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tables, a bibliography, and +he survey- instru emt are included.
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ABSTRACT ‘ o ‘ \

Sociology education at two-year colleges 1is examined

‘as revealed in a gtudy of sclence education conducted by the Center

fotr the Study of Community Colieqes t hat involved:* (1) a reviewv of
the literature, (2) an examination of catalogs and class schedules.
f om 175 institutions nationwide, and (3) a survey cf 94 socidlogy -
stryctors. The report firs* analxzes the literature dealing with
sociology curricula, poin*ing to the need for community college
sociologists to provide differina streams of instruction for

traditional tignsfer studen*ts and non-major, non-transfer students.

Curriculum da gathered from the. catalogs and scheédules are then
presented, revealing that while sociology accounts for only 4% of all
science courses offered, 100% of the colleges list at lea st one
soclology course.’ General principle ccurses are the most widely

. offered, followed by general”social problems, marriage and family,

specific .social problems, socioloay of groups, and.general theory.

The report then oconsiders socioloay instruction as revealed in the
literature an'd the instructor survey. Areas discussed in this section
include instructional goals and obiectives, class size, teaching o
methodology, classroom activitieés, reading materials, testing and =~
se of media. Data
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|, SCIENCE EDUCATION IN TWo-YEAR COLLEGES:

. ‘ )

Two-year community and junior co]leges enro]] more than four mi]-
lion students, one- third of all students in American higher education.
Current figures show that 40 percent of all first time, full-time students
are in two-year colleges. When the people beginning goi]ege as partvtime

. students and those attending the two-year college concurrently with or
subsequent to their enrolling in a senior institution are,added to this

AT | o SOCI0LOGY

‘,{ : number, the first-year students taking two-year college courses approx-
. ' imate two-thirds of all freshmen. ‘
~ ' In addition to size, community colleges, with their open-door ad-

mission policy, have attracted an extremely diverse student pqpulation'
~ who enroli in a wide range of courses (transfer, occupational, remedial,
continuing education, conmunity service, and terminal degree). The size.
and diversity of the conumnity col]ege student population has important
implications for those dbncerned with transfer-oriented socioiogy educa-
tion}ps well as for those concerned .with raising the general evel of
so;io]pgica] literacy.
itﬂh /// This monograph is part of a. Natfonal Science Foundation (NSF) spon-
! _ sored study of science education in community, junior, and technical,
f. // + colleges in the United States. ‘The study, conducted by the éenter for
S the Study of Community Co]]eges was designed to provide a comprehensive
; picture of curriculum and instruction in the two- -year college. A liter-
. //’ - .'ature review of the most important studies of two-year college science
*/(/ & _ education was conducted to deteérmine what was- aiready known about curricu-
lum. Jand instruction in the sciences (agriculture, biology, engineering,
) mathématics and computer sciences, chemistry, earth and space sciences,
}f phyéics, interdisciplinary studies, anthropology, psychology, sociology,
“and economics). Curriculim data were gathered from the catalogues and
class schedules of a representative.natichal sample of 17§ ceiieges. A

v




random samp]e of science instructors in the 175 colleges were surveyed to
determine instructional practices and to obtain some information on the
science faculty. : i

This monograph is concerned with the current state of socioﬁdgy
education in two-year colleges. The field will be broken 1nto two areas,
curriculum and 1nstruct10n, and each section will r‘eview the per‘tinent
literature, report the findings of the Center for the Study of Community
Colleges study, and discuss trends and implications stemming fr;om both
the literature and the data. A complete description of the methodologies -
emploged in ‘this s tudy is avaﬂab]é from the ERIC Clearinghouse for Junior
Col]eiés, UCLA, 96 Powell Library, Los Angeles, California 90024.
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‘.’ PART l/ ,, K L

- THE GURRICULUM

*

. \

Sociology is anwidely accepted part of the cdrriculum in every level -
of higher education, despite the fact that as.e discipline it is one of the
'“younger“ sciences During. the tumutuous social upheaVals this country
experienced in the 1960s the discipline of‘sociology took on great esteem -
and popularity as the populace spoght logical explanations to the problems
and crises confronting society. Course offerings expanded, sociology
faculties grew,: and ‘shortages of qualified sociologists were projected
foy the future.

Yet, as the social fires thd% rageddin the '60s slowly codled many

. of the social problems lay dormaht but unsolved. Sociologists who prom-_

ised answers in the '60s could only offer.ekplanations in the '70s.
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Perhaps this is why "As a discipline, sociology often finds itself a
maligned, misunderstood field" (Stein, 1977, p. 16). *

THE LITERATURE

"Historically, the origins of the discipiine were related to.the .
solution of prob]ens. As Smelser and Davis (1969) note, "At the begin- ' .
‘ning the discipline was closely linked to the impulse to ameliorate o
social problems emanating from immigration, race relations, poverty, and - ‘
crime" (p. 108). In the minds of most peopie_with little exposure to: '
sociology, this remains the primary objective of thg_disCipline. But
sociology has matured and evolved as.a sctence, and while the mathematical .
and biological bases of the discipline have dramaticglfy increased, it is (
doubtful that pub]icnéwareness has ‘kept pace with the changing face of .
the discipline. These alliances with other scientific disciplines lead .{
ENlis (19’77 P. 56) to-grimly predict in a futlristic look at the dis- .
cipline that "by the ‘end ofy the 20th century, essentiaily.nothing re-
mained of socioTogy with the academic community." The boundaries of the
discip]ine are unclearly defined (Bradshaw & McPherron, 1977), and there
are those who feel that the establishment of boundaries is essential for
the survival of the discipline (Stein, 1977)., |

While E]lis assertion seems overly pessimistic, if only in light

of the fact that"change within the academic community is invariably
ponderous, it may well portend a decrease in the acceptance- and popular-
ity of sociology in higher education. The direction of content of both
undergraduate socio]ogica] education and socio]ogical research "needs to
be evaluated if socio]ogy is to continue its development as a heuristic
and relevant discipline for both sdciety and higher education" (Stewart,
1971, p. 9).. The question of content: would be easfer to answer if clear
disciplinary boundaries could be established but, to date, sociology -
| departments "flatly reject boundary stances that would clearly delineate '
sociology from other disciplines" (Bradshaw & McPherron, 1977, p. 8).

. Forntunately, it seems that the socio]ogical.community 1s aware that
"all is not well with undergraduate. sociology" (Ca@bbeli, Kaufman,.
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Gilchrist, Harcock, Kiobas, & Sundgren, 1977, p. 61). The American
Sociological Association has taken a strong interest. in the investigation
of undergraduate curriculum and instruction, and has specifically formed
a Task Group to study the processes and strategies that are involved in
the development of an undergraduate curriculum (McPherron, 1977).

" That the efforts of the fSA are both timely and important is un-
questioned, but the academic community as a who]e as been reticent to

.attack the problems involved in restructuring -the curriculum, .Campbel]

et a] (1977) note the irony. of this situation:
lndeed there is 1itt1e information to guide us at all, for
research into the effects of curricular or jzation“s woe- '
fully lacking. Not to know, however, dp€s not usually produce o
in us so passive a state. It is custofmary to attack .ignorance
with scholarship, experimentation,-and the methods of science }

(p. 51)
While other sectors of the academic community may find their curric-
ula in a similar state, Campbell et alg observe that sociologists s

should be particularly aware of the importahce of the curriculum. "Tt
is interesting that as sociologists we spend much of our time investi-

* gating the structural dspects of social order, but it seldom occurs to

most of us that the organization of a curricuium mightebe of pe:;Pogical
importance"” (1977:\BBT§59\:13. In fact, only one out of ten co unity
college socioltogy departme has a written curricuium plan (Bradshaw &
McPherron, 1978) 1 :

l ‘Perhaps one exp]anation for the reluctance of sociologists in the
cormunity college to fdcus on curricular issues is’ the fact that the
arrangement of courses and setting of goals is a group process (Campbe11”
et al. 1977). The fact that these processes are dependent upon group

behaviors presents roblems in the community co]iege because the faculty
“have become isolated within their own institutions. The community

: co]lege teacher has become a recluse" (Cohen, 1976).

In-reviewing the literature it is clear that community coilege soci-- .

