimedial pack,” consisting of a cassette tape recorder with
an earplug and shoulder strap, a map, a study guide, and a reac-
tion sheet, which enables him to take the tour whenever it is
convenient for him to do so. ' :

One final impediment to interdisciplinary humanities courses
which is noted in the literature is the community college student’s
alleged pragmatic mind-set. This time the problem is ofie of
attitude. According to Lockwood, the student “tends to endow
with importance only those courses which appear to be demon-
" strably ‘useful® or clearly applicable to a prescribed course of
study” (p. 182). When describing a humanities course for gen-
eral education students af Macomb Community College (1968),

Arnfield explains:

Previous expérience with the Macomb students in other liheral
arts courses indicated that they were hostile and skeptical with
regard to the fine arts, Although the majority of students come
" “from substantial economic backgrounds, of the approximately
400 students originally selected for the program, only three
had ever visited an art gallery, or a museum, heard a symphon
orchestra perform, or witnessed a professional stage play. Ii
spite of their lack of knowledge and experience with these
aspects of the humanities, or perhaps because of it, the stu-
dents held tenficiously to negative opinions in regard to the
arts and social history in general. They were usually rigid,
.conservative. and ethnocentric 4n thex‘r judgments (p, 211).

1

She reports that these obstacles wer& o%ercome by making socio-’

cultural oc¢casiony enjoyable. For examp e, before each off-campus
event, “coketail” parties were held at the home of a faculty
member. Another aspect of the A\Iacomblprogram which undoubt-
edly helped contribute te its success was the total interrelated-
ness of the general education “blocks” which combined to make
up a special program for students with no particular transfer or
vocational goals: “When the Humanities area studies the myth-
ological concepts of creation, Social SCiFnce discusses the origin
and growth of society, Natural Scienge the various scientific
theories of creation and Communications emphasizes the contro-
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, versy that may arise from such divergent points of view by hav-
ing the students read the play*Inherit the Wind” (p. 214). The
success of the Macomb approach appears to be a clear case of
facultys sensitivity to students’ needs and.structuring innovative .
progfamming in response. g :

, At least two other community colleges have arranged their
general education programs on an interrelated, humanities-based
,approach. Lees College (Kentucky) has structured its entire cur-
riculum around the theme, “Man in his Tgtal Environment: Focus
on Southern Appalachia,” and Hesston College (Kansas) has
operated a “Foundation Studies Program” since the fall of 1970.
Both programs were funded by the National Endowment for the
Humamtles n

. Thus, it would appear that even though problems are legion
andL obstacles rampant, reports of successful interdisciplinary
humanities courses are frequent emough to warrant optimism.
H seems that it is not so much the student’s approach which
must be changed as it is the attitude of humanities faculty mem-
bers and administrators who must design their curriculum to
accorhmodate the student. Above all, they must mitigate- their- -
tendency to play it safe.

|

!
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Conclusion ) .o

review. Community college personnel write little relatiye to their,
four-year counterparts, hence, mueh that is actually happenipg
cannot be covered i a summation of jthis type. Nevertheless, at
the risk of perpetuating a broad lity, it seems safe to, Say
that the humanitiés are not widely'emphasized in two-year Col-
leges. The problem is not inadequate financing — in fact, imstruc-
tion in the humqmtlcs tends to'be less expe seie n instruction’
in vocational- technical or pre-professional areas. Rather, it seems
to be that community college boards, administrators, “and state-
level planners see a plethora of roles for the community colleges
and the’ perpetudtl(m and (hffuslon of" the htlmanltle}/(\)ccuples

el

a T e
It is difficult to judge curriculum trends from a literature
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a priority status far below that of career education, remedial
studies, adult basic education, and student guidance. Further,
course titles and content differ from one institution to another
and from time to time within the same college; today’s reports
are quickly outdated. And the curriculum itself is protean within
the limitations of the mshtutnon s forms. - ' ~

However certain recurrent themes dominate the literature
and are worthy of note. Chief among these is that the curriculum
is barely amendable to faculty modification. Rather, the litera- .
ture holds, it is dominated by the transfer institutions’” fluctuating
requirethents and, above all, by the students who tend to want
readily applicable programs. -

In writing about music (but applicable to all disciplines)
Mason (1968) asserts that jinior colleges are caught between
Scylla and Charybdis: on the one hand is the need to maintain
college parallel programs that are markedly like the programs a
student would find if he were enrolled in the lower division of

