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’I’he Natnonal Bcard on Graduate Education (NBQE) was establlshcd in

- 1971by the Conferencc Board of Associated Resedrch- Councxls* to pro-
vide a means for thorough exammat:on of gmduatc edutation today and.of

its rciauon td. American‘society- in the future. In partia fulfillment o&that a

* task, four NBGEwreports with i'ccommcnﬂatxons have ‘been: publishedrto
. .date; and-other Board.reports are.in. processof completl?ﬁ\
In addition 1o the NBGE reports, several atthored, studies have been
* sponsored by the Board an¥l issued in°a séparate publlcatlon series. Th
mc served.in soge instances to undergird NBGE recommcndatxons ,and‘
e becn distributéd by the:Board as scholarly contnbutlons worthy of
. consnderatlon by espcc'l‘al.ly intefested: audiences. This report, the ‘pro-

'cecdmgs of a Board-sponsored m\/itatxonal conference held in November |

C 7. 1934, is presented as . part of that series: ' . v
) The confel‘encc grew out of..extensnvc NBGE discussion about the need
to improve graduatc programs for prospectlve"commum;y—_mmor college
*-(CIC) teachers and current CIC staff seeking further professiona] develop-
ent. Thg Board nofed that there existed no well-defined course of
graduate study for preparing new commumty “college faculty. Although
S: . many community collegé’staff were actively seeking in-service training,
' few unjversities had developed programs directly responsive to the pro-
. fessional needs of this group. With, financial assistafice from the Lilly
. Endowmcnt, Inc., NBGE convened the November conference for system-
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_ atic d|scuss|on ‘of the issues and problems in staff development The,con-
" ference proceedlngs are here issued as a- ba5|s for continuing discussion
and study, » / Lt

In organizing the conference, NBGE was,fortunate to have the assis-
tance of an advisory panel knowledgeable about the subject of conrmunlty
col.lege staff deveIOpn{ent Members of the panel were: - -

Allan’ M. ‘Cartter (Chairman), Professor in %esldence Umverslty of .

”

r, Callfomxa at Los Angeles
Emest Anderson Associate Professor of Higher Educatlon and Coor-
< dinator of* University-Junior College Reiations, Unwerslty of Ill"\

;.?- nois at*Urbana-

” Elof Carlsog,. Professor of Blology, State University of New York at
Stony Brook ° ,/0
Everett W, Femll Professor-of History, Ball State l}mverstt.y
Maurice Mandelbaum Professor of PhxlosOphy, 'I'he ~Johns HOp](InS
Uniyersity
Peter Maslko Jr., President, Miami- Dad'e Commumty College M
Richard C. Rlchardson Jr., Presldent Northampton County Area Com-
° munity College
William Toembs, Assistant Dnrector Center for the Study of Higher Edu-
cation, ’i‘he Pennsylvania State Umverm}y
. l
The panel met in May 1974 to dec|de the conference format select
authefs for thé prepared papgrs, and develop alist of invited partlclpants
Panel members also reviewed the sections. of this report written. by the
editors after the conference (Chapters 1 13' and l4),and efdorse these
. sections as representing their own views,

*
N

We commeuqd this report to community college and unwers:ty faculty .

members department chairmen, adm|n|strators and others concerned
with eommunity college staff deweIOpmenL We hope that the record will
serve as a catalyst fof the development of new and more responsive
graduate programs |n th|s area of educati6i. ** )

~

. -

DAVID D. HENRY, Chaif\rq_qn

’ T National Board en Graduate Education )

e :

May 1975, . = ‘
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r Meetxng in May 1974, the conference adv1sory panel® identified three
. groups criticalto the successful development of preservice and i in-segvice
. programs for cornmumty college staff development; community colleges,.
~ graduate schools of arts and s¢iences, and university schools of ¢ducation
¢ (or.departments of higher education). Within each gro%, the;views of «
th faculty and-administrators were deemed essential. The pancl agreed
that the invitational conference should be limited to- approxrmately 30
* people, with 10 faculty and administration representatlves draWn fibm
each of the three sectors.?
" The conference was organized around commissioned papers dlstnbuted .
toall participants in advance. These papers (Chapters 2-12) constjtute the
_ bulk of this’ volume.? Participants addressed the issues raised in these
papers during four conferenge,sessiops. <
Session I described current trands within the communlty colleges that
have created the concern fqr staff development. (papers by, McCabe and.
, Smith, Harclercad, and Cartter and Salter). In Session II, a variety of
respons;s to staff dcvelopment needs were discussed, including reSponses
““non- tradmonal" settmgs (papers by Faaer, O'Banion, Coljins and
. Case and Tlllery) The .perspectlves of ngduate facul,}y, deans, and

S‘Members are listed m(t\he Foreword. » . 3
2 A list of pamclpants i$ included agan appendix to this volume , .t

. ¥ A‘“bricf" reviewing the litgrature on the subject of commumty college teacher prcparanon
was, developed by the ERiC Clearinghouse for Juniar Colleges, ucta, and distributed af the
conference. The brief, entitled **Community College Teacher Preparation,” is available
thrdligh the ERIC mj - . }
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. atrthe Center, taped and transcrrbed the conference drscussmns

4}

l,-/' 4 - - .
schbols of ducation were developed in Session III (papers by Phillips,

Green .and hellstrqn, Sparks, and Haskew). Sessron LV opened with <
summarles by-Toombs, Perea, and Taylor of the main lines o‘?dlseus- . .

on in the, rst three sessions, and the-balance of that concluding ses-
sioh was. (! voted to the next step—~—ways to build en this conference. "’_

- We are ;rqdebted to the advisory panel, under the charrmanshlp of i
Allan M. Cartter, for thoughtful dssistance at each stage of project activity *
.and to ths Natiorial Buard on Graduate Education for sponsoring the
conference nd thie publication. I particular, Board members Richdrd C,
Rlchardson Jr., Mayrice Mﬁndelbaﬁm .and, Everett Ferril] were ihstru- *
mental in directing .the Board’s attentro‘n to the issue of c0mmun|ty
callege staff dey opment Foe

A specral noté of thanks-is due Mark Nixon, Admlnlstratlvé' Assistantg .
to the ‘Board who pamcrpated in all panel and. editorial ‘tnee‘nngs,
oversaw cor ference arrangements a‘&l worked clos‘ely wigh the edrtors in -~
preparing the proceedlngs manuscript for, pubhcatlon His substantrve .

contributioq to the feport’s Inr?(uon is cspecmlly appreciated.

Harriet Hudsor provided editoria}/assistance, and_Sandra Matthews
assisted ifj preparation of the man script { ¢ - ‘

The stgﬂF of the Center for the Study of Higher Education at the o ¥
Pennsylvq'ala State University deserves recognition for admrnlstratrve

and-coordinative support of the project, Gary McGuire, research’ assrstant

Frnally we appreciate the finangial . support of the Lilly Endowmeit,
Inc., that made the.conference and this publlcatlon possrble
", SaVv. MARTORANA Professor of H:gher Educauon "._ )
Center for the Study of Hr,gher Education "
A A \Pennsylvama State Umversrty\_

- " WILLIAM TOOMBS, Assistant Director
e " Center for the Study of Higher Educafion

TR . Pennsylvania State Univér?rti'\z : s
- J . . ' '. i’ » .
- ‘DAVID W, BRENEMAN, Staff Dikector . ,
|
|
\

WNational.Board on Graduate Education * A
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et
. . ~"Introduction

- g ’I‘he «Natronal Board 9n Graduate Educatlon conference on coop athe
o approaches to commumty college staff dcvelopmem was a umqrge na-
_tional atte'lnpt by representatrves from graduate arts_and sciences depa
meits, community colleges, and scheols of educatlon to diseuss in detail -
the contributions each sector can make to the prcparauon and continuing
professlonal development of community college faculty. The conference
foll.owed a period of intense debate:qn this topic by constitient members
of the Amencan Associatjon of Commumty-Jumor Colleges (AACIC) and

’ by othiers concerned with policy in community colleges.’ During thissame

) period; the declining Jabor market for Ph.D.’s and the cll\angmg natronal

e priority accorded’ to research ‘had prompted: many graduate faculty

' members' to geconsider the strig )ure and content of graduate degree

programs, m‘rder to,meet new needs.- The tige wég nght to agsemble

representatives from the umversme§ and the commumty “cojleges to
dxscuss the possrbllmes for c00perat1ve approaches to, these relatéd

R concerns. 4

% The advisory panel, establléhel to plan the conference'*{ identified

‘ scveral reasons why commumty colleges mlght look to graduate schocﬂs

! Rogcr Yamngton (ed.), New Staff for New ‘Studenis. Educanonal Oppor!umnes Jor All,
Report of the 1973 Assembly of the’ American Ascomatxon of Commumty and Junior
Colleges (Washington, D.C.: aacic, 1974); ‘Edmund J. Gleazer, Jr., Projecl Focus: A
Forecast, Study of Community Colleges (New York: McGraw-Hlll 1973), David §.
Bushnell, Organizing. for Change. New Priormes Jor Commukily Colleges &Néw York
McGraw-Hill, t973); Terry O Bamon, Teachers Jor Tomgrrow, Sx Deyelopmentlin rhe
Comniunity-Junior College (Tucson: University of Arizona Press, 1924 ¢ -
¥ Members are listed in the-Foreword p . y

v N '3 . e e
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"'Obstacles include:

ol

ass istance in staff devel‘cﬁ‘ment but also npted some obstacles to
tion. ‘Factors support gcooperatron include:
2) — -

Ed .

R The enor;}xous luf\man ﬁ% rgaterral resources wjthin the graduate

schgcl)‘lg 3
e fact that prOSpectjve commumty college faculty members typr-
cally undertake spmeé graduate study, . .-

. Commumty college promotion policies that reward faculty who
undertake further advanced study; ) ' _i\

¢ Strong ties ‘b?(‘ween many community college faculty ‘and the

- graduate schools where they completed their degrees.

. L'
>

. LI 4 14 N

: e ' .
* o Unsuitability of many graduate programs for the contintied profes-

sional growth of comn\umty collepe faculty, particularly in those gradate.
programs focused exelulively on disciplinary research rather than on
lmp’oved w/ajs to tedch the subject; - ., - ,

P

) erc ptron within. communlny—_)unlor coileges of graduate school ~
’1ndrff?rénce to the mrssron, phrlosgphy, and asprratrons of 2-year in-

stitugions; N .
Difficulties in restructuring graduate programs to mclude courses
needed by community college faculty and to waive some course and
I‘esrdency requrrements
P < N
The advisory panel observed that the priorities_of communrty colleges
and graduate schools often conflict. Community cojleges wart faculty
members who are well prepared in teachrng and-interpersonal skills, well
rounded in general learning, and well trained in a particular discipline, in
that order, while graduate school prroritres are just the reverse, with
gZ move-

S

‘prime emphasis on drscrplrnary competence.

The rapid growth and diversification of the co munlty colle
ment helps %o explain the need,for both pres rvice and in-service
programs for staff development In 1950, communrty-_)unror colleges had
a_combinkd enroliment of 218,000 and employed approximately 15,300
faculty By 1974 the number of communlty-_)unror colleges had roughly

doubled, enroliment had soared to 3.5 million, and over 164,000 faculty .

were employed. Although all of igher education. expanded raprdly during
thrs perrod community colleges, were by far the fastes} growing sector,

‘increasing from 11 percent of total hlgher education enrollments in 1952 to

35 percent by 1974. Although the growth rate of community colleges (as of
all higher education) has slowed consrderably in recent years, over 50,000

new faculty_ ,hrres are prOJe&:ted in these institutions over.the 15-year ‘

r LT

~

N >
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~ period to 199¢ [Cartter and Salter].? Consequently, both preservice .
programs for new faculty and in- serv;ce programs for currer\t staff are {
needed.

As community colleges have grown and evelved, they have broadened
" their mission to include an expanding comfunity service component and
have-actlvely sought new clienteles, including. the elderly, various com-
munity gervice employees (m firemen and police training programs, for

‘ example), and prison ifimates [McCabe and Smith, Harcléroad]. These
new students often require dlfferent .approaches to teachiig—extensive
and individualized attentlon programs that are flexible in time and are
offered outsid he campys environment; .and the use of new curricular
materials, frequently Jprogrammed or heavnly dependent on audiovisual .
equipment [McCabe any Smith]. Many of these students enroll int courses
with nd i intention of completmg formal degree. reqmrements white others,
after completmg,a Fachelors degree, enroll in, search of specialized
training “or a,particular job or to fufill course pre;%qursrtes for graduate
programs [Harcieroad] . :

* . Graduate schools have responded to requests for more emphaS|s on .
teaching skills by-creating new degree programs, s (Doctor of Arts, Master
of Philosophy) thatsseek to prowde both r|gorous training in a discipline .
and the requisite pedagggical Skl"S In many case,s though, these new

“programs have simply added 2 course: or two in‘teaching methods to the.
fraditional graduate requirements, and the result has met with uneven
success as preparatlon for communisy, college teaching. In other univer-

‘srtles the D.A. program has {rledwto accomplish too much, by comblmng

. aPh D. program with a degree in education, thereby makitig_ greater
. demands on graduate students than the traditional Ph.D. programs A
relatlvely new degree option, D. A. programs are still in the xpenmenta-
tion stage- {Fader]. ~ : . .

® In the absefte of suitabl€ in- semce programs in establlshed graduate
schoels, many community co‘llege facult«y have turned to other institu-
tions. A number of “mstant uniiversities," " staffed by faculty from existing
co'lleges and universities.on a part- trme bas|s .and offering personalized
and flexible programs, have attracted many community college faculty;
~while other msutuﬂon:;t;fermg advanced credentials and spe a‘l em-

.

phasis on interdisciplinary\or human relations programs, alse fin strong
support [O’Banion, Tilkéry] ‘ Lo
Another community college i response is the de/v-eIOpment of "‘in-house "
staff training programs. These range from onéstime speakers or seminars
to coordinated induction programs to help hew teachers adapt their
graduate training to the communlty college setting and to mtroduce new
3 Bracketed references in this eﬁ'apter are to conference papers vontained in.this report.
. . .
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staff to the mission and phllosqphy of the commumty college [Collins and
Case]. On a larger scale, the AACIC at its 1973 AssemBly called for
establishment of regional training centers staffed and-administered out- ,
side existing universities. The call for centers speclf'cally and solgly .
designed for community callege staff is testimony to the commum%y .
colleges’ view that graduate education’s efforts have not been sufficient
and that the problem is urgent, but the reglonal center idea faces. several
obvious. problems. The centers would. be expensive to establish, would
tax the resources of the community colleges, and would duplicate
‘resources that exist l}l many universities (although graduate schools”
would need’ to reorganize those resources to serve community college
faculty). - 2
How have graduate schools responded.to needs expresseﬂ by commu-
nity colleges" In 'several instances they have responded by offex;mg new
programs of the type community colleges request. Partlcularly in state
umvers1t|es, instances of' cooperation between graduate faculties and
community college faculties in addressing these needs can be cited [Green
and Hellstrom). In,other cases, graduate faculty, express uncerfamty -
about how faculty needs in community colleges differ fronf- those of
faculty’ﬁ other institutions, and point to progress being made in the
development of curricula and teaching materials of potential value.to
community colleges [Phillips]. Still others call attentiap, to the financial
constramts now faced by graduate schools at?d -are’ warﬁest the graduate
. - schools commit themselves to new programs designed for community .
. college faculty that cannot be supported in the longer run lSparks] ﬂ
Finally, some view the uhiversity schools of education as a pbss:ble «
intermediary between community colleges ard-graduate departments in
further strengthening cooperation and speedlng the de¥elopment of
s . needed programs [Haskew].

The question of graduate school mvol\ement in community colleges
© staff degelopment is not one of *‘whether,” but of “*how" and “‘how |
much.’ Obstacles are real but dre pot, as this conference attested, due to
a lack of " concern or good will. "The following highlights from the
conference discussion are offered as a starting pomt for further gonsidera-

tion and for action. . N

»
. L3 N .
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HIGHLIGHTS , » N
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" F. mmumty -Jumor colleges increasingly need faculty members w:th .
Sp skills. ﬂemblhty to deal with students from widely varied ‘and . .
diverse backgrounds, excellent teaching ability, based on an adequate )

knowledge of subject matter, and.an understanding of the evolving role of { l
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t,he commumty coIlege as an rnstrtutron and of the local communrty in
. which the college*rs located. .

» Many gradpate schools have taken more interest in’ communrty
college staff development than those in community colleges oftén realize’
Inssome instances, however, this activity has not been wéll Tucused or
clearly articulated wrth the. needs of the community college.

o Althoughr subject matter competence was deemed adequate and not a
source of toncern for new community college staff members, the” need lo,
update ex~rstrng staff’ thrqugh in- service programs is a serious concern

+» Many "commupity college administrators l;elleve that graduate )
schools turn, out “half-persons’*—people well trained in the academic
drsérplrne, but lacking in human relations and teaching skills.” Such °
“half-persons’’ are not effective teactrers in' the community: college -
setting, and this accouhts-for much of the community colleges’, resistance )
+. to hiring Ph.D7’S. .
.. Numerous areas. were identified where a.lack of communication
contrrbutes to perpetuation of stereotypes and other misunderstandings.
. Community college administrators,talk primarily with professors of highér
education, while cornmunrty college faculty talk primarily with their
faculty countegparts (in the university. University faculty ,need more
firsthand knowledge of the commuryl.y colleges, an end poss btain-
ble via faculty exchanges. Needed preservice dnd in- servrce programs for
staff developmef\t are often meffectrve‘ly described to unrversrty person-
“nel. To meet} needs of communrty co1|eges more cross-discipline
communieatier’'is essential. * . T Te . :
e Problems of staff development requir cooperative approaches, in-
volvmgé)oth the unrversrty and the commynity college. The “necessary
resources.for successful programs are present in the two institutions, not
in either one alone. ) T
« Improved university programs for community college staff develop-
ment are needed. The questions now demanding attention are how to
deveiop, administer, and finan ce cooperative programs. Where ‘should
such_programs in the rversrty or community college be lodged? How
should the burden of ¢ost be distributed aynong university, communrty
_college, and the persons receiving the training? These practical guestions
will have to be addressed at the local and regional levels through
follow-up activities to-this conference. -
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~Any change in: the community college env1énment affects the faculty.
In this paper, we discuss new learning in ograms-and the #lUS, compe-
tencxes -and attitudes appropriate'for community college faculty

" We conducted two .surveys. The first, “carried out in ewo stages,
¢oncerned ne¥ programs: and practlce! LA panel of eight community .
collcgc deans and’ presidents was asked to indicate new learning programs

. and practices in- community colleges. From items supplied by the panel,
[as well as additions from the literatyre, a composue hst was developed.
Thls Hst, mailed to the prcsxdcnts of-39 large comminity colleges, formed
thc basis of the first survey: ij{;dents indicated whether the programs
and practices listed existed if their institutions and whether they believed

«» that these practices would increase. They were also asked to add any
items that they felt should be included. Thirty-seven presndents reSponded
‘to the suivey.

The second suryey, concemmg desnrable SklﬂS competencncs, and
attifudes for communlty college faculty, was also cohducted in two
phasés. A seven-member panel of faculty leaders and administrators who
employ and supervise commumty college faculty, was interviewed in
depth. All items ldcntlf ed by the panel were complled creating a fist of

-

' A review of the l'tc;alur dcvclopmg progmams, practices, and-related studies showcd,

Gleazer's Project Focus tc\bc the most important source of data Gleazer, presfident of the .
American Association of Community and Junior Collcgcs, spent a year examining such
practices in commumty co,llcgcs throughiout- the country. Other studies were relatively
limited, although rcportsof' ndxwduals pracuce{, were abundant. See Edmund J. Gleazer, Jr.,

Projecl 8ocus. Q’Forecasl Study of Commumly Colleges (New York, McGraw-Hill, 1973).
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desirable skills, c'ompetencies&and attitudes for community college
teaching faculty. This list was/reviewed by eight community college
administrators for proposed additions. All ideas sugéested by either group

- were included in the final list. The list was distributed to. 74 community
. college professionals—department heads, dearfs, and faculty leaders, with

the majority. being department chalrpersons They were asked to indicate
their attitude toward each of these characteristics by marking each_as
either very desirable, desirable, of margmal value, or undesnrable Tﬁ:’,y
were limited to no more than five selectipns as ‘‘very, desirable.”
Seventy-two community college professionals yesponded to-the survey.

e
e
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THE CHANGlNG\COMMUNITY COLLEGE *- "

The Amencan Jun\lor collqge, mstltutegl at the turn of the centur)‘ grew

rather slowly until World War II. These institutions, which stressed the
primary function of the first 2 years of a baccalaureate program, were.
often single- focus lnstltutlon;/pﬁwdmg preparation for one specialty.
Signific; cant cha gge occurred after ‘World War II. A grateful nation
wanted to provid somethmg‘of real value to the.&e:ammg GI's, and ac-

-

-

cess to higher education was made available. The attainment of a college
degree was a great dream for millions of American families GI's returning
from the, war flocked-to coljeges and, in many instances, became the first
in their families to seek higher education. The decision to expand access
to higher education had an ideal match, The substantial wartime

technological developments were being“applied to peacetime industhes, |

and the exbansive economy welcomed the talents of this géw college
gen?ratlon Jobs were provided inavolume fpr technioally.'and profession-
ally trained personnel. In short, collige educatlon was seen as the. road to
success. - °
, " Enrollments in hlgher education more than quadrupled in a 20-year
span. The commum‘ty college was ideally suited for such rapid expan-
sion, prowdmg opportunmes for technical as well as professnonalg
education. Thus, the expansion of community- colleges through the 1950’se
and 1960°s ougpaced the dramatic growth in othes St:ctors of hlgher
education, -~/ \ %
The concepts of the open -door pollcy and the comprehenswe commu-
nity collcge were crystallized during the 1960°s.? The institutions visual-

' “1zed themselves as Baving two traeks—the first two years of baccalaureate

programs and, the two- year technical programs. In addmon some recogni-
tlon was generally given to a commumty serwce requnrement The

* Burton R? Clark, The Open Ddor College (New York. McGraw-Hill, 1960),

.




emphasxs as in all higher edu}:atl'on was on career _preparation, in this
case, either professronal or (e;fmxcal One of the driving forces of the
access- revoluuon had been: the insatiable need of American industry for .
more comp'etent personnel. Community colleges were yiewed as prepar- .
ing people for life, preparing people for,work opportunities. . ‘
Concern for lifelong edpication or 3; programs designed wrthout N .
occupational objectives.was elatively lrmned Fhe mission ofcommumty - .
colleges was seen primarily as preparing persons for direct entry into
employment preparing persons for transfer to upper division institytions, -
or,-in many cases, provrdmg a screemng function for baccaladreate
programs. ° .. ;-
Desprte its successes, the open-door poficy of commumty colleges R
created considerable.concern. ‘Dropout rates were high, and little research
was conducted .to indisate why. Skepticism éozmnued conceriiing the o
impact this policy would have on the quality ‘of educational programs. 3, .
Many i in higher education_worried that the value-of the credentials issued
N by lleges would be diminished and that attention to less well prepared
stuc‘;ghts would negatlvely affect the ‘‘normal’’ college students” \ )
Despite the problems of the oper‘,door, enrollment continyed to grow,
and as it grew, the stJdent population became mo‘re heterogeneous.-Like .
any entetprise expenencmg succéss—and the expansion of community . . |
college enrollment was vivid evidence ofsuccéss—-substantwe changes in
practice did not take place. Community colleges wére busy_lust trying to’ .
accommodate\lhe flood of new’students: -
Thc 1950°'S and 1960's witnessed' substanual change in Ameri¢an
society, and the successful formula of ‘the comprehensive community
college became ’less in keeping with the needs of society. In the late
1960°s, public attitudes of disillusionment with hrgher education became’
evident and. the community_colleges found thémselves in a dramaucally
changed setting. Almost overnight, the halo had slipped, and the ihstitu-
tions that had been Yhe beneficiaries of unprecedented growhth ip public
SUpport found themselves facmg antagonistic legislatures and wondering
\, how fhéy could,maintain the ground tigat had bBeen gained. In the early
. 1970%, the community colleges were losing financial support and,§n many
casgs, experiencing declining or stabilized enrollments .
It now appears that this period of hardship may, in the long run,
of great benefit to community colleges. With less pressure to ingiease
enroliment and conslderable -concern to maintain the cufrent enrollment,
community colleges have been makmg \ubstanme changes in the form
and scopg of the scmces\lley provrde T%are seriously concerm&i

v

-

3 Amnm Etzioni, “The Policy of Open Admissions,”” Nen Teachmg-.Neu Learmng (San
Francisco: .losscy-Bass, Inc., 1971). { .

.
.




themsefyes,wnth developing learning arrangements that are designed with )
é"e idea thal each individual has his own needs, his own base of .

penence apd competencies, and that learmng pro&ram
arrahged to spit the individual. “The. personalxzatlon
become an important goal. . - {

To many, the idea.of the open-door agdmission policy i community
colleges is to radlcal/!o)acoepg Yet, during the current troubled period
for higher education, perhaps in fesponse to decreasing Qr stabilizing

. enrollment, d3ommunity colleges have been examining the needs of, their,

communities, and have been quietly redefining. the open door. New
programs, tiéd directly to immediate community needs, are deve;@pmg
rapidly. The array of new programs ranges from health clinics the
underprivileged to pre-employmcnt ;md in-service education for firemen
to programs for mcgzrcerated persons ‘Maqy of the new programs are not
*concerned with career prefaration, but with personal devejopment—mnt |
educ;uon or hff but education as-an ongoing .and integral part of life.
Lifelong.lgarning.is gaining increasing attention, and this seems right-for
this ﬁme in our history.. Gleazer notes the begm’mng of the trend in severar/
ways. First, cowmumty colleges are becoming more community-based, .
more ori¢nted to performance than to credentjals. Second, community *
services ,are expanding fromx..afsector or departiment of- colleges to
reghesenf.thé total stancg; of the colleges. ' .

Through the period of the access revolutmn,, community collegcs 4

" continuéd to6 open their doo;s to more and more students, and th

increasingly diverse student bodies: requlred more dwerse.programs an
learning, arrangements. This experiencg put commupity colleges in an
ideal ppsition to fur{her Jdiversify and to'redefi the%pen-door policy. .
These changes seem to have fully taken foot. Today,'ihere is considerable
optimism ainong community _college personnel, concemmg enrofiment. It
may well be that the commumty colleges have begun a *‘gecond access

- reyolution.”"? v, . ) .
« . " ] » & d . - f "
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_LEARNING PRoGnAMs AND PRACTICES. s i

The survey responses to ncw learning programs and practlces are shown

’ ble 1. The programs and practices appear to form two clusters: those
tha pfovide sewnces to ‘individuals previously r]ot served and those that' =~

relz}te to the form of the learning program. 'I'hcre s considerable evidence

f the redefi ned open door and the mcx:easmg commitment of the

L

k3

16l de E. Bloeker and others, The Tnp-Year College. A Social Smtheﬂs (Eng!ewood
Cliffs, N.J.: Prcnuce Hall, 1965) kg ..
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A 4
¢  Prograim or P\'a;:licc

Number of Collcgcs

Reporting

Ex;z(nce
of Program

or Practice *

y

Projected

Jncrease

1. Programs for the elderly ,
2. Special services for underprepared
oY 3 Occupational programs orgamzcd on a ladder or lattice
badis. .
, - 4. Conlmumg education. (lifelong leamning) for personal
enrichment (no occupauonal objective) -
+ 5. Upgrading and retraining progra‘ms for specific industries
! or companies !
6. Early-admission’of advanced high school slugicnls
7. lndxvxduql leaming
8. Programs for persons who havc not gradualcd from high
‘school , ° d
9. Credit based on external cxammauons (c.g8., College-
Level Examination Program-——CLEP) . -
10. Use of course or program objectives by facully
11. Audiotutorial leaming'programs
12. Credit based o4 institutional examination
13. Small-group learning .
14, Coopérative education career progmms
15. Interdisciplinary courses _
16. Pic-employment education or uammg for specific’
T companies or industriés (c g., police fookie trainipg)
17. Laige-group learning
18. Multimode learning arrangements (c.g., c.ombmauoh
‘ large-group/individualized study)
19. Modular courses
20. Oitreach center(s) jn low-income area ‘e
. Outreach counschng services or centers
22 An orgamzed learning support program for sludcms
experiencing difficulty
23. Peer counseling
24. Systems approach to learning
. 25. Variable time for completion of courses
26. Special programs for.women
27. Programs for the incarcerated
28. Studeat self-directed learning
29. Compulcr—assnslcd leaming
ermane credit or advaoced standing (e. 8e» rccogmzmg
work in a high school career proﬁram for credit or ad-
vanced standing)
31. Use of leaming contracts
32. Special programs for the-handicapped .

* e

/T N
S .
icr - A
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36
36

34
28

32




TABLE1 New Learning Programs and Fricticds in
Selected Communhy Colleges (Ctmt’d)

R  J hRY .

Q"’ ) Number of Colleges *
¢ . . "5~ Reporting
- L 2
Existence P ’
. + r = ) ' of Pro, ) j 9
. gram ~, Projected
Program or Prictice or Practice Increase .
: c . 2 .
33. Extémal credit programs N 4 v . 24
34. External credit utilizing television g1 21 22 .
35, Cooperative program with othgr educational institutions N
> (c.g., a program-where laboratory coursgs are in one ~
< ~
. institution and academic courses in another) 20 14
;i - 36. Studcnt involvement ug,eommumty service (for credit) 20 17
; 37. Variable credit fof courses . -3 ¥9 .16 )
; 38. “‘Prescription’ assignments * 19 17 \
‘\.};} 39. The use of learning styles in planning leamning . :
\ \0 - experiences- » 19 : 17
. Simulations or gamlng‘gl learning.programs 19 - 15
< 41, Chmcs providing scrvnc!cs to the pul ¢.g..-dental
. . clmlc) o Lo ¥ i 3 15 .
¢ 42. Cedit for life, cxpcmpce S -
7" 43, Computer-marfaged learning -, —/\:}55\ .
<44, External credit utilizing mail and print materials ‘13 16
. 45.-Rescarch-based learning priograms . 1 1w ‘
-1 46, Peer teaching 10 10
‘r, 47. pst (personalized system of instruction, thc Keller plan) 10 ’ 12 -
148. Programs for the mentally retarded adult 8 10
49. External credit utilizing radio . 7 12, .
’; > s EE

institutions to provide services apprOpnate to any adult constituents.
Thlr’cy-sm of the 37 report programs for the elderly and special pro-
grams for underprepared eight have programs for mentally retarded
adu]ts. More than half .of the 37 u\smutlons reported programs that
lllustmtc incregsed expansion of the open door—for exaniple, special /
scrvxccs for the undcl:prcparcd early admission of advanced high school
. students, special programs for women, and special programs for the =
handjcappcd It is clear that the population served by the commumty
collcgcs continues to become more diverse. T )
The responses give evidence.of greater concern for studcnts Programs
are organized on the basis of what is good for students S'tather than what is
easy for institutions. Many approaches may placc constramts on institu-
tional decision-making, but have proved practlcal and useful to the
student. Therd -are practlccs designed to personalize the education
, / program or to provide (effective learning for the very' heterogeneous

v
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- o1 ' 4 A
[ 0 x 7

i
x

ERIC. . 28 |

Aruitoxt provided by Eic: « - .




.o, \

student population. Examples, of these? would be. individifal i_eayhing,
interdiSciplinary course$, peer counseling, computer-assisted learning,

and external credit utilizing televisign. . . . S
Table 1 also shows the percéptions of the.37 presidents Mlth'regard to
the; incréase in the hew programs and serviges., Bifty percent or more of
the presidents projected thati31 of the 49 new prégrams or practices would
xpand; in no case did fewer than 10 prestients project gxpansion in a
new program or practice. Pfograms expanding the open door Were highly
- rated in terms'of their pqt‘ential for expansion. There is a definite dive/léity
*among theﬂ‘nstitutionﬁ. Two institutions reported having 45 of the fiew
programs and practices; all but two reported having nrore than half

of them. " : . - -
g © T < ¢ v )
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¥ .. DESIRABLE SKILLS, COMPETENCIES, AND. ATTITUDES FOR .
L]

Y

COMMUNITY COLLEGE FACULTY

"With the increasing diversity of pr. rams and the redefining of the open
door, faculty tasks are becoming inéreasingly more complex and demand-
.ing. After extensive interviews with commuriity: college personnel,
Gleazer notes that ““Community college faculty.are confronted with an
impressive set of demands: Learn how to feach, Keep up in your field,
study sub-cultureés, and change your attitudes toward students and the
acadenM proceSs.”s : ) T
The commitment of the colleges clearly seems to be to provide services
to anlincreasingiy disparate student population in' an increasingly per-
sonaljzed way. This is illustrated by a charge recently given to community
collgge faculty“ih a workshop on instruction. They were charged with
personalizing instruction : '

That is, developing a system which organizes conditions for léarning built around the
clements of objectives, assessments, student and faculty charactenstics, learming style and
environment, so that each student is permitted and encouraged to work at a rate, 1n a style,
and at a levelthat is commensurate with histher abilities, entenng behavior, interests, .

’ ’

learning styles and needs.

It is no wonder that one faculty member responded to our survgy that a
*‘desirable skill is the ability to walk on water."’ oo

Table 2 shows the reactions of 72 community college administrators arﬁ'
faculty leaders. They were asked to respond to each item but to mark
*very desirable" for not more than five of the items. Of interest are the .
many skills, competencies, and attitudes rated as more desirable than
discipline preparation. hl /

3 Gleazer, op. cit.




TABLE 2 Desirable Slilfs, Co@ctmdos, and Attitudes for Community College Faculty
»n Bmdlod byWSdoetod Administrastors and Tnding Faculty '

>

-

’ - - Very Ma‘rgmal
[ S_kills, Competencies, and Attitudcs Desirable Dcsira‘lilc Valne Undesirable

— — 0
¢1. Has a genuine interest in studbnts
) and is committed to helping all
peopleleamm 7/ ,52 18 0 1
2. Committed to the open-door phil-
osophy and to working with-a 4 .
more complex student body 44 23 4° a 0
3. Good interpersonal skills—the  { . |
ability to Be open, listen non-
judgmentally, give nonthreatos
ing feedback, etc. 42 ey 2 0
4. Fch:blc—w:IImg to re-evaluate ] - \
|dc£s and adjust to. changing
condmons PN . 40 30 0
'S Strong mtcrdlsclplmary or multi- .
dlsc1p!mary preparation and the . S
8 ability to apply it at the instruc- . : - .
.tional Jevel R 31 7 0
6. Knowlcdgcablc in area of human ’
\psychology—understanding
needs, motivations, etc. * 27 43 3. .0
7. Phoficient in defining learning ob- .
&7 * jectives for specific programs 27 'o39 5 %\
8. Proficient in developing and 4 t .
examining alternifiive plans or - O
strategies for specific prdgrams 26 - 38 9 0
9. Has a'high energy level'and will- { ’
*ing to put in the time and effort
necessary'to complete tasks 34 ¢ 45 2 0
10.- Possesses **learning design'* skills
* _ ortheability to understand, de-
; sngn, and implement a dise " .

ciplined process of inquiry | 21 8 . 13 0
11. Knowledgeable concerning Ameri-- IR -
. can:society, with emphasis on . —
current trends and problems 19 48 7 .0
12. Knowicdgcablc concerning learn- .
. “ing theories and learning Te- s
scarch ¢ 19 42 9 0
13. Strong preparation in a smglc -, N
. discipline 16 . 3s 21 5
14. Knowledgeable concersjing tech- .
*nology-in learning 13 49 8 0o
15. Understands the total educa- T e
tional system,"including admin-
istrative functions - Yor ~ 42 19 - -1
A . . 13 ‘
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TABLE 2 Desirable Skills, Compstencies, and Attitudes for Community College
Faculty as |dentified by Selscted Administrators and Teaching Faclty (Cont'd)

3

Very ‘ * Marginal
Skills, Corfipefencies, and Attitudes TResirable  Desirable  Value Undesirable
16.-Competent in research, measure- . e
ment, and evaluation 7 .. 49 16 -1
17. Preparation in logic-—to assist * . .
learning about critical thinking v ~
- and analysis 7 41 24 1

J18. Kriowledgeable concerning,the

. I history and philosophy of edu- . ~ L . ;
cation . w2 26 " 40 1

19: Demonstrated research profi- .
ciency in a discipline v 1 24 41 8 .