.o]ogy faculpy areﬁisolat}}/ﬁot only from each other, but from the

- .. ‘ A - -'
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discipline as well (Davenport, 1971; Mauksch, 1977). Two major 4
studies of sociology curriculum 1gnore two-year colleges entirely
(Reid & Bates, 1971; Smelser & Davis, 1969). : ’

But while comnunity co]]ege faculty might be justified in their
disinterest pr feelings of impotence regarding shaping curriculum, this-
lack of disciplinary involvement carries over into teaching as well.
Insofar as two-year colleges pride themselves on their tnnovativeness
and commitment to teaching, one might_ imagine that the two-year co]lege
sociology facu]ty would be major con3ufiers of a.journal that focuses

entirely on teaching sociology. Sadly, this is not the case, The editor
of Teaching_Socio]ogy, Gelles (1979), comments that one of the recurrent -

questions is why more communi ty co]]ege faculty do not subscribe to, or
subm1t artic]es for pub]ication in, Teaching Sociology.

One mlght wonder why the two-year college SOC1ologists' lack of
concern- is. a matter of such importance, especially "in relation to curric-
ulum formation. Booth (]971) explains that:

. There will be 1ittle persistent action to improve the socio]ogi—
ca] currlculum in community colleges if the source of the change
: comes primariTy from four year co]]eges and universities. The
\stimulus for action should come from a network of community col-
lege socio]ogists who combine competencies and 1nterests in socio]-.
ogy with competgng{:s;and 1nterests in community college education-

(p. 5). S
What are some of the reasons. why changes in the cgjiicu]um aré '

‘necessary, and what is the major thrust of the changes? The major change

seems to be away from the transferﬂgflented approach Qhere the curricu]um
is geared for university-bound sociology majors. For one, thihg, it 1s_

“clear that enly a small percentagg‘of two-year college students actua]]y

transfer to & four-year college or university (Knoel] et al., 1976) *

.Unfortunately, articu]atihg courses with four-year colleges: continues to

be a major curriculum restraint as well as a possible cause of low faculty
morale in two_year co1leges.(Bradshaw & McPherron, 1977).. .




Even assuming a fairly large group of transfer students, the fact is
that "most students in sociology, including majors, are not serious pbout |
the field as a future occupation" ' (Linsky & Straus, 1973, p. 111). That *
more sociolaﬁists find their employment in the educational system than
scho]ars_from any other disc!p]ine (Reid & Bates, 1971; Smelser & Davis,
! 1969) preserfts a grim picture for the future of sociology if the primary
objective of the curriculum is the production of more sociologists, as
the educationa] system is not a good source of employment in this current
period of retrenchment.
3 . The need to restructure the curriculum to build skills and compe-
,)/'“ tencies applicable outside the academic commun1ty seems particu]ar]y
re]eyant in the two-year college setting. As the curriculum exists today,
Most community co]]eges offer courses in sociology in Introduc-" |
tory Sociology, $oc1a1 Problems, and The Fami]y These are core
courses for undergraduates in four year co]]qus and universities.
L/ ‘/// But they may' not be the best courses for a community college .
soc10169y faculty if our objéctive is to ccntribute to the edu-
cation of both faculty and students, nor contribute to the gen-
eral educatio% of community college-students (Booth, 1971, p. 6).
Even from a four-year college perspective there is a realization that
curriculum godls Meed reshaping. Leibert and Bayer (1975, p. 204) predict
" that "a greater emphasis on vocational and community service goals will
likely develop in sociology," and Rippetoe (1977) suggests that depart-
ments of sociology rethink and redefine their objectives McFaul
et al. (1977) deve]oped a set of goals apd obJect1ves to serve as a point
of departure for the departmenta] review process, which is seen as a form
of faculty renewa] as . we]l as a means of curriculum revitalization. An-
other major reason why most colleges need to rethink their own. soc1o]ogy
" courses is that "for the overwhelming majority of students we confront
in the course this is likely to be their single. encounter with sociology
. during their educational careers" (Mariampolski, 1978, p. 141).”
Given all these difficulties, what types of curricular alternatives
can meet” the incredibly diverse deeds and, abilities- that exist in the
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.typical two-year co]]ege const
:;that "sociology's role in.gene
f;continu1ty with Qraduate school" (McPherron, 1977, p.: 9).

If one momentari]y dismis

'any rad1ca1 departure, from the

curriculum creates, and tries
the "vast array of goals which
(Bradshaw McPherron, 1977, p.
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ituency?. As a basic premise. it is clear
ral education’ s far more. {inportant than

ses the obvious articu]ation problems that
current four-year co]]ege influenced

to énvision a curriculum that meetS more of

the departments are trying to meet" ‘
18), a1ternat1ve curricula take on 1ne

. creased vjability. In their report to the Nationa] Academy of Sciences A

and the Social Science Research Council, Smelser and Davis (1969) recom-.-
mended that the curriculum in sociology departments be diversified inéo
"streams of instruction" so that they would bétter correspond with the

interests and career plans of
be to restructure courses into
some of the packages relating

y Whatever form that curric

their students.” A variation of this would
concept-related learning packages, with _
to traditional concepts and others relating

to areas of vocational or personal interest (Keith 1976).

ulum changes take, Kohout (1977) proposes

that ‘'sociology must move awax.#rom the "vacational model." This model

assumes that students are prep
"lip service" to-non-majors.

natural sciences, socjo]og1sts-

the vocational model" (1977, p.

¥ Although the transfer-ori
are probably inappropriate for
dents who will continue to des

aring for graduate work, and merely pays
Kohout claims that "By contrast with the
appear to be moving qUite slowly away from
39). . ‘

ented courses that dominate the curriculum
the bulk of students, there are some stu-
ire mire traditional offerings. It may

become commonplace to use prerequ1sytes as entry level blocks to-these
courses. The literature maked little note of prerequisites in socio]ogy,

but Garlock (1977) does repor
and improve grades. However,
so alternative courses must bg

.mentation of prerequisites.

While most .of the sociolo
of-the-art is or should be, th

that entry blocks do decrease dropout,rates
they also lead to declining enrollments,
deve]oped in conjunction with the imple-

gy literature speculates on what the state-
ere is only a.small amount of knowledge
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about thoysociology codrsés that are offéred and the*ani]abi]ify of
sociology courses. in general One point is clear--it is almost Jmpos-
. sible to find a twoﬂyehr cq11ege that does not offer at least one socioiogy
course. Thornton (1960) ‘found that. 97 percent of the public co]]eges he
' studied had a sociology course 1isted in the catalog In 1962, 14 out of
“the 15 two- -year colleges in Iowa offered a socio]ogy course (Stoddard
1968), and by 1972, Thornton ravea}ed that 100 percent of the pub]ic
colleges, in his samp]e listed 2 socio]ogy course, and offered courses that
averaged a total of 10.3 units. e
In a study of two- year college socio]ogy programs in the South, ‘
Davenport (1971) Found that the introductory course was by far the most
frequently offéred (at 95 percent of the co]]eges studied). - Social
Problems - was‘¢he next most popular (§1W), followed by Marriage and the
~ Family (28%). No other sociology courses were widely offered 1n the South,
The first course is not only widely offered, 1t is also very popu]ar in
terms of enrollments. Bradshaw and "McPherron (1978) report the average-
two-year college offers 10.2 sections of the first course (E]ementary, 2&?
Introductory, General Prjnc1p1es, etc.) per academic year. {
Although Davenport found only three courses to be popular, other
researchers have indicated that a broader range ofbcoorses are available
in two-yeac colleges* "In fact, commonity colleges often offer mo#gq
sociology courses in the first and second year'than other'insti;utions“
(Sfein, 1977, p. 26).” The range of courses offered can also pkesent
~problems in that at tjmes thecé are simply "too many  courses-and too ‘few
o faculty" (McPhérron, 1977, p. 8). | |
While there appears to be 1ittle in the way of concrete evidence to
support Garlock's €1977) claim that sociology enrollments are rapidly .
shrinking, the tone of pessimism in much of the rﬁcent literature would
tend 40 support this view. It.is hoped that the documentation in this
report will provide a baseline measune of- sociology ‘education in two-year
,.colleges so that researchers can accurately gaugq the progress in this -
field. S T
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The first step’ in our’ stuay of the curyicfium in two~year coiieges‘

'was to assemble a representative sample of colleges. An earlier study -
-conducted “for the National Endowment for ‘the Humanit¥es by- the Center for, '

the Study of Community Colleges was used as the starting point This

' study had already assembled a sample (balanced by college controi
" region and.size) of 178 coiieges Using this sample as-the initiai group, b
_the presidents of these colleges were invited to participate in the cur-

rent study. Acceptances were received from 144 of these schools.
At this point a matrix was drawn up with cells representing nine

coiiege size categories for each of six regions of the country. Using the -

1977 Community, Junior and Technical College Directory (ARACJC, 1977) the
ideal size/region breakdown for a 175- coiiege sample was calculated.’ The
remaining 31 colleges were seiected by arraying all coiieges in the under-
represénted cells and randemly seiecting the possibie participants. This -
technique produced a balanced sample of?175ttuga¥ear'coiieges. Table 1

shows how close our sample is to the percen age breakdowns of the nation'sd.;f
: $o<year coiieges The 1ist of participating coiieges s :ound inaﬁgben«'f“i.- :
d - - o

\Q
AN

Coiieae cata]ogs and class scheduies for the 1977-78 academic year

_ were obtained from each of the 175° schoois. A unique system -for analyzing,'
“classifying, and reporting the course offerings was deveioped to deal with -

science courses in terms of both the unique features of the two-year col-
leges and the traditionai science disciplines.* - '
The general’ structure of this system and the procedure fox classi-

| fying a course aré briefly described here as a preface to the detaiied
_ description of the categories within socioiogy

For a fuii report of the methodoiogies empioyed see Hill & Mooney,

| 1979 (ED 167 235).

