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When the City University of New York embarked upon its
open admissions program, a great deal of controversy sur-
rounded it. Some thought it was an ill-advised policy which
could only result in failure. Others viewed it as one of the
most humane and innovative experiments in American higher
education. Because of the controversy, and for sound educa-
tional reasons as well, it was evident that a research evalua-

tion would be required.

To date there have been numerous studies describing
the academic fate of open admissions students. That is,
their grades, rates of progress, dropout and graduation
phenomena have been described. Of considerable importance
has been the discovery of wide variations among campuses
in the academic achievement of their students., To what
should we attribute these variations? First, they could
be due simply to differences in the types of students attend-
ing different colleges. Second, they could be due to the
impact of specific college programs which had been designed
to implement the open admissions policy -~ perhaps the
remedial programs or the counseling services had more positive
effects at some colleges than at others (Of course, student
achievement could be due to some combination of the above

two factors).




One of the major aims of this research project is to
assess the relative importance of inﬂiviaual and college
program factors as determinants of academic outcomes. In
order to complete such analyses it is necessary to have
information on (1) Student perfcrmance; (2) Student
backgrounds; (3) College cpen admissions programs. All of

+these data have now bheen collected.

The aim of this report is to present, for the first
time, detailed descriptions of the college open admissions
programs. These descriptions are of importance for at least
two reasons. First, they provide for the Citﬁ University,
and for the wider academic community, the first systematic
presentation of how a major institution of higher education
tried to deal with a shift from a selective to a free access
admissions policy. Second, thé data in this report provide
the basis for assessment of the impact of college programs,
and a specification of which (if any) programs had the

greatest effect,

It should be emphasized that although the evaluation of
program impact is a major aim of the overall project, the
evaluations themselves are not presented in this report.
Rather, the descriptions provide one basis for carrying out
these evaluations. Such work is now under way and will be

presented in a forthcoming book.



BACKGROUND

In the fall of 1970 the fifteen undergraduate campuses
(8 four-year senior colleges and 7 two-year comumunity col-
leges) of the City University of New Yorxk (CUNY) embarked
upon an open admissions program. Approximately 35,000
freshmen matriculated at CUNY in that year as compared with
about 19,000 in the fall of 1969%. Most of this 84% increase
was directly attributable to the nevw admissions policy under
which all graduates of New York City high schools were guaran-

teed a place at one of the campuses, if they chose to come.

ol

To qualify for admission to one of the senior colleges,
a high school senior had to graduate either in the top half
of the class or attain at least an 80 average. If neither
of these criteria was met, the student could attend a com-
munity-college (with the guaranteed option of transferring
to a senior college after attaining the community college

A.A. degree).

Wwhile open admissions programs are not new in American
higher education (they go back to the last century), the CUNY
program was unique in several respects, and thus attracted
national attention. First, the CUNY admissions criteria re-

sulted in less stratification of senior and community college

10



populations than has been the case in other places. Second,
open admissions programs elsewhere have been characterized

by high attrition rates. At such colleges it is the obligation

it

of the institution to provide access, but the responsibility

I

for academic success lies almost exclusively with the student.

At CUNY it is an explicit aim that the "revolving door" aspect

of cpen adnissions should be avoided. In order to achieve

this, while at the same time maintaining traditional academic
standards, the university developed complex and massive pro-
grams designed to improve the academic skills of students

with weak preparation. The aim was to increase the probability
that such st.dents would be able to pursue their studies success-
fully. Thus, the CUNY program, to a significant degree, shifted

the responsibility for academic success more toward the system.

In short, the most striking feature of the CUNY policy
was not simply the change in admissions criteria, but rather,

the institutional adaptations that arose in response to the

changed criteria. The purpose of this report is to describe

these institutional responses in detail.

11



Overview of CUNY Decision-Making Structure

The understanding of the open admissions program is
dependent, in part, upon a comprehension of the administrative
structure of the University. Prior to 1961 various campuses

which now constitute CUNY were autonomous units. While each

8]

perated, pro forma, under the aegis of the Board of Higher

tm

ducation of New York City, they functioned in fact as in-

rr
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ependent entities, submitting bg&get requests directly to
the city and state, and having direct liaison with those public
of ficials and agencies responsible for various services and
resources which they required. 1In 1961 these units became
federated into one City University. Certain functions such
as budget requests and negotiations, planning for physical
plants, and some educational policy-making were then coor-
dinated by a central administrative staff. Predictably, the
new federated structure generated some conflict. On the one
hand, the colleges desired to maintain as much éutgnémy as
possible, while on the other, the central administration took
an increasingly active role in attempting to bring more and
more college functions under its scrutiny, and in some areas,
its control. Nevertheless, the CUNY system adheres more

closely to a federated rather than highly centralized model.

]
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In the spring of 1969 serious disturbances occurred at
one campus, City College. The disturbances were initiated
largely by Black and Hispanic students, along with some faculty.
This group felt that the admissions policy of the college
effectively excluded the participation of larger numbers of
the third world community. This was considered particularly
anomalous in view of the fact that City College was physically

located in Harlem. While the university did have a plan for

of plan were acceptable to the protesting group. Open admis-
sions in fall, 1970 at all campuses was an outcome of negoti-
ations between the dissident students and faculty and repre-
sentatives of the City College administration, the central

administration, and the Board of Higher Education.

The overall aims and guidelines for implementing open
admissions were set by the Board of Higher Education. How=
ever, these guidelines were never specified in detail. While
every college was expected té develop a range of services "
designed to increase the success of the policy, the specific
structuring of such services was determined essentially by

the individual campuses. Nevertheless, each campus was expected

13




to submit to the central administration for review and dis-

cussion, its proposed implementation of the policy.

Because CUNY is a federated rather than highly centralized
university, the initial structuring of open admissions services
showed considerable diversity from campus to campus. In effect,

- there were fifteen c¢pen admissions programs. Because the CUNY
_éffgrt was unprecedented in American higher education, the di-
versity was fortuitous. Over time, different programs might have
different types and degrees of impact on student educational out-
comes. Some outcomes would be considered more desirable than

others. Insofar as these could be attributed to programs or

basis for subsequent program modification at all CUNY campuses.
Moreover, since open access higher education is alnational trend
involving increasing numbers of poorly prepared students, data
from the CUNY experiment can provide guidance for those con-
templating such programs at other colleges. One major aim of

this research is to contribute to this goal.

Agadem;;,Sh§:a;teri§t;;s_gff?penﬁgdﬁgssi@na7Stu§en§s

When CUNY made the decision to begin open admissions, it

was assumed that there wouid be a decline in the academic strength

14




of the entering students. If one considers the high school
academic average (in college preparatory subjects) as a rough
indicator of academic skills, there is no doubt that this is
true. Among the 1970 freshmen who entered senior colleges,
about 40% would not have been admitted prior to open admis-
sions. At the community colleges, about 65% would not have

been admitted prior to 1970.

Further evidence regarding academic skills comes from
standardized tests. 1In 1970 and 1971 graduating high school
seniors took two forms of the Stanford Achievement Tests:

(1) a test of reading skill and comprehension; (2) a test of
numerical competence. The purpose of the testing was to pro-
vide the university with a preliminary estimate of the propor-
tions of entering freshmen who would need remedial services.
In defining "need for remedial services", students were classi-
fied as needing "intensive" remediation, "some" remediation or
no remediation. Students whose reading scores placed them
among the bottom 30% of ninth grade students were defined

as needing intensive rémediaticng Students whose scores
placed them in the bottom 30% of college preparatory high
echool seniors were defined as needing some remediation.
Students above this cut-off point were not considered to

need remediation.



For the math test (actually a junior high school level
numerical computation test) a student who scored among the
bottom 25% of end of year ninth gradeys was considered to
need intensive remediatien. A student whase score was not
higher than the 60th percentile for end~of-nintl grade stu-
dents was deemed in need of some remediation. In functional
terms the math tests provided an assessment of whether a stu-
dent had the minimal numerical skills to complete most col-
lege couxrses (other than mathematics courses). For example
a student in need of remediation might have difficulty read-
ing and interpreting simple statistical tables or doing sim-
ple computations that might constitute part of the work in

a sociology or psychology course.

The test results are presented for the 1970 freshman
class in Tables 1-3, and for the 1971 class in Tables 4-6.
These tables describe the proportion of students defined as
needing remediation in reading, math, or either area. As
the data show, more than 60% of entering students showed
the need for at least some remediation (Tables 3 & 6). As
one would expect, community college students were much more
likely than senior college students to ﬂééd compensatory
wa;k; In order to attain the goals which the Uniiversity

set for itself under the open admissions policy, these stu- )
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TABLE 1

NEED FOR REMEDIATION IN READING:
1970 Freghmen

Need for Remediation

SENIOR COLLEGES Intense Some Ne Need Total N

CCNY 6.8% 37.6% 55.6% 2
Baruch 5.9 43.3 50.8 1
Hunter 6.0 34.2 59.7 2
Lehman 5.2 33.8 61.0 1
Brooklyn 2.2 24.3 72.4 3
Queens 2.5 23.1 74.4 2
York 5.2 44.0 50.8

John Jay 11.0 44.9 44,1

371
130

(430

i E @‘g

,306
620

363

Senior Total 4.8% 31.7% 63.5% 14

979

COMMUNITY COLLEGES

Staten Island 10.7% 48.4% 40.8% 1

Bronx 19.5 52.0 28.5 1

Queensborough 8.3 50.6 i 41.1 2,3

Kingsborough 15.3 54.0 30.7 1,7

Manhatitan 21.3 57.2 21.5 1

NYCCC 25.9 54.1 20.0 1

,055

771

Community Total 16.0% 52.4% 31.5% 9

1466

CUNY TOTAL 9.2% 39.7% 51.1% 24

1445'
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TABLE 2

NEED FOR REMEDIATION IN MATH:
1970 Freshmen

Need for Remediation

SENIOR COLLEGES Intense Some No Need Total N

CCNY 17.7% 20.6% 61.7% 2,371

Earuch 17!8 24 i4‘ 5’?@8 3.,.,13‘0

Huntar 14@9 27;2 57@9 2,430
Lehman 17.5 25.8 56.7 1,808

Brooklyn 7.9 17. 74.5 3,306

Queens 7.4 16. 16,2 2,951

%] e an

M‘

John Jay 35.8 29.

Senior Total 13.5% 21.9% 64.6% 14,979

COMMUNITY COLLEGES

Staten Island 26.5%  35.4% 38.1% 1,489
Bronx 44.4 32.1 23.5 1,128
Queensborough 23.4 36.5 40.1 2,314
Kingsborough 37.4  36.7 25.9 1,709
Manhattan 48.3 33.0 13-7 1,054

NYGEC Sﬂél ana l?ug l???l

Community Total 36.7% 34.6% 28.7% 9,465

CUNY TOTAL 22.5% 26.8% 50.7% 24 ,444

18
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TABLE 3

PERCENT NEEDING REMEDIATION IN READING,
AND/OR MATH: 1970 FRESHMEN

SENIOR COLLEGES % motalN

CCNY 7 55.5 2,371
Baruch 61.4 1,130
Hunter ' 55.4 2,430
Lenﬁan 56.2 1,808
Brooklyn 38.7 3,306
Queens 36.5 2}951
York 67.9 €20

John Jay 76.3 363

Senior Total 49.6 14,979

i

=S

COMMUNITY COLLEGES

Staten Island 75.8 1,489

Bronx 85.5 1,128

Queensborough 75.8 2,314

Kingsborough B6.0 1,709

Manhattan ’ 92.0 , 1,055
3

NYCCC 92.2 1,771

Community Total 83.7 9,466

19
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TABLE 4

NEED FOR REMEDIATION IN READING:
1971 Freshmen

Need . for Remediation

SENIOR COLLEGES . Intense

Some No Need Total N

CCNY
Baruch
Hunter
Lehma?
Er@cﬁgg@
Queens
York
John Jay

Medgar Evers

10.6

6.8

42,0 47.3 2555
42.8 50.4 1163
35.3 oL. 0 1865
36.8 58.3 1596
29.0 67.1 2082
22.1 76.3 2467
39.5 56.2 650
49.9 40.3 559

50.0 20.4 162

Senior Total

COMMUNITY COLLEGES
staten Island 13.6 54.1 32.3 647
Bronx 23.7 55.4 21.0 997
Quéénsbgraugh 9.3 50.7 39.9 1,876
Kingsbecrough 21.3 57.6 21.1 1,301
Manhattan 25.9 55.3 18.7 721
NYCCC 26.5 55.5 18.1: 1,085
Hostos 32.5 49.4 11.0 172
~ LaGuardia 14.3 52.2 33.5 230
Community Total 19.2 54.2 26.6 7,029
CUNY TOTAL 16.4 41.7 47.9 20,168
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TABILE 5
NEED FOR REMEDIATION IN MATH
1971 Freshmen

Need for Remediation

SENIOR COLLEGES Intense Some No Need Total N
CCNY 26.3 27.3 46.4 2,594
Baruch 14:0 26.5 59.5 1,163
Hunter 16.5 30.6 52.8 1,864 .
Lehman 16.5 29.9 53.6 1,598
Brooklyn 10.0 22.3 67.6 2,082
Queens 7.7 20.0 72.3 2,466
York 20.8 28.0 51.2 650
John Jay 39.2 32.2 28.6 559
Medgar Evers 50.0 32.7 17.3 le2
Senior Total 17.1 26.2 56.7 13,136
COMMUNITY COLLEGES
Staten Island 34.9 34.0 31.2 648
Bronx 53.2 29.9 16.9 998
Queensborough 27.7 37.1 35.2 1,877
Kingsborough 36.2 36.1 27.8 1,300
Manhattan 60.5 25.4 14.1 721
NYCCC 54.8 29.8 15.4 1,086
Hostos 76.2 18.0 5.8 172
LaGuardia 37.0 36.1 27.0 230
— ,;;i; - = ,i S— — = -
Community Total 42.6 32.8 24.7 7,032
CUNY TOTAL 26.0 28.5 45.5 20,168
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TABLE 6

PERCENT NEEDING REMEDIATION IN READING
AND/OR MATH: 1971 FRESHMEN

SENIOR COLLEGES - s __Total N __

CCNY 68.1 2,595
Baruch 60.1 1,163
Hunter 60.4 1,865
Lehman : 58.1 1,596
Brooklyn 46.0 2,082
Queens 37.5 2,467
York 63.2 650
John Jay 79.2 559

M. Evers 90.1 162

Senior Total ' " 56.3 13,139

COMMUNITY COLLEGES

Staten Island 82.4 648 .
Bronx 91.0 998
Queensborough 78.0 1,877
Kingsborough 88.8 1,301
- Manhattan | 93.5 721
" Nyeec 92,0 1,086
j Hostos 97.7 172

LaGuardia 82.6 230

CUNY TOTAL 6.9 20,172
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dents constituted a major challenge. To the extent that
their academic skills could be improved, the probability
would be increased that such students would then be able
to complete successfully a course of study leading to a
degree. The development of open admissions services on

every campus embodied an attempt to respond to this challenge.

Overview of Open Admissions Services

It is worth reiterating that the CUNY open admissions
policy was, at the outset, far more than just a new set of
admissions criteria, It involved a complex and large scale
set of institutional responses degigned to avoid high attri-
tion rates, maintain academic standards, and improve the

academic skills of inadequately prepared students.

In attempting to reach these goals, what kinds of ser-
vices were involved? Included were the following: (1) The
process of application, admission, and allocation; (2) Evalua-

tions of incoming freshmen; (3) Program planning and orienta-

tion; (4) Remedial/compensatory work; (5) Counseling services.

23
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These institutional services and proceskes were not new
. or unigue in the sense that they existed only as a response
to the aims of open admissions. 1Indeed, all exist at least
to some degree on college campuses everywhere. What was
unigque about them in the open admissions setting was the
manner in which the various services were structured, related

to one another, and delivered to the student.

Each of the general areas is now described in greater

detail.
APPLICATION, ADMISSION, AND ALLOCATION

In their senior vear students may apply for admission
to the university (there are some students from high schools
outside of New York City who apply, but this is a relatively
small number). In the overwhelming majority of cases, students'
applications are processed not by the specific college or
gélLeées which they wish to attend, but rather, by a central
applications processing office which asks each applicant
to choose six colleges which he wishes to attend, in rank
order of preference. Through a computer procedure, students
are allocated to one of their chosen colleges. An illustration
of how this procedure operated when open admigsions began is

as follows: if, on the basis of high school average and/or

24
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high school rank the student qualified for a senior college,
and in fact desired to attend such a college, he was initially
entered into the pool of applicants who indicated that a
given college was their first choice. The students were then
ordered according to high school average, and the number of
spaces available were filled on this basis. Students not
admitted to their first choice college after this initial

procedure were entered into the applicant pool for their

second choice college and the procedure began again.

When the process was completed, students were notified
of their acceptance at one of the colleges of their choice.
While 80% of students were admitted to either their first
or second choice college, there was considerable variation
in the "attractiveness" of colleges. At the most popular
colleges, admission was more competitive. As a result, these
schools tended to have a smaller proportion of open admissions
students than the less popular institutions. BAnother conse-
quence was that colleges varied considerably in their ethnic
and socio-economic composition, even though the university
as a whole exhibited a sié;ificant increase in the propor-
tions of minority group students and students from lower
socio-economic levels., The magnitude of the open admissions

challenge thus varied from college-to college. After the

25



initial year of open admissions, some effort was made to
intervene in the allocation process, so that every college
would participate more fully in the open admissions effort.
Nevertheless, the basic allocation process and its conse-

quences, remains as described above,
EVALUATIONS OF INCOMING FRESHMEN

The next stage in the institutional processing of the’
students generally took place during the spring and summer
prior to matriculation in the coming fall. Colleges developed
various procedures by which students were evaluated with regard
to academic skills, interests, and other data used for the
initial planning of academic programs. One of the prime
purposes of this pre-entry evaluation was to identify those

students in need of compensatory or remedial work.

Colleges managed the initial processing in different
ways. At some, the students came through in large groups.
At this point the campus resembled an Army induction center.
At others, the groups were smaller. At still others, the
students were run through initially in large groups, but

were, at various points, broken into smaller groups for

orientation purposes.

26




Different types of assessment r ocedures wWere used,
either alone or in combination. The simplest approach
was to examine the high school record in order to assess
the extent of preparation in different areas. On some
CUNY campuses the need for remedial or compensatory work
was indicated if the high school record showed that certain
courses were never taken. Thus, a student who had not
taken high school algebra would be defined as needing addi-
tional preparatory work in mathematics. Considered in this

way, the high school record is an indicator of expo:

but not necessarily achievement.

Another assessment procedure involved the administration

of tests. Some campuses used standardized tests with national

norms. When such tests were administered, cut-points were
defined to identify students needing additional work. Other

campuses used locally constructed tests.

In the English area, the incoming student was often
asked to produce a writing sample. This sample was evaluated
by one or more members of the faculty (in the English depart-
ment and/or other department)in order to identify students

in need of additional work in writing.

27



While mathematics, reading and English composition
skills were the areas most frequently assessed, some colleges

evaluated students in other fields as well.

On the basis of these assessments, information for each
student was collated and provided a basis for program planning.
It should be noted, however, that the rapidity and efficiency
with which this was done varied from campus to campus. Over-
all, these procedures were carried out more efficiently with

the 1972 freshman class than was the case for the 1970 group.

PROGRAM PLANNING AND PLACEMENT

Subsequent to the initial evaluation procedure, the
resulting individual student data were supposed to be collated
and transmitted to the persons representing the college who
were responsible for helping students to plan an initial
academic program. Typically, the student was asked to return
to the campus for a second visit in order to accomplish this.
The individual responsible for working with the student was

usually a faculty member, or a member of the counseling staff.

28



Campuses developed a set of guidelines for program plan~-
ning. There was variation in the explicitness of these guide-
lines. At one extreme were campuses whére the guidelines were
very clearly specified (usﬁally in writing), and the function
of the advisor or counselor was to apply them to the individual
case. 1In this instance the advisor had relatively little dis-
cretion in program planning. At the other extreme would be
the case where there were no formal specifications and the
advisor had considerable discretion in helping the student

plan the program.

Outcomes of the program planning process may be described
in terms of at least three critical dimensions. First, based
upon the evaliuation of the high scool record, test scores,
and the like, the student may have registered for remedial -
compensatory work. Second, there were courses which some
campuses considered to be overly difficult in the freshman
year for students defined as poorly prepared. These might
be courses in natural science, mathematics, English, and/or
social science. On some campuses students were advised to
avoid such courses. On others, they were prohibited from
registering for them. Third, there were some campuses where
students with weak academic credentials were advised to re-

gister for a reduced credit load.

29



Usually the reduced credit load was simply a logical
outcome of taking remedial courses which of fered little or
no credit. In this event the student was registered for
fower credits, but in terms of actual hours in the class-
room, he may have spent as many or even more than the student
who tock no remedial courses. Occasionally the reduced credit
load was, at least in part, independent of placement in com=

ensatory courses. The rationale behind the reduced credit

\r]:j‘

load is simply that the chances for academic success among
students with weak academic backgrounds will be increased
if they are eased more gradually into the mainstream of col-

lege work.

It is of importance to note that whatever may have been
the formal design of the student assessment and program plan-
ning processes, campuses varied in the effectiveness with
which the design was implemented. Certainly, during the ini-
tial year of open admissions there were students whose programs
were not consistent with the guidelines which may have been
developed by the college. This was due to several factors.,
First, some campuses were unable, for administrative and/or
funding reasons, to add the sections and additional faculty

necessary to the full implementation of compensatory services.

30




second, there were instances where the processing of
assessment tests was not completed at the time when the data
were required for the scheduled program planning segsion.

In such cases advisors simply had to "play it by ear."

=

h. -d, certain types of organizationl strains may have
beer. responsible for less than full delivery of supportive
services. For example, at one campus the evaluation and
student assessment functions were the responsibility of cne
unit of the college, while the actual academic advising and
program planning remained the responsibility of faculty. In
this case faculty were not committed to implementing program
planning guidelines, because these were perceived as conflict~-
ing with departmental interests. That is, to place significant
numbers of students in compensatory courses, and to exclude
them from cervain departmental offerings, carried with it

the possibility of lower than usual enrollments in certain

departments and in certain courses.

Keeping in mind these organizational limitations which
sometimes interfered with the delivery of services to all
students defined as needing them, the outcome of the program
planning process may be seen as initially directing students

along one of two major pathways. First, many students were

31




initially programmed in the “t+raditional" fashion. Such stu-
dents were not taking compensatory work, nor were they taking

reduced credit loads, nor were they excluded from taking any

]

pecific courses as a result of the initial evaluation of

their academic backgrounds. In short, they were processed

as traditional college students (Of course, some students

]

with weak preparaticn were inappropriately placed in this

trajectory) .

A second pathway is what may be called the "gupportive."
Any or all of the following features would characterize this
trajectory: (1) being registered for compensatory course
work; (2) taking a reduced credit load; (3) being excluded
from certain types of courses, whether this occurred as a

matter of advice to the student or whether it was mandatory.

SUPPORT SERVICES, I: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

As we have noted earlier, the initial open admissions
guidelines developed by the Board of Higher Education (in
cooperation with the colleges) specified that each campus
should develop services whose aim was to increase undexrrze-

pared students' chances for academic success. Beyond this
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ceneral mandate, each campus had ccnsiderable autoncomy in
This resulted in considerable

program diversity.

We now prasent the generic dimensions by which programs
on each campus may be described. The two essenticl types of

ces designed to improve students' chances for academic

sorvic

ave (1) remedial-compensatory programs and (2) counsel-
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e the two are inter-related on many campuses, fOr ex-
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pository purposes we shall consider them independently. The

remedial~compensatory programs are considered first.

Clarification foﬁharRemedia;chmggnsatg:y Concept.

We have been using the terms "remedial" and “compensatory"”
interchangeably, In fact, we treat them as conceptually equi-
valent. However, the campuses do not necessarily use the terms
in this manner. At the colleges, terms such as "remedial”,
"compensatory", and "developmental" are used, but they have
no uniform meaning. Nevertheless, the choice of terminology
may reveal something about the attitudes of a college toward
the services offered and toward the students receiving them.
tor example, the term "remedial" may be viewed by some as

stigmatizing, since it explicitly defines ~he student as in-
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adeguate and may ke viewed as implying that this is, somehow,

the fault of the student. Other terminology is not considered

to have this meaning.
We shall use the terms interchangeably and in the follow-

ing general sense: They simply refer to any kind of course

or related service designed to improve academic skills.

Characteristics of Compensatory Programs

There are several significant dimensions which may be used
to describe, summarize, and compare compensatory gservices on

each campus. We briefly describe these.

1. Mandatory versus Voluntary Placement. After the

pre-entry evaluation of a student, he may have registered for
compensatory work. On some campuses zhe student had little
or no choice in this decision. On the basis of the high
school record, test sggrés.and other data, it simplj was
college policy that he be placed in compensatory coursewcrk.
At the other extreme, such placement could be voluntary. In
this instance the counselor or faculty advisor indicated to

a student that compensatory work would be helpful to his

03
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cuccess in college, but the student could choose to reject -

were a dichotomy, in fact there were degrees of "voluntari-

ness” The efforts of the counselor or faculty advisor to

Tt was

e

2. Credit versus No Credit. On some campuses

olicy that no compensahory courses carried credit. At

L]
®

.was given in some areas (e.g., writing),

but not in others (e.g., mathematics). In a non-credit
course a student might have been expected to spend as much

five or six hours per week in class. The rationale was

T
[0

simply that to raise students' academic skills inveolved

work that should have been covered and mastered in high
school, and that it was inappropriate to grant credit for
such work. Whether to give credit is an issue which generated
controversy among faculty, students and administrators on
many campuses. Those who advocated credit for compensatory
work argued that it is very difficult to motivate students

if they are asked to spend several hours per week in a course
which does not generate any credit. Therefore, it was argued,
the chances that a student's skill level will impr@ve are
increased if at least some credit is carried. It was also

argued that in the case of gtudents who were taking two or
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three remedial courses, the conseguence could be that as
many as fifteen hours per week might be spent in class,
with no possibility of earning credit. This could have
demoralized students, leading to a greater likelihood of

drou-out - guite the cpposite of what was intended under

3. Variations in Course Duration. At some campuses

students were placed in compensatory courses which, from the
content point of view, were considered to be clearly at the
college level. For example, underprepared students at some
campuses were placed in English composition courses which
covered the same material that a well prepared student would
cover. However, what was "compensatory" about them is that
rather than meeting for the standard 3 hours per week, the
course met for 6 hours. Similarly, a one semester course
might be stretched out over two semesters. In short, the
pace at which material was covered was slowed down signifi-
cantly. Under such a compensatory concept, credit was given;
e.g., the 6 hour or two semester course received the same 3
credits as the 3 hour or one semester "regular" course taken

by traditional students.
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4. Areas of Compensatory Work. Campuses varied some-

=%

what in the areas in which compensatory work was offered. The
S5tudy skills courses were also provided. Some colleges com-
bined reading, writing, and study skills within one course,

while others offered them separately. In addition to com-

>
W

hese basic skills areas, some col-

fud
[y

atory work offered in

pen
leges offered work in academic areas such as biology, chemistry,
philosophy, and the like. In these instances, special sections
of an introductory course were composed of students with

¢iagnosed academic wezknesses.

5. Generic versus Skill-Content Orientation. An im-

portant distinction in the conceptualization of compensatory
work involves what may be called the generic conception versus
skill-content linkages. 1In the generic conception the emphasis
is on acquisition of greater facility in the basic skill areas
such as math, writing, and reading. It is assumed that acquisi-
tion of such skills will have a generalized effect, leading to
the improvement of student performance in subsequent academic
courses. Such compensatory work was taught more or less in

vacuo, so to speak. On the other hand, some campuses had moved

toward the development of skill-content linkages. 1In this case
the compensatory course used the content of a standard academic

course. For example, a section of a history course might be
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composed of students defined as having inadeguate preparation
in the writing, reading, and/or study skills areas. The com-
pensatory effort was then geared to increasing the student's
skills in dealing with the specific content of the history
course. Under these conditions the teaching function was
frequently carried out through the cooperation of both the
history instructor and an academic skills specialist (the
latter mijht be located in the english department or an
academic skills department). The rationale underlying this
approach was that the impact of the compensatory effort would
be greater where the student had an opportunity to learn and
apply basic skills within the context of a standard academic

course.

O

6. gy. Another aspect of the compensatory effort

involved tutoring. Of course, the tutoring function is not
unique to open admissions and is generally available at all
colleges. However, under open admissions tutoring was fre-
quently organized in new ways. For example, tutors were
sometimes directly integrated with the staff teaching compen=
satory courses. In this case, they attended the classes and
worked with students on individual difficulties. In other
cases the tutoring service had a separate location to which
students went, either because they were referred by an instruc-

tor, or on a self-referral basis. Where tutoring was separately
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located, there was variation in the way the function related
to the compensatory course. In one variation, the tutor was
familiar with the work of the course and its objectives. In

another the tutor might not have been familiar with the speci-

fic course, but was available to work with the student on the

roblem presented.

T

Wwhere the student was referred to the tutor by the
course instructor, there were also campus variations in
the nature of the referral system. S@métimes-the student
was simply advised that it would be a good idea to see a
tutor, but whether this happened was left to the initiative
of the student. A more structured alternative involved a
formal referral by the instructor. Here a monitoring system
was involved: the tutor would be informed that the student
had been referred, the instructor, in turn, would receive a
report as to whether the student had seen the tutor, and the

tutor would provide information on the results of the sessions.

7. Study Labs. On some campuses the compensatory courses

were taught in conjunction with study labs. These provided op-

[ #1]

portunities for further, more intensive work. Typically the labs
were set up in connection with courses in the math, writing, read-

ing, and studies skills areas. The labs varied in the facilities
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available. The simplest consisted of a room in which various

learning materials such as text books and problems could be

used for further work. Such labs were staffed by faculty, stu-

dent tutors, or a combination of these. More elaborate labs

had a variety of audio-visual equipment such as cassettes and

video tapes. On one campus the math lab had video tapes of lec-

tures given in one of the compensatory math courses. This allowed

a student having difficulty understanding a classroom lecture

td go to the lab to replay that lecture as many times as

necessary in order to comprehend the material. Also available

in connection with the videotaped lectures were problems deal-

ing with the topic covered. The student could immediately work

on these problems in order to obtain feedback on his understand-

ing of the material. He could simply ask for the problems, work

or them, and submit them to a laboratory assistant for scoring.
These labs were sometimes an integral part of a compensa-

tory course. Students were expected to attend, and the instructor

received reports regarding their attendance, progress, and the

like. In other cases the lab was simpiy a facility available

for supplementary work, and attendance was essentially veluntary.

40




-34-

8. Self-Pacing versus Externally Paced Courses. Certain

campuses attempted to structure the compensatory experience so
that students could proceed at their own rate of progress. In-
deed, on one campus the self-pacing concept constituted almost
the total approach to the educational abjéctives of the school.
Self-paced compensatory courses tend to be structured into a
series of small learning units sometimes called "milestones".
The student prgcééds to a subsequent unit only after completing
a prior one. When every unit has been completed satisfactorily,
the student is then finished with the course. This means that

some students finish before others.

9. Sequential Courses. Another characteristic of the

CUNY compensatory effort concerns the extent to which remedial
courses were sequenced. Some colleges developed a sequential
structure. For example, there were two or three compensatory
English courses. A student's initial placement in this sequence
was dependent on the initial pre-matriculation assessment (e.g-;
test scores, ratings of writing samples, and the 1ike). If, on
the basis of this assessment a student was placed in the "lowest"
level course, he was expected to égmﬁlete the total compensatory
seqguence. 'At other campuses the sequential structure was not
used. All students defined as in need of compensatory work

(say, in English composition) were placed in the writing course.
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In this case, groupings based upon initial skill level were not

made.

One implication of the sequential type of structure should
be noted: Where this occurred, the student was likely to have
longer exposure to remediation. Some were likely to be taking
compensatory work throughout the entire freshman year and even
into the sophomore year. At campuses where this approach was

not used, exposure to remedial work was likely to be briefer.

10. Centralized versus Decentralized Compensatory Structure.

A major structural variation in the organization of compensatory
work involved the éxtentvof centralization. In a highly centralized
compensatory service all compensatory courses were taught within

a single department. As a response to open admissions, many
campuses established departments with names such as "Department

of Educational Services", "Department of. Academic Skills", and
"Department of Basic Educational Skills". Usually, faculty

teaching compensatory courses held appointments exclusively in

the centralized department.

In a highly decentralized structure no compensatory de-
partment would exist. Rather, compensatory work in English
was directly staffed and under the control of the English
department, and compensatory work in math was under the con-

trol of that department.
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In the centralized type, initial assessment and placement

although assessment criteria were usually developed in con-
sultation with traditional academic departments (e.g., assess-
ment criteria in writing were developed in consultation with
the English department). 1In the decentralized structure the
actual assessment and placement were handled by some other

office of the college (such as the Dean of Students Office).

In practice campuses varied somewhat between these extremes,
For example, there were some at which a central department
taught writing and study skills courses, but the math depart-
ment taught the compensatory courses in its area. In addition
some of the centralized compensatory education departments
were partly staffed by faculty whose primary appointments

waere in academic departments,

We think that the degree of centralization of the com-
pensatory effort may reveal something about a college's general
attitude toward open admissions. In the decentralized structure,
a wider range of faculty tend to be involved. ,Where this kind
of structure developed, it may indicate a greater commitment tO

the open admissions effort. In the centralized model, the
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compensatory effort was, in effect, insulated from the main-
stream of academic work. In some cases this model did seem
to develop as a result of the unwillingness of faculty to

commit itself to open admissions.

Values aside, the two organizational models may have had
different impacts on students. The centralized model facili-~
tated the monitoring of students, and increased the likelihood
of interaction among the faculty. The aecentralizei model in-
creased the problems of coordination, and tended to segment
the student's}experience in remedial courses. At colleges
with the decentralized structure, this usually resulted in the
establishment of an office which coordinated various open ad-

missions services.

In short, we think that the decentralized model may have
indicated a greater faculty commitment to the aims of open
admissions. On the other hand, the logistical advantages of

the centralized approach may have been beneficial to students.

11. Criteria for Exit from Compensatory Courses. What

work? The answers vary from one campus to another. At some,

criteria for satisfactory completion were left to the dis-
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cretion of the individual instructor. In other cases the
criteria were set by the department offering the course,
and students in every section were required to pass a
departmental examination, rather than an examination con-

structed by the individual teacher.

In some cases the test initially used for placing the
student in the course was administered at the end of the
course. 1f the student attained a defined level on the post~
test, he was considered to have passed the course. If the
initial placement procedure did not generate a quantitative
score (for example, ratings of writing samples), the post-
test involved ratings of a writing specimen using the same

criteria that were applied to the initial assessment,

If students did not pass the course on the first attempt,
in most cases they were expected to retake the course. Some
campuses placed a restriction on the number of attempts a
student could make. If the course was not passed after two
or possibly three attempts, the student was asked to withdraw
from full-time matriculated status. At other colleges stu-
dents were able to attempt regular courses, even though they
may not have passed the compensatory ones. Sometimes this

occurred as a consequence of policy, while at other times it

H




-39-

occurred as a result of ineffective administrative monitoring

of student progress.

Self-Assessments of Remediation

When colleges commit major resources to an effort such
as compensatory education, the question arises as to the im-
pact of the effort. The guestion cer%ainly was considered
on every campus, but there were major variations in how they
went about answering it. First, there were some campuses
where the research effort was initiated by the departments
of fering compensatory work. At others, the effort was man-
dated by senior staff in the administration. The actual re-
search was sometimes carried out by the staff of the remedial
dépa:tménts, and sometimes by the college's-office of insti-

tutional research.

At some campuses the only available "data" consisted of
the impressions of those faculty directly involved in teach-
ing the remedial courses. At other colleges more systematic
assessment efforts were made. A variety of research designs
were used. They were, for the most part, inadequate since
they usually did not allow one to relate the results to the

program components being assessed. That is,the researcn re-
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sults frequently could have been interpreted as due to effects
other than the campensaﬁéry variable. Nevertheless, those
colleges that made significant efforts at systematic evalua-
tion, perhaps had a greater predisposition to modify their

programs, if the data seemed to warrant this.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Open admissions has had considerable impact upon the
counseling services offered at CUNY. In this section we
shall briefly present the primary dimensions for the de-
scription of counseling services.

Open Admissions as a Context for the Counseling Function

For children growing up in a climate of economic and
educat%@ﬂal'advantage, the decision to attend college is
frequently not a decision at all. Rather, it is something
which is deeply imbedded in the socialization process. Such
children typically understand and expect from an early age
that college attendance will be a routine part of their

educational careers. Decision making therefore focusses
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upon the selection of a "proper" college, rather than the
question of whether to attend. Moreover, children from such
families typicallj are acquainted with other young adults

who are attending college or who have completed it. In
addition, it is not infrequently the case that one or both
parents have had college and even graduate school experience.
Location in this kind of social network implies a considerable
amount of anticipatory socialization, resulting in a fairly
detailed conception of the expectations which must be met in

a college setting.

Under open admissions, many students who entered would,
under traditional admissions criteria, never have gained
admission. These students, preponderantly of lower middle
class and working class backgrounds, are less likely to have
experienced the social networks and contexts which provide
anticipatory socialization for college. Frequently, these
open admissions students are the first in their families ever
to attend college, and they are likely to have been acquainted
with few, if any, peers who were attending or had attended
college. Such students are in a real sense, entering foreign
territory. In the first place, their conceptions of college
are likely to be sketchy. Second, for many of these students

the idea of attending college may generate considerable anxiety.
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A substantial number are, after all, students with a history
of mediocre or below average academic achievement. They are
not likely to have a strong sense of academic competence.
Moreover, in most cases the realization that college was

possible and the decision to attend did not occur until

In short, it was expected that under open admissions, a
large number of students would be entering CUNY with both in-
adequate academic preparation and, in a broad sense, inade-
guate psychological readiness. Therefore, it was one of the
assumptions in the planning for open admissions that such
students would require more than compensatory and remedial
academic services. It was expected that self-concept diffi-
culties and inadequate orientation to the demands of college
would also require a;tention; if the chances for success in
college were to be increased. i@ deal with this set of problems

was a primary responsibility of the counseling service on each

campus.

We now consider briefly the dimensions necessary for

to open admissions students during the freshman year.
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Administrative Locus of Counseling

Prior to open admissions counseling activities were typi-
cally conducted through the office of the dean of students.
On many campuses this arrangement was not affected by open
admissions. However, at some colleges counseling functions
were allocated to the department responsible for compensatory
education. This provided a way of integrating services designed
to improve academic skills and services designed to provide
other types of support. Students not participating in the
compensatory program continued to be served by counselors

located in the dean of students office.

Counseling functions

A number of dimensions are necessary in order to describe
what it is that counselors do and how these activities are or-
ganized. Six types of counseling may be identified. These
are as follows: (1) academic; (2) therapeutic; (3) career;
(4) financial aid; (5) veterans; (6) exit counseling. These

functions do, of course, overlap.

Academic counseling includes several functions. First,
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it refers to activities usually considered under the rubric

of "academic advisement." That is, it deals with the assess-
ment of student interests and competencies, and the use of such
information for planning students' academic programs. In addi-
tion it includes counseling connected with academic difficulties,
including aiagnésis and possible solutions. It also may include
any role that counselors play in representing the interest of

the student before committees on academic standing (e.g., where
the continued matriculation of the student may be at issue,
either for academic reasons or otherwise). Academic counseling

is not conducted by the counseling staff on all campuses. On

some it is the responsibility of the faculty.

Therapeutic counseling focuses upon those student difficul-
ties which may be broadly described as “emotional." This has
been a traditional counselor function. It may range from short-
term counseling, involving one, or at most a few sessions, to
much longer term counseling in cases which seem to be partic-
ularly severe and which may require more intensive psychotherapy.
In the latter case the counselor was frequently the agent who
initially defined a problem as serious and who referred the
student for further help, frequently to a source in the com-
munity. One must note, however, that the line between academic
and therapeutic counseling is somewhat arbitrary. Academic

problems frequently arise because of emotional difficulties
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and vice versa. However, the arrival of open admissions did
have an impact upon counselor definitions of their role. On
some campuses the counseling staff moved away from the tradi-
tional clinician's orientation and began to view student pro-

blems more in situational rather than psychodynamic terms.

Career counseling involves a variety of functions related
to work. It may involve consultation designed to place a stu-
dent in a work setting over the summer or during the school
year, when the student may need additional income. It may
also involve career planning at the point when the student is

about to complete college.

Students in need of financial aid, be these stipends or
otherwise, received counseling designed to consider their

financial needs, and possible sources of financing.

Veterans (particularly Vietnam veterans) attending City
University could receive counseling designed to deal with
various problems relating to their status as veterans.

At some campuses students who were in the process of
leaving matriculated status were counseled. This included

students who were dropping out for health reasons, financial
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reasons, or due to academic inadequacies. In such cases
counselors would work with the student in order to help him
plan for the transition from student to non-student status.
This could include efforts to locate jobs, as well as dealing
with the student's feelings about leaving. 1In addition the
counselor and student often discussed plans for returning to
college. Under open admissions, the pattern of dropout and
return occurred frequently, and this type of zauﬁseling may
have been of considerable importance in assuring the eventual

return of the student to college.

The Counseling Division of Labor

How specialized were the counseling functions described
above? The answers varied from one campus to another. On

some the emphasis was on the counselor as generalist. That

is, each counselor was expected to provide all or almost all

of the various types of counseling described above. 1In this

model, the counselor would be the individual primarily respon-
sible for helping the student plan the academic program. The
counselor would also be the person to whom a student would go
in case of subsequent academic questions or difficulties. 1In
addition the student would see the counselor for problems hav-

ing to do with adjustment to college, family difficulties,
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and the like.

At the other extreme is the specialist model. Here, each

counseling function would be handled by a different counselor.
One potential difficulty with ﬁhis model is that it tends to be
left to the student to define the problem category. In some
cases the student definition might not be the most appropriate

for effectively dealing with the problem.

In practice no campus represented the generalist or spe-
cialist model in pure form. Rather, it was a matter of emphasis
which placed campuses at one or the other end of the continuum,
Usually, financial aid and veterans' counseling were handled
by specialists. Career and vccaticnal counseling were also
frequently separate, particularly when the emphasis was upon

placement of graduating students.

Styles of Counseling

There are a number of dimensions which refer to the orien-
tations or goals of the counseling service. We now describe

these.
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1. Medical versus Outreach. The traditional counseling

function has been structured in terms of the "medical” model.
That is, the student, if he felt the need, would make an
appointment with the counseling service. The arrangement
is analogous to what is involved when one seeks the services

of a physician or psychiatrist.

Under open admissions many campuses initiated a signifi-
cant shift away from this medical model. 1Instead an "outreach"
orientation was developed. Here, contact between a student and
a counselor was not left entirely to the initiative of the stu-
dent. The counselor took considerable initiative in generating
contacts. This could have occurred in different ways. First,
the counse lor might have periodically contacted the student in
order to discuss possible problems and to obtain some idea of
the student's academic progress and social adjustment. Second,
thexe may simply have been a schedule worked out at the begin-
ning of college whereby a student was expected on a periodic
basis to seek a counselor. Third, there were counselor func-
tions, such as planning, advising and registering a student
for his academic program, which made it necessary and inevitable
that the s tudent see the counselor. 1In this case it was necessary
because ot herwise the student would not have been able to com-

plete his registration. At such times other matters could be

explored.
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2. Mandatory versus Voluntary, Counselor - Student Interaction.

While we have noted above that many colleges attempted to routi-
nize student-counselor meetings, it 4id not always follow that
such contacts were mandatory. The counselor may have attempted
to contact the student, first by letter, second by telephone,
but there were no sanctions if the student did not comply with
the request of the counselor. However, in some cases it was
made clear to the student that certain potential sanctions
might exist for failing to see the counselor. For example, it
could be indicated to the student that if he did not see the
counselor at the expected intervals, the student could expect
little support should he run into academic difficulty which
might require the counselor to intercede on his behalf. 1In
short, there were structural arrangements on some campuses
mandatory for all practical purposes. Aside from these arrange-
ments, whether contacts were mandatory or voluntary was a matter

of degree.

3. Dyadic versus Group Counseling. Largely as a response

to particular problems of open admissions students and due also
to the increased student-counselor ratio, some campuses developed

group counseling programs. There was no case on any CUNY campus
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where group counseling replaced dyadic counseling. However, as
a matter of emphasis, some campuses made a considerable invest-
ment in group counseling. Typically, groups of approximately

fteen students were scheduled to meet with a counselor (and

H‘m
H“u

agmetlmes with an advanced undergraduate student who acted as
an assistant counselor) for one or two hours per week. On cer-
tain campuses this type of setting provided the basic arena in

which counseling took place and in which most freshmen were

\lv—“

served. These group sessions often formed part of the student's
academic program and were defined as part of the course load.
In some instances group counseling continued for the entire
freshman year, while in others it took place only during the

first six to eight weeks of the first semester.

with an orientation to college and to help with initial problems
of adjustment. Also the group setting provided a context for
the development of social relationships among students. On

the face of it, this may have been,particularly important at
CUNY, since it is a nonresidential university, and therefore,
does not provide as many opportunities as residential campuses
for the development of peer relationships. In addition, of

course, the groups also had the potentiality of allowing
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students to overcome "pluralistic ignorance." By observing
that others had similar concerns and anxieties, the group set-
ting could have furnished ego support, which would otherwise

not have been available.

4. Therapeutic versus Socialization Goals. The tradi-

tional counseling mode as it has existed on most college
campuses, and as it existed at CUNY prior to open admissions
was one in which the counselor provided therapy. Student prob-

lems were defined primarily as intra-psychic.

Under open admissions a shift in counseling goals occurred
on many campuses. The counselor was no longer primarily
defined as a therapist, but rather as an agent for facilitating
the socialization of the student to the college environment. |
One counselor exemplified this orientation when she described
her role as one of providing the student with a "survival kit."
That is, it was her aim to help students acquire an appropriate
"cognitive map" of the college system, This would include pro-
viding information on how to deal with bureaucrats in regis-
trar's offices, how to deal with professors effectively, what
" courses to take, which to avoid, and the like. 1In short, work-
ing on the assumption that many students entering under open

admissions did not bring with them the social skills widch
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were part of the repertoire of traditional students, the task
of the counselor was to help in the development of such skills.
In this case the goals cf counseling were highly pragmatic and

emphasized providing information and social skills, rather than

Admittedly, all therapy may be considered as a form of
socialization. However, we believe there is a valid distinc-
tion to be made regarding the emphasis upon psychological

dynamics as against acquisition of role playing skills.

5. Peer Counseling. Campuses varied in their use of

undergraduate students in the counseling process. Some did
not use them at all. Others used them as "paraprofessionals”
tn assist the regular counseling staff, particularly in group
counseling settings. A few cawpuses used students for peer
counseling in areas which were not covered to any great extent
by the counseling staff. In any case student counselors were

typically under the supervision of the counseling service.

Caseload Definition

Ccampuses varied in their definitions of counselor case-
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loads. On some campuses counselors were assigned a caseload
at the beginning of the academic year, and this was composed
essentially by a random procedure. For example, the counselor
might simply have been responsible for some group of students
whose last names began with "A" through "H". However, if a
campus made extensive use of group counseling, the caseload
consisted of those students in the groups for which the coun-

selor was responsible.

On a few campuses caseloads were‘assignea according to
other criteria. For example, , if the counseling service was
closely tied in with remedial departments, the caseload might
have been defined by those students taking certain remedial
courses or by students who were taking a certain number of

such courses.

At some schools there were no procedures defining a
formal caseload. To some extent whether a caseload approach
was used depended on other dimensions noted earlier. Thus,
if counseling was organized along the medical model, formal

caseload assignments were less likely to occur.
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It is difficult to describe, or at least to interpret
student-counselor ratics. On many caﬁpuses the ratio seemed
quite high (one counselor to 250 or 300 students). Func-
tionally, however, the number of students seen per week or
over the course of a semester may have had little relationship
to the formal caseload. It is difficult to assess precisely
+he number of contacts between counselors and students, and
i+ is difficult as well to assess their duration and content,

since many counseling services did not keep detailed records

)

£
-

uch contacts.

C
“

Whatever the method of matching students and counselors,
there was also variation in the timing of the initial encounter.
It could have occurred at any one of three points: (1) During
the preliminary testing and assessment stage, if counselors
were responsible for running the testing sessions and orienting
the students to the meaning of the evaluations; (2) During the
program planning and advisement phase; (3) After students

matriculated and school had started.

With regard to the above, it must be understood that
not only did campuses vary in the timing of the initial en-=

counter; they also varied along the dimension of continuity.
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The initial encounter may or may not have been with the person
who would become the student's regular counselor, assuming of
course, that a campus even operated on the principle of assign-

ing formal caseloads.

Counselor-Faculty Relationship

As a result of open admissions, counselors on some campuses
began to play a more active ruie with faculty. In such cases
it was almost as if the counselor defined his role as the stu-
dent's agent. For example, if a student was doing poorly, the
counselor initiated contacts with the relevant instructors in
order to make some assessment of the difficulties. In cases
where the counseling service was closely integrated with the
compensatory education department, the liaison between counselor
and instructor was very close. In fact, the counselor sometimes
sat in on classes (that is, the compensatory ones), so as to
familiarize himself with the content of the class and the per-
formance of the students in the classroom. This occurred partic-
ularly where the students in the classroom constituted at least

part of the counselor's caseload.
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At other campuses, the counselor usually would be in con-
tact with faculty only if the interaction were initiated by

the faculty member.

Another important aspect of the counselor-faculty relation-

ship concerns the role of the counseling service in relation to

e

college committees on academic standing (these are usually com=
posed of administratocrs and faculty). In the event that a stu-
dent was being considered for academic dismissal, there were

some campuses where the counselor participated in the decision
making process, providing information rélevaﬁﬁ to the decision.
The counselor could act as the student's advocate, asking for

a delay in judgment pending improvement in the student's academic

performance.

Background and Evaluation of Counselors

Prior to open admissions most counselors had graduate
training in the fields of clinical or counseling psychology.
The primary orientation of counselors at that time was thera-
peutic. After open admissions began, the sharp increase in
students brought about increases in the counseling staffs.
Along with the changing orientations and functions of counsel-

ing services, there also osccurred a shift in the backgrounds
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of new counselors. New staff were more likely to have had
training in social work or other fields where the professional
was used to handling larger numbers of clients, frequently on

a short term basis. The general trend was away from an emphasis
upon those with clinical backgrounds.

The degree of training {in terms of highest degree attained)
varied from campus to campus. Some campuses hired counselors
with the 'achelor's degree. Other campuses would hire no
counselors with any degree below the master's level. 5till
other campuses emphasized the doctorate and preferred to hire

counselors with Ph.D.'s.

Given the greater ethnic diversity of students entering
CUNY under open admissions, hiring practices led to greater
heterogeneity of social characteristics among counselors.
More women, Blacks, and Hispanics were hired than was the

case before open admissions began.

Counselors occupied faculty lines (except in the case of
financial aid counselors, who occupied administrative lines).
Since the acadamic year for faculty counselors is a nine morith
year, this apparently created certain logistical and budgetary

problems, particularly on those campuses where counselors
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plaved a significant role in the assessment, orientation, an

months. The problem involved the issue of extra compensation

C

for summer work, thus generating budgetary strains. Had counse-
lors occupied administrative lines (which are funded on a 12
month basis),some of these tensions might have been avoided,

ard the involvement of counselcrs in the pre-matriculation

activities might have been greater.