4

This i¢ consistent with the changing nature’ of the institution and the
commitment to the development of thé individual and the personalization
of insgruction. Wé also believe that it reflects a frustration on the part of
those surveyed—In-selecting new facuity, there is little prqblem finding
persons who have adequate discipline preparation, but the other com-
petencies dften have to be developed by the institution after employment.

With regard to discipline preparation, 32 persoris considered strong
interdisciplinary or muItid_isi:iplinary preparation and the ability to apply it
at the instructional level as ‘‘very desirable,” while only -half as many

" considered strong preparation in a single discipline as ‘“‘vgry. desirable";
21 inidicated that it,was of “marginal value’’;'and 5, ‘‘undesirable.” -

The skills, competencies, and attitudes identified and rated highly by
those surveyed appear to cluster into several groups. One concerns the
cqmn“nitmént to the community college and its philosophy. Interestingly,

the two items.in thi$ cluster received thg.h mg?t rating. A second major
cluster concerns skills and compet€ncies necessary in -working with
people. This seems quite consistent with the program emphases develop-
ing in community colleges. The three items in this cluster included the
third and fourth most highly rated items. A third major cluster represented
throughout is concerned with the design and implementation of the
learning program. There are seven items that could be so classified, three
of which were among the 10 most highly rated. The eleventh most highly
rated item, “*Knowlédgeable concerning American society, with emphasis
on current trends'%nd problems,’ also appears in keeping with the goal of

the community colleges to serve more directly the needs of American
K [ =

society. .
The item, **Knowledgeable concernin2 the histery and philosophy of

14
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education’ has the pext- to-lowest rating; ony two indicated this as ““very.

’ desn'able",.40 considered it of “marginal value.” This could well be

?frelared to the loy opinion that so many assign to professional education

courses offered by universitjes. The ttem recelvmg the least support is

that of demonstrated research profici ncy in a discipline. Only or# person

", marked this.as ‘“‘very desirable,” 411 considered it of ‘‘margijnal value;”’

_ang 8 consideredyit as “undesnrable Significantly, development of thls
‘compgtency lS of prime jlmportance o many graduate schools.

-
"

~

' SUMMARY\ - N o X

The Amencan commumty collgge has continued to diversify and to
expand the concept of the open door to include amever more heterogene-
cus student body: the elderly, incarcerated persons, mentally retarded
adults, the handicapped, the underprepared, persons | who have not yet
graduated from hlgh school, and many others Institutions, havmg in-
creased their emphasns on personal development and the individualization
Jof the eduuatlonal process, offer programs which include use of learning
_. ob_;ectlve "camputer-managetl instruction, modular courses, time-
. variable ;/ bgrams, multimode qummg arrangements, variable credlt )
/)»eer teaching, audiotutorial learning programs, and simulation. Prey to,an
increasingly demandmg role, the faculty must be committed to work with
all individuals and exhibit a willingness to glve .of one's self. As one
panélist noted, ‘‘Faculty need the ability to give nonthreatening feedback
and openness so that teache/xv and student reinforce gach other, both
verbally and nonverbally Faculty need empathy for students.” They
must also pnderstand Jearning theory and the application c}f.that theory for
use in the community college educational programs, 3s another panelist
stated: *‘Educatorsneed design skills. They should be able to break down
their specific teaching area or discipline and put it back together. They
should be able tounderstand, design, and implement a disciplined process
of mqunry Finally, the community colflege faculty member needs
preparation in a discipline, and, preferably, preparation that is interdisci-
plinary i in nature. ‘ .

The data collected from .the two surveyed groups are interrelated. The
colieges report increasingly diverse programs and clientele, growing
interest IP individualization of learning: programs, and greater con&rn for
the .personal devel pment of .individuals. The second survey group -
emphasized three primary clusters of skills and competencies as most

desirable for communijty college faculty. commitment to the open-door
. philosophy in_the broadest sense, shills and competencies necessary to
work with” peoplc deslgn and lmplememath@of the learning program.

oty
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To-a great extent, the necessary skills and competencies for community

college faculty are being deveIOped on the job. The community colleges

"+, néed improved programs-—-both in-service and preservice—to prepare
. faulty for their new roles. The,task of des:gmng an educational program
thavwill develop the imposing list of desirable skills and competencies is
awesome. Are Amencan graduate unwersmes willing to undertake the

challenge" .-,
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3 Graduate Prog‘rams
| and Changing Commumty
College Studefits- ~ -

Frej/g. Harcleroad - 2 . |

UNWIVERSITY OF ARIZONA . »

f ‘ . R A -

My friend, Aunt Mary, recently.celebrated her 104th birthday. If she had
retired in 1932, at the age of 62, and a community. college had been
nearby, she would have been a studeht similar to many who are entering
community colleges today. Are the community college instructors of 1974
prepared to provide appropriate educational experiences ‘for a student of
*this type—one who can look, forward to 42 years of enriched life, with -
‘ample leisure tlme and aii -inquiring, concerned, and productive mird?
This single case is designed to illustrate the potential diversity of future
community college student bodies. To meet the needs of this increasingly
more varied group, significant readjustments are needed in graduate
programs for both preservice and in-service education of“the teaching
faculty and the administrative leaders,

Pr0per planning of new or revised graduate preparation programs
requires some prediction of the types of future commumty college
students, their needs, and their numbers. In addition, the ongoing needs
of our gociety need to be considered and -programs adjusted or developed
to meet both the needs of each student and of the overall society.

This constantly operating process has its perils. Prediction is often
questionable and must be recognized as highly speculative, at best. Two
fairly recent instances illustrate dramatically the changes that can take
place and how badly our statistics can sometimes mislead us. For example,
in Illinois in 1968, Master Plar’ Number III included.a report of the
Committee on Preparation of Junior College Teachers that predicted a
need for 11,000 teachers of liberal arts and general education subjects to

, .
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staff the faculties of Illinois junior colleges from 1968 to 1980.! In additjon,
the committee foresaw the need for 6,360 additional teachers of technical
subjects, plus ‘‘those who will be needed to replace those presently in
service. . . ."”" Simultaneously, the net number of full-time-equivalent
(FTE) students in technical programs was predicted to }r‘ow from 12, 589

*“to 68,986. And these predictions, which grossly oye estimated present
conditions,.are only-6 years old.

Consider alsc, Daniel Yankelovich’s findings in his recently published
study.? Based on personal interviews of both. college and noncollege
youth, ages 16-25, he found great changes from comparable studies in the
mid-1960s. Just a few examplgs will highlight tife changes:

N W
1960’s: VHolence on campus condoned amd romanticized
1970’s: Use of violence rdjected” «
. A . e [
1960’s: Campus search for self-fulfillment in place of conventional
., career . ‘ )
1970’s: Campus search for self-fulfillment within a conventional
“career, .- ‘
1960’s: - Value of educatioh severély questioned
1970’s: Value of education strongly endorsed

1960’s:; Challenge to traditional work ethic confined to campus
1970’s: Work ethic strengthened on campus; growing weaker,among
noncollege youth. :

The contrast in attitudes among current students, potential community
college students, and those of 5 to 8 years ago is dramatic. Overall
enroliment statistics in community colleges are just as dramatic.

A study by Froehlich® of 1973 enrollments in Illinois documents that
growth in the 4-year institutions has plateaued and that it has slowed in
community colleges (for 1971-1973) in a.way that no one had-predicted 4
years earlier. The Florida division of community colleges indicated the
sarhe pattern; although full-time enrollment dropped from 1971 to 1972,
the actual head count continued to grow with an accelerated increase of
part-time students. Annual head count as a percent of state population in

*

"“William E. Simeone and others, Preparation of Junior Colleée Teachers, Master Pian,
Phase 111 (Springfield. Hlinois Board of Higher Education, June 1969), pp. 2, 14, 10. -

% Daniel Yankelovich, The New Majority. A Profilé of Amencan Youth in the 70's (New, York.
McGraw-Hill, 1974), ’ L

*G. J. Froehlich (ed), Enroflment in Institutions of Higher Learming in Inois (Hlinois.
University Bureau of Institutional Research, University of Hlinois, 1973).
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Florida grew from 3.4 percent in 1968 to 6.2 percent in 1973-1974.
* indicating the colleges serve an Jincreasingly larger, proportron of the
populatlen Nonetheless full-time enrollment is not increasing at rates
projected just a few years ago
Despite prediction problems, some trends in community college student
characteristics appear solid enough to serve as bases for planning
adjustments in programs for the education of community college teachers
and admlnlstrators The remalnder of this paper Wlll deal with these two ~
topics. ¢ >
The most stnklng,change already noted,,ls the enormous increase in
part-time attendance, coupled with the |ncrease > in ¢ older students. Garland
Parker’s annual study, *‘Enrollments in Amencan Two Year Colleges,™
highlights this change.® In one yearthere was a gO percent rise 12 the 750
2-year colleges that reported data for his’ study, and *‘in the reportrng
institutions, part-time studenfs ‘t:ompnsed 52 percent of the total enroll-
ment,” Independent 2-year colleges expenenced an overall loss of 1.4
perceht that would have beén even greater without a gain of 6.9 percent in
part-timg students. Church- affifiated 2-year, “colleges were down by 2.7
percent, but gained 18.8 percent in part-time . enrollment
" -Our abbreviated telephone survey of 20 persons throughout the Un|ted
States provided.preliminary informal, but infornied, ideas regarding the
changmg student populatién in the communﬁ colleges Those polled
.vaned ‘from Aa state director to deans and registrars. In New York State,
apan-nme students .appear to be increasing in metropohtan commumty
y colleges bui not in rural community colleges. Graduates from 4-year
‘institutions are entering a few h|ghly specialized community colleges *
with special programs, such as Fashion Institute of Technology. In
Florida, senior .citizens are reported replacing younger students; new
students, ranging from age 30 to 80, are part-time and nondegree
oriented. In California a great increase was reported in part-time enroll-
ments, which exhibited great diversity_in age, culture, skill, and purposes
for attendance. In 1llinois and lowa, m mary transfer students are entering
community coileges, and among.them are some already possessing bache-
lor's degrees from 4-year institutions. In some instances in the Midwest,
there are reports of more women, more part-time students, more older
studeiits, and overall a more capable group of students, many of whom are
.baslcally interested in vocational programs. In the middle South, in
Michigan, and in Texas, there are inéreasing. numbers of veterans in eve-
nipg programs, reverse transfers from 4- -year colleges to community
colleges, and special programs deslgned for more students from correc-
t|onal institutions.

4
<«
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* Intellect (April 1974):461-462.
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On the basis of this informal evidence a nationwide survey® requested
data on these and other r)OSS|ble student eprollment deveTopments in

communrt/—Junror collegcs Data were secured from 571 community-~

junior colleges, primarily public institutions, throughout the United
States. The responding representative institutions were distributed among
the nine”census districts_as follows: New England, 7 percent; Mid-
Atlantic, 10 per rcént; South Atlantic,"20 percent; East North Central, 17
percent; West North Central 12 percent; East South Central 7 percent;
West South Central, 8 percent; Mountain, 6 percent; and Pacific, 13
percent. Data were gathered regarding (1)-part-time students (2) more
mature students and their interests, (3) women, (4) minority students, (5)
transfers from 4-year colleges, " (6) graduates of 4-year colleges, )]
in-and-out attendance, and (8), proportion of students requiring.financial
assistance., y N A )

. Part-Trme Srudems A huge majorrty (83 percent) of the reporting
institutions have an increasing number of part-time students. This posrtrve
response ranged from 90. percent in the South Atlantic, 88 percent in thé
East North Central, and 85 percent in the Pacific to 71 percent in the
Mountain and 74 percent in New England. Of those reporting an increase;
24 percent indicated it was small; 61 percent, that it was moderatg; and 14
percent, that, it was a large increase. Distribution of these reactions is
visiblé in Frguge 1. Overall, based on enroliment patterns and preliminary
regrstratrons 9 pqrcent expected the increase to continue in 1974 1975.

* Mature Students and Their Interests The reSpondlng institutions

“were asked if more mature students were enrolling in two specific groups.

those age 25-55 and “senlor students over 55. In the 25-55-age group, 89
percent of the institutions indicated growth. In the over 55 area, 45.
percent reported growth. Regional differences for both age groups are
displayed in Figure 2.

While the regional drffexences are. modest in the younger group, in the
over 55 group the range was quite extreme: from 26 percent in New

_ England to 64 percent in the Pacific. Interest patterns of mature students

are summarized by region in Figure'3 for four basic categories: liberal
arts, vocational, gew careers, and hobby programs. Overall, institutiops re-
ported 37 percent of the increased number of mature students interested
in cultural liberal arts courses, 55 percent in vocational courses to upgrade
an existing career, 49 percent.in vocational courses.for new careers, and
40 percent in hobbies and special interests.

Throughout the regions the patterni of i intérests |s similar, with ‘‘voca-

* Conducted by the author in October 1974 while serving as‘premdenr of the Amencan
College Testing (oCT) Program and primanly supported by Acr.
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FIGURE3 What'are the curriculum interests of the mature students?

-

tional” and “‘new careers” offerings drawing the largest responses. The
Mountain region proved a single’ exception;.there, hobby interests drew
the greatest number of responses. A low level of interest'in education for
personal errichment ‘that. characterizes the two northeastern regions
might be read as a statement¥of conservatism or utilitarianism in their
traditional forms. Among all the regions no interest level can be dismissed
as inconsequential, even though they.do not show a majof groundswell of
* .=.new-interests to'be served.
. «-Enrollment of- Women In the ‘total reSponse, 72 percent of the,
institutions reported-greater female enrollment. Percertages ranged from
* 54'in the Mountain states and 62 in East South Central to 81 in the Pacific,
78 in West North Central, and 76 in New England. Although thé numbers
reporting increasing enroliment of women are significant, fully one
quarter of the instifutions.had not noted, any significant increase.

s

rollment of Minority Students };roject Focus, a major study of,
uge goals of the nation’s community and junior colleges published,
in 1972,)gave particular attention to the study of student charactéristics,
ludigig ethnic status. In the first project report, A Report Jrom Project

minority enrollments since 1969, when only 9 percent o the students
identified themselves asminority group members. In 1971, ‘23 pércentare

Yy, ' \

Fobué: Strategies for Change, the investigators reported major changesin -
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. - black, 5 percent are of Mexican or Spanish-speaking heritage, 2 percent
..+ are.American fndian, 1.percent are Oriental Americans and the remaining
.=, 69 percentidentify themselves as Caucasians.’® Although these data are
o questionable in that 15 “percent of the student population sample did not
fespond, clearly sizable enrollment changes had taken place by 1971-
1972. The results from the current survey shbuld be interpreted’ ‘with this
. background in mmd I.n anSwer to the question; **Are significantly more
o minority students enrolling?,” 41 percent of the institutions rcspbndcd
" * that_this was still” true, Three percent, however, did not respond to- the
) «question, and 56} perccnt lqg{fated *No.” Considerable variation existéd
<, among the institutions i m the varlous c.e,nsus regions (Flgure4) -

‘J

& Transfers from 4—Year Instltuuohs Obv:ously, “‘reverse transfer’—
. from 4—ycar colleges: 'to 2-year institutions—is occurring, and probably
" * 7 increasing, at a rapld rate. For example, in the North Carolina com-
T /mumty colleges in 1973-1974 1 500 students went on from the commu-
. (dity colleges to the 4-year institutions, while 1,300 students trans-
fcrrcd from 4-year col!cgcs and-universities to the commumty colleges.
“The rcsults of the current survey indicate that this is.a widespread
dchlapmcnt with 48 percent of the rqspopdmg institutions indica-

\

“ € Edmund J Glcazer, Ir., Projrc! Focus. A Forccasl Study of Commumly Colleges (New
e York McGraw-Hm 1973), p. 5. .
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/ institutions. '

_in the mydle of a p!-ogré'm but also go back to 2-year institutions after

' ,mstlmtlons had an mcreasmg number of students with bachelor S degrees

tmg it is happening ;in their. institutions (Flgure 5). The regional re-

spontses range from 30 percent in the East South Central to 37 percent in
* the Mountain states'to srgmf' cantly higher responses in the East North

Central and’ New England areas, where it is true in 55 percent of the

. .

{
* Four-Year College Graduates Students not onfy ** ‘reverse transfer™ )

having recéived a degrce Ovtrall response indicates that 44 percent of the

qn,rollmg in the 2-year commumty colleges (Figure 6). A very -high i
-pércentage are.there primarily for occupaticpal programs. Evidently, the
changmg employmeént patterns of today hav encouraged these students,

qurtc possibly those with liberal arts dcgrecs to obtain a vocatlonal skill.

In New Engiand, 100 percent of those ingtitutions mdrcatmg greajer
bachelor’s degree students bear out this observation. Most of tfie remain-
_ing regions indicate that 70-80 percent/ of the students a}e seeking
occupational majors; this trend was less prominent in the, Pacnf' ic (64
percent) and in West Soutb Central (67 percent). . - .

' )
/.

.

. In—and—out Attendance Regular, contmuous attendance gave way to
_otfér pattems of attendance in many institutions, pamcularly -during the
1960°s. The cufrent survey requested information as to whether- {ﬂﬂm ™
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" .. FIGURES Is thers an incrasse of students already holding baccalaureate degeens?
] E \
attcndancc is decrcasmg,,the same, or, mcreasmg The overall reSponse to
’ this question is somewhat mixed. Fifteen percent of the institutions did.
not respond to the question, by far the highest numbcr of any of the
qucs\}xons Of those who did- rcspond 5 percent indicated that in-and-out
attenidance. is dccreasmg, 56 percent that it is the same as in the recent
past, and 24 pcrcent that it is continuing to increase. The ranges among
the different regions are rfot extremely significant, although the East
South Centra! region had 32 percent and the West North Central had 33
percent of the institutions report that it is still increasing. Thus, in-and-out
. attendance, resultant program adjustments, and. prcparatlon of faculty
_'members able to work with this phenomenon remain a necessity.

-

~ -

o Students Requiring Financial Assistance Respondénts indicated
that need for financial hélp continues to grow in a significant number of
community colleges (in 65 percent of the total). There is some regional
dlffcrcncc, but all are high. West South Central (53 percent) and East
South. Central (54 pchcn}) showed the lowest proportion of institutions
‘ mdlcatmg~ increasing student rcquxrcmcnts for financial help. In the *

Pacific area the comparable figure i§ 72 percent in New England it rose to
« . 8l percent (Figure 7).
' The figures reported from the national survey provide strong indica-
tions of continuing major changes i in student characteristics in community
collegcs _Although“there have been conflicting studxes indicating both
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"axvcrsxty and homogeneity "of commumty college studcnts, it appears
Jear -that diversity is increasing, a trend likely to continue under
increasing demands of divergent groups. For example, the Non-
Traditional Community College Project survéy (reported in Apnl 1974) ~ 4
1dent1f ed an additional 600,000- persons not currently enrolied in any
institution of higher education in St. Louis as-potential students.” Some
wanted coliege credit (69 ‘percent), some (31 percent) no credit, but most
students wanted practical vocational subjects. A higher perccntagc of the
studcnts wanted to attend commumty colleges than has been trie in some
jational studies, and 88 percent were willing to pay some of the costs.
ere were more women than men but they did not differ significantly in
the ways in which they wanted to learn, prcfcrablc places for. leammg, or
the reasons they wanted to learn. More men preferred evenings: forws
classt than did women and both were interested in counseling @nd
le use of ledrning centers. '
‘Before consxdenng {hanges in the programs to prepare ‘teachers of
these dxversc studcnts, it will be helpful to review briefly the reasons
students have given for choosing community collcgcs. A numbcr pf~—

. " The Non-Traditional Commum‘ry College Project: Survey of Postsecondary You!ﬁ Jand

Adult Learning (St. Louis, Missouri: The Junior College District of St. Louis, St. Louis

County, Missouri, and the Fund for the Improvement of Postseconduy Educanon April 1,
1974) N
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studies-indicate that 2-year colleges “‘attract’* pragmatic students seeking

™, vocational training. They are interested in $Becial curricula, good facuity,

\

RIC L o '

low-cost education, and locations ¢close to home. Studies from Michigan
to Texas to Pennsylvania, using extensive viographical data from the
American College Testing Program and based on thousands of students in
many institutions, confirm that these are, in fact, the major factors
influencing the selections of a community college.® Thus, the preparation
of community céllege instructors and admihistrators must reffect and
respect-these consi¢derations. . . o

The community college:meets a critical, growing need for a continuous
learning sogjety and offers ‘the most flexible, varied, and potentially
productivé curricular opportunities for this vast array of diverse citizens
of ‘our country. Programs for the preparation of commanity college
instructors+and administrators have increased greatly in number in the.
past decade. O’Banion® has documented the needs for staff development
in the cgjﬁmunjty college and the efforts that have been made to develop
specific ‘programs. His extensive review of current programs is aptly
summiarized: o

Existing major dqgrcés have not been appropriate for those who would teach i a
community-junior coilege The master's degree in a subject matter field ofien means 100
narrow course specialization and no instruction in the community-jumor college and
teaching methodology. Most subject matter degrees are lockstep routes for potential
doctoral students in a discipline. On the other hand, the masfer of education degree has been
criticized because'it fails to offer sufficient preparation in the subject matter field. The Ph.D.
degree emphasizes specialized knowledge and research. Thus, it has been one of the least
appropriate degrees for the community-junior college instructor. The Ph.D, has been the
admission ticket into the professional ranks of the university, those whose goal 1s the
*’cemmunity of scholars'” in the university, experience ““transfer shock™ when they come to
the commiinity-junior coliege. The Ed.D. degree, while appropnate for admmstrators and

. counselors, suffers from‘thc s$ame limitation as the M.Ed., it lacks suffic;ent depth 1n subject

matter to make it an appropriate degree for instructors. .

A ]

Many leaders in the community college ‘‘movement”” have described
the problem stated suctinctly above. Martorana, for example, h,as' written
L3 «
* Robert H Fenske and Craig S. Scott, The Changing Profile of College Studenis, Eric/
Higher Education Research Report No. 10 (Washington, D.C.. Amencan Association for
Higher Education, 1973), Roger .H. Lager and others, Meeting the Changing Needs of
Studenis; A Profile of Students Monograph No. 5 (Harrisburg, Pa.. Hamnsburg Area
Community College, 1970), Michael V. Mulligan (ed), Major Factors in College Choice,
(Northbrook, lil.: acT Midwest Regional Office), pp. 2,4, 8; z +Michigan
Postsecondary Bound Students. Have They Changed? (Northbrook, .. ACT Midwest
Regional Office); William Teombs, *Reluctant Courtship. Community College and
Groduate School,” Educational Record (Summer 1972):222-226.
? Terry O'Banion, Teachers for Tomorfmt (Tucson. University of Anzona Pregs, 1973),
p. 88-89.
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as follows: “Faculty members often have negatlve attitudes toward
occupatxonal education as higher education. ... Community college
faculty need to understand the multiple funct:ons of the community
- colieges, the world of work and, the student who must some day move
from one to.the other.”"! Gleazer has repeatedly called for improved

graduate programs for community colleges by nearby universities.!

Recently, faced with relatively littie change in university programs, he and

others have proposed regional centers, where clusters of community

col]cgcs in cooperation with a.régional institute develop faculty prepara-

g tion programs. This is a normal response when rigid institutions lack the
m meet the changing needs of a sizable constituency. New and

iffere titutions will emerge to meet these needs if existing institu-

tions cannot adjust:in time to critical changes.

At present, the changes in student bodies and student characteristics in

communjty co\llegcs are so significant and the needs for highly competent
and wcll-tramed instructors and administrators sq critical, that graduate

. schools must change and adapt their programs.'? The alternative is new
‘educational and certifying"* agencies or institutions that might, uiti-
mately, replace them.

>
What ‘types of changes are most needed? The Assembly of the
Américan Association of Community -and Junior Colleges, held:in 1973,

Jprovides an excellent statement of guidelines. After reviewing the prob-
lem of new staff for new students,!3 the Assembly report was adopted
- with very specnf‘ ic recommendatlons, emphasizing that: >

Our student clientele no longer fits the “'collegule™ stereolype, if indeed it ever has
ancreasingly, the new students reflect the divegse cultural, ethnic, economic and social
diversity of the rotal community. New stuff for these students means, among other things,

special opportunities for skilled and hard-working incumbent staff to develop special |

senstivity to the changed needs of students and new skills to assnst their learning. It means
A . N ) A
1o Dorothy M. Knoell ted), Understanding D erse Students. New Directions for Com-
munity Colleges (San Francisco; Jossey-Bass, Inc.. 1973), p. 26.
!t Gleazer, op. cit.
2 David S. Bushnell, Orgamang fur Chunge. New Privnities for Commuanity Colleges
(New York: McGraw-Hilt, 1973}, —— and lvar'Zagaris, Report Jromy
Project Focus. Strategies for Change (Washington, B.C.. American Association of Junior
. Colleges, 1972), Arthur M. Cohen ted), Toward a Professional Facalty. New Dlmuon.s
. Sor Community Colleges (San Francisco. Jossey-Bass, Inc., 1973),
and Florence B, Brawer, Confronung Identity. The Community College lnsmumr (Engle
wood Cliffs. N.J.. Prentice-Hall, 1972),.Edwin L. Klingelhofer and Lynne Hollander,
Educational Charactensucs and Needs of New Students. A Resien of the Literature
{Berkeley. Center for Research and Development in Higher Education, University of

Califorpia, Berkeley, 1973). .
13 Roger Yarnngton (¢d), New Staff for New Stadents..Eduvational Oppurtunity fur All
{Washington, D.C.: AACIC, 1974), p. 141, N . '
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recruitment of fiew staff for all levels in the college from those segments of the popuiation
increasingly represented in our 'student groups, Blacks, Native Americans. Chicanos,
women and those who in ong fashion or anothet have been histoncally disadyantaged .sn our

*, culture. Such new.staff is especially needed in leadership positions. »

The Assembly designated as particularly important the need ‘for those
who' teach in community college programs in senior institutions to have
had extensive, recent experience in community colleges. Preservice
education should be *‘based on and evaluated by competency standards; "
with community colleges delineating these competency standards. Intern-
ships, practicums, and other comparable opportunities should be ,pro-
vided by 'com'munity colleges for students from graduate ins}itutions.‘
. Paraprofessional staff programs provided in community colleges should
be followed by ‘‘ladder’-type capstoned programs at colleges and univer-
sities for students wishing to transfer from them to earn professional
teaching degrees.* t
In developing new graduate programs for community college faculty, it
will ke important to construct flexible programs with more degree
options. Possibly doctor of arts programs in content fields, with profes-
sional preparation comparable to that developed at Carnegie-Mellon,
may be of considerable value. Graduates from the small number of
institutions offering this degree appear to.have no trouble regarding
appointment to positions. Current degrees may still be offered but with a
variety of options available within particular degree programs. For
exaniple, Eastern Washington State College has developed and offers a’
special program designed to train faculty members that includes special
attention to student counseling, as well as mastery of an o..upational
" specialty. : )
In thé end, “attitude™ is most critical. Institutions offering graduate
* degree programs designed for community college faculty must have an
institutional commitment to the community college idea and recognize.the
validity of broad community college curricula as an essential part of
higher education. This attitude must also extend to'the wide diversity of
students who will attend these institutions in the future. Hopefully, we
can produce more community college instructors similar to the one who
wrate, “we have the feeling that they [our students} have been housed
with cl>sed shutters until we and a few others have somehow.managed to
' pry open a shutter or two and let light in. The result is sometimes akin to a
miracle. Miracles are wonderful to observe, to participatein them is the
: almost unimaginable reward we reap.”!s '

- -

~— h //,"—
W Ibid. pp. 43=<t28 , .
13 ‘fhomas E. O'Connell, "1V—The New Student for the New College,” Journal of the
National Association of College Admissiori3 Counselors, 15(3).11~13, November 1970.
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Clearly, the continuing changes in community college student bodies
" revealed-in this survey must, and will, be reflected in community college
programs. Similarly, the functions of community college faculty and
administrators will continue to be unique. The graduate programs
‘deSIgned to educate such teachers and administrators ‘must also be _
adapted and changed in order that their graduates be optimally prepared
for these challenging time: Hopefully, university graduate programs will
adjust and some graduate professors also reap a comparable miracle for
themselves by educating more community college instructors and ad-
ministrators who will ‘‘pry open the shutters.”
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Two-Year College
Faculty and |
Enrallment Pro;ectmns

Allan M. Cartter and Maurice M. Salter
. UNIVERSITY OF CALIFORNIA, LOS ANGELES

Toodetermme trends in the demand for teachers in 2- -year colleges, it is
_ useful to review enrollment data for the past-10 years and to project 2-year
college enrollments to 1990. The National Center for Educational Statis-
tics (NCES) provides historical-enroliment statistics for both degree- and
. nondegree-credit enrollments. Projections are available both from NCES
(to 1982) and a- forthcoming study by Allan M. Cartter (to 1990).  *
NCES data on the composmon of faculties in 2-year colleges for the past
decade are unreliable. Fhe fast faculty survey published by NCES was for
fall 1968, but the historical data Tor 1960-1968 have been revised twice
since that tlme Two American Council on Education {ACE) faculty
surveys report data for 1969 and 1973, and the American Association of
Commuhity, and Jumo;' Colleges (AACIC) reports total faculty for indi-
vidual institutions in its annuaj directories. These data sources provide a
somewhat skctchy picture of faculty resources in the 2-year college
sector, but the approximate magnitude | of faculty employment and trends
_in hiring can be dlscerned . . -

.

. "TWO-YEAR COLLEGE ENROLLMENTS ,

Table 1 shows the reported full-time-equivalent (FTE} enroliment in the
2-year college sector for both dcgrce- and nondegree- credit enrollments_.
from1962 through 1973 (FTE enrolliment is calculated by adding full-time

plus one-th‘:rd the part-time enroliment: for degree-credit students and
full-time plus one-fourth: the part-time enrollment for nondegree- credit

L




» TABLE 1 FTE Envoliment in 2-Yeer Colleges* (in Thousands) -

FTE Degree Credit ', FTE Nondegree Credit,
t N .
NCES {  Cdter NCES Cartter
Year  :Projection Actual Projection Projection Actual Projectign
1960 315 | 93 .
1961 368 | g "
1962 408 i 105 * ¢
’ 1963 - 426 127 -
: ’ 1964 501 160
1965 6l 193
1966 690 226
1967 771 - 26
- v 1968 77
1969 1.0% /1
1970 K127 .
1971 ngs |/ N
_ 1972 1200
) =197 1,241 .
1974 1,287 1,269 581
. 1975 1,340 1,316 627
<1976 1392 1361 665
. lam 1,436 1411. 69'5 ’
E 1978 1472 1,454 . 73 .
. 1979 1493 ‘o 1505 /759 759
+ 1980 - 1,503 1,548 780 & 780
\ 1981 1,513 1,564 806 806
n 1982 1.501 1,573~ 820 820,
. 1983 1,587 812
1984 )/529 . 797
1985 / 1,494. 779
1986 /1489 761
1987 S 1,449 , 755
1988 VAR . A 761~
1989 1,476 769
’ 1950 1,460 76} -
) SOURCE. National Ccnter for Educational Staustics, Prajccnans of Educational Statistics (Washmp
ton, D.C.: U.S. GPO, 19"4), Allan M. Cmcr, Ph. D’.s and the Academic Labor Market (New York.
McGraw-Hill, 1975).
* Actual, 1960-1973; NCES pro;ccnons, |974-l982 Cariter pro;ccnons, 1974-1990,
studcnts_.) Over the last decade, 2-year collegegnrollments almost exactly
. triplcd Beginning with 1974, two enrollment projections are illustrated.
L7 One is from the NCES 1973 Projection of Education Statistics and
. represents its latest enrollment forecasts to 1982. The other is a medium
. projection by Cartter, developed for a forthcoming Carnegie Commission
, on Higher Education §tudy on Ph.D.’s and the academic labor market,

- 32 B +

v *

"

ERIC S

o \
. .




. li ) . <

The Cartter projections are carried to 1990, providing a somewhat longer

time pelspectlve . o

The two enrollment projections are reasonably close for 1974-1982;

however, significant differences lie behind these two projections. Al- ~

though NCES today takes a much more pessimistic view of the future

growth of undergraduate snrollments than does Cartter, it assumes a

continuing.increase in the share of lower division enrollments accounted

for by the 2-year college sector. ‘Cartter’s projections for total under- ‘

" [graduate enrollments are nearly 12 percent higher for 1982, but Cartter -

assumes that the 2-year college share will finally stabilize about 1980 at o

approx:mately 40 percent of entering college enrollments. Underlymg the

NCES projéction is the assumption that first-time entrants in 2-year

colleges will incfease by 19 percent between 1972 and 1982, whlle

first-time entrants in the 4-year college sector will decline by 18 percent.

By contrast Cartter assumes a,I2 percent increase in fi rst-time students

in the 2-year colleges. Cart?ér/argues that when the rate of growth in

undergraduate enrollments drops sharply (or actually turns negative), the

! 4-year colleges are likely to adjust their entrance standards at least to .

maintain their share of‘the market. He believes it unlikely that the 2-year

% colleges can continue to expand at a steady rate while “the senior
institutions are contracting at approximately the same rate. In the case of
nondegree-credlt students, Cartter has adopted the NCES pl‘OjCCthﬂ thus,
these two series are identical.

Table 1 presents likely annual enrollment mcrements in the 2-year
college sector from 1960 to 1973; forecasts to 1990 were made using the
Cartter projections. Note that the peak.period of growth was between
1964 and 1971, when enrollment increments averaqu about 130,000 per
year. Beginning in 1972 and continuing until the early 1980’s, the
projected annual mcrernents in enrollment average about 75,000. After
1981, demographlc factors contribute to a pl‘OjCCth modest declme in

. enrollments in the 2-year ‘college sector. /

' The largest area of uncertainty in projecting enroliments over the next .
10-20 years lies in the nondegree sector. Over the past decade FTE
enrolliment in nondegree studies has risen from 105,000 to nearly 550,000. \
NCES projects that by 1982, FTE enrollmients in this sector will be 820,000.

Many observérs believe that nondegree«credlt enrollments will grow -
much more rapldly than projected here, as the community colleges turn
mote 1o the service of aduit audiences. However, the rapid growth in the
last several years may have been due largely to the return of Vietnam
veterans, in which-case the rate of growth in the future may be more
moderate. Some NCES staff members also-believe' that recent enrollment
figures for nondegree students have been somewhat inflated by standards
of reporting that dnffer from those used in earher years. In any event, -

o B, /.
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" TABLE 2 summmny nms n 2Yoir Coleuos, 19681969 and 1972-1973

\

T =

2

1968-1969 . - 1972-1973
Students - . . - <
Fullime , _° o 1,013,565 - 1,370,089
© Part-time . 885,521 1,467,686
" - Full-time equivalent _ - 1,308,739 1859318
‘Faculty . ’
Fulltime | - . 60,798 80,175
_Part-time o 36,421 « 62,145
" Full-ime equivalent - 72,938 ° 100,'8*).
. Studentfaculty ratio - T 17.94 . Tt 1843
Student/faculty increments, 1968-1972- - & T, . .
« . 550:579127, 952- 19, ' T

A

SQURCE: Data computed from mformmon in Community and Jun?or College Direciory, 1970 and
1974 editions (W&hmg(on, D.C.: AACJC) 5
A7 L ot

" nondegree enrollment projecti@ns are the most questionable. For the
purposes of this volume, however, this may not be a critical -issue,

. because the-largest proportion of doctorate teachers in the 2-year college
sector-is engaged in degree:credit instruction.