_a four-year institution. on the other, is the need of the college to
.be independent. planning its courses for the benefit of its own
¢ students. The lack of statewide objectives for the entire spectrum
of humanities teaching, he notes, is responsible for the absence
of consistent conrse offeririgs in community colleges within a
Smglc staté, even sometimes within a single district. The result
is confusion some schyols or man idual departments have devel-
oped ceurses and programs in the humanities designed for non-
transfer students. others rely on the assumption n that what is good
for transfer' students is g,ood for non-transfer students as well. - -___
The transfer institutions’ chang,m requiréments have seme_
positivé effects — they force faculty £tk administrators to exam-
ine their courses. HlStUI’\ and fmubn lang,nag,es offer examples.

As course mandates disappear, history leads in 111terd15c1p]x11&r) ~
> exploration, much of which is due to the desire to attract stu- _
dents to optional courses. And, for the same reasons, foreign
fanguage departments have turned to “conyersational” courses,

showing-distinct gains in student preferences when these are
. - pusued. -
X -~ The pragmatic students lead to additional activities on the
part of the staff. Writers on political science and history pro-
grams in particular lameng the students’ lack of mterest in ideas. ~

-~
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Yet the,hinmaniti‘es,—by_deﬁaition,faxe impractical, and herein lies
the dilemma. The community college that prides i on “giving
them what they want” canitot require that which does not lead
~~ to drrect .benefit. In the words of vne commentator, by forcing
humanities courses’on ifs students., it denics its philosophy
- _ Yet the sales of paperback classics continue to rise. Who is
rcading them? Capeerts and dafce programs are “well-attended
Who 1 going? The problem may be not ir lack of interest inghe
- . impractical but in something raore fundamentally related\ to
schooling itself. Scﬁools are }\'h(.revo'ue does what one must in
order_to survive on the" schools’ gwn’ terms @t the schools’ own
pace. The humanities are “supposed to'ledd to reflection, contem-
plition, joy,.and especially, feeling.” Their natufe denies being

cut iato 15 three-hour weekly segments with textbooks, midterm’

" ~inthe community volleges not ?,(‘(,H_I}S(} of lack of interest in the
_ human condition but "because they have heen wracked on the
 wheelof the schicol s an institutionabform. . .-~
-~ ST P { ,

When schoels were accepted as the ‘place '_;)vhere some ség-

ments of-tlie population had to be, they could mtrodyce esoteric

home could_have his horizons broadened by being exposed to
"new.artists-through a cousse format. But even now nothing stands
between the person who has never taken 3 course in art and his
appreciating art. The opportunity, to learn about art, to see it,
_- experience it, is all around him, The gn-campus art exhibit — no
matter how “limited — may b¢ more important than the course
that offers myriad slides, flashing by, however appropriate the
. comjnentary which accpmpanies this still projection. Here is where
. " “school” impjgges on curriculum designers. Jow can we give
credit, get fintngial-aid from the state, and ake up'a faculty
teaching load for Jan art exhibit, a recital, a lecture séries with
attendance optional, or an al fresco dramatic production? Faced
with this dilemma,they vield, change cdurse titles and tinker with
“content: co \
Actually. those who promulgate the humanities in the two- .
» -~ ytar colleges may be inadvertently aiding in their diminution
by insisting that they be required fof students_svishing to transfér
eventually to four-yedr colleges and universities Exceedingly
i ‘\ -,

"and final exams, and. grade marks: The hurmanities are diminished o

portions of thé huinanities. the person who'saw art in his own
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few community college mutriculan}s. adhere to these require-
ments, fewer than 109 of them obtain’ Associate in Arts degrees
and transfer and only an additional 10% or so transfer without
the degree. Many of those who do find they can study the hu-
manities in greater breadth as well as depth at the senior institu-
tion. The requurements. then, serve s a will-o-the-wisp, leading
humanities’ curriculum planners to rely on them to £l their classes
while at the same aime tying them to the transfer institutions’
own shifting curriculum preferences. .
Still, the proportionate drop in enrollments is alarting. The
colleges have expanded rapidly but humanities show a lower
growth rate with few new instiuctors being employed. Most of
the growth in enrollments is among part-tinfe and evening stu-
dents und exceedingly few humanities courses are presented in

" the evening. It is not unusual to find a college with a full schema

of German, Frenh, and Spanish, courses in the catalog offering
only a few conversational tomses at night, no nguagv instruc-
tion at all during the day Some colleges turn to interdisciplinary
courses to keep students enrolled. And where they have vigor-
ously pursued curriculum modifications on a program-wide basis
(as opposed to one shot “experimentation”) the senior institu-
tions have’ vielded. The more marked becomes the scramble for
students. the more likely this will prove the case ’

!