Since most counselors had faculty status, they were sub-
ject to faculty procedures governing promotion and tenure.
However, they typically did not spend much time in classroom
(except in the case of those involved in group counseling pro-

grams). How then were they evaluated? What were the criteria?

i

]

On many campuses the evaluation included first, some observation

2

of the counselor's performance. This often involved a direct
observation by a senior member of the counseling staff. The
observer could be present while a counseling session was
going on, or he might review a tape recording of a counseling
session, with a ccnsequent discussion on the part of the ob-~
server and the observee regarding what went ¢n in the session
and why it occurred. A second aspect of evaluation utilized
student input. That is, the director of counseling sometimes
requested reports from the students regarding their reactions

to - and satisfaction with specific counselors.

O
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Assessment of the effectiveness of counseling had been
rather perfunctory. There were almost no systematic assess-
ments of the effects of counseling upen various student out-
comes (such as grades, retention, and the like). The typical
assessment effort was restricted to subjective impressions of
the counseling staff. In short there was relatively little
hard evidence collected by the local campuses or by the counsel-
ing services themselves which would illuminate the question of

the effects of counseling upon student academic outcomes.

GRADING SYSTEMS

We have noted befcre that CUNY defined itself as respon-
sible not only for increasing access to the university, but
also for maximizing student chances for academic success. Be-
cause many students entered CUNY with inadequate academic and
psychological preparation, most colleges moved in the direction
of trying to create a more nurturant academnic environment, par-

ticularly during the freshman year.
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he effort went beyond the development and expansion of

compensatory and counseling services., Modifications in grad-

ing systems also developed. Non-punitive grades representing

tt= 0

alternatives to the traditional "F" were developed. VThusg on
one campus, 1f a student failed a course, rather than receive

he would receive a grade indicating that no credit was
given for the course., 1In this case the failure was not computed
in the scudent's grade point average (GPA). At other schools,
i1f a student failed a course, he had the option of taking a

withdrawal grade. The effect of such a grade was to eliminate

the fallure from the GPA and to remove the attempted credits

t
)
-

4]

from the student's record. In short, it was as if the student
never tocok the course,.

This increased permissiveness of grading cccurred mainly
in the freshman year. It was felt that many students might
do unsatisfactory work initially. However, after a poocr start,
improvement might take place, particularly as a result of
compensatory and other support services. If such improvement
occurred, it was felt that the initial low level of performance
should not constitute an "albatross" which the student should
have to carry around his neck for the subsequent years of the
colieyge career. Therefore, it seemed reasonable to develop
alternative grades which would not unduly penalize students

for initially poor performance.

67

ERIC

Aruitoxt provided by Eic:



-H]1-

In itself such a policy does not necessarily constitute

a dilution or lowering of academic standards. The rationale

0

was that the permissiveness in grading options during the
freshman year would allow the student who improves subsequently
to complete college with an academic record which is a better
indication of his performance than would be the case if the
initial low performance were taken into account. If the stu-
dent failed to improve after the first year, it was almost
impossible that he would be able to complete successfully a
course of study leading to a degree. Therefore, the fact that
CUNY colleges made efforts to avoid the demoralization which
might occur from a slow start, does not imply that the student

was not required to exhibit competent academic performance

later on.

CRITERIA FOR MAINTENANCE OF GOODr ACADEMIC STANDING

Another effect of open admissions concexns the criteria
defining the maintenance of good acade¢nic standinyg. At all
CUNY campuses (with the exception of two where grades were

eliminated) it was necessary to attain a minimum grade poi:..
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average of 2.0 (C) in order to graduate. This was true before

open admissions, and it is still true. Prior to open admissions,

level., For example, in the freshman year, a student was re-
quired to maintain say, a GPA of at least 1.8 in order to
avoid being subject to dismissal. After open admissions began
this procedure was maintained, but the point at which it was
app lied was delayed. 1Indeed, one open admissions guideline

was that s+tudents should not be dismissed for academic reasons

to dismissal. As the number of credits attempted increased,
the minimum GPA also increased, until at some point it was
necessary to achieve the minimally acceptable 2.0 GPA required
for gréduaticn, At those colleges where grades were not used
(just "credit" or "no credit"), there were still expectations
regarding the rate at which credits were to be earned. Stu-
dents who fell behind these expectations were subject to dis-

mis=al.

Considered together, the evaluation and program placement
processes, the compensatory and counseling service, the changed

grading system, and the modified criteria for the maintainence
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of good academic standing were all intended to create, during
the initial period of college, an environment which would, in-
sofar as possible, be supportive and increase the possibilities
-cf academic success for the gﬁeatest'numbEE of students. Never-
theless, there was considerable diversity among campuses in the
implementation of open admissions. These differences may

help to account for the differences among campuses in student
academic outcomes such as retention rates, grade point averages,

and rates of credit generation.

RESEARCH PROCEDURES

Data Sources

In the next section of this report detailed descriptions
of open admissions implemeniation are provided for every CUNY
campus. The data have been collected from various sources,

primarily through interviews with key administrators and fac-

ulty who have been involved in various aspects of the planning
and actual operation of programs connected with the open ad-
missions effort. Numerous visits were made to each of the

seventeen campuses.
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In the initial data collection stage, interviews were
conducted with administrators. This included presidents,
open admissions coordinators (where such a position existed),
deans of students, and the like. These interviews provided
an overview of the services offered as well as an indicatiocn

of the general attitudes of the key'décisioﬁ makers toward

open admissions.

The second phase of tha data collection operation involved
interviews with'key faculty on each campus in the departments
offering compensatory work. These interviews were quite de-
tailed. Each generally lasted for ébaut 1 1/2 - 2 hours.
femetimes the interviews were conducted with a single faculty
member who was considered to be most deeply inveolved in the
compensatory program offered by a given department. In other
cases the interviews were conducted with several faculty mem-
bers at once. 1In these instances it was felt, either by us
and/or by the relevant department that a fuller picture could
be provided by including several key people in the discussion.
In addition to the interviews, we were frequently provided
with documents. These served to provide greater detail on

various aspccts of compensatory programs. For example, we

the compensatory work cffered by each department.
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The third stage of the data collection operation involved
interviews with the counseling personnel on each campus. Again,
the interviews sometimes consisted of a discussion with a
single individual (frequently the director), and sometimes
with a group. Typically, the group interviews consisted of
the director of counseling along with other members of the
counseling staff who may have been particularly familiar

with certain aspects of the counseling services.

Limitations

While we believe we have interviewed almost all of the
key individuals involved in the open admissions effort on
every campus, the descriptions to follow have been painted
with ¢ broad brush and have necessarily overlooked many of
the subtle and important microscopic details which are a
part of the overall style of the open admissions effort on
each campus. We have clearly not achieved the level of de-
tail and interpretive commesiary which one might expect from
an anthropologist conducting an ethnographic study. Given

time and resource limitations, we could have done this for
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only one, or at most, a few campuses. 1In doing sc we would
have achieved greater detail, but the cost would have been

a loss of coverage., Thus, we know something about the pro-
cesses by which students were placed in compensatory courses
and the criteria defining satisfactory performance in these
courses., However, except for a few cases, we did not observe

what actually went on in the classroom.

It should also be pointed out that with the exception
of one campus, we have no detailed interview data on students.
Therefore, it must be said that the realitiés we shall describe
are the realities that have been reported to us from the per-
spectives of administrators and faculty. Whether students
believed they were receiving what the college staffs thought
they were providing, and whether they were satisfied with

what they were receiving, is largely unknown to us {(although
we do have student questiannéire data on some aspects of re-

mediation, which will be reported in a forthcoming volums} .

Nevertheless, it musi be said that we think we have ob-
tained a reasonably detailed picture of each campus's efforts
to come to grips with open admissions. We think that the
overwhelming majority of interviewees were quite frank with

us. Prior to every interview, the respondent received a de-

73




tailed letter outlining thé purposes of the interview, and
its significance for the larger research context. It was
also pointed out that the research was being conducted inde-
pendently of the Board of Higher Education, and that the re-
spondent would never be identified. It is our sense that the
specific campus descriptions are accurate, even though not as

detailed in all respects as we would like.

Organization of this Report

The report describes the structure of open admissions
services over the first three vears of the program. That is,
it covers the 1970-71, 1971-72, and 1972~73 academic years.
The primary focus is upon those services which were provided
for the first three freshmen classes during the freshman year.
This is not to say that services were not provided to these
students during their subsequent years. Nevertheless, we
believe it to be an accurate statement that the provision
of various services on all campuses was most intensive during
the freshman year. While various services were available in
the sophomore féér and subsequently (as they alwzys have been
at most American colleges), the freshman year has becen éefinaﬁ

as the critical period during which it was hoped that the support
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services would have an impact and would increase students'
chances for success in subsequent years. Our focus is, there-
fore, primarily upon the provision of service during the fresh-

man year.

The structuring of variocus services was not static over
the first three years of the open admissions program. Based
upon practical experience gained in the beginning, most cam-
puses introduced modifications into their programs (or components
thereof) from one year to the next. Where such changes occurred,

these are described.

We now turn to the detailed description of the adaptations
and responses maae'by each campus as a consequence of open ad-
missions. The descriptions are presented'an a campus-=by=-campus
basis. We first describe each of the four year, senior colleges.
Then we shall consider the two year, community colleges. Follow-
ing these detailed descriptions, we shall discuss the significance
and future uses of the data. Particular attention will be given
to their place in the overall strategy of this ongoing research

project.
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PART 1II

COLLEGE DESCRIPTIONS
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EVALUATION OF STUDENTS AND PROGRAM PLANNING
Fall, 1970

Students visited the college three times prior to the
beginning of classes. In May an English placement test {the
Cooperative English Test) was administered and students were
asked to produce a writing sample. Students also received

financial aid counseling at this time.

During late July and early August, registration and
orientation was coordinated by the Department of Student Per-
sonnel Services. Volunteer faculty and student aides assisted
in the process. Students were processed in blocks of about
twenty-five. Each block met for about one hour with faculty,
students, and counselors. Six groups met each day. Students
received infcrmaﬁicn about the college and advice regarding
course offerings. Students who were advised to take two or
more remedial courses were seen by counselors from the De=
partment of Compensatory Education. By the end of the day,
students had registered. However, it was reported that many
courses were closed, so that many students did not register

for the courses they had been advised to take.

Further freshman orientation took place in early September.

A two-day session called "Student Dialogue Day" was held. Dur-
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ing this period, the incoming freshmen were broken up into two
large groups with similar programs scheduled for each day. :n

the morning students were greeted by members of the administration.
In the afternoon they met in small groups with faculty volunteers

and upperclassmen.

pPemedial work was offered in the areas of Fnglish, Reading,
and Math. Although the college had administered the Cooperative
English Test, the results were not used for placement. The writ-
ing sample was used for this purpose. Two faculity members from
the English Department read the samples. If there was difficulty
making a placement decision, a student's paper was read by a
third faculty member. Students could be placed into different
levels and sequences of compensatory English courses. Students
were placed in the lower level courses if their writing exhibited
severe spelling problems, consistently gross mechanical erroxrs
(fragments, run-on sentences, subject~verb agreement errors, etc.),
and a disorganized manner of presenting ideas. Students with less
severe deficiencies in such areas were placed into higher level com-
pensatory courses. such placement guidelines were applied more

systematically in the second and third years.
Work in reading and study skills was offered by the Depart-

rent of Compensatory Education. The reading section of the Open

Admissions Test was the placement instrument. Students whose
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scores sugges;eé the need for intensive remediation were placed
into a lower level reading course. Those who needed some re-
mediation were placed in a second course. In addition the De-
partment offered several study laboratoriss in academic content
areas such as sociology, philosopi. history, marketing, and

the like. Stuvdents o' ¢k wveadi s -+ L deficiencies wer2 advised
to register for thexe labs. if tiey were taking a regular course
in the parallel content area. Indeed, those students placed in
the second level reading course had the option cof choosing the

appropriate study lab instead.

Placement in math was based upon the high school background.
Three remedial courses were offered to compensate for gaps in
high school math experience. Only business students and pro-
spective math majors were required tu take regular mathematics
courses, and therefore, they had to take the compensatory courses,
if indicated. However, science requirements for liberal arts
students made exposure to the compensatory courses desirable for
them also. It was reported that some stui;ﬂts requiring com-
pensatory work, did not receive it because Qf aari .uiative

difficulties.

students taking heavy remedial loads were advisec by coun-
selors to avoid certain kinds of courses. For example, students’

with serious deficiencies in reading skills were counseled not

to take courses requiring extensive and difficult reading. It
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was reported that the average credit load for such students was

in fact lower than for regular students.

Fall, 1971

Procedures were essentially the same as in the previous
year. Students assigned to two or more remedial courses were
advised by counselors from the Compensatory Education Department.

All other students were advised by faculty.

Iin this year the only change which took place was that
all studants with reading deficiencies were placed in the lower

level reading and study skills course.

SUPPORT SERVICES, I: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

The compensatory structure resembled tHe decentralized type.
The Compensatory Education Department offered work in reading
and study skills, while writing was handled by the English
Departﬁent, and math within its Department. The Compensatory
Education Department was supposed to play a coordinative role,
and provided some of the faculty lines for remedial work in
English and Math.
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Areas of Compensatory Work

1. Englisgh. The Department. developed a sequential course
structure. A distinction was made between "remedial" and "cor-
rective" courses. The former were designed féf students judged
to be seriously deficient in writing skills, while the latter
were for students whose deficiencies were less severe. Stu:1is
who completed the remedial sequence received a total 4#f two
credits. The corrective sequence was congtituted by two courses,
each of which met for four hours weekly and carried two credits.
A student's path through the remedial-corrective courses depended
on the level of initial placement and upon the level of perform-
ance exhibited at the end of any given course. In theory it could
take a student more than one year to complete remedial work. In
addition to the above structure, there was a special course for
students whose primary language was not English. This course met

for two hours, but carried no credit.

By 1972, the number of remedial courses was reduced to one.
In effect, by 1972 the Department offered an intensive writing

course which was followed by two corrective courses.

In the intensive courses the emphasis was upon the elimina-
tion of gross errors. Attention was directed to spelling, punctua-
tion, use of standard English, and the presentation of ideas in
sentences, paragraphs, and larger units.
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the coherent organization or ideas and to the use o

as a methed for exmression.

Different teaching approaches were used. Ore was the tra-
ditional teacrer centered approach, a second involved computer-

assisted instructior (CnT}, a third uscd programmed materials,

while a fourth utilized a linguistic approach called "sector
analysis”. The majority of the remeaial-ccr nsatory sections
were run in traditional fashion. The CAI & ; roach was implemented

in the second semester of the first year. The other technigues

were introduced during the second year of open admissions.

Individual faculty members were responsible for evaluating
the progress of their students. In the intensive remedial courses,
students were graded on a pass/fail basis. In the more advancend

compensatory courses letter grades were issued.

Most faculty were involved in teaching the compensatory
courses. Four faculty were recruited to teach the lower level
courses. It was reported that it was not considered "prestigious”
+o teach the remedial-compensatory courses. Part-time faculty
were alsc used. It was our sense that the remedial effort was

somewhat isolated from the mainstream of the Department.
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2. PReading and study skills. The Department of Compensa-

tory Fducation offered two reading and study skills courses.
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that was directly linked to content courses in areas such as

rarketing, management, psychology, history, and others.

The lower level reading course emphasized basic skills in
speakiryg, listening, reading, and writing. The effort was made
to develop an awareness of language as it is used in such fields
as science, politics, peoetrv, and the like. Students wers to be
made aware ' of how meanings are influenced by connotations and
denotations, jargon, metaphorical language, and style. Tech-
niques of critical reading were taught. For ex:~ple, materials
were examined to determine whether conclusions were based upon
facts, inferences, opinions and the like. Attention was alsc

devotcd to developing other study skills.

The study labs were tau -~ reading teachers 5 sat in
on subjecct arca classes to becuwe aware of the content and of
the particular difficulties of cpecific studente. The teachcr
then worked with students on the actual class materials and
assignments. Tt was hoped that this process would improve
the performance of the student in the specific course and
would have a more general effect of improving readirg %nd

study skills.

84

it. Iy 2dditieon



76~

il

Each instructor made evaluations of students. MNo post-tests
or other final examinations were required. Students needing
additional work =after comnletion of the st course were urged
to enroll in tho second course. It was reported that for many
students exposure tc the first cou.se was not sufficient to

enable them to overcome their deficiencies. However, it was

stated that a substantial number did not take the second course.

Over the first two years there were about eight or nine

instructors. 1In the third year a few more instructors were

structors were paid from funds for the

iiiro:i. Mcst of the in:

[
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SEEK program, a special compensatory program for disadventaged

students which pre-dated open admissions.

3. Mathematics. A sequence of three remedial courses

F

first two years. These were defined as

e

fered during th

was o

e

pre-collegs courses. The first covered elementary algebra anc

met for four hours. The second focussed on plane geometry and

also met for four hours. The third covered intermediate algebra,
meeting for three hours. None carried credit. Students who had
not taken these coursaes in high school were required to take them
if they were business majors. Liberal arts students were advised
to take them, but therc was no college-wide math requirement in the
liberal arts. Nevertneles , these preparatory courses wWere pre=

r- ,uisites for any college level math courses.
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In the third year, business s:u.ents with no high school math
were required to take thé elementary algebra course. Those who
had elementary algebra were placed in a new two semester course
covering intermediate algebra, trigonometry, and other topics.

The course met for four hours each term and carried one credit
upcr. successfu. completion of the sequence. 1In the spring, the
'camﬁzﬁsatary mathematics program was restructured. However,

it did not serve more than a handful of the Fall, 1972 freshmen,

and dic not become fully operational until Fall, 1973.

T:ie teaching approach was conventional. Standard math
texts were used. Examinations were given after completion of
najor topi:s, and a standard final examination was given at the
end of each course. This exam generally counted one-third toward
the final grade. Whil=2 instructors issued letter grades, these

were recorded b o ¢! ¢ ra...strar as rass (A, B, C, D) or rFail.

Fror. the beginning of open admissions, a mathematics lab-
oratory was availabi: to students. It was staffed by tutors and

volunteer faculty. Students reccived both individual and group

tuterin .

During the first year, the primary responsibility for
teaching the compensatory courses was assigned to math faculty
who were on SEEK lines within the Department of Compensatory

Education. These faculiy were members of the Mathematics De-
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partrsnt. In succeeding years, there was increased involve=

ment on the part of other math faculty members.

Tutoring

In 1970 tutoring was provided through & number of sources.

First, -olunteers from a local corporation -ovided assistance

o]
[
H

T
o]
Al

in t' . Peading and Study Skills area. Both individual and group

tut sring were provided by these volunteers. By 1971 some funds

we e available for . + student tutors. These tutocrs were
.commended by the &.cuemic departments. The service was co-

.cdinated by the Department of Compensatory Educaticn. 1In

197> an effort was made to integrate student tutors with ongoing

classes. In this way the tutors coull develop a closer acquaint-

ance with class centent and provide students with assistance based

on this familiarity.

Self-Assessment of Remediation

A systematic attempt to assess the writing program was
carried cut. The €7 approach was compared with a nrogrammed
instr. :tion approach and a linguistic instruction approach. One
major finding was that for students who needed intensive remedia-
tion, improvement was - == great as it was for students in need
of only a fair amoun "+ :mediation. That is, remediation was
more effectiv: for students with moderate weakness in writing

than it was for those with severe weakness. No strong evidence
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emerged suggesting the superiority of any particular teaching
method. Change was mzasured primarily by comparing pre-and post-

remediation writing samples.

n the reading area and in mathematics, no systematic assess-

fa]

-ents had been carried out.

several of our interviewees alluded to organizational dif-
ficulties which they felt hindered the remedial effort. On paper
open admissions students. However, in practice there zeemed to
oe inadequate commitment on the part of the traditional academic
departments. The college appeared to have gone further than most
in establishing open admissions as an administrative category,
thereby insulating it as much as possible from the traditional
activities of the institution. It was reported that the effect-
iveness of the study labs in the Compensatory Education Depart-
ment was hampered by poor relationships with academic departments.
In addition there w-: considerahle conflict in the "..glish De-
partment. In part, this may have been due to the fact that the

CAT experiment was threatening to many faculty.
several interviewees also pointed out that ever though place-

ment criteria were rather well thoaght out, administrative pro-

cedures allowed too many students to slip through the remedial net.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative locus of Counseling

The counseling function was administered by two different
units. Students whe were taking two or more remedial courses

were assigned to counselors within the Compensatory Education

]

f

Department. All other students were served by counselors in
the Department of Student Personnel Services. This was true
all three years. Prior to the beginning of open admissions,

it was planned that the two services would work closely to-

gether, but this did not begin to materialize until 1972.

Types of Counseling

The Departmnent of Student Personnel ::rvices (DSPS) pro-
vided all types of counseling services. All services except
clinical, therapeutic counseling were provided by the Compensatory

rducation Department. Students assigned to this depzrtment were

referred to DSPS for psychological counseling. In addition the

latter provided exit counseling for students who were taking

le of absence or dropping out. Counseling for inecaing

]

ve

il

nsfer students was also —r.vided.

it
]

r

In both departments counselors were generalists. However,

there were separate financial aid counselors.
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Styles of Counseling

1. Medical versus Cutre 2ach. In the compensztory proaran,

counseling resembled the outreach model. Counselors assizisd
students during program planning. They subsequently irni

contact with stv .ents through letters and telephone calls.

other students saw counselors primarily on a self-referral

and the model here tended toward the medical type.

2. Mandat"y vers.s Voluntary Counselor-Student Interaction.
Counseling was =38 .ally voluntary. However, in the Compensatory

Program, the chances that a student would sce a counselor were

greater.

3. Dyadic versus Group Counseling. Beginning in 1970 all

freshmen took the Freshman Seminar which was run by the Depart-
ment of Student Perscnnel Services. The purpose w?s to prcvide
an orientation to college. The Seminar met for one hour eaca
week during the course of the first semester. Counselors,
faculty members and upper classman participated as group leaders.
Group size was abour fifteen. No credit was given for the Sem-
inar. Attendance was mandatory, but there were no sanctions if
students did not show up. The Semirnar was designed to help stu-

dents become acguaintad with one another and te discuss matters

of personal ard educational importance.
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in addition to the above program, staff from the Compensa-

W

tory Education Department provided group counseling on a vocluntary

= s

basis.

4. Therapeutic versus Socialization Goals. The primary aim

of the counselors in the Compensatory Education Program was to help

students survive in college. The group counseling dascribed above
a “ad this aim. The regular counseling staff also focussed on

irmmediarte problems. Therapeutic counseling was a reiatively small

part of the ov-rall effort.

Caseload Definition

In the Compensatory Program the caseload was about 60:1.
students were assigned randemly, although some requested a coun-
selor of the same sex or race. After the first year, students in
the Compensatory Education program were advised to seek counseling

through the regular service provided by D5PS.

For tiie regu’ ar counselors there were no fermal caseloads,
since contacts - i~sically student initiated. In 1972-732
it was reported thac ahout one-quarter cf students serviced were

freshmen,

Counselor-Fa-ulty relationship

Faculty could and did make referrals to counselors ia both

units. Counselors had reprssentation on the ?cademic Standing
O
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Committee arsd could make recommendations on behalf of students.

This was most likely to occur for students in academic trouble

who were actually seeing a counselor. Faculty in the Compensatory

m

Fducation Department were most likely to make referrals to coun-
selors in their unit. BReferrals were less likely to come from

faculty in academic departments.

Background and Evaluation of Counselors

In the Department of Student Personnel Services, there were
five clinical psychologists with Ph.D's, one general counselor,

and one rart-time counselor. 1In addition several interns worked

i ]
iy

!

f was evaluated annually.

with the staff. The staf

In the Department of Compensatory Education tiare were thir-
teen counselors in 1970, twenty-one in 1971, and twenty-four in
1972. Initially, many of the counselors were hirecd with B.A. cdegrees
lNowever, over the ‘hree year period more counselors were brought
in with M.A. degrees in psycholegy and social work. Prior to
1973 it was report=d that procedures for evaluating counselors

were somewhat haphazard and unsystematic.

10

elf;AESEsSmantﬁqﬁﬂigunsg%igg

No systematic assessment had been undertaken. The counselors
in the Compensatory Education Department felt that over the first

three vears the service had not been administered effectively.
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The regular counseling service was also not considered to have

nad much effect unon open admissions students. This view was

not defined as handling open admissicns students. Within the
overall counseling structure at this college, it was the case
that only the highest risk scudents (those taking two or more

remedial courses) received special counseling services.

{37ING SYSTEM AND RETENTION STANDARDS

This collecs operated witr .. *andard A - F grading
svstem. It alsze used a condi. -nal gr:de for students who
had been doing passing work -~u = aurss, but then failed

inal exam. In such cases, .. nain could be re-taken.

fu
]

A total of eight courses could be taken on a Pass-Fail

basis (but not more than one in any semester).

Students whose average at any time fell below a C,
were considered to be on probation. 1In addition students

were subject to dismissal for failure to attend remedial
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ter. However, our i. 2zrviews i-“icated that few :f any
students were dismise=1 G.. academic grounds before fouvr
semesters. The college's Committee on Academic Standing
apparently dealt with cases on a more individualistic
basis than at many othe. schools, since there were ncC
statements of explicit crite~ia for the academic index

required at different credit levels.
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EVALUATION OF STUDENTS AND PROGRAM PLANNNG

Fall, 1970

During the spring of 1370 all inceoming freshmen were

]

invited to the college for a general oric~tation sesc on
coordinated by the Office of the Director of Admissic..:.

Students were given a brief introductior to the college

by meruzrs of the administration, and took ar. English

i

placement essay test.

iy

All incoming open admission students (ﬁefinei as
students with a high school average of less than 80%)
were assigned to the Department of Educaticnal Services
for program planning advice. Approximately 800 entering
freshmen were defined as open admission studants. They
met with courselors from this department prior to
September registration. At this time counselors had
available high school records and English placement test
scores, PBased on these data c.unselors provided students
with program planning advice. Students were under the
impression that they were "regular" students at the

college, and many resented being advised to taoke compen-

b s

satory courses and/ov reduced course loads. In the

re. wtration process itself, however, there was no con-
trol mecharism to assure that student- registered for

the recommended courses.
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211 reqularly admitted students received program plan-

from regular counselcrs, facult: advisors, and

A

m

ing adv

student counselors, who were available during registra

f reqular courses were offered in wide range of

7
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si geology,
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included <hemistry, cla
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modern languaces, psychology, political science, soci ial

e courses

m

science, science, anc< speech and theatre. The:
were usually structured as stretched out versions of
regular courses That is, they were conducted at a some-
what slower pace. Only students assigned to the Depart-
rent of Fducational Services were allowed to register for

the remadial and compensatory offerings.

onen aamissionzs students were

%
o
[
I

read by faculty from the English Department. Student
graded on their ebilit: to use language. Jhose who were
unalile tn write coherc.t sencences were p’aiced into the

compe tory ¢ cticns of the regular freshman ccmposition
courses, and placement was mandatory. This was true all
three vears. Students with high school average of 8n%

or aLove were not placed in compensatory sections of the

resular Fnglish course, regardless of their performance

11‘

on the placement essay.
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Similarly, placement in the remedial sequence by the
Math Department was restricted to students in the Depart-
ment of Educational Services. Placement depended on high
school math background. Students who did not have 2 1/2
years of high school math were advised to register for
these courses. However, placement was not mandatory.
Non-open admissions students who had deficient math
background had the option of taking courses egqguivalent to
high school math in the School of General Studies. How-
ever, if they received special permission from the Department
of Educational Services, they could take the remedial courses.
The Mathematics Department also offered some compensatory

sections of regular math courses.
Fall, 1971

For the second cpen admissions class, there were no

changes in the program planning and placement process.
Fall, 1972
There were some changes in the program planning and

placement process for both open admission and regularly

admitted students.
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All incoming freshmen came to the college during the

i

spring for a series of general orientation meetings and
placement testing. This year the Mathematics department
administered a placenent exam which assessed arithmetic
skills. While all freshman took the exam, placement in

the math sequence was still restricted to open admission

students. However, as in previous years, reqularly

T4

adm:itted freshmen had the option of enrolling for these

COUrses,

Students returned for registration just prior toe the
beginning of classes. Regularly admitted students met with
faculty zdvisors, who were available for individual program
planning advice. Program planning procedures for open

admission students did not change.

In addition to the remedial and compensatory courses
offered duving the first two years, the Department of Educa-
tional Services instituted several workshop in 1972-73,
Students who appeared to have a serious weakness in the
subject areas covered (such as English, chemistry, anthropology,
logic) were encouraged by their counselor to enroll. Identi-
fication of students with weaknesses was made on the basis
of high school record, college performance, individual
reports from the college committee on course and standing,
and the like. 1In the case of English, students who had weak
preparation were advised to enroll in the English workshop
before attempting the remedial course offered in the English

Department.
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SUPPORT SERVICES, 1: STRUCTURE OF REMEDIAL - COMPENSATORY WORK

The Department of Educational Services had responsi-

bility for providing open admissions and other special

o

srogram students with compensatory coursed in academic
subjects, tutoring, remedial workshops, and counseling. The
department had control over the budget for these services.
However, control over the academic content of the compensatory
courses rested with the academic departments. Faculty were
selected by and appointed to the academic departments, but
approval by the Chairman cf DES was necessary. These lines
were paid for through the DES budget. In short, the DES was
responsible for coordinating and administering a variety of
special programs, but the actual teaching of compensatory
courses was the responsibility of the academic departments.
We would classify the compensatory structure at this college

as tending toward the decentralized model.

Areas of Compensatory Work

1. English., All incoming freshmen were required to
take the freshmen composition course offered by the English

Department. From a content point of view it was considered

~as a college-level course. The main distinction between the

compensatory and regular section was that the former met for
longer hours, had smaller sections, and special services

were avallable to students.

99



O

ERIC

Aruitoxt provided by Eic:

=90~
buring the first few weeks faculty had the option

shifting a student from the compensatory to the regular

£
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nd vice - versa.
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Beginning in 1972, students were placed in special com-
pensatory sections designed for those who shared similar
problems. Thus, there were one or two sections which stressed
Black English. ‘That is, student were initially allowed to
express their ideas in the language they knew, and later the

instructor began to deal with standard English structure.

J
]

Wi

The initial emphasis was not on correcting grammar.

W

¥

|

The basi? objective of the English course was to enable
students to write unified, coherent essays. To meet this
obiective, emphasis was placed on rhetoric, grammar, sentence

mechanics, usage and logic. In short, it was an intensive

basic course in writing expository prose.

There were no standarized teaching methods. Faculty
were encouraged to try a variety of approaches. Younger
faculty members were more likely to try innowvative approaches,

while older faculty tended to rely on traditional methods.

One innovative approach used by some faculty in the com-
position course was "collaworative learning." Students broke

up into small groups and worked together on a project( such as

100



analyzing a paragraph). The idea was to encourage dgreater
interaction among students. It was thought that students

could better learn to write, through talk and reading aloud.

rnother approach emphasized the use of student material
in place of critical reading selections. Faculty would zerox
student papers and use them as a basis for clase discussion.
However, professionally written prose was also used for the

same purpose.

Frequent in-class assignments vere made and students
were required to write ten papers outside the classroon. In
the regular sections research projects which involved use of
the library were assigned. However, this was not always re-

quired in the compensatory sections.

puring the first two years of open admissions students
in compensatory sections who needed additional help wvere re-
ferred to staff in the Department of Fducational Services,

who provided tutorial assistance.

One innovative approach which was tried in 1970 was the
Teacher-Mentor-Counselor (TMC) program. For three or four
compensatory sections, the same individual served as both
teacher and counselor. In this way, it was hoped that the

student would relate all of his needs to one individual.

101



~92-

Beginning in the Spring of 1973, a Writing Center was
established. The Center provided reading and exercise
materials for students to use in teaching themselves to
write better. While faculty from the English Department and
Department of Educational Services were available to help

students, the primary focus was on peer-tutoring. The

i

assumption made was that students could learn from each other.
Peer-tutors were recommended by faculty. Most had recently
passed the freshman composition course (either in the

regular or compensatory section). Peer tutors received

course credit and registered for a course desgined to serve

as a support group. The Center was c¢pen to all students

who needed help in writing,

In order to evaluate student progress, the instructor
took into consideration his writing assignments throughout
the semester. There was no final examination. However,
students were expected to demonstrate college-level writing
skills. That is, they were to be able to state a proposition
and support it in standard English. No F grades were given,
Studemnts could repeat the course up to three times. Howaver,
if they A4id not pass by the third time they were dropped by
the college. It was reported that approximately 40-50% of
student in the compensatory sections passed with a C or
betcer e first time. This was true all three years.

S
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In 1970 the compensatory sections met for five hcurs.
In 1971 and 1972 they met for four hours. The course

carried three credits all three years.

Tn the Fall of 1972 there were approximately 900 students

‘enrolled in the compensatory sections. These sections were

restricted to 15 students per class. This was true all three

years.

There were fourteen full-time faculty members, in ad-
dition to adjuncts teaching the compensatory sections in the
Fall of 1972. The full-time faculty members held joint
appointments with the Department of Educational €ervices
and the English Department. Some taught other English courses.
Generally, people whom the English Department thought were
suited to teach composition were assigned to the compensatory
sections. Faculty were required to meet with students at

least twice during the semester in individual conferences.

2. Mathematics. This college had no mathematics re-

gquirement, but 2 1/2 years of high school mathematics were

necessary for entrance into regular math ccurses.
The college offered a two-course remedial scecuence for

open admission students. The lower course in the sequence

covered elements of basic arithmetiec, algebra and geometry.
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Most students were acsised to go into this course first.

The upper course covered elements of intermediate algebra
and trigonometry. This sequence was designed to prepare the
student for the calculus course, and to fulfill necessary

prerequisites for entrance to other coursas.

students in need of éaditianal help were referred to
the Department of Educational Services for tutoring by
basic skills instructors. According to the Chairman of the
Math Department, students were advised by their instructor
to go for tutoring. However, no procedure was developed
to monitor whether students actually contacted tutors, nor
was there any formal mechanism for feedback between
instructor and tutor. According to the Chairman, the

tutoring program was of no value.

The lower course met three times weekly for two hours
per session. Typically, the first hour was spent in class
instruction and the second for supervised study. Féculty
used a standard syllabus. The upper course met for four

hours. Neither course carried credit.

In order to evaluate student progress, frequent
quizzes and a departmental final were administered. To
insure frequent interaction with faculty, classes were

kept small.
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Students who failed the finalvbut were doing satisfac-
tory class work could still pass the course. Those who did
poorly were required to repeat either the lower or upper
course. Students in the lower course were expected to enroll
for the upper course. Approximately 70% of students passed
the lower course the first time. This was true all three

years.

In addition to the remedial sequence, the Math Depart-
ment offered compensatory sections in several regular math
courses. Generally, one section was designated as a compen-
satory section and the courses met for longer hours with

more individualized attention given.

The remedial courses were taught by full-time faculty
from all ranks in the Math department. Generally, people
who expressed an interest in teaching these courses were
assigned. Some faculty held joint appointments with the

Department of Educational Services.

3. Other Compensatory Courses. The Department of

Educational Services, in collaboration with various academic
departments, developed compensatory sections of regular

college courses.
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Typically, these sections met for longer hours and fewer

o each section. Usuzlly, a tutorial

(a2

students were assigned
component was attached to the course. Generally, instructors

in the sections held a joint appointment with the Department

of Educational Services.

4. Workshop Program. In 1972 the Department of Educa-

tional Services offered workshops in a wide area of subjects. .
These workshops carried no credit and were designed only

for students assigned to the department. Generally, students
who had exhibited serious weakness in the subject area

were encouraged to register by their counselor. Workshops
were offered in the following subjects: English, math,
algebra, reading, chemistry, computer technology, Spanish,
anthrcpology, communications, logic, concepts, and English

as a second language. Instructors within DES taught these

workshops.

Tutoring

The Department of Educational Services administered
an extensive tutoring program for those students assigned
to the department. Students would go to the tutoring
serviceslupan the advice of the counselor or faculty
member, However, attendance was voluntary. The tutors

~rialists in various academic dis:iplines. In 1970

3

wers spe
there were 22 full-time tutors and several part-timers.

This number remained relatively stable all three years.
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One major problem that ar .se was the lack of communi-
cation between the tutoring service and those teaching
in the academic departments. While an attempt was made to
coordinate the activities of the tutoring service and the
academic departments, faculty members often did not know
whether students were receiving help or what material was
being covered in the tutoring session. This problem seemed

to exist all three years.

Free tutoring was also available to regularly admitted
students in the College of Arts and Science through the
Student Volunteer Resource Committee. This committee was
set up to meet the needs of students not able to receive
help through traditional channels. Tutoring was available

through student tutors.

Self-Assessments of Remediation

At this college an effort was made to assess the
effects of remediation. However, these assessments were

largely impressionistic.
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In 1971 the placement essay was readministered in all
sectiong of freshman English at the end of the semester.
A comparison of students in regular and compensatory sections

indicated that students in the compensatory sections had

made more progress than students in regular sections.

When asked their impressions of the freshman English
course, faculty members thought that perhaps too many stu-
dents in the compensatory sections were being passed. Feed-

back from faculty in the advanced courses was often negative.

The major concern of the English department rested on
the fact that the Department of Educational Services was
gaining more over the teaching of compensatory English.
Moreover, the fact that the English department had always
been bound to the Department of Educational Services often

created confusion and conflict.

According to the Chairman of the Méth Department, many
students who passed the remedial courses on their first
attempt were not prepared for the regular math courses.

This was true the first three years. However, the Chairman
reported that the department was making an effort to tighten
up on grading standards. He felt that fewer students should

pass on the first attempt.
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One major problem that was expressed concerned the
Math department's relationship with the Department of Educa-
tional Services. Instructors were required to take atten-
dance in the remedial courses and students who were ex-
cessively absent were supposed to be seen by their counselor.
However, the Chairman felt that counseling was ineffective.
Furthermore, he felt that this was true of the tutoring

service.

i=h

The Chairman of DES stated that major changes occurred
during the second and third year of open admissions which
strengthened the departmenii Initially, steps were taken

to reduce the caseload of counselors and add more lines in
the department. By the third year, the department developed
the workshop program. The major task was to increase enroll-
ments in the workshop program. Many students resented going
into a non-credit bearing workshop, and during the first
year of the program there was a low rate of enrollment.

In turn, the department was faced with the problem of
justifying the necessity of the workshops. However, |
according to a member of the Eﬁglish Department, the
workshop program provided a more structured approach

in that students with some deficiencies were able to get
additional assistance before taking on regqular eéllégé=

level work.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counseling

The Department of FEducational Services was responsible
for providing all counseling to open admission and other
special program students. All regular students were provided
with counseling services by ¢he Department of Student pffairs
and Services. Both these departments were located under the

Division of College Services.

Type of Counseling

The Department of Educational Services provided all types
of counseling, with the exception of financial aid. The De-
partment of Student Affairs and Services provided all types

of counseling for regular students.

The Counseling Division of Labor

The counseling unit under DES resembled what we have
described as the generalist model. That is, counselors were
responsible for providing all types of counseling services

(except financial aid).

ek
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In contrast, the counseling services provided by the
Department of Student Affairs and Services resembled the
specialist model. That is, psychological, financial aid,
and career counselors handled only problems related to those

areas. All others were considered general counselors.

Prior to 1972 all counseling services for regular stu-
dents were centralized. However, in 1972 the college was
restructured into various undergraduate schools (e.g. social

science, science, humanities, etc.). A student services

m

unit was established in each school within the college.
Included in this unit were a senior counselor, psychological,
academic adjustment, and student activities counselor. This
unit was thus responsible for providing counseling services
to all regular students within each school. However, finan-

cial aid and career counseling still remained centralized.

Styles of Counseling

1. Medical versus Outreach. As reported by DES,

the orientation of the counseling unit resembled the out-
reach model. Thus, contact between a student and counselor
was not left entirely to the discretion or initiation of
the student. The counselor would periodically contact
students in order to discuss possible problems and to get

some idea of their academic progress and social adjustment.
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The counseling staff would also receive periodic progress
reports and names of students who were in academic difficulty
from faculty in the departments. 1In this case, the counselor
would initiate contact with the student. In shoxt, counselors
initially came into contact with incoming open admission
students prior to registration, and maintained contact with
them throughout their freshman year. We note here that

there appeared to be a conflict between DES and other de-
partménts in the description of the DES counseling functions.
Other departments expressed considerable reservation about
the effectiveness of the déunse&ing, particularly that

aspect involving DES followup on faculty progress reports.

We have not been able to resolve the differences in inter-

pretation.

The orientation of the counseling service for regular
students resembled the medical model. That is, counselors
came into contact with students mainly through self-referral.
Students primarily contacted counselors for academic-related
problems, although some came with personal problems. Typi~-
cally, demand to see counselors was greatest during exam
periods. The need for career information among seniors

was also a motivation for seeing counselors.

The only time that a counselor would initiate contact
with a regular student was through a faculty referral. How-

ever, faculty were asked only to refer freshman and sophmores
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who were in academic difficvulty. In 1972 the academic ad-
justment counselor was responsible for contacting the student.
In addition, these counselors. took care of program changes,
dropping of courses, and students who wanted to take a leave
of absence. Prior to 1972, these matters were handled by

counselors in the centralized counseling office.

2. Mandatory versus Voluntary Counselor - Student

Interaction. There were no sanctions applied to students

who failed to maintain contact with their counselor.

3. Dyadic versus Group Counseling. The main thrust

of the counseling unit in DES was on individual counseling.
During the second year of open admissions the counseling
unit set up a freshman colloquium. However, it did not work
out because of poor attendance. Counseling for regular stu-

dents was individualized.

4, Therapeutic versus Socialization Goals. The

primary goal of DES counselors was to orient and familar-
ize students with the college environment. They adopted an
approach designed to provide information and support which
would help the student to understand what was to be expected
of him, and how best to meet such expectations. The goals

were clearly to socialize rather then to provide psychotherapy.
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In contrast, the counselors who were responsible for
regular students were more traditionallv oriented. That is,
many were clinically trained and saw themselves as therapists.
In fact, the college had several psychological counselors
who provided therapy to students with psychological proklems.
If necessary, however, referrals tO outside agencies were

rnade.,

5. Eggg;géunse;ggg; This college had an extensive

peer counseling program. In cooperation with the counseling
of fice for regular students, a "Drop-In Center"” was set-up in
1970. The Center provided informal counseling and made re-
ferrals, This program started because students were generally
reluctant to seek advice from regular counselors or faculty.

Peer counselors were trained by the Department of Student

Bffairs.

Another service which was run by students was called
the "Grapevine." &tidents sat at a table in one of the
campus facilities and provided information in a variety of
areas - for example, information on jobs, abortion, and birth

control. This also started in 1970,
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Caseload Definition

The counselors in DES were assigned a caseload at the
beginning of the school year. students were randomly assigned

to a counselor.

‘JTypigally, each counselor was responsible for 100 in-
coming freshman. This figure remained relatively stable all
three years. While the main thrust of counseling services
was geared toward freshmen, contact could be maintained

throughout the college career.

Although the student's first contact with a counselor
came prior to registration, this counselor was not necessarly

the same one to whom he was later assigned.
Regular students were not assigned to a specific counselor.
However, in 1972 students were advised to see counselors in

the student services unit located in their schcol.

Counselor-Faculty Rglat@gn;hig

The counseling unit of DES attempted to develcp liason
with faculty in academic departments. It was hoped that a

close working relationship would insure that students in
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academic difficulty would receive immediate counseling help.
However, whether or not faculty sent in progress reports or
names of students in academic difficulty would depend on the
individual instructor. Thus, counselors were probablv unaware

of many studcnts whe had academic problems.

“Thile there was no formalized input to the Committee on
Course ap®’ Standing, students who were notified that they
were beity dropped could ask their counselor to appear on

their behalf.

Pegular students who were in academic trouble received a
letter from the registrar's office regarding their standing.
They were advised to see a counselor who might then make a

recommendation to the Committee on Course and Standing.

Background and Evaluation of Counselors

Initially, the counselors hired by DES did not have ex-
perience or training in the counseling aﬁd student personnel
areas. Many had earned only a Bachelor's degree. However, in
subsequent years the department began to hire people with prior

counseling experience and Master's degrees.
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In 1970 there were only seven counselors, but by

1972 the department had a staff of 20 counselors.

In the Department of Student Affairs, psychological
counselors WhD>WDrkéi with regular students held their
doctorates, while general counselors had either a Master's
or Ph.D degree in a variety of areas (such as social work,
sociology, psychology, and college student personnel).
Counselors occupied faculty lines and rank depended on

their background.

During the first three years there were approximately
50-55 full-time counselors. This included all but financial

aid counselors, who occupied administrative lines.

The regular counselors were evaluated annually by
senior counselors and the director of counseling. There
were no standard evaluation criteria. However, cbserva-
tions and discussions were used to assess performance.
In addition, some student input on counselor performance

was also used.

Self-Assessments of Counseling

This college had not yet instituted research pro-

cedures to assess the effectiveness of counseling on
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various student outcomes. This was true for both the
Department of Educational Services and regular counseling

office.

However, when asked his impression of the counseling
service, the Director of Counseling for regular students
felt that his office and DES should maintain a closer
relationship. 1Initially, there was a great deal of
friction, essentially caused by disagreement over qualifi-

cations and criteria used in hiring personnel.
GRADING SYSTEM AND RETENTION STANDARDS

The traditional A - F grading system was used at this
college. Beginning in the sophomore year, students were
allowed to take one course per semester on a "Pass - Fail"
basis. Failures were computed in the student's academic
index. Iﬁ addition a grade of "No Credit" was frequently
used where the student did not pass a remedial course.

Such a grade was not computed in the index.

Students were allowed a considerable period of time
to generate the "C" average required for graduation. How-
ever, with each succeeding semester, the student's grade
point average had to more closely approximate the C average.
During the student's initial two years, the rétentian

standards appeared guite liberal.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Since the beginning of open admissions, the primary effort
at this college has been to identify those students in need of
compensatory work in the following areas: writing, mathematics,

and reading and study skills.
During the summer of 1970, all incoming freshmen were in-

of Student Personnel Services. The sessions were intended as
an orientation to college life. Students met in groups of 25.
Tt was estimated that between 35-40% of incoming students at-
tended. Individual counseling did not occur. 1In this year the
college experienced difficulties in the processing of incoming
freshmen. First, many students did not appear at the scheduled
time for testing. Second, test results were, in many cases, un-
available until just prior to the beginning of classes. Thig
allowed insuffi:ien; time for program planning. Third, thése
responsible for helping students plan programs did not have

at hand a very explicit set of guidelines. 1In short many open

admissions students registered without systematic advice.

Beginning in the summer of 1971, students who were placed
in two or more remedial courses were called in for counseling
and pre-registration. This was handled by the Department of
student Personnel Services. Advisors were either members of

the faculty or SEEK counselors. Approximately 700 students
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were processed in thié way. All other students had an oppor-
tunity to speak with an advisor during fall registration. This
summer orientation program was continued the following year
(1972). 1In that year recent college graduates also acted as

advisors.

Writing Placement.

Two assessment procedures were used during the first year.
First each incoming freshman provided a writing sample. This
writing sample was read by a member of the English Department
and was rated holistically. That is, an overall rating was
provided which indicated whether the student should be exempted
from remedial work, or needed remediation. If the student needed
remediation a furtﬁer distinction was made regarding the severity
of the writing handicaps. Depending upon the degree of inade-
quacy, the student was placed in one of three compensatory

writing courses. Such placement was mandatory.

In addition a commercial standardized test was used, but
it appears that the results of this test were not systematically

used with regard to placement.

While this college did not have a required freshman com~
position course, it did have a praficiency examination in
English which all students were required to take by their
junior year. Students had to pass this examinétieﬁ as a pre-

requisite for graduation.
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In 1971 all incoming freshmen again produced a writing
sample. All papers were read and rated holistically. Place-
ment criteria were the same as for the previous year with one
exception: while placement into the first or second course
in the English sequence was mandatory, it was voluntary for
those whose writing samples indicated a placement to the third

course.

For the 1972-73 year the English Department developed a
more detailed set of placement procedures. Two tests were
used. First there was a department test of the short answer,
multiple choice type. This test was designed to assess vo-

cabulary, subject verb agreement, and organization. Second,

_the use of a writing sample was continued. Students were

given a passage which they were asked to summarize, and they
were asked also to provide a commentary upon the passage.

The two tests were used for placement purposes in the follow-
ing manner: All students who scored very highly on the first
test did not have their writing samples read, and were exempted
from placement in any compensatory course. Those students

who scored very poorly on the first test were then placed
directly into one of the courses in the writing sequence. The
remainder of the students whose scores fell in the "middle"
range on the first test then had their writing samples read.
The writing samples were scored according to the following

criteria: grammar, punctuation, organization, and ability
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to infer a main point. Readers were trained to use the cri-
teria, and it was reported that a high degree of inter-rater
reliability was attained. For this group of students, those
who made between 8 and 30 errors were placed into the lowest

level course of the writing sequence. Placement was mandatory.

Ly

students who made between 5 and 7 errors were placed ir th
second course in the writing sequence. Those who made less
than 5 errors were advised to take the third course in the

sequence, but this was not mandatory.

For students whose primary language was not English a se-
quence of ESL courses also existed. Placement into thesé was
based upon a test. Placement was mandatory and typically would
end with the students taking the regular third course of the
writing sequence.

Placement in College Reading and Study Skills

Through the first three years of open admissions this col-
lege offered courses designed to help students master the reading
and study skills thought necessary for academic success. The
same assessment procedure was used for all three years. This
was the open admissions test, actually a readiﬁg subtest of

the Stanford Achievement Tesgt.
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In 1970 students whose raw score was 35 or above were axempt
from the college skills courses. This score approximates the
10th grade level for high school students nationally. Students
with raw scores between 27 and 35 were placed in a one semester
college skill course. Students with low high school averages
were also placed in this course, even if their reading scores
would have exempted them. Students who scored below 27 on the
reading test (below the national norm for ninth graders) were
placed in a two semester sequence of college skills courses.
These placements were mandatory in principle, but due to admini-
strative difficulties noted earlier, not all students needing

such work were actually placed.

For the 1971 class, the placement criteria were the same

as for the preceding year.

In 1972 a slight change in placement criteria was made.
Students with raw scores of 37 or above were exempted from
these courses. Students between 27-36 were placed into the
second level course, while those below 27 were Piaced in the
first level course. In addition students who scored between
37-39 on the OAT and who had low high school averages were
placed in the second level course. For this year it should
be noted that monitoring procedures improved to the point
where students whose test scores indicated the need for place-

ment were more likely to be so placed.
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cement in Mathematics

From the beginning of open admissions mathematiss place-
ment at this college had been determined through a combination
of three factors: (1) the score on a test develocped by the
mathematics department; (2) the student's background in high
school mathematics; (3) the student's intended specialization

in college.

The mathematics placement examination consisted of five
parts: elementary algebra, geometry, intermediate algebra,
trigonometry, and advanced mathematics. The last gection
was required only for students planning to major in chemistry,
computer science, engineering, and similar disciplines. Stﬁs
dents planning to enter the B.A. curriculum in a non=sgcience
area were not required to take remedial math if they had algebra
and geometry in high school. If they did not have this high
school background and their placement test scores were low,
then they weré placed in a two semester compensatory sequence
for students not majoring in the sciences. For those majoring
in science or engineering, thcse with low scores were placed

in a three semester compensatory mathematics sequence.