L




Taﬁle 1 \

Percentage Breakdawn of 175- College Sample COmpared to )
Nationa1 Percentages by Size, Region and Control

- | o o ]

. | - Size _ B . T
- 1- 500~ 1,000- 1,500- 2,500- 5,000- 7,500~ " 10,000~ 15,000 -
- 499 999_, ]{499 - 2,400 4,999 7,499 9,999 14,999 - # .
| Natiomal €. 15 18 13 . 7 Yy 8 5 .5 a4 "
CSample 13 6.7 13 170 19 . § 5 g 4. o
' TR T . S | e
. - ‘ Region . .
L . . Middle Mid- Mountain - .
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- National ¢ 7 ' 13,u 32 21 . .10 17 )
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P R AT Coursﬁ/C]assification System in \the §ciences ~ \
' <>» - Based upon the cataiog course description each science course
\ 1 sted in the catalog: was placed into one of six major cyrriculum (
' | _ / reas: Agriculture, Bioiogica] Sciences, Engineering Sciences and
e J/ Technologies Mathematics and Comput®r-Sciences, Physical Sciences, -
and Social and Benavior Sciences. These areas wére chosen because =,
theyuclosely_refject the instructional administrative organization
of, two-year colleges as well as the organization of national and- .
.internationai proféesional science organizations and 'ggencies, such- .
as the National Science Foundation. - ‘5‘ o
The second 1eve1 of c]assification was concerned ‘with the’ major
W subject field discip]ines within the broad area. For example, the
socfal and behavioral sciences are subdivided into Anthropology
angiﬂrchaeology, Psycho]ogy, Socio]ogy, Economics, Interdisciplinary.
Socia] Sciences, and . History, Philosophy, and Sociology of Science.
The proliferation of course titles in sociology made it necessary
;to form categories that would encompass closely- related courses. The
fol]owin breakdown explains which courses are included in this study.
_It should be noted ‘that course inclusion was based upon the catalog
3 _ - description, and not limited to classes offered by-the department . of
¢ sociology. |
- SOCIOLOGY COURSES -

Includes courses and programs that study the deve]opment, strugy
ture, interaction, and co]]ective behavior of groups- of indi- |

- viduals, and the analysis of social institutions. Courses may
“incorporate the personal relevancy of sociolqgical principles .

*and. theory, but courses that have as their primary focus per-

sonal applications, human re]ations skills, or counseling
skills aré not inclyfled. Field practicum and independent study. -
courses are also nof includéd because it is impossible to eval-

~ uate the actual scientific content of these courses.

L

o

E]ementary
General/Principles
Social Problems/General
. Marriage’ and Family:
Social. Institutions " -
" Social Problems/Specific
. ‘ ' : : Social Institutions-Specific
KA T . Sociology of Group -
* o Other_ o
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e ~ ELEMENTARY . _ ' e L
| A.general course in sociological theory. Similar to coursds -
described as General/Principles except that Introductor
courses meet- one or more of the following criteria: (1) the
. course 1s not a prerequisite for any other course(s);
2) practieal applications are considered as much as thedry; .
3) the college's curriculum includes a more intensive gen- L
eral sociology ceurge; (4) the course is specifically de-- N '
‘signed for non- majors, or (5) it is a one-semester, terminal i
course.

GENERAL/PRINCIPLES

_ A general introductory. course designed to familiarize the stu- . s
- dent with the basic socialogical concepts, theories, and methods.

ATthough this course.is most cammonly a part of the required

‘curriculum for social science majors, it is also a suggested

‘elective or required-cgurse in a wide range of nan-social sci-

ence major fields, incghding some vocational and technology-

oriented courses of study. -\ b/

“SOCIAL PROBLEMS/GENERAL : .. L

Courses uti]izing sociological concepts and mefhods in the in-
vestigation and _analysis of major social ‘problews; includir L
methods for alTeviating social problems. Courses ‘that copcen- £
_trate on a single problem (e.qg., de]inquency) are. c]assff ed 5
g Social Problems/Specific. C : _ .

MARRTAGE AND FAMILY e

- A sociological analysis of the fami]y and, its forms and functions
~ - The course typically analyzes marital practices and family struc-
- tures in a variety of cultural settings, and may investitgate the _ i
. gxtent to which societal customs and mores affect the individual’s ~ S
onceptualization of these areas. Courses that primarily em- - :
~ phasize the student's personal feelings'and thoughts -about
marriage and family, or courses intending tb provide a frame-’
work. for a "successful" marriage, are not-included. Usually
offered as 2 . sociaY science elective by the socioldgy depart-
ment, but th se .courses are sometimes offered through the home
economics department

“SOCIAL INSTITUTIONS/GENﬁRAL

The 'study of a’ variety of social institutions, usua]]y fbcusing

on theoretical and cross-cultural perspectives of education, -

reltgion, and the family. Courses that focis on.a single social N
o j institution are categorized under either Marriage and Famiiy

e -~ " or Social Institutions/Specific

a .
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A . SOCIAL PROBLEMS/SPECIFIC f v AN

The study of the sociological bases of specific problems in our
society (e.g9., crime, de]inquency;'drug:, a)¢ohol, cities,.
overpopulation), Classes directed specifically towards law °
enforcement personnel, classes that focq;’primari]y on the °
treatment of a problem (e.q.; .Juvenile corrections, drug coun-
seling), and-classes that are geared towards informing the
student about the %ersoqgl_dangers-qf a problem (e.g., drug
abuse) are not included* Law enforcement classes. that use a .
sociological perspective to investigate a problem and are open

to the general student body (e.g., criminology) are included.

SOCIAL INSTITUTIONS/SPECIFIC ‘ |

The study of a single social institution (e.g., religion, edu-

) . cation, medicipe) and the social factors that affect groups o
and individuals interacting within these institutions. The o
institution of family is widely studied, and hence is cate-
gorized separately under Marriage and Family.

SOCIOLOGY OF GROUP T .

- _ , Most courses in this category.are concerned with presenting a
‘ sociological perspective on a particular minority group or -
S : ~ . "groups in our culture (e.qg., Sociology of Women, Sociology
‘ : of the Black American, Sociology of Native Americans). Courses
in this categgry may also concentrate on the sociélogical pro-
cesses involved in group behavior in general; - o

OTHER |

Courses in sociotogy that do not fit any of the preceding cate-
gories Ye.g., Sociology of Consumer\Behayior,”Socioﬂogy'of_the R
Small Town in America, .Social Aspects of Deafness, American .

* Society). - o . . V-

After all the sclence courses wgreﬂto&ed (classified Genéral, . =
DeVelopmgnta1TfEkpé?1ﬁ§ﬁfgi, etc.), class schedules for the 1977-1978
academi'c year were examined and the number of sections Offered (day,

- o QVening and weekend credit courses) for each term was determined.
Prekequisites.and instructional modes . (e.g., lecture, 1ecture—1ab) -
were alsp determined from the catalogg. ' ' -

-~

" RESULTS

The following table, developed from the procedure deScribed.'preSentS%..
the sociology curriculum offered in two-year colleges for the 1977-78 ’

Il
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dicated here, every college tn the samp{é,listed at
in the catalog and offered at Jleast one soci-

academic year. As
~least one'sociolpg§ cou
ology section'during’thn atademic year 1977-78. :

‘ o o : / ..
. Table 2
Sociology Courses in the Two-Year Colleges, 1977-78 Academic Year

A

_ Percent of Peréent of Percent of Percent of Percent
Colleges Colleges Total- Total of This
Listing.  Listing Sociology Sociology Type:
‘This Type - This Type Courses Sections Course

Type 9f Course “ Course in :Course in Listed en Listed on  Having:
Catalog Class Schedule  Schedule a Pre-
Schedule . Llec/Lab - requisite
(n=175)  [n=175)  (n=659) - (n=3996) b -
Elementary 9 7, 2 2 0
GeneraT/Principles 95 e 94 . -30 57 9
Socta), Problems-- X : - -
General ( 75 .70 .2, 13 52
Marriage and : ' o o
Family. . - 69 ' 19 - . 14 _ - 26 .
Social Institutions-- L ‘ | ) .
General - 14 10 3 3 45
Social Problems-- . ) ' 3
Specific - =~ - 5] o ~ 18 8 45 ~
Social Institutions-- S L - . - o
Specific } 6 - 4 - 2 1 . 20y
.Sociology .of Group 16 - . 4 2 -2
. Other 3 14 9 \ 3 ; 1 30
. .*: — " .