The arguments for-the humanities ring true. Etwich (1974), |
writing in Toffler’s j_earning for Tomorrow: The Role of the,
Future in Education#sums them: - . '

It is ironic that humanists, impressed by little-understood
“scientific methods,” should have adopted an approach ill-
suited to their subject matter and so contributed to their pwn
decline as science grabbed man’s imagination. The “objec-
tive,” 'seemingly value-free presentation, the precise and de- '
tailed analysis of facts, have led the art of criticism to a high
point of polish in humanistic disciplines .

Yet the materials of the humanities are hardly neutral In
an age of overchoice and high-speed change, students face ex- -~
traordinarily complex decisions Through clarification of their
values, . .'young people can be helped to make more intelli-
gent, more considered choices Yet even in the humanities we
see some teachers, in a desperate attempt to ape the “hard
sciences,” avoiding the difficult, but critical, issue of values.

The basic materials of the humanities speak of belief, hope,
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aspiration. They explain our views on time-present and time- *
! past. Often they foreshadow the future. All the more pity that
| the students encounter with the great humanistic works has
ceased to be a moving, vicarious, personal experience ‘that en-
i ters the consciousness and remains capable of affectmg h;s or
- her present life and shaping the future (pp. 145, 146) . T

Most to be lamented in a curriculum review is that faculty
leadership shows through only sparsely and indistinctly. The
argument that the curriculum cannot be made worthy because
the pragmatic (read “benighted” ) students would not appre-"
‘ciate it and because some superordinate agency will not force
them to take it does not stand. Exciting, active, living engage-
! ments with ideas, tistes, and values do attract audlences — the

cinema and stage have, survived commercial television. The fa-

culty that determines to break out of the classroom-locked, lec-

ture-recital course -offerings will find, the transfer institutions’
. opposition meltmg away, even as the stpdents return,,

i

Withal, many Qllestlons remain, If course formats must be
pursued, how can respectgiblc humanities courses be designed for
students interested in cifeer education? Can humanities content
be infused in occupational programs? It seems idle for humanities
advocates to sit back and wait for the current emphasis on career
education to abate. . s

Much of the curriculum an('i instruction in the humamtxes

.« ds archaic, beamed toward, an andlence no longer present. Are
statements of precise obiectives '#icompatible with the human-
ities as disciplines of organized ‘knowledge? If so, how can the
humanities commend themselves to students who want to know
what they are getting and whére they are going? The human-
ities cannot sustain support indefinitely in a generation of mass
higher education if their relationshlp to current concerns fails

to be explicated. f

1

Curriculum in the commuriity college is dominated by trans-
fer institution requirements and by student desires for “programs
of immediate benefit. Perhaps bO but to conclude therefore that
it is beyond control is unsa\ory Can the humanities not survive
on their own merit in an institution dedicated to giving people
what they want? The questmn is here now. We believe they
“can but their modes of prese ntdtlon and sequence must be altered.
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How? What is hest for the students® For the faculty? Interdis-
ciplinarianism as aYreaction against the analytic styles emanating
from the research-dominated disciplines seems a first step, a step
being taken in $everal colleges. On the other hand, it ‘may be 4
fad revisited, A mpve away from the false coin of objectivity
" seems a second, patallel step. Perhiaps the teachng of methods of
analysis: dominates in the hunanitics today because values are
unclear H so. we can find wavs of confyonting values even with-
out simultancously imposig them This, too, is being done in the
classrooms. ‘ .

The future of the community college is bound to its com-
munity, not to the research-based academic disciplines. What
formats can he employed to enbance humanistic thinking and
actmg throughout the college district? The many well-produced
open circuit television sevies Kave only scratched the surface.
Can these be fused with™Gther types of offerings in a more con-
centrated effort® What types of cooperative efforts are best devel-
oped between colleges and libiaries, museums, art centers, and
other cultwnal agencies? And how will the college faculty fit in?

Much remains to be learned so that guidance to college plan-
“ners can be provided The humanities will undoubtedly persevere
in the colleges in one or another guise, But it is important to
discover enough knowledge so that a sound foundation may be

built and sustained. ' UNIVERSITY OF CALIF,
LUOS ANGELES
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