The placement criteria were essentially similar over the
first three years of open admissions. There were, however,
minor variations from year to year in the cutpoints used for

assigning students.

[
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Placement in Other Compensatory Areas

The preceding discussiocon has covered the major compensa-
tory areas at the college. However, specific departments at

this college developed their own responses to open admissions.

"For example, by means of brief interviews the speech department

tested freshmen during their first year. On the basis of these
interviews, the department could require a student tc take one
of two speech courses. In addition some entering freshmen

iences were advised by counselors to enroll

I

with academic defi

0

in one of the speech courses. It should be noted that the
definition of these courses as remedial is ambiguous, since

they were open to all students on an elective basis.

The

philosophy department developed a special introductory
philosophy ccurse for students who had demonstrated weakness

in reading skills. Students who were poor in reading were
advised by the college skills department about the nature of
this course, and it was suggested that they register for

it if they indicated an interest in taking philosophy

courses.,

Other departments developed special sections of introduc-
tory courses for students with weak academic skills. However,

criteria for placement into the courses are not clear.
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Beginning with the 1972-73 academic year an effort Gag
made to develop total programs for students who required a
heavy cmncentration of compensatory course work. This in-

.

volved planning of programs so that students would not be
exggseﬁ initially to courses which demanded too high a level
of reading, writing or guantitative skills. However, this
total placement effort did not become fully implemented until

the 1973 academic year.
SUPPORT SERVICES I: COMPENSATORY PROGRAMS

Overview

Over the first three years of open admissions there was
an increasing degree of coordination in the program planning
and placement functions. The testing and placement functions
were coordinated by the Office of Research and Testing, under
the overall supervision of the Office of the Associate Dean

for Freshmen and Sophomore Programs.

However, the compensatory teaching functions were highly
decentralized. Work in the three major compensatory areas
of writing, reading, and mathematics was offered under the
aegis of the three separate departments. This stucture con-
trasts with other colleges where a single department assumed

the responsibility for all compensatory work.
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Writing Program

Since the beginning of open admissions, the Writing Pro-
gram at this college consisted of a three course sequence.
211 of these courses carried credits. In the first year of
open admissions each carried two credits. However, beginning
with the 1971-72 academic year, the third and most advanced
basic writing course carried three credits. The first two
courses met four hours per week, while the third course met

for three hours.

Placement intc the first or second writing course was
mandatory for students with inadequate skills, as measured
by the placement tests, If placed in either the first or
second course, completion of the third was mandatory. How-
ever, if, on the basis of placement tests, assignment to the
third writing cours¢ was indicated, this was mandatory in

the first year of open admissions, but voluntary subsequently.

A parallel track of courses was developed for students
whose primary language was not English. Beginning with 1972~
73, students completing the ESL sequence were required to
take the third course in the regular writing sequence.

Allied with the writing courses was a writing center, a
resource designed to provide individualized tutoring for stu-

dents in need of additional work.
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The objectives of the writing program were standardized,
t the means for achieving them were a matter of the indi-
vidual style of the instructor. The first level course dealt
with the basic mechanics of writing; e.g., grammar, punctua-
rion, and spelling. The second level course focused upon ex-

itory writing., The aim was to enable the student to write

[N

jele]

a short essay in which an idea is coherently developed. The

3]

third course in the sequence was designed to prepare students
to write in-class essays and lengthier research papers (such
as term papers). For all courses the instructors were free
to utilize whatever means they wished in order to achieve the
objectives.

In all three courses students were required to write exten-
sively, both in class and outside. Considerable editorial
work was done both on students' own papers as well «s those
of others. 1In order to pass these courses students were re-
quired to write an acceptable final essay. This essay was

(in the first two courses) read by a second instructor in the

English Department. This procedure was designed to achieve
greater objectivity in the evaluation of student work, and to
provide feed-back for instructors regarding their evaluation

criteria.
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The grading policy in the writing courses was as follows:
In the first course in the sequence, students were gradec on
a "Pass" = "No Credit" basis. In the =-ther two courses, a

standard grading scheme (A-F) was used.

Overall, the approach of the writing program was generi-
cally oriented, particularly in the first two courses of the

sequence.

However, a few attempts were made over the first three
vears of open admissions to develop sections of writing
courses in conjunction with academic courses in other areas
(such as political science). However, these attempts were
largely experimental and could not be characterized as the

dominant approach of the department.

As noted earlier, these basic writing courses were
staffed by the English Department. During the initial year
of open admissions the sections were handled primarily by a
corps of instructors and lecturers specifically recruited

for the function. However, by the 197z-73 academic year,

the teaching of the basic writing courses,

i
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College Reading and Study Skills

The College assembled a special staff in order to provide
compensatory work in the area of Reading and Study Skills.
This staff was separate from the English Department. In 19370
a three course sequence in reading and study skills was offered.
Initial placement was either in the first or second course.
Students placed in the first course would be expected tc com-
plete the second as well. Students requiring further work

would then take the third cocurse. In this initial year, these

9]

courses met for four hours per week, but carried no credits.

In 1971, the courses continued to meet four hours weekly
and credit was given. The first course carried one credit,
the second carried two, and the third carried one. 1In the
1972-73 year only the first two courses were offered, again

for one and two credits respectively.

The major objective of the courses was to help students
master the reading and study skills required for success in
college. Students with serious deficiencies were placed in
the first course. The major emphasis was upon skills such
as vocabulary development, analysis of sentences and para-
graphs, fundamentals of interpretive and critical reading,
listening skills, how to outline and summarize, how to take
notes, and the like. The classes met for three hours per

week.
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Students in this course were required to attend a skills
laboratory for individual tutoring in special problem areas.
Students who were recommended for the lab were reguired to
attend. The lab was supervised by a member of the college
skills division. It was staffed by graduate and undergraduate
tutors. Liaison between students' instructors and the tutors
was maintained in order to provide feedback for the instructor

on the progress of the student.

The second reading and study skills course was the sole
course for students entering with less severe deficiencies.
It was also the second course in the sequence for students who
passed the first course. This course focused upon reading
and study skills by linking such work with "mini-courses”
drawn from academic areas (for example, in 1972 psychology

and biology were used). The aim was to provide students with

tic academic context. Professors from the relevant content
departments provided lectures and materials for the skills
classes. Thus, skills related to lecture note taking, study-
ing text books, writing papers, studying for and taking exa-

minations were learned in a "real" course situation.
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es students were required to
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n order to pass these cour
take quizzes, and tests throughout the semester. Grading in
the first course was on a pass-repeat basis. For the second

course letter grades (A-F) were given.

The teaching staff consisted of approximately 25 people.

Most were trained as reading specialists.

Mathematics

Since the inception of open admissions, the mathematics
department offered two remedial sequences. The first was de-
signed to serve liberal arts studentc not majoring in the
sciences. For these students a two semester seguence was
offered. For students majoring in science and related areas
such as engineering and architecture, a three-semester sequence

was offered.

Neither of the courses in the non-science sequence carried
credit. Both met four hours per week. Within the science se-
guence the first course carried zero credit, the second one
:redit{ and the third two credits. For both sequences, place-

ment in the courses was mandatory.
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Over the three vyear

il
[y

r

of open admissions czrtain changes
occurred in the characteristics of the sequences. 1In 1970-71
the non-science sequence consisted of three courses. Subse-

guently, this was reduced to the two course sequence. In the

science sequence the first course met for six hours in the

second vear and four hours in

i

first year, five hours in th

the third vear.

The non-science sequence for liberal arts students v 's
designed to provide them with the mathematical skills which
should have been acquired in high school. Thus, the first
course in the sequence focused upon elementary algebra. The

second was a geometry course.

The three course sequence for prospective science majors
consisted of the following: (1) basic algebra and geometry;
(2) intermediate algebra and some college algebra; (3) trigo-
nometry and pre-calculus. Beginning in the fall of 1972, the
mathematics department introduced a significant change in the
structuring of the pre-science sequence: each of the courses
was divided into three units or modules of equal length. 1In
order to pass the course, the student had to complete each
module. Students could take an examination on a given module
at the beginning of the semes%er or at intervals during the

semester., Sections of each module were taught at the same

134



-124-

without requiring scheduling changes. At the end of a term a
student might have passed part of a course, but not all of it.

In effect, a student who did net complete the entire course
might, nevertheless, have passed enough units so +hat the course
could be completed rapidly in the following semester, and the
student could then move to the next course in the sequence. In
addition, some students who had passed the second course in the
remedial sequence were placed directly into special sections of
regular math courses. These special sections were scheduled for
extra hours. It was felt that this policy might increase student
motivation. The compensatory mathematics courses were based
upon a common syllabus and common examinations. This contrasted
with the writing program where there were cimmon goals but con-

siderable discretion was left to the individuc. instructor in

the design of his or her section.

The math department established math labs which were open
to all students, although primarily designed as a supportive
facility in connection with the compensatory courses. The labs
were staffed by upper level math and science undergraduates,
supervised by members of the math faculty. Two kinds of labs
were developed. First, there were "free labs" which had re-
gularly scheduled hours, and to which a student could go on a
self-referral basis. Second, there were "in-class labs" in
which several tutors might join an instructor in order to in-

crease the amount of individual help for students. The in-
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class labs operated at the discretion of the individual in-
structor. Over time the utilization of the labs increased,
particularly in the 1972-73 year when the free-lab was situated
in a permanent area for the first time. Prior to this labs
would be held in various rooms at various times, depending

upon the availability of space.

For all of the compensatory math courses, successful
completion was attained if the student passed either a final
examination (in the case of the non-science courses) or ii
the student passed the examination covering each module for
the pre-science sequence. In the great majority of cases,
students who did not pass received a non-punitive grade signi-

fying that they must repeat the course.

Unlike the English Department which developed a staff
specifically recruited for the teaching of compensatory
writing courses, the mathematics faculty was involvad in
the teaching of compensatory courses on an across the board
basis. That is, the remedial teaching load was spread among
the entire fasultyau'There was relatively little difference

by academic rank in the share of remedial and tutorial load.
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The mathematics department had been interested in assess-
ments of the impact of its compensatory course sequences.
cvaluations have been of two types. First, an effort was made
to assess the proportions of students passing the pre-science
sequence. It was reported that about 50 percent passed on the
first try (for whatever course they were taking within the
sequence). About 35 percent passed some, but not all, of
the modules. The remainder passed none of the modules. A
second effort, conducted in collaboration with the college's
Office of Institutional Research, focused upon subsequent
performance of remedial students in regular math courses. Here
it was found that the pass rate for students who completed the
remedial course was about the same as the rate for students
who had the same initial placement test scores, but who did

n@t:take remedial math.

Two courses in this department were used as compensatory,
although they are open to all students. The first course
skills necessary for the articulate expression of ideas. The
second course which carried one credit was designed for stu-
dents with problems of verbal articulation. Inasmuch as these

courses required the student to participate in discussions,
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they might have enhanced subsequent academic performance in

courses where class discussior was a significant component.

Shortly after the beginning of open admissions in 1970,
certain members of the philosophy department wished to ocffer
an introductory philosophy course developed for the needs of
students with weak academic preparation. During the second
semester of the 1970-71 year, this course was inaugurated.
The aim was to develop a course which would be the equivalent
of the regular introductory philosophy course. The course
carried three credits, but met for four and one half hours
per week. Enrollment was limited to fifteen students. Stu-
dents admitted were identified and referred to the philosophy
department by the staff of the college skills (feading and
study skills) division. In effect, the aim of the department
was to offer an introductory course which would be the equiva-
lent of the regular course, except that it would be run at a
more leisurely pace with greater opportunities for individual
attention. While relatively few students were servéd by this
course, it is, neverthelss, of significance as an indication
of the commitment of some academic departments to serve, in

special ways, the open admissions population.
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SUPPORT SERVICES, II: COUNSELING STRUCTURE

Administrative Locus of Counseling

The counseling structure at this college was bifurcated.
Academic advising functions were assigned.ta an Office of
Curricular Guidance which existed in each of the undergraduate
schools (liberal arts, engine;;iﬂg, and the like). At the
same time, counseling services were located in the Department
of Student Personnel Services (SSPS). Initially, therefore,

these two services were administratively and functionally

separate,

Type of Counseling

All of the major types of counseling services were offered
at this college. This included academic, therapeutic, finan-
cial aid, and career counseling.

Counseling Division of Labor

The division of labor at this zallege.app:aximatéd the
specialist model. That is, counselors tended to provide one
type of counseling, but not others. Thus, academic counseling
was handled by advisers coordinated by the Office of Curricular

Guidance. Personal counseling was delivered by counselors
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working under the department of student personnel services.
Financial aid counseling was administered by a separate

financial aid office.

Styles of Counseling

1. Medical versus Outreach. Curricular guidance offices

were located within each division of this college. That is,
the school of liberal arts, school of architecture, etc.,

each had a curricular guidance éffiée- It was the responsi-
bility of this office to plan academic programs with the stu-
dent. Aside from the initial contact of the student with a
curricular guidance adviser, the subsequent interaction between
referral on the part of the student. However, all freshmen
received a letter from the curricular guidance office advising
them of its services and inviting them to come in. Moreover,
the registrar's office did identify students with low grade
point averages (below a C average), and/or excessive absences.
The curricular guidance office received a list of these stu-
dents and then sent letters asking the student to come in for

advising. However, it was nct mandatory that students respond.

After registration for the first semester, freshmen were

not required to obtain program approval for spring term regis-
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tration, unless the student was taking remedial courses. For

these students, program approval was necessary.

All in all, the functions of the curricular guidance
of fices corresponded more closely to the medical than to

the outreach model.

The counseling service connected with the DSPS was in-
volved in the summer orientation and placement phase. How-
ever, while counselors were involved in registration, this
occurred on an individual basis and was not, strictly speak-

ing, a formal responsibility of the counseling service.

During the first year of open admissions, this service
was traditional in its focus. That is, students who felt they
needed help with personal problems could, on a self-referral
basis, contact the counseling service. However, the history
of this service has been one of increasing efforts to reach
freshmen, particularly those with the weakest academic pre-
paration. In particular, the resources of the department
were aimed at those freshmen who were enrolled in two or more
remedial courses. In the Spring of 1971, counselors identi-
fied these high risk students and attempted to maintain con-
tact with them by means of letters and phone calls. The coun-

seling statf informed us that, at least initially, the response
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of the students to these overtures was poor. However, through
time, the rate of contacts probably increased, particularly
beginning with the 1973-1974 academic year (not covered here)
'in which counselors were linked with students in specific col-

lege reading and study skills claases.

2.  Mandatory versus Voluntary Counselor-Student Inter-

action. Inasmuch as the curricular guidance staff was respon-
sible for helping students to plan their programs, the initial
contact of student and adviser was mandatory. Subsequent to

this such contacts were encouraged but were not mandatory.

Beginning in the Spring of 1971, freshmen were assigned
to orientation groups which met for four weeks during the be-
ginning of the term. While attendance at these orientation
sessions was defined as compulsory, there were in fact no sanc-

tions if students were absent.

3. Dyadic versus Group Counseling. The curricular gui-

dance staff met with students on a one-to-one basis. On the

other hand, the counseling service used both dyadic and group-
settings. The group seminars began full scale in the fall of
1971. Some of the groups were specifically organized for stu-

dents taking two or more remedial courses. On the average the
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groups consisted of twenty to twenty-five students. No college
credit was granted for these seminars. The primary purpose of
these seminars, led by members of the counseling staff, was to
orient the student toward the ccllege~to provide him with infor-
mation and to define the college's expectations for students.

In fall 1972, this group counseling effort was directed primarily

toward students taking at least two remedial courses.

4, Therapeutic versus Socialization Goals. The goals

of the Curricular Guidance Office were quite circumscribed.
They were to deal only with matters relating to the students'

academic program and standing.

On the other hand, the aims of the counseling service
were broader. Under open admissions, the traditional clini-
cal orientation was maintained. However, open admissions did
have impact upon the direction of counseling services. 1In
particular, counselors became more active in seeking out high
risk students. The primary aim here was not so much therapeu-
tic in the traditional sense, but rather to provide the student
with information and support designed to increase self%estéemg
In this way it was hoped that the student's chances of survival

at the college would be increased.
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While this socialization focus became dominant in the
second year of open admissions, the traditional clinical func-

tions were also maintained throughout.

5. Peer Counseling. Over the first few years of open

admissions the counseling service did not use students as
peer counselors. However, during the 1972-1973 academic year,
upper class students were used as advisors, under the super-

vision of the counseling staff. However, these advisers were

sive remediation.

During the summer of 1972, the Curricular Guidance Office
used college graduates as advisers during the phase of program
planning for incoming freshmen. Otherwise, neither students

nor recent graduates were used for advising purposes.

Case Load Definition

In 1970-71, and 1971-72 the counselng service did not
utilize a case load approach. However, in 1972-73 about 550
students were assigned to the division of counseling. These
were students taking two or more remedial courses. In the
first two years of open admissions the counseling staff esti-
mated that 20 to 30 percent of open admissions students were

seen at some point by the staff.
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Counselor-Faculty Relationship

Inasmuch as the primary staff of the Curricular Guidancc
Office was recruited from the faculty, this office reported
that the relationship with faculty at large was good. The
counseling staff reported that relationships between counselors
and faculty in the traditional academic departments left much
to be desired. In general, these faculty tended to be less co-
operative in matters involving themselves, the student, and a
counselor. However, faculty who taught in remedial courses

were more supportive of the role of the counselor.

With regard to the role of counseling in relation to the
committee on academic standing, the counseling staff sometimes
would provide information to this committee for students whose
academic standing was being evaluated. The curricular guidance
staff had closer liaison with the committee on course and
standing, since the director of this office was also a member
of the courcse in standing committee. Therefore, recommenda-
tions from the curricular guidance office would carry more

weight when student academic standing was being evaluated.
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Background of Counselors

Advisers in the Curricular Guidance Office were primarily
faculty on released time. There were approximately 20-25 such
faculty. 1In the liBeral arts school, there were, in aééitian,

two full-time people on administrative lines.

The counseling staff was trained primarily in mental health
fields. Most either had the doctorate or were working toward it.
All counselors had at least obtained the M.A. degree. The coun-
seling staff represented a mixturé of males, females and racial
groups. Counselors occupied faculty lines,

Self-Assessments of Counseling Effectiveness

The counseling staff reported that the quality of its re-
lationships with students had improved considerably over the
first three years. In addition, it felt that more students

were being reached. However, it had no systematic data regard-

retention.
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GRADING AND RETENTION STANDARDS

When open admissions began, this college set a policy
that no student would be dismissed for academic reasons prior
to the end of his third semester. Students doing poorly would
typically be given a warning after their first semester, pro-
bation after the second semester, and dropped from the ccllege
after the third. However, over the first three years of open
admissions, few students were dropped before the end of their
sophomore year. Students whose averages fell significantly be-
low a C, aftéz the grace period, were subject to dismissal. 1In
all cases, such students had the right of appeal to a committee

on course and standing.

The college used the traditional grading system, primarily.
That is, it operated on an A through F system. However, non-
passing grades in most remeé£31 courses did not count in the
students' academic index. In addition, students in the liberal

arts school were able to take a limited number of courses on .

a pass-fail basis.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall, 1970

Initially, the college had planned a series of orientation
meetings and program planning conferences to be held during the
month of May. However, because of student disruptions in the
spring, none of these activities were held. Nevertheless, the
college was able to do a 1iﬁited amount of testing during late
spring and early summer. Students who wished to be exempted
from English and Mathematics were given the CLEP examination.
In addition, the Reading Comprehension and Mechanics portions
of the Cooperative English Test (CET) were administered to a
large portion of the incoming class. Students provided a writ-
ing sample which was scored using a formula developed by the
English department. Open Admission Test scores were also

available for a large proportion of students.

In preparing for registration, a group of "evaluators"
reviewed the high school record, OAT results, and test scores
of all incoming freshmen. These evaluators were graduate stu-
dents working under the direction of the Dean of Instruction.
Program choices were made by all freshmen on the basis of
written guidelines and these choices were reviewed by the
preparation and demonstrated ability. Students who had high

school averages below 80 were asked to come to the college
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to meet with a counselor to discuss théir program, while stu-
dents with averages above 80 whose program choices were not
satisfactory were also called in to meet with a counselor.
Altogether, approximately 60% of the incoming freshmen were
seen by a counselor during the summer months. When a schedule
of courses had been finally approved by a counselor, it was
mailed to the student. In the basic skills area (such as Eng-
lish and Mathematics), special courses were dévélapéd with the

aim of serving students in need of remediation.

Placement in the writing course was made on the basis of
the student's performance on the CET and an essay, which was
graded by at least two instructors from the English department.
Those students who approximated a 9th grade reading level on
the CET and whose essay indicated frequent errors in spelling,
punctuation, grammar, and weak sentence structure were required
to take the remedial writing course. Those students who scored
poorly on the CET and essay due to language difficulty were

placed in a special ESL course.

strictly speaking the Mathematics department did not de~-
velop a remedial course in the first year of open admissions.
However, it did attempt to restructure its basic course with
a self-pacing style. No placement tests were administered
and enrollment in the basic course was voluntary. This college
had no math requirement but did have requirements in the divi-
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sion of science, some of which could be taken in mathematics.

One serious problem occurred during registration when
many students found that courses, other than English and
Math, for which they had been scheduled were closed out. As
a result, many open admission freshmen found themselves in

difficult courses.

A freshman orientation was held in the early fall. This
was run by the students themselves and was designed to intro-

duce freshmen to social activities and clubs.

For the second open admissions class, the major change
that occurred was in the creation of the Office of Academic
Advisement, under the administration of the Office of the
Provost. Responsibility for coordination of the open admis-

sions program was now shifted to this office.

Beginning in late April and early May, students were
brought in for large group sessions consisting of pre-regis-
tration orientation and testing. During this time students
were given orientation materials and placement exaninations
in English, Math, and Romance Languages. All inconing fresh-

men were tested on the CET (Reading Comprehension and'Verbal
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(4]

parts), CELT (English as a Second Language), and a cgmpasitién
evaluated by the English department. The Math and Romance
Language placement tests were optional, and less than half

of the students elected to take these tests. In addition,

OAT test scores were available for some students.

Several weeks later students returned for registration
and met individually with an academic advisor who assisted
them in program planning. During this time, test results
and high school records were available. In addition, upper-
classmen were on hand to assist advisors and write out pro-
grams. If any registration problems occurred, students could
get immediate help from the upperclassmen or advisors. Place-
ment criteria for English remained unchanged. A more syste-
matic effort was made in applying placement guidelines. Stu-
dents with poor academic preparation were frequently put on

reduced credit loads,

Fall, 1972

For the third open admissions class several changes
occurred in the placement and assessment procedures. More-
over, the college introduced a full program of remedial

courses in Reading, Writing, Mathematics, and Science.
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During the months of April and May students were brought
in during large group sessions for placement testing in Eng-
lish, Reading Comprehension, Mathematics, and Science Compre-
hension skills. Placement criteria were defined by each aca-
demic department, and students falling below the pre-determined

cut-off points were required to register for a remedial course.

Placement in writing courses was determined by performance
on the STEP English Expression Test. The STEP measures syntax,
grammar, and punctuation skills. Students with low scores
were placed in a lower level course. However, the English
department also obtained writing samples, and final placement
depended on performance on the essay. Thus, placement in the
upper or lower writing course was often based on a composite
of both scores.

pelow the 12.5 grade level on the Davis Reading Test. Those
scoring below the 9th grade level were placed in a lower level
course, while those between the 9th-12.5 grade level were placed
in the upper course. In addition, special courses were designed
for bi-lingual students. Placement in ESL courses was determined

on the basis of performance on the CELT.
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Placement in the mathematics course was based con the STEP
Math Computation Test, Form 2A. Students who scored under 28
(approximately 9th grade level) were required to register.
Those who scored above the 9th grade but below the 12th grade
level were placed in a course offered by the physics department
dealing with problem solving skills in the sciences. In addition,

ot
ng mauiens

ment offered a compensatory pre-calculus

rt

rt

tics depar

A

course with placement dependent on performance on a specially

designed Calculus Readiness Test.

Using these test results and the high school record, aca-
demic advisors worked out specific programs for each student
during individual conferences. Students who were registered for

2 0

[

more remedial courses were required to enroll in the Fresh-

man Seminar (described in a later section). In addition, stu-
tion) were not allowed to register for certain courses.
SUPPORT SERVICES, 1l: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

During the first two years of open admissions, relatively
little coursework was offered in basic skill areas such as Eng-
lish, Reading, and Math., 1Initially, academic departments were
advised to develop special introductory courses (bearing credit)
with backup tutoring services available. Some departments did

this, but the placement criteria are unknown, and we have no
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data on the extent to which these courses were utilized by stu-

dents. In effect, the college seemed to be operating on the
assumption that open admissions students should be separated

as little as possible from students who would have been admitted
under traditional criteria. It was in the Fall of 1972 that the

college mounted a program containing several compensatory courses

in the basic skills areas.

Centralized Versus Decentralized Structure

-t

The remedial effort at this college was decentralized. That
is, all remedial work was offered within each academic depart-
ment. This model existed in 1970 and continued in this form

through the first three years of open admissions.

English.

1. 1970 and 1971. For the first open admissions class

the college hired a psychologist to coordinate the freshman
composition course. Based on test scores, students were placed
either in the remedial writing course or the regular freshman
English course. Approximately 900 students were assigned to

the special writing course.

The aims of the special course were to help students de-

velop sentences, organize paragraphs, and build sequences of
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thoughts. The basic emphasis was on creative writing, and
instructors were allowed to structure their own programs. No
common syllabus existed and sections varied in content and

teaching style.

Staff consisted primarily of graduate students. In addi-
tion, 5 or 6 full-time tutors were hired to work with students
needing extra help. Two of these tutors were reading specialists

and students with reading problems could be referred to them.

The writing course met for 3 hours weekly and carried 3
credits. Students had the option of receiving an A-F grade
or honors, creéit, no-credit. The final essay written by
students was read by a second faculty member and the instructor
could then use those comments in assigning a final grade. This
course did not count toward meeting the basic English require-
ment, and students were required to take the regular freshman

English course.

The major change for 1971 was the addition of a two hour ﬁ
lab to the writing course. The course now met for 5 hours and
carried three crdits. Students in the writing sections did not
necessarily meet together in the same lab sections. About 800-

500 students were enrolled in this course. Serious problems

apparently developead between the English department faculty and
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the psychologist hired to coordinate the program. This was pro-
bably due to resentment of the faculty at having an "outsider"
as coordinator. In addition, the English department had not
yvet made a commitment to the idea of compensatory work as a
legitimate teaching function.

2. 1972. This fall the English Department developed
two remedial sequences. The first was in Reading and Study
Skills. The second was in writing. Each sequence consisted
of two courses. These replaced the single writing course of-

fered during the previous years.

For those assigned to the lower level reading course,
stress was placed on the practice of basic comprehension
skills at the sentence and paragraph levels. Vocabulary
déVélapﬁent was also stressed. In addition, diagnosis and
remediation of other serious reading deficiencies (such as
word-attack problems) was provided. An orientation to study
skills was éls@ offered. The objective of this course was
to raise the general level of the students' reading skills
to at least a 9th grade level. It met for 3 hours and stu-
dents received one credit. It was reported that approxi-
mately 120 students were enrolled in 8 sections during

the fall semester.
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Students assigned to the upper level reading course were
provided with reading materials drawn from college texts and
materials of similar difficulty. The course aimed to increase
skills in comprehension and interpretation cf texts on the
college level. Included were exercises in critical reading
with emphasis on inferences, application, and evaluation.

The development of efficient reading techniques and study
tactics was also emphasized. In short, the objective of

this course was to prepare the student to be able to study
and comprehend standard college texts and similar material.
This course met for 3 hours and carried two credits. We were

informed that about 450 students were enrolled in 24 sections.

In late October the college set up a Reading Resource
Center which was staffed by full-time reading specialists
who were part of the remedial staff. The Center provided
individualized instruction to students assigned to the read-

ing courses and to any othex students who wanted help.

At the end of the first semester students in both the
lower and upper level courses took an alternate form of the
Davis Reading Test (which had been used for placement pur-
poses initially). Students in the lower course who scored
at the 13th grade level did not have to take the upper level
course. o student who failed either course in the first se-
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mester received a "Y" grade (signifying that the failure would
not be counted in the student's index). Those who failed a
second time received an F grade. A course could be repeated
a third time. The college reported that about 75% of students

taking these two courses passed during the fall semester.

We now consider the two courses in the writing sequence.
A1l students assigned to a remedial writing course were asked
to write an essay during the first week of class to determine
whether they had been properly placed. On this basis students
could be shifted to the higher or lower level course or be ex-

empted from remedial writing., Students assigned to the lower

level course wers provided with frequent practice in writing
and emphasis was on the basic structural patterns of standard
written English and vocabulary development. The course was de-~
in composing effective written English sentences. This course
met for 3 hours and carried one credit. Approximately 80 stu-

dents were enrolled in three sections.

Those assigned to the upper level writing course were re-
quired to write frequent short papers. Emphasis was on develop-
ing sentence variety and coherent paragraphs in standard written
English. Readings, discussions, and writing exercises were based
upon diverse materials (such as magazines, newspapers, periodi-
cals, and short stories). This course met for 3 hours and car-

ried two credits. Approximately 415 students were enrolled in
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17 sections.

—

he English department also developed a tutoring program

in connection with the writing courses. Instructors referred
students to the service. Tutors were either graduate or under-
graduate students. They were given a list of students' writing
problems and usually met with a student about five times a semes-

ter.

students were evaluated on the basis of their written work
and an in-class final essay. The essay was graded by their in-
structor according to an elaborate scoring key developed by the
department. Students in the lower level course were required to
take the upper course and all students were then required to
take the regular freshman composition course. The same grad-
ing policy existed in writing as in reading. Moreover, most
students taking the lower and upper level writing courses were

also enrolled in one of the reading courses.

For students whose primary language was not English, a 3
semester writing sequence was developed. The first level course
emphasized basic structure and vocabulary. This course met for
3 hours and carried one credit. Approximately 25 students were
enroclled. The middle course offered greater emphasis on idio-
matic usage, and students were expected to write frequently,

both in class and at home. This course was intended for stu-
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dents who possessed a basic command of written and spoken ele-
mentary English. This course met for 3 hours and carried one
credit. Approximately 75 students were enrolled. The upper
course placed continued emphasis on word order and idiomatic
expression. Fregquent papers were reguired and readings and
discussion were based upon diverse materials (such as magazines,
newspapers, short stories). This course closely paralleled the

upoer course in writing. Approximately 50 students were enrclled.
p g pp Y

"y

L]

tudents in the bi-lingual sequence were evaluated accoréing to
the same standards as those in the writing courses and were re-

quired to take the regqular freshman compesition course.
The English Department hired 30 instructors to teach the
remedial courses. Of these, 10 were full-time. Only a few

members of the remedial staff taught advanced English courses.

Maghematigs

1. Fall, 1970 & 1971. For the first and second years

of open admissions the mathematics department restructured its
basic course. The course was designed to serve students whose
background ranged from no math to those with three years of
high school math. While not defined by the department as a
remedial course, it was compensatory in concept. It was de-
veloped into an entirely self-paced format, thus allowing stu-

dents at different levels to proceed at their own pace. The
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course covered analytic geometry and some ccllege algebra, and

was broken down into modules with stated belavioral objectives.
During the initial year (1970), students were to work in lab-

oratory groups, and when they felt ready, took a test on a par-
ticular behavioral objective. However, due to delays in order-

ing and delivery of materials, the lab did not open until very
1

[

late in the fa semester, During the second year, the lab was

operative from the beginning, 1t contaired various resources.
These included textbooks, slides, audio tapes, tutors and faculty

members. Each faculty member was assigned 25 students and was

responsible for monitorinyg their progre

]

e

[24]

The course carried three credits and met for three hours
weekly. The studeniz were allowed to use the 1ab for additional
work. The student was given up to one year to complete the

course. Placement was largely on an advisory basis.

One proklem reported to us was that faculty supervision
0f students was often lax, and students frequently did not
attend. Only the more motivated students took advantage of

the facilities.

2. Fall, 1972. This fall the college instituted two
new primary courses, one under the auspices of the Math de-
partment and the other offered by the Physics department.

The math offaering was an entirely self~-paced remedial arith-
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metic course, mandatory for those students falling below the

e-determined cut off point on the placement test. This

g
K

self-paced course was based on the Keller Plan or the "per-

o
W

s

sonalized system of instruction." There were no lectures and
the key person was the student tutor, who worked with 10-12
students under faculty supervision. They were hired and paid

by the Math department and consisted mainly of undergraduates.
Apart from the tutors, the chief resource was a set of video~-
tapes prepared by faculty members. The faculty role was largely

supportive and administrative.

To complete this 3 hour course which carried one credit,
the student had to pass six tests, one in each module. These
included: whole number arithmetic, integers, fractions, deci-
mals, percentages, and an introduction to algebra. Each test
could be taken more than once. The student who did not complete
the six modules in one semester received a "Y" grade and re-regis-
tered for the next semester. Approximately 300 students were
enrolled during the fall semester.

1n addition to the primary remedial arithmetic course, the

b

sollieqge offered a compensatory pre-calculus college algebra
course for those with interest in Math, but who scored poorly
on a specially designed test. This course met for 3 hours and
carried 3 credits. However, the student was still required to

take the reqular calculus course, if a math or science major was

[»lanned.
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Prior to the third year of open admissions the only extra
help available to students enrolled in the sciences was tutoring.
Beginning in 1972, faculty members from the physics department

urriculum and textbook designed to show students

]

prepared a

"

how to use mathematical concepts for solving problems in the
physical, biological and social sciences. The course was not

a typical mathematics remediation course, since the treatment
of problem-solvinag skills was application and goal-oriented.
Topics included were a brief review cof elementary algebra, unit
conversion, scientific notation, metric system, ratio and per-

ional relations, elements of geometry

i
"

unc

w,..lw

cent, translation.
and trigonometry, graphs, and "guesstimates". Thus, the speci-
fic goal was *to provide students with the background and pro-

blem solving proficiency required in the elementary science

courses.,

Many students initially placed in the science course were
unable to handle the material and were advised to enroll in

the remedial arithmetic course.

This Physics Department course met for four .iours énd car-=
ried two credits. Students were tested after seven weeks, and
those who passed were allowed to leave, since the material was
to be repeated over the next séven weeks. 1In effect, the course

was "recycled". Students were allowed tc take the test three
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times. To insure frequent interaction with faculty, class size
was limited to no more than 20 students per class. In the fall
semester approximately 10 sections were offered, 0f these, two
sections were taught by full-time faculty, the remainder by ad-

junct staff.

It was reported that about two-thirds of those enrolled
passed during the fall semester. Those who failed were required
to repeat the course. While not a formal sequence, about half
of those who completed the arithmetic course registered for the

science course in the spring.

Self-Assessments of Remediation

Over the time period covered by this project, the college
had not instituted systematic research to assess the ef fective-
ness of remediation. However, the coordinators of the English,
Mathematics, and Science programs a.l indicated that the remedial
effort was much more effective in the 1972-73 academic year than

in previous years.

Prior to open admissions each academic department was re-
sporgible for tutoring. However, in 1970 and thereafter, tutor-

_77 became centralized under the Of fice of Academic Advising
(with the exception of the English and Psychology departments
which maintained independent tutoring programs)
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Due to t@ demands created by open admissions, tutoring services
were limited primarily to freshmen and sophomores. Students
were referred to the service by instructors, through the Fresh-
man Seminar (to be discussed later) or on their own. Tutoring
was available on both an individual and group basis. Generally,
a student would see a tutor four times. The tutor then discussed
progress with the coordinator of tutoring. If necessary, more

sessions would be set up.

by the academic departments and interviewed by the tutoring co-
ordinator. In order to understand the objectives and assignments
of the courses, they were in frequent contact with department

faculty. During the fall 1972 semester there were 65 tutors.

According to the coordinator, many students sought tutoring
when they were experiencing a great deal of stress, and the tu-
tors often functioned as peer counselors. Students often seemed
to prefer discussing their problems with peers rather than counse-

lors.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counseling

During the first year of open admissions, all counseling
services were under the supervision of the Dean of Students
Office. Beginning in 1971 and thereafter, academic advisement

1RA



functions were separated from this office. An Office of Aca-

demic Advisement was established. This office was directly re-
sponsible to the Provost. In short, counseling functions were
allocated to two separate administrative units within the col-

lege.

Types of Counseling

The counseling office under the Dean of Students provided
all types of counseling services. These involved general counsel-
ing (including foreign students, handicapped, draft, veterans),
career counsaling and placement, financial aid, and psychological

~ademic advisement

Q
\w‘

services. Thiz had been true since 1270. All a
was centered in the Office of Academic Advisement beginning in 1971
However, gensral counselors did provide some academic counseling

in 1970.

The Counseling Division of Labor

At this college the counseling functions approximated the
specialist model. Counselors involved in financial aid and
career and placement counseling handled only problems related
to these areas. Often, the student's initial contact was with
a general counselcr, who might then refer him to a psychologi-
cal or other counselor, depending on the nature of the problem.
As indicated earlier, all academic advisement was handled by the

academic advisors.




Styles of Counseling

1. Medical versus Outreach. The orientation of the

counseling office approximated the medical model. After an
initial letter, the student, if he felt the need, was expected
to report to the counseling service in order to make an appoint=-
- ment. Thus, the primary means of contact was self-referral.
Counselors were not expected to contact the student in order

to discuss personal problems, academic progress or social
adjustment. No effort was made to contact students dropped

by the college.

2. Mandatory versus Voluntary, Cgupsglcr§5tudent

;EFera;ﬁiQpi All freshmen, upon acceptance, received a letter

with a counselor's name and were asked to come in during the
€all term. However, there were no sanctions if the students
did not comply. A student was only required to see a counselor
in order to obtain approval to drop a course. This had been

true since 197

3. Dyadic vg;susfﬁréupgﬁcunse;igg. Beginning in 1972
the Office of Academic Advisémant introduced a course called
the Freshman Seminar. This was open tn all freshmen, but re-
quired of students enrolled in 2 or more remedial courses.

The main objective of the Freshman Seminar was to crient fresh-

men to college. Class sessions focussed on the skills, planning
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and attitudes that would aid students in college. This course
carried one credit and met for one hour weekly. While admini-
stered by the Office of Academic Advisement, it was taught by
counselors, academic advisors, and faculty on released time.
During the fall term there were approximately 30 sections with
18-20 students per group. Once the seminar was over, no follow=
up on students was made. However, some counselors continued

to see students on an individual basis. The Freshman Seminar

did not replace dyadic counseling.

4. Therapeutic ye:sugrSacializa;iag;épalg, The primary

focus of academic advisors was on orienting students to college
life. Initially, this was provided at registration and in 1972,
during the Freshman Seminar. In short, their task was to help

the student develop skills necessary for academic gurvival.

While counselors were involved in the Freshman Serinar,
and to that extent were providing students with similar skiils,
the primary focus of the counseling office was more traditionalist.
Many were trained clinicians whose focus was on psychological
dynamics. While all therapy may be considered as a form of
socialization, the emphasis upon psychological “ynamics as
against acquisition of role playing skills helps to differ-

entiate the orientation of counselors from academic advisors.




Caseload Definition

During the first three years all freshmen received a
letter with a counselor's name. Matching of counselors

and students was done randomly.

The assignment of students to an academic advisor followed
different procedures each year. 1In the fall of 1970, 100 faculty
members volunteered to provide academic counseling to all fresh-
men. Each was assigned a caseload of 20 students. However,
this program proved unsuccessful. Students were reluctant to
meet with the advisors and there was no mechanism to insure
that regular meetings took place. As a result, many students
received no assistance and registered without any advice for

the second term.

Beginning in 1971 all students with a high school average
below 80 were assigned to an academic advisor. Students were
sent letters with an advisor's name, and matches were done
randomly. However, many students did not meet with their
advisor and subsequently, registered for the second term

without any assistance.
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In the Fall of 1972 this was changed, and students en-
rolled in the Freshman Seminar received programming assistance

for second semester registration.

On this campus it is difficult to describe, cr at least
to interpret student-counselor ratios. Over the first three
years, the counseling office had not kept detailed records of
the number of contacts made with students. However, the major

thrust of their services was toward entering freshmen.

Counselor=Faculty Relationship

puring the first three years of open admissions, the
counseling office made very little contact with faculty
members. Many faculty, in fact, were not aware that such
an office existed. In contrast, staff from the Office of
Academic Advisement spoke to faculty in all departments
and explained the function of their office. Moreover,
many faculty members were themselves involved in academic

advising.
While staff members from the counseling service and

Office of Academic Advisement were on the Committee for

Academic Standing, it was not their function to act as
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advocates for students who were being considered for aca-
demic dismissal. The student who was dropped by the college

did not have to see a counselor.

Background and Evaluaton of Counselors

At this college, the counseling staff was primarily com-
posed of individuals with training in psychology, student per-
sonnel, and social work. All held at least a Masters degree,
and some had their doctorate. 1In 1970 there were approximately
relatively stable during the next two years (one or two lines
might have been lost to academic advising). All counselors
occupied faculty (mainly lecturer) lines. 1In contrast, full-

time academic advisors occupied administrative lines.

In 1971 there were 5 full-time academic advisors. Two
new lines were created the following year. In addition, many

faculty members on released time acted as academic advisors.

Generally, counselors were evaluated through periodic
supervisory reports and observation. 1In addition, student
evaluations were used to assess reactions to-and satisfaction

with specific ccunselors.
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Self-Assessments of Counseling Effectiveness

Staff from counseling and academic advising were asked
to assess the impact of their programs upon student outcomes
such as grades and retention. While hard data were not avail-

able, impressions were given.

According to the Dean of Students, counseling during the
first 3 years of open admissions had made some impact. How-
ever efforts were being made ED‘improve services. For example,
a peer counseling program began in 1974, and an attempt to im-

prove relationships with faculty was underway.

With regard to academic advising, the coordinator indi-
cated that considerable improvement had occurred since 1970,
when nothing was available. Plans were being made to follow
students once the Freshman Seminar was over. One interesting
point emerged at the conclusion of the interview. Students
who were vaiuntarilg dropping out were contacted during the
spring, 1973 semester. Many thought their grades were poor
and so could not continue. They were advised that they could
continue, thus suggesting a potential effect of student-advisor

contact upon the retention rate.
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GRADING SYSTEM AND RETENTION STANDARDS

This college developed a dual grading system. The first
was the traditional A - F system. A second system involved
thr#s categories: "Honors", "Credit", and "No crediﬁ.“ Stu-
dents were allowed to take up to one-half of the total courses
required for graduation on the second system. The first system
was used for calculating the gradé point average. Courses
taken under the second could earn credits, but were not

calculated in the average.

Students were not subject to academic dismissal prior
to the end ofthe second semester of the freshman year. Stu-
dents were expected to have a grade point average of at
least 1.50 after the completion of 23,5 credits. Those with
between 24 and 35.5 credits were supposed to have a 1.70,
those between 36 and 52.5 credits were supposed to have
achieved a 1.90 average, and beyond this number of credits
a 2.00 (C average) was expected. Students who did not meet
these standards were subject to probation or dismissal. It
was reported that over the first two years of open admissions,
few students were dismissed after one year, even if they fell

below the above minimum standards.
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EVALUATION OF STUDENTS AND PRCGRAM PLANMNING

Fall, 1970

Beginning in June 1970, all studzonts admitted to the
college were asked to come in for appointments with counselors
and to receive a preliminary orientation to the college. During
this meeting, counselor and student worked out a proposed pro-
gram. Open Admissions Test scores, high school transcripts,
were used for the program planning. Following this interview
students were given an English composition test and were also
encouraged to talk with one of the student aides available to

answer questions about the college.

In Sep‘ember students registered for courses based on tle
proposed program. Counselors were available to aid studerts in
arranding class schedules and making necessary changes. Hov .
since not enough sections were available, registration in ceitain

remedial covrses was hampered.

The college offered remedial ccoursework in English, Math,
and Communication Skills. With the exception of English, place-

ment was on a voluntary basis.



-164~

The colleg¢ required that students complete a two-course
sequence in English composition. Those whose essay was very
well written were placed in the upper course. All others were
placed in various sections of the lower course. Placement
depended on the composition test which was evaluated by faculty
in the English department. Those who did best were placed in
larger sections, while those with weaker skills were placed in

medium and smaller sized sections.

ment, the mathematics department offered a two course compensa-
tory sequence which closely paralleled the basic Math course,
However, the college had made a decision in the Snring of 1970
not to enroll any student whose OAT mathematics test score placed
him in the lower half of the freshman class. Thus, only students
in the upper half of the freshman class were even considered for

the compensatory or basic math course.
Those students who scored below the 30th percentile on the

reading portion of the OAT were strongly urged to register for

the course in Communication Skills,
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Tn the early fall the college held a large group social
orientation in a nearby hotel. Members of the administration
and counseling staff spoke briefly, and the general message
was that while college was going to be tough, it was there to
help them. Counselors played down the psychological aspects
of counseling and stressed the notion that their job was to
help students familiarize themselves with the college environ-
ment and to show them how to deal effectively with the bureau-

cracy.

Fall, 1971

For the second open admissions class, several changes

occurred in the program planning and placement process.

This year the college administered placemont tests in
math, speech, and reading, in addition to the english compo-
sition. Students came in for testing at the end of May and
beginn: = of June. Typically, the testing pf@cass lasted 5-6
hours, after which student aides assisted in the scoring pro-
cess. Each department evaluated and recommended to the coun-
selor the level of course in which the student should be placed.
Based on test scores and a student questionnaire counselors met

with students for a program planning conference.
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Registration was to have tuken place at the end of June,

—

bur did not take place till September. As a result, many pro-
grams worked out by the counselors were changed by the reg-

istrar's office. Part of the problem was due to the rela

shortage of remedial courses. Also, many studencs changed courssas

withov” signed authorizations from counselors.

Ploucement in the math sequence was determined by perfor-
mance on a specially prepared test. This test consisted of 30
guestions in arithmetic and beginning 9th vyear aigebra, The
department set up various grade ranges which would assist
counselors in recommending placement. However, it was reported
that there were insufficient places to handle all of thosc

students needing remediation.

The Nelson-Denny Reading test was used for recommending
placement in Communication Skills. This vear the department
gsffered two skills courses. Students who were reading below
the 9.5 grade level were advised to go into t lower course,
while those between the 9.5 = 11.5 grade level were recommended
for the upper course. There were an insufficient number of

sections available for all students needing remediation.

In the early fall the college again held a freshman orien-
tation proqgram in a nearby hotel. This year students met in

smaller groups with counselors and members of the administration.
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There were some minor changes in the program planning

nrocess for the third open admi sions class.

As in 1971, students came in for placement testinrng in
May and June. However, the college received a late allocation
of students. They were not tested until August. This year
the testing process itself took 2 1/2 = 3 hours. Students
were then assigned to see a counselor for a program planning
conference. In addition to test results, counselors had
available the students' high school averageg. and financial
aid information. Students returned to the college the last

week in June for registration.

As in the previous two years, there were insufficient
places to handle all students needing mat~ and communication
skills. For example, of the 405 studen w  scored below
the 9.5 grade level on the Nclson Denny - .ing test, only 311
students could be placed in the lower course. Moreover, COULSES

fnr which students were counseled were often closed.

This year the freshmen orientation program took place
during the first wz=ek of school, and both students and coun-

selors were involved in its planning. 7Tr addition to brief
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introductory remarks by the President of the college, student

leaders introduced freshmen teo the c¢lubs and activities available.

SUPPORT SERVICES, 1: STRUCTURE OF REMEDIAI-COMPENSATORY WORK.

The organization of remedial-compensatory work at the
collcye approximated the decentralized mocel. Each academic
department (English and Math) was responsible for providing
remadiatior. The Communication Skills program was located

within the sstment of Counseling and Student Life., This

wes true all three years of open admissions.

Areas of -ompensatory Work

1. Lnglish. Zecause so many entering students were academically

underprepared, the department believed that all work in freshman

composition was essentially remed al. Thus there were no special

]
I

Lead

remedlcal courscs. Instead, students were placed in small, medium, -
and large sections of the first level composition course. Gen-
erally, there were a maximum c¢f 24 students in the small sections,
34 in the medium, and 44 in the large. During the first week

of class students wrote anoihe. <ssay, and on this basis could

be shifted to another level.
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Those students placed in the small section were in need of
intensive remediation. ©Often, students had no formal training
in grammar 2:..d were not accustomed to hearing spoken standard
English. Freagquently, they were unable to distinguish a verh
from a noun, and in many cases were unable to recognize a
sentence. In short, it was necessary to teach English as if

it were a foreigr language.

3

1y, class instructicn focused on grammar. Frequent

et

L

Geneaera

LA

writing was encouraged. Thenes assigned in the early part of
the term were of pacagraph length and of a descriptive nature.
However, any tachnique which *c¢.iped a student to begin writing -
whether narration, opinion, «s even pogtry - was strongly re-
commended. & adents wrote v wiv conpositions and instructors

|

were encouraged tn provide very expiicit critical commentaries

instead of only giving grades. However, studerts ho requested

specific grades were graded accordingly. Faculty were required

tn nold 1-2 conferences with students assigned to these sections.

The medium size sections were in some ways the leasti
homogenous of the section types. Generally, students had a
grasp of the fundamentals of grammar, but often had serious

wzaknesses in writing, particularly in handling compound and
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cornlex sentences. Frequent writing was encouraged and

as pl on praovidi-  different idea f[or com-

nositions. In addition, a solid review of grammar was often

Students *a thi large sections often began the course with
considerable riting proficiency and were encouraged to de-
velop furthe their style and *+v~=t more complex ideas.
Essential’ , this was definec - regular englisli section and
class = . .al was often left up to the discretion of the in-

structo

The department prepared a standard syllabus. 1In addition

to a standard texthook, materials prepared by faculty members

bt

1

were available. CTten, mimeographed copies of student papers or

excerpts from periodicals were used. Instructors were advised

L

to remember that the basic course was wesigned to teach written

[ign]

t appreciation of literature.

selfexpression and not th

Students who needed additional help were referred to the
tutc:ring service, The department had attempted to set up a
Writing Center, but this ventur “iled,

All stu’nnts wer« -equired  write a final essay of at

least 250 worde. They were given a choice of several topics.

0 §)
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By general concurrence among the English faculwy, students

were graded in the first level course on the basis of their

proficiency-not creativity-in writing. "Proficiency"” was
defined as +he ability to write, extemporaneously, a lucid,

grammatically correct, and well-organized essay. Though no

systematic evaluative scheme was devised, greater weight was

Jlaced on the fundamentals of grammar, sentence structure, and

naragraph development than on matters such as commas, apostrophes,

fach instructor graded his students' essays and assigned
a final grade. Then, at a departmental meeting, the papers
were o~1lected and redistributed for grading by other faculty
members. When three similar grades appeared on the back of
the exam, the final grade was determined. If an instructor
was not satisfied with the collective grade, he could appeal
‘o 2 departmental committee, In most cases, the committee
vouild then ask to see other uxamples of the student's writing.
#11 students received an - (excellent), P (pass), or K Grade

(K = non=punitive F).