It 1s 1ntbrest1ng to note that 175 co]leges (100% of samp]e) list one

" or more sociology courses in the college cata]og and that all these col-

Teges also 1ist one or maré sociology courses in schedu]es of classes.

However, less. thaﬁ“bne percent of .all the socio]ogy courses used instruc-

" t10na1 modes other than 1ecture The fact that 100 percent of the co]leges a
offered sociology c]eaply estab1ishes the pop larity and acceptance of the
discipline Only oneé other scientific discirf?ﬁé)(bioIOQy) was offered at
-‘every college in the sampr : : :

. ;‘ . . ]5 '\’”. ) ' . .. . ' R~



A]thodgh none_ot the earlier_studies reported in the literature actu-
ally documented the extent of sociology course efferings, Thornton (1960,
1972) had found that public colleges offered 9.0 units in 1960, and course
of ferings had increased to 10.3 units in 1972, Although these figures are
virtually impossible to 1nterpret accurately (no 1nformation as to semester/
quarter breakdown or ‘average number of units per- course is given) the fact ..
that the average two-year college in our "1977-78 sample offered 3.8 differ-
ent courses per year c]early 1nd1cate§ an expansion of the sociology cur-
riculum: e ' '
" The General/Principles course reémains the most widely offered and
heavily enrolled sociology course. Not only is the course offered at
virtua]]y every college in the sample (94%), but the Genera]/Princfp]esl
course alone accounts for 57 percent of the sociology sections offered /’\\ '
during the academic year. .The next largest block bf sections are devoted
to Marriage and Family (14%) and Socidal Prob]ems/Geheral (13%)- o
A]though for- the purposes of. c]assification the Social Problems courses
were divided into Social Problems/General and Social Problems/Specific.
when these two classifications are collapsed into a single "Social Problems" -.. -
category, their p0pu1ar1ty becomes more evident. When the two classif1~
cations are combined it was found that 85 percent of the colleges 1ist-a
Social Problems course in.the college catalog, 81 percent of the co11eges
P actually offer a Social Problems course, and Sécial Problems courses ac-
. count for 21 percen¢ of the sociology sections
It can therefore be seen that a]though the breadth of offerings in’
sociology is great (3.8 courses per college), the enrollments in sociology
are_coocentrated almost entirely 1h three types of courses: General Prin- .
ciples, Social Problems (General and Speoific), and Marriage and Family.
| These three types of courses accoﬁnt for 92 percent of all the sociology
'_‘ ' ~, 'sections offered. When Elementhy Sociology, which is a lower-level
1ntrod0ctory course, is lumped together with Genera]/Principles under
the more commohly usez c]assification of "First Course," these three
" courses (First Course, Social Problems and Marriage and Family) account
' for 9h percent of the sections. |
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Sociology as a distipline accounts for 8 percent of all the science

sections offered during the academic year. Whilé this represents a
smaller portion of the science offerings than disciplines such as mathe-
matics (33%) psycho]ogy (12%), or biology (11%), it is a larger percentage
of the science sections than such disciplines as’ economics (6%),.chemistry
(5%), or physics (3%). )

But sociology accounts for on]y 4 percent of all the science courses
of fered. This is further indication of the sociology curriqg‘&m 3 heaVy
concentration in a few courses. This curricular course concentration tan
be compared with an area such as physics, which accounts for 6 percent of
the science courses but on]y 3 percent of the sections. '

Hsing the variables of college regionj contro],.and size, it is also
interesting to examine the percentage of colleges-offering the different
types of courses. These data are presented in Table 3. The states in-
cluded in the different regions are noted in Appendix A.

As Table 3 indicates, there are surprisingly few regiona] differences.
This is especially evident when one takes into account college size, be-
cause small colleges are.concentrated in the South\and large colleges are
predominantiy found in“the West. Regionally, therefore, college sociol-
ogy curriculum is sremarkably consistent. . |
' The same consideration of size must be noted when comparing public
and private co]]eges Private colleges are almost exclusively small
colleges, but there are Still a few differences that present themselves.
Private colleges are less likely to offer any course in Social, Problems,
either. Generai or Specific They often offer courses in Marriage and
Family, and are more likely to offer a -course in Sociology. of Group than
one might predict. ' '

College size is the major discriminating factor in terms of two-year
coilege socio]ogy'offerings Quite simp]y, the larger the college, the
more likely it is_to offer a wide range of courses In fact, small col-
~ leges offer a mean of 2. 7 courses per co]]ege, medium-sized colleges
.. offer 4 3 courses and large colleges present an average of 5.5 different
socio]ogy courses during the academic year (The overall average number

\
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_ . - Table 3
» Percent of Colleges Offeﬁrm SocioTbg‘g Courses |
N ; Total ‘ 5 &_gion - : Control* ' Size .
Sample | North- Middle South Mid- Mountain/ west Public Private | Small -Medium Large
. east States -+ west Plains _ ' 1499 1500- 7500+
‘ ' . _ ' | - 7499 .
Course 75 1} 21 54 39 22 28 | 7 28 72. 18- 25
' Elementary ST 9 5 6. 15 0 a1 "8 - 0 | "3 8 16
General/Principles . 94 [ 91 100 93 87 100~ 96 9 .~ 93 94 92 96
“Social Problems- | o P : ! .
. General. 70 ) 82 6 59 72 . 68 .82 | 74 50 61 72 92
Marriage & Family " 69 64 57 65 74 59 8 | ~70- 64 | 57 . 73 92
Social Institutions- | \t : T o ' e -
S General 10 9 “W.ooMm o0 0 M fo0 o m |7 3 8°
* . Social Problems- o - . : | ‘ . VAR
& Specific . 4 36 62 . 20 38 36 A - 46 N 25 49 60
Social Institutions- . ' ' Lot - " | . |
Specific - N4 0 10,, 2 5 5. 4 4 4 1 4 12
Sociology of.Group 11 |- 9 4" - 2 15 -5 25 0 18 | 8 9
Other 9 1.9 .10 7 4. 13 5 1B N o | 3% 14 2
- h , .9_2
J =
21 |
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of courses offered for all the c¢olleges in the samp]e is 3. 8) If one
adds to this total of 3.8 coursik per year the fact thag cata]ogs list an
“average of one course per college that™was not offered during the school
year, it is foundakhat the -average two -year college catﬁlog lists rly
five socio]ogﬁ'courses (

- Fa

Linearity of curr1cu1um is often 1nd1cated by the use of pre -

sites, and on the whole, eqo}s4£es—are—ne%‘w+defyﬂused—fn'soc1oiogy -
Although s1ightly over ha]f of the Social Prob]ems,/General courses and .
nearly half of the Social Institutlons/General and Socia] Prob]ems/Specific
courses ha prerequ1s1tes, over 30 percent of the courses studied did not
Tist prerequ1s1tes By far the most commdn prerequis1te was - a ‘previous
‘course in Genera]/Pr1noip1es, although in some cases . eifher any previous
sociology course or the instructor's permission wou]d suffice. Tegg\\‘
scores or sophomore standing were rarely uSad as prerequisites. { '

In conc]usion, the data show the sociology curriculum to be high]y
concentrated around three courses: Genera]/Princip]es, Social Prob]ems,
‘and Marriage and Family. The range of sociology offerings is influenced
primarily by college size, with college region and control ‘accounting for
few® variat1ons in curriculum. (ﬁo '

DISCUSSION

R, )

- As the data indicate, ‘the two- -Year co]]ege sociology curriculum is
basica]]y composed of traditional, four- -year co]]ege transferab]e offer-
1ngs Despite the fact that studies and statistics consistent]y point to

'the fact that the transfer popu]ation of two-year colleges is clearly a
shrinking minority faction, the transfer-orientation continues to dominate
curriculum dec1s1onq Articulation with four-year co]ﬂeges is still seen -
as the primary consideration in two-year college curricu]um planning.