TEACHING FACULTY IN 2—YEAR COLLEGES \}

*NCES! reported 53,194 full-time and 23 792 pait-time teachers in 2-year
collegcs for an FTE total of 61,125 in fall 1968. For the same year, the'
) AACJC, inits annual Community and Junior College Dtrectory, reported a
total of 60,798 fuli-ti (‘me and 36,421 part-time faculty for an FTE total of
72,938. In addition fo reporting about 16 percent more college teachers in
the 2-year sector, AACIC cited an FTE enroliment about 6.5 percent greater
than did NCES. Because AACIC is the only agency that has repoyted num-
beérs of faculty consnstcntly for a périod of years, its data were ufed to cal-
culate student/faculty ratios. Table 2 summarizes this material for 1968~
1969 and 1972-1973. The average student/faculty ratio is 17.94 for the
- earlier year and 18.43 for the later year. A comparison of the ratios for the
2 years shows an. incremental student/faculty ratio of 19.7 from 1968 to
1972. —
For the year 1968-1969, for which NCES data are available, the reported
average student/staff ratio was 20:1. Thus, it seems appropriate to take

N -

1 National Center for Educational Statistics, Teaching and Research Staff by Academic
Field: Institutions of Higher Education, Fall 1968 (Washington, D.C.. U.S. GPO, 1971).
. v , .
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20:1 for'the approximate average incremental student/staff ratio for the

2-year collefe secto

r when estimating faculty needs for the coming
decade. ’ . :
Table 3 estimates the employment of new junior faculty in the 2-year
f college sector for the past dozen years. Enrollment increments are in
e column 1 and faculty ihcrements (equal to one-twentieth the enrollment
| increments) in column 2. Column 3 estimates the number of faculty
| needed tqQ replace those who have died or retired during the year,
. TABLE3 New Faculty Needed in 2-Year Colleges, 1960-1990 (in.Tha;sndd
New Facu}ty Needed . .
Total Total New  New Faculty for
' Enrollment Enrollment, Death-and™ - Faculty Degree-Credit
. Year Increments Growth Retirement Needed Instruction
‘ Mm @ @ ©)
1960 . k7] 1.7 0.5 2.2 7
1961 444 2.2 0.5 2.7 3.3
1962 61" 3.1 0.6 3.7 2.4
1963 1 40 2.0 0.6 26" LI 2
1964 108 5.4 0.7 .61, 4.2
1965 143 7.2 0.9 8.1 6.2
1966 112 5.6 L1 6.6 4.7
1967 116 5.8 <15 7.3~ 5.1
1968 194 9.7 1.4 1.1 ‘86
1969 118. .59 15 7.4 9.7
1970 “ 148 7.4 ‘ 1.7 9.1 . 230
1971 164 8.2 ) 1.8 100 . . 4.2
.2 55,° 2.8 1.9 : 4.7 0.4
1973 76 " 3.8 2.0 5.8 3.2
1974 65 3.3 2.0 5.3 . 3.7
1975 7] 4.6 2.1 6.7 4.6 ‘
1976 84 4.2 2.2 6.4 4.3
1977 81 4.1 2.3 6.4 4.3
1978 v+ 78 3.9 2.3 6.2 4.2
oo 1979 © 79 4.0 2.4 ' 6.4 4.3
1980 64 4.1 2.5 6.6. 4.4
1981 41 2.1 2.6 4.7 3l .
1982 23 L2 2.6 3.8 2.5
1983 * ~24 -1.2 26 14 0.9
1984 ~-43 -2.2 . 2.6 0.4 0.3
1985 ~53 -27 2.5 ~0.2 ~0.]
1986 ~53 *=~2.1 25 -0.2 ~-0.1
1987 -16 -0.8 24 1.6 1.1
1988 16 0.8, . 2.5 ¢ 33 2.2
1989 * 25 1.3 2.5 3.8 2.5
1990 -24 -1.2 z.{ 1.3 ~0.9
3 v/
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estimated at 2 percent per year. Column 4 indicates the total number of

new juniorfarul{required each year to meet the enrollment needs.

Column 4 refersonly to new junior faculty recruited. Two other types
of faculty moblllty are omitted. One is thé number of teachers who
changed educational institutions but remained within the 2-year college L
sector. This number, an estimated 2-3 percent per year, cancels out when s
the total demand for new faculty is considered. An addltlonal number of

- senior personnel leave or enter higher education each year. There are no
accurate fi igures to estimate this number, but the several studies for higher
education in the 1960's indicated that the nez.flow was ,about:zero in most

years. That is to say, several thousand new senior teachers are recruited
eich year from outside the 2-year college sector (é. g., from business and
industry and public schools) and an equivalent number.is presumed each
‘year to leave the .2-year college sector for employment elsewhere.
Probably the largeg-movement of senior teaching personnel into and out
of the 2-year college segtor is.in the part-time teaching ranks.

While column 4 estimates- the total number of new junior facuity
needed each year, varying proportions of this numbér are yequired for
degree- and nondegree-credit instruction. Column S estimates the nimber
of new faculty required each year strictly for degree-credit instruction. Ine
every year but one, when nondegree enrollments detlined, tl}e number
needed for degree-credit.instruction was somewhat smaller than the total

" number of faculty required. During the period of rapid enrollment growth,
about 7,500 new teachers were required each, year for degreé-credit

. instruction. From 1970 to 1980 it appears that the. ,a\«erage number
requnred annually will be only about 3,000. Begmmng?ﬁ 19%0 the number
falls to zero and remains negative for some years in the 1980's. (In years in
which no %ew faculty is required, some nontenured faculty would be

discontinued, and the total size of teaching faculty would shrink.),
- v

¢ -

+ ;TWO-YEAR COLLEGE FACULTY WITH THE DOCTORATE

- It may be useful to estimate the proportion of Z-year'.faculty holding
doctorate degrees and to determine any appreciable changes in this.
proportion since the late 1950* s In FTE terms, 2-year college enroliments
have grown from less than 300,000 in 1957 to almost 1,750,000 in 1974. In
short, this review covers the period when approximately 80 percent of the

- growth in community colleges occurred.

‘The chief information source was the AACIC quadrennial handbooks,

1960, 1963, 1967, and 1971 editions. For each sti.:e at least 25 percent of
the 2-year colleges were included in an mstnu&nondl sample, prowdmg that

, the institutions_had reported faculty, data in comparable form in each of

* . 36 «
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o / . *Duta also weighted for institutional representation in sample,

3 - 1

TAN.E 4 Pcrcumo of 2-Y.t College Famny wl!ﬁ the Doctorate

f\iar' ’ ApCIC . ACE*, Acp
195 1960 , 837 . v
1962 832 . VA :
1966-1%7 702 o /_\
o [ 1968-1969 , ALY T \ 6.7
/ i%9-1970 . 630 S
w7-197 - 81 1.2
f SOURCE: Computed from 1968 and 1972 ACE faculty surveys. | o

/ * "« Data weighted for full-time and part-time status.

/ thc 4 years. If a mmlmum of three- mstltutlons could not be mamtamcd

L } . withina state, that state was dropped from the survey. Final sample data

came from 23 states (155 2-year colleges); these states accounted for 82
percent of 2-year college enrollment. Each state’s faculty count was
weighted by ‘that state’s share of enrollment in the 23 state universe.
While this procédure did not furnish a strict scientific samplé, it provided

a reasonable representation of the 2-year college sector.
Table 4 shows the percentage of 2-year college faculty with the
- doctorate between 1959 and 1973. Note that the fraction of total faculty .
with the doctorate computed from AACIC directories declined steadily
" throughout thlsﬁ)enod ‘The ACE pcrcentagcs are based on the 1968-1969

. and-1972-1973 faculty surveys by Alan Bayer.2 Column 2 shows the

pércentages with the sample weighted only for full-time and parf time
faculty status. Column shows the percentages wclghtcd additionally for
the institutional charactenstlcs as they appear in the ACE national norms

* reports. ’
Table 4 suggests that the proportion of 2-year coilege faculty with the

"' doctorate declined significantly after 1961-1963, but increased again after

about 1970. This pattern supports the obscrvatlcfn that in-the middie and.
» late 1960’s doctorates were relatively scarce and the largest proportion
was bid away-by senior co!legcs and univetsities. Beginning-about 1970
the Ph.D. shortage disappeared in most fields, and an mcrcasmg propor-
tion of new Ph.D.’s are now takmg initjal teachmg positions.in the 2-year
college sector.
’ This latter observation is also supported by a Cartter study using datain
the Doctorate Record File on first job placement of new Ph.D.’s. Tabie 5

v

0« TAlanE Baycr, College and University Faculty. A Statistical Description (Washmgton.
D.C.: American Cpuncil on Education, 1970); , Teaching Faculty
in Academe: 1972-7.( (Washmgton. D.C.: American Council on Education, 1973).
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L1971 .« 188 . 5516 . 3.41
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TABLES New Doctorate Teachers Employed by, 2-Year Colleges, 1967-1873
;.

N -
Total New: Doc- Percent New - v
New Doctorate *  <torate Teéachers Doctorate Teachers

: Teachers iri . (Al Know . in 2-Year
Year . 3-Year Lolleges® Jnstitutions\ Colleges .

© 67 : S - Ls
1967 68 . . 3936 ( L0 - o

1968 114 T 7597 tLs0

972 393 9128 ‘.. 2 431
1973 558 - 9232 . 604

SOURCE: Cartter, Ph.D.'s and. the Academic Labor Marker (New York cGraw-Hill, 1975). Data
from Doctome Record File of National Research Council.

« Includes both new 2.year coliege faculty with recent doctorates and facult)\prevnously ¢:mploye8q
in 2-year colieles who complcted thcxr doctorate during the gwcn year. . \

‘summarizqs this information for years between 1967 and 3. New

doctorates, finding fewer jpb opportumt[cs in the more elite 4-year
colleges.or universities, are. more frequently taking first teachin jobs in
2-year colleges. Cartter’s study indicates that the fraction of ne,wgktc)mtor-
ates hired by the high-prestige colleges and- universities has dropped
significantly since 1967, while the prOpomon going to the lower prestige
universities, the less selective 4-year colleges, the 2-yegr colleges, and the

public schools has increased substantially jn the last several years.
. ..

.

< -

PROJECT&D DEMAND FOR DQCTORATE FACULTY

Among the full-time faculty respondents in the I96§-1969 and‘{972—!973
ACE surveys, the percentage holding the doctorate rose from 6.0 to 9.9
percent. If the samples were comparable in the two survey years, over the
4-year period when approximately 20,000 new full-time tcachers were
hired, about 4,000 addmonal doct?rates were,added.® Thus, the mcrmcn.—

* Some of the 4,000, addmonal doctorates may have been older‘tsa‘nch;rs continuing in service ,
but completing ‘the doctorat,c within the period. The lmphed 20- percent incremental
doctorate/faculty share 1s nat inconsistent with a finding that only about 10 perccnt of newly
hired teachers possess the doctorate at first employment. The National Educatior Associa-

. tion faculty supply and demand stud:es in the carly 1960's made the mistake of overlook;qg

.
N

the degree-completion rate of teachers already hired. Huther's survey of new hires in the
commumty colleges in 1972 foupd that only 8.7 percent possessed the doctorate when hired,
but this probably would have bgen consistent with a ratio of new doctorates in teaching to
new teachers of about twice that level. See John W. Huther, **‘Small Market for Ph.D.’s. The
Public Two-Year College,” AAUP Builetin, 58(1):17-20. March 1972,
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tal ratio of new doctorates in 2-year.colleges to new teachers hired
approached 1:5. .

In projecting doctorate faculty demand for the 2-year colleges, Table 6
preseats a high and-a low estimate. The high estimate assumes that the .
incremental ratio of new doctorates to new teachers is 1:5 (20 percent) for
the next. several years, rises to 1:4 (25 percent)xby 1980, and increases to
1:3 (33 percent) by 1985'when academic openings in 4-year institutions are
llkely to be very scarce. The low estimate assumes that the 1ncremental\
doctorate share rises from 12 percent in 1974 to 20 percent in 1982 and

' thereafter. It is quite probabley that the actual experience will fall
somgwhere between these extremes. ' }

It appears that the number of doctorates hired by the 2-year college

. sector for traditional teaching positions will aver:;e between 600 per year

(low estimate) and 1,000 per year (high estimate) fpr the remainder of this
decade. Beyond 1980 the picture looks ificreasingly bleak, for an assumed
hlgher proportion of a declining number of new hires results in a predlcted
shrjgking market. Even if half of all newly employed teachers had the
doctorate in the 1980's, a relatively small number could expect full-time
appointments in the 2-year colleges.

-

_ TABLE6 Demand for New Doctorate Teachers in the 2-Year College Sector, 1974-1990
x (in ﬂws.nmls) :

K Total New - New Faculty with Doctorate
. . . Faculty for
Degree-Credit High Low
~ Year . Instruction - Estimate L Estimate
. L Y
N9 . 3.7 0.75 0.44:
o195 ., 46 . 0.92 . 0.60
- 1976 4.3 050 0.60 .
. 1977 : - 43 . 095 . 0.65
1978 4.2 0.97 ,  0.67
1979 4.3 1.03 0.73
1980 ‘44 1.10 g 0.79
1981 "3.1 0,84 0.59
1982 ) 2.5 070 . . 0.50
1983 . 0.92 . 0.28 0.18
1984 0.30 0.10 . 0.19
1985 ~0.13 <0.04 Lo =003
1986 - -0.J3" -0,04 ~0.03
1987 \ L1 ’ 0.36 . 0.2 -
1988 22 0.73 . 0.44
1989 2.5 0.83 050 ~ |

199 0.90 i 0.30 0.18
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The above comments concern personnel for traditional instructional
duties: There may be developing needs for trained counselors, instruc-
tional respurcé specialists, or other nonteaching staff with special skills.
Whether such persons would require doctorates, in education or special
in-service training is unclear, and we have no’&ams for estimating the
possible. magnitude of the,d 'aand for such support perscnhel. .

This brief sketch of enrollment and employment projections suggests
that the 2-year college sector is not llke!y to represent a vast new
untapped market for doctorates being trained by the nation’s graduate

~ schools. In the 1960°s about 60,000 new junior faculty members were

Aruitoxt provided by Eic:

e

employed in 2-year colleges for degree-credit instruction, _for the 1980°s
the projéctions suggest the figure will be closer to 20,000. Even if half of
these new hires had the doctorate (a most unlikely occurrence given the
views of 2-year college employsrs), this would probably represent a
demand for only 5 percent of the expected doctoral output.’

The training of 2-year college teachers is an important task for the
graduate schools, but it is likely to represent only a small fraction of the
demand for doctorates. This perspective may be useful in assessing the
priorities for graduate education. :
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5 The University of Michigan:
~ A New Degree R\:ogram

4 ’ to P(epare \ o
.« _Teachers of English |

]

Daniel Fader . r
UNIVERSITY OF MICHIGAN

A -~

Dissatisfaction was the base upon which we built our doctor of arts
program for the teaching of English. We were the Teacher Preparation
Committeeof the Department of English at the University of Michigan,
the time was 1968, and we were dissatisfied with our profession’s failure,
_in whichawe had fully partxcnpated to prepare teachers for nontradltlonal
students who were t‘1en entering 2- and 4-year schools in the Unifed
States. Also, we had long been convinced that conventlonally educated
Ph.D. students would face constricted job opportunities in the umvcrsntles
of the 1970’s and that the great need for new teaching skills was to be
found in.the first 2 years of collegc—whether in the community—junior
college, the 4-year school, or the university. Actmg upon that dissatisfac-
tion.and those convictions, we began to consider the possibility of a new
" degree to dcscnbe a new kind, of preparatlon e

We.were aware th\at opposition in our department to a new degree might
be ntinimized if we were to propose another track to the Ph.D. rather than
an entirely new docgoral degree. Though anticipated opposition con-
cerned us deeply, we rejected an alternate Ph.D. as inappropriate both to
our intentions and to the needs of our potential students. Since all of us .
held Ph.D. degrees in Enghsh we knew that such degrees might be
preparation for a life of scholarshlp and graduate tcachmg based upon that
scholarship, but they are not preparanon for teaching composition and
literature in the first 2 years of college. Rather than mount an internal
chnllenge to the immense inertia of the Ph.D., we determined to define a
new degree. )

Desiring the emphasis of contrast, we adopted the title doctor of arts
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active art, a creative i

student-as-person, the di

ief that benefits. to eXpenenced teachers of a year’s nonteachmg,

sndency could lie as much in what contemplation might allow them to

\ iscQ about themselves and their students as in what our faculty might
he

To promote personal discovery and dlsc1pl|ned inquiry, we designed a
{ based upon the double foundation of idiosyncratic electives
(togéther with a required, year-long seminar taught by a tedm of
specialists in linguistics, rhetoric, and literature) and a semester’s re-
quired course in pop-culture (officially, a seminar *‘exploring innovative
and nontraditional .approaches to literature™). The foregoing quote, as
well as the following description of our year-long seminar, is taken from
the D.A. brochure: »

Enghsh 517-518. (8 hours) A two-term course given to the examnation and discovery of
nnovauve approaches to teaching composition and to the Acvclopmem. of other skills of
Iteracy. Candidates will be asked to define realistic and defens.ble goals for teaching literacy
to students not hikely to ¢nter professional or academic life, and to examine and criticize
traditional approaches te writing in the hght of those goals. They will look into problems of
molivating non-readers and reluctant readers, and learn cnough about diagnostic and
standardized tests to be able to work effectively with teachers of remedial and developmen

. tai rca_dmg The course will incorporate linguistic findings which bear directly on the

- teaching of language use. Practices in cnticizing writlng will be examined in the light of .
assumptions like these. that standard English 1s one of several forms of English and not
necessanily the most important mediym for all occasions, that language deficiencies must be
distinguished from dialect differences in the teaching of reading and writing, that the writing
teacher must be especially sensitive to the social and personal lmphcauons of dialect
difference. The course, which aims toward reforming. curniculum and practice in mlroduc
tory Enghsh classes, is based upon two premuses. that conventional freshman English
courses have been particularly unsuciessful with ill-piepared students, and that the collcgc
{4 yr) parallel course 15 not the only model to follow in desxgmng Egghsh courses ‘for
two-year schools. ;

¥

8 lf this description appears prescriptive, tﬁén appearance reflects reali-

". ty. Now, early ip thé fourth year of our program, 7 years after we began to
conceive and shape the core courses, we have the satisfaction of knowmg

\ that our arguments for a presmptwe required, year- long seminar in the

“teaching of literacy’’ were correct. .
Experienced secondary and collegiate teachers, we smd often suffer
‘ ~
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from three closely interrelated disabilities. One, they are personally
isolated from useful professional criticism by _the perverse and pervasive .
notion of the inviolate classroom, where tenure defends against accounta-
bility. Two, they are little exposed and less susceptible to new theories
that may form the basis for new practice, at least in part because of the
immediate and continuous pressures that John Holt summarized in his
recent book title, What Do I Do on Monday? Three, they have so many

. students producing.so many papers in 50 many classes that they have.time

to read only those papers and texts they.use for teaching. .
The most frequently heard response toithe, general topic of the seminar
is usually coupled with a reflection uy.n the most absolute ani invariable

.requirement of enrollment in the progiam: *‘This is the first time since

P've been a teacher that I've really talked about teaching and learning,
especially when I didn't have to worry about what I was going to teach
tomorrow.”” The force of the latter part of this statement comes from the
requirement that no teacher may teach while enrolled in the doctor of arts
program. Our experience has been that teachers who must solve im-
mediate problems are thoroughly reluctant to consider long-range solu-
tions. The psychology of imminence is destructive to careful enquiry, the
art of teaching requires contemplation, as well as time for application.
Too many teachers are familiar only with the latter requirement.

For each victory, a defeat. Right as-we may have been about the topics
and residency requirement for the seminar, we were wrong about its
human composition. We agreed early on the breadth of experience, we
wanted in the program. To a majority of 16 experienced teachers with a
master’s degree (or its equivalent) in English, we added one student with
no gradpﬁ ywork in English and four with no teaching experience. Of the
five, f§ uH ft or were drapped from the program, while the fifth was
delaye 'tb obtain significant experience, by contrast, all 16 experienced
teachers completed their residency requirement in the first year.

We-discovered that information about teaching and learning had radi-
cﬂly different meanings for experienced and inexperienced teachers
While one sifted new knowledge through the reahty of old classrooms,
using memuories of previous students to measure probable success and
failure, the other tended to measure all things by th. standard of itself.
Instead of cross-fertilization we had only cross-purpose. After the lessons
ta{:ght us by the first class, expenence in teaching and graduate work in
English have been neatly invariable criteria for admission to our program.

The philosophical bases for that program can be summarized in a
belief—that opening collegiate doors to nontraditional students implies
the obligation to train teachers capable of meeting their needs—and in a
word—‘“pragmatism."’ In-ofher words, we-are-entirely-interested-in-what-
works and have only an experimental rather than a moral interest in what

43




%

~

]
S
-

A - i
. B . »
« “ B . Ld

-
[

- N e

should work. Our value Jjudgments are based mvanably on what is leamed
rather than what is taught. Where the two. c0|né|de, one kind of success
has been attained. Where they diverge, failure is initially attributed to

teachers—matznals—methods rather than to students . . .

EXAMPLEI Does the fi rst year, reqmred course in Engllsh composition

seem to have gmall success in " teaching con\?entlonal]y unprepared -
students to employ the conventions of communication in., English?

Perhaps thc time has come to question accepted metheds for conveying
con-venuonal know!edge For instance, paragraphing: How do writers

learn to paragraph" The best evidence seems to indicate that a well-made
paragraph is the writer's response to the shape of a paragraph passively

derivéd from the reading: of many thousands of paragraphs and not the

writer’s coordmaged, internalized  response to an “analytic model.. For . )
virtually all writers who. paragraph adequately .in the first 2 years of o
college, the paragraph does not appear to be a considered response. For
virtually all writers at the samé level who paragraph inadequately,
analytic models of the paragraph appear to,be of little use.

How, then, should'we meet this need? Ideally, in a world that never
was and may never be, we would send such students to read the-
thousands of paragraphs likely to give them convenuonal knowledge
Moral!y, in the world that should be, we would expose them once again to
analytic models of the paragraph demgned to build toward a whole’
through inductive, mcremental means. Pragmatlcally,m the woer that is,
we would know 'that the ideal alternative is improbable and. the moral
imperative unrealized. We would, therefore, reject them both and depend
instead upon this simple, mechanistic altcrnatlvc that is a model for .
rhétorical pragmatism in our D.A. program: ) -

What, we ask our expenerced teacher-students, do your unprepared
students want and what do you want’to give them? Do you want to give
them knowledgc of the rhetorical strugture of"a paragraph, while they
want merely to know how to paragraph" Resolve the dilemma in their .
favor. Assume that ideal practices and. rhetorical models have failed to
prepare these studen{s and are- likely to,fail again. Give them.models and
practices that fit their needs instead of your desires. Tell them that the
nearest whole number obtained by dividing the sum of all pages in 10
nonscientific books in English into the sum of all paragraphs in those same
books is most likely to be THREE. Tell them that this observation supplies .
them with a normative rather thar a prescriptive number against which to
measure their own practice. Neither one paragraph on two pages nor 10
paragraphs on a single page is necessarily bad practice. But an average
number of paragraphs that significantly exceeds or falls short of three,
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denved from any consrderable number of -pages, may point to aberrant .
practlce that mterferes between the reader and the writer's intended' .
meaning. _ ° ’
Couple thjs observation with. one other and you are llkely to have a
teaching model “that .passes the pragmatic test. Tell” them that the
semicolon (;) is composed of a penod (-) and a comma (,). because. its
power of interference lies midway between the pause of a comma and-the__
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"~ Perhaps. nok{v(hen approached through the modern antisemitism of Rolf

4

.

— artrculated understood end of teaching becomes the pleasure and inde-

full stop of a period. Tell them that the' only importaft use of the
semicolon in English is t0 connect two sentences ‘more closely related in
meamng than a period would indicate. Tell them, firially, néver to begln a
paragraph by making a break between two sentences that-can sensibly
be connected” with a semicolon, and you will have told them all they
may ever be ableé to make use of or need to know about paragraphlng in

" English. - - , /

s
¥

EXAMPLE Il Does a second. year, electlve survey of the drama n Enghsh

fail to draw a cognmunrty coliege clientele sufficient to justify. its exis-
tence? Instead of bemoaning the barbarity of the students, examine thé
materials and methods used to teach them. Is Hamlet's kingdom of
Denfnark remote fram the apparent interests and concerns ‘of American
cormunity college sludents in the 1970°s? Perhaps-not when approaehed
through the play's powerful sexuality. and paired with The Zoo Story, .
Edward Albee's contempaorar drama of sexual communicatios. Is the
antlsemmsm of Thé Merchant of lemce ludicrous because Shylock isa ¢
‘medieval monster who has little contemporary effect as a human being?

Hochhuth's play, The Deput) Isn't it easier to percerve the renaissance
Hell of ‘Macbeth through the modern Hell. of Sartre's No Exit? And
modern viewers or readers may bé able to judge better how much racism
has to do with Othello’s fate after they've seen its murderous effects in
Lerox Jones’$ play Dutdhman." e v

" What are your objectives in teaching the drama to eommunlty college
students? What kind of behavior do you want to elicit from them? What
ultimate actions on their part will you accept as judgments ofyour
effectiveness as a teacher? Put in that way, the question of suce€ssful .
,teaching becomes pragmatic in the extreme and .does not allpw for
answc;rs constructed primarily from the predllectlons of the teacher and:
the_integrity of-the materials. Put in that w4y, the questron of successful
teachlng of dramatic literature may in part be answered by the response of
independent pursult ““My first objective is that my students should want
_toread and to sée plays when they are nodonger, my students.’ " When one

o
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pendent stimulation a student pbtain§ through the means of a teacher's
intervention, then we belie}ve that we may have constructed and vivified a
‘truly-pragmatic model. '

I have tried to present the philosophy behind our program in detail, to
discuss the difficulties experienced in developing the program is a request
more easily-satisfied because-I-believg our most-significant difficulties fell
into a single group characterized by a single problem: How to refrain
from imposing Ph.D. requirements on D.A. candidates. I have also

: been asked for an evaluation of other doctor of arts programs and a

! prognosis for the future of such programs. Difficulties, evaluation,

prognosis—the three seem to me to be connected in a very mear

relationship. Our greatest difficulty in creating a useful program for

training and retraining experienced teachers to serve the needs of

commmunity college students was with ourselves. We had thought our

. worst problems would lie with a few of our departmental colleagues who

> believed and said that the D.A. would be a second-class degree offered to

second-class students, neither having a proper place in the English

department at the university. Fools are neither easy to suffer nor easy to

vanquish, but we managed in good time to.ignore or to overwhelm them.
It was our own training that stood most persistently in our way.

Part of our initial preparation for the D.A. had been enquiry into evel‘g

,similar program, producing or proposed, that we could discover in thi
country. Our reaction to the results of this enquiry had been shock,aq
dismay. Clearly, any graduate of ;most of the programs we reviewgd

the instant academic respectability of prograi; ™
the, rhetorical process known as diminished co
against us,”” théy seemed to say, ‘‘the démands of ev % rous
Ph.D. program diminish by comparison.'’ We thoug pfhas we
hink -now, that those are ill-founded programs carpe N

Too -much like those tradesmen to see the likeng =
ceeded again and again to attempt to recisate qur own edye tfions.‘upoq
pe unsuspecting bodies of our students. Refraining from that reflexive
attempt was by far our greatest difficulty in developing the program.
Déspite our recognition of the flaw in many other pléggrams, we have
found ourselves repeatedly guiity of the same offense: dressing Ph.D.
preparation-in-D-A. clothes. Perhaps-all-that-hgs-saved ys-from.ourselves
has been the teachin!expey‘ence of our students. Some’ of the bodies
were nof so unsuspecting after ail, and it is they who have been able and

: P > !
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. willing to point out the error of our ways. As We begin our fourth year, our

department this autumn having admitted 18 Ph.D. candidates (a third of
whom miay have any hope of finding an appropriate academic position 3
'years hence) and 18 D.A. candndgtes (all of whom we have good reasqn to
‘expect to place or replace in-desirable positions 1 or 2 years hence), our
prognosis for the D.A. is hopeful. 0

One reason for- hope is past experience. Dr. Timothy G. Davies, then
director of humanitjes at Miami-Dade Commumty College, now director
of the doctor oﬁ arts in English program at the University of Michigan,
writes in the following passage of benefits accruing to the host institution
from the work of a D.A. ¢tandidate during his two semesters as a visiting
teacher (in fulfillment of a requlrement of thg, program) This example

. ¢loses this paper not because it is typical but because it i$ so expunsively

h0peful in this era of academic contraction and decline:

An example of [maxlmum] impact occurred in 1971 whien I was Director of Humanities at
Miami-Dade Community College. Five/D.A. visiting teachers spent two semesters tn our
English Department-experimentipg with their xdcéf? While each .visiting teacher helped
explore one or another of the new directions being followed by others at Dade, one project,
aimed at an area that was undcrdcvcloped changed that community college distnct
significantly” The project dealt with prison libraries, trying to couple their development to
long-range curricular plans based on the educational needs of inmates. One mayor drawback
the project encountered was lack of a tujtion waiver for inmates. Seeing the success
generated by this project, Dr. Peter Masiko, President of Mjami~Dade Communty College
District, askcd the board of trustees to waive tuition for any inmate in astate or county penal
institution. Within onc semester after the visiting teacher returned to the University of
M|ch|gan, Miami-Dade College, with several faculty assuming responsibihty, increased its
prison program from 40 studenfs to 254, Now, three years later, the programehas continued
to flourish and has become a major thrust in Miami-Dade’s outreach cn&cavor
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6 - Alterhate Forms of .
—————-@Graduate-Education for .

" Community College Staff:
A Descriptive Review '
. Terry O’Banion " t ‘

]

/ UNIVERSITY OF ILL}NOIS;CHAMPAIGN-URBANA !

Prior to 1960- graduate education designed specifically -for community
-college teaching staff was almost nonexistent. As late as 1970 Kelly and
Connolly* reported that graduate programs for community coHege staff
“could placé no more than 150 fdcuity each year. Except for those who
came from business and industry, collége teaching faculty came with,
secondary education degrees or with master's-plus degrees from. disci-
pline programs designed for research-oriented Ph.D.s. 4
Community-college educators have been highly_critical of the programs
that prepare, or more correctly @ltd_ﬁ prepairf'é;‘ instructors \for.h_thcfr
commupity college: - ) . T .
/

\ There are practically no strong preservice collegiate programs for community college staff

members, and those that ate in operation provide oniy a small fraction of the qualified
personnel needed. Increasing numbers of so-called preservice programs have been gstab-
lished but they aré too often only “blisters™ on school of: education programs and are
* . generally inadequate or worse than nothing. .

e Joseph Cosand, formesd)).S. Deputy Commissioner of Education, 1971*

In direct answer to the question how adequate are university preparation programs, |

Would repiy that with few exceptions they missed the mark.

- Clyde Blocker, president, Ham’fvburg Area Commmy‘t} Collége,
Pennsylvanid, 1971 3.

77777 Monograph No. [0'(Washington, D.C.. American Association of Junior Colleges, 1970).
" * Letterto the aythor, 1971. . oo
3 Letter to the author, 1971,
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Community =juniot colleges have been required to a very large extent to remold and
remake university graduates in order that they could perform adequately as tear.; rs at the

L commumty-,;umor college level. The emphasis. upon sesearch and other rijnteachmg

functions and the INSiStEnce upon an ever INCreasing degree of speciahzation in tfje graduate
schools of .our nation has largely had a neutral if not actual negative influence upon the
preparation of graduate students for the funcnon of teaching and counsehng in America’s
community .cofleges. P
Joseph Fordyce, former president, American Association of Junior and
Community Colleges, 1970*

These criticisms continue unabated and, if anything, have become more
caustic. At the 1973 Second National Assembly of the’ American Associa-
tion of Community and Junior Colleges (AACIC) the preparation of staff
for the community college was the central issue. One hundred and fifty
national leaders representing business, government, universities, and
community colleges debated for 3 days a national agenda for action on
staff development. At one point in the cornférence a serious proposal was
made to eliminate any discussion regarding the role of the university in the

preparation.of staff for the community college because of the unnerslt)\/

poor track record. s

The most recent and perhaps clearest example of critical relations
between the universities and community colleges is a proposal by AACIC
for the creation of reglonal centers for community college staff training
independent of the graduate schools.’ Community colleges appear to.be
committed to going it alone if they cannot obtain the support they feel

vthey need from'thé universities.

It seems unlikely, however, that community colleges will haye to
develop programs indepéndent of the graduate schools. In the 1960°s, and
even.more so in the 1970's, graduate programs for commumty college
staff have been emerging that hold considerabie promise for the future.
Some of these programs are modifications or new developments within

traditional graduate programs. Some programs have developed outside :

the traditional framework of graduate education that have implications for
the' prep;uauon of community college staff. In the following section a
number of progiams are briefly described that specifically prepare com
munity coilege staff or have implications for such preparation. This
selected review is descriptive and only for the purpose of drawing
implications that may have rele» ance for developments within traditional
graduate programs.

. . .
g Joseph F ordyce “Thc Role of the Jumor Collcge in Teacher Education,” mimeographed
(1970).

N Edml}pd.l. Glcazer.Jr.. '‘Beyond the OpenDoor. . . . TheOpenCollege.” Communuty and

Junior College Journal, August/September 1974,

*
-
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OPENING UNIVERSITY DOORS TO COMMUNITY COLLEGE STAFF

In spite of the criticism of, graduate education by community college
educators, a few universities have made some significant responses to the
needs of community colleges. Most notable is the Junior College Leader-
ship Program (JCLP) funded by the W. K. Kellogg Foundation. Since 1959
& 11 major " universities have offered outstanding programs for community
“colleges. Limited to the preparatmn of administrators, these programs,
nevertheless, provided major leadership for the national development of
community colleges in the growth period of the 1960's. With dwindling
support from Kellogg the JCLP has less and less impact, but the univer-
sities in which they were originally funded still stand as the major centers
of community college graduate education. .
Other universities have also committed major resources for the de-
velopment of .ommunity college staff. The California State universities
have well-organized programs for instructors and counselors. According
to Phajr® these universities produced 49 new commumty college candl-
dates in-1569.

. The Virginia Polytg:chn!c Institute and State University (VPI) is a recent
example of a university that has responded enthusiastically to community
colleges. A new college of education established in 1971 recruited half a
dozen professors with specialization and experience in the community
college to launch the new program. An advisory council of community
college educators was established, and arrangements were made with
New River Community College (NRCC) as a cooperative institution in the
program.

v?I offers courses to NRCC faculty on the community college campus,

three fourths of the NRCC faculty are enrolled in university course work.

~University faculty ‘also offer workshops on_the community college cam-
pus, having assisted in the preparation of the master plan for NRCC. Thea
community college offers its facilities as a laboratery and demonstration
center for the university, provndmg teaching internships for university
students. Staff at the community college often appear as guest Jecturers
for university courses. In addition, the two faculties haye cooperated in
theé development of self-instructional programs for current and new
faculty at NRCC. In a joint article” by the president of the community
college and a professor at the university it is reported that ‘“ All faculty [at
NRCC] have beén involved in a planned faculty development program that

4
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) *Tom S bhair, A Prufile of New Faculty n Califorma Community Culleges (Berheley.
- - -University-of-California, -Field-Service-Center, 1968).
7 Charles Atwell and Robert Sullin, **Cgoperative Faculty Development,”™ Cummum!} and

Junior College Journal, 44 (3):32-33, 1973.
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has been much more comprehensive and enriched;than would have been
possible if dependent upon the resources of NRCC alone.™

VPI has extended selected resources to NRCC and to other communlty
colleges consnderably beyond the confines of its own campus. Other
universities are experimenting with’ offenng an entire degree ‘‘off-
campus.” Spurred by Great Britain's Open University, created in 1969,
the .external degree is offered at.present. prim‘arily at-the-undergraduate
level. Empire-State College in New York and Minnesota Metropolitan
State College, which offers a master's degree, are the best examples of the
open university concept. The New York Régénts external degree is
another variation of the open universify concept and ‘‘refers to a degree
awarded by a nonteaching university for knowledge gained elsewhere.'**

If the open university/external degree concept cont{nues to develop in
American higher education and if it develops.at the graduate level as it has
in several instances, it could become most attractive to community
college staff. The Extended University of the University of Cahfornla
could serve as a prototype.