Students who failed the course were reqguired to repeat
it. However, it was reported that many slipped by and went
directly into the upper composition course. Approximately
60% passed in the “all of 1972. The course met for 3 hours
and carried 3 credits.

o 184
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A student whose native language was not English and whose

schooling had been in his native tongue might have been placed
in an ESL section. Students of Puerto-Rican descent who had

been in thig countrv for several years were not accepted.
The ESL program consisted of a two-semester seguence. However,

. the lower course would go
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directly into the regular second level con ESL

i

osition course. Th
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program began in the fall of 1972 and there were apprax;mately

-30 students per section. The course met for 3 hours and

Tnd

nll “aculty members taught at least one composition course.

ect faculty with prior teaching
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experience in remedial programs to teach the small sections.

.

The department felt that too few faculty had the necessar

There were approximately 35 full-time and 20 part-time
instructors in the fall of 1972, 1In previous years the depart-
Y “ad hired fewer part-time instru~tors.

2. Mathematics. The mathematic< department offered a two-

ccurse compensatory sequence for students who lacked basic
~4th skills. This seguence closely paralled the required
basic mathematics course.
185
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Tn the first two years instructors prepared their own

syllabi, In essence, each instructor taught what he felt
Was third vear, all instructors used the

s
i

same textbook. Topics covsred in the seguence included sets,

algebra of logic, algebraic operations, principles of analytic

geometry, mnetheds of conputation, and different nunber baies.

Beginning in the Sprir. »f 1973 the department set up 2
Math Workshop. While oper a2 math students, it was pri-

marilv used by students in *h+ ‘ower course of the sequence.

Faculty menbers and a student hired by the department were
available to help students on their assignments. In addition,

stude s could receive extra help freom the tutoring service.

However, it was reported that liaison between the department

snstructors assessed a student's progress on the basis

;7 elass performance. A, I, or K grades were given. The first

course met for 3 hours and carried no credit, while the second
surse carried 5 credits and aleo met for 3 hours. In short,

~ne student would not receive credit unless he passed the

sequence. 1f a student failed the first course he was supposed

.
i

to repeat it. However, iuny students slipped by and went
directly into the upper course. This was true for all of the

first three years.
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In the fall of 1972 there were approximately 500 students

nrolled in 20 sections of the first course. Approximately

il

411 Facu.ty members taught the remedial as well as regulay

Mot osurees. In the fall of 1972 there were 15 full-time anAd

10 part~time staff memilers. 1In previous years far fewer faculty

members taught the remedial courses.

O [ = s e
Communication Skills

For the first year of open admissions the college insti-

tuted one course in communication skills. A second course was

added the following year.

Beginning in 1971, students enrolled in the lower course
were given the California Achievement Test for diagnostic pur-
poses. In many cases instructors did further individual diag-
nosis by administering ritlier tests. Based on their evaluation
of each student's weaknes:. , an appropriate remedial program
was prescribed for the individual student. Typically, this

was aone during ine first two weeks of the semester.
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The lower course was designed for students needing a great
deal of work in the area of reading. Majér emphasis was given
i

to comprehension, vocabulary, and developrent of concentration

skills. The upper course was designed for those who had little

difficulty in reading itself, but neverthless encountered a
great deal of difficulty in their studies. Reviewing, skimming,
scanning, swmmarization, outlining, organization, note~-taking,

and proper use of the library facilities were stressed.

3
4

I

There was no uniform teaching approach and each instruc-
tor prepared his own syllabus. Students in the lower course

received individualized attention in their specific area of

weakness. Furthermore, they spent 12-15 hours during the
semester in a lab setting. In addition to their teaching load,
full-time faculty were expected to spend several hours a week
in their office. As a result, many students were individually

counseled and tutored.

Beginning in 1972 the Communication Skills program began
the Open Reading Laboratory Program. This program was initia-
red because many students who needed supportive servicss in
reading were not enrolled in the communication skills courses.
In part, this was due tc the limited amount of space available

and because of the small amount oI credit offered. The Open

Lab was open every afternoon to all students, ineluding © hose
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in the communication skill courses. When a student came for
help his reading scores were checked (if no scores were avail-
able, he was tested) and an individual confererce was held. The

instructor would then develop an individualized pregram for

1

the student.

. o en Lab was staffed by faculty and “wo student aides.

(B

Ez-h - notructor was expectad to spend tw o weekly in the

lab. Thre entire operation was individu . :rzed an. students who
had =+ narticular difficulty (such as ncte-takine. were able to
get assistance from one of the instructor.. iiuwever, the pro-

pe because of the limited amount of time

o}

gram was small in sc

in wh’~=h the lab was available.

In order to evaluate the student's progress in the lower
course, each instructor administered an exam. This might have
been an informal reading inventory or an alternate version of
+the CAT. Moreover, instructors would take into consideration
the studenti's class nerformanc., ~hat is, -2z efforts and gains
made during the semester. Studen-s in the lower course who
did poorly were expected to repeat the course with the same
instructor. Those who passed were expected i take the upper

course., Students received an A, P, or K grade.

189
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and carried 1 credit.

'Y

ot

In the fall of 1972 there were 20 sectiong of the lower
SG L Wit cne "ideal” ssction consisted of 12 students,

nany sectiont had up to 18 students. There were approximately

30 students per section in the upper course.

Py the fall of 1972 the department had 5 full-time and
4 part-time instructors. In 1970 there were only 4 full-time

staff members. Full-time faculty taught 4 classes.

The tutoring program began in the fall af 1%71 and respon-
sibility for coordination rested with the Dean of Students office,

Tutoring started as a small experimental proc¢zam that consisted

of 11 tutors and one room for its operation. 8y the end of the

third vear it h~d expanded to a program that exc:»e 2 35 tulnors,

5 neetiny rooms, 2 workshops, and visual aids. he pirodraad
attempted to reach students who were failing or close to failing.

and the main function of tutors was +o bolster the student's

understanding of the subject matter.
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elf-Assesments of Remediation

R4y

The college had not yet instituted research procedures to
assess the impact of remediation on student performance. However,
faculty were asked to evaluate the impact of remedial-compensatory
work within theilr coirtment.

According to the Deputy Chairman of the Freshmen English
Program, one year of english composition was not enough in many
cases. Often, students who passed the basic course failed the
more advanced composition course. In addition, the need existed
for a linquistics center wnich would service students needing
extra help.

According to the Coordinator of the Freshmen Math prograrm,
the department was in the process of trying to assess the impact
of the compensatory course sequence. There uppeared to be diver-
gent views among faculty. Many seemed tn question the original
assumption that the compensatory seguence was eguivalent tc the
hasic modern math couirse. They seemed to believe that it was
not. Plans for the fourth year included expanding the workshop
facilities and o: “ering a workshop course for students who lacked
the basic skills needed for entrance into the compe isatory
sequence. Moreover, the department was trying to tighten con-

trols over placement in math ccurses,
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f the Communication €kills program felt
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I ir friends to reT =:8i.
& in the academic areas was

-ad students to take advantage

of facilities (such as Open Lak}. Interest in the program was
enhanced by close faculty cooperaticn and communication. Ac-
cording to the coordinator, the entire communization skills staff
was strongly committed to its work. This was especially true in

the third vear. Moreover, the program was strongly supported by

'“<‘.

the administration.

In order to strengthen the cormunication skills program

coeds woere noted. These included the feollowing: more

faculty and in-service training programs, and the need to link
rea *ing with content area courses. That is, all reading skills

work should be applicable to acad~mic areas.

Plans “or tha fourth vear included expansion of the Open
Reading Laboratory Program and recuiring that all ente ag
freshmen scoring below the 1lth grade reading level on the

Nelson~-Denny Reading test enroll in the skills courses.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counseling

The Department of Counselina and student Life was admin-
istered by the Office of the Dean of students. This was true

since 1970.

Counseling Functions

£

1]
]

The counseling office provided students with all types

£

counseling services. The primary emphasis was on academic and

personal counseling. However, financial aid, placement, exit,

~terans, and druj counseling were also available.

The counseling functions resembled the generalist model.
With the exception of financial aid and career counseling,
all counselors were expected to provide academic and personal
counseling. Despite some criticism of the generalist approach,
most counselors seemed to prefer this to specializing along

traditional academic and psychological lines.

styles of Counseling

1. Medical versus Outreach. The orientation of the counseling

office resembled the outreach model. That is, counselors were
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sected to periodically contact students in order to Jdiscuss

]

ax

e
D

poesible personal problems and to get some idea of their academic
p I P G

adjustment.

I

Freshmen who were having academic problems came to th
attention of the Dean of Students through an early warning
system. Instructors were expected to give a quiz after 6 weeks
and then submit the names of students who were in danger of
failing. The Dean of Students then sent early warning cards to
counselors, who were supposed to contact the student by lettoy
or telephone, if necessary. Almost all students who received

letters came in to see & counselor.

Although the zollege had no mandatory attendance regula-
tions, instructors were asked to take attendance and notify the
counseling office if a student had been ahsent three tires.
Counsleors than contacted thcse students, and afterwards, informed
the instructor of the reason for their absence. Both these pro-

cedures started in 1970.

The counseling office also tried different methods to
react, greater numbers of students. In Decenber 1971 a "Quick
Counseling" program began. Under this program a counselor was

available during peak hours to answer minor questions or provide
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immediste assistance, without the need for making an appointment.
-he Spring of 1972 two counselors set up a "Snoopy" booth

student lounge, offering "psychiatric" advice for five

cents. Student response to the booth was positive, and a number

of new counseling contacts were made.

Hften, faculty members who had problems with their poorer
students would ask counselers for assistance. Many faculty were
not prepared to deal with the large number of academically under=
prepared students who entered the college under Qgen:admissicnsg
Prior to open admissions, the majority of students attending

were older and often members of the uniformed services.

In effect, then, counselors were in contact with incoming
freshmen during the initial program planning and placement
process, and responsible for maintaining contact throughout
their freshman year.

2

¥

Mandatory versus Voluntary, Qggnselqgfgtuégm;,;ntg;a;tian.
puring the first year of open admissions, students were encouraged
ro come in to see their counselors and, in'turn; counselors made
an effort to reach students who did not come through letter and
telephone contact. Despite these efforts many students were

not seen regularly and mandatory counseling was instituted in

O
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the fall of 1971, Counselors were reguired to cee freshmen
three times per s mester for the full year. While the program
met with sorme success, the inability to "track" students and

enforce this recuiremant created some difficulty. In order to

develop an effective system, a “"Structured Counseling" program

tudent was permitted to register

.._
I
i
ik

L4

agan the third year and, no :

unless his program had been approved by the counselor. For

the spring semester, the program was modified and only fresh-
men and sophomores were required to see a counselor prior to

registration.

3. Dyadic versus Group Counseling. During the first two

yvears of open admissions, the main focus of the counseling
service was on individﬁél counseling. Group counseliing was
developed by counselors interested in specific areas and partic-
ular problems. Among the groups were one in Gestalt Psycho-
therapy, one focusing upon drugs, an encounter group, a general
discussion group, a career advice group and the beginning of

a peer «¢roup program. However, student response to théée in~-
formal group activities was not generally positive or encouraging,
and by the third year they were considered only a small aspect of

tne counseling program.

Beginning in the Spring of 1972, the counseling service

of fered an experimental 2 credit orientation course for fresh~
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men. This course, called "Freshman Collocuium", was cifcraid

hola

during the 3rd year and again considered experimental.

o

The Freshmen Colloguium was not a lecture course, but
rather an ongoing experiential course in human growth and be-
haviour with a central theme focusing on college adjustment.
In essence, it was a problem solving, reality-oriented discussion

group with the aim of helping students succeed in college.

The colloguium was led by members of the counseling staff
and met for 3 hours. Attendance was required and grading was
on an A, P, or K ba%iéi While geared for incoming students with
"adjustment" problems, enrollment was on a voluntary basis.
There were 15-20 students per section, and during the fall se-

mester approximately 200-250 students registered.

4. Therapeutic versus Socalization CGoals. With the advent

of open admissions the counseling service shifted from the
traditional clinical model toward the socialization model.
‘Although this met with resistance from some counselors, who
continued to engage in short or long-term therapy, the primary
focus was on orienting the student to the college environment.
According to the Dean of Students, counselors were there

to help students deal effectively with the bureaucracy,
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Tty it b omhe difference betwean the marginal students'
A noED Jrap-=out ¥ ostav=-in.
s Counanl bng Suring the first Lhree yvears peer
s~ling was wsed en 2 limited basis.
Cack counselor was randomly assigned approximately 50
iemem vy gtudonts,  Uhile freshmen received the majority of

i

services, the ccounseling office was still responsible for pro-

viding services to the general college communityv. Thus, the

actual student~-counselor ratio was much dreater.

In 1971-72 the counselincg office recorded a total of 7052
appointments with students. Many of these appointments were
on a recurring basis, inveolving as many as twenty or thirty
sessions. Additionally an estimated 750 students were seen
through the Quick Counseling program. During the 1972-73
year counselors scheduled over 11,000 appointments. Beginning
in 1972 counselors kept a record of the number of contacts
they had with students, using a 3-part file card (for the student,

counselor and office).

Incoming students were assigned to one of the counselors
during the initial program planning process, but during the
fall they could change to another counselor if they chose to

Q
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do so. At the end of the Fall 1972 semester the department pre-
pared a counselor profile booklet, and students could select

counselors on the basis of their background.

Counselor-Faculty Relationship

¥

s stated previously, faculty cften relied on counselors

b
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ance in dealing with students. If necessary, coun-
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celors would intervene and their role was often that of an om-

budsman.

The counseling office also worked closely with the Com-
mittee on Academic Standards. Students who were being con-
sidered for academic dismissal received a letter from the re-
gistrar. At the same time the Office of the Dean of Students
received a copy and they would send a letter to the student
asking him to come in. On the recommendation of counselors,

students who were being considered for dismissal could be

retained.

Mo student was supposed to leave the college without seeiny
a counselor, and the services of the college were available
to students for up to one year. puring the exit interview,
counselors attempted to deal with the students’ anxieties and

provide information on available options.
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Background and Evaluation of Counselors

Prior to open admissions the department had only 5

or 6 counselors, but in 1970 the number of counselors increased

to 15. By the end of the third year the department had 25
counselors. ¢

Since 1970 there was an increase in the number of Black
and Puerto Rican counselors, and the department began moving
away from hiring people with clinical backgrounds. While a
predominant number of counselors had backgrounds in clinical
psychology, many came from police, counseling, or social work
areas. The preference was to hire people with Doctorates,
and no one had less than a Master's degree.

Approximately 1/2 of the staff held a joint appointment
with the psychology department. The rest were on full-time
counselor lines. With the exception of financial aid coun-

selors, all were on faculty lines and rank depended on background.

In 1971 and 1972 the department provided a setting for
interns in graduate and undergraduate programs from other
colleges. Attempts were made to involve the interns in the
regqular counseling activities of the department, under super-

vision.
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The counselors were subject to a professional and admin-
istrative evaluation. In the professional evaluation the coun-
selor's effectiveness was rated by his or her supervisor, while
the administrative evaluation was done by the Dean of Students,
who measured their overall performarnce. According to the Dean,
one way to evaluate counselor effectiveness was to look at the
retention rate of those students assigned to them. Some coun-
selors had high retenticn rates and others low rates. Thus, the
approaches used by those with high rates could serve as models

for the others.

=

During the second and third year the department undertook
a number of studies to assess the impact of counseling services

on various student outcomes.

In September, 1971 the department initiated a program
designed to identify and aid students in academic difficulty.
Of the 623 students who entered in 1970 and were still enrolled
after one vear, 218 were identified as being in "academic
difficulty."” Gradepoint average was a primary criterion, but
not the only one employed. Each student was asked to confer

with a counselor, and BB or 40% did. 1In their conference, the
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counseling staff found that family problems, lack of college
motivation, and heavy j@E demands were the most frequently
expressed reason for academic difficulty. Of the 218 students
in difficulty, considerably fewer of those who were counseled
(14% as compared to 21%}) dropped out during the Spring 1972
semester. This could have been due %o self--selection factors,

rather than counseling impact.

It was the consensus of counselors who worked at iden-
tifying and counseling students in academic difficulty that
the process of tracking student experiences should be an on-
going activity of the department. This feeling partially drew
out of the fact that many of the students in academic difficulty,
who appeared for counseling after being identified and contacted
as a result of the study, had not previously sought or been
referred to counseling (either because faculty did not notify
the Dean of Students or because some counselors did not follow-
up the notifications), though they had clearly been having

difficulty adjusting to college.
In the spring 1972 semester 190 students identified as
being in academic difficulty were contacted. Of this group,

32 were on the dismissal list (G.P.A. of 1.65 or lessg) and 158
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were on the probation list (G.P.A. of 1.9 or less). A total
of 92 students were seen at least once during the semester

by a counselor.

Of ninety~two students who saw a counselor at least once,
2% showed academic improvement in the Spring Semester. of
the ninety-eight students who did not see a counselor, 48%
showed academic improvement. Of those students seeing a
counselor, 19% dropped out, whereas of those who didn't see a
counselor, 48% dropped out. The results of this study
indicated that the students who received counseling were more
likely to be succe .sful than those who did not. Again, however,

this could be attributed to factors other than counsel_..g.

An ongoing research project was included in the freshman
colloqguium. Approximately 250 colloquium freshmen were com-
pared with non-colloquium freshmen during the Fall 1972 semester.
Comparisons were done on the basis of grades and an attitude
questionnaire. In terms of grades, both groups achieved roughly
the same grade point average. However, the colloquium group
took significantly more remedial non-credit or lcﬁ credit .
courses than the non-colloquium group. This suggested that the
group members, as seen by counselors before the semester began,
were thought to need more help in meeting the demands of the

college. Despite this apparent initial deficit, colloguium
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students did as well as the supposedly better prepared students.
The counseling staff felt this could be due in part to partic-
ipation in the colloquium (we note, however, that the findiﬁgs

could be due to o number of other factors).

Thus, the research to date at least suggested that coun-

seling had made some impact on student performance.
GRADING SYSTEM AND RETENTI@N STANDARDS

The standard A - F grading system was in force at
this college. However, for compensatory courses, and in
the freshman year generally, failures were not computed
in the academic index. This policy applied to regular

courses only during the freshman year.

It was college policy that no student would be dis-
missed for academic reasons in the freshman year. After
this period, students were placed on probation if the
cumulative average fell below a "C". Students whose
academic index fell below 1.70 were subject to dismissal.
Students could also be dismissed if they failed a required

course three times.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING
Fall, 1970

During the summer of 1970, the initial processing of stu-
dents took place. The responsibility for this was located in
the Office of the Dean of Students. For approximately 6 weeks
groups of 100 students each were scheduled for a visit at the
college. These visits lasted for a whole day. In the morning
students were given a preliminary orientation, being addressed
by the Dean of Students and other college staff. All students
f£illed out the College Student Questionnaire (CSQ) which pro-
vided the college with demographic and socioceconomic background

data. Some students took achievement and advanced placement tests.

The Nelson-Denny reading test was also administered in order to
validate student performances on the open admissions reading test
which had been previously administered in high schools during May

of 1970.

During the lunch hour these tests were sccced. The scores

were then collated for each student.

After lunch hour students met individually with counselors
who had the student data in front of them. The function of the

counselors was to advise the student regarding an appropriate
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program. After a suggested program was worked out (and in the
first year placement to various compensatory courses was not
mandatory), the student then went to the other side of the
room in order to formalize the courses and schedules with re-
presentatives of the registrar's office. 1If there were any
problems after this procedure had been completed, the students
were then supposed to have further consultation with counselors
In summary the basis for program planning consisted of open adn
sions test scores, Nelson-Denny test score, and the high school
record.

While placement in the fgégé year was not mandatory, there
were certain criteria use& for advising students to register fe
one or all of the following compensatory areas: (1) writing;

(2) reading and study skills; (3) math.

placement in compensatory mathematics courses was based
entirely upon assessment of the high school record. Essential
any student who had taken less than 2 and 1/2 years of high scl
mathematics was deemed to need some compensatory werk in this
The specific initial placement depended upon the amount of hig

school mathematics work which had been comp leted.

Placement in writing courses was based primarily upon sco
on the OAT reading test. Students ranking at the tenth percen
ile or less were placed in the first level writing course. St

dents ranking from the eleventh through the twentieth peréenti
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were placed in the second level writing course. Those ranking:
from the twenty-first through the fortieth percentiles were

placed in the highest level compensatory course.

Students who showed weakness in reading sgkills as indicated
by OAT scores and the Nelson-Denny test were encouraged to register
for a course in reading and study skills. It is not clear thet
specific cut-points were used. Counselers had considerable dis-

cretion.

Subsequent to the initial visit to the college for purp@se$
of testing, academic advisement, and registration, students visited
the college for a second time just before the start of classes in
the fall of 1970. The purpose of this visit was essentially to
orient the student to academic life at the college. These orien-
tation sessions were run by upper class students. Included in
the orientation sessions were "sample lectures" given by selected

faculty. Attendance at this orientation session was not mandatory.

Fall, 1971

For the second open admissions class, several changes oc-
curred in the assessment and placement procedures. Students
were brought to the campus earlier (in April) for testing and

registration procedures.

During this year the college changed its assessment pro-

cedure by utilizing the American Colliege Testing Program Asses-
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sment Test (ACT). This was the primary assessment instrument.
The ACT is a standardized test with national norms. Essentially,
it consists of four subtests as well as a total score. The sub-
tests are as follows: (1) english usage; (2) mathematics usage;
(3) social studies reading test; (4) natural science reading
test. The test was administered in April to those students who
indicated that they planned to attend the cellege. RAfter the
scoring service had transmitted the results for each student
back to the college, counseling and registration procedures
gimilar to 1970 were used. However, certain significant changes
in the use of the data cccurrxed in 1971. Whereas in 1870, coun-
selors had considerable discretion in advising and suggesting to

students the nature of their programs, the counselors had avail-

able suggested cut-points based on ACT scores in 1971. Students

who scored beléw the 30th percentile (of Lehman students) on the
social studies section of the ACT were supposed to be placed in
reading and study skills courses. Placement in writing courses
sccurred for students who placed in the lowest quarter of the

english usage subtest of the ACT.

Whereas placement in remedial courses was largely advisory
in 1970, placement in 1971 became mandatory. During the first
year of open admissions it was possible for a student to make
changes in the program and to disregard advice given by the
counselor. In 1971 the program which the student brought to
the registrar's staff had to be initialed by the counselor and

any changes also had to be initialed by the counselor during the
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registration phase. Presumably, this provided a basis for greater
control over placement. Some effort was also made to restrict the
credit loads taken by students with high school averages of less

than 70.

Fall, 1972

The processing of 1972 freshmen involved some changes from
the previous year. Testing (using the ACT) was conducted in April.
At this time students mat with counselors and alsc were able to
receive financial aid counseling. Three to four weeks later the
test results were available and the students were asked to return
to the campus in order to plan programs. Departmental faculty in
English and Math hed greater control in setting placement guide-
lines. There was a change in criteria for placement in reading
courses. Freshmen whose score was below the twentieth percentile
on the social studies section of the ACT were placed in reading
and study skills courses. Placement criteria for math and

writing were identical with the previous year.

The major change in 1972 involved the attempt to institute
greater control over the total configuration of student programs.
For example, students who required various combinations of remedial
courses were restricted rrom registering for certain other courses.
That is, a wtudent who required remedial reading would be restricted

from registering for certain introductory courses (such as history
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or sociology, which presumably, reguired a level of reading skills
which the student did not have). This method of planning a total
courgse configuration is referred to at the college as “blﬂck pro-
gramming". Based upon the academic strengths and weaknesses of
the student and his consequent placement in compensatoxry courses,
various other courses would be open or restricted to him, The
actual structure of any given student's program was carried out
using a computer procedure in which varieus configurations of
coursas existed, and students were placed in them. It is our
impression that the college did attempt to implement this plan,
although it did n@tiﬁccu% for every student, The reasons for

this are unclear, but are probably due to problems of availability
of space in various sections of courses and related adminiscrative

difficulties.
SUPPORT SERVICES 1: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

ngtra;;zeﬂ,V§§§ueréce§§§§lizg§"Sﬁrg;;uré

The remedial effort at this college approximated the cen-
tralized model. With the exception of compensatory work in
mathematics, all other course work was offered within the Ac-
ademic Skills department. This model existed in 1970 and con-
tinued in this form through the First three years of open admis-

sions.
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Areas of Compensatory Work

This college offered compensatory work in the following
areas: (1) writing skills; (2) reading and stuay gkills;
(3) mathematics. As noted ahove the mathematics work was of-
fered by the math department. Tﬁe other work was offered by
the academic skills department. Work in all of these areas

was offexe. from the very beginning of open admissions in 1970.

1. Writing Program. In 1970 placement into compensatory

writing courses was "strongly suggested", but not mandatory.

Beginning in 1971, placement was mandatory.

Three core courses were offered over the first three years.
The third course was the most advanced, and was considered the
equivalent of the regulayr freshman composition course. It car-
ried three credits and met for four, rather than three hours.
This allowed it to proceed atra somewhat slower pace. The
two more elementary courses carried no credit. The three
courses constituted a seguence. Some students could be placed

in the third writing course which gave credit. In this case

Students requiring more elementary compensatory work were

m

placed in the two earlier or lower level courses. If a student
passed either of these courses in the initial semester, he thenm
moved into the third level freshman course. 1f a student did

not pass the first level course, he then moved to the second
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course in the more elementary seguence. In short, at the end
of the first writing course, some students were deemed ready to
attempt the slowed up version of the regular course, while others

were considered in need of further work on writing fundamentals.

The general aim of the writing program was to enable the
student to write at a level required in order to satiéfy the
freshman composition requirement. In addition, of course, this
level of skill was expected to enable the student to complete
successfully advanced english courses as well as courses in other

departments which often required extensive writing skills.

The specific goals of the program were to help the student
to master the mechanics of writing, such as sentence structure,
word usage, punctuation, spelling, and subject-verb agreement.

In addition the program aimed to help the student develop skills
in organization and the development of an idea. A variety of
materials were used as topics for writing. These could include
students' personal experiences, literature, and the like. ©5Stu-
dents were required to write frequent essays of 350 to 500 words.
At least one of these had to be in the format of a research paper
(utilizing the ideas of others, with the proper use of footnotes).
All of the courses met for four hours per week. In addition to
the writing assignments, students were expected to meet with the

instructor two to three times each semester for an individual
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™
conference. Sometimes these conferences were held with 2 or 3
students jointly. However, the writing coordinator indicated
that there were some problems in assuring that students would

show up for conference appointments,

The essential style of the writing program was generic.
That is, the focus was upon the acquisition of certain general

stitute the criteria for good writing in any substantive area.

The work in the writing courses moved along essentially at
There could be more or less work or greater or lesser attention
given to certain writing problems, depending upon the individual
student, hut the overall pace of work was determined by the

instructor.

The primary criterion for evaluating students taking com-
pensatory writing was tﬁe assessment of student compositions.
The emphasis was upon quality of paragraph structure and absence
of grammatical errors. In order to pass the introductory com-
pensatory writing course, students had to complete at least a
300 word composition with no more than five grammatical errors.
This was an explicit department policy in 1972. 1In cases where
the teacher was unsure about passing the student, one or two

other instructors might review the student's work.
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Given the structure of the writing program, students could
complete the writing requirements in anywhere from one to three
semesters, depending upon the co ~se into which they were ini-
tially placed. In connection with initial placement, it should
placed at the beginning level course were asked to provide a
writing sample. On the basis of this sample students could be
shifted to another course in the sequence. Students in this
beginning course frequently were in reading and study skills
courses as well. Optimal class size was considered to be between
15 and 20 students. However, in some cases classes had between
25 and 30 students. In the writing prﬁgram} courses were taught
only by full time faculty. Almost all of these were on lines

belonging to the academic skills department.

2. Reading and Study Skills Program. The reading program

basically consisted of a two course sequence of fered over all
three years (not including a special reading course in the nat-
ural science area). The first level reading course was generic

in its Q;iéntaticng That is, it involved reading anaystﬁdy skills
thcught>£§ apply over the whole range of college work. The objec~
tives of this course were as follows: learning how to use and read
a text book, the development of critical reading skills (such as
extracting main jdeas), developing writing skills (such as how

to outline, how to paraphrase, how te summarize), skills for

taking tests effectively, how to write a term paper, and vo-
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cabulary development. The second reading course was more con-
tent oriented. That is, it was designéd to develop reading and
study skills in three substantive areas: social sciences, hu-
manities, and sciences. The skill-content linkage was further
expanded beginning in the Fall of 1972, Specifically, one ex-
perimental section of an introductory history course was com-
posed of students with weaknesses in reading skills. This sec~
tion was then team taught by a history instructor and reading
skills intructor. 1In 1972 a third course was offered which
focused specifically on providing students with reading skills
in the natural scien:e’azea. The latter was designed to prévide
a special service for students who might wish to major in one of

+he natural science areas.

With regard to placement, students were "encouraged" to
register for these courses in 1970. Beginning in 1971, those
students defined as needing such compensatory work were placed

in these courses on a mandatory basis.

In 1970 the two basic reading and study skills courses met
for two hours per week and carried no credit. In 1971 no credit
was given, and the introductory course was increased from 2 to 3
class hours per week. The course in reading skills for scientific
courses, introduced in the Fall of 1971, met for 3 hours a week,
but carried no credit. Beginning in 1972 the two basic courses
carried 2 credits, but the science reading course carried no

credit.
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In 1971 a laboratory was established in connection with
the reading courses. This laboratory became more fully de-
veloped by 1972. Students scoring below the 10th percentile
on the Nelson-Denny Reading Test were expected to spend two
hours per week in the reading lab. The lab also was intended
to serve upperclassmen with reading problems in particular
courses. The laboratory operated on an individualized basis.
Diagnostic testing was carried out, designed to assess the
specific difficulties which a student might exhibit. Com-
pensatory work was then glannéd on the basis of the needs of
the individual student. Staff of the reading 1ébgratary were
expected to provide the students, instructors, and counselors

with information concerning progress.

There were no uniform criteria defining satisfactory
completion of a reading course. Each instructor made a de-~
cision based upon his familiarity with the student. However,
every student was expected to write a term paper in which
competence in doing library research was to be demonstrated.
students who did not pass the first level reading and study
skills course were expected to repeat it. Those who did pass
might or might not be required to take the subseguent course.

This depended upon the recommendation of the instructor.
In the reading and study skills area in 1972, the staff

consisted of twelve full time reading instructors, one full-

time laboratory instructor, one full-time instructor for the
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science reading course, plus a part-time instructor for this
course. Prior to 1972 the number of full time instructors

was smaller and there was no laboratory instructor.

3. Mathematics. This college's compensatory mathematics

courses were offered independently of the academic skills de-
partment. Although the college did not have a mathematics

i
reguirement for graduation, it did at the outset, advise

that students without high school exposure to certain math-

ematics courses, take compensatory work in mathematics.

In Fall, 1970 three elementary core courses wére offered.

The first was designed to review basic arithmetic and to de~-
velop numerical competence. The other two courses were desigried
to provide students with background not received in high school
math. The basic aim of these courses was to develop competence
in ﬁumeri@al skills (such as computing percentages, dealing with
decimals, etc.), concepts in algebra, and in geometry. It was
felt these skills would enable students to meet the mathematics
requirements which might be encountered in most college courses
(for example, the ability to read a table in a sociology course,
or to understand the results of a psychology experiment). For
students who might be interested in majoring in natural sciences
or areas requiring more mathematical backgréund, additional com-

pensatory courses were developed by the department.
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Placement in the core elementsry courses was not mandatory
until 1972. The more advanced compensat Ty courses were man-
datory only for those prospective math or science majors with

inadequate preparation.

Tn 1970 the arithmetic review course carried no credit and
met for two hours per week. The other two courses carried 1
and 2 credits respectively, and met for 6 hours. In 1971, the
arithmetic course was not offered. The core work consisted of
the other two courses offered in 1970. These continued to carry
the same credits and hours as in 1970. The major change for
1972 was that these two courses met for 5 rather than 6 hours.
In addition a third course was offered which was a more advanced
version of the first two courses. It was designed £D serve stu-
dents who had some high school algebra, but not enough to satisfy
college requirements. Completion of the first two courses was

required.

One major change in the structure of the mathematics program
occurred between 1970 and 1972; Tn the first year of open admis-
sions, the courses proceeded according to a traditional lecture
classroom format. However, a self pacing, modular approach began
on a tentative basis in 1971 and became more fully structured in
the fall of 1972. The modular approach may be summarized as
follows: Each course was subdivided into four units. In order

to receive credit for cne of these courses, the student had to
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complete the work in all of the four modules comprising the
course. It was intended that each module would require not
more than three week's work. When the student had completed a
module, he then took a uniform examination prepared by all of the
instructors teaching various sections of that course. If the
student passed this examination, he then proceeded to the next
module. If he failed, he repeated the module. This procedure
was repeated throughout the four module sequence. Students who
did not complete all four modules within a given semester would
be asked to repeat the course from the point at which they left
off in the preceding semester. Students who completed all mod-
ules received a grade, while those who did not complete them

simply received a grade of "no credit" for the course.

If students required extra work, they could ask for help
from the instructor. However, there was no math lab facility.
Tutoring was available for those who needed it. Tutors were
under the supervision of the Dean of Student's office. They were

upperclassmen with demonstrated facility in math.
Full-time faculty had primary responsibility for teaching
the compensatory mathematics courses. However, several adjunct

lecturers participated in the teaching of compensatory sections.

Self-Assessment of Remediation

Over the first three years of the open admissions program, the
college had conducted no systematic studies of the impact of re-~

mediation. The only evaluations were impressionistic.
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The math department reported that students who took the
pre-calculus compensatory course in 1972 did better in the reg-

ular calculus course than those who did not take the compensatory

course.

areas were not able to provide any information relating to evalua-

tions of program impact.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counseling.

From the outset counseling cervices were located in the
Office of the Dean of Students. This arrangement continued

through the first three years.

Types of Q@ugselinq

All types of counseling were offered. However, the primary

activities involved academic counseling.

Qanseliggﬂﬁiyisiénzaf Labor

The counseling model conformed more closely to the generalis
than to the specialist type. That is, counselors handled all kin
of student problems. However, there was some specialization with

regard to financial aid counseling, and there were some counselor
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whose work was primarily cof a clinical nature with emphasis on

the traditional therapeutic function of the clinical psvcholeogist.

Styles of Counseling

1. Medical versus Outreach. Counselcrs played a very cen-

tral ~ole in the open admissions effort at this college, since
they were primarily responsible for the initial processing, orien-
tation, and registration of incoming freshmen. This was true from
the outset of open admissicns. In 1970 the counselors were avail-
able during registration. However, staff from the office of the
registrar actually registered the students. This was also true

in 1971. 1In 1972 the counselor was supposed to play a more

active role in helping the student to plan his program. This

occurred during individual conferences with students which were

held in May prior to fall enrollment.

For the 1970 freshmen counseling was voluntary after the
beginning of school. However, in the first year, letters were
sent ocut advising freshmen of the counseling services and en-
couraging them to seek the assistance of the counseling staff.
students who were doing poorly, based upon midterm grades, were
again sent notices to seek counseling. It is unlikely that the
monitoring of midterm academic standing could have been very ef-
fective, since the information was dependent upon the reporting

by faculty of those students who were doing poorly. Most fac-
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ulty probably did not follow this practice. Prior to registra-
tion for the spring term each student was asked to consult with

a counselor in order to plan a program for the next semester.

This system depended very much upon the willingness of students

to voluntarily meet with counselors. It was the assessment of

the counseling staff that this structure was not effective. As

a result the college instituted a major change in the counseling
structure beginning in Fall, 1971. This change (described below)
increased the outreach orientation of the counseling, particularly
for students with low high school averages.

*

2. Dyadic versus Ggaup,Caupse;igg} Beginning in the fall of

1971 students with high schocol averages of below 75 were reqguired
to register for a group counseling course called "freshman col-
loguium". This course met for one hour per week during the first
semester. In 1972 the colloquium was offered to all incoming

freshmen, regardless of high school average.

The aims of the freshmen colloguium were essentially to
provide students with a detailed orientation to various aspects
of the college so that they would be able to function indepen-
dently and effectively later on. The attempt was made to main=-
tain the size of the counseling groups at not more than 15 stu-
dents. This was true for those students with high school av-
erages of less than 75. For those with averages above this

cut-off, the groups were larger. For the below 75 group, the
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counseling sessions occurred each week for the entire first sem-
ester. For the other students, the sessions ran from 6 to 8

waeks.

Tllustrations of the content of the group counseling dis-
cussions are as follows: at the beginning of the term, students'
programs were reviewed for correct course placements; deadlines
and procedures for changing programs were discussed; later on
in the term students learned about the grading system, cur-
riculum reguirements, financial aid, extra-curricular activities,
and various administrative procedures; toward the end of the
term the counselor assisted students in planning programs for
the following semester; vocatiocnal and educational goals were
also discussed. In addition the counselor in charge of each
group was also the counselor whom the students would contact
for individual counseling. Each counselor was expected to
monitor students' academic progress during the semester. These
colloquia prowided a setting in which students could acquire
information necessary for handling the routines required by the
college. In addition they allowed students to see that many of
their problems, rather than being unique, were in fact shared

by their peers.

students who did not belong to the colloquium were expected

to see a counselor in order to plan programs for the second sem-~

ester., The extent to which students did this is not known.

2
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3. Mandatory vg:sus7Vg1unﬁaryfCcungélarsgtudent,Inte;ac;;gp.
Prior to the introduction of the Freshman Colloquium, counseling
was voluntary. In 1971, regisiration for the colloguium was
required, but attendance was veluntary. In 1972 attendance was
mandatory for students with high school averages below 75. For
those above this cut-off, it was voluntary.

4. Peer Cgunsgligi. In addition to the counselor, the

freshman colloguium staff consisted of a peer counseler (an
upperclassman trained by the counseling staff) and sometimes a
faculty person who, on the basis of interest, volunteered to
participate in the sessions. Aside from this, there was rno peer
counseling program (although such a program developed after the

third year).

5. Therapeutic versus Sagla;izatiaanaa}gﬁ The essential

thrust of the counseling service at this college has been to
enhance the socialization of the student to college life. The
more traditional dyadic, therapeutic type of counseling did
exist in those cases where the counselor thought it necessary
for a student. In this case the student was referred to one of
the alinically trained staff. oOverall, an effort was made to

define counselors as facilitators rather than autherity figures.
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Counselor-Faculty Relationship

With regard to relationships betw-en counselors and fac-

ulty, it is our impression that there was relatively little

by

contact between the two over the first three years of open
admissions. Counselors right sometimes contact a faculty
member on a student’s behalf, if the student reguested it. On
the other hand, faculty would occasionally refer students to
counselors. The Office of the Dean of Students each year re-
quested that faculty contact the Office in cases where they
felt that counseling would be helpful. However. the extent of

faculty response 1s unknown.

Background and Evaluation of Counselors

Wwith regard to the background of counselors, the majority
were trained in one or another of the behavioral science dis-
ciplines. Counselors were from a wide age range. About 45%
were females. With the exception of financial aid counselors,
all counselors occupied faculty lines. Counselors were eval-
uaﬁeé yearly by supervisors in the Dean of Student's Office.

In addition, student evaluations were pbtained.
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Typically a counselor was responsible for four sections
of the freshman collogquium. The remainder of the time during
the week was spent seeing students con an individual basis. We
have no reports of the number of individual contacts made over
each of the first three years of open admissions. It is not
clear that such records were kept. However, we were informed

that between one-half to two-thirds of the total counselor ef~-

fort was devoted to the freshman groups.

SélfwAsggssmenﬁggifCgunsaliﬁg;Effectivenegs

With regard to the evaluation of the effectiveness of coun-
seling services, staff representatives themselves considered the
counseling structure to be ineffective in 1970. However, begin-
ning in 1971 and particularly in 1972, it was felt that the de-
velopment of the freshman colloquium significantly imprcved the
effectiveness of the counseling services. The staff felt that
without the colloguium, many students would have been ;@st! They
felt that the retention rate was increased in the freshman year

as a direct result of the colloguium.
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GRADING SYSTEMS

The grading system at this college adhered to the typical
A-F system. In addition students were allowed to register for
courses on a "pass/fail" basis for a maximum of 18 credits, sub-
ject +o certain gualifications. Where this option was elected,
the student received credit for the course if it was passed, but

the passing grade was not calculated in the grade point average.

In certain courses, notably freshman English and compen-
satory courses, those who did not pass typically received a
grade of "no credit". This grade differed from the typical
"P" in that it was not calculated in the student's academic
index. The student alsc had the option of withdrawing from
courses. This occurred for various reasons. The student might
have been doing very poorly in a course, or there might have
peen other pressures which required the student to withdraw.
1f this was done before the end of the fifth week of a semester,
the student received a grade of "W". This grade was the equiv-

alent of not having registered at all for the course.
CRITERIA FOR MAINTENANCE OF GOOD ACADEMIC STANDING

Initially, students at this college were not to be dropped

for poor scholarship before they had registered for 24 credits.
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thev had registered for at least this number and their grade

I

I

k

point average was below 1.7, they were subject to academic dis-
missal by the committee for academic standards and evaluation.
However, if there were indications of improvement, students

who did not meet this criterion could ke allowed to continue as
matriculated students. Inasmuch as many students would not have
attempted 24 credits by the end of the freshman year (due to the
fact that they took remedial and compensatory courses which car-
ried little or no credit), they would not have been subject to
academic dismissal at the end of the freshman year. However,
students who had attempted 24 or more credits and fell censid-
erably below the 1.7 criterion could have been dismissed. It

is not clear, however, that such students were actually dismissed.

Beginning in the 1972-1973 academic year, the number of
credits allowed before a student was considered for academic
dismissal was increased. At this time a student could have
attempted up to 35 credits and would not be subject to dis-
missal if he maintained at least a 1.7 average. However after
attempting 53 credits a student was subject to dismissal, if,

by this time, he had not attained a 2.00 average.

In short, the criteria for the maintenance of good aca-
demic standing became somewhat more permissive with regard to
the time period during which a student wculd be allowed to

meet minimum standards.



Students scheduled to be dropped from the college had the
right to a review of their records by a subcommittee which would
include 2 members of the Committee for Academic Standards and
Evaluation and a counselor from the Office of the Dean of

Students.

o
o)




CHAPTER 8

MEDGAR EVERS COLLEGE
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The college opened in the fall of 1971. It offered
both Associate and Baccalaureate degree programs. It was
originated to serve a predominantly Black community. Over
90% of the student body was of minority group background
and of lower economic status. Almost all of these students
were open admissions students; that is, they had earned high
school averages of less than 80. Because of this, the posi-
tion of the collzge was that for Eractical purposes, all
students were educationally éisad;antagea and in need of

compersatory work.

In both 1971 and 1972 no systematic testing was con-
ducted for placement purposes. All students were placed
in the so-called CORE program, a compensatory structure
designed to develop basic skills in the context of aca-
demic courses (to be described in greater detail below).
The compensatory aspect of this program aimed to improve
students' skills in the language area (writing, reading,

and study skills).

Although there was no college-wide mathematics require-
ment, compensatory work was available. In the first year,

it was reported that about a quarter of the freshmen took
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a remedial math course. However, there were no formal
assessment procedures for placement. We believe that stu-
dents were advised to take this course if they expressed
some interest in the math-science area and showed weak
preparation. 1In the second year, the Division of Natural
Science developed a twenty item math placement test in
order to assess computational skills. Approximately 350
students were reported as taking remedial mathematics in

this second year.

In 1971 an orientation and registration session was
held in September, prior to the beginning of classes. The
orientation provided an introduction to the college.
Counselors met with students in groups of 20-25. The CORE
program and other services were described. 1In addition to
the CORE courses, counselors advised students regarding
registration for elective courses. In 1972 one major

change occurred: academic advisement was done by faculty.

SUPPORT SERVICES I: STRUCTURE OF COMPENSATORY PROGRAMS

Centralizedﬁve;susrDec%ptralized Compensatory Structure

Compensatory work corresponded to the centralized type.
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This work was administered by a Division of Academic Develop-
ment. The Division was responsible for coordinating the CORE
program and a Study Center which provided tutorial services.
While remedial work in Math was offered directly by that
department, the primary thrust of the compensatory effort

resided in the Academic Development unit.

Areas of Compensatory Work

Work was offered in the areas of writing, reading com-
prehension, study skills, and mathematics. The first three

areas were covered by the CORE Program.

1. Core Program. For its initial year the college

developed a unique approach to its compensatory effort.
The CORE program was an effort to link academic course
content with basic skill training in the language skills
area. The program was not viewed as strictly remedial.
The organization of the program was as follows: A sét of
modules or courses was organized around a theme or unit.

The student would take the courses included in that unit.

Each module had as its two central instructors, a

content teacher from an academic discipline and a language
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teacher who was responsible for the development of basic
skills for dealing with the content area. Examples of
module topics were the following: "Contemporary Isuses

in American Society", "Communications in the 19th Century",

Placement in the CORE Program was mandatory for all
freshmen over the first two semesters. Modules met for
9 hours per week and carried 5 credits per semester.

Grading was on a "Pass-Fail" basis.

In the second year there were several changes in the
CORE Program. There had been a great deal of conflict
and disagreement about the program in the first year. It
was reported tﬁat content area teachers had difficulty
committing themselves to the task of teaching language
skills. It was also reported that the program suffered
from a lack of structure and that class sessions tended
to devote too much time to "rapping" with insufficient
emphasis on the acqguisition of basic language and study
skills which would prepare students for future work in
college and on the outside. Accordingly, the program
in the second year Qas more highly structured, and emphasis

was explicitly placed upon the demonstration of basic



skills as a prerequisite for passing the CORE courses.
To implement. this general aim, the language skills teachers
were given the primary responsibility for grading papers
and evaluating students. A detailed set of behavioral
objectives was developed by the Division of Academic
Development. These were to be used for the guidance of
teachers and students. A "Contract" system was also de-
veloped, whereby student and teacher agreed upon a pro-
ject to be completed by the student in partial fulfill-
ment of course requirements. This usually involved doing
a research paper or similar effort. Counselors were also
attached to each module. Their responsibilities were to
help students who might be having problems which interfered
with academic performance, and to mediate any conflicts
which might arise between the content and language teachers.
The CORE sequence was again mandatory in this second
year. It met for seven and one-half hours per week and
carried four and one-half credits. The "pasg-Fail" grad-
ing system was replaced by the traditional grading system;
The linking of content and basic skill objectives was main-
tained, but it was clear that the acquisition of skills
was the primary objective. 1In short, a stronger emphasis
on the compensatory aspect of the CORE program emerged in

the second year.
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2. Mathematics. In 1971 the college offered a one

semester course designed to cover the major concepts of
high school mathematics. It met five hours per week,
carrying three credits. While the course was not mandatory,
many students were strongly advised by counselors to take

it, and about 25% of the freshmen did so.

In 1972 the college offered a two semester mathematics
sequence. The first course covered both arithmetic and al-
gebra. However, it was reported that most students in the
course exhibited such weak preparation in math that the
time was spent preponderantly on arithmetic work. The second
course, which enrolled about sixty students, covered pre-
calculus topics. The first course carried two credits,

while the second carried three.

Tutéfin’

In 1971 the college established a Study Center under
the Division of Academic Development. The Center was
staffed by reading and writing specialists as well as
graduaté student tutors. Students who needed additional
help beyond that offered in the CORE Program could use the

services of the Center. While students might be referred
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by faculty, the service was essentially voluntary. It was
reported that students use of the Center was irreqular.
Frequently they would not show up for more than one session,

‘even though they needed further work.

In 1972 some effort was made to set tighter controls
over student use of the services. 1In both years it was
reported that facutly attitudes were somewhat negative.
Many felt that tutoring should be left to the individual

departments.

Self-Assessments pfchmpensgtazyVWQ;E

Those responsible for the CORE Program felt that in

the initial year the effort was hampered by serious organi-
zational problems and by conflicts between content teachers
and skills specialists. Most felt that the program operated
better during the second year. In spring, 1973 a student
opinion questionnaire was administered to students who had
been in the CORE Program in the fall and spring. The aim
was to assess attitudes of students toward the Program and
toward themselves. However, it was not clear that the data
were used in any way for policy modifications. The staff

was planning to implement more systematic assessment pro-
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cedures, including standardized testing and measurement of

specific skills objectives.
SUPPORT SERVICES 2: COUNSELING STRUCTURE

Administra;iye_Lacgswgf Counseling

Counseling services were administered under the Office

of the Dean of Students. This was true both years.

Types of Counseling

The college provided academic, personal, financial aid,
and career counseling. The two primary activities were aca-
demic and personal counseling.

Counseling Division of Labor

In 1971 counselors provided both academic and personal
counseling. However, many faculty were opposed to counse-
lors doing academic advising. In 1972 this led to a change:
aéademic advising was done by faculty. The counseling staff

separate financial aid and career placement counselors.

239



-225-

Styles of Counseling

1. Medical versus Outreach. The counseling effort

resembled the outreach style. Counselors first met with
students during orientation sessions prior to the opening
of classes. They also sent letters to students asking
them to come in, 1In 1971 the counselors advised students
regarding elective courses. In 1972 this function was
assumeﬂ by the faculty. In general counselors made them-

selves visible - for example, by sitting in the cafeteria.

Counselors were supposed to receive mid-term grades
from faculty and final grades from the registrar. They
were supposed to contact students whose records indicated
difficulties. It was reported that this did not occur in
the first year and that students in academic trouble often

did not come to the attention of counselors.

Counselors were assigned to CORE Program modules in
1971 and 1972. They were scheduled to meet with the mem-
bers of the module for one hour per week in a group session.

This arrangement did not function systematically until 1972-
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2. Dyadic ve:suswérsuprgguggeliggﬁ It was reported

that counselor time was allocate® primarily to individualized
counseling. However, many students were seen in the ocne

hour per week CORE group sessions.

3. Therapeutic versus Socialization Goals. The

primary goal of the counseling service was to help students
remain in school. Indeed, it was reported that students
came to see counselors primarily for help in dealing with
problems related to understanding teachers, note-taking,

and organization of study time. Financial problems were

also an important reason.

4. @;nda;a;y,ve:sggﬁVgluptary_ggunse;;ng, The nature

of the counseling structure did bring students into contact
with counselors in at least two situations: pre-registration
orientation and in the CORE Program. Outside of these, stu-

dent contact with counselors was essentially voluntary.

5. Peer Counseling. The college developed a peer

counseling program in 1971. Peer counselors worked under
the supervision of a regular counselor. They acted as an
intermediary for counselors, often being asked to "track
down" students who were difficult to locate. They also
assisted students in dealing with personal and social
problems.
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Caseload Definition

The basic caseload was defined by the students in
the CORE modules to which counselors were assigned. Stu-
dents in each module met with their counselor one hour
per week. In addition, they would meet with him indivi-
dually. The counselor was supposed to follow students
in the initial module caseload throughout their college

careers.

In 1971 the student-counselor ratio was about 90:1,

while in 1972 it was about 160:l.

Ea;kg:;uni,apdrﬁvaluatign,gfrCcunselcrs;

In 1971 there were 6 counselors, and in 1972 this was
increased to 10. This included general counselors as well
as those working in the area of career guidance and place-

ment.

All counselors had Master's Degrees, primarily in the
areas of social work and student personnel services. They
came from mixed racial backgrounds. All occupied faculty

lines.
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In 1971 there were no formal evaluation procedures,
other than a conference with the director of the counsel-
ing service. 1In 1972 counselors were observed by the
director while they were conducting a counseling interview.
Student gquestionnaires were also used in the assessment.