Perhaps the most distressing note sounded in the 1{terature is that
departments of sociology continue in thedr-reluctance to set conceofual .
goals and to collect and use data to evaluate curricular effectiveness )
vis-a-vis departmental goals. ’As Bradshaw and McPherron (1977, p. 19), note,
"If curriculum were a probleni of social policy, sociologists would be forced
to give themselves low marks on the utilization of data in planning."
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Lot . The “educational problems confronting 50ciologists in the two-year
2 - " college are not unique to this discipline, but sociological methodologies
' are certainly Qg]evant tools that shou1d be prought to bear in addressing'
these problems. In any case, the literature does suggest that sociology
—+s certainly misunderstood and at least margina]]y threatened "1t would
‘ appear to be a clear sign to sociologists thatgthe time is ripe for them
>, - to demonstrate the efficacy of their disciplive: If the sociological dis-

cipline would channel more of their research efforts into the structure
of undergraduate curricuﬁum, this woyld be an_eXcellent way of communi-
cating the utility of the discipline to ‘the general pub]ic
Despite difficu]ties, socio]ogy continues to Flourish both in terms
- of the range of offerings_and the numbers of sections. The unanimity of -
sociology's acceptance in the curriculum of our-entire sample of 175 two-
year colleges is particularly striking. Sociology has obviously.been
established in a secure enough position that practitioners can afford to
i experiment with different types of courses and course goals designed
specifically for the myriad non-transfer const(tuencfes that now com-
prise the bulk of two-year college enrollments.

While the American Sociological Association has clearly taken a
strong leadership role in these areas,(continued and increased assistance
is needed, particularly in the two-year co]]eoe sector. When two-year
college admintstrators and instructors realize that the ASA‘is truly
interested and concerned with their unique problems in delivering socio-
logical knowledge to an incredibly diverse population, two-year college
sociologists will take a lead in making curricu]um improvements. -

The ASA has a standing committee on teaching 3 section on Under~
graduate Education, a news1etter, and a teaching Resource Centeg. The
need for sociologists to apply their discip]ine to curriculum development
and evaluation has already been noted and these groups can undoubtedly
offer much assistance to two~year c011eges and to their sociology .R

instructors. | s
‘Proof from our data.that sociology is firmly entrenched in the two-

~ year college curriculum is a positive sign. It woqu be wise for the
~discipline to periodically reassess changing patterns so as to anticipate :
potential prob]ems and prevent any diminution of 1nterest in this discipIine

"."-.-" L p L
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PART 11 '
. _ INSTRUCTION
, THE LITERATURE \
. Information about instrygtional practices in two-year éolieges is o \

fragmented and disparate. -Cohen and Brawer (1972) note that "Desp®e the - \.._
magnitude of the American educational enterprise, surprisingly little is h '

known about the process of instruction and few agencies are systematical]y
- studying the matter" (p. 214). Unfortunate]y, sociology is no exception,

as "there is a dearth of information on the teaching of socio1ogy

(DaVenport 1971, p. 2). The paucity of information regarding the ways

in which sociology js taught is probably directly related to a lack of

information_ and knowledge about learning theony in general (Campbell”

et al., 1977).
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In some respectd the lack of research validating the effectiveness
of different instructional methods can be used as an excuse to ignore

"the "state- of the-art." But two-year colleges have staked their reputa-

‘,_manifested by hi

tion upon. their ability to teach and stiould be the Jeaders in improving
undergraduate instruction in higher education (Booth, 1971). Advanced )
degrees, publications, and research gre not a central part of the two-year:
col]ege'mission;.but teaching is.- As Cohen and Brawer (1972) point out,
the "hallmark of*a inature, professional instructor is that he accepts
effects of his efforts--that is, for the learning

. xiii) Fitzgerald (1977) cancurs, stating
and experimenting.with alternative methods “of. teaching

responsibility for

that "Recognizi
sociology is -an

(p. 98). .
Regrettably, the.reclusive nature of the two-year college instructor

portant aspect of our professional responsibi]ities“ *'giigg*

(Cohen, 1976) makes cooperative efforts difficult, and innovations often |

<
B}

require a great deal oﬁ\interchange between teachers, evaluation experts.
media experts, computer programmers, etc. Conklin (1978) notes that the
complexity that accompanies most attempted innovations nat only makes the
innovative process difficult, but'it becomes very difficult to tranSTen

the techniques and knowledge to other professors. S e
This lack of facu]ty interaction and coordination is. supported by : '.
Bradshaw and McPherron's'study (1977) which showed that two-year college 'Jﬁ

faculty rare]y discuss ways ‘in which the theoretical aspects of socio]ogy .
can be taught effectively. They’ f0und that the teaching of concepts
"is. a highly iudividualistic experience (and) . . . while concepts seemed

- to be the key to teaching wel], or the rod by which faculty and departments

measure successful teaching, disagreement about sequence, dtstrust of text,
lack of discussion and a general unwillingness to operationalize the
teaching of concepts still exists" (p. 9). . P

But the argument that socidlogical research strategies can be effec-
tively brought to bear to solve problems is as relevant to instructional’
practices as it is to curriculum issues (Hedley, 1978). The time s ripe
for serious study of the various innovative techniques-—which ones are

- effective and lasting and which ones die out (Gelles, 1978).
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Instructional Goals and Objectives .
Before discussing the ways in ghich socio]ogy is taught let us
briefly examine the goals and objectives toward which instructors gear .
their courses, as it is commonly agreed that setting objectiVes enhances o '¥j
- the teaching-learning process (Starkweather, 1971; Vaughn, 1975). As . |
noted earlier, disciplinary concepts are perhaps the primary focus But o
community college sociologists, more than any of their co]leagues in
higher education, also strive to relate sociological content to students"
everyday Tives (Stein, 1977). Other commonly cited goals include criti-
cal thinking (Logan, 1976), creativity and.innovativeness (Mariampolski,
1978; Waliis, 1973), and general education, cultural awareness, and
satigfaction of student interests (Bradshaw & McPherron, 1978) The
diversity of goais almost matches the diversity of students, often without
| | regard for matching students with appropriate course goals.
Lo But the key issue that each socioiogy instructor must confront is to
) - what extent their sociology ‘course ‘moves students towards the_stated course
goals. If creativity is a course goal, for exanple, are students more -
o creative after completing the course? -
N Critical thinking is one of the most commoniy held goals of socio]ogy

~ On the other hand, since Logan found that courses designed explicitly to
teach critica]'thinking'did result in improved student capabilities, it
was not that the course goal was ‘unattainable, it was simply not being
, ‘jaccomp]ished. In short, while instructors usually have a good picture of
S their course goals, they rarely develop means ot-evaiuating.students'
_achievement of these objectives. '
- : o _ P
Class Size - : L . - )
i The number of students enro]]ed in a section can have a large impact
S on the way a course is taught Although many undergraduate sociology
'f\_:"' < courses are taught to 1arge masses of students (Conklin, 1978; Na]lis,'
'-;fi'1973), the literature- suggests that smaller c]asses are the rule in two-
. year colleges. | a | -




"studentss considerably -less” than-small universities and large foup-year

]

The data collected by Bradshaw and McPherron (l978) show that the
average section of introductory sociology in twofyear colleges has 32,8

colleges, where introductory sections average 50 students, and dramatic- iy
ally less than large universities, where the .average introductony sec-
tion enrolls “nearly 80 students Nonintroductory courses éhroll even
fewer students at two-year colleges Where the average nonintroductory,.
coxrse has 21.5 ‘students.

Sociology enrolls more women than men. If Smelser and Davis (1969)

- were correct in their assertion that the ratio of men to women {n undgr-

graduate sociology is .7, theQ the average sociology section (using
Bradshaw and McPherron's figure of 26.5 students per course) contains 109

‘males and 15.6 females,

* - - ‘ _ N\

Teaching Methodologies .