) The Extended University is in an experimental phase dunhg the 3

_academic years 1972-1975 to allow for the necéssary changes that will
make for a permanent place in the University of Califérnia. Seven pilot
programs enrolling 400 students at the upper-division level for the
bachelor’s degree and at the graduate level for the master's degree were
initiated in 1972. Off-campus {earning centers are planined-as * \
tional learning environments.”” Community college campuse .may be
used to house these centers. :

New curricula are expected to be develqped, and advanced placenent,
credit by examination, ,and certification of life experience will be
explored. The Extended Umversny in its experimental phase,. therefore,
will explore a number of options for offering, external degrees. At present
itis not considering limiting the prograin to‘any one model.

The Extended University includes an office of research and evaluation
that will monitor the development of all programs. One of the first
activities of this office was to determine the needs and interests of those
who would be served by the Extended University. During the spring term
1972, 1,767 undergraduates, enrolled in eight of the nine campuses of the
Umve?lty of LCalifornia, were surveyed regarding their interest in and
desire for alternative degree programs. Researchers were able to identify
two main reasons for studgnt attraction to alternative programs. a desire
for flexible time-space structures that would facilitate access to hlgher
education—and an attraction to alternatives per se, pnnupally out of

s Donald Nolan. “The New York Regents External Degrec,”” College Board Review , No.
85, Fall 1972, °
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diss%tisfaction with-existing curricufar structures and modes of instruc-

education itself.? .
Of special importance to the tOplC of this pa&r is the discovery that
. more of these students prefer these alternatives at the graduate level than
at the undergraduate level. Only 13 percent of the respondents state a
- _ definite mle\est in such programs at the undergraduate level, whereas 30
’ percent express definite interest in master s or professmnal level alterna-
tive programis. n . . .
The traditional university has also opened doors_to community colleges
by exploring new degrees. Interest has developed in an advanced teaching
degree that extends beyond the 1-year master's and requires an orienta-
tion different from the research-based Ph.D. It is possible to redesign the
Ph.D. as a teaching degree, but most effort has been in the direction of
new degrees. Some colleges and universities+have developed the 2-year
master of arts in college teaching. Others have: experimented with the
doctorate of arts in teaching (D.A.). The Carnegie Corporation has
provided considerable support for the development of D.A. programs in
- a number of universities. A program similar to the D.A. has bee
recommended by the National Faculty Association of Community ant%l
Junior Colleges as a degree appropriate for those who would teach i jna
" community college.
The President’s National Advisory Council on Educatlon Professions
\*Development also favors a proposal similar to the D:A. for community
college instructors. In a national study of the needs for further education
of community college staff the Council recommended that **The adyanced
teaching degree should become the, model degree for community junior
college instructors. Programs similar in goals to those of the D.A,
should be deweloped in major unnersrtles and especially in the new upper
division universities,”"'° !

The new D.A. program, however, does not seem to be spreading.
The Panel on Alternate Approaches to Graduate Education, created by
the Council of Graduate Schools and the Graduate Record Examination
Board, surveyed the 304-member institutions of the Council of Graduate
Schools regarding innovations in graduate programs. Of the 144 institu-
tions responding, only six reported new degree programs, such as the
doctor of arts or doctor of psychology. in operation. Seven’ other

* David Gardner and Joseph Zelan. “A Strategy for Ch.mgc i Higher, Education. The
e - Extended Umiversity -of the Lm»emt_y of -Galiformes,” -Prepared-for the -Conference-on
Future Structures of Post-Secondary Education, OECD (Pans, June, 26-29, 1973).

* Terry O'Bamon, Teachers for Tomorrow. Stff Development o the Cumnmmn Juior
College (Tucson: University of Arizona Press, 1972).

tion; in shori, therg was a desrre for significant reforms of higher
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institutions were either developing or discdssing such new degree pro-
grams.!! -

\ . These few examples serve to illusttate that the tradltlonal univ ersity has
not ignored community colleges. Some universities have -made consider-
able commitment to community colleges, especially thcse sponsorihg the
Kellogg scLp programs. Other universities are experimenting with new
degrees, partly in récognition of the special needs of those who teach in
community colleges. Still others are experimenting with’ ways to make
thc;r degrees more accessible to community college staff. A few univer-
sities, as noted below, are\cooperatmg extensively with community
colleges t6 provide for the continuing educational needs of community
college staff. . .

-

.CENTERS OF UNIVERSITYICOMMUNITY COLLEGE COOPERATION

The Junior College Leadershlp Programs funded by Kellogg were always
centers ofyuniversity and «.ommumty college cooperation. Cooperative
activities between these major unnersmes and the community colleges ir
their area or state provided major leddership for community college
development throughout the. 1960's. These programs, however, focmeq
almost exclusively on administrators in community colleges .

In recent years several centers have emerged that serve instructors and
counselors, more than administrators. Examples include the TWwo-Year
. College Student Development Center in New York, the Graduate Career
De\elopment Center for Community College Personnel, Inc., in Texas,
and a new program in Oregon still in the planning stage. .

The Student Development Center in New York, organized in 1968, is
based at the State University of New York at Alban§ . Designed primdrily
for in-service staff development, the center serves 45 2-year colleges and
the 10 educational opportunity centers in the state. An’advjsory council
rcpresentlng the university, the community colleges, and leading national
educators provndes direction for the program. ..

Programs, consisting pumanly of workshops, seminafs, apd confer-
ences, follow from assessed needs of the community colleges and are
financed through apeeml grants from the State Departnient of Education.
.Programs are hleld in conference centers convenient to community
colleges throughout the state. In the 1973-1974 academic year workshops
were offered on cognitive style mapping, developmental studies, expand
mg role of women, Imkages between the college and the commumty,v

" Panel on Allcmutc Approaches to Graduate Education. ' lnnomtwns in Graduate]
Programs. A Prelyminary Repopt  (Prnccton. Educational Testing Service, i972). (Type|
written)

. o e ¥epem ‘
ERIC - W BS ~

- . \‘h. M ' .




AN A .
occupauonal counselmg, and other topncs University and commumt,\(,
college staff act as consultants-and resource personnel Tor the*worhshops
that carry no graduate credit. . g;

The Grdduate Career Development Center in Texas dlffers from the
New York Center in that most of the programs offered are university
courses rather than workshops and conferentes, although the latter are
available. A nonprofit corporation f(mded by Tarrant County Junior
College District-and-the Dallas County Community_ College Districf, the

" Center, organized in 1972, was initiated by community college personnel
who sought the help of area universities in the continuing development of
community college staff. The Center is organized under the direction
of a 13-member governing board composed of leaders f.om the six par-
ticipating community colleges. _/

Needs of the community colleges determine the program offerings.
Each community college appoints a member of the Advisory Committee
on Staff Development whose purpos€ is to assess needs and to work with
participating universities in meeting those needs. Universities wooperating
with the Center in 1974 included East Texas State University, North
Texas State University, Texas Womens' University, Texas Tech Univer-
sity, and the University of Texas system..
~ Courses with graduate residence credit are offered.by the universities
on community college campuses. Registration van be accomplished on the
campus of the university offering the course or ot off-campus registration
centers. The courses are taught by university professors and Qy commu-
nity college personnel. Admission to a graduate program is a matter
between the student and the participating unjversity. An individual may
carry up to 50 percent of his resident graduate worh by completing
courses offered by the universities through the Center,

Courses offered in the fall of 1974 included Fundamenial Theories in
ol(ege Instructional Leadership, The Awerican
Community/Junjor College, The Community Junior College Curriculum,
Special Problems in the Community’ College, and Seminar in the College
Teaching of Literature Courses for Community College Teachers

ourses in statistics and research methods and in the dusuplmés are also
offered. Twenty -one graduate courses were-offered through the Center in
the fall of 1974, eight additional cousses of i interest to community college
personnel and offered at other sites or by ofher universities were also |
listed.?? In the 2 years of operation the center has served approximately

900 students through approximately 60 graduate courses.

A proposal to develop a cooperative progiam between universities and

" The Center Line (Arlington, Ti exas. The -Graduate Career Development. Center_for
Community College Personnel. August'l, 1972: August 18, 1974).
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community colleges in the Portland, Oregon, metropolitan area-is emerg- .
ing after 2 years of consideration. The fourth working draft of Proposal .
Jor a Ductaral Degree To Serve Portland Metropolitan Area Community
Cullege Staff represents ‘‘grassroots thinking (community college offi-
cials, partiCularly, in cooperation with various 4-year institution-people,
Nonhwesk&:&ional Educational Laboratory and state agency staff).""?
The proposal has pot been adopted by any official bodf in the state but is
currently under conslderanon by the Jomt Boards of Education and )
Higher Education. . . o .
At present the proposal outlines the need for staff arid- only in a very
general way suggests parameters for the program. Accessibility is a major
concern, and the task force has suggested the following guidelines
regarding residency. No participant should have to leave the Portland
area for an extended time to fulfill residency reqmrements remdency
should be flexible, residency does not have to be taken in cohsecutive.
terms, participants may enroll jn the program on a part-time basis.
The tash forcerecommends that an approach be deviyed to grant hours
of graduate credit for certain types of academic, job, and related experi-
enced. lnternshlps field experiences, mdmdual study, and projects that
relate to a person’s baukground and work dre encouraged beyond a basic
core of courses (unspecified in the proposal) The task, force further
believes that “"the participant will benefit'to the greatest extent possible,
y_relating their learning experiences 1o their own work e@vnronments,
using their own community colleges and adjecent communities as learning
laboratories.”'** These expenences are to be orgdmzed pn a
competency-based dppro‘u.h t uu.lude specified outcomes in the cur
riculum, internship expegiences, field atudaea. and’ the final dcgrec pro-
duct. ~
These three centers are guud exafnple\ of cooperative relationshlps
between universities and community LOl%éb In each casé community
college leaders assumed the imithative for developing the programs.
Universities appear quite willing to respond .when community colleges
define what they want and persist in worhing with um\crmles to achieve
their goals. ’

» v

L3

NONTRADITIONAL UNIVERSITIES . ' _ '

¥ o
In the last,5 years a number of new universities have emerged to offer
alternative forms of graduate programs. One has been Jesigned specifi-

= William Loorius. Letter 1o the author, bcmcmbu fo, 1974,
Y Pruposal for a Dodtoral Degree To Senve Porilund Metropoliiun Anu Communriy
College; Staf]. fourth working drift, mimeographed (August 1974).

.
*
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cally for community ‘vollege personnel, uihers include community college
personnel; and all have implications for traditional graduate programs that
wish to Serve community college personnel. Examples include t:y?;l-
versity of Northern Colorado, Walden University, Laurence University,
The University Without Walis, Nova University, Union Graduate School,
and the Humanistic Psychology Institute. The last three will serve as
examples of this new thrust in graduate education. -

Nova University in Ft. Lauderdale, Florida, may enroll more students
working on a doctorate in community college education than all the
traditional graduate schools in the {nited States combined. In the
1974-1975 schedule of cfasses, 33 clusters of approximately 25 students
each were in 0perat10'n for a total enrollment of 825 doctoral students. '

Nova Univerzity was chartered as a private graduate university in 1964
and later affiliated with the New York Institute of Technology. Accred-
ited by the Southern Association of Colleges and Schools, Nova offers
thiee off-campus programs through its Center for Professional Develop-
ment. The program for community college staff began in 1972.

The 3-year community college program requires students to participate
in six content modules (courses) taught by national lecturers and to
complet'e six practicums. In dddition students attend two summer
institutes and in the third year prepare o m.xjor reséarch project (disserta-
tion). (Détails of the program are described in the chapter by Tillery, this
volume.)

Nova s basically a tradmonal graduate program with « modern delivery
system. The ¢hange-oriented practicums, the pass/no pass grading sys-
tem, the emphasis on.community colleges, and the delivery system are
innovations that so far have proved to be attractive to commuaty gollegc
staff’in 15 states and Puerto Rico. -

The Union Graduate School, founded in 1969 by the Umon for
Experimenting Colleges and Univénsities. is one of ‘the most nontradi-
tional forms of graduatc education available in America today. Its .
founders are quite clear about it$ purpuse as an alternative form to the
traditional: **The Union Gradupte School has developed in response to
the fact that for many eompetent students existing graduate programs are
too limited, too presénbed and inflexible, and pourly adaptcd to the
yrgent needs of a society in crisis.'"!*

There is-a great deal of emphasis in the program on self- dnrcumn and
self-development. Colloquia are designed to stimulate introspection and
creativity.and ate described as “'intense learning unlearning eXperiences.”

'* National EJ.D. Program for Commumity College Faculty, 1974-75 Schedule, 3d'revision
(Ft. Lauderdale, Fla.: Nova University, August 16, 1974), ~

Y The Union Graduate Schoul (Ydlow Springs. Ohw. Lniun for Lapenmenung Colleges
and Umversities, May 1973) ,

. .
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Personal communication among peers, ddjunuts. and core f‘u.ulty is
encouraged. Cne student writes of his regard for A association with
persons, through UGS, who practice the art of being human. Here is a
quality of human contact—the tuition I pay notwithstanding—that money
cannot buy.”!? ' ’

Students, selected for their intellectual abilities, creativity, and dem-

* onstrated capacity for independent study, attend an initial 4-week
colloquium. During this colloquium students formulate their indi-
vidualized programs (independent readings and study, courses at univer-
smes fieldwork, apprentice.hips, and so on) and seiect a core faculty

- member from LGS. Two student peers and two adjunct faculty complete

the committee. A certification session is held with the committee to

approve the student™ program and the proposal for the Project Dem-
orstrating Excellence (dissertation). The *‘terminar"* is the final commt-

tee session to approve the candidate’s work, su\,cesaful candidates for a

Ph.D. are recommended to the Union for Experimenting Colleges and

Universities, whichi is incorporated under the State of Ohio and au-

thorized by the Board of Regents to grant degrees. L

) The Project Demonstrating Excellence (PDE) may resemble a disserta-

tion acceptable in a traditional graduate program. The PDE ma) also

include a publishable buok, a umf’ed series of essays or articles, a project
of social change or innovation, or outstanding creations in poetry,
painting, or musical compositiun. *‘It must represent_a significant con-

tribution to our culture.”! .

LGS plans to limit enrollment to approximately 300 students serviced by

" l0core faculty members who act as *‘roving facilitators.™ Inquiries arrive

* atthe central office in Yellow Springs, Ohio, at about 400=500 a month.

. By the summer of 1974 LGS had graduated 124 Ph.D.’s. a number of

whom were community college professmnals"” "

The most radical alternative in graduate education, nol because its
structure or procedures differ but because it gives such great emphasis to
personal development, is the Humanistic Psychology Institute (HP1)

development. In its report granting unconditional approvakto award the
Ph.D.. the Special Committee on Approval of Degre¢ Programs, State of
California, noted this central commitment of the institute?*:

i

o
'" Richard Leuba. "A Ph.D. Cahdidate’s Mind. An Independent Engineensg Education.’
Engineering Education, April 1973, pp. 512-515. “ .

™ The Union Graduate School,.op. cit.

**Roy Fairfield, "Memorandum to Adjuact Professors of the Union Graduate Su,huol
(Yellow Springs. Ohio: UGS. May 30, 1974). ‘

** The Humanistic Psychology Institute, *' An Official Descnption and F. miuanun Prcparcd
by the State of Califorma™ (San Francisco. The Humamistic Psychology Institutel.
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founded in 1971. Hp1 is not antizintellectual but it is clearly pro-self-.
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Atthe very heast of the program is growth in human freedum and sesponsibility, the Lapacity
for self-determination. By the very ideology-assumption of the program, this is taught
intellectually, but learned cxpencnually Almost unique as well—and almost adequately
Jjustified by its own imperatiy¢ —s the posxmc assumption about human nature and potential
and human growth and learning—upon which the Institute is founded. Again, this 15 contrary
to the traditional world, academic and npn-academic. Both because sovety needs such
alternatives experientially explored and tested, and because many stiidents prefes to live and
learn by this alternative, the Institute is valuablé. .

. ‘ . Y

A student describes, in the institute newsletter, what this focus on

. personal development means to him: ‘‘Being in.the HPI program 18

teaching me how o center myself and listen for, my ‘inner voice'—

whether it be called my spirit guide, my anima, daimon or the opening of

my 'throat chakra. . . . I need to purify my body/mind of the, mental/

physical, SplmuaLsexudl blocks that prevent my energy from ﬂowmg
naturally.”’ !

Muych of the activity of studems in HpI is focused on humamstlc ’

psychology and oriental philosophy. The faculty list as among thélr
interests biofeedback, yoga, meditation, parapsychology, psychoenerge-
tic systems,’ thanatology, ~amd psychedelic therapy. d

The requirements of the institute are similar to those of the Umon
Graduate School. Applications are encouraged only by candidates who
cannot obtain the advanced training they require in mogg «,onventnonaf
universities. Once admxtted students participate in a program plannmb
seminar and work with their Ebmmlltee consisting of a home fﬁculty
person, two ﬁeld’ faculty, and two péers There are o courses, andE
students use resources (such as courses at other unnersmes, internships,
and_independent study) appropriate to their needs. 7 [

/ .
Only those students are admittéd to HPI who have a cleair and

ac»eptable proposal for the final project. The final project or dnsse/rtatlon
*‘the center around which each person's doctoral studies program ts
orgamzeds *%2 The final project may be a book, a collection of gssays, a
research undertaking, a project of significant social change, a body of
poetr\, paintings, musical compositions, dances, films, or other art forms.
In any case the project must be for *’definite benefit, use or en oy ment of
humankind.”
Nova, (CGS, and HPI are radical departures from the traditional in
graduate education. As new universities only 3 or 4 years ofd they offer
a sharp contrast to the campus-based, course- and professor- dorﬁlnaled
theoretically onen!ed doctoral program housed in institutigns 100 or more

»

~

-

July 1, 1974).
~ * The Humanistic Psycholugy Institute, £h.00. Pr:;.mﬂf?li «n fmm. sew. The Hum.:msm.
. Psychology Institute, 1974). X i v
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*% Robert ‘Zelman. "' Newsletter” (San Franusco. The "lumdmsllc. Pf}eho!ogy Institute, '
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years old. At the moment, they appear to be lmmcnsel) attrdctne to
students, They are creating problems, however, that will need to be

, " studied carefullf; Will the degrees from these program,be as au.eptabk:'
. to employers as the degrees from traditional programs? Will students lose
something in quality by nqgt being enrolled in a 3- to 4- year, concentrated,

_residential program offering the rich resources of a major unnera:ty will
‘these programs attract the more creative and mdependent stude®s away
“from the traditional universities? Do these universities face early extinc-
tion by overproducmg in llmlted fields? What is a Ph.D.? These are only a
few of the many guestions to be raised because~of the development of
these new forms of graduate education. Their perimentation could lead
the_way for s:gmf‘cant‘ob\nges in traditional graduate progsams. -

) . e 2 . L \
> ’,
-~

I&IPLICQ TIONS FQR TRADITIONAL GRADUATE EDUCATION

At the Conferem.e on Predo;tordl Edu;atlon in.the Umted States, held in
#1969, a resolutlon was adopted that reﬂeuted the need for alternative ,,
forms of gmduate education®® ’

Althoﬁl gradu‘xlc eduv.tion an this vountry is strung, it can be made stronger and more
responsive to national neeus. We believe that the demands upun graduate education tuday
cannot be metby simple extension of the trends and practies of the last devade. . e It 8
increasingly clear. . . that souiety also needs. and g braduate studema are seching. aIterna-
tive forms ofgm\.ﬂmtc education. New graduate programs musi be dcmcd in response te the
changmg‘ body of kngwiedgt and tu our need fur persuns educaied to wupe with urgedl.
ncwly eMerging problemy/ A - W\ .

R b .

If grad mteﬂ ducaqu in the T United States is to change and if that

schangeis §gart. te reflect aresponse to the parlicular negds of sgaff who- e
S work or whY would like td*wofk in a community callege,, there are
ImleCElIIOI‘lS for such ghanges in the alternate forms utagradgate education .,
t‘nat have em_glged in, the »past 5 )Cdl‘S For those. gradﬁate achools "
.canIdermg new programs for c.ommumt.) college staff, the following.
" implications. offered in the f%m of f’ewmmendauons fiom this byief
~  selected review of alternate graduate: programs segm pertmen!.

»
Y - w1, . ’

» Graduate education should be {)I‘fered at the convenience of the
student. Campus free, part- -time education should be available so that
students do not have .to give up jobs and family. responsibilities. The .
university Should tahe graduate education to the community colleges
where st(Iff work and to those interested in the community, uollege——su«.h

&

A A s e » R .
o,
- ‘“ (' ited in \Iauop.ﬂ Board on Graduate Education. Graduare Education. Purposes, Prob-
“lemsS and Pommal (sthm‘glon £D.C.s NBGE, 1972, p. 1. .
) L9 : )
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as high school teachers, 4-year college and university staff, and those in
business and mdustry—where they live and work.

o The research-based Ph.D. is mapprop iate for commumty college
teachers, in that, as Roger Garrison says, ‘“The making of a scholar is the
unmakmg of a teacher.”* Universities should explore an alternative
Ph.D. or new degrees such as the D.A. . .

« Practical applications of Iearmng experiences should form a major
part of the program. An interfiship in the area for which the person is
preparing should be a minimum requirement. Additional oppurtunities to
evaluate practice’’design and test new approaches, explore innovations in
other institutions, and participale in projects and workshops should be
available., Such practical applications are major components in the |
Oregon and the Nova programs.

. Opportumtics should be nrowded for. persogml de\elopmem Tradl-
tional graduate programs have focused too narrowly on mteﬁ“e«.tual
development. The task of tegching in thé communify coullege requires an
educator with a system of values and a teaching style that can:be .
considerably enhanced through opportunities for cheching personal
. phllosoph) agamst m@t}tutlondl philosophy, exploring teauhanb styles with
colleagues, and improving mterpersonal relationship” skills. Persopal
development often becomes the primary focus of the:Ph.D. candidates in
the Umon Gr duate Schobol and,the Humanistic Psychology Institute.

® Sludents Should assume gredter responsibility for determining their
objectives and program of study and should be involved in a continuirig
ev 4§1atlon of their progress. If universities will help students assess, their
needs-and explore programs to meet thosad needs, « as.the Union Graduate
School ‘ers in its ¢olloquium, students should be able to design creative
alternatived to the traditidnal, prescribed, yequenced course structure of
most graduate schools, -

* » Graduate education should be vpen to professionals who hawe proven.
themselves on the job (Nova accepts anyone who has a master’s _degree
- and Morks ir a community vollege) or to students whpse interests and.

4bllmeb may be different frum students who choose to matriculate on
campus intraditional programs. Itis dbbud in the recommendations for
new programs and new degrecs that new kingds of students would be
served. Both Union Graduate School and the Humdpistic Psychology
Insfitute make a point of not accepiing students for \Qhom tmdmonal
graduate education is appropriate. , e

- . .
{ .

4 Roger Garnson, ' The Making of%'College Teachei.  Froceedings of the Seventh Annual

Mecting of the Counuil of Graduate Schools i the Lnited States, Washington. D.C.,

Novembey 30-Dccem er 2, 1967 - .

\
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o Less eniphasis should be placed on grades and the accumulation of .

" credits as measures Bf program completion. Traditional graduate pro-
grams now allow a number & pass/fail options for courses. There are no
grades or ‘‘courses™ in Union or HP1. The Oregon plan calls for a mudel of
competency- ‘based education that could be free of grades and the pre-.

. scribed -course structure.

o Techhological innovations for delivering education should be used to
supplement progrags of learning. If the Qpen University and Empire
" State van offer degrees to undergraduates through educational technol-
ogy, then such technology would seem to b# useful to more mature and

- self “directing graduate students. Most comfmunity colleges are equnpped
th the maehinery that could accomntodate unjversity programs. Vir-
,vgmla Polytechnic Institute and New River Community College have ,
cooperated in de.algmng programs using the new technology.
o Any new*program of graduate education for community college staff
" must be designed in close cooperatign wx,tll community colleges. Nova's-
success is related in large part to its use of community. college educators
ang pragtitioners at all levels of its activity. The very sugcessful JCLP
programs cooperated closely with area community colleges. The centers
in New York, Texas, and Oregon are good. examples of cooperative
arrangements between universities and community colleges. When com-
- munity colleges"’are not involved in initial planning and contmumg
cooperation, the result can be disappointing, lf not disastrous, as reported
by Arthur Eastman?® in his description of Carnegie-Mellon's first attempt

.,, to develop a D.A. program in Engllsh for community college faculty.

Lt » Community colleges have an importa:.. role to play in the graduate
education of community college staff. Key personnel from area commu-
nity colleges should be involved at all levels of university program
planning. An advisory committee from community colleges should meet
periodically with university staff to plan program objectives, determine
curriculum, recruit staff and students, arrange facilities, provide intern-
ships, organize research, develop in-service programs that complement
the preservice programs, and develop evaluation criteria for the pro-

 grams, Community college staff can supervise internships and as adjunct
professors to the university can teach courses and consult with students.
Community colleges can serve as practical,laboratories as they cooperate
with universities to ensure the preparation of staff who are qualified for
and commltted to the comm;mlty college .

L

.

¢

> - \/‘
* Arthur Eastman, " Developing Spevial Teaching Degrees,” Rogcr Yarnngton (ed),
< New Staff for New Students (WasQngton, D.C.. Amencan Asw»mlmnwf Commumty and
Jumor Colleges, 1974), pp. 117=12 .
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CONCLUSION . . ‘

Thése recommendations emerge from a selected review of alternative

forms of graduate programs. The recommendations are suggestions for

- traditional universities that wish to explore new programs for the repara-

" tion of community college staff. In no way should these recommendations .
be construed to mean that traditional, research-based Ph.D. programs be
reduced or eliminated. Graduate education in the United. States is
excellent because of the programs, and this excellence has served this
socnety well. .

" New programs, however, arqpecessary. There are new socnetal needs
and- new students to be served./Some alternate forms of graduate
education, some as extensions of the traditional and others as radical

' departures with little connection to the tradmonal are beginning to
respond to these new needs and these new students. Because the
,f traditional university has established its success and because it is en-
dowed with rich a-d creative resources, it can provide considerable .
leadership in exploring and experimenting with alternate forms of
graduate education. A creative university can t:oth the traditional

LY L

.and the nontraditional can meet the needs of traditional graduate students
and “'new’ graduate studepts. In the case of th munity college the
traditional university has résponded with somethm;, less than enthusiasm.
If the university, however, responds to.the recommendation of .the
National Board on Graduate Education that ‘‘new graduate programs .
must be devised . .."" and i(}these programs will reflect some of the

¢ > promising, practlces in the alternative programs reviewed here, the
community college, at leas* will grow in enthusiasm and appreciation for
‘the university. It is also likely that the university will grow in enthusiasm
antl appreciation for the commun}ty college. Such.mutual -%lmlranon 15

the hope of all humane reformers. %
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On-Site, Progiamn]atic
Approach to -
Staff Development

Charles C. Collins and Chester H. Case
LOS MEDANOS COMMUNITY COLLEGE

1
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“There is a logic that argues for the on-site, ppogrammatic approach to
community coliege staff development. Perhaps this logic can be illugjrated
by reducmg it to a true or false test: . ’

T
0
T3
TO
T

.

TO
T

TD:

- ) ) 2
! The word “'teacher™ will be used as a genenc term.to include structors, cuunselors,
» librarians, and other prgfcssional Staff members,
K

L]
Pl

‘ . a

F

F{J Millions of “*new sludenls are now jang will continue ﬂoodmg the nation's
community colleges. .

F[ Tens of thousands of commuthy éollcgc teachers’ will be hired throughout
this decade. ,

¥
F[J Ittakes premium quality teachers to maximize the golc.mal of these culturally
" diverse, oftep high-risk students. |

F D Scmor colleges turn out subject area specialists, bul this s qunc dnﬂ‘crcm from
turning out prcmxum qualigy teachers.

FO In most community collcgc districts, present in-service traimng progmms arca
cipher, a false promise with no fulfillment, .

FEJ Teaching, like most skills and arts, has to be lcarncd by doing:it. '
F[O The most promising placc to transform fubjccl area specialists nto talented i

* . -~

teachers is in the community college itself. .

FO The appropnalc time to convert subject arca spccnahsls into sensitive, skilled,
dedicated i mslruclors is during their first year(s) of teaching.

4
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- DOCUMENTING THE “YES” ANSWERS N

As this decade opened, there were over ,l,OOO'community colleges
throughout the 50 states, staffed by ap"roximately 122,400 teachers, ,
counselors, and administrators trying to train and educate over 2 million
students. The total faculty in 1967-1968 represented more than a 375
percent increase over 1957-1958.2 The Carnegie Commission on Higher
Education estimates that by 1980 there will be 3.6 to 4.3 million students
. énrolled in these 2-year colleges,® by which time at least 216,000 staff
® members will be required. This represents an increase of 93,700 during.
this decade or 9,370 new staff members each year.* Even more disturbing
than the question of quantity is the question of quality. Certainly, 1f
~ reliance i nlaced on present selection pools and methods of preparation,
the outlook for the decade ahead is indeey bleak. . ’
Of the 50 states, only seven Yéqtire any certifisate or credential for
community college instructors. One of these seven is California, and its
pro forma credential is granted upon request to those with a master's
‘ degree (or equivalent), who are free of tuberculosis and Commuaism, and
who can pay the $20 fee.® Of course, credentials do not assure quality,
* and the above facts on credentidling are 10t presented in disparagement.
- " The point being made is that the only minimum to quality contral of
faculty in the nation's community culleges is the prima facie evidence of
subject area competence—a master's degree or equivalent in a specialty
field. ¢
Commimity college professionals are well aware that **‘command of »
subject’” is not the heart of the matter. Most instructors are, if anything,
overprepared in their narrow specialty. The problem lies in transmitting
and sharing knowledge, attitudes, understanding, and wisdom between
teacher and students. It js incredible that higher education has never paid
“much attention o the professional preparation of its practitioners. To be
“ sure, universities have always sought teachers with command of the
subject ar'g.a, and professors have often begn clever enough to become

.

.. .
* Leland Medsker and Dale Tillery, Breaking the Access Barners (New York. McGraw-

Hill, 1971). .
3 Camegie Commission on Higher Education, The Open-Door Colleges (New York.
McGraw-Hill, 1970). o,

3

4 National Advisory Council on Education Professtons Dcvelgpment, “'People for the |

People’s College: Community Junior Collcgc Staff Development Prionties for the 70 s

(Washington, D.C., 1972). - ’ - .

ST M Stinnett, A Manual on Certificatiod Requrements for School Personngl m the

United States, 1970 edition (Washington, D.C.. The National Commission on Teacher

Edutation and Professional Standards, NEA, 1970).
*
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well-organized, articulate, even witty dispensers of information. Some
professors—the self-critical, thoughtful, dedicated ones—have educated
themselves to be great teacherq The point, of course, is that the
development of a teacher should occur by design, not by chance.

It is folly for community colleges to act upon the adage that what is
good enough for the umversmes is good enough for them. Hmng practices
testify to the awareness among these colleges that education is infinitely
more than a process of the well informed lecturing the poorly ipformed. In
the academic year 1969-1970, there were 1,781 full-time faculry members
hired in the California community colleges. The richer and/or more

% attractively located community colleges ““stole™ 392 faculty members _
from poorer or less attractive colleges. Some 546 were recruited from the
secondary schools, while 344 had won their teaching spurs in 4-year
colleges. Although 459 had newly minted 1968-1969 M.A. degrees, only
129 of the total number hired (1,781) had no prior teaching experience.
Forty of these new teac‘hers had had community college practice-
teaching.® ‘ > -

College districts pay premium salaries for experienced tsachers be-
cause they have little evidence or faith that the universities and senior
colleges are providing much quality preservice professional preparaticn.
But, also, most community colleges are painfully aware that they them-
selves provide little, if any,.in-service professighal development.

The two reasons on-campus professional development {5 not often top
“quality are.that little, if any, of the budget is allocated for it and there is no
one there to do it, responsibility for planning and carrying out. a first-rate
program most often fails between the admlmstratwe cracks. The college
president and the dean of instruction both mean well and often say kind
words about professional development of the staff, but they know that
they have neither the 'time nor the preparauon to carry it off.

Perhaps the authority of the National Advisory Council on Education
Professions Development will help change rhetoric into _practice. The
kemel of the advice they gave the White House in 1972 was this: °

JImaginative and potent " educational programs for community -junior «ollege staff which are
“supported by the federal gavernment, state and local governments, four yedr collcgc and
umversitics, commumiy—jumor colleges, private foundations, and other appropriate agen-

* ctes must be contiriued where they do exist and organized and developed where they do not,
if the communmity—jumior college concept is to synne atall, much less grow and mature in its
contribution to American society. .

¥

Y "

California, 1969-1970 Academic Year,” unpublished report of the Office of Educational
Carecr Services, University of California, Berkeley, 1970.
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And, most important,-,they went on to advise:

TN While the necd for pre-service programs is important, programs for the 70's should fosus on
in-service education.” . .

v

SOME COMMONALITIES OF ON-SITE PROGRAMS

A quick loof around reveal$ some common elements of on-sité, profes-
sional development programs. First, they are do-it-yourself in the sense
" that graduate programs are minimally involved. Even so, these programs ]

are rfiot vacuum-tight do-lt-yourself inasmuch as each peeks over the o
. ~ others’ shoulders, most flock to any, conférence that announces agcsslon

on staff development, and all eagerly read any addition tc the tmy . .

literature on this subject. ~ : .

The on-site programs lr\vanably have a managing enuty of somc sort,

*try-to find a center of faculty interests, tend to be episodic- ‘with menus of
actlvmes rather than integrated programs, usually depenfl_, upon exlstmg
personnel thereby heaping new responslbllmes upon old ones, most oftén

“have llmlted funds, .and compete with. unieven. success for campus
resources. Though piously supported in words, most, in fact, buck

- prevailing headwinds i in the form of negative faculty attitudes, overloaded
work schedules,’ meagre incentive and award systems .campus politics,
and hurtful mlsconceptlons of puipose. A o

i

4

.

'_Organizatio'rial‘Opiions' . B e

What can be tefmed an ““officed”’ program is one of several 0pt|ons for
' _ the orgamzatlo\n of oii-site staff development. Here, the staff develupment
: effort is assigned-to a regulanzed administrative positién.and is given a
budget and support services. At Los Medanos College, which will be used-
as the" prime example in this report, the professional deve10pment
e facilitatdr’s office is'the central point for coordinating activities, and the
T px‘ofessxonal development facilitator (PDF) becomes the most active agent
in planmng, doing, and evaluat ting staff development activities. .o

Other colleges arganize accokding to another optiqn, the *‘committeed””
. format, in which functions of program management goal definitiop,
allocation of resources, and priority setting, are essentially determined by
a committee constituted largely of faculty and, when lucky, served by an

executive-secretary-type fynctionary.

A third, the “*hyphenated”" option, prevails when staff de»elopment *

tasks are assigned te-an administrative role already in exlsteme or when

. 3

7 National Advisory Cauncil on Education Professions Development, op. cut.
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a new position of several mixed fiuty areas is created, e.g., the associale
dean for personnel services becomes the assuciate dean for personnel
services and staff developmen't :

The *‘grass roots™” option depends on an unprompted surge of interest
from within the college community to give |mpetu3 to a staff development
ac.tmty The “'command performance™” option is probably the best known
and least liked. It is the type of activity that is defined from above on the
basis of inferted or suspected needs and is administratively mandated,
Those familiar with the old time opening-of-school-orientation programs
or the **visiting fireman™" approach will recognize this option.