Self-Assessments QﬁfC@ugse;ipq,Effectivgn%ss

No systematic assessments had been made over the first
two years of the college. However, it was reported that
during this period there was a great deal of conflict, par-
ticularly between different elements of the staff (language
specialists, content faculty, and the like), and that coun-
selors placed an important role in "keeping the college

together."
GRADING SYSTEM AND RETENTION STANDARDS

The traditional A - F grading system was in force at
this college. In addition students were allowed to take
a limited number of courses on a Pass - Fail basis. Stu-
dents were allowed to withdraw from a course at any time

prior to the submission of a final grade by the instructor.
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Regardless of academic average, students were not placed
on probation during the freshman year. After this time, stu-
dents were placed on probation whenever the cumulative average
was less than a "C". When placed on probation, a reduced
credit load could be recommended. Students whose cumulative
average remained below C for four consecutive semesters was
subject to dismissal from the college. However, this was
not automatic. The Student Academic Review Committee re-
viewed each case on its merits, and could recommend the

continued matriculation of the student.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall, 1970

Incoming freshmen were given placement examinations in
early May. These included the Open Admissions Test, the Vocabu-
lary and Mechanics of Expression sections of the Cooperative
English Test (CET), and a writing sample. Several weeks later
students returned to the college for programming advice and
registration (many students did not show up, however). During
the morning they met with their faculty advisors (someone from
the general area of their major field of interest) in individual
conferences, and registration took place in the afternoon.

Those who had not chosen a major field of interest were randomly
assigned. Faculty advisors had available to them a set of data

including students' high school records and test scores.

A variety of criteria were used for determining placement
in the appropriate beginning courses. The college offered re-
medial work in English, Developmental Reading and Study Skills,

Placement in the English sequence (three basic courses)
was determined by performance on the CET and writing sample,
read by two members from the English department. This sequence
consisted of the remedial writing and two regular English
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courses. The department used four performance categories on the
CET in order to determine placement guidelines. Students in the
lowest category on the CET were placed in the remedial writing
course and their essay was not read. Those in the third group

has their essay read to determine placement in either the remedial
or first level regular course. Students in the second group were
immediately placed in the first level regular course, and those

in the highest group could be exempt from English, depending on
their essay. This college required the student to complete the
sequence. Thus, placement in either the remedial or two regular

¥

courses was mandatory.

Those students whose native language was not English took the re-
gular English placement test, and on the form stated if English
was their second language. Their essay was then read by the ESL
department (initially read by English faculty) and placement in

the ESL sequence was determined.

Recommendations to students to enroll in Reading and Study
Skills were based upen a combination of factors including high
school records, SAT, English Placement test scores, and expressed
need for help in reading were all considered in recommending

enrollment.
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There was no college wide mathematics requirement. However,
students who had not completed a course eguivalent to high school
level intermediate algebra were advised to register for remedial

work, since this level of proficiency was required for graduation.

Many students placed in remedial courses alsc took regular
college level courses. Those who did not register until September
found many courses for which they were advised to register

already closed. Thus, many were placed in demanding courses.

The college conducted an orientation program in the spring of
1970, This was run by staff from the Dean of Students office and
primarily consisted of an introduction to the college. Students
heard brief remarks by the President and members of the counsel-
ing staff. Afterwards, upperclassmen met with students to
describe the various services provided by the college. It was

primarily a social orientation and students were not required

to attend.

For the second open admissions class, no major changes
occurred in the placement and assessment of students. However,
for students with low averages and in need of remedial work,

a greater effort was made to prevent them from registering for
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difficult courses. In addition, the college abolished the
requirement that students achieve a high school level of pro-
ficiency in math before graduation. Thus, the remedial math

courses attracted few students.

Fall, 1972

Several major changes occurred in the third year of open
admissions. The college established a College Skills and Aca-
demic Resource Center. Students with below 80 averages or with
skill deficiencies (determined by performance on placement tests)

became the responsibility of the Center.

All entering freshmen assigned to the Center were seen by
a counselor in May for individual pre-registration conferences.
Counselors had test scores and high school records available.
With the exception of English, placement in remedial courses
was still not mandatory. However, counselors were more "forceful”
in advising students to register for certain courses. A greater
effort was made to explain to students why remediation was neces-
sary, and to help in choosing electives. Students were then
registered, and there was greater 1iklihood that academic programs

were appropriate to their skill level.

In addition to the remedial courses offered by the academic
departments during the first two years, the Center established a
special course in Contemporary Ccivilization, restricted to students

who were taking the reading course.
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During the orientation program the counseling staff briefly
introduced the services available to all students. However, a

special meeting was held for the open admissions students.

While the Center assumed responsibility for the counseling
and placement of all academically underprepared freshmen, other
students underwent the registration procedures followed the first
two years. That is, they continued to meet with faculty advisors.
SUPPORT SERVICES, 1: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

Centralized versus Decentralized Structure

The remedial effort at this college approximated the decen-
tralized model. That is, remedial course work was offered within
each academic department (with the exception of Reading and
Study Skills). 1In 1972 the college established the College Skills
and Academic Resource Center which was primarily designed to
provide academically underprepared students with various supportive
services. One of the functions of the Center was to assume re-
sponsibility for coordinating existing remedial programs and
services, as well as to institute new programs and activities.

To meet these objectives, faculty members from various academic
disciplines and counseling met regularly in program planning
conferences. In addition, reading and study skill staff members

became part of the Center.
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Compensatory Work In Epglish

The only required course at this college was the two course
sequence in English composition. 1In preparing for open admissions,
the college developed a remedial basic writing course for academi-

cally under-prepared students.

Once a student was placed in the basic writing course he
could be shifted to the next level writing course if the instructor

made such a recommendation.

Most students placed in the basic course had a good sense of
grammatical structure, but wrote vague essays and were unable to
organize a paper. The basic objective of the course was to assist
the student in learning to write with greater confidence and con-
trol, and to improve skills in paragraphing, sentence structure,
grammar, punctuation, and diction. In short, the course was
designed to prepare the student for the required English sequence.
To meet these objectives, students were expected to do a lot of
writing, both in class and at hcwme. In addition, brief reading
selections served as models for analysis of effective sentence
structure, paragraphing, development of ideas, and organization

of material.

Beginning in 1971, various faculty members made up three

different syllabi, and instructors chose the one that best fit
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their needs. However, whatever syllabus was used, the basic

course objectives remained unchanged.

An innovative approach to teaching the basic writing classes
was initiated on a small scale in 1971 and expanded in 1972.
Students (mainly seniors) were selected to work as assistants
to faculty in the classroom and were involved in both the plan-
ning and teaching process. The use of student assistants was

left to the discretion of the individual faculty member.

lished, primarily for students in the basic writing and middle
level regular English courses. Students came on their own or were
referred by their instructor. However, attendance was voluntary.
The workshop was supervised by faculty from the English department
and was open on a daily basis, Students were assigned to a tutor
(undergraduate and graduate students) for individual sessions.

Periodic reports were sent to the student's instructor.

Throughout the semester students wrote frequent papers
and instructors would make comments rather than grade their
papers. In order to pass this 3 hour course which carried three
credits, the student had to write a cocherent final paper. This

was true all three years. However, the final grade was based
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upon both course work and the final paper. The student had the
right to appeal his grade on the final paper before a faculty
committee. Students who did not pass were required to repeat
the course. Those who passed went into the next level English

course. No freshmen received a D or F grade.

During the fall of 1972 approximately 600-680 students
were enrolled in the basic writing course. Class sections were
limited to 15-17 students which allowed for frequent interaction
with faculty. It was reported that approximately 75% passed on

the first attempt.

While the faculty consisted mainly of part-time adjunct
lecturers, they were generally doctoral candidates, many with
experience in teaching elementary courses. Moreover, some full-
time faculty members taught basic writing sections in addition

to the advanced courses.

English for the Foreign-born

The two course bilingual sequence was designed for students
whose native tongue was not English. Often, students initially
: -

placed in the basic writing course were sent into the bilingual

sections.
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The emphasis in both courses was on frequent writing practice,
students were expected to write a minimum of two compositions
weekly. Class sessions focused on vocabulary, grammar, compre-
hension, and paragraph organization. The lower level course
was geared for students not fluent in their native language,
while the upper course was designed for those fluent in their
native tongue. It closely paralleled the basic writing course.
All work in the ESL sequence was conducted in English. 1In ad-
dition, a third course which emphasized practice in reading

skills was offered in 1972.

While no formalized tutorial program existed, ESL students
in need of additional help were sent to tutors assigned to the

linguistics department, and in 1972, the College Skills Center.

To insure frequent interaction with faculty, class sections
were composed of 14-23 students and individual conferences with

faculty were encouraged.

The final grade in either course was determined on the
basis of class performance and a final exam, which was read by
more than one faculty member. However, the final grade was
determined by the student's instructor. The lower level course

met for 3 hours and carried no credit while the upper level
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course carried 3 credits. Students received either a pass or
fail grade. However, a failing grade was non-punitive; that

is, not calculated in the grade point average. A student who
failed either course was required to take it over. Those who
passed moved directly into the next level ESL or regqular English
course. In some cases, students would be required to enroll

first in the basic writing course.

Faculty members were all part-time adjunct lecturers, who
held degrees in linguistics. Many had prior experience in
teaching english as a second language and some were high school
teachers. The department held special training programs for

them.

Developmental Reading and Study Skills

This program began in 1970 a:d was especially designed
for open admission freshmen. However, because only a limited
number voluntarily enrolled the first year, an effort was made

to lure other students in subsequent years.

Once enrolled, students were given the California Reading
Test in order to provide faculty with a better idea of their

strengths and weaknesses.
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The course was designed to teach students how to acquire

and use:

1. efficient reading and study techniques
2. an adequate college vocabulary

3, flexibility in reading

i~

comprehension skills

In short, the main objective was to provide students with appro-
priate skills for reading and understanding their college text-

books. Hopefully, this would enable students to earn better grades.

To meet these objectives, the course met for 3 hours, oOne
of which was spent in the reading lab. The resources available
in the lab included: SRA materials (such as SRA Power Builders
and Reading for Understanding), study skills tapes, speed build-
ing materials (such as pacers and controlled readers for improve-

ment of rate and comprehension), and faculty prepared materials.

While faculty were allowed to structure their own program,
it was expected that each skill area receive significant focus
during the instructional period. Faculty were encouraged to
use college texbooks and related materials (such as newspapers

and magazines) as supportive teaching devices.
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Based upon a combination of factors, students received
either a Pass or Fail grade (the F grade was non-punitive; e.g.,
not counted in the academic index). First, the California Reading
Test was re-administered., Students were required to score at or
above the 60th percentile (grade level = 13.0). Second, students
had to complete all classroom and laboratory assignments and per-

form satisfactorily on teacher examinations.

The course carried no credit in 1970. However, in 1971
and 1972 the students received from one to three credits, de=~
pending on how much of the coursework was satisfactorily com-~
pleted. Students receiving less than three credits were advised
to re-register in order to attain full credit. However, this was

not required.

In 1970 the reading staff was made up of 5 full-timz people
including the coordinator. One line was added the following year.
All staff members had either received their doctorate or were

enrolled in doctoral programs.

Mathenatics

1. Fall, 1970 and 1971. There was no college level mathematics

requirement., However, students were expected to have completed

a course equivalent to high school level intermediate algebra.
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For those students entering in the fall of 1970, three different
courses were available. The first level course was intended for
students who had not studied elementary algebra. It met for 6
hours and carried no credit. The second level course met for 4
hours and also carried no credit. It combined intermediate
algebra and trigonometry. Students who desired to také further
mathematics or science courses were advised to go into this
course. The third course met for 6 hours and carried three
credits. It was designed for students who completed elementary
algebra and had no desire to take any further courses in mathe-
matics or the sciences. An attempt to approach basic mathematics
in a somewhat untraditional way was made. Topics included math
history, intermediate algebra, set theory, probability theory,
logic, and some computer programming. It was designed to
attract students who had a "fear" of math. Only a small number

of students elecced to enrcli in the remedial courses.

Beginning in 1971 the college abolished the regquirement
that every student achieve a high school level of proficiency
in Math before graduation. Because of that, even fewer students
enrolled in the remedial courses. The college added a 2 hour

course in trigonometry which carried no credit.
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2. Fall, 1972. This fall the college introduced two new re-

medial courses which replaced those offered during the preceding

year. However, they attracted only a small number of students.
The first level course was designed for students who had

jects in high school. Class sessions focused on general topics

in mathematics while the actual skills were taught in the lab.

Those students enrolled in the second level course were
given diagnostic tests (focused on algebra skills) ezrly in the
semester to determine their abilities. This course combined
elements of :;ollege calculus with intermediate algebra and tri-
gonmetry. The remedial part of the course consisted of the

latter.

Students in both courses utilized the Mathematics Laboratory
which opened on a limited scale in 1971 and expanded in 1972,
However, it was hampered by lack of space and money. The lab was
staffed by faculty members, student tutors (mainly undergraduates),

and a full-time coordinater. While attendance in the lab was
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mainly voluntary, certain topics covered in the remedial courses
had to be completed there. In addition, some tests were admin-
istered in the lab. However, the primary function of the lab

work was to "clean up" rroblems that occurred in class.

Both courses met for & hours and carried 3 credits. Frequent
tests administered both in class and the lab were used as a basis

for assessing the student's performance in the upper course.

puring the first thrwe years of <pen admissions, full-time

faculty memkers taught the courses.

Contemporary Civilization

In 1972 the College Skills Center established this
special course, restricted to open admissions students who
were taki~g reading. The course was intended to reinforce
reading and study skills through reading assigaments of
graduated difficulty. It was planned in conjunction with

reading personnel, meeting for 3 hours and carrying 3 credits.

Tutoring

puring the first two years of open admissions, the
Office of the Director of Studies coordinated the tutoring

program on a college-wide basis. Funds vere allocaiad to
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tutoring coordinators of the various academic departments on
the basis of an estimate of anticipated tutoring hours in
relation to enrollment in basic freshman courses. The
tutoring coordinator selected tutors in his department and
assigned to them students who needed tutoring. Studentaﬁhhc
needed tutoring were referred to the tutoring coordinator by

instructors.

Beginning in 1972 the College Skills Center assumed re-
sponsibility for administration of the tutoring program.
It allocated funds and offered guidelines to all d:partments for

the selection and training of tutors.

Self-Assessment of Remediation

According to the coordinator of the reading program,
pe-testing results indicated that the majority of students
entering the reading course performed at or below the 12th
grade level on the California Reading Test. However, post-tests
administered at the completion of the course indicated changes
in performance. For example, in the fall of 1970, it was re-
ported to us that 74% were reading below the 12th grade level
before instruction, and 54% of this group were reading at or
avove the 13th grade level after instruction. Simiiarly, in

“he fail of 1971, 75% were reported as reading below the 12th
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grade level before instruction, and 50% of this group were
reading at or above the 13th grade level after .nstruction.
Moreover, the coordinator felt that students seemed to like

the course and that faculty were attuned to their needs.

According to the Chairman of the Mathematics Department,
the impact of the program was difficult to assess because of
the small number of students taking remedial courses. However,
in anticipation of the increased number of open admissions
students expected to enroll in fall of 1973, the Math Department
had revised the format of the upper remedial course, and more

sections were being planned.

According to the coordinator of the writing program, students
who successfully completed the basic writing course were able to

write a well organized paper at the college level.

The Chairman of the Department of English for Foreign-born
felt that students who took the ESL courses were more successful
in the regular courses. It was also reported that graduates of
foreign high schools benefitted more than graduates from New

York City high schools.

\m‘
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SUPPORT SERVICES II: COUNSELING STRUCTURE

Administrative Locus of Counseling

During the first two years of open admissicns all academic
counscling was done by faculty advisors under the supervision
of the Director of Studies, while the Department of Student
Personnel Services provided other counseiing services. The
latter office was administered by the Dean of Students. Begin-
ning in 1972 the College Skills Center assumed responsibility
for counseling 21l open admissions students. Regularly admit-

ted students continued to be advised by faculty.

Types of Counseling

With the exception of academic advising, counselors pro-
vided all types of counseling. The major emphasis was on personal

counseling.

Counseling Division of Labor

The main distinction was between academic advising and
general counseling. Students in need of financial aid and career

counseling were also referred to counselors who handled only those
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pr oblems. Thus, the counseling set-up approximated the special~-

ist model.

Styles of Counseling

1. Medical versus Outreach. The primary means of contact

with a counselor was through self referral., That is, the student
who felt the need was expected to report to the counseling service
for an appointment. However, the service did send out letters

to students not enrolled in a group counseling situation (to be
described below) inviting them to see a counselor. In addition,

an effort was made to provide exit counseling for students wl:

were withdrawing from college or who were being dropped for academic
: .sons. In general, the =+vle of counseling approximated the
medical model for the first two years, but moved toward the outreach

style in the third year.

Contact between the student and faculty advisor was not left
entirely to the discretion or initiation of the student. For
example, notices from instructors were sent to the Director of
Studies regarding those students doing failing work. These were
sent six weeks after the term began. Copies of notices were
sent to faculty advisors and students, and advisors then wrote
tc the student asking him to come in for a conference. The majority

of instructors sent in names of studer®: in trouble. Thus, faculty

201



~249-

advisors were responsible for providing the incoming freshman
with initial and continued guidance, including advisement for
second semester registration. This was true for all students

in 1970 and 1971, and for regularly admitted students in 1972.

Beginning in 1972, counselors assigned to the College
responsible for incoming open admissions students. In addition
to the initial program planning conference, counselors contacted
each student's teacher at least twice during the semester and
scheduled conferences with students on the basis of this infor-
mation. Moreover, a group counseling situation was used as a
vehicle for second semester program planning. Counselors

individually registered students.

2. Mandatory versus Voluntary, Counselor-Student

Interaction. While it was expected that faculty advisors would

periodically meet with students assigned to thew, the program

was loosely structured and many did not. Thus, during the first
year student-advisor contacts were voluntary. In 1971 an attempt
was made to insure that open admissions students in academic

trouble would meet with their advisors. Those st.dents who had

1.75 after two semesters were requested to see their advisors
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pefore registering for the Spring, 1972 term. students who failed
to see an advisor were not permitted to register. In 1972, open

admissions students were closely monitored by their counselor.

3. Dyadic versus Group Counseling. In preparation for
open admissions, the ccliege instituted a Student Life Workshop
program which began in 1970. This course was geared for open
admissions students. However, only a small number of those
eligible elected to enroll the first two years. In 1972 coun-
selors strongly recommended that open admissions students enroll,
and the majority did. The workshop met for one hour and carried
one credit. While there was no formal curriculum, the workshop
dealt with guestions Qf values, attitudes and personal problems.
They were run by counselors and met in groups of between 8-12

students.

4. Therapeutic versus Socialization Goals. The view

expressed by one administrator at this céllagevﬁas that the
functigg of counseling was to help the student adjust to his
college énviréﬂment and not to provide therapy or long-range
counseling. However, he pointed out that not all the counselors
would agree with this. According to the Director of the Coun-
seling Service, the goals of his'sﬁaff were twofold: to improve
the student's self-image and to socialize the student into learn-
ing how to deal with the college environment. Students with
severe psychological problems were referred to outside agencies.

I 3 3

266



-251-

5. Peer Counseling. The counseling service coordinated

_the activities of peer counselors. They were involved in many
areas of the counseling program (such as providing information

on sex and drugs). In addition, students were often matched
with peer counselors on the basis of sex, race, or shared problems
(such as disabled students). The counsel:ng staff selected and
trained peer counselors and the number increased over the first
three years of open admissions.

Caseload Definition

As was previously indicated, faculty advisors provided all
students with academic counseling during the first two years of
open admissions. In the fall of 1970 approximately 200 faculty
members were each assigned 15 students. Matching of students and
advisors was done on the basis of the student's major field of
interest., If none was listed, random assignments were made.
This same procedure was followed in 1971.

; .

Beginning in 1972 open admissions students were assigned
to a counselor in the College Skills Center. Matching of
students and counselors was done randomly. All other students

continued to be advised by faculty.
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An inq?ming student initially met with his faculty advisor
in the spring prior to matriculation and this advisor was then
responsible for providing assistance during the freshman year.
This procedure was followed the first two years for all students,

and for regular admits in 1972.

There were no assigned caseloads in the counseling office.
However, if a student asked for a specific type of counselor,
e.g., a black counselor, an attempt was made to accomodate the

request,

There were approximately 16 counselors responsible for
providing general counseling services to the entire college.
However, the majority of services were geared for incoming
fresiunen, particularly the open admissions students. Roughly
400-500 students were defined as Open Admissions students - a

number which remained about the same since 1970.

Counselor-Faculty Relatiggshigs;

Faculty who were involved in the College Skills Center

maintained a close relationship with the counselors. However,
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regular academic faculty members tended to view counselors as
"superfluous." Counselors rarely intervened in student~faculty

problems.

Some counselors were assigned to academic departments.
However, this worked out only in some departments. For example,
in the sciences, counselors became familiar with course require-

ments and were able to work with those students who needed advice.

Background and Evaluation of Counselors.

The counselors' backgrounds were mainly in counseling and clini-
cal psychology, and the human relations areas. All counselors
were required to have at least a Master's Degree, and many had
earned their doctorate. In additicn,:ﬁge college had some interns
from the Hunter College Student Counseling program. They were
involved with the workshops and also provided individual counseling.
There was an even distribution of males and females, and all
counselors occupied faculty lines (such as instructor or assistant
professor, depending on their backgrounds). During the first
three years there were approximately 16 counselors (this does

not include financial aid and career counselors).
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All counselors were under supervision for at least 2-3
vears. They met weekly with their supervisors and evaluations
‘were based on a combination of reports. These included evalu-
ations by the supervisor, director, and students, on a semester
and yearly basis. Often, taped counseling sessions were used to

evaluate the counselor's effectiveness.

Sg}fiAssgsgmegtﬁgfrcéanselingfEffe;;;venéssg

This college had not yet instituted a research program
to assess the effectiveness of counseling on various student
outcomes (such as grades, retention, and the like). However,
the Director of Counseling felt that the dropout rate of open
admissions students would be higher without counseling.
Counselors impressions suggested that students in the workshops
were doing better than those not enrolled. Moreover, student

evaluations of the workshop program were positive.
GRADING SYSTEM AND RETENTION STANDARDS
The college operated on the traditional A - F grading
system. In addition students could, beginning in the junior

year take up to four courses (one each semester) on a "pass -

no credit" basis. The option was limited to courses outside
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the student's major area. A failure in such courses was not

counited in the academic index.

As a response to open admissions, the college developed
a special grading policy which applied only to the freshman
year. Under this policy, grades of "D" or "F" were not counted
in the calculation of the grade point average. The intent was
to provide a grace period during which students whose initial
work was poor would not be penalized. However, subsequent to

the freshmen year the traditional A - F grading system applied.

Freshmen were given two semesters to establish themselves
scholastically. However, any freshman who had been in atten-
dance for two semesters, who had attempted twelve or more
credits, and who had not attained at least a 1.65 grade poiﬁt
average, could be drépped from the college. Students who
completed between 28 and 60 credits had to maintain an average
of at least 1.75. After completing 61 credits, the student
was thereafter required to maintain at least a 2,00 average.
students who did not meet these raquirements were subject to
probationary Statusav This meant that the student was put on
non-matriculated status and given a period of 30 credits in
which to bring his average up to the level required for rein-
statement. Under non-matriculated status, the student was

required to pay tuition.
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EVALUATIONS OF STUDENTS

AND PROGRAM PLANNING

Fall, 1970

All freshmen were called in during the month of June for
placement testing in English, Algebra, and a foreign language
for those who wished to continue their high school foreign
language, The tests aéministereé inciuded the Cooperative
English Test (CET), a writing sample, and a specially prepared

9th grade algebra test.

Placement criteria were defined by each department of fer-
ing remedial coursework, and programs were developed for
each student by one of the open admission coordinators. These
programs were mailed out during the summer and students then
had a chance to call in or come in to the college and discuss
their recommended programs with the coordinatcors. Registration
took place in Séptember and while freshmen were supposed to
register only for the approved program this was not effectively
controlled. Placement in remedial courses did not prevent stu-

dents from taking regular college level courses.

The college offered remedial-compensatory work in English,
reading, and Mathematics. Placement in remedial courses was
made mandatory by all departments. This was true all three
years.
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Thé only criterion used for placement in the English
sequence was performance on the writing sample. Students
who needed extensive help (as evidenced by lack of organi-
zation, and massive errors in spelling, grammatical agree-
ment, sentence construction, and punctuation) were assigned
to the basic remedial writing course. Those students whose
writing was somewhat weak; that is, showed a sense of oxrganiza-
tion around a main idea (though organization might be weak and
content immature), but a substantial number of errors, were as-
signed to a two-semester sequence. This sequence closely par-
alleled the standard English course. All papers were read by

a group of faculty members from the English department.

Placement in the two-semester reading sequence was based
on a student's score on the reading section of the Cooperative
English Test. The comprehension score (including both level
and speed of comprehension) was utilized in determining place-
ment. Those students who scored below the 59thL percentile on
both subscores were placed in the first level course, while
those - :tween the 60th~70th percentile on one subscore and under
the 59th percentile on the other were placed in the upper course.
Any student who scored above the 70th percentile was exempt from

reading. These norms were based on a national college sample.
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compensatory courses. Placement was based on a comainaticon

factcrs. These included OAT and SAT math scores, 9th
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e algebra test scores, High School math reccrd, student
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interest in mathematics, and counselor judgment. The main
distinction Letween the two remedial and several compensatory
course offerings was that compensatory courses closely paral-
lelc . the standard mathematics course. That is,; they were

the stretched-cut versions of a regular course.

The counseling staff conducted a large group © ~=entation
session during which freshmen vere aiven a brief introduction

to the college. In addition, members of the administrative

4ff (such as .he Deans) spoke to freshmen enrolled in a

rt
-

s
freshman orientation seminar (described later) once the semes-

ter began.

Falll, 1971

For the second open admissions class several changes

occurred in the program planning process.
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met

]

Students came for placement testing in May and als
individually with a member of the counseling staff., This
year the CLEP examination was ~lsc administered for possible

advanced placement in english, mathematics, and natural sciences.

During this meeting students had the opportunity toc ask
counselors guestions about the activities and programs offered
at the college. These meetings ware pre-arranged. That is,
students received a letter indicating that an appointment

had been set-up with a specific counselor,

Several weeks later students returned for a second
meeting with their counselors. At this time counselors hac
Based on these data, a program was worked out with every stu-
dent. The actual registration took place in September and
counselors were available if any assist e as needed. Since
freshmen registered last, many non-remec sourses for which
they had been counseled were closed. Thus, many registered
for courses not recommended by counselors. Moreover, there
was a shortage of remedial reading sections and many students

were unable to register. This had also occurred in 1970.
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This year th: Division for Student Development coordinated

freshman fair whi~: *4ock place eaxly in the .11 semester.
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iy was to introduce new students to the

The purpose of the

activities and clubs offered by the college. It was an infor-

mal gatherino held outdoors.
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or the third open admissions class, the basic change
that occ.arred in the program planning process was that stu-
dents n° .unger met individually with counselors. Students
came for plLacement testing in May (the CLEP was not admini-
ster=d) and returned to meet with their counselors several
weeks iater. Each counselor was assigned to meet with about 15
-+ udents. Based on the‘y test results and high school recocrds,
prcgrams were made up for each student. There were also stu=
den- aides available to answer any questions that students
mighs have had. If necessary students who wancved to speak
privately with a counselor were able tc do so. The actual
registration took place in September and counselors were
available for assistance. This year students who needed re-
mediation were immediately pilcoced in the requirec courses.
However, there were still .i.olems in registering for non-

remedial courses they had been originally counseled tc take.
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was cdesigned specifically for students planning to major in
science, ard placement was based on a combination of factors.

These inclu-ad high school science grades, student interest

[n]

in sciences, s+tandardized test scores, placement in remedial
reading or math, and counselcr judgment. However, placement

wag ..ot mandatory.

SUFFORT SERVICES, 1: STRUCTURE

OF REMEDIAL -~ COMPENSATORY WORK

Centralized verscs Decentralized Structu:ze

The reme-/al and compe. %o vy ~ourses offered at this
college were decentralized. Thet is, each academir depuit-
ment was responsible for providing remediation. This was

trie all three vears.

Areas of Compensatory Work

1. English. This college offered a basic remedial writing

course and a two-course sequence in composition which closely

rraralleled the standard English course. In order to satisfy the
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nglish reguirement, a student had to pass either the two-course

P

sequence or the standard Eng! sh course.

During the first two weeks of class students wrote an in-

class essay and on this basis could be shifted to another level.

Those ..tudents placed in the basic course were given inten-
sive trairing in grammar and syntax. Frequent writing practice
was w@nco: raged. However, .- developed their own syllabi

and a: 1ed work on an individual basis.

During 1970 and 1971 this course met for three hours and

carried no credit. However, in 1972 it met for five hours and

carried one credit.

Each instructor determined the student's readiness for
either the standard English course <" the two-course sequence.
This evaluation was based on the student's writing performance
throughout the semester. If a student did poorly, he had to re-
pzat the basic course. If improvement was shown, he would be
placed in the two-course sequence or the standard course. No
letter grades were given in 1970 and 1971. However, beginning

in 1972 letter grades were i
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The emphasis in the two-cpurse seguence was on paragraph

development, senten

[p]

e patterns and awareness of syntax, punc-
tuation, and basic essay writing. Frequent writing practice
was encourazad. Often, reading assignments (such as prose
essays, drama, and fiction) served as supportive teaching
devices. Faculty members developed their own syllabi.

The courses were not specifically geared for improvement
of writing in specific academic areas such as history, sociologv

and the like. The orientation was, therefore, generic.
g

[

The first course met for five hours and carried 1 1/2

di+~, while the second met for four hours and also carried

=y

P
—

{7

1/2 credits. This was true all three years.

[

In order to pass the first course the instructor took into
sonsideration the student's writing performance throughout the

~amaster. That is, students were evaluated on their ability to

o

write a well-organized es .y wita a minimal amount of punctua-
tion and spelling errors, and free of aon-sentences. Letter
gyrades were given and a student who failed had to répeat the
course. If a student showed significant improvement, he could
receive three credits and skip the second course. Otherwise,

he went directly into the second course.

ERIC 980
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Beginning in the Spring of 1971 the department set-up a
Writing Skills Center. A student in need of additional help
was referred to the Center by the instructor. Each instruc-
tor filled out a referral form indicating areas of student
weakness. The Center was étaffed by part-time faculty who
directed student tutors assigned to the Center. They worked
with students on an individual basis (such as going over papers)
and would periodically send progress reports to their instructor.
While attendance was not mandatory, students were strongly
urged to attend. Refe¢:rals to the Center were mainly from the

basic writing course. The Center was open four hours a ay.

During the fall cf 1972 there were approxiushely 277 stu-
dents enrolled in 16 sections of the basic course. The first
course of the sequence had 471 students enrolled in 24 sections,

while 110 students enrolled for the secnond course.

Both full-time and part-time faculty members taught the
basic remedial and compensatory courses. Some taught only
t+a freshman English courses, whils nthers taught more advanced

courses as well,
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Reading

peading courses were offered by the Department cf Academic
Development. This college offered a two-course sequence in
reading. The first course enphasized comprehension, vocabulary
building and study skillis. It was designed for stucents with
severe reading problems and focused on improving bar'c read-
ing skills. Each instrucvo~ developed his or her own syllabus.

i at least 50 pages a week.

fu

All students were expects. to
The reading selections were not considered college-level
material. However, there was an attempt to introduce reading

materiale from the content areas.

rne second course in the sequence placed emphasis on
rate nf reading and the application of reading skills to cri-
~ical and crearive reading and thinking. Hopefully, the course

521d increase the reading efficiency of the student to a level

£

which wculd irsure suzces. in college level reading tasks.

Sstudents in the second course participated in a labeoratory
in order to improve their reading rate. A student spent two
hours in the reading lab each week. The resources available
in the lab included the following: yacers, controlled readers,
and various programmed materials. Since basic skills wers

stressed in the first course, it was not lab oriented.
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At the completion of the semester, students in the course
took the alternate form of the Cooperative Enylish Test. Other
criteria used in assessing a student's performance were tha fol-
lowing: mid-term and final teacher-prepared exams, and class
assignments. If a student in the lower cou.3e scored at or apcve
“he 70th mercentile on the placement test, he was automatically
exempt from taking the upper course, Otherwise, he would ¢z in-
to the upper course. The student who did not satisfy the other
lower course requirements had to rapeat the course. Students
in the upper course who scored below the 70th percentile on
the placement exam and did not satisfy o-.ller course requirements

also had to repeat the course.

According to the Coordinator of reading, approximately 10%
0f students in the lower w=ourse were exempted and another 10%
failed. Thus, approximately 80% registered for the upper course.
Students in the lower course received either a pass or fail

grade, while letter grades were given in the upper course.

The lower zourse mu’” tor four hours and carried no credit,
while the upper course carried one credit, with the excuption

of the Fall, 1970 term. It alsc met for four hours.
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In the fall of 1970 there were 7 faculty members. However,
this number doubled after 3 years. That is, by spring of 1973
there were 10 full=-time and 5 or 6 part-time faculty members.
The full-time faculty held regular faculty lines. They all had
at least a Master's degree (in English or educational psychology)

oward their doctorate. Full-time faculty

it

axd many werc working
taught 12 hours weekly and an additional 4 or more hours were
spent meeting with students. There were no tutors assigned to
the reading department and students were encouraged to see their
instructors. 1In the Fall of 1972 there were approximately 20
students per section in the lower course and 15 in the upper

course.

Mathematics

The mathematics department offered two kinds of compensatory
courses: basic courses and s+retched out versions of regular
courses, Depending on their math backgrounds, students were
placed in one of several course offerings. In essenve, there
were three compensatory tracks: one for students not planning
to major or take advanced work in science or math, a second
for students plannirgy to go further in these areas, aud a
third for those planning to be elementary school teachers.

The following diagram indicates the possible paths:
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Analvtic Geometry/Calculus
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Math with Algebra for Elementary
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As cne can see, all stuc: ats with - 'y weak preparation
in math would have the same ciurt.ng peoint, but drpending
upon interests, they would move along different paths in

order to satisfy ccllege-wide math requirements.
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Generally, students placed in the lower remedial course

n the math placement and standardized
tests. Thils course covered elements of algebra and geometry
and instructors developed thelr own <ourse structure during
the first *wo vears. In 1972 a agroup of faculty members de-
velop~. o woomon departmental syllabus. The basic teaching
orientation in all secticns was a traditicnal classroom -
lecture appreoach. Faculty used math textbocks for instruc=

tional purposes.

n order to evaluate the student's progress, frequent
tests ware administered throughout the semester. In addition,
each instructor prepared a final examination. PRased on the
student's total performance, letter grades we=re issued. If

a student recelilved an F he was reguired to repeat the course.

In 1970 this course met for 6 hours and ca:ried no credit.
However, in 197) and 1972 the couvse carried 1 1,7 credits. It

continued to .n:2t for 6 hours.

Students interested in taking advanced mathematics and
science courses were placed in the upper remedial ¢ .se if

they did not take trigonometry in high school and only com-

280



1 1/2 years of academic high school math. In addition,
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hey did poorly on the math placement and standardized exams.
The lower and upper basic remedial courses wers no: vonsidered
tial.
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and standard matn .u¥tbooks were used. During the IL1rsSt two
years instructors developed their own syllabus. However, 1in
1972 a grcup of faculty members developed a departmental syl-
labus. Frequent tests and a teacher - prepared final were

us2d to assess the student's performance.

course met for 4 hours and carried 1 credit all three

Thi

L

dents received letter grades, and those receiving

o

years. 5t

an F were required to repeat the course.

Upon completion of either the lower or upper remedial
course, a student had several options available which would
satisfy the college math reguirement. Those students who
completed the lower remedial course and were not planning to
major in mathematicsy, sclence, or elementary school teaching
were advised to register for a two course stretched out se-
quence in prob *ility and statistics combined with elements

of algebra and trigonometry.
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Frequent tests and a final were given

students' prograss. In order to satisfy the

fAnother sequence was designed for sophomore students

planning to be elementary school teachers. This seguence
covered elements of algebra and modern mathematics for the
elementary school teacher. It met for 4 hours and carried
. credits each semester. Students had to complete the se-
gquence to satisfy the college requirement.
In 1971 and 1972 the college offered a stretched out
course primarily designed for ma’'"l and science majors.

Generally, stu.2nts who had passed the upper remedial course
reygisvered for the course. Those directly placed had com-
plet 1 3 or more years of academi: high school mathematics

inclading trigonometry.

This =curse covered elements of analytic geometry and
caloulus and met for 5 hours and carried 4 cvedits. The

only difference etween this course and the regular course

was that it met for an extra hour.
288
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From the outset of open admissions, faculty volunteers
were available to those students who wanted individual help.
Prior to 1972 there were no centralized facilities and each
gsemester different r@émé were used for meeting purposes. In
1972 the math départﬁ&nt set up a workshop which was staffed
by both faculty and student tutors. Students came voluntarily
and received individualized tutoring. There were no special
resources available (such as programmed materials) in the

workshop. It was open 2 days a week.

In the fall of 1972 there were 267 students enrolled in
15 sections of the two basic remedial courses, with the ma-
jority enrolled in the lower course. Approximately 175 stu-

dents received a passing grade (A-D} in these courses.

While all faculty members taught both remedial and
stretched out compensatory courses, those teaching the rémédial
courses generally requésﬁeﬂ to do so. The math department
was composed primarily of full-time facuity. However, some
part-time staff members were hired. This was true all three

years.
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Natural Science

In the fall of 1972 the Department of Natural Sciences
developed a compensatory course on an experimental basis,
designed specifically for students planning to major in the

sciences,

The overall objective of this course was to teach certain
basic techniques which would be helpful to students in acquir-
ing the knowisdge of the natural science disciplines when they
enrolled as majors. Theresfore, the emphasis was not to give
knowledge of the fundamental ideas of chemistry, physics, etc.,
but rather to articulate and operate with the verbal and math-
ematical tools which were applied in those disciplines. In
short, students were provided with conceptual rather than
actual lab skills. More specifically, the objectives were as

follows:

a. To learn the basic mathematical operations of Ethe

natural science disciplines.

b. To learn to apply some of the basic vocdbulary in

chemistry, physics, geology and biology.
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c. To become familiar with some of the major discoveries

clence disciplines.
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4. Tc explore the history of basic ideas which are
cowmon to the sclence disciplines; e.g. matter,

energy and motion.

In order to meet thesey@bjeitives a variety of materials
wera used; for example, tea@herﬁéfegared materials (such as
work sheets and reading selections), films and demonstrations,
supplies (such as graph papexr, slide rule, trigonometry and

logarithm tables).

students who needed additional nelp were either referred
or went on their own for tutorihg assistance. Both individual

and group tutoring was available,

In order to evaluate the student's progress several
types of tests were administered. At least 12 short quizzes
were given throughout the semester, and 3 major exams, one
at the end of each unit, were administrered. In addition,
instructers made up a final examination. Based on these
results, the student recelved a pass/fail grade. Those re-

ceiving an I were not required to repeat the course.
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There were 25 students enrolled pewr section,; and 2 sections
were offered in the fall of 1972. According to the instructor
of one section, 22 students passed the course. The course met

for 4 hours and carried 2 credits.

Tutoring
The tutoring service at this college was centralized.
That is, all tutoring activities were coordinated in one

office. This was true all three years.

Students in need of tutoring were either referred by
their instructor or came on their own. The tutor would
contact a student's instructor to find out his weaknesses,
and faculty were able to contact the tutoring office to
find cut if the student was meeting with the tutor. How-
ever, attendance was wvoluntary and the student was generally
limited te 3 sessions for a given difficulty. Tutors did
noet function as peer counselors, but helped students with

their ¢lass work.

Initially the college offered group tutoring (primarily
to cut down expenses). However, the focus in subseguent years

was on individualized assistance.
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Beginning in the Spring of 1971, workshops were developed
by various academic departments (such as english, math, science,
and other areas within liberal arts), with tutors assisting in

these programs. They were not assigned tc specific classes.

While department chairmen recommended students who wanted
to become tutcors, the ultimate authority to hire them rested
with the tutoring coordinator. Tutors worked only in campus
facilities and were paid. In 1970 there were 50 registered
tutors. However, by 1972 the number increased to 125. 1Ini-
tially, many students felt that there was "stigma" attached
to seeing a tutor and were reluctant to go. The tutoring
service made an effort to overcome this fear.

All students were eligible for tutoring and those on pro-
bation or with incompletes were especially encouraged. During
the third year there were 207 students registered with the tu-
toring service.

- =,“,»,;q~_
According to the Coordinator of the program, there was

a definite need for the tutoring service. This was evidenced
by both the increased number of tutors available and students
receiving assistance over the 3 year period. While no statis-
tical data were available, the coordinator felt that students

grades improved as a result of tutoring.
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Self-Assessment of Remediation

This college had not yet instituted resea-ch procedures
to assess the impact of remediation on student performance.
However, faculty were asked to make their own assessment of

remedial and compensatory coursework.

According to faculty members in the English department,
sophomores appééred to be writing on a lower level than when
open admissions first began. This was attributed to the fact
that the college was receiving a greater number of academically
underprepared students, Plans for the coming year included

expanding the facilities of the Writing Skills Center.

The Coordinator of the reading program felt that although
students' initial reactions to the program were negative, upon
completion they viewed it as a beneficial and valuable experi-
ence. She attributed the initial negative response to the
fact that no credit was given for the lower course. However,

beginning in the fall of 1973 students were to receive 1 credit.

According to the Chairman of the Mathematics department
the workshop program seemed to be getting "off the ground"

and more students were seeking additional help. Faculty were
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encouraged when students began to look positively upon the
courses and services available. Moreover, the department
was beginning to evaluate the impact of remediation on stu-

ent performance.

Since the natural science course was offered for the
first time in 1972, the Dean of the Natural Sciences felt
that it was too early to make an assessment. However, she
had received some positive feedback from faculty in the
regular science courses, who had students previously enrolled

in the compensatory course.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counseling

The counseliny service was part of the Division of Student
Development and under the administration of the Dean of Students.

This was true all three years.

Type of Counseling

“he counseling office provided all types of counseling..

This included academic, therapeutic, career, financial aid,

295




-279~

veterans, drug, and exit counselind.

Counseling Division of Labor

The division of labor at this college approximated the
generalist mcdel, With the exception of financial aid, career,
and student activities cournselors, all others were considered

general counselors.

Style of Counseling

1. Medical versus Outreach. The orientation of the

counseling service at this college resembled what we have
described as the "outreach” model. That is, counselors were

in contact with incoming freshman beginning with the initial.
program planning and placement process (except in 1970) and
continuing throughout the freshman year (although the counselor
seen by a student initially was not necessarily the one who
would be the student's counselor later). They were responsible
for providing academic counseling, including advisement for
second semester registration. In addition, the counselor would

handle other problems that arose during the year.
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Morever, students in academic trouble (either on probation

However, the primary way counselors saw students in academic
trouble was through self-referrals. Generally, these students

were upper-classmen.

In an attempt to make themselves visible to the entire
student body, the counseling office assigned a counselor to
sit in the cafeteria. The rationale was that students who
otherwise might not go tc the counseling service, would seek

out advice from the "counselcr-at-large."
Another source of referral was through faculty members.
Instructors sent counselors a letter regarding any academic

or behavior problems that they encountered with students.

2. Dyadic versus Group Counseling. The focus of the

freshman counseling program centered on the freshman seminar.
The aim of the seminar was to orient the student to the col-
lege environment. Furthermore, it was an attempt to build
the relationship between the students and their counselors
and provided an opportunity for the students to discuss those
issues which were of concern to them. Several topics were

dealt with in the seminar. These included career choices,

297

-



-281-

study skills, emotional development (such as loneliness, pro-
blems of identity), social development (such as relationship
with peers, attitudes toward authority), and the self and

scciety.

These seminars were conducted by members of the counsel-~
ing staff. Typically, each counselor was assigned 3 sections,
and there were 20 students per class. 1In 1970 the seminar was
required of all freshmen and carried no credit. However, in
1971 and 1972 one credit was given. During 1971 all fresh-
men were required to enroll. However, in 1972 it was not
mandatory. This change occurred because the counseling Séi*
vice had no new counselor lines. Approximately 1/2 of the

entering freshman class enrolled for the seminar in 1972.

In addition to the seminar, the counseling service pro-
vided informal group counseling which evolved out of counselor
and student interests. For example, group sessions focused
on drug or alcohol-related problems. During the first 3 years
this type of counseling was done on a limited basis. However,

in the fall of 1973 it was greatly expanded.
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While the major focus of freshman counseling centered
around the seminar, counselors were available for individual

assistance.

3. Mandatory versus Voluntary - Counselor - Student

Interaction. During the first semester freshmen were assigned

to the seminar, thus assuring freguent contact with the counse-
lor. Upon completion, the student was expected to periodically

contact his counselor. However, this was not mandatory.

Those students not assigned to the seminar received a
letter from the courseling service inviting them to come in.
However, the list of students not enrolled in the semin: did
not come out till the end of the semester. Thus, these stu-
dents were not contacted till the end of the term. As a result,

many students received no counseling assistance,

4. Therapeutic versus Socialization Goals. The primary

objective of the counseling service was to socialize the stu-
dent into learning how to cope with the college environment.
In essence, counselors hoped to interest a student to remain
in college. According to the Dean of Students, thé counseling
service emphasized the "consultative"” model. That is, counse-

lors did not concentrate on psychotherapy, although there were
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3 counselors who provided psychological counseling. Students

with severe problems were referred to cutside agencies.

5. Peer Counseling. Students assisted counselors during

registration in 1972, and ran the freshmen fair in 1971 and 1972.
In addition, the counseling office started a peer information
service 1in 1972, Students ran a booth in one of the buildings
and students could come if they had a particular probklem (such

as job, health, etc.). According to the Dean of Students, the
program was not successful. He felt that students were not
sufficiently trained to give advice and he did not believe that

peer counseling served a useful function.

Ca

\‘m‘

eload Definition

The counselors' caseload consisted of those students
assigned to their seminar. Moreover, counselors were respon-

sible for these students throughout their freshman year.

In addition, incoming students who had decided on a major
were assigned to a faculty advisor. The counseling office was
responsible for giving their names to the academic department
chairmen, and it was up to them to give advisement assignments

to the faculty. However, during the freshman year most stu-
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dents went to their counselors for academic counseling.

Typically, each counselor was responsible for about 100
freshmen. However, this figure increased if one included the
entire student body. In essence, the counseling program was
geared toward entering freshman. Counselors kept records re-
garding whether or not students kept appaimtm&nts and the

nature of the problem.

As indicated previously, faculty members would make

referrals to the counseling office. 1In turn, "liaison"

counselors often met with faculty when a student was referred.

A letter was sent to the faculty member after the counselor

met with the student.

The other aspect of the counselor-faculty relationship
concerned the role of the counselor in relation to the Com-
mittee on Academic Standing. A member of the counseling
staff sat on the Committee for Academic Standards and could

intervene on the student's behalf.
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Background and Evaluation of Counselors

The background of counselors was primarily in the human
chology, clinical psychology, etc). All were required to
have at least a Master's degree, and emphasis was placed on
the Doctorate. There were an #qual number of male and females,
and a small number of minority group counselors. With the
exception of the financial aid counselors who occupied admini-

In 1970 the college was allotted a large number of new
counselor lines. The number of counselors was 21. This in-
cluded all types of counselors. Only one new line was added
subsequently. Initially, 7-8 counselors were assigned to the

freshman program. However, this increased in subseguent years.

During their first month on staff all counselors were
assigned to a supervisor, with whom they met on a weekly
baéis; Afterwards, depending on their background and experi=-
ence they were on their own, although periodic contacts with
supervisors was maintained. Evaluations were based on super-
visory reports, stuéent input, and perfsrmance in the fresh-

man seminar.
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Sélﬁ—AssessmentsiQfVggunseligg7Eff§ctiyaness

According to the Dean of Students, the counseling program
had made some impact. While no hard data were yet available,
an informal survey of students conducted in the fall of 1773
revealed that 92% rated- counselors from moderately to extremely
helpful. There were plans to compare students in the freshman

seminar with those not enrolled in the seminar.
GRADING SYSTEM AND RETENTION STANDARDS

The basic grading system followed the A - F pattern. How-
ever, a grade of "X" was given to students who failed an intro-
ductory level course. This grade was computed as a "p" in the
student's academic index. When the fajiled course or its equiv-
alent was passed, the X was deleted and the new grade computed
in the student's index. The X grade could be applied only for
students who had completed less than 28 credits. Non-credit
courses (such as remedial courses) were graded on either a "Pass"
or "Not Passed" basis. These two grades were not computed in the

academic index.

students could not be dismissed for academic reasons before

the end of the third semester. Decisions regarding academic pro-

bation and dismissal were based upon two criteria: the academic

index, and the rate of credit accumulation. Students were sup-
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posed to have earned at least three credits by the end of the

first semester, nine at the end of the second, 20 by the end of
thenﬁhira, and 32 by the end of the‘fcurth. 1f progress fell be-
low these standards, the student was subject to probatien. Stu-
dents risked dismissal if they had earned less than sixteen credits
after the third semester, and less than twenty-six by the end of

the fourth.
While a C average was necessary to qualify for graduation,

After the completion of 80 credits, the student was expected to

approximate a C average.

students could not be dismissed unless they had been on pro-
. bation during the previous semester. That is, dismissal was a

two stage process.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall 1970

puring the month of May all incoming students tock an
extensive battery of tests. All were required to take ex~
aminations in written English, reading, and speech. Addi-
tionally, dependent upon their curriculum objectives, stu-
dents were required to take exams in foreign languages,
chemistry, typing, shorthand, and spatial relations. 1In
place of a math examination, students met with a member of
the math faculty. Testing sessions were run in such a way
that students were scheduled by curriculum. This was done
because students in each curriculum took a slightly dif-
ferent set of tests. The Department of Student Personnel
was responsible for administering the tests. However, each
department prepared the exam and set guidelines for place-

ment.

Prior to the beginning of classes, students received
registration materials, tests results, and financial aid
material. They were told to report to a specific room at
a specific hour. At this time students met with a counselor
for a 15 minute program plarming conference. The counselor

had available a computer printout of the students' test
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scores. Based upon the results and a student's expressed
interests, a program was made up. Typically, the student
registered for about 14 credits, distributed over 4-5
courses. Registration by curriculum was completed that day.
gtudents in need of financial aid were referred to the
financial aid office. Counselors were responsible for ad-
vising all incoming freshmen. Prior to open admissions,

faculty were responsible for advising all students.

matics, and readimg; Tn addition, several academic de-
partments offered compensatory work in their entry level
courses. These included chemistry, physics, engineering

technology, secretarial studies, and speech.

Placement in the basic skills courses was mandatory
if a student was defined as in need of remediation. ‘Placa-
ment in the departmental compensatory courses was not
necessarily required, and placement criteria varied from

department to department.
English placement was based on a brief writing sample

of 100-150 words. Students were given approximately 20

minutes to wri%e a paragraph from a choice of 6 topics.
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The papers were reviewed by members of the English depart-
ment, and those students who were judged-deficienc in some
areas of writing (such as seniznce structure, organization,

etc.) were placed in the remedial writing course.

ok in the two remedial math courses was depen-
dent upon the student’s high school math background, career
goals, and an interview with a member of the math faculty.

This was true for all students except those in nursing.