_ while considerable discussion pertains to the most desirable and |
effective type of teaching structure, the traditional lecture-discussion
class continues to be by far the most popular (Bradshaw & McPherron.
1978). There has been w spread interest in both modules and "Person-
alized &ystem of Instruction; but nefthép have been put into practice
with any regularity" (Clark, 1974; Fitzgerald, 1977). ,

PST in particular has generated both interest and some zealous _
advocates. Johnson and Walsh (l978) are not atypical of pro-PSI pegple

1_in stating that PSI allows students to outperform comparison groups,

with Tower ability students profiting the most. They suggest that PSI

' has proven its effectiveness. and "that . the burden of proof should now
"shift to defenders of the status quo" {p. 372).. A1though this conclusion

is corroborated by Rogers, Satariano, and Rogers (1977), others. have used

. PSI or similar styles with mi xed- results (Halvorson. 1969; Jiofa, 1972).
'Obviously, ‘the jury is still out on the merits of PSJ
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Classroom Aids and Activities : - . ¢
The use of simulation games has also generated discussioniji’ :
Bredemeier (1978) points out that "Simulation games can help quick]y,_
} effectively, and dramatically to'provide what is taqo often missing from - -
social science instruction: the referents of abstract ooncepts” (p. 411).
As noted earlier, the teaching of concepts is ane -of the most.common1y55
held goals of sociology instructors, and Bredemeier feels that the use of

e gaming allows students to understand "ethnocentrism" or'"co1ture shock"

in much the same way_that laboratory experiments in physics help students
- comprehend concepts like "mass" or "force." But while both Greenblatt -
(1973) and McPherron and Bradshaw-(1978) document rising acceptance of
simulation gaming, Greenblatt finds that the literature is mixed on the
subject of gaming's effectiveness.
Media are also widely used as teaching aids, especial]y films.
"Virtually every department makes use of films; films are used exten-
sive]y or occasionally in 95 percent of all first coursds. Thus, teachers
of socio1ogy are kurprisingly heavy consumers of educational films.con-
sidering that journals offer almost no space for revtew of films, liter-
aturé or workshops do not encourage their creative use, and professional
meetings.do not oreview and discuss ti]ms" (Bradshaw & McPherron, 1977,
. 14). . Some go so far as to advocate teaching 1ntréﬁuctory sociology
through film rather than lecture as the primary: teaching tool (Smith
. 1973).. e
Other forms of media are also seen as useful teachingﬂpids. '§t011
(1973) proposes uti1izing videotape in the classroom; and no doubt video-
taping facilities and equipment are now more readily available than ever
before. Instructors can also make use of slides, the advantage being
that they are easily put together by the 1ndiv;dua1 1nstructor (Bronson,
1978). : |
Because community school interaction is an integral part of the two-
© ryear college phi]osophy, the use of field work assignments can be a pro-
ductive learning device (Rippetoe, Y977; Watcke, 1975). VanPelt. (1969)
advocates the use'bf'gtudent~community interaction as a "resource for
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interpreting sOCiological theory in a frame of reference quite relevant
to the student" (p.-115). | '

Reading Materials +

As expected, the literaturq points to the dominant usage of the
textbook in. virtually all sociology courses (Bradshaw & McPherron,

- 1977: Geertsen, 1977). But since some feel that as publishers intensify

- their marketing efforts to a broader range of texts, the chances of
-making a poor text selection increase, Geertsen (1977) presents a system
_for instructors to evaluate different texts. The need for this becomes
~more critical as student reading levels continue to plummet, because '

"the most important sipgle factor in whether or not a student will read
and understand a_textbook is its difficulty” (Geertsen, 1977.;p£|112).
It is interesting to note that although the faculty see themselVes as

‘highly autonomous (Campbell et al., 1977), common texts for the intro-

ductory course were prescribed by 54 percent of the two- year'COllege .
sociology departments surveyed by'Bradshaw and McPherron (1977).

At the same time, some instructors are quite cynical aout socio]ogy
students abiiities and/or wil]ingness,to read textbooks. This sentiment
is aptly summed up by Spencer (1977), who states, "Students are rot into
reading and do anything to get out of 1t" (p. 13). Perhaps because of
some of the problems. encountered with textual mater*als, socio]ogy depart-
ment chairpersons. anticipate increased utilization of nontextual reading
materials :(Bradshaw & McPherron, 1978). This may be: helpful when instruc-
tors want to gear their reading assignments to social groups that are

.traditionally not mentioned in textbooks (Kirschner, 1973).

1“

Testing and Grading | W | - SO
Socioiogy instructors rely heavily on objective tests for evaluating
students (Bradshaw & McPherron, 1978; Gardner & Abraham, 1978). Gardner

!
{

. and Abraham-(1978) point out the danger in this, name]y, thabystudents

already deficient language ski1ls will become progressively wdrse-gf tﬁey
are not called upon to. write. s . - ‘ o .ﬂ.v.'
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Although much of the literature bemoans students’ reluctance to N
read and write, there are signs that some students are both willing and

able to write if they are given encouragement and recognition. Wayne

County Community College (Michigan) publishes a journal consisting of
student research papers (Watcke. & Winterfield, 1979). The possibility
of having a paper published provides extra incentive for students to

do outstanding work, and the journal concept could be easily adapted at
many community colleges where faculty are willing to commit some extra
time and effort.

Because many instructors complain that it is difficult if not
impossible to fairly grade subjective tests, Gardner and Abraham suggest
criteria to remedy this prob]em. Different students perform well on
different types of tests (Hedley, 1978) and thus, it may be helpful to
offer a variety of tests. However, inStructors should be aware that
presenting difficult test '{tems early in a test can be detrimental to

~ students' performance because this raises anxiety levels (Rosenfe]d

1978). | | L

Faculty

Despite a plethora of reports about teaching effectiveness, little
i's known about what traits make an instructor "effective.' Most of the
information about socio]ogy faculty is descriptive, concentrating on .

degrees, age, and background e

In the- ear]y 1960s, few two- year college socio]ogists held the

“doctorate (Sibley, 1963). At this time, Davenport (1971) found that 6.6 per

cent of the sociology instrqctors'in the South had doctorates. Based upon
Smelser and Davis' (1969) prediction of a shortage of sociologists

' ho]ding the doctorate, one would have expected that two-year colleges

were, not Iikeiy to attract doctorate-Tlevel sociologists Yet by 1973, |
McGinnis and Solomon foresaw "a dismal picture of future employment
prospects for sociologists who hold the Ph.D. degree" (p. 57).

When the job market for socio]ogists changed, many became interested
in teaching positions at drevious]y not considered two-year colleges.
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"In fact, given current academic m“ket trends. more Ph.D.'s in sociology .
will probabiy be seeking and taking positions on community college facul-
ties. While this may be viewed as a positive trend on the .one hand, it
also introduces the possibi]ity that unless the discip]ine places more
emphasis on teaching and rewards such activity, this Ph. D. influx may
create- discontentQ(Stein, 1977, pp. 28-29).
" But while the usefulness of doctoral-level training in two-year |
colleges is debatable, no one would argue that instructors should have
some level of undergraduate and graduate training {n the ‘discipline they
teach. -Stoddard (1968) attacked the professjonalism of the two-year “#:
college sociological community, c]aiming that faculty had 1ittle sociolo-
gical background, and what little they had was outdated. Although
Davenport s data (1971) contradict some of Stoddard's- assertions. many of
his claims were validated. Among other things, Davenport found that’ |
many sociology instructors had most of their teaching experience outside
of sociology, fewer than half had over 40 semester hours of sociology,
and many instructors had 1ittle disciplinary affilfation. Stein (1977)
also claims that two-year col]ege sociologists are not’fnvolved in pro-

fessional networks. . v

But more recgnt data would indicate that progress has been made in
professionalizing the faculty. In over two- thirds of the two-year:col-
leges studied, Bradshaw and McPherron (1978) found that every instructor
had some graduate sociology training. A]though the 1iterature does not
indicate any growth in disciplinary affiliation, it would be helpful if
COmmunity col]ege sociology instructors would form some sort of com-
munications network (Booth, 1971).

If nothing else, the review of the 1iterature in two-year co]lege
sociology instruction points up the-need for continued efforts in this:
area. The concern of the American Sociological Association and the
contributions of a journal like Teaching,Sociologx,give hope that

sociology -pedagogy wl:l continue to improve.
o : _

[
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METHODOLOGY

In our study of instruqtfﬁna} practices in the sciences, the first
step was to establish a random sample of coi]eges The procedures used
in putting this sample (N=175) together are described in Part F. Each
college president who agreed to participate in the study was asked to

' name “a ‘contact person at the school, who was given the title "on-campus

facilitator".. Al] communication and correspondence between the Center
for the Study.of Community Colleges and the sample colleges was conducted
through the 175 on- campus facilitators. .

Once the college catalogs were obtained from each school Center
staff read eacly course description in the cata]og and put courses in the
appropriate category according to the Course-C]assification System for
the Sciences (see Part I). These courses were then arrayed 4n six groups.
The sociology courses for each school were listed along with all other
behav&ora] and social science courses listed in the catalog.

‘The next step in the process involved counting the science coursé .
offerings in the Fall 1977 day and evening schedules of classes. Each
college's schedule was reviewed one. section at a time. Using the course
list ﬁeveloped from the college catalog, courses that were properly
categorized.as science courses were identified for “inclusion in this
study. Each'science course sgction was then underlined. A list was
developed: for each college that showed the .courses offered and ‘the number

v o

of sections of the course that were 1isted in the schedule of classes.