Of these structures, the officed format for organization appears to have
the greatest promise.for maintaining « comprehensive staff development
program. This format also has the potential danger of centralizing the
developmental function to the extent that it becomes a “‘one person
show.". This could act to the detriment of broad college involvement,

. espeually if dedns and department chairmen adopt a “let the development

officer do it" viewpoint. The officed approach has the advantage of

_personalizing the developmental effort, of attaining and maintaining high

visibility, of making staff development an on-the-reco:d college commit-
ment, and of offering accessible, highly personal and immediately
available services to faculty and.others.

The committeed approach has an advantage in that it will seem based
upon broad representation within the college community. It will probably
only undertake cautious activities ordained to succeed, since they have
been tested, compromised, and limited. It has the sericus disadvantage of
being impersonal and hard to attain and certainly not the source a troubled
instructor in need of assistance would approach for help.

The hyphenated option has built in problems, stemming from the fact
that the role will be overloaded already.?And eveh if the ‘‘dean of
everything™ has the energy for the overlodd, the multiple functions of the
role tend to' compromise the ability of the incumbent to relate to persons
.in a confidential, nonjudgmental fashion. Both the grass roots and the
c.ommand performance options can be effective in generating interest in
topics,.conducting one-shot workshops, and prodding a reluctant facuity,

. but both, are plagued by a lack of continuity, vagaries of budgetary

struggles, lack of coherence, and footdragging by the faculty.

_One On-Site Program: Los Medanos College

Los Medanos College, a new college in the Contra Costa Community

College district, received financial assista T e W. K. Kellogg
Foundation to test and further develop & model for t¢ induction and

professional development of community college staff metnbers.
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. This model shifts the primary locus of professional training from the
university to the employing college, from preservice to in-service training.
It parlays the induction of new staff members into the continued profes-
sional development of all staff members.® Auspiciously, it enjoys all cir-

. cumstances outlined as being the essential preconditions for successful

on-site professional staff development.? \

Since the Los Medanos College program concerns itself with all the
personnel of the college, it is properly-described as a total staff develop-
ment program. The program, only now in€9974~1¢75 entering its second
year, is still at a very early stage in terms of experience and availability of

evaluative( data. ,

Clienteles and Activities The Los Medanos College program addre§ses
itself to five intracollege clienteles. Those receiving the largest share of
attention are the Kellogg Fellows, the new and relatively inexperienced
faculty who are participants in-the induction phase of the program. The
Kellogg Fellows participate in an intensive 3- to 4-week August seminar.
prior to the opening of classes; during the induction year they attend a
thrice weekly, 2-hour seminar while teaching a load reduced by 20
. .

percent. Throughout this first year, they are given all the individual,
personalized heﬁthat the'PDF can offer. :

Another clientele is the experienced faculty, to whom the program is
beginning to offer consuitation, workshops, seminars, faculty retreats,
3nd opportunities to serve as teacher to.teachers by means of ‘‘master
classes™ and as colleague-mentor to new_faculty in the inductign phase.

The classified staff is the third clientele. This Sizable group is eqrolled in
a staff development seminar that meets weekly for several hgurs to
receive orientation to the college, to discuss the college's phifosOp);y and
mission, to understand its business functions, and to e¢xplore aspects of
communicatidns and intetpersonal relations. Y

Adjunct faculty (part-time and hourly instructors) is a fourth clientele.
Orientation sessions, workshops, seminars, and consuitation with. ad-.
ministrators and regular faculty are all part of the planned acfivities for
this-group. This is, admittedly’, the clientele now getting the least help,
though probably needing it the most.

A fifth clientele is the administrative group, which is enrolled in a staff

“development seminar meeting weekly for 2, hours to discuss college

~
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operation, share information and experiences, explore solutions to prob-
lems, and discuss issues arising out of assigned reading. :

* Charles C. Collins. “The Induction of Commumity College Instructors. An Internship
Model ™" Available from gric Clearinghousg for Communily Colleges, uira, Los Angeles,
California, 1971. ’ ‘

* Roger Yarrington (ed), New Staff for New Students {Washington, D.C.. Aacc, 1974).
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Structural Aspects’ The structure of tﬂe staff development program is an

mtegral part of the overall structure of the college. The program has .

introduced-several new roles, such as the PDF. This is an Administrative
role, although of a spec:al variety. The PDF holds a staff not a line,
position and reports directly to the president, while serving strictly in a
resource relationship to the entire staff of ‘the college.

Another role is that of Kellogg Fellow, already mentioned. The Fel!ow
is a full-time, fully resp nsible, and fully participating faculty member
during the induction Year It has been fOund impottant to assiduously
avoid defining this role as “‘intern,” or any other terms that could denote
a kind of “‘rookie’” status, vr a less than first-class citizenship. Salary,
rights, and privilegds are those of any first-year faculty person.

A Closer Focus on the PDF Role  To erase any impredsion that the PDF is
akind of teacher educator in exile, a proprietor of a series of seminars, we |

have indicated the kind of work the PDF might effcounter. Emphasis here
will be on the one-to-one personal services the pDf has the opportu(uty to
offer.

This is not to demean the semipars, however, for they form the asis of
Fellow-PDF relatlonshlps that bndge more personal contacts. Some
examples of seminar topics and activities will help ilJustrate the point.
Since the first day of classisa topic of prime concern, both practically and
symbolically, the preparatlon of handouts, determining course policy,
grading systems, the organization of materfa setting of class norms,

and the inevitable butterflies gre early topics for consideration. They are

dealt with at both the information and affective levels. The follow-up on
these topics comes in individual conferences, where the PDF can provide
critical feedback on-materials prepared by the Fellows, focusing on the
;mmediate and particular circumstances of each Fellow. Also held are
exercises in asking (and answering) questions and in giving understand
able directions. Fellows teach one another by video recording and uri
tique. Options for the preparation of quizzes and exams are analyzed and
evaluated. Instructional strategies, such as simulations, group learning,
andeven the lecture, are demonstrated and criticized. These and nqmemus
othet teacher concerns crowd into the seminar time along vnth discus
sions on student charactenstlcs, debate on approaches to learning,

perceptions and feelings, and explormg the role of the instructor.

The role is privileged. The PDF can work with 3 person in a non-
judgmental. nonpunitive fashion to facilitate simultaneous growth in
several directions. For example, a Kellogg Fellow with little actual
teaching experience sought suggestions, on the development of course
content. During several lengthy conferences, the dialogue widened to

-
. 68 .
= ' . '

Aruitoxt provided by Eic:

sensitizing discusstons to intergroup and interculthral relations$ personal ,




¥ i . -

include goals, objectives, activities, and ev aluation p;ocedures.@qt more
than an interesting unit was_built: An augmented self-confidence, an
.~ expanded self-conpept,‘and lessened anxieties followed. The Fellow,
.needful at that point of ansassist in settling into an instructor’s role,
.experienced success in the classroom to the applause of a concerned
.administrator. ol . .
, .A day in the life 'Qf the PDF wili'see an almost dizzying sequence of
events from formal, routine fupctions to leading seminars, planning
_activities, and, very importantly, the one-to-one 'éqnversations and con-
* ferences. By being visible, available, an {ntegral element in the organiza-
.tion of the college, and nonjudgmental, the pDF avails the needful faculty
member, no, matter how evanescent the need, of college “‘community " —
the kind oé;v.persdnal, intimate services that go unfulfilled on, most
campuses. % !
. . !
Resources The Staff Developmeni Program at Los Mzdanos College
enjoys access to esseptn’al' resousces, not the least of which is the generous
funding of the W. K. Kellagg'Foundation. For 3 yeats these inonies will,
defray the expense of the Fellow s rel:ased time, salaries for the pDF and
secretary, and ceftaip.other program.costs. District money is a consider-

head, and additional salary costs. More Tmportantly, the district has
committed, itself.go underwrite.all costs of this program at the end of the
3 year Kt;flogg grant. The district has been willing to make th.s coinmit-
ment since logic and first-year experience argue that in the cost-benefit
analysis, benefits will outweigh costs. ,

director of the Learning Resourge Center is a key resoufce in those
. aspects dealing with curriculum development, instructional strategies,
" media, and evaluation. The president, deans, and directors are called
upon for their expertise.in such areas as student characteristics,
philosophy and history of ¢ommunity colleges, preparation of instruc-
tional objectiv es, community involvement, and evaluation. The president
i> readily available as a participant, resource person, and clarifier of
policy.and procedure. !

\
kY
. 1

Goals of the Prugram The goals of the program are broad. encompass-
ing, and congruent with institutional goals. The program is intended to
establish and peigctuate an enyironment conducive to l€arning, to de-
velop an understdnding of and a loy alty to the goals and philosophy of the
eollege by all members of the staff, to encourage the use by instructors of
a wide range of instructional strategies consistent with college commut

ments to self directed learning and use of medja, to promote effectiveness

.
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able contribl;(ion as well, defraying.as it dues operating expenses, over-.

Another major resource resides within,the personnel of tHc college.,]‘hex

,




ar
N ] . -
- 2t

in interpersonal relations ar;d communications and sensltmty to the needs
of “new students. and to functlon effectively in a multicultucal settmg1

.

IMPLICATIONS FOR GRADUATE EDUCATION -

«

~ ;
Assume for the moment that the on-site m for staff development,
proves successfill. Assume that the Kellggg-funded test at Los Medanos
College demonstrates that apprentice teachers .quickly become jour-
neyman teachers and that journeyman teachers often develop into master
teachgrs. Furthes, accept for the moment the argument that the cost of
this on-site’ program |3, over the years,'no more expensive than the
present practice of trying to buy quality, by hiring experienced but
expensive teachers, If all of these assumptions proved to be well founded, k
what then would be the implications for graduate schools vis-a- vts,
community colleges? - . ‘
Would on-site staff development result in closing down umverslty
operated internship progeams for community cellege teachers? Yes, it
might. But how many of these programs for teachers (not counselors.or. ."
librarians) are viable operations in 19747 At most, it would be anl
underwhelming loss to the community college movement. I
Would on-site staff development obviate any need for undergraduate or | ;
graduate courses in psycholgy or sociology or personahty theury or

PR

. learning theory or history of éducation or philosophy of education or

curriculum or educational technologies or other courses to be found in the
cafalogs of graduate schools of education? No! Widespread- adoptlon of
the on site induction model might indeed increase enrollment in such
graduate courses for they increase the, readines$ of young teachers to
profit from in-service training. -

Would on-site staff development run counter to the movement toward
doctor of arts programs? Not likely, for graduates of such education-
oriented doctoral programs waquld simply. beeOme better candidates in the
hiring prosgss at community colleges. However, the preparation for the
doctor of arf>~s-not specific enough, nor local, ertough, nor suffi cncntly
community college orjented to serie in lieu of the induction year thalis an .
integral part of the Los Medanos Coliege model. It is aiso true' that
excessive units and degrees mgke tyro teachers expensive, hence some B
community colleges ‘might be skepfical about getting their money’s worth..

Would on-site staff development b& an alternative option to field-based .
graduate ‘programs, to approaches that pu: graduate university-based
programs on community college campuses? Again, the answer is no.
Field based graduate programs are_graduate programs that have been
moved to locatjons'com enient to students and are mostly|addresscd to

¥ N - -
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educational pra«.tttioﬁ’crs who sceh admn\.cd dt,gru.s in administration or y ‘
¢ in specialty areas of educdtlon They are not moment-to-moment and
day-to-day in-seryice trdmmg Certainly, they do not-begin to extend the
individually t'n.k{:ed kind of help that the PDF .provides, i ) )
There are areas in which the graduate school programs with their .
payoffs in certification, focus'eld expertise, and em,endering a “cos- .
mopolitan™ outlook can t.omplement on site efforts and.in some cases fill
the voids unservable by on-site programs Fromdthese genéralizations »
some final implications for graduate education can be drawn.
Just as the on-site programs need to define their clienteles, 50 also the
. gradfxate schools aspiring to offer programs for community college .
. personnel need ty define, or redefine, the most aﬁ‘propnate clients. A
1arge and diverse, but ncedful, clientele is to be found.in the experienced
faculty mempers. In this huge t.ontmggnt are numbers of successful ”
instructors, masters of pedagog,. and experts at curriculum who are
nonetl;elgss restless and need personally fulfilling activities. Another,

. perhaps overlapping, Jlientele is the facuity mobiles who have definable
career objectives and need focused. training in theory and practice of
management skills, research skills, or ad»dnced work in learning and
. curriculum. d/

dministrators constitute another clientele, but one that has traditio

al€ been served by numerous programs in graduat¢ education. A redefim- .
tivh of this clientele might identify the "*middle™ managemeht personnel .
(deang, division chairmen, departmgnt heads) and lead to programs ‘suited
to their needs. though not as extensively as degree programs.

. Finally, there is an urgent implication. Graduate schodls must develop
photiams that prepare persuns as facilitators of staff developmcnt on the
collége campuses. Every college could conceivably find useful employ-
ment of a staff development officer. This persor. needs to be more than a
master teacher and more'than a teacher educator in exile. Itis a ne'\) field.
Graduate programs could sgrve it well by working in close cooperation
_ with the community t.olieges to dcﬁgn 4 t.urrmulum rich in both practice

and theory. .

s
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8- | Umver5|ty Field- based Model .
For Graduate Professmnal
Development ~ S

o .

Dale Tillery - .}

UNIVERSITY OF CALIFORNIA, BERKELEY

Professnonal staff de»elopmem for community colleges is e»erybod_\, 5
business! In fact) the developmental needs of both teaching faculty and
administrators in the coming decade will be only partially met even-with
maximum efforts from traditional university programs, local and
consorfium-based “do-it-yourself™ programs, such agency-sponsored ef-
forts as the proposed AACIC regional development centers, and new
umversny field-based programs. This becomes apparent when we think
about the numbers to be serveyd, the dimensions and quality of develop-

.mental activities required, and the continuing or renewal aspects of

professional development.
Recently, 1 had the opportunity to check some of the community
college staff prOJecuons I had made for the Cainegie Commission on

Higher Education and found them to be reasonabl y sound. In brief, by 1980

we will have approximately 103,000 full-time equivalent (£ ft) teachers

" and 5,000 administrators at the dean level or above.' From 1975 to 1980

there will be an estimated 30,000 new teachers and 500 new adminis-

' The Camegle Commission on Higher Education, The Open Door Colleges. Polluc.s Sor
Community Colleges (New York. McGraw Hull., 197 15, Leland L. Medsker and Dale Tillery,
Breaking the Access Barners (San Francisco. McGraw-Hill, 1971), R. E. Schultze, Adnun-
istrators for, America’s Juaior Colleges, Predictions of Need 1965-1980 (Washington,
D.C.: Américan Association of Junior Colleges, 1965).
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trators.* These projections are based on institutional growth, as well as on *
éstimates of-staff replacement. In relationship to number$ only, thcg‘ the.
challenge to-al! of us is staggering, particularly,,if ypu assume, as-1 do,
that existing teachers and administrators neéed (and will seek) professional
+ development at least as muth as new staff members. - . | .
Definition of the scope and quality. of developmental programs.is harder
to come by. Btt I take the position, gs do'most wrilérs in this field, that
the community colleges are not fully prepared to fulfill their commitments
tg the students and the communities they serve.® New programs, new .
teaching methods, new people, and even new organizational arrange;
ments are ‘called for jf promises are to'becdme realities. Such efforts
reqlire extensive research and theoretical foundations, disciplined plan-

" ning, implementation, and evaluation, adequate financial support, and far
better articulation among those involved in professional development
efforts than now exists. These issues take on special dimensions when

.+ viewed from the perspective of continued individual renewal uver the full

span of professional life. They are identified here because of my opening

L asSertion that many groups will and should have a “piece of the action.”
Competition within this emerging complex of community college profes-
sional development activities and political efforts to stifle. innovations
would not be constructive. A new order of cooperation and coordination
is needed. ) N

1’I‘his paper will describe and generally assess one major approach to s

community college staff development that is both fresh and innovative,
but one that grows. from a long and well-tested tradition in professional *
graduate education. I have chosen to refer to this dpproach as the uni-
versity field-based model. Variations on the theme are unlimited, and
a‘number of them are now in operation. Rather than present a survey
of these programs, I should like to sketch the general principles or
elements of the model, suggest some dimensions for evaluation, and
describe a specific program (namely, Nova University's national Ed.D.
program for community college administrators and teachers).

* ~

® The estimates 6f new faculty are based on the following fauts and assumptions. There were
approximately 40.000 £7¢ faculty 1n Amencan 2-year publiv wolleges in 1966, a ratio of 1.25
FIE faculty to FTt, students leads to a projection of 103.000 r1k fuculty when based un
projection C of the Carncgic Comaussicn on Higher Education of 2.569.000 ¢ i& students in
1980; using Carnegie Commission”s projection of an increase of 433.500 ¢ ik students from
1975 to 1980. it is estimated that 17,340 aduitional F1& faculty will be needed plus 12.650
replucement FTE faculty (from Medsker and Tillery. op. cit.. pp. 31. 102).

* K. Patricia Cross. Beyond the Open Door New Stadents to Higher Edusanon (San
Francisco: Jossey-Bass, 1971), John E. Roueche, “Salvage, Redircction. o1 Custody?
ERIC Clearinghouse for Junioi Colleges Information monugraph series (Washington, D.C..
American Association of Junior Colleges. 1968). Edmund J. Gleazes. Jr.. Thus Is the Com-
munity College (Boston: Houghton Mifflin, 1968).
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- philosophy and practice? .

« !

DIMENSIONS OF THE FIELD-BASED MODEL

Like many “‘nontraditional’” forms of \.ontempumry hlgher education,
field-based prugram:: for professional development of community college
persohnel are designed around concepts and practices that have been
tested over time. That these practices seem innovafive and nontraditional
today .fesults from the excessive academi. orienttion of much recent
gradu: cdux.atwn What then are the essential elements of field-based
education? In what ways are they grounded in sound educational

lntegratioh of Theory and Practice

Both the medn.al professions and the hard sciences, for example, have
demanded time, resources, and laboratory or linical settings in which to
test concepts against real life. This, marriage of theory and practice goes a
long way to explain the phenomenal de»clopnienl of many scientific and
stechnological fields and the relative lag in Lertgm social and humanistic
fields of education. The pra\.ueum the internship, and the clinivgl semindar
predate much academic work in the medical and empirical sciences,
_Interestingly, such practices have been enhanced rather than abandoned
as these fields less than a century ago were incorporated into American
universities. This is because of the leverage that theory and scholarship
give to the understanding of expenem.e Why in light of this tradition has

. field experience been o suspect in other disciplines and in the preparation

of professional educators? I would fike to suggest that there has not been
an adequate body of theory to sanctify the marriage of classroom and
fieldwork. Mu;h fieldwork in education and the sodial sciences has been
tacked on'to academic, activities. It has little relationship to what i is
learned in‘the &.Iassroom “the fieldworker often has no lens to mterpret
whaf goes on in the work situation, and-frequently, he hus little concep-
basis for explaining why he does this or that. If these charges are true,
is little wonder that practical experience is not legal tender in some
unnersny circles. The field-based model, as ye shall see, gives speual
attention to the integration of theory and practice. -

-

Involvement of Practltioners in Setting and Achlevmg Objectives

. There appears to be nu dimynution,gin the charges that many university

graduates are ill prepared to fum.xlon as the)\wcge supposedfy prepared,
This conviction 13 50 mdcsprcad the community college that much
preservice education is copsidered ) be'irrelevant if not dysfunctional. It
has been fascinating recently to talk with university professors of English

“
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program design but in conductirig the program and‘its evaluation.

huave been developed. In many programs, however, the internship is

and mathematics, among others, who are discuvering that the community
colleges are now the only places where their graduates ‘might be
employgd. Although some of the faculty members seek to learn some-
thing about thOSgbCWiIdering institutions out there, few of them seriously
consider the possibility of working with community college leaders in
desennining programmatic objectives. This is a far cry from the contem-
potary architect, for example, who spends great amounts of time with his
clients in defining design objectives and in determmlng architectural
specifications. Similarly, the field-based model requires.a high degree of
paruc:pauon from teachers and administrators in the figld, not unly in

Education: Where the Action ls

As in the clinic, the courts, and ‘the laboratory the arena for much
professional learning is in the daily, life of real institutions. Why demand
that the student leave these natural laboratories for the lecture, hall or
seminar room? It makes more sense .to import the theoretical and
scholarly componefits to this real world than to deport the student from
the very settings in which he needs to gain and ref’ne new insights,
sensitivities, and skills. This recognition of;the great learming pusmbllmes
in professional settings need not result |n provincialism nor in self-
confirmation. The field-based model envisions cross institutional stimula
tion and comparison and extensive iptellectual interaction with peers,
institutional leaders, and umversny faculty. .

Regretfully, I find that in many universities feld cxpenence and
responsibility is viewed as interference with the academic components of
graduate study —something to be tolerated and maybe to be included as a
degree requitement. In the latter situation, some splendid internships

merely window dressing, carries no credit, and is inadequately super
vised, if at all. . .

In the field-based model, many seminar projects, practicums, and
research are encouraged or requnred to be grounded in the field setting.
The linkages between actual issues in the student’s employing msmutwn
and conceptual knowledge from seminars and readings are called for,
evaluated, and utilized in teaching. .

v

Service to Field Institutions .

Traditional doctoral studies, like seminar papers and projects, aré viewed
as of questionable value by practitioners in community colleges. The
belief that these products are usually filed in university hibraries. never to
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be read agaifi: rings a bit too true. I can recall not too lopg ago a comment
by a national leader in community college education that dissertation
abstracts he had reviewed from a number of uni»ersily centers rep-
resented a waste of time, resources, and potcnnal for seryice. Although 1
do not sharé this assessment, it does seem clear to me that many
universities continue to encourage students to produce dlsscrtqtaons that
“are dull, trivial, and of little «,onceptual importance. True, if js not easy to
strike a balance so that scholarly Work brings appropriate theory and
methods to bear on impertant questions in educational practice. But that
is what the professional degree is all abgut! Projects of this nature are .
eagerly sought after by colleagues in the community colleges and become
leverage for educational change. :

The field-based model makes a virtue of direct service to the commu-
nity colleges. In addition to encouraging major research projects useful to
the field, students conduct practicums as essential extensions of seminat
work, are expected to nm.oxporate Knowledge from professional experni- -
ence into their papers dnd seminar activities, and are encouraged to apply

* new ideas to their professional ‘work as teachers and admjnistrators.
Ideally, individual students join both peers in the graduate program and
associates in the field to tackle complex problems in their colleges.

’ v

. 5 ‘
Part-Time Student,, Full-Time Learner .

1t is my impression that most universities have lost the batllc of trying to
compel professional students to leave their Jjubs in order to study full-time _
for graduate degrees. Nevertheless, they still try and have difficulty
accommodating and, respecting the working student., Classes are fre-
quently offeredsat inconvenient times and too mfreduenlly for _the
part-time studer( Furthermore, since the wm'kmg student must slret«,h
his program ‘over longer periods of time, he'is uften penalized f'nanually
and jn regard to residency requirements. Perhaps most serious is the
dlffcult) he sometimes has when he wants to ground hid new learning.int
the'realities of his professional life. When he does this, he runs the risk of ,
being viewed as provincial and too pragmatic. - ™

The field-based model is deslgned for the working professional. In all
aspects it seéks to honor and use experience, but_with new powers of
conceptualization and methodological discipline. Above all, the student
doesn’t feel like a s¢ ond-class citizen, und arrangements are centered
around his availability and professional xe'sponaibilily Such arrangements
have been made notjust for the .conveniénce of the student, rather, they
happen because the field-based' program is founded on the belief that
professional work and study reinforce one another. The whole i 1y greater
than the sum of the parts! .
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There are other aspects of the field-based model of.graduate education
that mu,ht be added to our discussion, many of which would be principles
cf good educational practice generally and not unique to this model. In
discussing criteria for program assessment and the Nova University
program, specific examplef of these concepts will be visible.

Ld ,3?‘

CRITERIA FOR EVALUATING PROFESSIONAL DEGREE PROGRAMS

It would be useful to have comparative studies of field-based and
campus-based graduate programs for community college personncl To
my knowledge, none exist, although individual programs of both ty pes
have been evaluated. To stimulate such comparative studies I have
prepared a set of criteria for consideration. Although I bélieve the
essential elements for evaluation.and «.ompanson are presented in Table
1, it is likely that we could think of additional ones.

1 have taken the liberty of making tentative compansons of the two
types of graduate programs. These, assessments are .not gr0unded in
empirical studies but on my knowledge of. and personal experlence with,
field-based and campus;based education. In suggesting such compari
sons, I-have in mind the several university community college leadership
programs originally funded by.the W. K. Kellogg Foundation and the new
field-based Ed.D. program developed by Nova University.* However,
awareness of-other programs that have emerged in reccnt years has also
influenced my value judgments. ’

It seems clear that both types of programs haye advantages and
disadvantages and, as assessed by the proposed criteria, vary markedly
within each type. Of coufse, in designing comparafive studies it would be
important to add such factors as financial resources, institutional com
mitment, and program produetmty as defined by graduate cmploy mem,
advancement,.and leadership, Interestingly, there are few, if any, ‘‘pure”
campus-based programs, although several of the fi eld-based programs are
untainted by what some advocates consider to be the constraints of
campusoperation. Certainly, too, it should not be forgotten that most, if
not all, of the elements of the field-based approach were developed and
tested on umiversity campuses. Each.of the original community college
leadership centers, for example stressed the lsnportam.e of codperation
with the 2-year colleges in its serve area, the need for internships and

RN - . 4

! Nativnal Advisory Counul on Eduvation PI’OfC&SIOI‘Ia Development, "'People for thc
People’s College. Commumty College Staff Development Prionties for the 70 s

(Washington, D.C.. 1972}, Amencan Association of Jumor Coulleges. Eleven Uniyersity
Programs fgr Community College Leadership (Washington, D.C., aacic, 1970).
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JABLE1 Citeria for Assessing Professional Degres Programs®

-Field Campus
Criteria - . Based Based -
Community-college involvement in .
program design, implementation 42 - to. +
, “General quahf cation of students * J oF+ - J to ++
.+ Faculty qualifications . N .
\ Scope and diversity Tt . - to +
4 Commuwnity college competency ++ -to ++
Integration of field experiences ~ 4 - {0 ++
Designed for working professionals ++ -to/
Availability of learning materials .
University libraries -to/ + to ++
Z  Access Yo media b Jto +
Local group libraries, +10 ++ ~ 10 ++
Intellectual stimulation

. Freedom for studysand:research - - —-to ++
Interdisciplinary study J 4to ++
Cross-institutional input . t+ . -3+
Association with national leaders ++ ~ 10 ++

+ :Regional and national meetings + Jo+
Leadership development J to ++ -6 ++-
Evaluation and self-correction of program ++ -0 +
Professional recognition of degree et ? . Jto++
Nature of program . :

+ 7+ Scope * * ++ Jo+F
Intellectual content + J o ++
Professional conteiit » ++ . Jto++
lnlcgmlion ’ . . + Jtwo++ .

* The assessments below are purcii subjective and are. bascd solely on the aulhox s expencence with
both types of programs.
5 The évaluatidn symbols in order from leastio most favorable are. ~, V, +, ¥+,

v
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other field experiences, and the value of utilitarian projects and disserta-
tions. It is from this tradition that exclusively field-based programs have
emerged. So jt is not surprising that much of the leaderslup for this new
emphasis comus from university professors and community co]legc
personnel who he worked together at the several leadershlp centers.
The real issues in understanding the uhlqueneSs of such a program as
that conducted by Nova University, for example, are those of scope, the
primacy of professional experience, and a philosophy that makes.part-
time study a virtue rather than an erhbarrassment I hat®e heard spokes-
men for traditional campus baseq:programs argue against letting external
dcgree field-based programs operatéin their regions by daxmmg that they
too can offcr field-based education. Quite apart from asng why they

4 -
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have .not done so, I would want to have answers_ to such questions as
follow. What kinds of resources do they have available to engage in such
high cost education? What kinds of commitments do théy have from
university leaders and faculty colleagues who frequently distrust and
discredit **nonacademic™ learning? How would they manipulate graduate
school regulations related to residency and full-time study ? What sucLess
will they have in getting university committees to encourage and apprme
dissertation topics and designs that promise some usefulness to educa-
tional practices? All of these objectives might be achievable in some
graduate school settings, but they cannot be achieved by a naive ‘*me
too’* claim. Again, it is important to stress the relatively high cost of
developing and conducting field bused education, particularly for those
universities that have little tradition of working Looperatlvely with
community colleges.

Even university centers with the longest tradition of service to the
sammunity colleges and linkages with these colleges through their .
graduates and through the history of jointly planned activities are facing
mounting criticism from leaders of the community college movement. The
,scope and relevance of some programs fall short of what community
colleges deem essential. It is within this gontext of promises and produc
tivity that university graduate programé need to be reassessed. Field
based programs help clarify the criteria for such assessment and provide
promising alternatives for more traditional approaches.

NOVA UNIVERSITY'S Ed.D. PROGRAM FOR COMMUNITY
COLLEGES , ,

I have chosen the P)p\a program as a prototype of field-based graduate
professional education for a number of reasons. Tirst, I know more about
it because I have been involved for several years in s development and
implementation, second, the program exhibits great scope. conuept
comprehensiveness, and extensive interndal and external program evalya-
tion. The choice of the Nova program may suggest that | am equating
field-based education with external degree granting. That this ts not the
case will be made more explicit in my closing comments. But there is o
certain logic in choosing a program that seeks to weave all the essential
elements of field-based education into a comprehensive package. Nova
certainly does this. In implementing certain of the elements, however, it
may be more traditional than some advocates of reform in professional
education think appropriate. It has been said that the Nova program is
traditional in content but new in its delivery system.

»a
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An Overview ‘ /

Nova University, chartered as a graduate university in 1964, was affiliated

with the New York Institute of Technology in 1970 and was accredited as
- ‘a graduate institution by the Southern Assqciatipn of Colleges, and
Schools in 1971. Since the community college program is national in
scope, Nova officials work with state educational bodies in gaining ap-
proval for operation in the several states, such approval is based in part on
the regional reciprocity. resulting from accreditation by the Southern
Associafion. The program was announced in 1972 at which time a number
of professors from other universities with community college graduate
programs joined several leaders from community colleges to help desngn
and conduct the new programs. In November 1972 seven clusters were in
operation; by January .1975 that number will increase to 30.

Nova University is offering an off-camipus doctoral program designed
specifically for qualified community college teachers, counselors, student
personnel service staff, and administrators. Candidates who have mas-
ter’s degrees may. specialize in administration, the behavioral sciences,
and curriculum and instruction. Statements of several major objectives,
are best adapted from the most recent announcement of the program®:

o No longer must umiversitics be walled sipations tu which students must systematically .
present themselves. .

¢ The ngorous program, expuncd to the student>" home environment. calls upon lhc
dedication and talerance for ambiguity that defines the exceptional student.

« The practivums and the majur applied rescarch prujent provide opportumities to grapple

with geal problems in education. -
o Since the program 1s geared to the unigut sytuation of community colleges, participants

sheuld be more responsive (o the ndeds of their snstitutions through institutiofial rcscan.h

projests and the curriculum. /|
e The prevailing piovinuahsmin sume educational institubions 1s mmgalcd by providing o

national perspective tw the prugram. The scarce national talents of community” college

leaders throughout the country are courdinated wherever clusters are located.
¢ Aninformed sct of leaders whu arc involved in the community «.ollcgc movement will be

produced on a national scale.
. Institutional. mxprovcmem are 1*bc fustered through practicums and (nsmuuana!

resezrch projects cdnducted by participants.

~ .

Well that's a tall order for any program or group of prpgrams. Later, 1

will try to sketch the strengths and the weaknesses 1 have experienced:in |

* the program to date. However, [ should say now that remarkable progress
. has beem made, and a number of university and community college

» - -t
5 Nova University, Ed.D. Program for Commumity College Faculn (Fort Lauderdale.
Nova University, 1974). .
Y
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leaders who were holding back until evidence of quality was apparent
have now joined in the effort to ‘make the Nova innovation work. The
leadership of Nova University khows that this commitment on the part of
national leaders is less to the university than it is to creating an alternative

‘form of, graduate professional education.

The Clusters . : )
Each cluster is composed of from 25 to 30 members who ger;erally hold
teaching, counseling, or administrative posrtrons in community colleges
'Gﬁstered within commuting distance of oné another. The number of
colleges, varying from cluster to cluster, generally include about six
colieges. Prior arrapgementsiare negotiated with the colleges so that
participants are granted recogmtlon for work completed in the program, -
facilities are made available when appropriate, and cooperation will be
available when students undertake practicums and other projects. Typr-
cally, the cluster coordirator is chosen from ont; of these colleges. This
person must have an earned doctorate and skill in facilitating the learming
process. The coordinator is paid by Nova University and.has cluster
funds for library materials, guest lecturers, and other professional ac-
tivities of the cluster. The national lecturers and the Nova staff rely
heavily on the coordinator for flow of materials and communication.

Increasmgly, the coordinators are playing a-useful role in the approval
process for the major applied research project (MRP} proposals and the
final projects.

Within a short time a high esprit develops among the cluster members,
and this sense of identity is stimulated and utilized by the lecturers and
staff. The students soon learn that they have much to learn from one
another, that their several colleges offer alternative ways of doing things,
and that doctoral study i3 not the lonely business it is reported to be.
Waorking and living together dunng the . summer institutes enhances
morale and mutual service among cluster members. e -

“ It is typical for cluster members to join together in certain practicum

Q}wrtres and in preparing presentations for seminars. They have also
sponsored professional activities for their own group, as well as college
colleagues . .

Moduies of Study L. {§

In addition to the }ollowmg six core modules, each participant must
complete a major applied research project in the third year. (This third
year will be described in a separate section.) Each of the six modules 15
designed to help the community collcge leader reach a high level of

i~ , 82 / -
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proficiency in structuring the learning envircnment and p‘rogr;am so that
students may learn more efficiently and effectively. Each module has..
been developed by teams from universities and community «.ollegeP and
specific learnmg ObJELtIVCS have been established, forming the b,ws for
teaching and student evuluation. Furthermore, bibliographies are des
veloped and form the basis of cluster ibrary materials purghasmg The

modules are: ) } =
1. Curriculum development in higher education;

. 2. Applied educational research and-evaluation; & -
3. College governance; - ) . ¢ e : .
4. Learning theory and applications, g - ’ ‘
S. Educational policy systems in hlgher education; _
6. Socl:\etal factors. ' T

These modules become the core of the first 2 years of study., Each module,
lasts 3 months and is taught and evaluated by a natlonally dnstmgunshed |
lecturer who has an earned doctorafe. In addition to the module proper
(lectusgy, reading, group work, writing of papers, and s0 on) each student
must design a practicum related to that module and, upon its appro»al by 4 .
the Nova staff, complete the practlcum for credlt The prautlcums are .
made available to_the students’ own,mstltutxons to other colleges in the )
program. 3ed*by sele»me publication to the professionSEfforts are made
to see that the several modules reinfor.e one anuther and that unneces-
sary overlap is avoided. . .