In anticipation of open admissions the college established
a Department of Special Educational Services which set up a
remedial reading and study skills program. The Nelson-Denny
Reading test was administered to determine placement. Students
who received a raw score of below 60 (11.6 grade iEvel equiva-
lent) were required to enroll. The Nelson-Denny measured vo-
cabulary and comprehension and was used as a screening rather

than diagnostic test.

Students atterded a pre-semester orientation session
and were briefed on the college and its services. They
also had the cpportunity to meet with other students at an
informal reception and speak with faculty members in the

curriculum area of their choice.
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Pall 1971

For the second open admissions class there were some

changes in the program planning process.

This year incoming students came to the college for
placement testing in May and returned several weeks later
for early registration in contrast to the previous year
when they registered in September. Students reported by
curriculum aﬁd came in groups of 20-25. The counselor had
available a computer printout of the students' test results.
Students were then seen individually by the counselor, who
amployed the placement scores, high school profile and in-

dividual discussion tc plan the program.

This year the college organized a Spring orientation
session. However, students were required to pay a fee
in order to participate. Because of this fee tﬁere was a
poor show rate. The college did conduct a series of brief

orientation sessions prior to the beginning of classes.
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Fall 1972

There were some changes in the program planning and

placzment process for the third open admissions class.

This year all incoming students received a letter
from the Department of Student Development "strongly urg-
ing" them to come in for a pre-placement orientation
session. Students with similar curriculum interests
were brought to the college in groups of 25-30, where
they were informed of the routines, procedures, and
expectations of the college. The registration process,
financial aid, and program planning procedures ~ere ex-~
plained. Perhaps the most important aspect of these
sessions was to prepare the student for placement testing
by emphasizing that the purpose of placement tests
was to find out what level of work the student should
begin with in order to succeed at the college. These

sessions occurred at the end of April and in early May.
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All students returned for placement testing which
occurred in May . As in previous years, testing sessions

were scheduled by curriculum,

This year the Math department prepared a special exam
for nursing students. Depending on their score, nursing
students were placed in either the remedial math courses

or a newly developed math course for nursing students.

In addition, the Department of Special Education
Services offered a course for non-English speaking students.
Students were required to register on the basis of their

scores on the Michigan Test of Language Proficiency.

This year the college received several hundred late
allocations. Many students thus registered without follow-
ing the normal pre-orientation-advisement-registration
process. These late allocations caused a sizeable problem
for the counseling department. However, the college was
able to offer sufficient sections of remedial courses for

both the regular and late registered students.
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SUPPORT SERVICES, l: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

Centralized jer;ugt§g§§ntra;iz§d,Cgmpenga;c;yrgt:u;tugg

The remedial-compensatory program at this college was
decentralized. That is, each academic department was re-
sponsible for providing remediation. This was true for all

three years.

Areas of Compensatory Work

1. English

This college offered a one-semester remedial writing
course which carried no credit and met for 4 hours. This

was true for all three years.

The course consisted of a réview and practice of basic
grammar, style and usage which would enable students to
reach college level written compasitions. Faculty mem-
bers utilized a variety of teaching approaches. However,
frequent writing practice was encouraged and students

wrote at least 20 papers per term.
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Efforts were made by some instructors to experiment
with innovative teaching approaches. For example, the
"counselor-in-the-classroom" approach was begun on an
experimental basis in 1971. This task involved the

student, teacher, and counselor with attention focussed

~section set up its own model, goals, purposes and means of
evaluation. In one section, the counselor attended all
class sessions and participated freely in discussions.
Both the counselor and instructor agreed that their goal
was to help students in whatever areas needed attetnion

so that writing skills could be improved. The emphasis
was oh creating a classroom climate which would be com-

fortable, supportive and encouraging to the students.

In 1972 a team teaching approach was tried in one
section. Two instructors shared the responsibility for

teaching a section composed of 15 students.

Beginning in 1970 the English department set up a
Writing Lab. The lab was staffed by student tutors who
were either hired directly by the department or were

assigned to the lab by the tutorial service. No faculty
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members were involved with the lab. Attendance was
voluntary and usually the highly motivated students
attended. Typically, students would go over their old
papers with the tutors. In addition, faculty members
could request that a tutor be assigned to their class.

It was up to the instructor to assign work to the tutor.

At the end of the term all students took a final
proficiency exam prepared by the department. The exam
was similar to the initial placement test (an essay),
and it was graded by the instructor and one other faculty
member. In order to pass the course, the student had
to receive a passing grade from both., Those who failed
were reguired to repeat the course. Those who passed
went into the regular freshman composition course. In
some cases, students who showed a great deal of progress
by mid-term could take an exam which would exempt them
from the regular English course. Those who passed auto-

matically received credit for that course.

During the Spring of 1973 there were 48 sections
comprised of 15 students. In previous terms the maximum

class size was 25.

314



All full-time faculty members were required to teach
either the remedial or regular freshman composition course.
Some instructors on staff for several years preferred not
to teach the remedial course. However, all newcomers were
required to do so. In addition, the department hired part-

time faculty to teach the remedial sections.

2. Mathematics

The Math department. offered two remedial non-credit
courses which met for 5 hours. This was true all three
years. In 1972 a special math course was developed for
nursing students and given by the nursing department.

The two math courses were not considered sequential.

The first course consisted of arithmetic operations
on fractions and decimals, topics in elementary algebra
iﬁcludiﬁg solving equations, signed numbers, the linear
function, sets of linear equations, and topics in plane
geometry including congruence, similarity, parallelism,
and classification and properties of polygons. The second
course consisted of topics in intermediate algebra in-
cluding complex numbers, linear and quadratic equations,
inequalities and logarithms. There were also topics in

trigonmetry.
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Faculty in both courses used a standard textbook
and followed similar course outlines.

Beginning in 1972 the department began to experiment
with a modular system. Some sections of the first course
utilized the modular approach and the semester's work was
divided into four segments of three and one-half weeks

each.

The math department set up a Math Lab in 1970. Atten-
dance was voluntary. Each time students came they filled
out an attendance form which was also signed by the tutor.

students were encouraged to see the same tutor throughout

m

the term. Often, students would go to the lab to do home-
work. There were also resource materials available such

as cassettes and audio-visual materials. The lab was staffed
by 3 full-time instructors, graduate students. and student
tutors. During 1972 it was open on a daily basis, plus two

evenings.

Tn order to evaluate student progress instructors
made up their own final exam. Generally, students were
frequently informed of their progress throughout the

semester. For example, one instructor collected home-

316




work daily. While there was no uniform teaching approach,
the emphasis in all sections was on class participation.
The final grade depended on performance on the final exam.
In the modular sections, the student had to pass an exam

to complete the module.

students who failed the lower course were required to
repeat it. The upper course was only required of those in
certain curricular areas, such as electrical technology,
medical lab technologv, and the like. Students placed in
remediation were not allowed to register for any regular

math course unless they had passed the remedial course.

At the first meeting of evary math class stulents
were asked to f£fill out a form entering all information
describing their math record at the college as well as
their high school. This was done in order to assure that

students had been properly placed.

During the fail of 1972 there were 22 sections of
the first course and 16 sections of the second course.

Each section consisted of approximately 25 students.
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All faculty members taught the remedial as well as
advanced sections. In 1972 there were 30 full=time staff

members in the department.

3. Reading and Study Skills

The reading and study skill course was offered by
the Department of Special Educational Services and de-
signed to assist students in the following areas: reading,
study skills and textbook techniques. Emphasis was placed

on vocabulary building and comprehension.

In the fall of 1972 students were assigned tc sections
depending on their reading test score. Those who received
a raw score of 39 or below (roughly 8.9 grade level equiva-
lent) were placed in the lower sections, while all others
were assigned to more advanced sections. The emphasis in
the lower sections was on basic rudimentary skills (such
as phonetics and sentence structure) and pre-college level
reading material was used for instructional purposes. Em~
phasis in the upper sections was on advanced reading and

study skills, and college-level material was used.
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There was no uniform teaching approach and faculty were
encouraged "to do their own thing." However, the emphasis
was on an individualized approach paced to student learning.
Often, instructors would utilize group techniques and classes

would be broken ¢own into small groups.

The department set up a Reading Workshop in the fall of
1971. Student tutors were assigned to the workshop and atten-
dance was on a voluntary basis. There were also rescurce ma-

terials (such as tapes) available. Mcreover, in the spring

of 1973 some instructors requested assignment of a tutor to

their classroom.

In order to evaluate a student's progress, the Nelson-
Denny was readministered at the end of the term. In addition,
the faculty made up a Mastery test consisting of college-level
material. Students who failed the Mastery test but passed
the Nelson-Denny (raw score of 60 or above) could still pass
the course with a C grade. Some students who failed both
tests eould still have passed, if, in the instructor's Jjudg-
meat, this was appropriate. If a student failed he was re-

guired to repeat it.
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The course carried no credit and met for 3 hours. This

was true for all three years.
During the fall of 1971 the average class size was 20,
However, in 1972 it was reduced to 15. There were approxi-

mately 70 sections in the fall of 1972.

The department had 10 full-time faculty members and

10 part-time adjuncts in the fall of 1972.

4. English as a Second Language

In 1972 the Department of Special Educational Services
offered an ESL course for students whose native language
was not English. The course met for 4 hours (2 class and

2 lab hours) and carried 3 credits.

students were assigned to sections depending on their
scores on the placement test. Those with scores below 70%
were placed in the lower level sections while those who

scored between 71%-85% were placed in the higher sections.
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The emphasis of the course was on development of English

iyl

¥

language skills. tress was placed on grammatical structures,
pronunciation, conversation, reading for comprehension and

interpretation, dictation and composition.

T the fall of 1972 there were approximately 150 stu-

dents enrolled in 10 sections.

i

G

Tutoring

The Department of Special Educational Services set up
a tutoring program during the first year. It was reported
that this program was not well organized. However, in the
second year a federal grant was received for the purgnse
of developing a tutorial structure. With thase funds tutors
were hired by the department, although recommendations were
often made by chairmen from the academic departments. Tu-
tors were either students at the college or came from other
schools. The tutorial service provided tutors in any content
area. If none were available in a particular area, the service
would ask the academic department to recommend someone.
Generally, students would coeme on their own to the tutorial
service. Moreover, tutors were assigned to the workshop

programs.
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By the end of the second year there were approximately
306 tutors, who served more than 1,000 students in nearly
all subject areas. While the Department of Special Educa-
tional Services was largely responsible for coordination
of the tutorial program, where funds were available, each

academic department could hire its own tutors.

Self-Assessment of Remediation

During the first three years of open admissions this
college had not instituted college-wide research procedures
to assess the impact of remediation on various student out-
comes. However, the college set up a Task Force on Remedia-
tion. At the end of the second year, it offered a series
of recommendations on the overall remedial effort made by
the college. One recommendation was that the college should

more systematically 2valuate its programs.

At least one department offering remediation began to
assess its program in 1971. The Reading and Study Skills
program mounted a study to investigate various relationships
between grades in the reading course and subsequent achieve-

ment in the regular English composition and history courses.
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ositive relationship be-

L

light
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The study indicated only &

tween the final grade in the reading course and the final
grade in the English course. About three-fourths of the

students who passed the reading course with at least a grade

et

of "C", azlso earned at least a C in the English course.
There was also a positive relationship between grades in

the reading course and grades in the History course. How-
ever, the proportion of students obtaining at least a C in
the latter was rather low. Inasmuch as no control group was
used, it is difficult to interpret these observed relation-

ships as an effect of the reading course experience.

According to the Chairman of the Department of Special
Educational Services a new evaluation was planned for Fall

1973.

While no statistical data were available, several
faculty members in the English department felt that the
remedial program was not working as well as they had ori-
ginally hoped. Many students did poorly in the regular
freshman composition course. Faculty expressed thé feeling
that it was harder to recognize weaknesses in English and

the teacher was often blamed if there was no improvement.

o)
o
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At the same iime, many faculty members overemphasized

grammar. Those interviewad felt that it was necessary for
instructors to become more innovative and creative in their

approach to teaching the remedial sections. Furthermore,

tain high academic standards, on the one hand, and subtle
pressures on the other to lower standards rather than have

too many failures.

Several changes were being planned for the fourth year.
In addition to reducing class size (from 25 to 15), sections
would be stratified according to skill level. Furthermore,

greater emphasis would be placed on lab work.

According to the Acting Chairman of the Math Department,
there was some pressure by the administration to give credit
for the two remedial courses. He felt that more time with
students was needed and hoped that the number of contact
hours would be increased. Plans for the fourth year were

for more modular sections.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

adnministrative Locus of Counseling

The Department of Student Personnel was responsible

U\

for counseling at this college. This office was admini-

stered by the Dean of Students since 1970.

Types of Counseling

The fundamental responsibility of the counseling
office was to provide academic advisement. However,
all types of counseling services were offered. Prior
to open admissions academic counseling was provided
by faculty advisors and counselors were primarily re-

sponsible for psychological counseling.

The Cgpnse;ingfﬁivispgréfiZabg:

The counselors at this college were generalists,
although each had interests and training in specific
areas. In 1970 there was some division of labor (se-
parate financial aid counselors) , but in subseguent

years all counselors began to assume general counseling




responsibilities. Thus, the counseling office shifted

toward the more general model over the three year period.

stvles of Counseling

1. Medical versus Outreach. The counseling orien-=

tation at this college resembled what has been described,
as the "outreach" model, That is, counselors were ex-
pected to periodically contact students by letter and
telephone in order to discuss possible problems and get
some idea of their academic progress as well as social

adjustment. This approach was adopted all three years.

In effect, a student’s first contact with a member
of the counseling staff came during the initial program
planning process and was maintained throughout the col-
lege career (although not necessarily with the same

counselor) .

2. Mandatory versus Valugtary,,C@ugselg;fStudggt

;nte:actiqg. During the first year of open admissions

incoming students were expected to see a counselor four

times during the first semester. Those who did not come
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in were contacted by their counselor. During the second
yvear students were assigned to group sessions. However,

was on a voluntary basis. By the third year,

i
it
it
[
£
1]
-3
[P
!

i

freshmen were required to attend these sessions. Thus,

3

ver the three vear period contact between the counselor

il
[}

C

and student became more routinized and had a mandatory
aspect, although there were no sanctions if the student

did not comply.

While counselor approval was necessary for second
semester registration, in some cases students were able

to get by with only the approval of a faculty member .

3. Dyadic versus Group Counseling. During the

first year of open admissions the main thrust of the
counseling office was on one-to-one counseling. How-

ever, because of the large increase in students, a new

-

program was instituted beginning in 1971.

6 week orientation and counseling group. These groups
were organized by curriculum and met for one hour weekly.
Each group was made up of 20-25 students. No credit was

given. The primary aim was to orient students to college
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life. The major theme was oOn academic survival. The

sessions covered a broad range of topics. These included

the following: general introduction and overview of the
college; curriculum requirements and their relationship
to carcer coals; student activities -- its phiiosophy

and implications for students; academic rules and regu-

1z rocedu and an open discussion

m

istratio

W
i

tion

M
‘ ﬂ
’U

designed to explore and stimulate personal potentials
In 1972 the only change that occurred was that alil fresh-

men were reguired to enroll.

A group approach was selected not only because cf the
large number of students, but also because it was considered
a good vehicle for involving students with other students
and with the college. It was felt that sharing gquestions
and answers and "exploring" the institution together lessened
the students sense of insecurity, and aided in freeing them

for more productive study.

After completion of the group gsessions counselors were
available to those students who wanted to continue seeing
them. At the same time counselors were expected to indi-
vidually contact freshman students. The counselor assigned
to the groups continued as the pers@nal‘and academic counse-

lor for students in that group.
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4. Therapeutic versus Socialization Goals. The pri-

mary goal of the counseling service at this college was to

orient students to college life tc help them survive.

While academic advising was the fundamental responsi-
bility, counselors did branch out into other areas. The
college setup counselor teams (such as psychological
services, vacgti@nalt etc.) and students with problems in
those areas were referred to the team. Each team was made
up of about 6 counselors, who were assigned according to
their specific cu::icular interests and expertise. Coun-

This approach was followed since 1970.

5. Peer Counseling. According to one administrator,

peer counseling did not work on the community college level

and had not been used.

Caseload Definition

The counselors' caseload at this college was assigned
by curriculum and students and counselors were matched

randomly.
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Generally, each counselor .as assigned 120 incoming
students. However, the actual caseload was much higher
since they were responsible for the same students in their
second year as well. 1In effect, the "real" student-counselor
ratio was about 250-300:1. The counseling service was
utilized by 75-80% of the students. It was réportéd that
second year students used counselors more than first year

students.

Each counselor kept a record of any a§paintmént made
with a student. This procedure was known as the Counselor
Cumulative Data Report. 1In this report, counselors noted
the reason for the appointment and the nature of the pro-

blem.

students were assigned to a counselor at the beginning
of thé term and were able to change counselors if they
wished. One administrator felt that students did not
really care about the sex, race, and ethnic origin of

their counselor.

Although the students' first contact with a counselor
came during the initial program planning process, this
counselor was not necessarily the same one to whom he

was later assigned.

330




-313-

Counselor-Faculty Relationships

The faculty at this college did not refer students
to the counseling office. This was attributed to the

basically "conservative" nature of faculty members.

One member of the counseling staff sat on the Com-
mittee on Academic Standing and made contact with those
students who lost their matriculation or were being
considered for academic dismissal. Students had the
right to appeal their case. 1In addition, interviews
were scheduled to plan possible alternatives. The
college was linked with the New York State Employment
Service. In this way, "exit" counseling was another

service provided by the counseling office.

Background and Evaluation of Counselors

Prior to open admissions the counseling service
was made up of a small group of psychological counse-
lors, who were not responsible for academic advising.
In 1970 the counseling service received several new
lines and hired individuals from a variety of back-
grounds. These included social workers, guidance and

vocational counselors, and those with training in stu-
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dent personnel. All those hired had at least a Master's
degree. Such factors as race and sex were also taken
into consideration. Counselors occupied faculty lines

and rank depended on background.

Initially, many old counselors were reluctant to
become academic advisors. However, they eventually
moved into the mainstream and assumed general counseling

responsibilities.

In 1970 there were approximately 18 counselors. How-
ever, this number doubled in 1971. Additional lines were
created in 1972.

Counselors were evaluated by their supervisors through
two yearly observations. In addition, student data on

counselor effectiveness was also used.

This college had not yet instituted research procedures

to assess the impact of counseling services on various student

outcomes. One administrator felt that the group sessions
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made students more aware of the counseling service and
response to the program seemed positive. Initially, many

students were reluctant to utilize the counseling service.,
GRADING SYSTEM AND RETENTION STANDARDS

The basic A - F grading system was used at this college.
Tn non-credit remedial courses, a grade of R (repeat) could
be given. The college had a liberal policy (beginning in
fall, 1971) regarding withdrawal from courses. Students
could withdraw without penalty anytime through the 12th

week of a semester.

Students were not dismissed from college until after
they had attempted 23.5 credits. Students who earned a
grade point average of less than 1.50 after attempting 11.5
credits could, however, be placed on a limited program
(e.g., reduced credit load and/or debarrment from certain
courses). Limited programs could be assigned also to
students whose averages were less than 1.67 after attempt-
ing 12 to 23.5 credits. After this point students could
lJose matriculated status if minimum averages were not
maintained. The minimum averages were as follows: Be-
tween 24 and 37.5 credits, l554 between 38 and 51.5
credits, 1.74; between 52 and 63.5 credits, 1.87; after

64 credits, 1.95.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Background

This college was originated to serve the needs of a highly
disadvantaged minority group population in the surrounding com-
munity. This population consisted predominantly of Hispanic and
Black students of low socio-economic status. The college began
with an innovative educational philosophy and structure. This

will be described in a subsequent section.

The first two years of the college's existence were marked
by turbulent political conflict which resulted in heavy staff
turnover. Over this period there were three Presidents. Turn-
over was even greater in other key administrative posts. In ad-
dition many critical support facilities were either non-existent
(e.g., a functional computer operation for administrative and
instructional purposes) or seriously inadequate by almost any
criteria. However, by the third year (1972-73) administrative
stability and implementation of the educational philosophy began

to emerge,.

Procedures

During the first two years of open admissions, students
were invited to the college for counseling and orientation.
These were held in August. Each counselor met with a small
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group of students (approximately 15) for an Ecur‘s orientation

and individual program planning. Some faculty also participated

in program planning. No formal testing procedures were conducted,

and students generally registered for courses they wanted to take.

A large group orientation wag held prior to the opening of classes.
This was primarily intended to introduce students to various members of
the administration, who provided them with a description of serv-

ices available and a further explanation of the college's ap-

proach to learning. 1In 1970, approximately ninety percent of

the freshmen attended.

Beginning in 1972 the college set-up formal testing pro-
cedures. Each department was made responsible for formulating

testing and guidelines procedures.

All incoming students took the California Achievement Test
(CAT). Those who indicated on a written questionnaire that their
language background was other than Engiish took the Comprehensive
English Language Test (CELT). Students who were reading below the
10th grade reading level (based on CAT) were placed in the newly
developed compensatory progranm called LIBRA. In addition, a writing
sample was administered. Students chose from one of five composition
topics. A student who had a borderline reading score (9th grade
reading level) but demonstrated competency in writing was exempt from
LIBRA. Those unable to write coherently, regardless of reading score,

were placed in the LIBRA program. In general, there was a high
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correlation between reading level and writing competency. Al-
though LIBRA placement was mandatory, we were informed that it
was possible for students to slip by and register for the reg-
ular English course. Students in LIBRA were allowed to take no

more than one of the regular academic offerings.

The Mathematics department constructed a placement test

which relied heavily on material contained in the Arithmetic

skills Kit produced by Science Research Associates. Students

were tested in areas such as fractions, whole numbers, decimals,
. percents, and proportions. If a student passed two of three prob-
lems in each area, it was decided that no remediation was necessary.
However, each academic department was allowed to review the test
results in order to determine whether or not students entering a
particular career area were in need of remediation. According to
the Chairman of the Math department, this was done very haphazardly.
Depending on curricular interest, a student needing remediation was
placed in one of three seguences. This included a remedial sequence
for nursing, one for science, and one for liberal arts students.
only nursing and science students were required to take the course.
In fact, those in liberal arts were not required to take the place-
ment test and would be advised to register by a member of the math
faculty, if necessary (There was a Math requirement for graduation,
and Liberal Arts students in regular math courses who seemed un-

prepared, could be advised to take the compensatory work) .
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SUPPORT SERVICES, I: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

This college was committed to carrying out its educational
objectives through a "systems approach" which had as its basic
premise the assumption that almost every student could master a
given area of knowledge and/or skills provided that there was flex-
ibility in time and methods. This approach required that all tasks
be analyzed and explicity defined as a series of per formance-oriented
statements, called performance objectives. Related performance ob-
jectives were grouped together into small units of instruction called
milestones. Groups of related milestones constituted Modules, the
unit of instruction for which students registered and received credit.
In short, semester or semester-length courses did not exist and it
was expected that the average student would complete a module in

6 or 7 weeks. The normal college semester consisted of two "ecycles."

This college initially rejected the concept of remediation.

it until he had demonstrated mastery over it; then he moved on to
milestone 2, and so on. Every module in every program had basic
introductory milestones which superceded remediation (and removed

the stigma of being labelled deficient). Learners worked at

their own pace and were not affected by the progress of others.

An important aspect of the systems approach was the in-

tention to develop alternate models of instruction. Some of
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the approaches included work experience, programmed instruc-
tion, films, audio tapes, television, and computer-assisted
instruction. 1In addition, tutorials, seminars and lectures

were used.

The procedure for the evaluation of a student's achievement
was another aspect of the systems approach. A performance level
was established for a series of objectives and a student was re-
guired to deménstzate mastery cver each objective. Students were
1imits) until the desired level of performance was achieved. Tra-
ditional grades were not used. A student received credit whenever

he demonstrated that he had achieved the objectives of a module.

As noted earlier,:during the first year of open admissions
the college was plagued by political conflicts, administrative
turnover, and very serious inadequacies of physical and related
facilities. 1In 1971 a new President was appointed, and the sec-
ond year was devoted to developing a more orderly environment so
that the educational mission of the college could be implemented.
While the modular approach remained the central educational fea;
ture, the third year did see the implementation of a more explicit

remedial effort.

Ce@tral;zadAvergusﬁpecent;glizgd Compensatory Structure

The primary remedial effort beginning in 1972 was the so-
called LIBRA program which was administered by the English De-
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partment. Other departments contributed personnel and content

for the program. Mathematics remediation was, from the outset,
under the aegis of the Mathematics department. Thus, all com-
munication skills were centralized under LIBRA, while guantita-

tive skills remained separate. Compared with other colleges the
effort at this college approximated the centralized model (in 1972),
but not to the same degree as at certain other campuses (notably,

New York City Community College).

1. LIBRA Program. The primary purpose of the program was

to provide students with the reading and writing skills which would
enable them to succeed in regular college courses and in later life.

The program was two cycles (one semester) in duration.

Emphasis was placed on communication of various kinds--
reading, writing, speaking, listening--within the context of
subject matter related to the health sciences and the liberal
arts. Content modules were selected from a variety of academic
disciplines and taught by faculty from the academic departments.
Modules from these departments generated topics for compositions
and reading assignments. The English instructor attended all
classes of the content teacher in order to gather material for
use in the English class. The student received three credits for

the successful completion of the content module.
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The core English component CQnEiSEEd of a five hour course
which carried 3 credits. Students worked intensively on the struc-
ture of language (grammar, spelling, punctuation, sentence construc-
tion): the organization, logic, and rhetoric of composition and
speech; reading comprehension; vocabulary; note~taking; effective

listening.

Although no tutoring was offered, students attended a two
hour English workshop which was staffed by faculty. Individual
assistance in addition to programmed materials were available.
Frequent individual conferences were held in order to discuss the

papers a student wrote for English and the core academic subject.

The reading component consisted of a three hour course which
carried three credits. The reading program was not clearly de-
fined or organized. Instructors developed their own course out-

lines.

Upon completion of the program, each student was given an
alternate form of the CAT and had to demonstrate the ability to
write a composition relatively free of grammatical errors. Spe-~
cifically, students were required to write a three hundred word
composition with not more than one gross error in certain areas
(such as punctuation, spelling, subject-verb agreement). Several
instructors read the composition to ensure objective evaluaticn.

students were expected to be reading at or above the 9.5 grade
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reading level in order to pass. (We note here an apparent in-
consistency: Less than a 10th grade reading level was d%finéé

as the criterion for placement in remedial reading. However,

a grade level egquivalent of 9.5 or above was defined as a cri-
terion for exit. Apparently, the distribution of scores on the
placement test was so low that the 9.5 exit criterion actually
represented a substantial gain for most students). It was re-
ported that of 92 students enrolled during the Fall term, 53 met

the stated objectives by the end of the term.

There were five full-time English teachers invelved in the
LIBRA program during the fall term. They also taught advanced
courses. Four full-time faculty members were involved in the

reading program.

Although there were no formal evaluation data available,
the Director of the LIBRA program felt that students were very
enthusiastic. Many had made impressive gains. Some students
had improved their reading level by two and one-half years, and
some had improved their writing skills considerably. That is,
they were now able to write a fairly coherent composition.
Future plans included increasing the number of LIBRA sections,

and increasing reading hours.

2. Englishggs a_Second Language. An ESL program began to

develop in 1972, although it did not become fully operational un-
til the 1973-74 academic year. The aim of the college was to pro-
vide instruction in Spanish to students for whom this was the pri-
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mary language. ilowever, at the same time, these students were to
receive intensive instruction in English. In this way the student
would be able to earn credit for regular college courses, while
being prepared to work in the "dominant" language. At the outset
there was significant resistance to this bilingual approach on the
part of some students and faculty. The feeling was that since
Puerto Rican students were citizens, to force them to master English
was a form of coercion and discrimination. By 1972 this resistanée
began to fade, and there were special sections of ESL, depending

on the student's initial degree of fluency in English.

3. Mathematics. During the first year of operation, the

E

Math department set up a module in basic math especially designed

for nursing students. In the second year, an additional module in
basic math for technical students was introduced. Both courses met
for three hours and carried one credit. Beginning in the fall 1972
semester the department set up separate two module sequences for stu-

dents entering the nursing, science, and the liberal arts disciplines.

For students who needed to improve their skills in order to
take courses in nursing, the first module consisted of the following

milestones:

1. basic arithmetic skills; 2. metric system and
apothecary system of measurement; 3. application
of basic skills to nursing; 4. review material covered

in the previous milestones.
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The second module incorporated topics covered in the first
module and extended their application to nursing situations. It
was felt that many nursing students needed a more intensive review

of basic skills and this could only be done with the addition of a

second module.

Those students planning a career in the scientific-technical
areas were required to take a two module sequence which incorporated

the fellowing milestones:

1. Measurement

2. Decimals

3. Basic Operations Using Decimals
4, Percents

5. Metric System

6. Variation

7. Similar Triangles

8. Angles of Triangles

9. Trigonometric Functions
10. Law cf Exponents

11. Logarithms

12. Using Logarithms

13. Graphs

The two module sequence for liberal arts students covered
topics in algebra and trigonometry. These modules were not re-

quired and were designed for students needing additional help.
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The department set up a Math Lab in 1972 which was staffed
by tutors from the college. students would go to the lab on
their own. There were about ten tutors who spent an average of

ten to fifteen hours weekly in the lab. Sometimes, tuteors would

sit in on math classes. NoO hardware was available in the lab.

A student was tested after every milestone and was recguired
to pass 80% of the test items. TIf he successfully passed all the
milestones in the module, he would pass the course. Otherwise,
he would repeat the milestone and take a retest. No final exams
were administered. All the sequences met for three hours and

carried one credit.

There were three or four full-time faculty teaching the

remedial sections. They also taught the advanced courses.

Although there were no formal data, the Chairman of the
department felt that many of the students were doing well. How-
ever, the self-paced approach tended to create logistical prob-
lems. Within a module different students would be working on
different milestones, and this created problems for the teachers
in terms of class activities. As a result students would some-
times be working cn later milestones pefore they had passed earlier

ones.

340



SUPPORT SERVICES, II: COUNSELING

Administrative Locus of Counseling

The counseling office was located within the Division of

Student Services. This was true all three years.

Types of Counseling

The counseling office provided all types of counseling

services.

Division of Labor

7 During the first two years counselors were considered
generalists. With the exception of financial aid, they handled
all types of problems. 1In 1972 the counseling office became
more specialized. That is, special units or teams were created
and assigned to academic departments to provide placement, trans-=
fer, and psychological counseling. All other counselors con-

tinued to provide academic and general counseling.

styles of Counseling

1. Medical versus Qutreach. The counseling office re-
sembled the outreach model. That is, counselors vere expected
to initiate and maintain an @nécing relationship with students
through individual and group ccunééling sessions. This was par-
ticularly true during the first two years. Students saw coun-
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or academic-related .roblems. However, fre-

Iy

selors primarily
quentlyv underlying these were problems of a personal nature, re-

lating to family relationships and marital problems.

2 student who planned to withdraw formally from college was

ed to see a counselor. These sessions were a means to plan

wn
u

SUppo
alterratives, such as job placement and financial aid. However,
while counselors made an effort to keep track of students, often
they simply disappeared. students in academic trouble were also
supposed to see a counselor. students were placed on probation
beginning the second year. However, the college had not yet dis-—

missed a student for academic reasons.

Beginning in the third year, the counselors received some
faculty referrals, primarily relating to students' academic per-

formance.

2. Mandatory versus Voluntary ;;ugent=Cagnsgl;r Interaction.

students were required to attend weekly group sessions which were
offered the first two years. In the third year counseling was
not mandatory, but there were numerous situations in which stu-

dents and counselors routinely came into contact.

3. Dyadic VEESFS,GfGQEiQBEnSELLﬂEe During the first two

years the counseling office provided group counseling sessions

which met on a weekly basis. In the first year groups met once
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a week for two modules, while in the second year they met three
+imes weekly for one module. Students received one credit, and

as stated previocusly, attendance was mandatory. Sessions were

the counseling staff. Each counselor was re-

led bv members o

rh

sponsible for five groups with an average of twenty students per
group. These sessions focussed on an orientation to the aims of
the college, as well as skill training for solving problems in
human relations. This program was discontinued in the third
year. Complementing the group counseling program was individual

counseling.

4. Therapeutic versus Socialization Goals. The primary

obijective of the counseling service was to help students succeed
in college. The aim was to monitor student progress and, if
required, to intervene and increase the liklihood of academic

survival. However, over the first two years it is doubtful that

this was done effectively.

5. Peer Counseling. 1In 1972 the counseling office trained

a group of second year students to act as peer counselors. These
students were paid. At the same time, a student generated informal
peer counseling group was formed. This unit was referred to as

the "ramily" and a counselor acted as an advisor. If necessary,

students seen by this peer unit were referred to a counselor.
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Caseload Definition

During the first two years each counselor was randomly as-

rt

sigrned to a specific number of students. These assignments were
~ade at the beginning of the fall semester. The counselor-student
ratio was about 1:100 and the main thrust of the counseling ser-
vice was ¢n servicing the needs of incoming freshmen. Students
generally saw the same counselor throughout the college career.

Beginning in the 3rd year, counselors were no longer as-

4 b d

A

signed caseloads. Instead, each counselor was assigned to an
academic department. Asgsignment to a department depended on
counselor interest. In this way counselors had the opportunity
co meet with faculty from the department and acquaint themselves
with the curriculum. Often, they would sit in on classes. Thus,
counselors became responsible for servicing the needs of students

within each academic discipline.

Although counselors were supposed to keep records on the
nature and number of contacts made with students, this was done
with varying degrees of success. Responsibility for reporting

rested with each counselor.
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Counselor-raculty Relationship

During the first two year

L]

counselors were often seen by
faculty as "troublemakers." That is, they were considered too
politically oriented and closely allied with student interests

in opposition to faculty. However, this image changed somewhat
during the third year. Since counselors were assigned to academic

egarded as less threatening and som
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A member of the counseling staff set on the Committee on

Academic Standing.

Background and Evaluation

Initially, the counseling office hired counselors with a
Bachelor's degree. However, by the third year a Master's degree
was required. Most counselors came from minority groups. The
director was primarily interested in hiring individuals with an

urban school and college background.

Tn 1970 there were eight counselors. By the third year

there were eleven. All occupied faculty lines.

The counseling staff met with the director on a bi-weekly
basiz. In addition, there were weekly staff meetings and an
in-service training program. The director evaluated the records
and weekly logs kept by each counselor.
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celf-assessment of Counseling Effectiveness

Although there were no formal data available, the director
felt that the counseling service had been beneficial. Since most
students were the first to attend college from their families,

they needed support from the staff.

rccording to the director, changes which would strengthen
the program included the following: specific caseloads; improved
record-keeping; more emphasis on career planning in an orientation

course; scheduled appointments; counseling for graduating students.

GRADING SYSTEM AND RETENTION STANDARDS
This college did not use the traditional A - F grading
system. Indeed, no grades of any kind were used. When a
student completed the requirements of a course, he or she
simply received the number of cresits which it carried. No

failing grades were given.

However, there were standards defining the rate at
which students should accumulate credits. These standards
specified both the number of credits which students should
attempt, as well as the number which should have been

ecarned over various time periods. Students were expected

]
£y
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to nave earned at least 30 credits by the end of the third
cemester of matriculation. Students who fell behind the

credit completion regquirements were subject to probation.

[

£, during the probationary period, no evidence of progress

W

U

s exhibited, the student was then subject to suspension.
However, in no case was a student to be suspended before

the end of his third semester.

While the programs of the college were designed to be

completed over a two year peried, the progress regulations

allowed a student to take up to three years of full-time

study to complete an assoclate degree program.

W\
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CHAPTER 13

KINGSBOROUGH COMMUNITY COLLEGE
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EVALUATICN OF STUDENTS AND PROGRAM PLANNING

This college held no pre-registration or orientation

activities during the summer of 1970. Incoming freshmen
were registered just prior to the opening of classes and
were assisted by counselors from the Department of Student

Services,.

The college only offered remedial work in mathematics.

lacement in the three math remedial courses was based lely

o
L
o]

on high school preparation and was mandatory, since students
were required to take one regular mathematics course to ful -

fill graduation requirements.

Fall 1971
For the second open admissions clzss there were several

changes in the program planning and placement process.

ITncoming freshmen were tested in April and returned to
the college in May for pre-registration and orientation.
Testing was supervised by the Dean of Instructional Services.
The Open Admissions Reading and Math tests were administered.
The pre-registration and orientation sessions were run by the
Office of Dean of Students. After opening orientation speeches,
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students broke up intoc small groups. Students 1in career
curricula met with faculty from the departments, while those in
liberal arts met with faculty representatives from various
acadermic disciplines. Members of the counseling staff sat in
on these group sessions and preliminary programs were made up
for cach student. Registration for classes took place in
September. Most students were able to register in the courses

for which they nhad been programmed,

This year the college offered a remedial course in English.
Placement was restricted to those in the bottom reading group.
That is, students with scores of 27 or below (less than 9th grade
level) on the Open Admissions Reading Test were required to
register. Guidelines for placement in English were determined

by faculty and the Dean of Instructional Services.

Placement in math was strongly recommended to those
students who scored below 17 on the Open Admissions Math test,
or who scored above +his but had a weak high school math back-
ground. Since the college abolished the math requirement,
placemant was no longer mandatory. Math guidelines were solely

determinad by the Instructional Services office.

355
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open admissions class.

Placement in the English remedial course was determined
by scores on a reading test devised by the English department.
The test consisted of 40 questions dealing with main ideas and
inferences whizh came from freshman textbooks used by the
college. It was considered a more appropriate measure of read-
ing abilitv than the Cpen Admissicns Reading test. After
undergoing several revisions the English department felt that
it would be an adequate substitute for the Open Admissions test.

it was used for placement in 1972. Placement was mandatory.

The Department of Biological Sciences developed a prepara-
tory biology course and students in a science curriculum who
scored poorly on the Open Admissions Math test were required to
register. While cut~off points for placement were determined
by the Dean of Instructional Services, students initially placed
in a higher level biclogy course were also advised to register

by faculty, 1f necessary.

In addition to the reading comprehension test and math test,
the college administered the Differential Aptitude Test to all
incoming freshman. During the pre-registration and orientation
phase, students who scored poorly on these tests were advised not
to take courses demanding a great deal of work, and they were

placed on reduced course loads.
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SUPPORT SERVICES, 1: STRUCTURE OF REMEDIAL-COMPENSATORY WORK.

Cg@tralizedﬁvgrsugﬁﬁe:gntral;zaé Compensatory Structure

The remedial - compensatory program at this college was
decentralized. That is, each academic department was responsible

for providing remediation. This was true for all three years.

Areas of Cgmﬁensgtcry_W@fk

1. English
Beginning in the fall of 1971, the English department

introduced what could be described as a cc.pact package progranm

meeting 6 hours per week, offering 6 credits for classroom atten-

dance. 1In effect, the remedial course (worth 2 credits) was
taken in cor.junction with the regular freshman English course

(worth 4 credits).

The major aim of the remedial ccurse was to help students
improve their ability to read, study, and retain printed material
with greater efficiency. Faculty were encouraged to produce their
own materials, and a standard syllabus was not used. However, all
faculty wé:é given a handbook prepared by members of the department.

This handbook described reading objectives.

Ir. an attempt to link reading with a content area, limited
2 1iring of classes started in 1971 and expanded to all remedial
sections in 1972. That is, each remedial section was linked to
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a particular course (such as sociology, psy:h@lﬁﬁy, biology,
business awninistration). In effact, this enabled English

faculty to utilize materials from the academic subject area.

In order for the counseling staff to maintain closer ties
with students who had reading problems, counse lors were assigned
to each remedial section, ensuring more frequent contact with
both students and faculty. Moreover, tutors were assigneéit@
remedial sections and were able to work closely with faculty

and groups of students.

Tn addition to classroom tutors, those students in remedial
sections needing additional help were advised to attend the
English Workshop. Prior to 1972 the English Workshop was loosely
structured. However, two directors were hired in the fall and
80-90 tutors were involved in the program during the third year.
The tutors included graduate and undergraduate students. Stu-
dents were referred by faculty to the Workshop for 3 hours of
tutoring per week. Students in regular English classes and
other academic areas could also be referred. The Workshop used

one-to-one and group tutoring. Little "hardware" was used.

At the end of the semester faculty readministered the same
test that was given in the fall and, in addition, the SRA test

was administered to all classes. In order to receive a passing
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grade, students were expected to be reading at the 10th grade
level as determined by these tests. Students received a
separate grade for work completed in the remedial and regular
freshman English course. In effect, a student could receive
a passing grade in the remedial course, while failing the
regular course. Thus, depending on their progress, students
receive anywhere from 2-6 credits. If necessary, they were
required to repeat the course. Grading in English was based

on a pass/fail decision.

All full-time faculty members were expected to teach two
remedial sections, as it was considered a desirable teaching
experience. Ii addition, the department ran an intern progranm,
and those involved iaught part-time and also worked in the
tnglish Workshop. The interns were doctoral candidates in

English. This program began in 1971.

Math

During the first two years of open admissions the math
department offered remedial courses in elementary algebra,
plane geometry and 1llth year mathematics. In the 3rd year
two additional courses were offered. These included an in-
tensive math review and a basic math course primarily designed

for business students.

In the first year all remedial course were taught utilizing
the traditional lecture approach. These courses paralleled the

9th, 10th and 1lith year mathematics course offered in high school.
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The elementary algebra and plane geometry course met for 3 hours,
while the eleventh year mathematics course met for 4 hours.

None carried any credit. Thus was true all three years.

Beginning in the second year an experimental program

utilizing television and other technical aids was introduced
in one section of elementary algebra. The program was expanded
to include more sections of elementary algebra the following year.
The Single Concept Intrcductory Math Project (SCIMP) was a 3eif-
paced approach utilizing several instructional modalities

ch as videotape, workshe=zt, textbook, teacher workshcp
and the student's own devices). Forx example, the videotape
utilized music, puppets, cartoons and commericals to get its
point across and could be viewed by one or more students at a
time. This tape was prepared by a member of the math faculty.
Students were expected to master 53 concepts (such as linear
equations, polynomials, factoring) and when they felt ready,
took a self-administered test. Tests on a concept included
10 items of which 8 had to be passed. When tests were passed
on all concepts, the student earned a C grade. A final ex-
amination was offered on an optional basis to give students
the opportunity to improve their grads. A student who did not
pass test on all concepts by the end of the semester received
an incomplete and was provided an opportunity to complete the
course during the next semester.
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As indicated previously, the department offered an in-
tensive math review course which met for 4 hours and carried 1
credit during the third year. This course included a compre-
hensive treatment of basic mathematics as well as an introduction
to basic algebraic manipulations. The basic math course met for
1 hour during the first 5 weeks of the semester and carried no

credit.

In 1971 the Math department set up a Math Workshop which
was available to all students. The Workshop Gés staffed by
faculty and tutors. Resources such as videotapes were available.
Tutors were either undergraduate students from the college

with strong math records, or graduate students.

Those students who successfully completed the elementary
algebra course were not required to take the other remedial
courses and went directly into one of the regular credit-bearing

math courses.

All full-time faculty members were expected to teach
remedial courses. Moreover, in 1972 bi-lingual students were
placed in separate sections. Each semester 2 sections were

set aside for these students.
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1In the fall of 1972 the biology faculty introduced a pre-=
paratory course in piology designed for students in a science

curriculum. This course met for 3 hours and carried 2 credits.

In essence, the course aimed to introduce students to basic
scientific concepts and ideas. It was felt that these concepts
would be necessary for students planning to take courses in
science, especially for those who had basic deficiencies in
reading and math, in addition to a poor high school science

background.

Generally, the class period was divided between lectures,
films, and labwork. Homework was assigned and students were ex-=
pected to write papers, go on field trips, and watch shows on
television which were of related interest. For example, many
students had not been to the aquarium, and faculty members en-
couraged such excursions. The department prepared a standard
syllabus. However, each instructor developed his own method
and approach. For example, one instructor introduced the class
to the “black box" experiment. This involved the use of an
unlabelled black box with an cbject in it and students were
expected to use a scientific approach to find out what was
contained. Each week a different topic (such as cells, tissues,
using the microscope) was covered, and a standard biology text

uszed.
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Those stucents who needed additional help were advised to
go to the tutoring service. However, one instructor felt that
many tutors were not qualified to provide such assistance. In-
structors were available during office hours to provide extra

; .
neln

i

Throughout the semester frequent quizzes, oral tests, and
exams were administered. The department also prepared a multiple-
choice final exam which was given to all classes. All these
criteria were taken into consideration by the instructor when
deciding on the final grade. A student Waslnét allowed to
register for an advanced biology course until passing the
preparatory course. According to one instructor, about one-half

of his class passed in the fall semester.

During the fall semester five full-time faculty members
taught the preparatory course. They all volunteered and were
selected on the basis of their interest. There were 5 sections

with 20 students per class.

Tutorin

The Institute of Tutorial Services was an outgrowth of
an earlier Nurse Tutoring Study (a federally funded research
program for nursing students in 5 CUNY community colleges)

which demonstrated the value of coordinated, large-scale
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tutoring services. In August, 1970 the present program began,
retaining certain elements of the Nurse Tutoring Study that

were appropriate for a college-wide service.

The primary purpose of the program was to reduce attrition

by helping weak students succeed in their course work.

Tutoring was keyed to specific courses. BY the third year
tutors provided instruction for 76 courses in 13 academic depart-
ments. All departments but English (which hired its own tutors)

utilized the tutorial service.

Originally tutoring was provided for freshmen students only.
However, by the spring, 1971 semester, the service was made
available to all students. By the third year 122 tutors were
available and approximately 700 students were tutored during

the fall semester.

Most tutors were students from the college. However, some
came from a four year college. According to the director, the
preference was to hire students from the college, as they were
familiar with the course material and instructor. Perhaps the

only exception was in math and biology, where 4 year students
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were better qualified. The tutorial service hired tutors.
However, academic departments had a veto power. In shert, the

tutorial service was responsible for the following:

1. - recruitment of tutors

2. - recruitment of students

3. - training and supervision of tutors
4. = scheduling

5. - preparation of materials

6. - evaluation

In ¢uneral, students came to the tutorial service on

their own. It was estimated that approximately 98% were
self-referrals. According to the director, students referred
by instructors or counselors seemed to attend less regularly
and dropped out more frequently than did those who applied

themselves. In short, those who came voluntarily wanted help.

Each student received 2 hours of tutoring per week in
a given subject area. Emphasis was placed on subject matter
in specific courses, and tutors worked closely with a liaison
faculty member in each department regarding the nature of
classwork and assignments. Records were kept of the ati:2ndance,

content, methods of instruction and student progress for each

session. Students who missed two sessions could be dropped.
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At the end of the semester tutors evaluated themselves, their
students, and the tutoring program. Tutors and the program
were also evaluated by the students at the end of each

semester.

Originally tutors were assigned four students per session.
However, emphasis by the end of the first year was on a one-
to-one relationship. This reduction resulted primarily from
the difficulty in scheduling homogeneous groups; i.e. getting

students with the same instructor in the same session.

A shift in emphasis occurred during the three year
period. The major concern during the first two years was on
perfecting the operation (such as selection and training of
tutors), while in the third year emphasis was on articulation
with faculty and other offices of the college. For example,
direct communication with faculty rather than through the

liaison was instituted by means of a communication form.

In order to assess the impact of tutoring on student
performance, the Office of Inéﬁitutianal Research conducted
a small study in the fall of 1971. Two groups of 22 stu-
dents who were failing at mid-term were matched on selected
characteristics (such as reading ability, and subject area).
In the group that was tutored, 50% finally passed, whereas

in the untutored group, 20% passed.
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Self-Assessment of Remediation

The Office of Institutional Research was responsible
for implementing research to assess the effectivencss o
the English and Math remedial programs. These studies were

conducted during the fall, 1971 semester.

For English the research indicated a beneficial effect
»f the program upon students in the fall of 1971. Students'
reading comprehension improved substantially, and this im=-
provement was greater fcr students in the remedial program
than those in regular freshman English (however, we note that

this could have been due to the regression effect). Also some

teachers appeared to be more effective than others.

According to the director of the Freshman English Pro-
grams, the program needed more structure, and a set of common
objectives for faculty had to be defined. Future plans

included the preparation of modular units.

The basic design of the math study was to compare the
progress of SCIMP students with that of students in other
sections of elementary algebra who were taught in a more
traditional manner. While there was some evidence to suggest
that students were receptive to the SCIMP program and found

mathematics "more palatable", the students did no better than
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those in regular sections and in some cases, substantially
worse. It was noted that the a&erage improvement in Open
Admissions Math test scores was virtually the same for SCIMP
and students in a regular section who had the same instructor.
Tt was concluded that SCIMP had reither pr.v.i. o Jisproved
itself as an effective alterpative to tTeie t.0nal classroom

instruction.

While no data were yet available for students in the
preparatory course in biology, one instructor felt that
students who passed and went into the advanced courses seemed
to be doing well. Without the preparatory course, he thought
they would probably be doing poorly. One major weakness of
the program was the inability of faculty to spend more time
in cuorriculum development. According to one insturctor, the
course was set-up in a "piece-meal” fashion. specific be-

havioral ohiectives for students were needed.
SUPPORT SFERVICES, 2: COUNSELING STRUCTURE

Administrative Locus of Counseling

The Office of Dean of Students was responsible for

counseling. This was true all three years.
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Types of Counseling

The counseling office provided all types of counseling
services. PFinancial aid counseling was part of a scparate

office.

The Q@unselingrpivisiéﬁ_gf Labor

The counselors at the college were generalists. With
the exception of financial aid, counselors were responsible

for providing all counseling services.

styles of Counseling

1. Medical vessus Outreach. During the first year of

open admissions, a so-called unit system developed by which
counselors were assigned to units and housed in various campus
buildings. Students were expected to see a counselor when
problems arose, and the contacts were therefore, mainly on a

self referral basis.

Beginning in the second year, the counseling crigntétian
resembled the outreach model. 1In effect, counselors were
supposed to see freshmen four times during the year. 1In the
fall, all imcoming students received a letter from a counselor
two *o three weeks after the semester began. The purpose of
this first contact was to bring out the fact that counseling
would be supportive, open and confidential. An attempt to

delineate the confidentiality of the relationship was made in
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an effort to change the negative image that many students had
of counzelors. It was estimated that approximately 85% of
freshmen showed up for an initial meeting The second counseling
session took place after the mid-term marking period. Faculty
members were asked to submit to the Office of the Dean of
Students the names of students who had cut 10% of their classes
or who were in academic difficulty. In this way counselors
were made aware of those students in academic trouble. A third
counseling session took place at the end of the first semester
in order to plan the second semester program. The final
counseling session took place at the end of the academic year.
Letters were mailed to students advising them to see their

counselor prior to each session.

Counselors received a printout of names of those students
in academic trouble (on probation or facing loss of matriculation).
These students were contacted by the counselor. Horeover, sé;ﬂ
dents who wanted to withdraw from school were required to get

their counselor's signature. In effect, the staff was able to

"track wmnst students.