‘The selection of ihdividua] c]ass sections was done by drawing every
thirteenth section in each of ‘the six major science areas # After randomly-

‘ selecting the first college, the system was automatica]]y self-randomizing.

Each sampled section was recorded on a check]ist for the faci]itator at
each school. This checklist included the name .of the instructor 1listed as

*teaching the section, .the course title, section number, and the days and
time the ciass met. A copy of this checklist was kept at the Center to
: tal]y the surveys as they were received. '

.~ A survey form (Appendix B) for each instructor was maiied to the _'
¢ampus faci]itator, together with instructions for completing the :
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-questionnaire and a return envelope addreSSed to the same faci]itator.

The raturn envelope had the instructor's name 1isted as the retur
address and was clearly marked “Confidential." This enabled £he on-
campus facilitotor'to keep an exact record of who had.respon:?d without
opening the envelope, a techrique which guaranteed confidentVality to
the respondent whi]e also enabling the facilitator to fb]low up on the

retrieval of surveys from nonrespondents

Questionnaires were mailed to 1,683 instructors. Since the surveys
were mailed after the completion of the fall term (betweenOFebruany 20
and April 10, 1978), 114 suréeys were not deliverable, due to faculty
dismissal, retireme t, death, etc. An additional 77 sec;ions were can- -
ce]]edf Of the 1,492 deliverable surveéys, 1,275 were returned. This
established an overall respanse rate of 85.5 percent. Questionnaires
were retrieved from 100 percent of the faculty sampled at nearly 69 per-
cent of the colleges. Table 4 shows the re]ationshib'between completed
surveys in the different disciplines and the percent of the total number
of c]ass sections offered in these—a?Eciolines tn the 1977+78 academic
year.’ .
Of #he 1, 275 responses, 94 surveys were retrieved from 1nstructors
of sociology. The results, reported here are based upon these responses.

/ | T o
o RESULTS : N

Instructors of sociology teach their courses much like their col-
leagues in the other social sciences (anthropo]ogy, psychology, economics).
However, some differences appear whenﬁﬁociologists are compared with the °
science faculty as a whole. '
Enrollments - , |

The average sociology section 1n1t1a11y enrolls 35.3 students (16.4
males and 18.9 females). Out of this group, 29.4 students receive o
grades, for an 83.3 percent ‘coufse completion rate. Both the enroliment

"and'completion'figures are s1ightly higher than the total’science group,

which showed an 1n1t1a| enro]]ment of 31.8 students and a completion

rate of 79.6 percent.’
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“ . 'Taﬁle 4.
Relationship between Completed Surveys and Class Sections
‘ ~ Returns on the Class 177-'78 Academic
‘ Section Survey--' _ Year--% of Total.
Discipline % of Total Lecture Sections
v ' (n=1,275) - (n=49,275)
Agriculture 3.0 ' 3.0
Biology .28 10.5
. 0
Engineering 1.3 11.0
Math/Comp. Sci. | 30.8 o 32.5 -~
e T
| Chemistry - ‘ 6.4 5.1 |
. ) /‘
)ﬁ Earth/Space | | 3.6 | . 3.6 -
€ Physics o 38 o 3.2
Inxerdiséiplinary Natural Sci. 2.3 ‘ . 2.7 |
Anthro & Interdis. Soc. Sci. 2.4 | )3.0
Psychology “\ 11.2 1.6 _
s Sociology , 7.4’ _ 8.1 |
Economics L - .54 " ’ 5.6
-~ %
" ! a' d )
31
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.. Combining these enrollment figures/with the curriculum figures pke-

sented in Part I, we find that the meyﬁ injtial enrollment figure for

soctiology programs . is 806 students per academic year, with 617 students _
" completing a course'and recelving a grade. - : -

A]though the 11terature suggests that 1ntroductory courses have ‘
significant]y larger class sections than other sociology courses, our
figures 'do not support this finding. Our data §how no significqnt

. difference between introductory course enrollments and class size in the

other sociology courses. - While much of the literature notes the problems
of dealing with large sections, th}S is not a major problem for two-year
colleges, where only 13 percent of the 1ntroductory sections have more

than 50 studgnts. In fact, 15 percent of the sections enroll fewer. than:

i

20 students. ' ) ke “4g§3

Allotment ;;\ETESS/T?;;/'

Instructors were asked to 1nd1cate the percentage of class' time they
devote to different classroom activities, and, as expected, the largest
block of class time was spent'1ec;ur1ng-(Tab1e 5).

Table 5
' A]]otment of Class Time 1n Soeiology and Total Science Classes
- ; : Socio]ogy "/ Total Science
| h Classes Classes .
Lectures . s.e  44.8%
.Class Discussion T - ' 23.4° | 150
~ Quizzes/Exams ‘ - | 7.9 ‘ 9.7
Viewing and/or Listening to Media o BN Y 4.4
Student Verbal Presentations ' 5.8 - ' 2.6
Simulation Games | . . 2.6 .9
Guest Lectures | s 2.1 .. .8
Lecture/Demonstration Experiments | 5 32
Field Trips N S 7
Other (mainly lab work) R ‘ﬁ;_ .8 o 17..9

Y
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In addition to the'allotment of class time, we also looked at the
percentage of faculty utilizing these different class activities. A$ one
would expect,- all instructors lecture, and nearly 60 percent indicate
they lecture more than half of the class time Guest lectures were given
in 30.9 percent of the sociology courses, compared to-omly 11.8 percent -
of all séience courses. Nearly half of the sociology instructors had
“their students give verbal presentations, ‘and while this was higher
than the science, faculty in general, it was only slightly higher than v
the rest of their social science colleagues. This similapity of teaching

style also extended to use of classroom discussion, where social science

instructors:were the most frequent and heaviest users. A surprisingly
small percentage (6.4%) of the sociology fnstructors took their classes
on field trips, byt most of the instructors made use of media.

" -

- Media Use . . S -

As the l1iterature suggests, sociologists often use films as a teach-

'ing aid. Nearly 80 percent of the instructors show films, and nearly
20 percent of these instructors show films frequently These;figures
are much higher than those reported by the science faculty in general.
No_other form of media had the widespread usage found with films,
but apprbximately one-third of the sociologists used slides, udiotapes.
overhead transparencies, videotapes, and maps/charts or-t1lus-
trated displays. Very few instructors developed their own materials, ’
although 8.5 ‘percent did develop their own slide presentations

~-=

'Reading Materials _ 0 .

Textbooks were used in every sociology course, and sociology instruc-

tors assigned more pages . of textbook reading than any other discipline--

an average of 420 pages. The majority of instructors were well satisfiéd |

with their texts, althoughl§ .6 percent indicated they definitely planned
on changing to a new textbook. ' Only 46.2 percent of the instructors
were . allowed to independently choose their textbook. “The rest of the

~ faculty were either assigned a text, served on a textbook selection
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committee, or had to verify their -selection with the department chatir-
None of the other types SY reading- materials were used by as large .
a percentage of the instructors as the textbook Although the percentage

-of faculty using these other materials is small, laboratory materials ' -

(16%), collections of réading (35%), reference books (2l%) Journal/ o Ly
magazines (45%),. newspapers (23%). and syllabi or handouts (69%) all, . R
added to the students' reading load When one adds the textbook reading
to the. total group mean for all the above noted reading materials, the
average readjngqasstgnment in sociology classes is 518 pages.

Grading,Practices e

Grading practices in sociology courses were fairly traditional.
except that in nearly one-third of all sociology sections no failing

. - grades were assigned. In these courses the student either received a o y
_passing grade or "no credit." Table 6 detalls sociology grading schemes.

- Table 6
Grading Practices ‘ _ |
. Sociology  Total Science
. Classes ‘ Classes
ABCDF o | . R R d s 13.6
A B C D/No credif 3 22.3 EER TR
ABC/No credit  ° .. 5.3 5.6
Pass/Fail - o 1.4
Pass/No Credit o _. | 5.3 " - _ 2.8 o
Other & S I T K- |

! ) * ‘ -~
v : 34
. a . . _

Y
. @

We also looked at the extgnt to which various classroom activities '. ' :[
determine students grades i Objective tests were the most prevalent mgans :

of evaluation, although sociol0gy instructors used a wide variety of

h ]
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activities. The next most heavily weighted class’ assignments were essay

exams and papers written out of class.

Table 7

~ The mostfcommonly used type of test qugst1§n is- multiple response,
which 1s"frequent1y*utilizéd by'77 7 percent of the sociology-.instructors.