Because the 5ubJect matter of the several modules suggest »arymg
teaching strategies, ao single description of what takes plou..e during the 3,
months of learning is complete. Variability’.is also inttoduced by the .
individual styles of the national Jecturers. Nevertheless, same idea of = |
module activities canbe gained by a bnefdes»nptlon of my own approach
to teaching the governance module N,

I . N

Orientation During the summer institute I meet with members of the’
three clusters with whom I will work during the' wming yearl. At this time .
I share with them .ny objectives for the sessions and'my Ytyle, challenge
them to begm reading from thg blbllograph) and” gel to know them as —_
individuals.and they me. ‘ o

(S . *

k,Pre.{lud» In additlon to biblivgraphies, :peualj{uJulc matenal;_are sent

EMC > - ‘

to the cluster prior to my first »mt. These include pro".ux.auve phpers,
unpublished data or reports, and vase materials. The first seminar pan
assumes that the students aré prepared to mo»e with ne at a rather
sophisticated iever. . P
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The First Visit  Since the cluster seminars usually meet on Saturdays, I
.often arrive on,Friday in order to meet that evening with the clusier
coordinator and, frequently, with the students. We formally meet at 9
a.m. the next morning for an opening seminar on college go»ernance with
particular empbhasis on decision-making structures, useful theories, and
the complex governance hierarchies within which {ndeiual colleges are
imbedded. Because 1 reguire group work across institutions durmg the
month before my visit, I spend some-time during the mormng in having .
each student ldennfy his or her role in colldge z,owerpance and beliefs
about the’ major issues m»olwed “This usually results in new awareness
dbout how colleagues can be of help in the module, and information
elicited becom&s .an agenda for the module Dunng the afternoon the_

institutional cases and methods for their use at the next session are \

introduced and dzcisions reached about the ‘composition and worh of
teams in studying the case and making presentations during the second-
session. We also discuss the topics and style of the two position papers 1
requjre for evaluation. One of thése papers is to be mailed to me a
weeg before my next visit and the second ¢ week before the third vidit.
My dommitment is to read, comment on, and grade the papers so that I
can distribute them during the second and third sessions. The first sesson
ends around 4 p.m. with an agreement on the modules content, pamupant
responsibilities, and products for evaluation, /

&

The Second Visit - The second visit is very intense be;,fluse the case work
stimulates understanding of similar issues in real institutional hife and the
usefulness of concepts in standmg back from immediate experie ce.
Imanably the <case prescntahons@ue been done wnth style, rcﬂeutmg
, effective tcamu ork during my absence. Readings and experiences are
tied'into case analy sis. Sometime during this day a panel of students who
hme written particularly stlmulatmg. bot copceptually different, papers
works with me in discussing the issucs mwl)'cd Finally, arrangements
aréireviewed fog the second paper and the month of individual and teams
work required fo 1the third visit. Whenever approptiate, the Fnday ¢
ning preceding this sessiuf is spent in an jnformal dinnér meeting with )ﬁ
students and. on bccusion, with the plﬂbndenta and other leaders of the
colleges m.akmg up the cluster. . . )
The Tlunl hs:l Usually, the o.en"!;kdl topu, of this last session is Fsc‘xl
management and decision,making. Teams have worked on such jopics ad
program budgtting. state” plans fuf college finance. and the bd z,etmg
process in staff development. Often this interséssion work invol¥es local
and state offidials who sometimes join us fur the Saturday yeminar. The |
da) moves fapidly. Mon. has been learned than can be share-,l In so shoita
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time. I use this reality to stimulate continued reaging', expel'"ienq;g, and
A J -

& cluste}_ work in the area of goYernancg. Throughout, my rol¢ is to
stimulate, interpret, -‘md‘sy nthesize. Because I have read and’evaluated

, the second paper; I am prépared at the elose of this 3-month period to

submit the final grade for, edth student. I also knﬁf from experiénce that

-1- learning mote about coHege governance is stimytated by daily .:experje,qz’e
on.campus and {n discussions with cluster colleagues. Finally, at the next
summer institute, other lecturers and | will be challenged td preseht

5uppl,emcntgyy semffars on governance topics. . A
. e . \ L)

. ! ]

»

. z .t - L
Summary Teaching a Novd cluster is exciting business. It Trequired
careful planning and supervision. It must be based gi' thorough knowl: .
edge’ of the -realities of institutional life, as well a$ of the theory and *
" research in the figld of study. Above all, it requires the ability to learn as
.well as to teach.. R '
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S|1mmer Institutes’ o , .
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7

- . r . - .
Once a year a 1-week institute is held at Néva (}mversnty .,'A participant is
required to attend two ifistitutes during thg 3 )e'a‘rs ot:' the program. .

.
&* B 4 B -
- . : . *

" The puIpYsG of the nstitute is to bring together the participants, pragncum evaluators.
_national lecturers, and other natiosially kgown educators té ckpress and share ideas

r Matgnial 1s presented that explores the deeper imphcations of each core area. These
sympusta.arc iatended to elaburate on applied theory. and they focus on current issués in

4 « higher education. The intermingling of pariuipants from different parts of the country is

v, .expected to, provide an ennched ervironment for the ovesall Institute.®
“

e v
»
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U In July 1974, as in 1973, the institute attempted to “*knit it all together,”
as well as give special attention to the design and dpproval of proposals
far MRP. A new set of faculty were present—fhe MRP sponsors. These

~ sponsors goordinate the tommittees that work with students in the design

. and production stages of their MRP. Int addition to substantive work during
the institute, schedules were ‘arranged for supervision during the third

_year and-sore proposals were approved. i o
It &}ve‘ry difficult to describe the range and intensity of institute

activitits. Much is.formal and disciplined,_,much is sucial and Spontane-
pus. My impression is that the two agendas mix well, but students and
faculty alike leave in a state of near gxflaustion. In brief, formal
evaluations of the institute show. very high praise from. all participants

[Arurror rovisa o eric SR ] .
.
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~ guasi-experimental studies. In some,_cases, these are clearly the designs
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Ma;or Apphed Research Pr\bge(:t . . ‘ -

The thrrd year of the Nowa R,ogram is essentrally dewoted to the desrgn . -

and preparation of a major reseg\xrch project. Elaborate and well-
coordinated pfocedures have been wotked out for faculty advisementand
approval for the MRP proposal and ;he fnal project. The MRP sponsors are
all faculty members"f;om other Amencan niversities with experience in
:ponsonng dissertations, and they coordmate\the three- member teams for
gurdmg\and approving student research. One member of each team is}a
resident member, of Nova University, the third m mber may be a cluster
coordinator, a national lecturer, or a local profess onal with an earned
doctorate. Pldnmng for the third year and responsrb\lrty for MRP quality

" control are under the general supervision of the former dbector of one of

the first Kellogg leadershrp programs who haa alsp served as director of .

one of the major national research centers in “higher educatro
"The. statement of purpose 4nd a guide for desrgmng and x.onduc\;ng the
major research projects was developed by a team of national lec curers,,

Nova staff members, coordinators, and students. The ‘emphasis on 4

“esearch that promises to\be of practical value to institutibns and the
eduiatronal profession reflect ts, the ﬁhr]osophy of the president of Nova
University and-the director b\f the Ed.D. program for community college
faculty. As mrght be antrcrpatedia number of the first group of students
enterrng the third 'year want to do rather traditional experimental or

indicatéd in'view of what the student wants to learn. In ofher cases, such
designs clearly are hindering, and studegts have been encouraged tqQ free

+themselves frqm,such constraints.

-

Specifically, it is hoped that many Nowa stude_nts will mcorporate as
integral parts of their designs the dev elopmenlof program mddels policy
recommendations, and strategies for rmglememmg ipstitutional uhange
When appropriate and feasible, evaluations 'of the change processes will
be nmjor aspegts of the MRP. In other studies, policy and progrd
reeommendatrons, as well as strategies for implementation, are less
ngorously incorporated as implications of the study proper. To date, MRP
sponsors are finding students interested and increasingly effegtive in
dealing with the design and methodology of applied research.

In,summary, the Nova students who come from,many disciplines will..
be askmg different research-questions-and-will be guided in- seleutmg the
most appropriate design and methods. In any case, they cannot escape the
" responsibility of dealing with real institutional issues and uonduutmg the

research and its reporting in ways that erI ‘ )
\‘\" .
. Have high potential use for the partrcrpdnt in the professional
srtuatlon, o ,
8% - © ! r,
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« Contribite to tnem)'u‘ovement of educational.gractice, _ \ .
» Be conceived | yttfin a framework or rationale that recognizes the |
- -need for change in practice, as.well as some assumptions about the.
< 7 desirable direction of change, : |
+ Have hypotheses or questlons that stem ejther from previous re- :
search or from a theory that guggests possibilities to beg\ested
- -~ . e Lead, in most_instances, to some project or leLlKa[, |f put into
'« -pracfice, can e, evaluated . (e
M . N\ 1 >
A . u‘ \\ ‘\
Recommendatlons for Improvement :
The strengths of Nova Umversny s Ed.D. program ha\e been founded oft
- eonductmg a complex, nationwide, field- based\extern‘al degree program.
The potential weaknesses are correctabie at this point, and the readiness
. of Nova personnel to ehange, based on extensive iriternal and-external
evaluatlon, is encouragmg Major areas of vulnerabjln) include the 2

followmg 3 - .

.«

- ¥

o The relatlonshlp of siZe to qualm is pamcularly crucial in the Nova
program because of the™wide geographic distribution of tfe clusters
Continuous evaluation of teaching, curriculum, and student p%oduumty
is essgntial. Key staff members with primary responsibility (H quality
control have ngw been employed. ] ..

o The msmuk program needs to be re-examined, given the special
attention needed by students beginning the third year. The idea of -
bringing néw. ‘ntegmediate, and advanced students together has much
appeal How« .r, some ov erlappmg schedule would achieve the goals of-

.student cross-stlmulatxon and at (h&same time permit the institute staff 10
focus more effectnely on the needs of the various groups of students.
. ¢ More attention needs to be given to ensure substance similarity Qf the )

v several modules within the range-of individual differences. Continubys
curriculum revision among the national faculty members would ehmmate
inequities among clusters. ’ . .

o New criteria should be used in selecting cluster coordinators so that o
theysthay contribute substan;nally to the work of the third yedr.

o “The decision tu terminate staff members who ¢ onsistently Teceive low .
.student evaluations should be faithfully carried out.

o More attenuon should be gnen to developing cluster libraries and
facilitating stullent use of materials from major university hbrancs in theu,‘
» regions. . . .
. o The research module “should be re-examined to ensure consistency of

the methodology taught to that perm;aanble for the major apphed research
' project.
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CONCLUSION ‘ .
©

y * perhaps too-much attentiop, has been given to a program that incorporates
most, if not all, compbnents of the fitld-bdsed model and on such a large
scale. The model, in fact, can be utilized effectively in less dramatic ways.

\ Someé ,ynwgrsnty programs make use of several model components in
conjunction with more traditional of®s. For example, many of our

= university campus-based programs use research or administratiy |ntern—

ships and extenswe fieldwork and encourage field-based. researc
lt should also bé obseryed that some of the most interesting fi f’eld based

’ ) educatlon has not been associated with advanced degrees. A number of

preserwce mternshlp programs, though of shorter duratnon ha\e objec-

. tives sipfilar t those deacrlbed»m this paper. Needless to say \eme of the

© great xpenmentsdu cdoperative education and work-study programs at

the undergraduate level are in this tradition. Their success provides a

body of experience and belief that underglrds ‘the field-based model for

T profess:onal development . % %
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9 Regponse of UmverSIty
* .. Graduate Progrims to

: _Cq’mmumty‘. College . - "t

o Scié’ncé Staff Needs "~ .

.

/_/ . ",' '%t"’.

- ‘Melba Phl”lps ‘ N L

STATE UNIVERSITY OF NEW YORK AT, STONY BROOK"
- . ) ) - (\ . ’
Whatever the staff‘ng needs of the community colleges, let me admit at
the outset that the graduate science departments in the universities are
unlikely o do much of anything about.theh, at ledst not explicitly. One
fundamental reason is that the candidates ate not identifi ed even to
themselves Who sets out to become a commumty college science

teacher? The possnblllty is hardly known to e),ust Even if it.were °

recognized, what steps could be taken to-prepare exphcntly for it? The

‘situation is quite different for high schbol teachers, and a good many

universities are serjously, concernqd ‘with .programs desngned 0 prepare
science and mathematics teachers for the secondary schools In fact,
some university scientists will argue that.a special program for community
college science teachers 1sa coritradlcuon in terms and that the emphasis
should be on good teaching, not junior ér sembr collegg& teaching.

. Demands for community college teachers are s: .mll (perhaps 5 percent of

that for high school teachers), and, as I shall try to show, the requirements
cannot be welf defined. The one program in physics with which I am
famjliar has never been implemented. .

ﬁ must make one further.caveat. My response will be parochial in terms
of specifics. Because I am really well acquainted only with education in
pHysics- and-closely related-areas, I would-not attempt- to speak-for the
other sciences with the same confdence Moreover, I have npt-for somez;
ye%ro attempted to maintain famliarity with the nationwide picture ofthe
community éolleges, and my outlook will be colured by my rather narroy,
experience. . ..

The universities ‘do recogmze se‘bral kinds of responsxblhty to the

»
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staff training as such, at least in the sciences, let us briefly review some
> aspects of the problems involved. o
The numbers are very small. (;artter and others have made it _abur-
dantly.clear that we must expéct a leveling off during the next decade, and
10 years from now the community college’s will no doubt expenence a
shoet period -of zero or negative grdwth, There is no progpectof seeing
~ again the burgeoning enrollments expenenced between 1964 and 1971.
’ The community college explosnon is at an end for two reasons. The
r college age population itsélf has leveled off, stabilization of college
Jattendance to about 70 percent of the high school graduating class seems a
. rapidly approaching goal. Only for the immediate future, perhaps 6 years,
does the prOJeg:ted need for new faculty run to something like 6,000
annually. The fraction of these in the sciences is likely to be less than a
~ third, possibly 1,500, anq not all of these would come straight from the
F universities. This need is not, of ¢ourse, negligible, but what can the
|

« universities do to help meet #? - -
Community. college courses in scnem.e fall into four broad uategones
. (1), Uritversity parallel courses, somctlme§ called™' transfer courses,”
such as those designed for science majors, pre-med and pre- engmecrmg

\
« Z-year colleges. To understand why they do not ad'Sress the problem ofﬁ

v

programs; (2) general_ physncal or bjologlcal science COUrses naken by/

many students in social sciences and humanities to fulfill “‘corg™ 1equire’

ments in the sciences, (3) technical courses for students in semiprofes-

, sional or «career-oriented curricula, sometimes called ‘‘terminal’ pro-

. grams, (4) general educati'on,'ll “cultural " courses designed primarily for
part-time or nondegree students. : *

The universityr paraIIeI courses of category 1 are yery likely to be

. v batterned, aImost’s'Tavnsl)Iy on those atanelghbonng university. Because

\ the program is old and almost sure to be rather convéntional, little

. _attention is paid this category. But the needs are serious and must.be kept

in mind. Many students who aim toward baccalaureate or more advanced '

degrees stlll begin in the community college. The universities must be

concerned with the quality of staff for the courses they take, especially

because most graduates of a ,.-year i:[U”ge are gudranteed admissjon to

/the 4-year state college in their seétion of tire state. The "transfer of

students involves problems for both the community, college and the

university. Since many, of their students arrive from high, school \hth a

lower academic record than those admitted as first- year students at the

universities, community college teachers often prefer to.design courses

A
’ with correspondingly less stringen{ formal demands than those mage at-
-~ -§ENiOr institutions. The umversmes on their, side must articulate. thelr
}rogramls with those of the junior colleges s{) that the transfer stpdents
N - . \ .
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will be able to adjurt to upper-division work with a minimum loss of time ; .
. and a minimum of fanguish. This is not easy. Lo 4 ' :
i , ’ . ~The traditional staff requirement for teachmg category, | courses is the
-~ aamej&s at the eollege or university, usually a rggular research degree, the

Ph.D. The Ph.D. candillate is hardly trained to teach. Graduate prepara-
tion for teachmg ﬁ en called *‘the mlssmg component™ and the
q Cormmission on College hysncs held a series of conferences in 1989 with
just that title.' Very fine re¢ommendations resulting from these confer- )
ences have rarely been put into practice. Often, the only preparatlbn for.
teaching that a graduate science stud,ent receives is his. stmt_as a teachmg'
assistant, although some universities take seriously student participatio
in seminars. Nevertheless, there would be little agreement on the part
i elther faculty 8r students w1th the statement that *‘the mal\mg of a scholar
) is the unmaking of a teacher.”" It is true that a-:Ph.D. degfge does not make
- a good teacher. It does, however, signify a commitmefy 'to the subject,’
one that‘usuall) includes a desire to shafe it with others and a willingness
to make considerable effort to share it effegtively and with enthusigsm.
Jhe second categofy, comprising general *““coge’” requirement ¢durses,
calls for staff with a broader background than the frs{ and multldlsuplme .
. courses are certamly difficult for those trainéd too nartowly in a single
,dlsc1plme But the enormous problem .of sciefice credit courses for
ﬁnonSCIencebmaJors is. not specific to community colleges.,

The science component of technical career education is another matter.
These courses are rather special to the community colleges, where
semzprofe‘;s-lo\ 1 programs are handled more | broadly than at purely
technical schg&s Both principles and dpplications must be trea d
senously, and the scnmce must be basic without being abstract. In
future very few people will be able to spend.an entire-working,career WIth
a single set of skills. Education must be appropriate for both longer range

- goals and more immediate applications. Among the most popular career
courses are those related to the health professions and electrieal or
mechanical engineering technology . It cannot be clalmed “that science

, courses for these programs have always been well®handled. In some
schools there has been so much dissatisfaction with them that the science
<omponent h&s been taken away from the science departmen.s, such-that

" science as most-of us know it has been eliminated from many programs.
The requisite semip: ofessxonal courses have no close counterpart in the

universities, and- umvﬂsnty scientisés -have little experience with the
probleqr‘hs involved. It is not that the university-trained scientists lack

CN

s ’ - v
' *'Graduate Preparation for Teaching—The Missing Component™ (Ston§ Brpok, N.Y..
- American Institute ot‘Physics Information Pool, 1972). ~ . . ,
v - '
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ta]ent or Rnowledge in technical matters. The expenmemal sciences
usually demand high technical facnhty for research, while advanced
laboratories more- generally acquaint science students with sophisticated
apparatus. But this i is not at. the level requjred in the community colleges,
where the scientist may find hlmeal a loss. One of the most grievous
lacks for teachers of such courses has been the insufficient availability of
appropnate cumcular matenals This is especlally true of nontextbook

-

«

'mstructlonal\matenal% .

Thé’physncs communlty has attempted to meet this.need in its own
field. To ipgjude Both text and ap\paratus a modular formgt was chosen,
and work’is in progfes$ at four centers, with partia! funding by the
Natlonal Science Foundation. The confributors include nonacademic
scnenust»s as well as umversn) and 2=year colleg; peop,le In th\e words of
thé project director, Professor Philip: DiLavore of Indiana State Univer-
sity, **Each module is designed to take advantage of a device or*system
which is commonly found in our technological societyfd with which
students are often already familiar.”> A complete I;yéar introductory
physics course may be assembled by the teacher by using a dozen or so of
the modtules in a combination most suitable for his group of students The
intent of such . course is not to teach technology or’engineering but,
rather, to teach basic physics, using the technological dewlcqor s%atem as
a focus for the fundamental concepts and as a motivatidgal factor. Each
device forms the basis for a module that requires about 3 weeks of class
work As most of the modules are mdependent of the other modules, they
may be used in any order.? The modular courses are not a final answer,_
but it looks as lfgenume progress | has l;een made for category 3 courses in
physics.

Categoryﬁ courses for the nondegree student. appears to fit more
closely into the pattern set for this volume than any other. Unfortunately,
I have seen little evidepee of pamupatu')n of eommum,ty college sgience
faculties in- this kind Hf activity—much less, in fatt. than in university
science departments, where famous professors lecture to general a d,l
ences \y(’h mixed success. The community colleges are ini proximit
more people, but the science facultiey have apparently not discerned dl’l)
great demand for noncgedit courses in their subjects, There are rarely
departments of ecology or environmental studies in the 2-year cqlleges, at
2 P. DiLavore, “@hysics of Technology,”’ Tech Phasics Progect, Vol. 1Y, No. 8 (1973). see
also B. G. Aldrnidge, 'Ph)susm Two Year Techniwld Curnicula,” Tech Phy sics I’rujeul Vol.
8, No. 6 €1970).

' McGraneHill will publish TC\.h Ph)sn.s Pru_;;u texts, Thurnton Assuuiates is to praduce
the apparatus. Final versiuns of about half the 37 projected modules were scheduled for
publication by January 1975 and she other half o year I.:ler Prelimingry versions have been

* field-tested, ahd the acceptance is mm 10 be good. .
v . . = 1 3
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least not that I have been able to ﬁnd ‘But Jet me return’to scmncc
edycation for the public,after making some points about ‘“newpractices.’ .
McCabe and Smith (this volume) ‘have emphasnz?d praggices and prop-
erly so. Methods are important, as are all kmds of teaching aids. New
practices, and modifications of old one?,‘ha»e beeh advocated enthuslas’
tically and melememed ur@\.enl) at all levels, including the universities.
n physics, special conferences have been conducted to distuss computer-
assisted iearmng, gersonahzed system of l?structlon “behavioral ob_)es
tives, mini-courses, peer counselmg, studen self-directed learning, films,
Aelevision, * ‘fultimedia.” Many of this gamut have been treated in news-
. letters of the Committee on Physics in,  the Two Year Colleges of the
. American Association of Physics Tedchers, dlsmbuted "tlo community
college teachers who request them. & ] [ - :
All these technlques ape useful, but no one, nor a combination thereof,
is any panacea for the_problems we face in tez&.hmg science. [t takes more
staff time to run a nonconventional course than a routine one, and the
materials become dated mpre quickly than coﬁ» entional textbooks and
3tandard laboratory equipment. New methods should be encouraged, but

. realistically, overenthusiasm.can lead to painfGl disillusionment of both

students and f"u.ult).,,Some devices can even become counterproductive. *
Let me ngt be mlsunderstood New techniques are required to reach new
" kinds of §tudents,” and diversity of methods must be employed in

teaching the great diversi {)/fstudems found in the 2’Year colleges. But.

no single new {gr old) methpd will work with all students, as evgry tcachcr
who has tried self-paced learning knows. Novelty is often attractive to
both teacher and students, but by its very nature. no»t:lt) ls&ranslcm The
almost mythu.al ‘Haw}thome efféct’ is achieved only by constant effort
and {ngcnuny, and old ways are sometimes best: - :

Ask yourself the characteristics of the teachers who_have most ipflu-
enced you. The spectrum shamuten ﬁng (]Udlll')..lb b‘oad there are almost
ds many kmds ofgood teachers as ‘there ar good students. When I was
involved in Academic Year, Institutes for hig school science and math
teachers I used to say that onl) three things were required for the making
ofa good teacher. Enough subject matter competence to k ow when to
Qd) I don’t know,”” which takes both intelleciual apd personal matumy
a great desire o teach, to share with other people of varipus ba«.kgrounds
the material you know and love, willingness and cap'lblllt) to work very

hard to eccomplish the objectives of tcachmg This iy o»erslmpllsuc in’

brief. however, the attitude of a teacher is sumefimes more important than
his.method, although he must, ‘of course, fiave. some effective methods:
. ‘ *

:‘\sml.xblc 1hfuugh Amencan Instite of Phyan.; Informanion Pool, bo. Box 617, Stony
Brook, N;w ork ll’l9(f » & . .
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This. prescription certainly indludes the necessity to bt receptive to
* students, sénsn‘t'u:"ity ta.viewpeints of those we try to reach, while al,.\the i
) " same time retaining responsibiity for ahe'cndea\:or and the outcome.
These considerations are especiaily ;ijnportam for the courses in cate-

v "gory 4. those for the adult or nonJegree/Atident. We are.often raminded

G how impqrtant adult educatidn is. THfe 1970 Advisory Committee for °
Science Education recomfiended to 1 fe National Science. Fuundation that
emphasis b $hifted towdrd scienfific education of the public. The *
Bromley committee report Physics ir Perspective includes the statement,
**We find no educationalmeed that compares.in ultimate significance with
=" the improvement of thegeneral public’s ynderstanding of science.™s Thus
»” far neither.the universities por the 2-year colledes have done very.much to .
meet this need. It is a/froblem that could be worked un codperatively.
While,I have found no programs designed exclusiely for the education
of 2-year college staff, it does appear that departments of, engineerjng ::?_
computer science have initiated programs in-applied science that attrat
community college teachers. For example, the Department of Electncal
Sciences, Coilege »f Engineering at SUNY-Stony Brook is in the first year
- of a master's degree program designed for ghose interested in the
" ¢t applization of systems concep!s to-educational problems and develop-,
ment of interdisciplinar? cund’qu}n‘: Thirty students of whom five are
community" collgge st:}ﬂ' were gd’rﬁit‘tf:(} from twice that number of .
applicant. One popular course beifig put on videotape £t wider distribu-
tion is on computer literacy —the impact of"éomputcrs on sociely and
educational-uses-of the computer., * * ) ; .
Centers for training or refraining yocativnal staff have also come to my
attenticn, but no one of thtim is part of a graduate school program in the
sciences as such My atquaintance wjth the bioJogical sciznces is not wide
enough for me to speak wﬁlh authority, buf the university departments
with which I have made contact haye led e to think the situation is not
very different from that i the physical $ciences. ™ i '
It is clear that community college staff needs are to_some extent
regiondt, to' match théir somewhats chiracteristically rcgion.g student
population. For example, the increasing proportion, of ~'mature™ stu-
dents, especially in Florida and California, has resulted in the develop-
ment of numerous cémmunity colfege courses in the social s¢iences and
. hobby areas, nor.,so far-as I have been able to find. in the sciences. To
“ " date there has probably betn vefy Iittle demdnd from nundegree-students

o

\ ”) for science courses and thus litde.demand for staff”to teach them. .

Consequently, the role of the university stientist in this area has been to
develop uniVersity extension or continuing education coursgs, bypassing
- A V’ - . -

'3

3 National Academy of Seiences, Washiagton, D.C
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“the community colleges entirely. Even so, the adult population sought aid
r\.ached by these courses has consisted largely of teachers at the
precollegé level, it has included very few of the nonacademic public.

After much dnscus..non ‘with university scientists, I can report somewhat
conf’ denfly an informal_consensus of opinion. Special programs for
*“‘preservice’ educauon in the sciences for commumty coltegc teachers
“ are not generally “favored, ecither in principle or for pmcncal reasons. A
,sound but not excessively narrow graduate education in science is
recommcndcd but community college teachers given the diverse de-

s " miands 'on them muyst be seleciéd (or select themselves) to be more flexible

than may be required of university staff. On the other hand, appropriate

/‘/ in-service programs meet full approval. In general, uniy versity sciéntists
greatly sympathize \y'h the problems of their commumly coliege col-
leagues and profcss willingness to cooperate either mformall) or formall;

¢, in efforts toward their, solution. - .

The necessary skills and,competencies for every kind of teaching, not
just community college fdculty, are to a great extent developed only on
the job. In the seiences, subject matter competencies of community
college faculty mcmf)crs are being |mprmed by in-service universily
programs, graduate work,-and in sume instances internships. But it seems
unrealistic to expect ﬂour;hng preservice upiversity programs designed
explicitly for the preparationof 2-year college teachers. There is a clear
and growing need for much closer coaperation between the science
faculties of the junior and senior institutions, for many reasons. To
achieve this cooperation both universities and community o.ochcs must
show initiative, and the endeavor will often prove discpuraging to both.
Suzh dnscoumgc.mcnt however, is no reasdr not to undertake it. I am
confident universities will do their partin trying to solve what are actually

.mutuzl problcms. - . - .
/ -
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1 0 ' Graduate Preparation '
“in the Humanities " ° .
for Comnmunity ) F
College Teachers = -
’ |

. . . |
. Richard H. Green and Ward Hellstrom
B UNIVERSITY OF FLORIDA, GAINESVILLE s y . :

! ) o

- .
Many of the problems addrcsscd in this yolume result from too little
dialogue between the graduale schools dnd the community colleges and
too little awareness of . our common concerns. We ought to ask of

s oursclves and others who influence pc! lé) in our msutunqns, what we ask
of the teachers who are the objdcis of our present concern: openness,

; honesty, mllmgness to dccommod to change, and more concern for
those we serve than for institutjdnal self-interest. The rich vancly of
cdpcational services rendered Dy commum(y colleges both in higher
education afid in community [service, as .well as the profound spcial
changcs that challcngc the skills and flexibility of administration and
faculty in all lnsutuuom of higher lcammg, make our task as difficult asit |
issimportant. )

The first task for cach of us, whclhcr rcprescnlames of the community
. colleges or of the graduate JIS\.}p]lnCS is to rid ourselVes of stereotypes
and mlsmformanon that slaqd in the way of rational discourse and
cffective c00pcrauon Such” virtuous common sense is not easily
achieved, panl) becausc our: rclauonshlps have for so long been marred
by competition, condescension, suspicion, and general lack of communi
cation and partly because of the very feal complexities of the issues that
~make ‘communication difficult. Some of the issues we, propose for
discussion are the following. Whal dcgrcc of professional campetence in
the subject matter of the humanitics is needed by the community c‘ollcgc
teacher? What hinds of graduate programs can prov ide this compuencc

How important are research shills to the teacher who wis cs 10 grow in

the scholarshlp of his discipline? Who is bcjualxﬂgd to offer hetp in

Aruitoxt provided by Eic:
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. ' acqumng the teaching SkI“S needed, by teachers of humanmes at the
various Ievels of hlgger ducation? Ho?h can humanities teachers meet the
needs of the’ wide variety of students whom they encoq;\ter in wmmun,:{y .
college” progzams" . !

“ 4 s Y Bt R . - o T s
. g M L} T Ld
s § e
) "H,UMANITIES" IN THE c MMUNITY COI,.LEG,E ANﬁ GRADUATE
.- SCHOOL " N

A

Before we take up ‘the prdélems that arise from dlff/f(e‘rences in_our
, mstxtutlonal practices and goals,, we mlght‘pr‘bﬂtably review the formlda'
,ble variety of fields of” knowledgé and Xinds of skills that comprise the
“humanmes What kmds 0 preparatlorﬁboth preservice and in-service, _
are needed for expert teagKing in fhese areas? What kinds of*institutions
and programs are best sdited to provide that preparation? Neither your
answers nor ours will setfle on the university graduate depart ents and
programs, eSpeC|ally as now constltuted as the only agency. for. every
important aspect of teacher.preparation’. But Gdnsider the fesources of the
graduate schools in éxXperiefce, person , laboratoriés, llb&[%ﬁ ex-
tracurricular cultural opportunities, etc. where they are,”and.how they °
could be mobilized to meet the needs of community college faculties as
“expressed by community college teachers themselves !
The human|t|es administered in the"community “eolleges by dmsfons
and departments with many admlmstratne titleg, can be delineated into
, éeven broad areas: ) ¢ h

P I
]

Lo o
1. Wriiten commumcatlon skills in expositary, ¢ Hnical,and‘\creati»e

oty

"wntmg !
Readmg competence at both thg rem%dtal and developmental iev els
(related to both writing and reading. rese;%h in rhetoncg.lvand' communi=

cations-theory, psycholinuistics, speech athplo ¥, an audiology).
3. Language study: especially Englisthysyntax, social dialects, and
English as a second language. % Y. - .
4. Foreign languag‘&stvdy, with Specm) attention to ﬂe importance of
Spanish in contemporary American education at every Tevel.
5. Literature, with emphasis on Amegican literaturé and world litera-
ture that gives an important place to Wriling from the Thd'rd World.
‘8 6. Philosophy and religion.
7. Critical and apbreciative study of art, music, and theater, SpeCIal
attention to the movies as the dominant twentieth century art form.

*

. . AR '
These areas of study include the substance of humanities l¢arning not only
in the degree-credi’ programs of tommunity colleges but of the first 2
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ears in all institutions, of- higher education. What kinds ‘and what
s.ondmoné of instruction are characteristic of most community colleges
and are University gfaduate programs able and willing to prebarg teachers

to meet those spe al needs? Can advanced training of college teachers i '
the, subjects they teach and in the most effective ways of teaching thesc
subjects be entrusted to any agency other than the university gﬁaduate -

faculty? |, ., ‘e . e
SOME PROBLEMS OF DIVERS!TY AND CHANGE ‘ .

It 15 difficult to make useful generallzatlons abaut instructional needs
since commumt) colleges, their students, and faculties are as different As
the geographical, cultural, economic, and ethnic communities they serve
From state to, state (each with its own idiosyncracies about the mlssmn,
fundmg, location, and governance of its educational institutions), from
region to region (with their different cultural tradmons reflected in their
attitudes toward hlgher education of any kind), from rural to urban, and
even within the major city systems such as New York, we find an
astonishing diversity of students and therefore of programs, purposes,
and practice. To be unaware of this diversity--to speak of 2-year colleges
as if they were more or less the same, with faculties requmng more or less
the same kind of preparation and skills—is,, we suspect, a common failing

In the graduate schools.and a reason why graduate prbgrams havg by and

ldrge been slow to respond to community college needs. To generahze
about these students and the training of their téachers is inevitably to risk
oversunphf' catlxon, but. a risk we shall have to take.

That the student populations of community colleges differ widely from
those of the trqdmonal 4-year colleges, that they require special attitudes
and pedagogical skills of the faculty and special emphases within the wide
spectrum of the..humanities, is ho longer news to many of us in the

" graduate.schools. In'Egglish studies we have listened carefully to Gregory

Cowan and his Conference on Cgllege Composition and Communication
(CCCC) committee . members, whose Guidelines for English Téacher
Training Programs were widely discussed in.1970-1971 and have since
been an essential guide in the dev elopment of graduate programs.' We are
also aware of the trend in open-door admissions and the response to the
challenges of community service. In short, most of us do not underesti-
mate the challenges offered by richly diverse student bodies and changing
strategies for teaching nontraditional students. But neither do we think r

. that the present and future needs of the s.ommumty colleges for expert
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. bear in the needs .of the community colleges. Y

teachers in the humanities suggest that those disciplines should ubdicate .

their responsibilities as the primary agency for training teachers for this
protean sector of, hlgher continuing, and extended education. We
acknowledge, rather, that our programs and dttitudes must continue to

changesand that the directions for change will come from eux wﬂedgues in
“the 24year colleges. - lgv ’

e have listened und that we

our massive resourges to,
%ﬂh the exception that we
think we have already done betteg than he suggésts-and partly as a result

We submit that we have changed because
will continute to listen and to,change and to b

“of his tireless encouraging and prodding—we agree vnth a recent state-

ment by Cowan?:
. ? : ’
What we fgommunity vollege people] want, on (};c one hand, is reasonable revognition as the
avant-garde of upen door educators. At the ¢ time it 5 clear that i graduate schools gut
senously interested in our turf—senously intefesied, nut.merely because ﬂlcy badly need to
recruit students to keep their programs going, and badly need to place M.A. s and Ph.D.’s
tho uarf’tﬁnd work at umversities—then their senous interest wouid serve our interest by
giving us a source pf teachers who are properly any professional’, trasned in skills and
attitudes to do the jbbs we ask them to do. ) . ‘s
Adjustment of attitudes is more difficult for us than continuing develop-
ment of skills, ay Fader (this volume) eloquently demonstrates. But it is
happemng and will continue. We will, however, resist the tendency,
found in much current professional ljterature, to foc us.on teacher
attitudes almost to the.exclusion of concern for genume ;ompefenue in.the
disciplines. " - . v z
The need for the kind of trammg in the humanmes we can offer
preservice and ip-service teachers is massive and will not diminish
significantly, if at aII for the foreseeable future. Allan Cartter's enroll-
ment data and prOJecjlons indicate that degree- credit FTE enrollments of
1,269,000 constitute about 69 percent of this year's jotal FTE enroiiment of
1,850,000 in 2-year colleges. His projections for 1984 indicate a total FTE
enrollment of 2,326,000 with degree-credit FTE enroliments numBering

1,529,000 or 66 percent of the total. Cartter and Salter (t}us volume) have

observed that the 2-year colleges already have a substantial share of all

lower division enrollments, a share expected to grow. Further, it is signifi; .

cant to note that in the state university system of Florida approximately 45
percent of all students entering the_upper division of the nine state
universities transfer in from gommumt‘} colleges and this percentage, too,
is expected to grow. If we can argue that faculty skills are dxrectly related

“

.~
.
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% ‘Scholarship for Soucty and the Commumity College. A Case of Déja Vu,”” Bulletin oflhe
Association of Depaftments of English, Vol. 41 {May 1974).
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to student programs and needs and that the vast majority of < degree credit
enrollments are in programs either designed for, or at least offemng the
possibility of, transfer to upper-division and preprofessianal study in
4-year colleges and unnersmes, then the interest and responsxbnllt) of
the graduate schools in cooperating with the comniunity, colleges in the
training of their faculty members is clear. In Florida we are keenly awagé
that the 2-year colleges are already preparing nearly half of our upper-
division students. Not to regard their teachers as our colleagués in a
common enterprise and not to want a significant share in their training ¢
woul% e foolish and irresponsible. -

. our mterest is not confined to the humanitfes in degree programs,
Instruction in writing and reading is often a part of gondegree-oriented
certificate programs. Moreover, humanities department faculty members
are already contributing to burgeoning community service and contmumg
educatjon programs. Their specialized knowledge, when joined to'sym-
pathetic. attitudes and appropriate teachmg sknlls,gmll be of great valug in
efforts to enrich the cultural experience. “of members of the community .