2. Mandatory versus Vglunt§:y”Cqunse;grfstuéegt”;nte;asﬁign

While counselors were reguired to contact students four
times during the year, the only mandatory visit was for second
semester registration. Students who did not see their coun-
selor got lower priority in terms of getting placed in

over-subscribed courses.
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3. Dyacic ver

The main thrust of the counseling service was on onc-to-

one counseling. here was no formalized group counseling prograr.

ilowever, counselors assigned to remedial English sections

provided group counseling in these section

LA

4 Therapeutic versus Socialization Goals

The primary goal cf the counseiing service was to provide
academic and career counselinag. Students in need of _sv-holog-
ical help were referred to someone on the staff with ¢ 'nical
training or to an outside agency. According to one administra-
tor, the counseling staff did n@tﬂattempt to provide in=depth

psychotherapy.

5. Peer Counsel.ng

In 1971 the college set-up a peer-leader program in which
students were trained to assist at pre-registration and orien-
tation sessions, as well as during registrati . Moreover, some
students were involved in counseling through the student acti-
ties office. The counseling staff was solely responsible for

providing such services as abortion and drug counseling.
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Beginning in 1571 the counseling staff was crganized

ir+o what was defined as the covnselor cluster. The cluster

consisted of a cluster leader (senior counselor), twc coun-

selors and a secretary. Ootudents were assigned to a counsel

in one of two ways. The first basis for assignment was by

curriculum. That is, secretarial students were all assigned

to the same counselor. The other method involved students placed

in the remedial English sections. <Ccunselors were assigned

aned in those sections.

L. .
studants

b

i

et
bt

Generally, each counselor was responsibie for approxi-
mately 200 freshmen. Moreover, counselors continued to pro-.

upperclassmen with counseling.

All counselors kept a record of the -umber of contacts

made with each student. BAs indicated e: i. . it was felt

that most students were "tracked" by the .seling office.

Although students were assigned to a counselor at the

2r

to

ide

beginning of the school year, some shifting would take place.

That is, students who wanted a counselor of the same sex or

race could be reas:igned.
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ccoperation varied. Although faculty could send a referral

Ity

~ LA s e
crm to the coursel

office, few did so.
A student who was being considered for academic dismissal
had the right to appeal his case. The counseling office was

nocified of such action.

dackground and Evaluation of Counselors

The: - ounseling staff came from backgrounds in social
work, clinical psychology and group work. Some staff members
had treir doctorate, although not necessarily in counseling.

211l were required to have at least a master's degree.

In 1970 there were between 1. - 12 counselors. This

puirber doubled by the third year.

With the exception of finarcial aid, all counselors were

on faculty lines.
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There were several ways in which counselors were evaluated.
First, counselors could be observed either in a session with
a student or Ly means of a taped recording. Second, 3 - 4
counselors rnrepared a 10 ailnute presentation of case notes

before other staff in what was called a special case conference.

rr

he clu:ter leader rated the performance of each coun-
celor. Finally, some student input on counseling effectiveness

was utilized.

This college had not yet instituted research procedures

rr
o]

assess the imuact of coun=zl.ng servicrs on varous stu-

nt outcocres.

[l
]
™
]

CRADING SYSTEM » 7 rnyvENPTON STANDARDS

The standard A - F grading system was in "ise at this
rollege. Beginning with the 1972-73 academic year, a non-

puniiive "HC" grade was given (instead of an "F") during

the first semester of the freshman year. Thus, failures
in.the first term were not calculated in the grade point

average,
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In 1970-71 students were required to maintain a C
average to be in good academic standing. Students not in
good academic standing could be pleced on probation and/or
giver a reduced frogram. Students who did not remove

their probatic-ay status were subject to dismissal.

Beginn ag in fall, 1971 ‘dine scale was used

or deter Aing probationary s..:us and loss of matricula-

r
".,..l\ -

on. .2nts who attemrted less than 20 credits with an
academi. index of less than 1.50 were subject to probation.
Those who attempted between 20 and 36 credits with a cor-
responding index of 1.75 were subject to probation, but if
the inde; was less than 1.50, the student could lose matric-
ulation. At 49 credits or more, the student was expected

to have a cumulative index of at least 2.00. Stgﬁénts with
less than a 1.80 index at +his point were subject to dis-

missal.




CHAPTER 14

LAGUARDIA COMMUNITY COLLaGE
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EVALUATICN OF STUDENTS AND PROGRAM PLANNING

Fall, 1971

The college began its first year of operation at this time.

ative to other CUNY colleges, its educational program con-=

ot

Fe
tained unique features. Primary among these was a work-study

or Cooperative Education program vhich attempted to link class-

room study with outside work experience. In order to facilitate
this feature of the over:ll educational effort, the college was

organized on a gquarter - rather than semester system.

The college designed a multi-phased program t¢ facilitate
the freshman's transition from high school to college. The
first step occured in April wnen counselors visited all hich
schiools from which 15 or more students were allocated to the
college. The purpcse of these visits was to describe the pro-

grams offered by the college.

in early May the second phase of crientation took place.
Fntering freshmen came to the college ond met with student
leaders in groups of 25. Before breaking up into groups, thers
vas a large group orientation in which students were welcomed
by the President and the student leaders. Afterwards, students

in the smaller groups had the opportunity to ask guestions about
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the college. During this time counselors were available to as-
sist student leaders. The group sessions ran about 1 to 2 hours,
and afterwards students were taken on a tour of the building.

The day concluded with a reception where the students had an

opportunity to meet with faculty members from different

b

ro=—

rr

grams.

ctudents returned to the =ollege for the third phase of
orientation toward the end of May. During this time the Cal-
ifornia Achievement Test wa: .. inistered. It was later used

as the basis for determining p:  =ment in remedial courses.

Registration took place in July and August. Students
met ind ridually with counselors and faculty for program plan-
ning and registration. Prior to these conferences, students
met in =rouprs with faculty from the curriculum area of their
choice. Individual program planning was conducted by cur-

.m. During the individual conferences, advisors (coun-

crs) had available the students' CAT test scores, with

quidelines for placement determined by faculty from the de-
nartments. Students were then 1:gistered by the advisor, and
£n+5 avoided the "usual" registration experience. In addition,

financial aid counselors were available to help students.

Prior to the start of classes the college held an

"Intrologue". Thi3 was run by studente and essentially de-
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signed to introduce incoming students to the different clubs

and activities available.

The ccllece offered remedial work in English and Math-

in
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nts who scored below the 12th grade leve

language and reading on the CAT werc required to register for

& larguage sk’lls remediation course. Those who scored above

were exempted with credit and placed in an English

t
¥
'y
i

-
[
4
i
ot

course which was requir 2d for students in the liberal uarts cur-

riculum.

ot

Pilacement in =he basic mathematics course was required

of all students who scored below the 12.0 grade level on the
CAT. Those who scored above the 12.0 grade level were also
required to take a computational skill exam prepared by the
meth faculty. Students whe failed this exam were placed in
the basic math course. Those who passed were exempted and

given credit.

For the second open admizesions class the basic organi-
zational structure of the orientation program remained un-
changed. This year, however, student leaders were given
training in role-playing ¢echniques by members of the coun-

seling staff. Moreover, an attempt was made to provide more

structure in the orientation sessions. For example, students
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ke up into groups of 4 and then into groups of 8 and

or

+h
n_l
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umably, this would enable students to "break the ice”
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both with each other and the stulent leaders.
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Placerent criteria for
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anguage skills remediation
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ourse were changed. This year, students who scored below

he 12.0 arade level on the CAT were placed into the temedia-

rt
p—

tion course, as before, but students who scored below 8.0 were

aced in special sections. Students who were exempted from the

ot
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p

remedial ccurse raceived credit.

SUPPORT SERVICES, I: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

The organization of remedial services at this college ap-
proximated the decentralized structure. During the first year,
remediation in language and reading skills was of fered in the
Division of Language and Culture. However, responsibility for
+he program rested with a specially designated coocrdinatox. In

187 the staff was reorganized into a Basic Skill Division with

[y

F
an acting Chairman. However, the basic skills program was

not implemented until the following year. Responsibility for
math reomediation rested with the Division of Natural Environment

both years.
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1. English. This community college opened in September
1971 and the first entering class of 540 students were con-
csidered a well-prepared group. It wes reported that the av-
erage student could read at a grade equivalent of 11.3 (38th
nationally-normed percenti. . for college f{reshmen). In contrast,
uooo.n ontering in the fall of 1972 exhirnited greater defi-
,.:. The average score on the CAT “-opped about 0.5
grade level. Students wwre placed in ~ edial sections according
to +nst scores. The required English cour=2, = .though conceived

as college-level, becarme to some exten: ~rnesatory.

ctudents entering in 1972 and scoring below 8.0 on the

ol

cAT (including both reading and language) were scheduled fo

“1

special sections meeting 6 hours a week for 3 credits rather

than the normal 3 hours. Students in these special sections
were scheduled for laboratory work under the classroom teacher's
supervision and also received additional tutoring. Those who
scored Lotween the 8.0 - 12.C ‘rade levei~ were placed in reg-

ular sections mecting 3 heurr .eebly with ».1 additional 2 hours

of individualized lab work.

The goals of the three credit language and reading skill
remadiation course were to improve basic reading and writing

skills. 1In practice most emphasis was spent on writing.

381



pnecific skills were taught in the classroom and then re

1

My

kill

i

inforeced and applied in the laboratory setting. Paralle

Apvelcrmant in each communication area was emphasized; i.e., if

recognizing the main idea was the k1.’ taught in reading, then

writing a paragraph around a main idea was the writing assignment,

an. determinins the principle theme in a plcture was the visual
taz<. “emnyazs in the resding program was p..aced on vocabulary
building, conprehension and critical readinc skills, while sen-
tence structure, proofreading and editing, and special types of

writing (such as business letters, job applications), were em-

0

phasized in the writing program. 1n addition, study skills and

librarv roference skills were covered.

Ls indicated previously, students in regular sections spent
3 hours in the classroom and were required to spend two hours
on individual assignments within the lab. This was true both
vears. In 1977, students assigned to the speciz’ sections had
laboratory time incorporated into the 6 hours o’ zlass time.
The ccllege hired reading lab taechnicans who wvro reading
spccialists, an. whose job i* was to assist studer o with Ay
~aterial recommended by the instructor. While lal «.rk was re-
quired, it was often left to the discretion of the instructor
to see that students attended. It war reported that some prob-
lems arose over the role of the lab technicans. It was dif-
ficult to get chem involved with students. A= a result, Some

defined tutoring as a "patc. vork" job.

El{llC 352
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n order to evaluate a student's progress, the CAT was re-
administered at the end of the quarter. Although students were
supposed to be reading at the 12.5 grade level in order to pass,

those reading at the 10th grade level could receive a passing

grade if they performed well on other criteria by which they were
evaluated. For example, periodic tests were given to determine
the students' abi_.’':. to analyze a short storv, an” =tudents were
asked to produce short written paragraphs with a minimum of 6
errors. Students in academic difficulty received mid-term warn-
ings and were supposed to be seen by a2 counselor. However, ac-
cording to one faculty member, this fregquently dié not happen,
partly because counselors did not want to be seen in a punitive
role.

No F grades were given. students who did not pass received
an NC (no credit) grade and were required to repeat the course.
Those who passed went into the required course, with the excep-
tion of those in a non-liberal arts curriculum. This was true
oniy in 1971. In 1972 all students took the reyguired course.
Approximately 70% of students passed on their first attempt. The
largest percentage of students repeating tr: couvsa were in the
special sections. It was reported that there was high ettrition

amorng students in those sections.

During the Fall 1972 quarter, there were 7 special sections

and 15 regular sections with an average class size of 20.
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In 1972 the cullege had 6 full-time faculty members and 4

Faculty members taught ais anced

4]

In additicn, graders were hired to help in-

were college graduates and paid on an hcurly

2. Mathematics. The Symbolic Communication course was the

i~ —athneratics offerin

at the colleqge. It was essentially

Wik

oy

fu

i

A "cultural" mathematics course which attempted to develop an

appreciation for the power of ma tf

.matics as a tool for clear

systematic reasoning 1in a number of areas. Among the topics

included were logic, sets, topology. linear equations, feometric
concepts, and someé concepts of probability and statistics. The

two essential conponents of this 3 crediv course were classroom

instruction and laboratory parcticipation. students spent 4 hours
ir. the classroom and 2 hours in th laboratory.

buring 1971 students were randomly assigned to sections.

n 19/. they were grouped aczording to skill levels. Originally,

Ll

it was thought that hetercgeneous ¢rouping would pe be' 2ficial.

raff felt th:: the slower students often d4id nc:

Y

However, the
receive the fuil benefits, while the better students suffered.
As a result, students who scored below the 9th grade level on
the CAT and were 1a business administration and liberal arts
were placed in one track called "Form BR", while those who scored
Fmphasis in

aleor= the 9.0 grade level were place in "Form A".

was on basic mathematical tools and reasoning, while
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emphasis in Form B was on a statistical approach with greater
stress place on computational exercises in the classroom. The

average class size in both Forms was 15 to 16 students.

Material for the course was ar:anged so as to create three
independent teaching modules. A textbook was selected and used
by all faculty because it presented mathematical concepts in
short, interesting, highly-readable lessons. Each lesson was
followed by a selection of activities designed to involve the
student in the use of the mathematical concepts. Emphasis on

the material within each module was left to the discretion of

the instructor.

As stated previously, students spent 2 hours in the lab-
oratory working on classroom-assigned activities and/or re-
mediating their basic computational skills. Students chose
the periods that they wanted to spend in tha lab each week.

It was open from 8 a.m. to 8 p.m. each school day. There were

3 full-time lab technicans and some graduate students available,
In addition, each instructor vas required to spend one hour weekly
in the lab. There were some resource materials (such as program-
med material and audio tapes) available. However, students seemed

to prefer personal instruction rather than hardware.

In order to evaluate a student's progress, each instructor
considered classroom and laboratory participation and performance,

and achievement in the material from the textbook. Instead of a
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final exam, freauent short exams were administered. A student
had to complete each of the three modules in order to pass the
course. In addition, a student would be eligible to receive a
passing grade only after demonstrating competence in the basic
computational skills. students had to pass 20 of 25 multiple-
choice guestions. Students unable to do this at the outset

worked on skills within the lab and had an opportunity to take

the test on a weekly basis. The twenty-five questions were

takern, from a Computational Skills Exam test item pocl of 102

guestions.

Those students who successfully passed less than three
modules at the conclusion of the guarter were required to
repeat the course. Such a student could choose to complete
the third module on his own time in the laboratory. In the
Fall 1972 gquarter it was reported that agpr@xiﬁately 17% of

the students were required to repeat the course.
all full-time faculty, with oue& exception, were required
to teach the basic course. When hired, they were zold that

2/3 of their teaching load would be in this course.

Sg;féAssessmgntsraf,Eeggdi§tign

aAs part of its continuing effort to study the effective—‘
of/ its remedial programs, the Office of Institutional Research
administered an alternate version of the CAT at the end of the
winter quarter in both 1971 and 1972.
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The data indicated gains in grade equivalents from the
time of criginal testing (freshman orientation during late
spring of 1972) to the later examination. Reading was the
skills area showing the highest performance level among stu-
dents. However, gains were relatively small, rising on the
average from the llth grade level to about 11.4. In mathematics,
an improvement of a full grade from an initial level of 9.8
ocecurred. A; improvement of 0.9 grade equivalent was seen in
language skiils. The battery total score indicated that stu-

RN
bk 4o

dents entered Wi ¥ills typical of 10th grade students (in

P

the CAT's nationally-based norming sample) , and improved, to

about llth grade level.

Analygis of the 1972-73% data also revealed that the degree
of improvement in basic skills was directly related to the stu-
dents' initial level of performance. Students who entered col-
lege with very poor skills tended to make larger gains than
others who were better prepared when they entered. This find~
ing was viewed as reflecting several factors, including the
orientation of the remedial program toward the student with
very poor skills as well as the normal statigtical regression

effect typical of such data.
SUPPORT SERVICES, 2. COUNSELING STRUCTURE

Administrative LOCUS Qi_Cﬂunseligg

The Division cf Student services was responsible for coun-—
seling services. This was true both in 1971 and 1972.

ERIC 387




Counseling Functions

The counseling services cffered at this college included

academic, career and personal counseling.

The Courceling Division of Labor

The counseling functions resembled the generalist model.
That is, counselors handled all types of problems. However,
financial aid counselors were located in a separate department

of the division.

Styles of Counseling

1. Medical versus Outreach. The counseling service of

this college offered a program whereby virtually 100% of its
students received counseling. The essential ingredient in
this approach was the College Advisory Team program, which
consisted of a Student Services counselor, a Cooperative
Fducation Coordinator and a member of the instructienal fac-

ulty.

Those students who were not seen by the team during the
advisory Hour (a designated hour in which students met in a
group counseling setting) would either come to the counseling
office on their own, ,or in some instances, were n@ntaaéed by
a counselor. The primary reason for a student to initiate
contact with a counselor related to problems concerning career
and/or cuxriéulum; other reasons included problems relating to

peer and familial relationships.
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At mid-term, students in academic difficulty received

i

early warning letters from faculty. Counselors also received

a copy. These students were then called in by counselors for
individual conferences. In some cases, faculty members would
refer a student who exhibited behavioral problems. Thisiwas

true also of staff involved in the Cooperative Education pro-

gram.

Through these efforts, the counseling orientation resembled
the "outreach" model. In effect, a counselcr's initial contact
with an incoming student came during the program planning pro-

cess arnd continued throughout the college career.

students were required to attend the Advisecory Hour. However,
there were no sanctions if the student did not attend. Approx-
imately 50-60% of students were seen through this program during
the first year and attendance improved the second year because

of a more structured program.

3. Dyadic versus Group Caunggligg; As indicated pre-

viously, the essential ingredient of the'cauﬁseliﬁg approach
was the Advisory Team Program. Groups of students were as-

signed to a team at the begihning of the school year and the
team met with them for 6 weeks during the fall gquarter. The

program began in 1971 and was originally conceived as contin-

" uing to meet every gquarter. Although attendance was mandatory.
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many students only showed up for the first session and did not

return. Acco:rding tc one administrator, there was simplyv not

w0

enough to discuss. Each group was made up of 20 students and

Tn the second year the staff decided to meet only during

the fall quarter for 6 weeks, and groups which wanted to con-

ki

P

tinue to meet could do so on their own. At the same time, the
group meetings became considerably more structured and planned.

They genesally followed the Advisery Hour Manual which covered

oL E ==

4o

the following topics: college resources, study habits and at-
titudes, career planning, academic and cooperative education

course planning, and planning for second semester registration.

Generally, the counselors served as the general resource
and problem solver of the team. In effect, they coordinated

the activities of the team.

Beginning in the Winter 1972 quarter, the counseling
service,in a joint effort with the Division of Cooperative
Education, implemented a team-counseling advisory program es-
sentially designed for students beginning theix ccaparatiye
education internships. These teams consisted of the same
group which met during the fall quarter. The theme of these
meetings shifted to orientation toward, and preparation for,

the internship experience. Therefore, these weekly sessions
390
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were under the guidance of the Team's Cooperative Education
coordinator. Counselors participated in the planning of the
sessions, and conducted Cooperative Education related inter-
views. The interviews were designed to elicit information
from students that would help match them with appropriate
internships. In additicn, counselors plaved a consultative
role to the Cooperative Education coordinator when students
with personal, career oI academic problems were having dif-

ficulty in the iaternship-placement process.

o supplement these structured groups, the staff con-
ducted Tneme Workshops, with both freshman and sophomore
enrollment, focused on the transfer of students to senior
colleges, and to housing, life styles, and changing sex roles.
These groups met weekly, either during the week or on Sat-=
urdays, and attendance was on a voluntary basis. The program
began in 1972. One indication of the success of this program
was shown in the Transfer Workshop which apparently resulted in
a high rate of application by enrolled stuéenté to four year col-

leges, both within and outside the City University.

Other efforts initiated by the counseling staff duirng the
second year included weekly meetings for physically disabled
students and a study-skills and tutoring-orientation program

for veterans.
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wWhile the above-mentioned programs focused on counsclo
involvement in group activities, counselors continued to see
students on a one-to-one basis. It was estimated that approx-

imately 7/3 of the students at the college made such contacts.

4. Thergpau§iciyersus Socialization Goals. The emphasis
of the counseling service was upen student development. This
involved provision of information about college resources, iden-

tifving pessikble problems which could interfere with the achieve-

ment of a student's personal goals, assisting in planning of
academic programs, and assisting students in the choice of ca-

reer gcals.

According to one administrator, the counselors focused on
general problems and did not provide psychotherapy. Students
with severe psychological problems were referred to two coun-

selors who had clinical experience. However, the counseling

service was not considered a mental health center.

5. Peer Counseling. The Division of Student Services

set up a Human Development Center during the 1972-73 academic
year. .s part of its program, the Center was training a staff
of student peer counselors who offered educational, financial,

health, cultural, social and recreational counseling services,
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Caselaa@,DgEiﬁig;Qn

Typically, each counselor was responsible for 6 advisory
groups. Although counselors were randomly assigned to groups,
students within each group were in the same curriculum area.
For example, one group would be composed of secretarial science
students. In some cases, students would ask to ke shifted to a
group led by a counselor from a similar ethric background, and

shifting of students would take place on an informal basis.

ervices were geared toward in-

w

Although the majority of
coming students, the counselor in the advisory hour becamne
+hat student's counselor for the remainder of his college
career. As indicated previously, it was estimated that ap-
proximately 2/3 of students initiated a personal contact with
their counselor. The staff did not keep a record of the number
and nature of contacts they had with students because it was

felt this might threaten confidentiality.

CannsglgrfFaggltyfgglag;cnghigs

The counseling service maintained a good relationship with
faculty. This resulted from the close relationship with faculty
assigned to the advisory hour. Fach academic division assigned
3 to 4 faculty members to the groups.
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While a member of the counseling staff did not sit on the
Committee on Academic Standing, counselors were involved in
decisions affecting loss of matriculation and made recommenda-
tions. Students who did not have enough credits by the fourth

auarter were notified that they faced loss of matriculation.

Background and Evaluation of Counselors

According to one administrator, the Division of Student
services looked for people who had certain attitudes. That
is, they locked for people who could relave to faculty and
could work with students who had primarily academic and career-
related problems. In short, they were not interested in hiring
counselor: who wished primarily to engage in psychotherapy .
Experience in career counseling was preferred. All counselors
had earned a Masters degree and were on faculty lines. In 1971
there were 6 full-time counselors. By the second year the staff

had grown to 8.

The counselors were evaluated by the Director of the coun-
seling service twice a year. In addition, student input on the
of fectiveness of counselor performance within the advisory group

was utilized in 1972.
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self-Assessments of Counseling Effectiveness

Although the college had not yet initiated research pro-
cedures to assess the impact of counseling on various student
outcomes, one administrator felt that student response to the
counseling wprogram was favorable and offices were busy. Plans
for the 1973-74 academic year inciuded the hiring of 4 new
counselors who would be closely involved with students assigned
to the Basic Skills program. In addition, each freshman would
remain with his counseling-advisement team for two years, and
by the end of the first quarter, as a college requirenent, each
incoming freshman was expected to have completed a long-range
rducation Planning form, outlining his career and educati~nal
plans, and detailing his tentative academic course-work, for

each study guarter, and goals for his three Cooperative Education

Internships.
GRADING SYSTEM AND RETENTION STANDARDS

The traditional A - F grading system was not used at
this college. Three passing grades were given: E (Egéélléﬁt);
G (good), and P (pass)-. students who did not satisfactorily
complete a course received a grade of "No Credit". These

grades were not converted into an academic index.
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By the end of the freshman year, full-time students
were expected to have completed at least 21 credits in
order to maintain matriculated status. By the end of the
second year, the student was expected to have completed
a minimum of 42 credits. The cases of students not meeting
these standards were reviewed by the Academic Standing
Committee. Strictly speaking, the college used no [urmally
defined criteria for probation. After evaluation of indi-
vidnal cases, notices of students in academic difficulty
were sent to advisory teams who were responsible for stu-

dent follow-up.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

Fall, 1970

This community college did not administer any special
placement tests. Howeverx, results of the university-wide
administration of the Open Admissions Test were available.
Incoming students came to the campus prior to the beginning

of classes for two days of orientation and registration.

pring the first day of orientation incoming students
were welcomed by the President and members Qf the admin-
istration. Registration procedures were explained and
students then met vi%h‘aepaftmental faculty members in their
curriculum or area of interest. Students returned the follow-
ing morning and met in small groups with faculty and members
of the counseling staff. This session enabled them to ask
questions and review impressions of the previous day. In ad-
dition, representatives of clubs and special interest groups
provided information on their activities. During the summer
students had also received information on the availability of
financial aid and this information was repeated at the ses-

sions. Registration took place the same day.

This college did not offer any remedial courses. However,

a special remedial summer program was organized during the

month of July for a small group of students, who were selected
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on the basis of low scores made on the CUNY reading test. Each
student was placed in a "block program” consisting of sessions
that included Remedial Reading, Corrective English, Math and

Arithmetic Skills, tutoring, counseling and a weekly library

orientation program.

Aside from this effort, no compensatory program structure
was developed. The underlyingrphilasaphy was that students
with weak high school records should not be segregated from
the academic mainstream of the college. However, students
were provided with supportive services, and emphasis was
placed on teacher responsibility for working with poorly pre-
pared students. For certain courses in math and english, a
"fourth" hour was added. In effect, one additional class
hour was,.scheduled for every section in these areas. Choice
of the ggur was left to the discretion of the individual

instructor.

Students were allowed to register for any course. No

restrictions were placed on course loads.
Fall, 1971
There were no changes in the program planning and place-

ment process for the second open admissions class. This year

the college did not offer the summer remedial program.

Q 3599




-378-

Fall, 1972

Program planning and placement procedures for those stu-

dents entering in Fall 1972 remained unchanged.

However, beginning in the Spring, 1973 semester, all in-
coming students were given a writing sample and were rated from
1-5 on five categories (5 was the highast score). These
included: organization and ideas, sentence structurs, grammar,
punctuation, and spelling. Those students who scored 2 or
below on any 2 categories were placed in a newly developed
intensive writing course. Papers were graded by two members

of the English faculty and placement was mandatory.

The essay exams of all students who answered "No" to the
question, "Is English your native language?", were read by in-
structors of English as a second language with particular
attention to evidence of foreign language interference: These
same students were given a multiple choice English grammar
test and these two tests Qeré used as primary placement

instruments for 3 newly developed ESL courses.
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SUPPORT SERVICES: STRUCTURE OF

REMEDIAL COMPENSATORY WORK .

Centralized versus Degegt:a;izeé Structure

No overall remedial program existed at this college.
Nevertheless, various departments and/or instructors did, on

their own, develop some compensatory efforts.

Area= of Compenratory Work

1.

English. Prior to open admissions this community college
offered a remedial Eprglish program. Fér example, in the Fall
1969 semester a non-credit bearing course was offered on a
voluntary basis, and during the spring semester an experi=
mental remedial program began on a small scale. The department
set up 6 sections which were credit-bearing. However, just
pria;rto the September 1970 semester, the department was
advised to drop any plan for implementation of a iarge scale
remedial program. According to one faculty member, the
president of the college felt that remediation was not nec-
essary. This philosophy was based on reports (such as the
Coleman Report) which suggested that tracking and homogeneous

groupings of students were not beneficial.

In lieu of a remedial course, all students were placed
in the required freshman English composition course which

carried 3 credits and met for 3 hours. A 4th hour was added
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to the course in the hope that students who were doing poorly
would use this extra hour to get additional help. It was up

to faculty members to prepare appropriate materials and sched-
uling was left to their discretion. Although students attended
the extra hour on a voluntary basis, those who were doing
poorly were strongly advised by their instructor to attend
regularly. By the end of the first year the 4th hour met with
a great deal of opposition on the part of the administration
and the Chairman of the English Department, and the plan was

dropped.

During the second year of open admissions some faculty
members attempted on their own to bring remedial work into the
classroom, In the fall semester an experimental project

stairted, whereby students attended class for 6 hours.

puring the spring semestexr an intensive writing program
began. Student enrcllment was voluntary. The department set up
4 sections of between 2.-28 students. These sections met for
6 hours and students could receive up to 6 credits. If they
earned this amount, théy could be exempt from the two reguired
English composition courses. The objective of this program was

to allow faculty members to spend more time with students.

In addition to these efforts, students were encouraged to

utilize the tutorial serxvice.
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I, the third year the college appointed a new Dean of
Faculty and an intensive writing course began in the spring
semester. Based on placement test results, approximately 300
incoming students were required to register in a 6-hour course

which carried 3-6 credits. There were 15 students per section.

This course was an outgrowth of the tjpe of program begun
the previous year. The newly appointed coordinator of the
writing program described one teaching approach utilized in
some sections. Students were asked to speak on a particular
topic and their words were simultaneously taped. Afterwards,
they would be asked to write on the same topic. Students
were able to orally verbalize far better than they were able
to write, and the instructors would show them how to develop

and organize their verbalized passages into written form.

At the end of the semester students produced a writing
sample of 250 words. Criteria for evaluation were similar to
the placement test and papers were graded by 2 or 3 faculty
members. Instructors were not allowed to rate a!paper be-
longing to one of their students. Those students who received
a rating of no less than 3 in all 5 categories were considered
as qualifying for exemption from the first required English
composition course. Students would receive 3 credits if they
passed the intensive course and 6 credits if exempted from the

required course. Those who failed the final were required to

repeat the course,
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All faculty members taught the intensive writing course
in addition to the regular English course offerings.
The remedial reading program was handled by the

2. Keading.

English department. None of the students were tested for

reading skills. Registration in the program was voluntary.
The reading . “urse met tliree hours pex week. This was true
all three yvars. It was reported that in fall, 1972 about

10% of those students needing compensatory work were enrolled.

3*‘

English as a Second Language. Curing the first 2-1/2 years

of open admissions, this community college offered one ESL
course under auspices of the English Department. However,
there were no formalized placement procedures and students

were referred by English faculty. )

Eeginﬁing in the spring 1973 semester, incoming students
were required to register for ESL based on placement test re-
sults. In addition, some "old" students were allowed to
register. The faculty developed 3 ESL classes which met for

3, 6 or 9 hours, and all carried 3 credits.
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Ma themrartri cs

All students at this college were required to take at
least one course in mathematics. The college offered three
non-credit bearing pre-college level courses which did not
satisfy the requirement. 1In addition, there were three

credit-bearing courses which did.

As indicated previously, there were no formalized place-
ment procedures. However, students in the credit-bearing
courses were give a diagnostic test during the first week of
class. Based on these results, students could be shifted
from one class to another. The primary aspect of these
courses which could be considered remedial was that they
included an additional class hour per week for those students

who needed extra help.

Of the three pre-college level courses, one was offered
only in the summer. The two offered every semester covered
elementary algebra, intermediate algebra and trigonometry.

They presented the same material as standard high school
mathematics courses. Standard textbooks were used and students
received a satisfactory or unsatisfactory grade based on

classwork and examinations. These courses met for 4 hours.

In addition to the "remedial hour®, students needing

additional help were referred to other areas. In the spring
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1971 semester the college opened a Media Center which contained
several types of programmed material for students in mathe-
matics and the biological sciences. Attendance waé not
mandatory and the Center was primarily self-tutorial. In
addition, students were referred to the tutorial service.

Math faculty received feedback from the tutors as to students'

progress. However, attendance was also on a voluntary basis.

During the first year of open admissions a faculty member
with an appointment in an academic department was given the
full-time responsibility for coordination of the tutoring
program. Each academic department designated a tutorial co-
ordinator who selected tutors. However, the act -l hiring was
done by the college-wide tutorial coordinator. It was the
responsibility of the coordinator to help the departmental
coordinators match tutors and tutees, Each tutor in the pro-
gram was hired for 15 hours per week for each semester.
Generally, tutors were upper-semester students from the
college, students from four year colleges, or graduate students.
Students came to the tutorial service on their own or through

faculty referrals. Attendance was voluntary.

In the second year the college appointed a new full-time
coordinator of the tutorial program and several organizational

changes were made. The first step was to change the procedure
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for hiring tutors. Instead of hiring tutors on a 15 hour per
week basis, regardless of student demand for services, tuters
were hired on a "student demand" basis and each tutor was
assigned up to 15 hours per week on an appointment basis.
Therefore, although the program employed 150 tutors, they
worked varied schedules from 2-15 hours weekly. In addition,
steps were initiated to increase the communication flow be-
tween the various departments and the tutoring program and to
improve the quality of tutoring through more direct contact
between tutors and departments. The tutorial coordinators
designated by the department met 6 times during the year with
the college-wide coordinateor., Moreover, through these co-
ordinators, faculty volunteers were recruited to work with
tutors. Although volunteers were not involved in actual
tutoring, they were helpful in overseeing the operation.

In short, steps were taken to insure that the tutorial needs

of students within the departments were fulfilled.

Most of the tutoring was done on a scheduled basis, in-
volving a one-to-one relationship, although during peak
periods (such as exams) some group tutoring was avaiiable.
The length of time students spent in the program depended on
their needs. However, it usually lasted from 6-8 weeks. TEE
greatest demand came in the areas of modern language, english

and math.
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According to figures kept by the coordinator, approximately
1000 students were tutored during the second year. The physical
location was at two separate buildings. This was true the

previous vear as well.

In the third year, additional funding enabled the
tutorial program to offer tutoring to an increased student
population. Approximately 3000 students utilized the program
during the academic year, with proportionately more upper-
classmen than freshmen involved. This year closer contacts
were maintained between tutors and instructors through the
use of Student Progress Reports. These forms indicated the
nature of the material covered by the tutor during each

session. Tutorial services were offered at three locations.

According to the Coordinator of ﬁhe vrogram, student
response was favorable. However, the effectiveness of the
operation was hampered by a lack of coordination between
departments and the program, and administrative policies which

were often made without staff consultation.

Self-Assessment of Remediation

As indicated previously, this college did not offer re-

medial courses during the first 3 years (except for those
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offered in English during spring 1973). Instead, the remedial
approach placed emphasis on supportive services offered by

the academic departments and the tutorial program.

According to a member of the English faculty, one major
problem faced by the college resulted from several adminis-
trative changes which took place during the first three years.
Administrative turnover created confusion. Thus, efforts to

provide compensatory work were largely a result of the work of

individual faculty members.

Since no formal evaluation of the effectiveness of the
"4¢h hour" was undertaken during the first year, it was difficult
to make an assessment of its impact. While  tutoring was
available, particularly during the second and third years, few
students in the English courses took advantage of it. One

faculty member felt that tutors were not gualified.

Since no formal evaluation techniques were developed,
members of the math department could not adequately assess the
impact of the program. The department was planning to im-
plement a new program for the fourth year of open admissions.
This progranm was designed to help those students who needed
intensive study in pre-college mathematics, and placement was

' to be made on the basis of an exam.
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative Locus_of Counseling

The Department of Student Life was responsible for counseling

services. This department was administered by the Dean of

Students.

In 1970 the counseling office was responsible for acadenmic
advising in addition to all other counseling services. During
the second and third year, academic advisement was under the
Dean of Faculty. However, counselors continued to provide

academic counseling on an "unofficial" basis.

The Counseling Division of Labor

With the exception of financial aid counseling, the coun-
selors at this college provided general counseling. In addition
to their general counseling responsibilities, counselors with
appropriate experience and training provided counseling in
specific areas (such as drug, abortion and psychological

counseling).
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styles of Counseling

1. Medical versus Outreach. The orientation of the counsel-

ing service resembled the medical model. Students were expected
to initiate contacts with counselors. Contacts were initiated

as a result of personal "crises", but, for the most part, stu-
dents saw counselors for academic reasons. Student demand was
greatest during the second week of semesters (course changes)

or during mid-terms (anxiety over grades).

Faculty rarely referred students to counselors except in

cases of "bizarre" behavior patterns.

While the primary means of contact was through self-referral,
counselors made some effort to make themselves visible. For
example, they would sit in lounges and place posters in campus

buildings to make students aware of their service.

2. Mandatory versusmy§;g§ga§yhCguggélqréStudgpgfInteract;gg_

Contact between a student and counselor was voluntary. There
were no attempts made by the counseling staff to contact speci-

fic students.

3. Dyadic versus Group Counseling. The primary thrust of the

counseling service was on one-to-one counseling. Some counse-
lors did group counseling. However, groups were set up on a

voluntary basis.
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4, Peer Counseling. Peer counseling was not used at this college.

Qasalqad_ggfigiﬁiaﬁ

Counselors did not have assigned caseloads. When a student
came to the counselor center they were either assigned to a
counselor who was available, or would ask for a specific

counselor.

According to one administrator, the student-counselor ratio,
at least during the first two years, was 650-700: 1. This
was due to the fact that the counseling office was unable to

hire new counselors because of budgetary allocations.

Counselors were housed at:two different locations. Approxi-
mately 800-1000 students were seen during one academic year
at one location, and 4/5 of these students were frashmen
The counseling office at the other location saw a greater

number of students, primarily upperclassmen.

Counselor-Faculty Relationship

The relationship between the counselors and faculty was
reported as poor. As indicated previously, faculty members
rarely referred students to the counseling office and con-
sidered themselves more capable of counseling students. 1In

an attempt to develop a better relationship, the counseling

‘ 412




I
L
(Kl
u,.....l

L

off e prepared a booklet which was distributed to all faculty
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members. Included in this booklet were ways to identify stu-
dents who might need counseling as well as specification of

procedures for referring these students to the counseling

o

ffice. This began in 1972.
A student who was being considered for academic dismissal
would not come to the attention of the counseling staff.

These matters were handled by departmental faculty advisors.

Background and Evaluation of Counselors

although some had backgrounds in guidance, social work, and
vocational education. All had earned at least a Master's
degree. The staff was predominantly female. With the ex-
ception of financial aid, all counselors occupied faculty
lines. There were approximately 12 counselors on staff all
three years (excluding special program and financial aid

counselors who belonged to separate units).

According to one administrator, counselors were unable to
relate to students because of their educational training
and ethnic background. A large proportion of students were
Black and Puerto-Rican and many counselors were uncomfortable

with them and could not adequately cope with their needs.
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The counselors were evaluated by their supervisor on the
pasis of two yearly observations. Supervisors would sit
in on a counseling session or have the counselor tape a
session, or might request notes on a particular case. The
supervisor (one at each counseling office; would also
evaluate the special responsibilities to which each counselor
was assigned. In addition, student input was used to measure

counselors' effectiveness.

Self-Assessments of Counseling Effectiveness

Members of the counseling staff expressed dissatisfaction
with the organization of the counseling program. On the one hand,
it was reported that the President of the college locked upon
the counseling office as a crucial department. Héwever, the
office was allocated insufficient funds. As a result, there
were not enough counselors (no new lines were allocated during

the three year period).

According to one member of the counseling office, major
changes in the program would include the linking of academic
advising with the counselong service, rather than splitting these
functions. Furthermore, counselors were to be involved in the
educational process itself, and in fall, 1973 steps were taken to

place counselors in some remedial classes.
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CRADING EYSTEM AND RETENTION STANDARDS

The standard A - F grading system was 1in use at this

o5llege. Howaver, from the beginning of open admissions,

first term freshmen who earned an F grade received a "W"

F-iy

{(withdrawal) grades instead. The W was not computed in the

academic index. First term freshmen who earned a grade of
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Entering freshmen could not be dismissed at the end
of their first semester, regardless of their grade point
average. However, any time that a student's cumulative
average fell below a 2.00, he was placed on probation.
Students on probaticn were not supposed to register for
more than 12 credits per semester until they had removed
their probationary status. Students were subject to aca-
demic dismissal if their cumulative average fell below a
certain level for various amounts of credits attempted.
The minimum retention averages were as followe: Between
0=17 credits, 1.30; between 1l8-33 credits, l!EG; between
34~51 credits, 1.70; between 52-58 credits, 1.80., At 59

or more credits the minimum was 1,9C.
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EVALUATION OF STUDENTS AND PROGRAM PLANNING

rall 1970

All incoming students were asked to come to the college
for placement testing in early May. The Comparative Guidance
and Placement test (CGP) was selected as the comprehensive in-
strument by which to evaluate the incoming students. It pro-
vided data in the areas of English (including reading and vo-
cabulary) and Mathematics. The battery also produced infor-
mation on abilities for problem-solving and for dealing with
details. Finally, the test provided information on motivatien
and interests, as well as a check on financial need. Some da=
partments (such as Division of Commerce) prepared their own
test for students planning to enroll. The Department of De-
velopmental 5kills was responsibkle for administering the CGP
tects and deciding how the scores should be used to determine

proper placement.

In early June students returned to the college for a
brief orientation session and pre-ragistration programming
conference. The students came in small groups of 20~-30,
arrangad according to the program in which they elected to
enroll. Each group met with a counselor, departmental ad-
visor, and an upper-semest.r student from the program. Con-
tent for the group session focussed on describing the cur-
riculum so that students would have a clear understanding
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of the departmental offerings. Some of the material was
presented in lecture form, but much was developed thrcugh

group discussions.

T s A=
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ately following this session which ran approxi-

et

mately one hour, each student met individually with a team
consisting of a counselor and departmental advisor. 1In addi-
tion to the CGP test results, the advisement team had availl-
able the Open Admissions Test scores and high school tran-
scripts. However, this inféfmétian was not always available
for every student. Based on the available information, a
tentative program of course work was made up. Students in
need of remedial work were advised to register for the courses
offered by the Department cf Developmental Skills. However,
all students were programmed into some regular credit-bearing
courses regardless of how much remedial work was needed. Each
department prepared a list of courses which were cpen to stu-

dents who were placed in vemedial work.

Although the advisement team was made up of both a
counselor and faculty advisor, it was the faculty advisor
who carried most weight in determining tﬁe gstudent's program.
It was reported that often advisors would recamménd.that stu-
dents register for regular courses regardless of their defi-
ciencies, because they feared that decreased enrollments would

lead to a cutback in departmental course offerings.
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Registration took place in September. Faculty and coun-
selors were available for last minute programming advice.
However, any final program changes had to be approved by faculty
advisors. One major problem which arose during the regis-

tration process was that students advised to register for

4]

&

remedial courses were often closed out of these classe
This arose primarily because of budgetary limitations on

the number of remedial sections.

The college offered remedial work in writing, reading,
mathematics, and science. In addition, some academic depart-
ments (such as biology) offered compensatory work in their entry
level courses. Placement in the remedial courses was strongly
advised but not mandatory, and budgetary limitations forced
the Developmental Skills Department to raise cut-off points
on the CGP test for entry into writing, reading and math.
Placement in science was based on high school science back-
ground and poor performance on both the Math and Reading
sections of the CGP tests.

In summary, many students did not register for remedial
courses because of budgetary limitations, faculty advising,
and the fact that placement was not mandatory. This situation

existed for all three years.
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A final large-single session for incoming students
took place in the early part of September. Students were
welcomed by several student leaders, the Dean of Students
and members of his staff. The student handbook was distri-
buted ané¢ explained, and students attended an "information
fair." Booths manned by students, faculty and staff were
set up to provide information regarding student activities

and facilities available at the college. Members of the

h

staff felt that student participation and interest was

Fall 1971.

For the second open admission class, there were some
changes in the placement procedures. It was felt that pro-
per placement of students could not be accomplished by place-
ment testing alone, particularly since a large segment of
the entering class was never tested. In order to assure
more effective placement procedures, the Department of
Developmental Skills established a High School Record Review
Committee. Its function was to evaluate the available re-
cords of incoming freshmen jointly with departmental faculty

and members of the counseling staff. Recommendations con-

cerning the extent of need for remediation in each of the
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skill areas were made for all students. The combination
of record review and evaluation, CGP tests and interview
at +he advisement sessions was considered to be a more
valid means of placing students. The High School Record
review Committee met in early May and afterwards, students
were called in for advisement orientation sessions with
their counselors and departmental adyisﬁr. At the time
when new students were called in for advisement/orientation,
the pevelopmental Skills Department had an evaluation com-
mittee on hand in the Admissions office to provide "on the
spot" evaluations for students whose records were not pre-

viously available and/or who did not take the placement ex-

amination.

Fall 1972

The only change that occurred for the third open ad-
missions class was in the fall orientation program. This
year students met in small groups of 20-25 during the first
week of ~lass. On hand were a counselor, departmental ad-
visor and some upperclassmen. Where possible, an attempt
was made to have the same counselor and advisor that students
saw in May lead the session. During the session, which lasted

for about half a day, students received information about the

e
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college and had a chance to speak with counselors. A main

purpose of these sessions was to impress upen students that

K

counsel:

[

.rs were there to help them. It was hoped that the

presence of upperclassmen would provide supportive reassurance.

SUPPORT SERVICES, l: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

Centralized versus Decentralized Structure

In anticipation of implementation of the Open Admissions
pPlan for fall 1970, this community college established a De-
velopmental Skills Center one full year before the fall 1970
target date for Open Admissions. Structurally, the Develop-
mental Skills Center, which received departmental status in
spring 1970, was formed by relocatirg under one umbrella all
remedial non-credit course offerings. These included writing,
reading, math and science courses. The organization of reme-

dial services was thus centralized.

gréagicf,iampensataryVWng

1. Deve;ppggﬂﬁaliﬁritigg} The general purpose of the

developmental writing course was to teach the skills necessary
for a student to express himself through written communication

in a clear and acceptable manner. The specific goal was to
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prepare the student for the basic credit-bearing composition

course and for written assignments in other courses.

During the first week of class atl students in the wri¢-

inag course were further evaluated on the basis of a writing

8]

sample. Students who wrote coherent paragraphs could be
snifted into the regular composition course. Beginning in
spring 1973 students in the regular English course were also
iting sample and those who demonstrated writing

given a w

(a1

deficiencies were sent into the developmental course. During
this term faculty from Developmental Skills and English
reached an "unofficial" agreement whereby no student would
would be placed in the regular course unless he passed the

initial placement exam or successfully completed the develop-

mental writing course. 1In effect, students placed in develop-
mental writing were not allowed to register for the regular

English course.

All faculty in the writing unit used a textbook prepared
by one member of the unit. They also followed a standard
syllabus. In 1972 a different version of the textbook used
in the preceding years was prepared by the same faculty member.
The writing unit felt that the original textbook was too diffi-~

cult for students.
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T~ essence, the writing approach followed in the 1972
textbook was geared to "imitative learning". That is, stu-
dents first read a selection from an able writer. This
selection was the "model". After examining and understanding
the model, students wrote a paragraph following the model.

y learning to imitate a model, it was felt that students

m

would be able to express themselves more easily and become
sensitive to the most important part of good writing; namely,
structure. tudents were exposed to a wide variety of struc-
tures. Topics covered the following: effective sentences,
effectiv: paragraphs, four basic forms of writing (such as
narration, description, explanation and argumentatiocn),
various ways of developing a paragraph, spelling, diction,

and basic grammatical forms.

One aspect of the writing program was the production
of the "Write On" magazine. Initiated in 1970, the maga-
zine consisted of a collection of essays and poems written

by students in the writing course.

This three hour course emphasized individualized in-
struction and laboratory experiences. However, there was
no actual physical lab facility until spring 1973. Until

then it was essentially a designation for an individualized

421



~402-

~ssistance program for any student seeking additional aid
in writing term papers, and other written assignments. The

lab was staffed by developmental writing faculty.

In spring 1973 a Writing Lab program was offered by
the writing unit and the facilities of the reading lab
became available to the writing staff. The lab serviced
all stuéents at the college and was staffed by developmental
writing faculty in addition to college assistants, who were
graduate students in English. Students were either referred

by their instructor or came on their own.

Those students enrolled in developmental writing, who
received an RC (recommended continuation) grade in the fall
term were required to go to the lab. Attendance was taken

for this group.

One other program was started during the spring 1973
term by the developmental writing unit. An ESL Center was
established under the &i£éctian of a full-time member from
the writing unit and some adjunct faculty. Students were
referred to the Center from the develcémental reading and
writing course, Or on a "walk-in" basis. Approximately

125 students were serviced during the semester.
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In order to evaluate progres. - all students were
required to produce a writing sample. Students were given
50 minutes to write a paragraph of approximately 75-100
words on a choice of topics. Papers were graded by indi-
vidual faculty members and criteria for evaluating writing
samples were set-up. The final grade was based on a stu-
dent's performance throughout the semester. Students
who received an "RC" grade were required to repeat the
course. However, until spring 1973 many students simply
went on to the reqgular composition course. In the fall
of 1972 approximately 20% of the students received an

RC or W (withdrew) grade.

During the Fall 1972 semester there were approximately
500 students enrolled in the developmental writing course.

Each section was made up of 20-22 students.

In the Fall 1970 semester there were 5 full-time
instructors and a unit coordinator. By the third year,
the developmental writing unit was staffed by 6 full-

time and 3 part-time instructors.
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2. Developmental Reading. The developmental reading

course was designed for the student needing improvement in
comprehension, vocabulary, reading rate and study skills.
It met for three hours each semester, although some sections

met for 4 hours on an experimental basis in 1972.

While the approach in the reading course pointed toward
individualization, it was reported that the generally large
class sizes (over 20 students) during the fall 1970 semester
did not permit the program to function effectively. In sub-
sequent semesters class size was reduced (14-16 students).
However, it was reported that even this reduction did not
permit faculty members to provide intensive individualized
instructi@& and emphasis was placed on group instruction

centered on common reading problems.

In a report prepared by the reading faculty at the end
Sf the. fall 1972 semester, the reading student was described
as someone who disliked reading, whose vocabulary was limited,
When forced to read he was unable to concentrate or recall
what was read. The student read everything at the same pace
and did not know how to "shift gears." Students lacked the

following types of skills:
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1. Previewing - To be able, from the title of an
article or chapter, to “suggest what it is about.

7 2. Context Clues - To be able to recognize words
which are clues to the meaning of a sentence or paragraph.

3, Directional Words - To be able to recognize
words which indicate the way in which the idea within the
sentence or paragraph is going.

4. Praragraph Patterns - To be able to see that
there are patterns such as cause-effect, comparison, etc,
within selections.

5. Main Ideas: Paragraphs - To be able to extract
the main idea from a paragraph. B

6. Ma;n Ideas: Selectlans -~ To be able to extract

7. Inferences - To be able to make inferences from
an idea or set of 1deas.

All classes were held in a lab setting which was equipped
with several types of resource materiais such as tapes and
controlled readers. However, since emphasis was placed on com-
prehension, not speed, it was reported that the faculty made
little use of these materials. For the most part, the soft-
ware used in the course wa&hthe common, traditional material

of the conventional reading courses.

In fall 1972 the reading faculty prepared a booklet which
outlined reading skill instructional objectives. Prior to
1972 there were no guidelines. The instructional objectives

emphasized comprehension and vocabulary-building skills.
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Instructors were advised to focus their initial evalua-
tions on diagnosis of the student's skill deficiencies. The
instructor and student then determined which skills should
be taught and in what sequence. During the semester the in-
structor taught skills, checked work, isolated deficiencies
indicated by errors, and made recommendations for skill de-

velopment.

In order to evaluate student progress, the reading unit
prepared a final exam which assessed mastery of basic skills.

This test was first administered in 1972. Prior to 1972, stu-

semester. However, at mid-term, students were made aware of
their progress and reports were sent to the counseling staff.
students who did poorly were supposed to repeat the course.

However, there were no control mechanisms to insure that stu-

dents would do this.

In the fall 1972 semester approximately 37% were supposed
to repeat the course and 23% withdrew. The remainder received

satisfactory grades.

In 1970 the reading unit was composed of a unit coordina-
tor, 7 full-time instructors, and one reading lab technician.
By 1972 «he reading unit increased to 8 full-time instructors

and several adjuncts.



3. Developmental Mathematics. The math unit offered

two courses in developmental mathematics. The lower course
was designed specifically for the non-science career student

(such as a student in the Division of Commerce), while the

upper course was for those in the science-technology programs

and liberal arts. These courses were not sequential.

Emphasis in the lower course was placed on the fundamental
operations of arithmetic and the solution of simple linear equa-
tions. Topics included: the system of whole numbers including
applications, factoring, rational numbers, decimal fractions,
percents, measurement and the metric system, scientific nota-

tion, elementary equation solving and formula evaluation.

The upper course embraced the fundamental operations of
algebra with well integrated arithmetic applications. Topics
included: the language of algebra, signed numbers, basic opera-
tion with polyromials, linear equations, special products and
factoring, operations with fractions, simple fractional equa-
tions, evaluating formulas, graphic linear equations, simul-
taneous linear equations, ratio and proportion, real number
system, simple quadratic equations, metric system and séiéntifié

notation.
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During the first week of class all students in the de-
velopmental courses tock a short algebra test to determine
accuracy of placement, and on this basis some shifting of

students took pilace.

The instructional approaches utilized in the develop-
mental courses varied, with an attempt made to provide stu-

dents with several instructional alternatives.

Throughout the first year the lecture approach was
utilized in the lower course. Work began in the spring 1971
term to explore other approaches. Beginning in 1971 several
sections began operating as self-study modular courses. The
primary materials were commercially prepared audio-cassette
tape instructional packages coordinated with a semi-programmed
work-textbook. By the third year, the lower course operated
under two modes of instruction. 1In addition to the self-study
modular approach, several sections integrated this style
with small group lectures. Each self-study section was
also provided with a tutor through a heavily expanded col-
lege teaching assistant program. The tutor was assigned to
most of the hours for which the course met. Typically, tutcfs
were either graduate students in math or upperclassmen from

other colleges, who were hired by the math unit.
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The upper developmental math course began a program of
individualized instruction using self-teaching (programmed
materials) in the spring 1971 semester. Since a greater
number of topics were to be covered, the lecture approach
proved impessibie for the slower students. 1Initially, only
a few sections operated under this approach and were mostly
for students who had not passed the course at the conclu=
sion of the Fall term. This approach znabled each student
to move at his own pace. During the summer the math faculty
researched other programs and decided to use material speci-
fically geared for technolcegy students. 1In the second year,
some sections continued to operate under a lecture approach.
By the third year the programmed self-study course was modi-
fied to include some small group lectures at appropriate
points where the programmed instruction tepic was difficult
or where faculty considered it poorly prepared. Moreover,
some sections continued to operate under a lecture approach.

All self-study sections also had a tutor assigned.

In addition to the two developmental courses, the Math
unit ran a Math Lab which provided tutorial assistance to
any student experiencing difficulty with any math problem.
This began in 1970. Students could use the facilities by
presenting themselves at the lab or through faculty referrals.
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Tutors were graduate students and upperclassmen from other
colleges. In addition to tutorial assistance, programmed
materials were also available. One high demand area of
instruction in the Math Lab was that of tutoring students
in the use of the slide rule (due to the large number of
students in technical curricula). Beginning in the spring
1971 semester, a series of Slide Rule seminars was insti-~

tuted.

In order to evaluate a student's progress in the self-

study sections of the lower course, frequent self-evaluation

: assignments, quizzes and unit tests were administered. Papers
were scored and evaluated on the spot. Students successfully
completed the course when they completed the four modules
assigned as part of the individualized course prescription.
These modules included percents, decimals, fractions and
whole numbers. In addition, the short algebra test given

during the first week was readministered in all sections.

Those students assigned to the selfistudyrﬁrggrammed
sections of the upper course were evaluated on almost a
daily basis. Self-evaluation assignments and tests were
given at various times within a unit. Unit tests were

administered and only on the basis of a 75% grade was the

student permitted to move on to the next unit. Evaluation
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assignments and tests were scored with the student looking
on. In addition, the short algebra test given during the

first week was readministered.

Emphasis was placed on constant testing and evaluation,
regardless of what approach (self-study or lecture) was uti-
lized. Students who did not fulfill the course requirements
received an RC grade which meant they should repeat the
course. However, such students were not kept out of regular
math courses. Most students in the lower course went directly
into a credit-bearing math course rather than takiﬁg the
upper course. It was reported that in the Fall 1972 semester
approximately 38-50% passed the first time in the self-study

sections, while 20-25% passed in the lecture sections.

The lower course met for 3 class hours and 1 lab hour
weekly, while the upper course met for 4 class hours and

1 lab hour weekly. This was true all 3 years.

In the Fall 1972 semester there were 14 sections of
the lower course and 33 sections of the upper course.

Approximately 20 students were assigned to each section.

During the first year of open admissions the math unit
was composed of 6 full-time instructors, 1 math lab techni-

cian, and a unit coordinator. By the third year there were
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11 full-time instructors, in addition to a unit coordinator
and lab technician. Several part-time faculty were also
hired. They were primarily responsible for teaching those

sections utilizing the lecture approach.

4. Developmental Science. 1In an effort to prepare

students for both the Division of Technology and the Division
of Science and Health Services, two new courses were developed

and offered in 1970.

During the first two years both courses utilized a lecture
and laboratory approach. Lab facilities of the Biology and
Physics departments were made available. Each course met

for 4 hours.

The first course emphasized the fundamental concepts
of life science and introduced scientific principles to
students entering programs in the health and medical areas.
Topics included "fundamentals of life", scientific method,
and measurements. In addition, use and care of laboratory

equipment including the microscope, balanced scales, and

glassware were covered.

The second course emphasized the fundamental concepts
of physical science and was designed for students in the
technological and scientific areas. Topics included measure-

ment, energy, and structure of matter.
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In the fall 1972 semester the physical science course
evolved into a completely automated self-study course. The
life science course was not offered the third year. Faculty
from the developmental science unit spent much of Summer 1972
developing learning packages for the course. 1In effect, an
audio-tutorial mode of instruction became the primary method
used to develop fundamental skills related to problem-solving,
measurement, graphing, interpreting data, and using the slide
rule. In addition to the audio-tutorial exercises, laboratory
experiments, field trips, small group problem solving sessions,
and lectures were used to accomplish course objectives. Upper-
semester students from the college were assigned as tutors to

each section.

The subject matter of the course was organized into a
series of modules. Each module covered a segment of the
subject matter and had written behavioral objectives which
served as a basis for testing students' mastery of concepts.
There were 4 required skills modules (including graphing,
measurement and the metric system, problem solving and
motion, using the slide rule) and several optional modules
from which a student chose to make a combination of five

that were necessary to receive a satisfactory grade.
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Self tests'and class exams were used as a measure of
progress in each module. 1In addition, the student had to
pass a final test upon completion of the module. These
tests were uniform for all sections. Each instructor
decided whether or not the student satisfied all course
requirements. Those who received a non-passing grade
were supposed to repeat the course. However, this was not
mandatory. In the fall, 1972 semester it was reported that

approximately 60% passed the first time.

In the spring 1972 semester the science unit established
an Open Science Lab by extending the Mathematics Lab to in-
clude a science tutorial component. In this way special
supportive services were made available to any student
needing assistance in science and technology courses.
Generally, students were referred to the open lab by their
instructors or by other students. Attendance was on a volun~
tary basis. The lab was staffed by developmental science
faculty and college assistants, who were usually community
college or college graduates warking-taward an advanced de-
gree. The primary instructional methods were individualized

instruction, small group seminars and programmed materials.
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In the spring semester all sections of the developmental
physical science course were taught in the Open Lab. They

continued to meet four hours weekly.

During the fall 1372 semester there were 8 sections of

between 15-18 students enrolled in the course.

In 1970 the two courses were taught by interested faculty
from the Biology and Physics department. By the second year
two lines were created within the department of Developmental

/

Skills and in the third year the science unit consisted of 3

full-time instructers and a unit coordinator.

5. Allied Health Learning Center. The aim of this pro-

gram was to offer supportive learning methods and instructional
aids for students in career-oriented programs. It represented

an inter-disciplinary approach to the academic needs of students.

During spring 1971 two full-time teachers from the read-
ing unit received a grant to formulate reading improvement
and study skills materials specifically for students in the
Construction Technology area. Through additional funding,
these two instructors established the Allied Health Learning
Center which serviced students in the Division of Allied Health

and Sciences. This center opened in fall 1972 and encompassed
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seven departments. These included Nursing, Dental Hygiene,
Dental Technology, Radiologic Technology. Pre-Pharmacy, Medical
Lab Technology, and Opthalmic Dispensing. The center was con-
sidered a semi-autonomous unit of the Department of Develop-

mental Skille.

By the end of the year, the center had fully implemented

four services. These included the following:

1. Freshman Study Skills: Mini Courses. The appli-
cation of a wide range of study skills to a required freshman
course. There was one study skill course per department and
each was geared to content area coursework. Generally, courses
in which students seemed to have the most trouble were selected
(based on attrition rates).

2. Tutoring: Student tutors had an overall index of
2.0 and a B or better in the subjects they tutored. Tutors
provided one-to-one tutoring and group tutoring, assisted
in the classroom, and aided in collating material. The
tutors received training in the use of materials.

3. Faculty Workshops: The two coordinators of the
center ran media workshops for each department and gave lectures
on instructional techniques. The purpose of these programs was
to focus on ways students might learn better. It was hoped that
faculty members would define their instructional objectives in
a precise manner.

4, pPreparation for Certification Exams: The
application of Test-taking technigues to licensing exami-
nations. Seminars were held in Nursing, Medical Lab Tech-
nology, Opthalmic Dispensing and Radiologic Technology.

Self-Assessment of Remediation

The Department of Developmental Skills had no research
unit within its office. According to the chairman, there
were no research procedures set-up to reliably evaluate the
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effectiveness of the remediation program. However, some unit

F

coordinators were able to give some assessment of the impact

of remediation.

The reading unit administered the Nelson-Denny reading
test purely for research purposes and not as a criterion for
passing the course. In a summary report of the Fall 1972
semester, the average grade level of students entering the

rogram was 7.9, and the average increase of students com-

o]
b

pleting the program was .05 - 1.0 grade.

According to the reading unit coordinator, the reading
needs of students would be met when the unit fully developed
the following:

1. completed the development of reading materials

that were related to specific skills in content

areas and had materials that were on graded

levels of complexity.

2. had an instrument that was diagnostic and gave

a picture of students' reading skills.

According to the math unit coordinator, faculty and student
response to the self-study programmed approach was generally
positive., 1Initially, there were some negative comments con-
However, the faculty researched other programs which were

then made available in the second year.
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As indicated previously, the ultimate aim of the math
unit was to develop a "systems instruction" approach to
learning, whereby faculty and students would be able to select
from a variety of instructional approaches (such as audio-
cassette tapes, programmed text material, tutorials, lecture).
Math faculty were in the process of preparing and producing

audio~-cassette tapes.

According to the science unit coordinator there was posi-
tive feedback from students on the audio-tutorial approach.
students seemed to like the self-paced approach and were en-
thusiastic. As yet, there was little feedback from faculty

in other academic divisions.

SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Aimiﬁistrativgrggsusigf7§gunsgling

The Counseling Center was one of several programs admini-
stered by the Department of Student Services. This department
was under the supervision of the Dean of Students for the first

threa eArs.

Counseling Functions

The counseling office of this community college was re-
sponsible for placement, transfer, career and personal coun-

seling., Faculty advisors provided academic counseling.
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The Counseling Division of Labor

The counseling functions resembled the generalist model.
With the exception of financial aid and student activities,

all counselors provided general counseling services.

Styles of Counseling

1. Medical versus Outreach. The counseling office

was involved in the initial orientation process for incoming
students. Once the semester began there was no formal way

that students would see counselors. However, counselors were
ericouraged to make themselves visible. Often, they would sit
in the cafeteria. In some departments they would visit classes
and encourage students to come to their offices. Nevertheless,
the primary means for contact was through self-referral. The
reasons that students saw counselors varied with the time of
year. For example, in the early part of the semester financial
problems were a primary reason. Other reasons for initiating
contact included job and personal problems. According to the
Director of Counseling, there were an increasing number of
students coming in with "crisis" oriented problems. Generally,

these were of a psychological nature.
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In some departments faculty members would refer stu-
dents to the counseling office. Generally, students in
academic difficulty would see their faculty advisor, who
might then refer them to a counselor. Those students who
were failing two or more courses at mid-term received a
warning letter and counselors were supposed to receive a
iist of these names. However, this list usually did not
arrive until the end of the semester. Counselors also
made an attempt to work with the registrar in order to

obtain grade reports, but this did not prove successful.

2. Mandatory versus Voluntary Student Interaction.

Students would initiate contact with a counselor on a volun-

tary basis.

3. Dyaé;g;ver§g§WGrauprCcunsgling. The primary

emphasis of the counseling service was on one-to-one counsel-
ing. The college did not offer a freshman orientation
course, although counselors in the Division of Commerce

ran ongoing weekly seminars for freshmen during the third
vear. This program was financed through federal funds and

students attended on a voluntary basis for one semester.

During the first three years of open admissions the counsel~-
ing service ran special programs at various times. For example,
a drug seminar was led by an ex-addict and a career program

was offered to disseminate career information.
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As stated previously, counselors visited classes in the
departments to which they were assigned. However, this did
not occur in all dspartments and depended to a great extent
on the relationship between the counselors and faculty. The
counseling service maintained liaisun with the Department of
Developmental Skills, although counselors were not formally
assigned to the department. Members of the counseling staff
would visit Developmental Skills classes and occasionally

ran counseling sessions.

4. Therapeutic versus Socialization Goals. The counsel-

ing functions at this college were of a pragmatic nature.
with services that would facilitate their college adjustment.
These included helping potential dropouts find a job in order
to stay in college, or aiding second year students in job
placement. Counselors made referrals to the Tutorial Center
and would work closely with staff in that area. Since many
students planned to continue their education at a four-year
college, the counselors scheduled conferences and provided

information on senior colleges.
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If students came to counselors with more psychologically -
oriented problems, they were referred either to the clinical
psychologists or counselors with social work training. If

necessary, referrals were made to outside agencies.

5. Peer Counseling. The counseling service used peer

counselors in 1970. 1In subsequent years, students assisted

during the orientation sessions.

Caseload Definition

Assignment of students to counselors was made on the
basis of curriculum. As a result, the counselors' caseload
consisted of students from the same program or from closely
related programs within a division. This type of assignment
permitted the counselor to become thoroughly familiar with
the curriculum involved and with the department chairman
and faculty of the department. In addition to a counselor,
each student was assigned to a faculty advisor from the de-
partment in which he was enrolled. This advisor was respon-
sible for academic advising.

At the beginning of the semester students were notified
by mail as to who their counselor was. The counseling gervice
was decentralized and offices were located in different campus

buildings.
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The number of counselors assigned to a department depended
on its size. Generally, the counselor was responsible for
approximately 250 students. This number included all stu-
dents, not only incoming freshmen. The Director of Counseling
estimated that counselors reached less than half of the fresh-

men during the first three years of open admissions.

buring the second year counselors began keeping records
on the number and types of contacts they had with students.
However, there was a great deal of resistance to this practice
in ~he third year. The staff felt that record-keeping resulted

in a lack of confidentiality.

In some departments the counselor who led the initial
orientation session was the same one to whom the student
was later assigned. It was also possible for a student to
see a counselor in another department. During the first two
yvears students shoved a desire to have counselors of the same
ethnic background. However, students no longer seemed to care

about background factors in the third year.

ngnselagﬁﬁggu¥;y Rg;atiens@ig

perhaps the biggest task faced by the counseling staff
during the first three years was to change the image that

faculty had of them. Faculty felt that counselors should
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not prgviée academic advisement and saw them as "policemen",
whose role was to take care of the "sick" students or "handle"
the militants. 1Initially, counselors were alienated by faculty
in the departments. However, they had some success in chang-
ing their image. After three years, some departments were

mcre receptive to counselors.

A representative of the counseling staff did not sit

on the Committee on Academic Standing. Once a student was

eéd by the college he could appeal, but there was little

1ro

i)
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unselor could do. Counselors did try to see students

W
0
o]
o

who dropped out in order to plan alternatives.

Background and Evaluation of Counselors

The counseling staff came from a variety of disciplines
(such as social work, clinical p:ychology, guidance counsel-
ing). They all had at least a Master's degree, and with the

exception of financial aid, occupied faculty lines.

In 1970 there were approximately 30 counselors. By the
end of the third year, the staff had increased to about 40.
This number did not include student activities and financial

aid counselors.

The counselors were evaluated by sub-group leaders, who
were responsible for counselors assigned to a particular di-

vision. These leaders or coordinators worked as a liaison
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petween the Director of Counseling and Dean of Students.
svaluations were based on weekly meetings and feed-back from

‘ faculty in the department.

i

lf-Assessment of Counseling Effectiveress

5

The college had not yet instituted research procedures
to assess the impact of counseling on various student out-=
comes. According to the Director of Counseling, the counsel-
ing staff was faced with the task of not only changing the
image that faculty had of them, but also the students' image.
Often, the students' image of counselors was negative because
they saw them as high schocl counselors, who were frequently
not helpful. Over the years this image changed and student
response to the staff became more positive. The goal of the
counseling office was to reach more students, especially fresh-
rmen. Moreover, the director felt that counselors should be

assigned formally to the Department of Developmental Skills.

ARADING S5YSTEM AND RETENTION STANDARDS

The traditional A - F system was in effect at this col-
lege. Howevcr, for non-credit compensatory courses, grades
of & (satisfactory) and RC (recommended continuation) were

nsed. These were not computed in the academic index.
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At this college a C average was required for graduation;

except in certain technical curriculum areas (such as Elec-
Because of these two sets of minimum graduation requirements,
probation ané retention standards were slightly different.
However, in both cases a sliding scale principle applied,
whereby the minimum academic index necessary for good stand-
ing increased with the number of credits taken., The systen

was as follows:

2.00 required 1.70 regquired

for degree for degree
1.70 1.50
1.80 1.50
1.90 1.60

Above 55 2.00 1.70

students whose averages dropped below these points were
not in good academic standing, and could be placed on proba=
tion. 1If, at the end of the probationary period (of variable

length) , the minimal average had not been attained, the stu-

dent was subject to loss of matriculated status.
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CHAPTER 17

QUEENSBOROUGH COMMUNITY COLLEGE




In April the entering freshmen took the Cooperative English
ard Mathematics Tests. 2 brief speech test was also administered
individually. The results of these tests as well as the high
school record were scrutinized before students appeared for an
orientation session during late May and early June, when general
assemblies, and small group meetings were held. The latter were
run for students in specific curricula. Departmental advisors and

counselors from the Student personael Office participated. Each

]

student was counseled individually. The test score results were
reviewed and a program of study was developed. The procedures

alzseo includec financial aid information,

When students arrived on carpus in September, they then of-
ficially registered. They also took the Comparative Guidance and
placement Test. The data from this test were used to provide
background for the counselors, if they should subsequently see

+ke student.

mhe college offered remedial werk in writing, reading, math-
eratics, and spoech. placement in the writing and reading courses
was determined by scores on the Cooperative English Test. students

who scored below the 50th percentile on the vocabulary test and




below the 30th percentile on reading speed were placed in a
reading and studv skills course, but were allowed to take the
regular freshman composition course at the zame time. Students
who scored below tha 10th percentile on these subtests were

placed in"pre-requisite"”sections of the reading and study skills
course. That is, they were not allowed to take the required reg-
ular cormposition course simultaneously. students who scored below

the 17+h percentile on the English Expression section and below the

rt

25th percentile on Vocebulary were assigned to a course called
"Composition Workshop". An effort was made in all placements to
compose sections according to hcmogeneous grouping criteria. That
is, students with reiatively similar scores were assigned to the
same sections. Subsequent to such placements, reassignments oc-—
curred, based upon further diagnosis conducted by faculty. 1In
part this diagnosis was made by using the California Reading Test.

for students whose second language was not English, a special

course was otriered.

Placement in Mathematics was based upon the Cooperative
Algebra Tests - Levels I, II, and III. The test was mandatory
for all inceming freshmen who did not complete one year of high
school algebra. It was assumed that compensatory work weuld be
necessary for the latter group. Placement into one of four re-
medial courses was determined by a combination of the score on
the test and/or the mathematics requirement of the currxiculum in

which the student was registered. students intending to major in
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non-science liberal arts fields and nursing did not have to take
the placement test, if they had taken high school algebra. If
these students did not take high school algebra, they were placed
in a second level remedial math course. Other students took the
test which corresponded to their level of exposure to high school
mathematics. Those who had completed elementary algebra took
Level I, those who had taken intermediate algebra took Level II,
and those who completed advanced algebra took Level III. Stu-
dents who did not pass the placement test were advised to take
the remedial course serving as a pre-requisite to a fundamental
mathematics course in their curriculum. However, it was not man-
datory that students follow this advice. Temedial placement for

students with no mathematics in high school was mandatory.

A speech test was required of all incoming students. It was a
short speaking and/or oral reading exercise. Students judged
lﬁ?dequgt% were placed in a remedial course designed to improve
their spoken English. Inasmuch as the remedial course was a pre-
requisite for a required speech course (except for students in
Technology and Nursing Programs), this placement was, in effect,

mandatory.

An important aspect of the program planning process should
be noted: Many of the academic departments did not allow students
:> v=gister for their courses until thiey had passed the compen-
szatory courses in writing and/or reuiihg and study skills. In

effact this produced the mandatory aspect of these remedial course
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placements. 1In addition these prerequisite conditions signif-
icantly limited the course options available to entering freshmen

placed in these remedial courses.

Fall, 1971

The orientation, placement, and program planning processes

were essentially the same as in the previous year.

Fall, 1972

There were a few changes for this incoming class. The role
of faculty advisors in the program planning process increased.
C@unselars registered only those students in the liberal arts
area who had not decided upon a major. When students came to
complete their registration in September, required remedial
courses were already printed on each student's registration
card. Thus, students could not avoid registering for these
courses. The Comparative Guidance and Placement test was not
administered this year. Otherwise the tests and placement cri-

teria remained essentially unchanged over the first three years.
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SUPPORT SERVICES, 1: STRUCTURE OF REMEDIAL-COMPENSATORY WORK

Cen;;alizedrve;sgs Décenpgalizea Compensatory Structure

The compensatory effort at this college was coordinated by
a Dean of Open Admissions services. The actual compensatory
services were only moderately centralized. Work in the areas of
reading, study skills, and composition was offered by the Depart-
ment of Basic Educational Skills. These services were separate
from the English Department. Work in mathematics and in speech
was offered by the respective departments. This arrangement was

the same for all three years,

Areas ¢i Compensatory Work

i ;ggﬁcgitiag, Reading, and Study Skills. The Department

e ®

of Basic Fducational skills offered three courses, 2a composition
course, a reading and study skills course, and a course in En-
1ish as a second language. The composition course met for two
hours per week, plus one additional conference hour. The reading
course met for three hours, plus one laboratory hour. English

as a second 1angua§e met six hours. None of these courses car-
ried any credit. This was true all three years. The first two
courses were heavily enrolled. The ESL course had very small
enrollment. The reading course used homogeneous grouping in

constituting sections.




=432~

hfter placement in the writing course, a further screening
device was used: each student was asked to write an essay. If
the instructor considered the sample suitable for placement into
the regular freshman composition course, the paper was then sub-
mitted to an interdepartmental (e.g., English and Basic Skills)
screening committee. If it concurred in the recommendation,

the student was transferred.

The writing course was run as a workshop rather than a
lecture class. The acguisition of skills was viewed develop-
mentally. That is, it was assumed that a set of skills should
be t.ught in a logical progre ion. Teachers were supposed to
avoid the use of abstract grammatical concepts which were not
followed immediately by concrete examples and the opportunity
to a§ply\the concept in actual writing. The general focus of
the course was on the development of skills in grammar and me-
chanics, and upon the acquisition of skills in expository writing.
It was assumed tha‘}thése skills would enable the student tc per-
form better in subsequent courses which requirea written essay
exams, term papers, and the like. In addition to class work,

students met frequently with instructors for individual confer-

ences.

Vrether a student satisfactorily completed the course was
a matter of judgment left to the individual :istructor. How=

ever, the general criteria included the performance of the stu-
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dent throughout the term, and the quality of a final expository
essay written in class. Minimally, the student was expected to
demonstrate that he could write without producing fragmentary
sentences, funeéﬁsf and slang. He was also supposed to demon-
strate proper subject-verb agreement and appropriate paragraph

development.

Grading was essentially on a "pass" or "Holdover" kasis.
ctudents who did not pass the course and did not withdraw re-
ceived this grade. It simply indicated that the student had to

repeat the course.

We now consider reading and study skills. The reading and
study skills course had several aims. BPmong these were the

following:

The development of a core vocabulary.

The identification of main ideas and details.

The ability to discover paragraph patterns.

The ability to demonstrate flexibility in reading
style.

The ability to skim and scan.

The ability to handle critical readings including
awareness of propagandistic devices and the re-
cognition of fallacious reasoning.

7. proficiency in study skills such as outlining,

' notetaking, locating information for reports,

and information retention.

o )
" »

i

Lay)
"

After the initial placement decision which was based upon
performance on the Cooperative English Test, further diagnostic

testing was done in order to better identify specific levels of

457



~434-

skill and areas needing further work. Students were then grouped
in sections of the course. The sections corresponded to the fol-
lowing initial skill levels: elementary to lower junior high
school, upper junior high school, and lower to middle senior

high school.

he classroom format was divided between formal instruction,

3

class discussion and practice of skills, and individual laboratory
activities such as increasing reading speed. In the laboratory

equipment such as pacers, recordings, and tapes were available.

A final test was administered in the course. This was the
primary criterion for passing. Depending on the level of per-
formance, the student could then be eligible to register for
regular college courses, Or he might be assigned to a more

advanced section for further work in the succeeding semester.

The English as a second language course was degigned for
students with limited ability to use English. Emphasis was
placed upon development of facility in reading, written, and
spoken English. Only a small number of students took this

course.

Stzff for the Basic Skills courses consisted of full- and
part-time faculty in about egqual proportions. Appointments
were in this Department, rather than English. The reading in-
structors were chosen because they had specialized knowledge

in the reading area.
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2. Mathematics. The Department offered four non-credit

remedial courses. The first and lowest level course met for two
hours per week. In addition up to 30 hours of laboratory work
was scheduled, as »ceded. The second course met for five hours,
plus lab time, the third met for four hours, and the last met

for 5 hours.

Fnrollments were heaviest in the second¢ and third courses.
Over the first two or three weeks of each term, students were

permitted to switch levels in order to correct any mistakes that

il

might have occurred in the placement process.

The first level course was taught in traditional lecture
fashion. The focus was on arithmetic. The basic operations of
addition, subtraction, multiplication, and division were covered.
Fractions, decimals, percentages, and simple equations were also
covered. To pass the course students had to demonstrate satis-
factory performance on a final exam. Grading was on a Pass Or

lHoldover basis.

The second course covered elementary algebra and concepts
of geometry. In 1971 the course had some sections which used a
programmed text approach. To pass the course the student had to
pass a test at the end of each unit. In 1972 a modular appreoach
was used in some sections. At the beginning of the modular course,

the students were given an examination on the material. Based on

o
o
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the results, students were placed into one of four modules. At
the end of three week sessions, students then took an exam on

the work covered in the module. If they passed, they proceeded
to the next module. If they did not pass, they remained in the
module for another session. At the end of the term students who
had not completed all modules were given the opportunity to take
an intensive one week "mini-course" on the course material. This

enabled more students to complete all modules.

The third course covered intermediate algebra. It was par-
ticularly designed for students who were taking science or tech-
nology courses and whose high school preparation was inadequate.

Tn 1972 some sections used a programmed text approach..

The final course covered pre-calculus mathematics. This
course was necessary for students who wished or were requirerd
to take .nore advanced college math.

Strictly speaking, the above courses did not constitute a
sequence. That is, there was no uniform requirement that stu-
dents had to complete some set of them. What set of remedial
courses was advisable depended upon the student's curricular

area.

/

f

2 math lab was available for additional work. It was

staffed by tutors. It was reported that the lab was basically



a kind of math study hall. It did not contain the standard

ecuipment described for other campuses.

The compensatory courses were staffed by regular faculty
members of the Mathematics Department. It was reported that

these faculty also taught regular courses in the Department.

3. Speech. In 1970 and 1971 the Department of Speech
offered one rgmedial course which met for two hours and one
laboratory Béﬁf. It carried no credit. A regular speech
course was required of all students at the college except
those in rechnology and nursing programs. The remedial course
was a pre-requisite for this course. It was therefore, man-
datory. The course provided help for those with voice and ar-
ticulation problems. Materials for ear training and oral prac-

tice were provided in a speech Laboratory.

In 1972 the Department of fered three remedial courses. All
met for two hours plus one laboratory hour, and none carried
credit. The first course was designed for students with serious
speech problems. The second was for students who needed to im-
prove oral language skills and become aware of common speech
faults. The third course was for foreign and bilingual students

who had problems with spoken English.
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Tutoring

In the Fall of 1970, the college had no systematic tutoring
program. However, beginning in the Spring of 1971, a program
began to emerge. This occurred at the initiative of instructors
in the English Department. Subsequently, the tutoring service
became a centrally coordinated college-wide progran. Each ac-
ademic department had a faculty member who voluntarily contributed
up to 20 hours per week to supervise the tutoring program in that

department.

The tutors were drawn largely from the student body at the
college. Able students from each academic area were recruited.
In addition some students from other nearby colleges and some
graduate students also served. The tutors were paid. Before
being hired, tutors were interviewed and approved by the depart-
mental faculty supervisor. The latter met regularly with the

tutoring staff in his or her department.

The tutoring effort was aimed mainly at students taking the
introductory courses in each department. Students who needed
additional help were referred by faculty or sought out help on

their own. Tutoring was voluntary.

Detailed record:x of contacts were kept. For each tutor-tutee

relationship established, a referral form was sent to the instruc-

-
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tor, the student, and the college coordinator of tutoring. In
general students were given one hour of tutoring per week for each
course in which they needed help. Students who missed two con-
sezcutive appointments with their tutor were dropped from the

service.

Zelf-Assessment of Remediation

This college was one of the most active in conducting non-
impressionistic, empirical studies on various facets of the com-
pensatory program. Over the first three years, at least some

evaluation had been done in the major compensatory areas.

One study was conducted by the Department of Basic Educa-
tional Skills. It considered the following question: How do
pbasic skills students compare with non-basic skills students in
some of their subsequent college courses? The data were analyzed
by curricular area. However, across all areas the findings were
as follows: (1) About 57% of the nan—basi: skill students re-
ceived passing grades of A, B, or C, compared with about 51% of
the former basic skills students. (2) About 28% of the basic
skills group received D or F grades compared with about 22% for
the non-basic skill category. Inasmuch as there was no control
group of students who needed remediation but did not receive it,
the findings lead to no definitive conclusion. However, it could

be argued that if remediation is effective, one outcome would be

M.
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that after exposure, remedial students should perform about as
well as their non-remedial peers. Tooked at in this way, the
remedial students seemed to he doing reasonably well. BAlthough
slightly inferior to the non-remedial students, their performance

seemed reasonably close.

In the math area one study hxd bZer completed in the 1972-73
academnic year. This was an effort to evaluate different teaching
approaches in the second level remedial math course. It was found
that the percentage of students passing the course was greatest
{n ths modular approacin (60% passed). 1In the programmed text
approach and in the traditional teaching method the proportions
passing were 31% and 42%. However, in the module structure,
classes also had attached to them extra tutors and counselors.

I+ is not clear, therefore, whether the higher success rate of
these students was due to the modular component or to the ancil-
lary support component or to both. Moreover, students were not
randonly assiyned to the three remedial situations, so that tae
differences could also be results of differences in the in.tia)l

composition of the classes.

The college staff also conducted a few studies of the tu-
torial program., In Biology it was reported that academic suc-
cess of tutees was positively associated with the number of hours
of exposure to tutoring. That is, the more hours of tutoring re-
ceived, the greater the probability that a student would pass a

Bioclogy course. -
401 :
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The Fnglish Department also conducted studies of tutoring
impact. One study attempted to compose experimental (tutored)
and control (need tutoring) groups in English classes. The
groups were equated for ljevel of writing at the beginning of
the course. It was found that tutored students showed greater

gains than the non-tutored students.

Another study by the English Department explored the effects
of the race of tutor and tutee on outcomes of tutoring., Black
students were paired with Black and White tutors. It was found
that tutoring in general had a positive impact on student per-
formance, but there were no discernible effects of the race of

the tutor.

The above studies were widely disseminated, and it seemed
that thé‘csllége had a strong commitment to the use of evaluation
research as an instrument for policy modification. Nevertheless,
it must be pointed out that in the tutoring studies, those who
had an interest in the program were also responsible for the re-
search. Thus, it is possible that the positive effects of tu-
toring could have been due to a “halq_effect“ wherein instructors
might have been jnfluenced in their grading behavior by knowledge

of which students were and were not receiving tutoring.

i
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SUPPORT SERVICES, 2: COUNSELING STRUCTURE

Administrative ;@éusfafwgagnsaling

The Department of Student pPersonnel Services was responsible
for counseling. This service was administered by the Office of

the Dean of Students. This was true for all three years.

Types of Counseling

A wide range of counseling services were offered. These
included parsonal, academic, vocational, veterans, and financial
aid counseling. Academic counseling focussed mainly on students
experiencing academic difficulty. In some cases these students
were further evaluated through testing. Students who exhibited
severe personality disorders were usually referred to outside
agencies for treatment. It was reported that there were more

such students since open admissions began.

The Coungeling pivision of Labor

Counselors came from a variety of backgrounds. Some were
trained as;cliniéal psychologists, some as social workers, and
so forth. While counselers would see students whose needs related
most closely to their specialization, it was reported that all

counselors were generalists. That is, they provided a wide range
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of counseling activities, and did nct function exclusively within

special area. One excepricn to this was that there was a

ol

i
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+

separate group of financial aid counselors.

1. “=dical versus Qutreach. The counseling orientation at

+nis college tended more toward the medical model. All students
had some contact with counselors during testing, orientation, and

rogyram planning phases. Howevar, the faculty had primary respon-

i

sibility for academic advising. After the beginning of - ool

there was no systematic procedure by which students and _cunselors

W

would come into contact. Counselcrs were not assigned caseloads,
and saw students primarily on a self-referral or faculty referral
pagis. Beginning in 1971, counselors did visit sections of Basic
Skilis courses to inform the students of the availability of their
sevvices. In addition counselors did attempt to call in students
who were in academic difficulty after completing their initial

cemester at the college.

2. Mandatory vg;;usﬁy&lupta;y Capns§;9r—5tgient ;nterac;%qg,

After the orientation and registration period, when most students
would have had some contact with a ccunselor, interaction was es-

sentially voluntary. Efforts were made to reach students in ac-
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s emic trouble, and students who wished to withdraw were supposed
tc ses & copunselcr. However, there were no zanctions if contacted

students did not avpear.

3. Dyadic versus Group Counseling. Over the first three

i3 was used almost exclusively. &t

W

=11

U

H
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; One-To=0ne Cou

‘L[;,

the initiative cf particular counselors, some group counseling

occeurred, but there was no organized group counseling as a formal

policy.

4. Theraneutic versus Socialization Goals. The stafi re-

ported that urder open admissions there were more students with
nsycholegical problems, so that the clinical furnstion was an
important one. Nevertheless, the primary emphasis was on the

“sormal” student. Academic problers constituted the main reason

students referred themselves to counselors. These pragmatic

rl‘

that
problems tended to be dealt with in the style of the professional
clinician. Overall, we conclude that the ¢ :n ‘tion of the

counseling service tended more toward the ti utic.

5. Peer Counseling. Over the first three years, nore

advanced students worked with incoming students during the
orientation period. Feer counselors saw small caseloads of
freshmen. However, th. senior counseling staff was not in

favor of peer counseling, and felt that it was of little value,
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Over the first thiee years there was no caseload approach.

o ~h counselor.

the number and tvpe of

Felationships
It was reported that counselors had good relationships with
academic der:xvmunts. Begin nning in 1971, counselors visited
pac L skills classes and developed liason with other academic

The counseling staff was represented on the col-

lege's cori:ittee on course and standing. Students who were dis-

miaect for academic reasons were suppo osed to be followed up for

aluation of Counselors

counselors came from a variety o of backgrouads. Some had

-

the doctorate in clinical psycnoiogy. others had training in

udent personnel counseling, wretional counseling, and social

T

=1

work. Mesi occupied facultvy 14 5.

cc. .nselors were evaluated by the Director and Assistant

Lirector o? the service. It was reported that they listened to
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tape recordings counseling sessicons. In add::.on students
F11i:3 out counselor evaluation forms.

Ly

Counseling =:zaff reported that the service probably had

They felt that

ittle impact on =tudent academic performance.
the rprimary e:ifect was tnat thev served as a primary source of

srmaticn regarding curriculum planning, transfer to other

schools, and generally making available information which would

Whil

]
1)
]

he'o students to function more effectively at the college.

not initiated during thas period covered by this report, we ncte

the 1973-74 acac=mic year, the counseling services ini-
tiaced a caseload apmroach in an wriort to more closely monitor

the incenming freshman.

GRADING 5YUTEM AND RETENTION IZTANDARDS

Tre traditional c¢rading (A - F) system vas in force at

llowevor, in compensatory courses which carried

no credit, special graudes were used. The latter were not cal-

culated in the student's academic index.

A sliding scale system of retention and probation standards

was used. By the time a student had taken 1l1.5 credits, he could

be placed on probation if he had not attained at least a 1.50 av-
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~% less tha

could result in loss of

e

could, therefore, |

freshman year. P, the tim

was subject to

and loss of manriculation
1.90. S=ude- :s placed on
grams Of sre than 12.5

£ matriculation if his average was les 3

lead to probation, anc
matriculation.

ave been dropped Lefore completion of the
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attempting hetw »n 12 and 27 credits, an index

In principle, students

e a student had attempted at .seast 45
probation if his index was below

could occur if the index was less than

prok ere frequently placed on pro-
credits per semester.
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EVALUATION OF STUDLLTS AND PROGRAM PLANNING

addition the findings from the Open Admissions Test were avail-

able. During the summer (in July and August), students returned

for program advice and registration. Visits were structured so

T

hat students arrived in "blocks" of about 150 at a time. An ef-
fort was made to schedule students from the same curriculum. In the
morning the test findings and placement procedures were explained,
and there was a general introduction to the colle¢=e. Tn the
afternoon, the students broke up into groups of 50. Each group

et with a counselor, faculty curriculum advisor, and a student
tutor. During this period progriis were discussed and selectad.
Registration was completed by the end of the day. 1In September,
just before the opening of classes, an orientation program was

run under the auspices of the student govarnment.

In the fall term the Open Admissions Test was used for
placement. The test was considere: unsatisfactory by the Math
Department, and in the spring, the Department developed its
¢wn placement test. The remedia® course was divided into four

Lasic units, and all students began with the first unit.
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axam, students were placed into a special writing skills ccurse,
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was based primarily on high school average. A reading course

wigs oflfered also.

Students placed in remadial courses were allowed to reg.ster

Howevar, students with de“iciencies
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in the math area ware counsel.: nct to take technical courses

that presupposed a certain .o =1 ¢ rathematical skills.

Similarlv, students with severe :sading deficiencies were advised

not ro taxke courses requiring heavy reading, until the remedial

reading course was completed. In addition students were advised
ot to "re a total of more than 9 or 10 credits if they were

taking two or rore remedial courses.

Thi: program planning and orientation process was similar to
Laedd in the first yvear. However, n the placement session,

aents were brosen up into .maller groups to permit greater

=

&

¥lacenent procedures did change in Englis

U’t

a 73 high school average were placed in a writing
course (which was merged with the reading course this year). The
Math department administered a test cons ructed by its faculty,
and placement irto different units of the remedial course de-
pended on test performance. Students were placed into the first

unit on which they showed weakness.
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There were no changes in the orientation prucess 0Or p

ment criteria.

STRUCTURE OF REMEDIAI.-COWPENSATORY WORK
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Cantralived ver

us Decentralized Compensatory Structure

In 1970 the writin‘ and reading courses were offered by a
preparatory Skills Center which was crganized specifically for
this purpose. During the process of planning for open admissions,
the English Department exhioited little interest in offering such
services. It felt that these were not appropriate and, moreover,
that the faculty were not trained to offer such work, Tﬁé re—
sponse of the college was to set up the S8kills Center. Staff for
the Center were hired from l:ines which were to have been avail-

English Department. By Fall, 1971 the political con-

T
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flict surrounding these functions had been resolved, and respon-
sibility for the remediatic:i program was assumed by the English
Department.. This contin:-... n 1972,

The Mathematics Departmernt was responsible for remediation
in this area from the beginning of open adwissions.

The compensatory programs at this college tended toward the
decentralized type of structure, particularly after the first
year. The services were coordinated, howaver, by one adminis-

rrative office which acted as liason for different units,
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to be having difficulty.

The compensatory course in this area met for

three nours and carried one credit in 1970, In 1971 and 1972 it

sur hours and carried two credits. Strictly speaking,

1y
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into the course was not mandatoryv in any of the three

-

ins

mlaceren

years., However, after the first year in which placement was
largely voluntary (students could be advised that they needed

the work, but they could not be compelled to register), stronger

efforts were made by counselors and advisors to convince stude-ts
to regyister for such coursework. During the first two weeks

of the semester, students in all English courses were asked

to produce a writing sample. On this basis, students could be

shifted into or out of the remedial course. It was reported

w

that a considerable amount of shifting did actually occur.
Tnstructors had a great deal of autonomy in devel~oping ap-
nroaches to the teaching of writing. If there was a departmental
policy, it was that the most effective approach was to allow each
instructor to find the methods that worked best for him ur her.
However, a review <’ instructors' end of term course assessments
did indicate some degree of consensus. There was considerable
emphasis upon "free writing"., That is, students were encouraged

to write first in their own idiom, rather than according t- ri-
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insulting to stu
own writing style.
correct grarmatical
felt t
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student tutor attaah

studernts or students

included not onlv ethnic styles

quently resulted irn an
encouragement of an

(e.g., "Black

v~ ated with each in-
-ning to write "in-

ok place in class r ' -r “ha at home. Students

ituiice b v ould comment and

the srite at the same

instructor 77

nts “"translate" their personal style into

he idea of translating appeared to be less

fia

dent, because it provided legitimacy to his

While there was concern for the development of

usage (spellin., punctuation, paragraphing,

hat this cc. .é best be ‘levelopsd after ctudents

~itv¥nut fear o»f violating the

the compensatory writing course had a

The tutors were rmore advanced

ed to it.

attending a nearby upper-division (juniors
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_~llece. Tutors became familiar with the class and

This war supposed to enable them

o Linal examin were administered in the writing course.
instre tors evalus-ed student nerformance throughout the semester,
and whoeshos o orunont was deened to have completed the course

satisfactorily was a matter left to the judgmen. of the instructor.

ter a Pass or an Inconplete grade. Those
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¥ho ¢id not pass were supposed to repeat the course.

students whos=a primary language was not English. However, sev ral
F the ins:ructors in the regular sections notedé the presence of

~¢ non-English speaking students in their classes, and indicated

~

cenciderable difficulty in providing them with zignificant help.

47

CObviously, this suggezts that procedures for serving such students

=

~were not offective.

Aver the first three years of open admissions ' but 6-8 full-

time faculty mempers taught the compensatory writio, Toeuarse.  Thiese

I

instructors were .e-.ruited primarily on the basis o. .~:.v ipticnst

0]
I,

in teaching this kind course. They also taught regu.ar English

lass size ranged from about 8-20 students.

ﬂ

courses (after 1970).,

2. Reading and study skills: During the first ye:z~ of

open admissions, a reading and study skills course was offered
by the Preparatory Skills Center. This course carried one2 credit,

During the spring term the cour 2 was merged with the writing

Y B/ RV
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sroplems. Thus, i1t was felt that both types of ski

related and should be dealt with together.

in - scring of 1972, a Reading and Study Skills

The Ceonter was staffed by interested English faculty who were
released Srom teaching one course to devote six hours per week
to the Center. In addition student tutors assisted.

erved students from the writing course

L

The Center mainly
who were referred by their instructors or who came on their own.
nowever, the services of the Center were also available to other

tandardized tests to diagno

i

i

e

]

The Center did not rely on

iy

weaknesscs. The approach used in helping students assumed that

speaking skills are irtertwined. Students

workod on reading. and writing problems. Students with writing

difficulties so severe that they were unable to write at all were

apnroached in specia’ ways. One example involved asking the

student to speak, while the tutor wrote what he or she said.

The written spec men furnished data for the student that he could

use the language, often in a grammatically correct fashion. This

i
]

was used as a basis for helping the student begin to write.

479



O

ERIC

Aruitoxt provided by Eic:

According to one instructor, some techniques which were

1) drawing what was rea? since words evoke pictureas.
2) whenever a student felt he was drifting off while

mark it down. This would alert the student

, have
to what he was doing and help him control it.

3) write words on the blackbk=ard and have students identify
words that are similar (such as vowels, length). This mignt
enable them to understand why some words fit together and
others do not.

3. Mathematics: The mathematics compensatory course was

intended primarily for students in technical curricula. It was

designed to prepare them for the reg.lar pre-calculus course.

in 1970 aund 1971 the course met for three hours weekly and
carried one credit, In 1972 it met for four hours. While not
~andatoy v, c=tudents who did poorly oua the vlacement test were
strongly advised to take the course.

The courue was divided _nto five units or modules. During

the first two vears, the fifth module was optional. However,
in 1972 it became a mandatory part of the course. Freguer*ly,
students whose placement test score indicated they should begin
at the fourth module were allowed to register for the pre-calculus
crures gimultanecusly.

module consisted of 10 lessons: 8 instructional

le,egr o, Jne review lesson and one evaluative lesson in which
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the student took an examination on the module. Each module
met for approximately 3 1/2 weeks., Upon completion, a student
would either remain in the mocdule or ¢ oun to the next, de-
pending on the result of the exam.

The module topics included:

Module 1: Operations on Numbers

Module 2: Operations on Polynominals

Module 3: Linear Equations and Lines

Module 4: Factoring and Operations on Algebric Fractions
Module 5: Exponents and Trigonometry

The course did not rely on standard textbooks. Faculty

developed materials for joint use. Paild student tutors wvere

assigned to each section of the course. They generally attended
two class meetings each week and were available to tutor students
for an additional ten hours per week.

In the spring of 1973 a Math Center was operned. It was
staffed by Math faculty and student tutors. Students attended
after referral by faculty, or by self-referral. While student

tutors were still assigned to sections, the Center provided a

o

more centralized facility for students in need of additional
help.
Grading was on a Pass or Imcomplete basis. When a student

successfully completed all modules, he received a "P",
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All faculty teaching the compensatory course alsc taught

more advanced courses in the department. Between 16 and w0

facul*y were invecived in teaching the compensatory course.
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4 The mini-course program. In the fall of 1t

orogram was offered vhich provided additional help for students
ir dangzr of failing a ccurse or receiving a leow grade. It wvas
felt that by the first five or six weeks of the semester, such

>d. With the support of the adminis-

L

students could be identifi

tration, a set of mini-courses was established. These provided

]

revi-w work £or specific courses in the areas of Business, Flec-

i

trical Technology, 5iological Sciences, Mathematics, and others,
The mini-courses me: late in the afternoon or on Saturday mernings.
They were entirely voluntary. If there were a sufficient number

f students in difficulty in a course, and if the instruchtor was

O

interestad, a mini-course was set up. In fall, 1972 sixiZeen such
courses were offered, and 168 students enrolled. No grades were
given. Students who enrolled were allowed an extension of the
time in which they would ke allowed to drop the regular course
without penalty. This was one inducement which it was hoped
would encourage students to sign up for the mini-course. In-
structors were given extra compensation for such work.

Self-Assessment of Remediation:

In the Writing area no formal assessment had been undertaken.
The coordinator of the Reading and Study Skills Center felt that

the impact had been good. However, he expressed concern that
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rhe Center reach only a small rumber of sturdents neceding the

service. lle felt that about 50 students from the writing course

hod cone to the Center, and of this group, only about 20 attended

on a regular basis. He thought that compulsory attendance for
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udents might ke helpful.

recording to early data, students who completed the remedial

culus course. Of those who cempleted the com-
wensators course and went on to the the pre-caculus course, 81%
passed, compared with 61% cf all students who took the pre-calculus
course. Perhaps the major strength had been the module system

which allowed students to work at their own pace.

SUPPORT SERVICES, 2: CDUNSELING STRUCTURE

Administrative Locus of Counseling.

During the first two vears the counseling service was admin=
istered by the Department of Student Personnel in the office of

the Dean of Students. However, in 1972 the college established
a unit for intensive counseling of the most seriously underpre=
nared open admissions students. This unit was known as the
"People Center". Students with high school averages of less
than 73 were asgigﬂed o the Center which was attached tc the

office of the Asgociate Dean for Open Admissions

v‘*u
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Types of Ccunseliny

All types of couaseling were available. However, academic
advisement was not formally part of the counseling service. Rather,
it was a faculty responsibility.

Counseling Division cf habor

Although counselors were considered generalists, there was
some division ot labor., All incoming students were assigned to
a faculty advisor from their curricnlum area. These advisors
were responsible for program planning and.pr@viding assistance
to students with academic problems. This was true in 1970 an.
1971 for all incoming students and in 1972 for those not as-
signed to the People Center. However, it was reported that
students often went to the counselor for academic problems,
rather than the faculty advisor.

Styles of Counseling

1. Medical vs. Outreach. During the first two years the

counseling office resembled the medical model. In the second
and third year, letters were sent to all students (except those
in the People Center) advising them of the available services.
However, students saw counselors primarily on a self-referral
‘basis when they had a problem. In general, these problems were
academic, although counselors often found that thexe were under-
lying personal problems.
During the first two years, counselors received a list of

students in academic difficulty at the end of the first term.

Q 481
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The counseling office then sent letters to these students, ask-
ing them to come in. This procedure continued in the third year
for students not assigned to the People Center. Students in the
Center were continuously monitored by their counselor.

Faculty were urged to refer to the counseling office any
student who they thought was having probklems. However, coocpera=
tion with faculty varied.

With the creation of the People Center, the college began
an intensive effort to reach open admission students. As
stated previously, students with less than a 73% high school
average were assigned to the Center. This counseling effort
was of the outreach type. Counselors were required to see
students twice a month. If students did not show up for ap-
pointments the counselor was supposed to seek out the student -
in class, on the campus, or at home. Moreover, counselors
were supposed to maintain close contact with each and every
instructor of each and every student. Thus, the counselor
was aware of not only the student's academic program, but his

adjustment to college life as well,

2. Mandatory vsgi391g§;§§yi§§unsélggsstggegtiIﬁtezactian.
puring the first two years (and in the third year as well for
students not in the People Center), there were no sanctions if

students did not respond to the letters sent out by the counsel-

ing office at the beginning of the semester, and, for the case
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of students in academic difficulty, at the end as well. Counse-

lor/student interactiocn was, therefore, voluntary. In the People

Center counseling was not mandatory, strictly speaking. How-

ever, the structure of the Center was such that contacts were

=L

inevitable. In this sense it can be said that the interaction

was mandatory.

3. Dyadic versus Group Counseling. The primary thrust

[FeY

of the rcounseling staff was on individual counseling. This was

true all three vears.

%

ocialization Goals. The primary

4, Therapeutic versus

airt of the counseling staff was to help students survive. This
was particularly true in the third year. A major reason for
the creation of the People Center was to raise the retention
and success r