. who have been demed access to traditional ﬁ"gher education. P »

. Another ared of Yiversity and complexnt)fls found in the gradyate

schools themsejves, which have traditionally trained the teachérs for

2-year colleges either directly—in an ofign thoughtless fashion—or indi-

rectly, in couperation with colleges ,of education and in certification

programs for secondary school teachers. Graduate departments vary

. "widely in their programs ang attitudes, their sense of mission, ‘their
willingness and ability to accommodate thé needs of all sectors of higher
education. It is our impression that.if graduate school faculties and

policymakers are often unaware of the realities of institutional life in ,/
community colleges, " commufity college people are often guilty of assum-
ing that gradiiate ychool programs and attitudes are pretty much alike and N

haven't c.hanged much since the community college spokeyman was in
graduate school 5 or.i0 or more years ago. Again, we huggest that
continuing dialogue, regular campus visits, and a growipg sense of
eollegldhty among professionals committed to essentially the same goals
is the remedy. This remedy, too, is both urgently needed and perfectly‘
-feasible.

Soine hopeful signs in the humanities are found in the ‘increased
pamcnpatlon often in important policy roles, by community college
people in the national and regional professional *‘English’ associations.
Examplgs withfwhich we are most familiar are the natiofial Conference un
Coliege Composition and Communication, Mlonal Assocnatlon of
Departments of English (an arm of the Modgrn Ldpguage Association),
whose coordinator, Elizabeth Wooten, is a former community cgllege
department head, and the Florida Association of Depd‘rtments of English. p
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Thls Iast is @ model of the beneﬁts_gj,colleglahty among the various

sectofs of higher education. Its membershlp is composedof English

department chairpersons from all of the state's 2- and 4-year colleges and
universities, both public and private,It meets twice a year—pmore often _

' than not with a community collége as host and with commupity eollege
people among its officers—to discuss common problems. We know each
other, like each cther, and leatn from each other. Articulation in public

“education, enforced by law’ is complemented by cooperative actjon and
mutaal reSpect X oot

> ‘ i
. WHAT GRADUATE SCHOOLS ARE DOING AND CAN DO

Specnallzed training fo.r commumty college teachers in the various
. academic areas has a relatively short history. It begins vnth the passage of

the Edycation Prdfessions Development Act (EPDA) in 1968 and, for '

English and English-related studies, with the formul‘mon and pubheatlon
0 Gmdelines by a ¢ccc committee between 1969 and 1971. This
. committee Was composed.of experienced community, college teachers
representmg a wide spectefim of 2-year institutions. Although its “report
was critical of the conventional graduate preparatnon ,of English teachers
who found employment in community colleg@he spirit of-‘?fm(lme.s
sought, cooperative change Members of the eommzttee and others have
tirelessly and good- humoredly carried the message to conferences and
convenuons of graduate English faculty members eyer since.

. -While the response of the graduate schools has notbeen as rapld of as

widespread as the situation demands, neither has it been as slow or as
limited as much offhand and uninformed criticism suggests. The following

brief descnptlons of five current programs desrgned\ speut‘cally for .

. prospective and in-service community college teachers can serye as
models for what we are doing. »

« The Umversnt) of Massac#qsetts at Amherst offers, within its Ph.D.
program in English, a special pédagogical option® designed to train
graduate students for positions in, community colleges. The option in-
cludes advanced work in the thtory and practice of teaching, especially
writing skills, and provides access to interdisciplinary minor programs
that permit candidates to combine literary studies with another subject
suth as history or psychofogy.

» The City College of the City University of New York offers an M.A.
deggee in the teaching of college English designed with the help of several
English department heads from community colleges in New YGrR City. In
addition to two courses in linguistics—including social dialectsya course in
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group dy namics given by the psychology department, and a three -course
sequence in pedagogy taught by teachers with broad experience in
‘s.ommumly college «.Iassrooms—the program includes an internship and
WOrk in the college writing center.

e The University of Iowa offers a 2-year, 60- hour ogram Iéadmg toa
sombmed M.A. and Ed.S. degree The p(ogram provides courses in
linguistics, literature, advanced w..ung, and professiomal courses taught
by specialists in English and education. The program includes a one-
semester internship and was designed in consultation with community
college facu}!y and administrators. 4

. o The Umvcrsnly of Texas at Austin as recently desngned an M.A. pius
30 hours program based on consultation with over 50 of the 60 2-yea
collége faculties in Texas.*As was the case for alt the models cited here,
ccec Guidelines formed the basis, for program design. |

« In the winter of 1970 the Jumor College Commm,ee of the English

Department at the University of Florida, Gainesville, began a series of
visits to nearly every one of the more-than 30 community colleges in the
state. Committee, members visjted classes and talked to chdirmen and
. other faculty members m Engﬁsh the humanlueé guided studies, and

. _reading about the preparallon of community college teachers. From this
groundwork care a series of graduate cousses designed for «.ommumty
college teachmg but availabl€ to all graduate studenls preparing for
careers in any institution of hlgher education.

Graduate courses are offered in Teaching Composilion (taught by a
visiting professor from a canmunity college), Linguistics in the Commu
nity College, The.Language of Film, Communication and:Popular Guiture,
Teaching Business and Techmical Writing, Princnples mmumty
College and.Adult Reading Instruction, Laboratory in Commubity Col-
lege and Adult Reading Instruction, Internship in Communit}
Teaching. Each year the department employ s a visiting community, ol
professor, who offers graduate courses in his area of specialization. A
courses are 0pen to all graduate students. Theses and dissertations may be
other than literary. An M.A. degree mth emphasis on community college
teaching is nor a terminal degree. :

If we add to these the doctor of arts programs described earlier by
Fader (this volume), we would have a fair idea of the range and quality
of the @raduate schools’ response to an urgent national problem. If
these programs can be taken ag typrcal, or at least sy mptomatic, of what
& happening, and of a trend that will continue to dev elop & change as
the needs of the community. colleges change, then I think we have the
base for more, and miore effective, cooperation among professional
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colleagues and mutuyally depe;lden institutions in the improvement = ¢

of postsecondary education in the hfim manjties. : *

These programs, in theory and practice, combine a n.ommltmem to the

integrity of the humanistic disciplines at a Righ level of study and resear«.h

with awareness of the special skills needed by those,who teach the, nchl)'
dnerse students in-community coliege They recognize thdr there is no
substitute for direct experience in a 2-year college under the guidance of |
experienced teachers. Hence, all programs cited regard an internship as
t}éhsential for preservice students. We do not claim that we can provide the
equivalent of full on-the-job training while the preservice student is with
. us, any:more than is posslble for other professional graduate progrdms in
" the univ ersity. We can, however, provide knowledge and skills that relate
directly to the student’s future career. Our hardest task has been, and for
awhile will contifue to be, tb persuade more of bur colleagues on the
graduate faculty that community college teaching is both different and at
least as demandlgg and important as the teaching and resedn.h they have
traditionally fostéred.. . )
) The mst important common feature of the programs des«.nbed above
"is that they de\eloped from/direct extensive”and intensive consultation
with community college teachers and chairpersons in the humanities. For.
these progrdms and others, complying with this recommendation in-the

CCCC Cuidelines has been esséntial both for the integrity of the ‘programs Sy
themsel(¢esand for acceptance by the commumty «.olleges of gandlddt..s .
trained in st{:::m s
A striking feature of the ﬁ»e cited frograms is the variety of degrees‘ to
which they lead. In addition to the nfbdel provided by the University of | e

Michigan’s successful doctor of arts program, the University of Mas-
sachusetts offers a Ph.D. with pedagogical option, City College of New
York offers an M.A. in the teaching of college Engllsh the University of -
Jowa offers a combined M.A. and specialist in-‘education degree, the -
University of Texas offers an M.A. plus 30 graduate hburs program, and
the University“of Florida simply offers a wide variety ofgraduatq:«.ourses /

< deslgned especially to develop,the knowledge apd skills of preservice and \
in sérvice commumty college teachers. As 1ong as the' community col-
leges “themselves differ widely in their attitudes toward appropriate .

A degrees for theit fa«.ulty’ membe1s, the variety of senuus graduate school’

. programs i$ surely a healthy response to a variety of ‘needs.

Estimates of new faculty needed in 2-year colleges until 1990 prowded ,
by the Cartter-Salter paper (this volume) suggest to us that while M.A. ,
programs are needed for presesvice training, the greatest need will be for .
courses and programs for in-service teachers who usually already havean | )
M. A These teacher- graduate students brmg to our courses and their .
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mstructors and fellow students the expetrience and realistic expectations
hat enrich the subject matter and monitor its relevance.

In addition, the programs presented above as models show a genume .
uoncern for l’he importance of having experien -ed community college
teachers on the graduate faculties of the umwer&mes Wewould profit y
gre‘{{; by regular faculty exchange .programs, in fQddition to the close
consultation that characterizes the most successful of our current pro-
grams. R N {

THere are, of course, areas in which we have made too little progress It |
is our mgyessmn—and no more than that—that the graduate school
programs have not yet fully met the need for formal interdisciplihary
vaurses and for the formal development ofmterpersonal skills. We clearly '
need much more work in the study, and teauhmg of wntmg and language
skills, We.are enuouraged thewer, by the progress made in the last 5
years and the evidence of serious x.ommltment that will improve ouf®
performance. Indsed we believe that undie haste has already prowed‘
detnmental to some,programs. Serious consultation with community
uollege people preparation of new courses by graduate faculty members,
the formulatnon of clear policies and goals at the department, coliege, and
p_m\«er,sny levels all take time. But much.has been accomplished.
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Before attempting to evaluafe whether graduate programs as now bemg :
developed serve the.community colleges, I must react to the visions my ..
colleagues have presented in the first three essays of this volume. 1 will
- _~ react to the three papers as a group for they form a nicely integrated set of :

data and opinions. In his survey of the rapld changes in thé, size and
character of the commumgy college studcnt body, Harcleroad has pro-

" vided a statistjcal foundation that confrms'tﬂc widely held view that the
body contirfues to undergo rapid-and major chahge He concludes that
*“diversity is increasing’* and,predicts that the” increasing demands of
divergent groups will make the-community ccllege &ven moge diverse in |
the-fulure. He further characterizes this diverse populatlon as consisting .
of ! pragmatlc students seeluﬂg vocatlonal training,”* who are *‘interested :

. in specnal curncula, good faculty, low cost education, and locations close
to home.** Thus, he contends, ‘‘thé preparation of community college
ms!rue;o(s must reflect these considerations and respect them as well.”
gTo which ‘one can only say, ‘““Ame ‘< >
. Itis when Harclercad iurns frowltdlagnoms to prescnptlon that I find

" brounds for disagreement. After describing Gleazer and Martorana's

frustratmg seargh for programs and understanding in the graduate schools

of our unlversmes, he endorses the action of the 1573 Assembly of the

American Association of Community and Junior Culleges, whlch called

. for the creation of new’ educatlonal and certifying'" agencies in the form }

*of regional centers for the preparation of community college staff. He C
quotes, with approval, the assembly's recommendation that presemce ;
education be ‘‘based op anji evaluated by competency standards In
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conclusnon he calls for increased flexnblllty in graduate programs, the
posslble introduction of doctor of arts programs in content fields, and a
change of attitude on‘the part of institutions and faculty members offering

. g‘aduate degree programs for the preparation of commum&y college

ulty and administrators. - -

Although I agree with Harcleroad's emphasis on the need fur changes in
amtude I will,argue that attitudinal changes are as much required among
community college faculty and administrators as among graduate fm.ultye
members and the graduate schools. But more of that later.

McCabe and Smith have reviewed the efforts of community college
administrators and faculty members to respond to the rapidly changing

student body. Their surveys of new programs and practices and the ~

faculties are models,of clarity. They describe an institution that has suc:

desnrable skills, ¢ %mpetenues, and attitudes for community college
“*access revolution™ and appears well prepared to

cessfully met its first

meet the challenges of the second, which from the data presented by

Harcleroad is well under way. ' \

.Personalization of learning and &.oncerned development of the mdl
vidual student, with renewed emphasis on lifelong learning, are well-
established goals in aur best community colleges and rapidly spleadmg to
all.

A a profesgional fnstonan I am saddened by the Jack of faculty interest
in the philosophy of education and demonstrated research profficiency in
a discjpline, given its low ranking inthe survey. These are the profes-
sion's roots.and the budndary cdnditions set by bpth history and our
current societ§ that rn the role and function of each participant in
higher education. Further, as a graduate dean I fear that the low esteem in
which the ordered search for new knowledge is held bodes ill for the
future of the community college, it is only through such ‘“‘research’ that
the faculty of such institutions will find assurance that skills and com-
petencnes as well as the learning programs, they seek to develop really do
contribute to the achievement of their common gdals.

Turning to the student enrollment. and facult; employment projections
presented by Cartter and Salter, one can only echo the plaintive plea of,
“Say it isn't so, gentlemen, say it isn't 0.’ Unfortuna!cly, Cartter’s
demonstrated pen.eptlon has been remarkably accurate in the past and his
credentials as a “‘prophet’* are far too sound to ignore or even to be
discounted<by very much. Certainly, I have no data on which to base a
different set of projections.

. When Cartter and Salter ciell us that the entire community college
marKet for new faculty members for degree instruction for the remaindey
of the decade numbers only 26,100 and that some number between 4,040
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and 5,870 of these will earn or hold the doctorate, several conclusions

become inescapable. They become particulaltly' so when we recall three
other bits- of information. Fifst, the c?'nmunity college faculty—n 1572
,An

numbered just over J17,000, second 1972-1973, Amerigar graduate
schools awarded 33,727 docI\(‘)j‘ates, of which 5,670 were in edu‘e}:tion

is projecting a drop in newn junior faculty
positions in alf of higher education from 267,000 for the 1960's to 139,000
for the 1970's. Together these data portray a community college and uni-
versity faculty that is stable in size,.rapidly aging, and subject to little
infusion of new h@od, energy, and ideas. The task will be to put new wine
in old battles for we are to'have very few new bottles added to our inven-

_tory. Th).as we all recognize, wiIIJprov to be a very demanding task.

a

How,thén, do we achieve this end? Héw do we substantially alter the
behavior of large nibers of tenured faculty members in their thirties and
forties who are inexorably moving toward thgipfifties and sixties? How do
we Sensitiz%them to the needs of a rapidiy changing clientele? How do we
prepare them for a second *‘access revolution'' when they have barely
come to teMns with the first one? How do we avoid hardening of the
educational arteries and ossification in our fhstitutions?

In my judgment, the answer lies in a major commitment to freedom and
flexibility, for the student, for the teacher, and for the administrator. It
lies, moreover, in a willingness, shared by all, to change deep-seated
convictions and, attitudes about what constitutes higher education and
how each of us contributesio/ilf.—k-does ‘not lie, I am persuaded, in an
endless seageh for new currjcula apd degree programs, new instjtutes or
centers, new administrative organizations, or new buildings. ‘

If change, like charity, properly begins at home, let me begin by
suggesting some of the attitudinal changes I believe necessary among
menibers of our graduate faculties in the universities. I believe we must
substantially broaden our perception of what constitutes a proper
graduate student. We must rid ourselves of the notion that the model
graduate student is a recent recipient of a baccalaureate degree who
promptly begins full-time study in one of the arts and scienges or
education and who will be partially or fully supported by the institution
during a 4- to 6-year course of study leading,to a Ph.D. or Ed.D., after
which he or she will go on to a career of teaching and research in
academia. While fewer and fewer fit that mddel, particularly at the major,
public universities, it remains the -basis of too many of the attitudes and
policies of ourgraduate faculties. At my own institution, for example, the
current graduate enrollment is 7,212. Of that number, less than 2,700 are
full-time students and more than 4,000 are seeking master's degrees. The
average age hds dropped gver the past 2 years. It now stands at 28.9 years
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of age! And well over half of these students are in progr&ms leading to

practmoner degrees in the hope of entering the nonZ}tademlc market for

jobs or for | 1mprovmg their skills foryjobs they now hold. ’

Iinfer two things from these data. Flrsf graduate education, at least in
the major public lnsf‘tutlons has logy, since leff behind its exclusiveness
and its preoccupation with the discipline-oriented Ph’I_Q candidate. Sec-
ond, we must continue to re-examine our attitudes and policjes to make

. .them more consonant with the tasks we are performing and {hat society
ana‘our students demand we perform I am confident that we will, for t{l g/
task is well begdn. Over the past few years my institution, like so many “% .
others, has added an impressive list of new degree programs. agricultural -
engineering, busmess administration, computer science, criminal justice
artd criminology, famlly and community development, food science, ,
hearing and speech science, jougnalism, library and information services,
applied mathematics, meteorology, textiles and consumer economics, and
urban studles Moregimporfantly, these, programs were added at a time
‘ when wrtually no ne proJramsﬁn the traditional arts and sciences were
added to our offerings. While much remains to be done, this is not the
history of a monolithic institution lndlfferenl io the current needs of
society. . .
In the. spirit of mea culpa however, I admit that the attitudes of many
of our.graduate faculty members have not matched their willingness to
develop new programs. Too many of our faculty are still preoccupied with
replicating themselves in the form of & new generation of hlst@ans
English, physics, or socnology professors. Too many still view the |
part-time or evening student as less dedicated to graduate study than the
full-time student in the on-campus program. Too many still believe that a
year of *‘residence’’ (whatever that means) bestows a special virtue on a
graduate student. Not enough are ready to schedule their courses and
seminars in the late afternoon and evenings. Too many are still unwilling
to listen, attentively and sy mpathetically, to those whose learning comes .
from professional practice in the field. Too many continue o pursué
abstract principles, leaving the solution of problems facing our Cities, our-
homes, our economy. affd our families to practicing %rofessmnals Too
many attempt to tell dassroom teachers how and what to teach, even \
though they have not bscn in a'Schdol room, except to visit or,@serwe in
years.

. The attitudimal chatiges that will be required of these members of 0ur
gmduate faculties are very great. Some will never change. For others the
process is well advanced. Those of us who seek to make further changes
would be well advised to remcmber twd things about them. First, they
have been immensely successful ip the tasks previously assigned to theny”

. They are a majar source of the k/no/wledge explosion that, more than any
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" ' other thing, will char.cterize this generauon in the“eyes of future
hidtorians. They have also achieved a distinction umque in the history of
marnkind in creating, in less than a single géneratidn, a’ professoriat fcr
higher education large enough to accqg)modale the greatest expansion in
higher education throughout all human histery. Second, they are, for the
most part, comm'ltted to rational discourse and a devotion to endeme
One moves them by accumulating evidence and dmﬁ«ing reascned conclu-
sions from it. Rhetoric and polemics leave them unmoved or, ocwsmn-
ally, laughing. = | .

" We,niust provide eyidence that there are challengiug intellectual and
moral probléfils in meeting the needs of community ccllege students,
faculty,.and administrators. We must show them that these problems can
be met only by far greater involvement and knowledge of these popuia-
tions in the.community colleges. We must persuade them that their special
skills and perspectives can make a genuine contribution to the solution of |
these problems. If we can do these things, I Know that graduate fpcult)
members will respond. They will do more than that, they will jump in with
enthusiasm and your problem will be to keep them from getting underfoot
ka If, however, they are7told that the problems of the community colleges
can be solved by tinkering with curricula, by de\elopmg catchy degree
titles, by slick pdel\agmg, or by shoddy or pretentious research projects, .

., their indifference will be palpable and their scorn complete.

If the way to enlist the graduate faculty in the work e{staffdew elopment
within the community colleges is to challenge their natural bent for
problem solving and their professional pride, how do we engage the
enthusiasm of community college faculty and administratots? My answer
is simple. Adopt « similar strategy Adopt a similar strategy because we
are dealing with a similar’ population that has like characteristics and
goals. Aside from the disappointing lack of intercst in the history and
phllosophy of higher education and in what they haye been taught is

' “research’ in education, I find the community college faculty and * A

,administrators portrayed by McCabe and Smith to.be remarkably similar_

to my colleagues at the university. Their responses to the survey ~
. quesuons display a healthy contempt for ““Mickey Mouse™ enterpnses,

shallow manipulation of curricula, and counterfeit *‘research.” On the

contrary, they reveal a population eager to learn more about the my steri-

ous process we call human learning. They show a genuine interest in

knowing mbre about human needs and motivation. Theéy desperately seek. )

to acquire the skills with which to meet those needs.

The task before us, lhep, 15 to underscore our similarities, not our

differences. To recogmze that ‘we are all engaged in the same,

’ . enterprise—to serve tomorrow by meeting ‘the educational needs of

|

|

~,

~

today. "’
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- all be learners. ~

We must bring community college and uriv erslty fagulty together in a
common search for better understanding of teaching and learning. We
must find ways to bring graduate faculty members into the community
_colleges as participants in the work of the colleges, not as visitors or
‘observers. Exchange professorshlps are an excellent device. Where
appropriate, research seminars, as well as conventlonal classes and
workshops, ought to be conducted 'on community uollege campuses.

1 believe that much of what we all se€k is already avaijlable in our
graduate schools. I believe that if will become more readily ayailable with
each passing ‘Yyear if we become true partners in the effort.,I anticipate
that the gradu te schools, will adopt more sensitive admlsswns policies,
" more convenient schedulmg, ‘and will encourage mureased movement of,
both fdaculty and students between the two types of institutions. We may
. alsg see the development of additional degree programs, more closely
tatlored to the needs of community college faculty.

But, I see these constructive developments taking place only if both
community college @nd graduate school faculty and administrators de
velop a seQise of partnershlp in the pursuit.of common goals. And that
partpership will develop, I am persuaded, if if centers about a joint attack
on major itellectual and behavioral problems sﬁhognmve and affedx\g
learning and if it is conducted in the spirit of inquiry that uharautenz.es the
laboratory and the seminar room.

If however, the mode becomes competitive, if the discourse sinks to
discussions of tinkering with curricula, fancy‘degree titles, or mstltutlon,al;
arrangements for *‘educatignal and \:emfy ing”" regional centers, I antici
pate contmued preoccupatlon with means, rather than ends, further
dmsnong in our ranks, a perpetuatlon of poxntless class of status distine
tions, and wasteful duplication: d

In summary, I believe that university graduate facuity and wmmumty
college faculty and administrators can and will work together on common
problems of staff development. But,! believe that the common pursuit of
goals we share .will take place only. lf we focus, on fundamental ?ublems

)
of human leammg and how to facilitate it and only if we en list the talents’
of the best'people in both types of institutions. That, in turn, “will require a
continuation of the spirit that is characterized by the round table and one
that is enhanced by the recollection that as we are all teaghers SO must we

r
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Graduate schools of.comprehensive universities can and should,rESpond
to the pressing staff needs of community colleges. This, proposition,is
accepted as a tenet in the followjng presentation, but not without ser/nle
qualms on the part of the author. The ‘“‘can™ portion is not particularly
distur\bing. On 'the record are graduate school performances, past and
current, that seem o be e¢onstructive. These successe§ §upport an
assumption that gradiate schools in real life have some capacity to assist
“community colleges., However, 90 percent of these successes seem to
stem from graduate professors specialized in departments of education or
. higher education. In other words, successes thus far seem to arise from
the graduate school ethos of neutral permissivertess. a tolerance for any
*"collect df professors bent upon doing their own things.
) The™should" portion of the proposition, on the other hand, qccasions
considerable discomfort. In this case the referents for “‘graduate school™
seem to be the graduate profé§sor5 and departments of a university
combined td act as a legislature and arbiter and & fairly large number of
departments aéting as independent entities. 1f-that supposition is true, 2
troubling spectre arises. It is the Jencks and Riesman theme that all,
education in America is destined to.be a fiefdom of the el...st graduate
school of arts and sciences. For me, this spectre has become particularly
vivid during the last 24 months. Customary lines to emplyy ment oppor-
tunitigs for Ph.D. graduates in English, history, foreign !anguages'&;md
psychology, to_name only a few, have been drying up. One response in
" those depaitments has begn a move to open up a community college
market for graduates. Replies to 4 letter sent in September of this year to
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Association of Graduate Schools (AGS) universities indifated that over 50
percent of the reSpgndenta from the departments named above had

, recently made, or were contemplating, formal arrangements to enter this

market. This response may be a blessing for community college pro-
tagonists. But, it could also be a bane made to order for the Jencks and
Riesman revolution. To use an old metaphor, a blow between the eyes has
at last got the mule’'s attention. The question is, ‘“What will come out of
that attention?”’ : -
That brings us to the subject of this paper. Drawing upon my experienc

_in university administration and universify watching, I propose to explore

one set .of roles for education professors dedicated to serving the staff
development needs of community colleges. the mediating or brokerage
rofes. Professors attentive lgcommunity college needs are located, in .
preponderant numbers, within departments and schools that carry “*edu-
cation™ in their title. That fact is significant. This is a divisional title and
seldom denotes direct, upper-level power in grdduate scheol decision-

making. Nascent and potential power to act on this problem does reside in i

" other sources, however. In my observation, one chief source lies in the

behavior and decisions uf individuals, persons in professorial or adminis-
trative positions. Another source of power is found in the everyday

‘process of bargaining, quid pro quy. Opportunities for coalitioning and for

Q
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cooptation offer aggther source of power, Perhaps the greatest source lies
in extrauniversity allies. If the preceding sentences seem to portray a
transliteration of the “‘intermediary role’* into a **political role,” the
intent has been accomplished. This paper treats the intrauniversity
politics of Protagonism. **Politics™ is g:h(')sen because it is important to
establish a lzglance of power in which a lobby that holds the welfare of
community “college staff development at heart counters those forces
primarily concerned with the narrow welfare of graduaté departments._
When graduate professors and departments respond to community staff
development needs, they usually aim toward three discrete, but not
unrelated, *products.”” One product type consists of degree or certificate
holders who become first-time staff members in a community college and
display in that setting performances consonant with the dedications and
ambitions of the community college. These products typically emerge
directly from a peri% of concentrated study at a university. They are
often without e’xperi nce in teaching, counseling, or managing, for they
come as Crossovers gom other educational endeavors. A second product
type consists of experienced staff members in community colleges who
have obtained new or added prowess in job performance. In common
fanguage, these two groups represent people who have been put through
in-service or continuing education enterprises. A third product consists of
high-level profegsional specialists, would-be presidents, deans, educa

'
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tional development offfcers, and so on, who have.engaged in university
study leading toward a doctorate. These are the three staff deyvelopment
* preducts that community colleges need, hence, the argument runs, i
graduate schools should do a better job of production, quantitatively and
qualitatively.

Although; polmcs of protagomsm “Thkes & drffer;ent:course with each of
these products, commonalities exist across the three. This may give |
validity to the categories, but where are the protagonists to be found?
FIRST-TIME STAFF MEMBERS - - ;

*

The -top- ranked‘ ingredient for effectne staff development in community
colleges is the number of first-time staff- member§ made available by
graduate schools and tested by the selection process of employers The .
graduate school part of it ; ishard to brmg off. Even semi-success stories are P
rare, Within the graduate departments ofthose graduate schools, however,
there is less difficulty. Semi- sue'cessful outeomes in that setting are quite
gncouragmg

Protagonists in gducation frequently recogmze that thg major power
over programs gpfover student participants resides with the indjvidual
department, not with that confederation listed in the catalogs as ‘‘The
Graduate School.™ One protagonist from educatlon got started with a
friend in the department of accounting. Between them, they aroused in
that department an interest in serving its own welfare by *‘getting better
transfers from junior colleges.™ It was a first step, and this interest was
nurtured by contact with community college people—deans and presi-
dents, as well as chairmen of accounting departments. Out came an optlon
in the 2-year M.B.A. degree for community college teachers. On paper,
such a natural .growth looked good. Apparently, the option is being .
executed well for it draws patrons. This success resulted partially because \
the protagonist’s friend is the graduate adviser in the accounting depart-
ment; partially, it came because the protagonist did not leave the
placement of graduates to the normal channels of the placement service.
From 1960 to 1970, this particular education professor can be credited
with the creation of seven or eight departmental programs for community
college teachers «ud one for counselors. Also, the cross-feed between
departments, Often observed from a dislance, is visible in several volun-
tary startups of programs during the past 2 years. On the surface this
illustration smacks of problem-solving that is nonratronal piecemeal, .
opportunistic, and slow. However, those are the very adjectives that
describe aptly the real-life change proeesses’ihat operate in most of those
confederacies called graduate schools. Protagbnism may well be de-
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scribed as the practice of seizing opportunities, however presented and .

wherever they appear. The successful lobbyist usually targets one vote at
a time® / . -
Qne liability almost all professors in educauon face'in negouatmg for

“programs of professlonal preparation is the automatic imputation by

others of empire-building motivations to them. Nearly equal as a liability
is the educatlomsts own imputation of low qualifications to others who
venture into the professionalized realm of education. I judge as sagagious
one college of education dean I know. In umversn\‘.y cabinet sessions on,
the budget, he gave warm backifig to; the dean of humanities who wanted
an extra allotment to instail a center for teaching effectiveness to sene
that school's faculty. The center was established with not a smgle
education-trained person’on its present staff. But, this same center is now
operating a highly acclaimed training program for community college
teachers, preservice as well as in-service. The syccess is due in part to
close advisement the enterprise by a professor of junior college

. education whose assistance was requested by the dean of humanities. The

politics of protagonism often involves encouraging or helping others to

attempt what one knows darn well he can do better.

Protagonism may include strategic efforts toward university-wide policy
Jor preservice preparation of community college teachers. Two common
types of useful strategy will be ‘addressed hege, but only as sketches, for
there are many more on record.

One strategy places the college of education in the lead role. That
college devises a professional sequence that can be placed into or added
on to existing degree programs. The' college seeks and gets graduate
schog! legislation, usually optional to departments, to recognize this
sequence as an acceptable ““minor"" of some type. From then on, a sales
campaign is mounted department by department. A sale is considered as
the entering wedge with eventual influence on the *‘academic’’ portion of
the degree as the final payoff. As it turns out, the sale itself amounts to
little, providing no one in the student- -advising echelpn of a department is
a protagonist for the option. Protagonist strategy, then, inv olves finding a
department friend .and getting him/her into the advisement hierarchy. A
useful variation on this strategy puts the college of education in the
position of assembling noneducation department representatives at the
outset to explore the community college opportumt) and to work up some
universal program pattern. Typically, this mmal effort emerges as a

“degree program to be carried through the approval machinery of the

graduate school and the powers beyond. Even when the program ijs
approved, the sales task still remains. This education-led strategy ,. if it is
to be successful, calls for about every,ty pe of polifical processing known.

It has succeeded in some instances by establishing a uatdlogued graduate
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school-endorsed arrangemenl for ‘the specific preparation of «,ommuml)
college personnel. The likelihood of success on this scale, exploiting the .
whole framework of the establishment, is not encouraging, a breakdown
seems to occur in the highly political aiena of securing departmental
dedication. But 2 years ago I could not have accorded the-education-led
strategy even honorable mention with good conscience. The year 1974,
and so far 1975, showed signs of change and graduate school. deparlmenls
now offer a different political setting, The departmental buyers are seemg,
as never before in my memory, community college preparation as worthy
merchandise for their educational shelves. Now, at last, the critical
breaking point—lack of departmenlaL dedn.allon—mighl be more easd)
overcome. ’ 3 -y
The second grand Vtrategy consists of igniting directly those graduate
school stalwarts with a spark of «,ommumt) college zeal, then fannmg and
nurturing the flamés, Here is a strategy that appeals because €ven two or
three professors can’use it, especially if one has been elected to the
graduate assembly and has earned respect in that company. Eor example,
one such person secured an audience before her graduql(’ council for a
very engaging and persuasive community college president. Afterward,
representatives from history, biological sciences, and engineering wanted
to follow through. Along with the protaganist from educatién, they went
to talk, with“the associate dean for graduate studies. The dean surpassed
gven theur enthusiasm and volunteered to head a committee to examine
. ways and means. The final product was an inventive graduate ﬁmool
grant arrangement designed to move doctoral departmehts into the
preparation.of community college tedchers Along with jt went a resource
Lommittee to advise departments and a **model’ 'program format that
included a community college internship. I offer no judgment on this
outcome. It stands, however, as.an illustration of our second grand
. strategy and demonstrates the polenilal of the stalwart- |gml|0p.tat‘t|c B
It should be obvious that this line_of strategy almost always depends
upon personal connections, astuteness, and persnslence of the igniter and
nurturer. ln this .case, it was not the .location of the.professor of
community wllege education in the college of education that made the
difference, but rather the preserice of an associate dean of graduate
studies who was ready t e espond to an idea. Such circumstances are not
easlly duplicaied, and that is why ‘some of us look fayorably upon a
,proposal wherein the university’s department of higher education would
<be part of the office of the graduate dean. - .
In this exposition of the political remforcen;lenl needed to develcpp
preservice preparation programs for community college personnel in
_departments other than education, one disclaimer is necessary. The
discussion conveys, I fear, a universal posture of reluctance and disdain. '
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among university graduate divisions. That does not tally with my personal

experience. What does permeate the.departments is a group of professots

with favorable postures who are baffled by or resigned to inertial

T momentum. The politics ¢ of protagonism seeks to countervail inertia, not

. iniquity. We turn now to polmcs and strategy aimed at in-service
practitioners who have the rudiments of prowess. £

. N .

~ . ,5 N f )
ON:-THE-JOB STAFF MEMBERS ; . '

The need among commumty college staff members for in service and
. continuing egucatron is declared to be tremendous and critical. Actual
L voiced demands for such education are\somew hat heavy, but not stagger-
ing. Graduate professors in education at universities are significantly
involved in responding to such demands. Occasionally, professors from

A other departmehts respond. The total university response, however
meets not more than 10 percent of the live demand and probably not more
* than 1 percent of the estimated need at present. « s .

Obviously, the nature of, a umversrty s dedication to in-service and
continuing education and the future scope the institutibn desires sct the
limits of protagonism. As things now stand, education professors hold
some initiative as to how much anf what kind of university involvement
will be viewed as desirable. If they do not promote expansion or
escalation, probably no one else will. If they champion modest, or even -
gargantuan expansions, then the first intermediary or startup roles must

.+ be theirs. (-

In .1974, the 'best opportunities for brokermg, the intermediary role, .
seemed to lie in summer, on-campus inshitutes or workshops. Here is an
otcasion for enlisting the services of ‘‘other department™ university
_professors. Soon, the departments or divisions involved can and do stand
on their own feet. Soon, too, participants in professorial institutes furnish
references to community colleges as they search for consultants or for
local institute directors. The department or college from which the
professors were borrowed for the summersmay soon help with extension-

_ type services during the.current academic year. These exchanges can be
. accelerated by contacts between the education professors and the proper
- promoter in the division of extension. |

‘It is not necesgary to elaborate further on these tactical approac/hes,
except to note that they are time-consuming and energy-draining for the ]
protagonist. These tactics also tend to break down some monopolies that .
protagonists themselves may treasure a great deal. For these, and more
fundamental reasons, an education professor may deem it unprofitable to
undertake a brokerage role in the area of staff development.
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The foregoing paragraphs may seem to give short shrift to polmcal /
plans that seek to aggrandize thé graduate school's engagement with
in-service education for .community &ollege personnel That choice is
deliberate ¢, It mirrors the higher priority I attach to the first and third

2 territory of staff development as university engagements. Perhaps 1

should explain that I see the external degree as the means of serving the ’
third territory of products, those consisting of high-level specialists.

. ? 'Y )
“DOCTORAL" SPECIALISTS \ L X

Here, we deal largely with advanced graduate programs, almost exclu-
~ sively under education auspices, that require graduate school approval.
. Nearly all require iniputs from departments and professors other than the

sponsors. In these cases, the politics of protagonism has a setting4nd a
purpose, consilerably different from those discussed so far. One differ-
ence lies in the fact that approval by a third party, the gragduate school, is
sought. In happy circumstances—when approval criteria and program
desirabilities can be made congruent—the normal amount oﬁ,expeditious‘
persuasion 1s about all the protagonist requires. When incongruities arise,
“‘brokerage’” means selling some particular ideas to a particular person or
committee. The merit of the proposal is one value that can be called up,
but arguers and tbg arguments they raise contribute other values.
Nevertheless, 1t 1s amazing to witness how much leeway can be found
. within graduate school regulations. There are two attributes to any
proposal that seem to open leeway automatically. having a grant and
dealing with minorities or women. When rules do not flex, the option of
trying to change the rules is open, of course, but the chances of success
along this line from a college of educatlon launching pad are not great.
O«..l:aslonall) enough common cause ¢an be found among such allies as
engineering and business to deliver the necessary votes. All in alj,
.o program approval brokerage must rely for success on respect, prenously
" cultivated, from those who interpret rules.

A more important challenge to protagomsts arises when program
content is the concern. A graduate school almost always has somewhere
1n_its magazine of courses and curricyla, the exact content needed by
given programs, "But for students in community college programs it is
often hard to get at that content. The obstacles can be mechanical; course
. prerequisites or scheduling hang-ups. Obstacles can be professorial;
PN unwillingness or mablhty 1o make the content come alive for tudents with
. community college ambitions,, while simultaneously catering to other
students. Obstacles may be curricular, the content desired does exist ip a
department’s offerings, but it is scattered amoni;,fi half dozen course
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offerings and the students in the program can afford only one. Such

. obstacles are inevitable. Some program directors or designers jusy/give up

and say ‘‘get credit for 6 hours in something.'* Others go after thé content
as protagonists. Mechanical difficulties can.b® overcome very often by
communication at the department head or dean's level. Professorial and
curriculum obstacles call for winning friends and influencing people, but
rely chiefly on one of two assets. already established respect and interest
on the part of the peressor and department concerned, or a block of able
students who arouse ‘‘other department'* interest. In my observation,
with 10 or 15 intellectually attractive students, one can negotiate success-
fully on a university campus for almost any program content desjred.

It seems almost inevitable, and quite wise, that many of the programs
will involve external degree features. Already we have treated the
political stratagems for getting graduate school holy water sprimkled upon
such features. Anpther ‘‘getting’ is much more crucial: budgetary
support for quality performance in an external mode. Here, the deans
must be relied upon, but their roles are difficult. The complete protagonist
confronts and persuades deans with outside testimony, prestigious advo-
cates, and sheer cajolery. Incentive grants from outside help, as do
combinations of other deans urging externalism, however, as I assess the
true costs of high-quality external programs,.it appears that university

“coffers over the next decade can never furnish the dollars required.

O
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fourths of their time.

Protagonists will do well to turn to state legislatures and to the United
States Congress forfsupplements. That route leads through politics of a
classic character. I submit that without such politics, externalism will be a
greater Bane than blessmg& . . .
In closmg, I point out that I'am bullish on the brokerage role. I have
seen the approac.h produge some mﬁdest results. I have seen it fail more
often, but that must be expected. Abrokerage role is bound to be baffling
for educatign professors who are in nongraduate school company three




8

1 3 Development by |

- Discussion . |

*
s

° Any eubstantive meeiing of academics overreaches the agenda and takes

on a character of its own as it develops ¢ dlrectlon turns up.new ideas, sifts
out points that.deserve Specnal emphasis, refines deﬂmﬁons and concepts

and clarifies misperceptions. These summary parggraphs capture some .

of the discussion that flowed from papers. They set in place more firmly
some of the foundations on which recommendations for future'action
can be constructed. Exchanges among conference partlczpants are not

rcported in sequence but are organized around several major headings

that encompass many of the pomts developed in reaction to the papers.
Under the headmg “Clearing thé Crystal' those topics that sharpen
the grounds for agreement and makc distinct the scope of difference
are treated. ‘‘Range of Resqurces'. reflects the exchanges on tyaditional
and nontraditional -programs, ag.well as the new ldeas they generated.

_ “‘Lines. of Linkage'' captures many of the observations about cross-

over. relationships among the commu_mty colleges, graduate schools
and other education-related organizations. The final section, ‘‘Making
Room for Change,"" reports ideas about how some of the needed develop-

ments can be supported. —

-
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CLEARING TH{CRYSTAL

It was the quotation offered by 105e Perea that gave the endorsement of
wisdom to.this task:
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*Que en este mundo traidor ..
nada ¢s verdad ni es mentira

todd ¢s seglin del color

del cristal con due se mira.

[in l_his treacherous world nohing is truth nur isat falschuud, everything is as the volur of the

crystal with which you view it.]

)

One *‘crystal” bf information that presented an enigma is found in,the

survey report develbped by McCabe. The low evaluations given by
respondents to competence.in one’s field and the value of research (items
13, 16, 19) seem to represent extreme judgments. Several discussants felt
a likely inference is that these two, factors are well taken care of by
conventioaal forms of preparation andithe respenses represent an absence

, of concern, recognition of alevel of adequacy, rather than a reduction in
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their significance. . »

There was évidence throughout the discussion that g&sy acceptance of
conventional wisdom misleads those who observe the graduate school, as
well as those who look at the community college. The, persistent symbols
attributed to the graduate school—preoccupation with research’ rigid
disciplinary views, Ph.D.’s of single.competente—are overdrawn or
outmoded. In the words of David Sparks these are ¢*the ghosts of 20 years
ago'!; most.present-day graduate departments are something gdite differ-
ent. BiChardson found those outside universities often ‘crificizing these
institutions for failing to do som.e of those things that comhlunity colleges
should be able to do for themselves."" For the community colleges a slow )
acceptance by faculty at 4-year institutions of the full meaning of an
“‘open door’” college is now complicated by the community colleges’
undertaking an even more extensive mission, which reaches beyond the
structure of graded, certified, and age-specific schooling.

Between the graduate school and the community college there is a
reality of two 'different structures. These will not change but must be
incorporated as a part of any plan that aims at a cooperative effort. The
graduate schools of major universities are not coherent hierarchies but
loose confederations of. departments with some interspersion of schools
or colleges. The independence and initiative of faculty members or-
ganized into departments that are both disciplinary sectors of knowl-
edge and administrative units js fundamental to the university.' These
disciplinary departments are not only *‘bastions of the status quo’ but
also “‘staging areas for change,’ as William Taylor aptly stated. The role
of the disciplines is seriously misunderstood by emphasizing only the
former aspect and overlooking the possibilities of the latter. Only when
this misunderstanding is corrected can pathways lead to new degree
programs, to more attention on the part of professional associations, and
to coordinated efforts within the graduate school. The community college

.~




\EK

with its hierarchical organization, managed operations, and concentration
of initiative at-the administrative level presents an unfamiliar configura-
tion to disciplineriented faculty. It is against this background that one
finds a partial ansWwer to what Richardson called the *‘unarticulated ques-
tion™: ““Why should the graduate schogls do anythmg other than what
they now do?”’ ‘o
Critics from the commumty coll;}ges reflect their own tradition of
responding quickly to “public needs in their expectations that graduate
schools will, rcspond immediately to their n¢eds %r) specially trained
faculty. For their part, graduate schools, having found their degree
_holders acceptable to industry, government, and the academic world,
hold the plausible expectation that slight adjustments via on-the job
training will yield satisfactory outcomes for the new constituency— -
community colleges. I{levertheless, McCabe makes the point that the
particular staffing needs of the comimunity colleges are very real and are
developing the persistence of a trend, a trend that must be met. Commit-
ment to the open door has brought into the community college students
moré diverse than those found in any other set of lnsmutlons even
‘including the public school structure. Furthermore, broad commitment to
the interests of the community has genera‘ed requests for trammg
programs in the 2 -year colieges that answer the needs of vanpys agencies
and individuals alike in that community. With the new range of students
and programs comes the inevitable need for new instructional modes and
faculty. At best, graduate school efforts answer only a part of these
requirements for a particular kind of faculty preparation, and it js not the
part that promises greatest growth. - % .
The number of faculty candidates frofn junior and communit lleges
who will or can participate in.training or study programs is a matter of
crucial importance. Projecting from assumptions that aie very close tu the
.existing conditions, Cartter found the numbers of new teachers needed by
.community colleges, particularly new teachers with Ph.D.’s, to be very
modest indeed. But the numbers rise quickly 4f one adds a few new
assumptions touched on in the papers and elaborated in the discussion.
In-service training for just about all faculty members-will be.required for
approximately 10 years to meet fully the needs of new clienteles.
.Nonteaching professionals and specialists of all types constitute” an
.essential part of the community college structure and sound preparatory
work for each group is required. Within community college faculties there
is flow, in and out, quite apart from retirement, generated by people
returning to practice and practitioners. moving into teaching. This group,
too, becomes-a candidate for education. And there is an urgency to this
need for,programs that will provide education on terrs useful to the
community college. As Richardson notes, student bodies are changing
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and the faculty are tenured into their present positions Or again,
Harcleroad observes that we have only 10 years in which to identify, «
_design, and ‘execute programs .that will meet these conditions. The
universities, out of respect for tradition, may have first optlon on meeting

these problems, but without a mare effective response than present
practices provide, they will nqt hold that option long. What the educa-

tional universe of the community colleges requires of universitiey is a
long-term commitment to continuing educatiomand‘pmfesalonn}l prepara-

tion that will meet 2-year college needs wherever they may lead.

-
v .
- «

RANGE OF RESOURCES - ‘ o

rt of the reason so few oppostunities appear in universities under the
x(?entlfed heading of community college staff-development options is the
lack of educational resourceg in-an elementary sense. Organizational.units
and programmatic concepts, not-merely funding resources, are needed to
support a full commitment. The conference papers explored this issue
under the headings of ‘‘nontraditional’* and *‘tradifional” forms of re-
sponse; theensuing discussion followed « similar pattern. The nontradi-
tional approach has raised some skepticism. As Richardson ashed, *‘How ’
many are real alternatives?” The doctor of arts modifies tradition very
littie "and the e)(rauniwersity degree programs show strong imitative
strains. Some of what has been identified as nontraditional study,is, in
fact, the kind of on-site contribution to professional growth that every
community gellege should be doing. While there are good -ontraditional
programs sgfindly -conceived and effectively-operated, no one approagh
has struck the maglc spark that seems to be needed in the field. /
In the traditional Setting more i$ being done to ‘meet the needs of the
2-year college faculty member than the casual observer might expect, but
Y there is still a generous measure of skepticism. And the issue has roots in
a basic question, as posed by Taylor: “‘Given the diversity in the
cominunity colleges, should these institutions look to universities for all
of the training and retraining they require?”” While substantial contribu- .
tions can be made graduate schools cannot be expected to produce the
g,hole man™ as the community college defines him. Beyond conducting .
pn?grams of study and institutes or workshops, there are still other areas
in Which graduate schools can make contributions. As Haight and others
no t;d “research answers questions’’ and ‘there has been too little
dis) sition to address questions of learning and instruction in terms that
will@llow the graduate school to formulate rescarch-based answers. Also,
certification, the formal power to recognize that resxdes in the graduate
school, is likely to remain. Kugler pointed out that some contracts and
. 4
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codes emphasize formal credit and degrees as a basis for rank and salary }
scales. From the papers, and even more from the discussion, it became
clear that no single organizational structure or programmatic design has
given clear evidence of superiority. Further, it is clear that no combina-
tion of approaches, traditional or nontraditional, can yet provide the
variety of options to satisfy current and future needs of staff development
".in the community colleges.

- v
‘ LINES OF LINKAGE , . T
Just below the surface during much of the discussion lay two questions. . .

Do universities know, what community colleges do? Are community
colleges aware of what graduate departments could do? As Tillery noted,
a substantial reservoir of goodwill waits behind both questions to be
tapped by’ new forms of -association. ‘
Two new avenues of exchange are required: one that will raise
“awareness and understanding and, less obvious but more important, one
that moves toward joint decisions that can produce programs of action.
Both pathways of interaction between community colleges and graduate
schools are lmperfectly defined and maintained with difficulty, primarily’
because there-is no strong precedent os contmumg tradmon
At first glance the idea of ralsmg awareness may appear to be a mere
echo of the conventional plea for **more communication.’” In this case,
. however, tht\E plea has quite sgec:fc origins. Graduate fatulties have no
easily accessible means of observing what goes on in the commumty
college, and they cannot trust their own personal experience whichis .
Jargeiy drawn from 4-year programs. Community colleges, as Rlchardson
and Anderson pointed out, often approach the graduate school seeking
assistance with a broad 'gauge problem. For example, the relationship
between learning theory and instructional technology includes essential
topics that are scattered across several departments and among schools in
most universities. The graduate school qua graduate school is incapable |
of a single direct answer to such questions. . p
It became increasingly clear in the course of the discussion that finding
new crossovers for communication and new avenues of professional .
linkage may be even more important at this stage than the ingenious
invention of new programs of study. There are some patchgs of promise
on the academic scene, and Taylor observed that professional societies
are once more directing their attention to pedagogical i 1ssues after almost .
. 25 years of preoccupatu‘m with research and subspecnallzatlon within the ..
disciplines. The possibilities of exchange professorships were raised along
with briefer visitations among the faculty and staff of the two kinds of v

b .
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institutions. The possibilities are rich lf only one keeps in mind that the
purposg is to sense the fundamental . ‘goodwill, add accuracy to the
observations of both parties, and cultivate the kind of mutual respect
upon which sound academic programs must be based.

More difficult and time-consuming is the task of establishing lines of
linkage that Wwill produce programs of action. There was . wide agreement
among the discussants, that administrative summit meetings between

-community colleges apd graduate schools would have very limited
sesults unless a richer retwork of involvement in both institutions was
achieved. How fundament... this-task is was demonstrated by discussion
of the role a school of education might play. At first glance, education
appears to be a natural home for community staff development programs.
Haskew's paper and rejoinders to it made plain that the education school
may have a large share of the important resources and could be a home
base for some programs. However, it would be denied the singular
ieadershxp role by the very nature of the graduate school, which em-
phasizes the independence of colleges and their uomponent departments.

In the present climate one of the more promising avenues to action lies
with interpersonal relationships. In some cases these contdiﬁ are highly
entrepreneurial depending on the ingenuity of a single professor who calls
together from various departments the resources needed to run a
program. The creation of intermediary roles by joint appointments is
another mechanistn that adds power to personal influence. The brokerage «
role on either an interdepartmental or intercollegiate basis, depends again
on the personial efforts of an individual who can channel resources in new
directions.

Lines of contact that build on fields of knowledge show evidence of
producing successful exchange between graduate departments and com-
munity colleges. Sometimes these assugiations begin with short-term
workshops involving faculty members from similar subjegct areas and then
ripen into regional o1 statewide professional associations. Cosand,
Taylor, Green, and Haight all reported good experience with this ap-
proach. The discipline is such a fundamental link to student learning that
most efforts in this direction eventually lead to professional societies, as
Phillips pointed out in her paper and as the discussion developed more
fully. Physics, chemistry, history, and the humanities give clear signs of

_interest. Even mure rapid progress might be made in this area if a group of

community college-presidents were to appear on the programs of profes-
sional associations at their-annual meetmgs

Although the idea of formal associations at institutional levels did not
generate high enthusiasm in the discussion, it was not discounted al
together particularly as a first step to other kinds of exchange. Cosand
cited associations of community colleges and %ni»ersities in two states
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that were gradually developing effectiveness. Possibility of leades§hip
exercised by statewide coordinating or governing bodies in this area were
also noted. Finally, the possibilities of collective bargaining contracts as a
medium for installing flexible and comprehensive staff de»elopment
programs were discussed at some length.

In"summary, while there may be no single program on the currgnt scene
that answers staff development needs of community colleges effectively,
a'number of parallel paths exist that lead toward sound outcomes and
mutual understanding. Thls is a time, too, in which a thoughtfuLpaper or

- two from the academic fields.about alternate means for preparing,

renewing, and updating teachers in the disciplines would have special
value, as Tillery pointed-out. ~* .

-
.

MAKING ROOM FOR CHANGE -

Patterns of professnonal development as new as those under discussion
require the “risK*capital” of education—new resources of professlonal

~tlmc:, specialized personnel, and support services. By increasing the

attractiveness of the mstltuuon to new students and cutting attrition of
those alrgady enrolled, this may even yield shortrun returns of a direct
sort. Case and Tillery cnted evidence of these effects in California.
Needed resources always translate cony emently‘mto dollar terms,.but the
quality of what these funds are used for and the terms on which they are
required must be weighed. They will have to be developed, as all other

. fiscal support has been, by realignment or combination of what is in hand

or by inputs of new funds. As Green noted, personnel shifts and minor

" organizational changes can signal a beginning. Combining funds already

dispersed across the institutional budget into a fund identifie.. 1ur faculty

-development would,sas McCabe and Spatks observed, provide an add,

tional step. In active community colleges this might turn out to be as much
as 6 percent of the budget, according to some estimates. There was a
feeling, however, that financial support for the kind of program that has
been under discussion might run as high as 10 percent of a system budget,
which would certainly require supplementation from extrainstitutional
sources. In some cases requests for state funding could be justified by the
prospect of increased efficiency in the use -of faculty. Another encour-
agement for earmarked funds deyoted to faculty development has come in
recent collective bargammg contracts. At Chicago City College and City
___University,of New Yurk, provisions for professional updating or retrain-
ing have been included in the contract.

Nationally, federal funding may play the crucial role. During the initial
years of doctor of arts programs—Michigan was the case cited in point—
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fellowships made it possible to select those students Who would benefit
most from the program. The rationalearound whichrécommendations for
federal support might_be deveéloped 'has ial importance. With ex-
penmentallsm and human development programs falling to low .priority,
_ the most likely, justificatiun for federal suppor( would have to emphasize
retrammg people whose disciplines are no longer in demand, thereby

" contributing to general professmnal effectiveness, There is precedent for
this in the Manpowe: . elopment Training Act and evidence of the need
in the sharp enrollment declines in fields such as social scnences and
languages. Under such an approach it would also be possi le to de-
velop options to serve new 2-year college constituencies. Thig"thode
of approach would probabl) win approval beyond the educational com-
“munity and draw cooperation from’ national labor . associations and the
professional units of AAUP, NEA, and AFT, as well as the discipline- 0(\|cnted
associations. The logical place for such legislation is within the sections of
.the Higher Education Act amendments as they develop over the next
‘several years.

Occasnonall) discussion of the most.frultful dlrectlons for development,
of university —wmmumt{ college relationships bLnght speculation op
deeper issues. These issues now lie just over the honzon of immediate
practical concern but they are€ significant to the whole professmn. How do
individuals develop throughout a professional lifetime. aspegsons,
teachers, and scholars? How are coherent career lines identified and to
what degree are thesg aided or impeded by specialization in a discipline?
On the institutional Eel there is a growing concern as to, how graduate
school@, which have achieved a high state of excellence by Lhelr x,apauty

speculate with intellectual vigor aad lmestlgate with precision, can
tmnslate these talents into an exchange that will anticipate problems as
" they emerge and offer sources of guidance to practitioners. Finally, the
versatility of the disciplines to gddress*problems of learning must be
restored to a balance that carries wider benefit for all branches of the

»academic profession.
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" assembled engaged in full and frank discussion of a long list of critical

" -

14 From Talk - o

There are several indications that the conference described in this volume
served its purposes well. For the first time, a group was convened that
represented both graduate schools and community colleges The persons _

issues and provided a foundation on whi¢h further actions by community
colleges and graduate scheols can build.

But knowledgeable persons in higher educatnon know that conferences,

in and of themselves, do not automatically generate positive change. They

. dre helpful in ldenufymg issues, illuminating the nature of these i iIssues,

» and suggestmg ways to progress. Determining whether the suggcsuons

are sound and will effect beneficial results, however, requires action in

the field—in this case, in the community colleges and the graduate

v

schools. ’ .
What undgrstandings will strengthen community colleges and graduate
“education in their drive to greater effectiveness in the educational
enterprises they represent? What actions seem to be most promising to
develop these understandings and to translate them from concepts to
practices in the community colleges and graduate schools? The confer
ence record suggests that substantive answers to both questions exist.
Improved understandings that cut in several directions are needed—
understandings among the community colleges as a group, among the
graduate schools as a group, and among the community colleges and the
graduate schools. Actions following and built upon the improved under-
standings will be most helpful.
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CLARIFICATION OF COMMUN]TY COLLEGE FUNCTIONS

An issue that surfaced early in the conference dlscusslon bears he«mly on
the essential purposes, that community colleges seek to seryé. Should,
these institutions eom.entrate their full resources on pmwdn}g, instruction
and related services to students, or should effdrts be made ggmultaneously
to provide programs ,to improve directly the effectiveness of their
professional personnel’ (lq:)trm.tors, counselors, and pther educational
specialists) whose dut!’es in the community colleg/e require advanced
specialized knowledge While awareness of this issue obviously influ-
enced the posture of b th the community eollege/and graduate education
representatives engaged in the discussion, the wider ramifications were
not really examined-carefully and fully.

Yet, if clarification of institutional purpose contributes to more effec-
tive institutional act)'on a closer examma;non of the issue is needed. The
way that itis resoL\ed will have serious consequences for both community

colleges and graJudte schools. Commumty colleges now serve as agencies If
for direct delixery of postseconda;y educational services of less than ;

professnon.al ] vel. If, however, these eolleges are also to serve, in whole
or in part, As professional schools (as extensive development of pro-
grams to upgrade their professlonal staff members would make them),
new consequences would deyelop. Af present, some eommumty colleges |

evidently sense a strong pressure to establish *‘in-house"" staff develop-,

ment programs of extensjve dimensions. This, they profess, is needed to,
fill the vacuum existing in the av alldbllll) of services from@ther agencies
and to avoid depending on those Sources that, in the view of these com-
munity colleges, are producing personnel not truly attuned to community
college professional performanc‘e requirements.

-

CLARIFICATION OF GRADUATE EDUCATION FUNCTIONS

Another/issue that came to the fore early in the conference—indeed, even
in its planning stage, as the minutes of the advisory panel show—pertains
to the mission and responsibility for service of graduate education. Just as
the function of commumty collcges was a subject underlying much of the
discussion, this analogous ‘issue for graduate education influenced the
discussion consistently, but was not fully exammed Is university-based
graduate education obliged to provide programs for ll personnel whose
functions call for advanced specialized knowledge (including professional
staff in community colleges), or only for those working in selected fields
(e.g., university teaching and research)? Implicit within this question are
several subquestions. Do graduate schools have an obligat:on to serve the
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needs of professionals who wish to study on a part-time basis? In
locations away from a main university campus? On topics of special
interest to those professionals after they have completed a terminal
academic degree? Again, a more complete clarification of these questions
will serve tg sharpen the concept of graduate education and clarify the
expectations of those engaged in it as well as of those outside.

&

COOPERATION FOR GREATER UNDERSTANDING .

Although neither of the foregoing major issues concerning the roles of

‘community colieges and graduate education was fully aired, discussion

was $ufficient to show some consensus of opinion., Considerable readi-
ness was expressed on the part of both groups to act jointly to improve the
currenf level of agreement on relative institutional roles. The x,ommumt)
college representatlyes generally seemed to want their insights and
expectations. for staff development accepted and acted upon by the
graduate schools, they did not appear overly anxious to assume the task
of personnel development themselves. Graduate ediication representa-
tives strongly indicated a mll\lﬂgness to promote closer associations with
community collegesleaders to institute new, and improve existing, ap-
proaches to development of professional staff for the comu.uinty colleges.
The discussion-showed clearly, however, that the basic premise of the
conference remains true. Insights and experiences are only minimally
shared between community college and graduate education. All cen-
cerned continue to state that closer and stronger work in their common

_behalf is needed. In this effort, furthermore, both need to work to achieve

for each other *‘keys' to needed resources to support other positive
actions. -

.Some actions to improve mutual understanding that might be tahen by
community colleges and by graduate education as separate enterprises
and by the two groups jointly are discussed below. P

)

1. The community colleges can help graduate schools by defining
problems of staff development to the graduate schools in terms that will
allow the graduate schools o approach them and that will allow answers
to bg, immediately applicable to the community colleges. This is not now -
happening. The community colleges contend that they have defined their
staff development problems. This is true in part, but the definition has not
specifically been directed to the graduate schdols or directly communi
cated to them. More specific action should no longer be delayed.

- Pl

' , 129

. t'ﬁ:,-?‘ql * R N

-




ERIC

Aruitoxt provided by Eic:

2, Community golleges can make stronger use of specialists in com-
mumty college education on the faculty of graduate schools of education.
In this théir college of education colleagues can help to establish liaison
with graduate faculty in other departments and to serye as coordinators of
comprehensive projects, including research and development projects

. that address staff development needs and can lead to broader aspects of

istitutional improvement. Further, community colleges can deliberately
seek to bring these graduate school representatives frequently to their
campuses for on-site efforts to formplate new programs - that Wl"
strengthen the community colleges. : .

- 3. Several factors support a proposition that the community colleges
have the greatest ability to generate funds’ and to provide related
resources, such as physical facilities, for continuing professional de-
»elopmept of their personnel A growing ngmber of community colleges
are, providiag a set pergentage of operating funds {61 staff development,
faculty collective bargaining contracts show increasing attention to agree-
ments that provide institutional funds for this purpose, cgmmitment of

mstitutional space and, to some extent, instructional equipment and other .

supporting resources is an established practice in community colleges
cooperating with various *‘field-based,"* graduate-level staff development
programs. All of these efforts can be augmented to enhance the pos-
sibilities for greater community college use of graduate programs.

4. By virtue of their relatively close ties with local communities,
community colleges have the opportunity to build on the growing trend of
making career training for all persons in the community ‘‘a counseling
operation.”" In s0 doing, they can involve more graduate school personnel
as resource specialists. : .

Atv:'tibns by Graduate Education » .

1. Although some significant '::hanges are evident, much indifference
remains in the generdl concern of graduate school fafculty for commu-
nity colleges, as well as limited or wrong understanding of these colleges
on some key points. When, for example, graduate faculty members
continue to refer to fommunity colleges as ‘‘junior colleges,’ ‘they
reflect a professional distance from current reality both in their atti-
tude and in the currency of their information. Consequently, it is
underSandable why many people engaged in community college educa
tion have concluded that, *‘the graduate schools do not understand what
we are doing and so cannot be of help to ui in strengthening capabilities of
the staff we employ.”

Somewhat the same result comes when graduate school personnel
fwrd
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decry or deprecate the drive among community colleges for help in

moving faculty and other professional staff to greater levels of effective-

ness. Two responses are gengrally expressed by graduate faculty when
community colleges state their peed for staff who can relate more sensi-
tively and effectively to students in the full range of diversity that
they bring to the colleges. (1) This kind of exercise is futile and any -
hope to achieve success in it is naive; that is, “‘teaching is an art,” or **hu-
man relations are felt not learned." (2) Concern for effective student—
istructor understandings in the learning process are no more difficult’or
desirable in the community colleges than in the baccalaureate colleges and
the graduate schools. ’

Such attitudes are wrong. Corrective action would best be initiated by
the graduate schools themselves and strengthened by strong involvement
of community college personnel. The action called for is an **in-service
staff development program’* for personnel in graduate education aimed at
developing better appreciation of the community colleges as institutions
and of the student-faculty relationship in the learning situation typically
encountered in these institutions. Both administrative personnel (graduate
deans and deans of colleges with graduate départmentsj and the teaching

faculty (department heads_ and faculty) should participate ih such a

program. . . S

2. One among many possible outcomes of such an “in-service”" staff
development program for interested graduate fagulty can be a focusing of
more graduate research efforts, including doctoral dissertation studies, on
the learning process of interest to the community colleges. The need for
such an, expanded knowledge base for strengthening the instructional
program was voiced recurrently during the disctission. Some participants
from the graduate schools had excellent illustrations of the practices at
therr mstitutions. The graduate schools, perhaps under the leadership of
the Council of Graduate Schools in the United States, could stimulate
much- more action along these lines, in this effort the fullest possible
participation of community college personnel should be encouraged

3. Graduate education interests and those of the major professional
assoclations representing the subject matter disciplines are closely inter-
related. Recognition of this fact prompted conference participants to note
the potential leadership role that the graduate schools can play in urging
the professional associations and the community colleges to become more
closely involved in staff development programs. The even greater chal-
lenge of such action leading to a three-cornered attack on community
college staff development needs—involsing the graduate faculty leaders,
the professional assouiations in the disciplines, and such national associa-
tions as the AAUP, NEA, and AFT—was aiso identified. Here again,
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however, the question of a promjsing initiati'ng agent was left vague_The.

inference is clear that an initiative by graduate education on behalf of the
community colleges would be more productive than one either by the
community colleges or the professional associations, both of which would
consequently appear to be self-serving. The Council of Graduate Schools
may wish to consider possible moves on this point.

4. Action is also needed to stimulate graduate education’s attention to
updating professional workers who have completed advanced degrees.
The standard approach to such updating, whereby the individual is
encouraged to return to the university for ‘*‘more advanced course work, "
has'not proved effective. Indeed, most graduate programs are perceived
in the community colleges as irrelevant to this. problem. To change this
negative posture, the problem must be’examined in depth, in the hope that

major innovative ventures might evolve.
a3

>

Actions by Both Parties . g i :

One participant aptly concluded that ““No single organizational fornt

exists within the universities or the junior-community colleges to meet
the problems.’* When the subsequent quezfon was posed—‘‘How. can
community colleges help graduate schools %nd use them in developing
such organizational forms?''—a number of possibilities were noted for
joint community college~graduate education action. . .
. .- .

1. If the call for a deepened dialogue between graduate education and
the community volleges is to be heeded, graduate education and commu-
nity coIIeges must reserve more time and energy for this purpose. As a
follow-up 1o this national conference, we propose that a series of regional
and perhaps state- level conferences of the same type be organized.
Beyond holding such conferenccs and short-term institutes, however,

" operational linkages must be continued.
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2. A number of university graduate schools should be encouraged
tQ orgamze major staff dévelopment programs with pearby commumly
colleges. Perhaps as many as 12 or 15 such consgrtia should b€ vrganized
and supported to formulate and test a variety of staff dewelopment ldefns

3. Given that faculty ,in community colleges and colleagues in the

‘graduate disciplines need more professional interaction, it is natural to

expect that programs of faculty exchange should develop. To date, this
concept has been impiemented only on a trial basis, but the case for it
remains compelling. If a number of graduate schobfs were to formu-
late and launch a coordinated effort in such a faculty exchange pro-
gram, given substantial financial support by a national foundation,




succéss might be achieved. The Council of Graduate Schools should
consnder an initiative in this direction. .

4. Finally, the graduate schools and the community colleges must take
joint action for a new program of federal sup cf)ort for strengthened staff
development for community colléges. The Cduncil of Graduate Schools,

in cooperation with the AACIC, might take the lead in pressing for this new
federal initiative.
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Texas, Austin, Texas \.

DR. JOHN JEWETT, Professor of Mathemancs, Oklahoma State Unfversily, Stillwa-
ter, Oklahoma

DR. ISRAEL KUGLER, Professor, Ncw York City Commumty College, Brooklyn.
New York

DR. EILEEN KUHNS, Executive Assuuale. American Association of Commumt)—
Junior Colleges, Washmgton D.C.

DR. S.v. MARTORANA Professor of Higher Education, Center for the Study of
ngher Education, Pennsylvania State University, University Park, Pennsyl-
vania

DR. PETER MASIKO, JR., Prestdent, Miami-Dade Commumty College, Miami,
Florida v X

DR. ROBERT H. McCABE. Executive Vice President, Miami-Dade Communit) Col-
lege, Miami, Florida

MR. GARY McGUIRE, Research Assistant, Center for the Study of Higher Edu\.atmn.
Pennsylvania State University, University Park, Pennsylvania

MR. MARK G. NIXON, Admimstrative Assistant, National Board on Graduate
Education, Washington, D.C. .

DR. TERRY O'BANION, Professor of Higher Education, University of [llinos,
.Urbana. Hlinois

DR. JOSE PEREA, Dean of Géneral Studics, Commumty College of Denver, Aurana
Carnpus, Denver, Colorado '

DR. MELBA PHILLIPS, Visiting Professor of Physics, State University of Ncw York
at Stony Brook, Stony Brook, New York

DR. RICHARD C. RICHARDSON, JR., President,” Northampton County Areq Commu-
nity College, Bethlehem, Pennsylvania

DR. JOHN ‘RYAN, Assistant to the President, Council of Graduate Schools,
Washington, D.C.

MR. MAURICE M. SALTER, Schoo! of Educallon, Umversity of Califormia, Los
Angeles, California

DR. RAYMOND E. SCHULTZ, Professour of Educanun, sthmgton Stdtc bnncrsnt).
Pulilman, Washjngton

DR. THOMAS SHAY, Professor of Higher Educativn, Umversny of Coiorado,
Boulder, Colorado-

DR. CHARLES R. SHERMAN, Stuff Assoctare, National Buerd on Graduate Educa-
tion, Washington, D.C.

DR. DAVID SPARKS, Dean uf the Graduate Schuol, University of Marylgnd, College
Park, Maryland
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DR. WILLIAM R. TAYLOR, Professor of History, Statc University of New York at
. Stony Brook, Stony .Brook, New York
DR. DALE TILLERY, Professor of Higher Educanon, University of California,
Berkeley, California s
DR. WILLIAM TOOMBS, Assistant Director, Center for the Study of Higher Educa-

\, tion, Pennsyltvania State University, University Park. Pennsylvania
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NATIONAL BOARD ON GRADUATE EDUCATION
. . PUBLkgATIONs

\

Board Repgyts-

1. Graduate Education. Purposes. Problems and Potential, Novem-
. ber 1972, 18.pp.
. N 2. Doctorate Manpower Forecasts and Pohcv November 1973 22 pp.
3. Federal Policy Alternatives, Toward Graduate Educauon March
1974, 127 pp.
4. Science Development, University Development and the Pederal
Government, J:une 1975, 48 pp.

Technical Reports

TR1. An Econoniic Perspective on the Evolution of Gradi:ate Education,
by Stephen B. Dresch, March 1974, 76 pp. T
* ™R 2. Forecastingéhe Ph.D. Labor Market: Pitfalls for Policy, by Richard
’ , Freeman and David W. Breneman, April 1974, 50 pp.
TR 3. Graduate School Adjustments to the “‘New Depression.” in Higher
Education, by David W. Breneman, with a Commentarv by the
National Board-on Graduate Education, February 1975, 96 pp
TR 4. Science Development. An Evaluation Study, by Davxd E. Dre
June 1975, 182 pp.
TR 5. Graduate Education and Community Collvges Cooperative Ap-
proaches.to Community College Staff Development, edited by S.V.
Max‘;omna, William Toombs and David W. Breneman, August
1975, 137 pp.
» . ‘,
" Other Publications - /
An Annotatéd Blbhograph_y on Graduate Educatlon 1971 —1972
October 1972, 151 pp. -
= “*Comment"* on the New;nan Fask Force Report on the Federal
Role in Gmduate Education, June 1973 13 pp.
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