'Sociologists ask their students to write essay exams more than any other

discipline. Essay questions are.. frequently used by 62. 8 percent of the

~s R . . .
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Grading Emphasis )
Counted 25% or Included but
More toward Grade Counted Less than 25%
_ "Soc. Total Soc. Total.
i N : -- ‘ i - ' - -

- Quick scorefobjective test  64.9 59.6 12.8 - 15.3
Essay exams .. 48,9 - 40.8 . 18.1. 4.7«
Papers written outside ' | .

of class - 33.0 8.9 38.3 25.1
Research reports  ° 10.6 2.7 24.5 4.2
Participation in class . o ' |
- discussion 6.4 1.9 53.2: . 32.5
Regular.class attendance 5.3 2.8 48.9 . 32.0
Oral regitations 4.3 1.9 3.9 6.5

'ﬁPapers written in class 4.3 4.9 2.3 8.1

" Field reports | 21 . 18 2.3 9.2
Homework | 2.1 T 6.5 10.6 31.5.
Nonwritten projects IRES D - n.7 8.1
Individual disc. with .

instructor 1.1 . .8 . 9.6 . 89

) 'ﬂ * . L S, Q- ‘I*ﬂﬁ‘% oY
Workbook completion S B 3.5 - . 6.4 & 140 S
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- {nstructors, and seldom used by another 20.2" percent, Completion type

questions were the only other form of tost item that drew a fairly large .
" response, used frequently by 14. 9 percent and seldom by 25.5 percent.

Instructor Goals and Student Competencies _

. Although instructors may desire a wide range of course outcomes, -
we asked them to pick one objective from sets of four that they most

wanted their students to achieve. The sociologiSts responses, which

. are shown in Table 8  were qyite &ﬁ@f‘?& to the other social sciences

- but revealed some cle&Vage points with the rest of the science faculty. .

Instructors also indicated the importance of various student com- - . '_
petencies ' Specifically, how necessary were these skills fox | the student d
to performwell on course exams and quizzes. Table 9 details the re-
sponses of the sociglogy faculty, as well as the tota) science faculty,
and the social sciencé instructors (anthropology and interdisciplinary.
psychology, and economics). ‘ ) 4 R
L

T Y R T ¢ g

" Qut- of-Class_ Activities
In addition to classroom activities and course goals, we asked the
"‘,instructors to note which, if any, out-of-~class activities were ‘required
or recommended The 1ist of activities included on- -campus educational
films, other films, field trips, televisfon' programs, museum attendance,
volunteer service, outside lectures, and tutoring. None of these actiy-
ities were required by more than 10 percent of the faculty, although
television programs were recommended by 64 percent, outside lectures
) '\\E-hy 52 percent other films by 47 percent, and on- campus films by 40 per-
cent. All of these percentages are higher than for the sCience faculty :
as a whole; suggesting that sociology instructors are more likely to
involve thefr students in out- of-class activities. .

Faculty
: In 1977, 17 percent of the sociology faculty had obtained a doctorw'_
r ate degree, 81.9 percent had a master' s, and 1.1 percent had the
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~ Table 8 .i \
1 Desired Qualities for Students .
' Desired Qualities - - = - - ‘Socfology+ Total
, Underst&h@égspreciate 1nterre1ationsh1ps | |
of sciehe€®¥dand society . E 52.1 26.9
Understand scientific research literature . 5.3 1.8
Set 1 Apply p{incfples.loarnéd in course to solve = | )
qua ative and/or quantitative problems 139.4 61.4
| Develop proficiency in lab method and T - .
techniques .\of discip]‘e | (VN 8.3
Relate knowledge acquired in-class to real . -
world systems and prob]ems . 78.7 48.2
. Understand principles, concepts, and ter- . .
o “minology of the discipline 18.1 42.6
Set 2 Develop apprec1at1on/understand1ng of . .
. scientific method ' L. 2.2
Gain "hands- -on" or field experlence in ' o '
app]ied practice _ 1.1 6.1
Learn to use’ tools of research in the
-sciences - . 1.1 .~ - 8.6
set' 3 Gain‘qualjties of mind useful in - o
- further education L 20.2° 1329
Understand self N 287 9.4
Develop the ability to think critically, 47.9 46.6
y AL \
. -
A -
-. "
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Table-9

Desired Student Outoomes )

7.4

35.5

T < sec.. Total . sec. sel.
(n=94)  (n=1275) (n=243)
‘Mastery of a Ski11 | .
Ver& Important 10.6 51.0 22.2
Not Important B | 44.7 17.3 '32.5
Acquaintance with Conceptskof the
D1sc1p11ne Co- u ‘
Very Important 86.2 83.1 84.8
. Not Important -2 1.3 1.2
Recall ‘of Specifi€ Information
Ve;y Important 330 427 43.6
Not Important 12.8 5.7 3.7
Unders tand Significance of Certain Works, ! o
Events, Phenomena | | .
Very Important 53;2 449 63.1
Not Important . _ 4.3 7.2 8.6
Ability to'SynthosIzesConrse Content o | |
Very Important | | 62.8 46.5 : 54.3
-Not. Important 0 10.0’ 3.7:
‘ Re]at10nsh1p of Concepts to Students | ’
Ouwn Values . )
Very ImpOrtantf 59.6 24.0 45,7
" Not Important 12.8
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bachelnr s. The emp]oyment status of the faculty was 80.0 percent full-
time, 11.7 percent part-time, and 8.5 percent division chairperson.

. "The largest percentage of the facuity had been teaching ih a two-
year co]]ege for five to ten years (42, 6%) Only ‘4.3 percent of the
sociology facu]ty had been hired within the last year or. had been at & ’
two- -year college more than 20 years, but this was also typical for the
science faculty as a whole. . .

Many types of ‘nstnﬁctional assistance were av8ilable to the faculty,
and in most cases the faculty utilized these.services (Table 10).

Table 10
Assistance Available to Faculty
* : Assistance A
o . ' | _Available Utilized
Clerical help =~ o _ 85.1 : 78.7
Media production facilittes/assistance o 74.5 54.3
i Library/bibliographic assistance | 71.3 w0 - | 45.7
Test-scoring facilities o 50.3 30,9
Tators + . . %1 2.2
A Paraprofessional aides ) 9.6 - ° 8.5

Readers * - | | 8.5 |\ 3.2

| services are as enthusiastlcally rece1ved as clerical help. Per ine of
even greater 1mportance is what the instructors felt they needed t }make
their courses even more effective. The more popular choices: are not d\\
» Table 11 IV A ’
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Table N -
. Sociology Instructors Nould Like _ |

Students better prepared to-handle course ' . 63.0
Availability of more media | BT X
Instructor release time _“' “ S __. ' \.47.9
Professional development opportunities : | . _ ” 39.4
smaller class . ; - S 394
More interaction with.colleagues! administrators _ 27.7
\'Stricter.prerequisites‘ \, - :\,'h o | 23.4‘
More clerical'assistance | ; _ | 22.3 |
More readers/paraprofessionals | l3,8'.
More freedom to choose materials " . 12.8

-

Less than 10 percent selected options such as a larger classy less
interaction from colleagues or administrators, fewer prerequisites, or
di fferent course description and goals. ' ’

«
o

DISCUSSION .

¢

While the data colleéted in this study corroborate many of the pre-
_ vious findings,. and expand our knowledge about how sociology is taught
\ ' _in two-year colleges, in some ways this study points out the need for more
. | ‘researc even more than it anSwers old questions ‘This 1% not to down-
- - grade the importance of establishing a baseline of information about -
| ~ sociology instruction. as the neoessity for a good foundation of know—
ledge is clear. But as we begin 'to answer basic questions regarding
how many ‘instructors show films, how many students .are enrolled in each
class, what are ‘the course goals, etc., the need for further pedagogical
research grows moregevident.

o . .
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Our review of the 1Yteraturg on sociology lnstructidn establishes
that there are virtually ho undisputed facts regarding a "best" or
"preferred"'method of instruction. _While almost everyone agrees that o
lecture® are often boring, and at times inappropriate, they are univer-:
sally employed. Some educators feel that indicators of an excellent
instructor include the use of a wide range of media and instructional
techniques, but there.is really 1ittle evidente to support the notion

_that variety equals excellence In short, all we know about the field
~of instruction 1s that we know very little.

But before going too far into a discussion of the needs for future -
research that this study reveals, let us review the implications of the
accumulated data. First, what do the enrollment figures tell us? MWe
find that sociology, despite .claims of rapidly shrinking enrollments,

‘shows an 1n1t1al enrollment o? over 800 students per year.

Q*As far as classroom activities are concerned, sociologists are
quite similar to other social scientists. They lecture a great deal,

“but also devote a large block of class time to d1scussion As the

literature suggests, sociologists show films much more regularly than
most science 1nstructors Bradshaw and McPherron's (1977) recommenda- . .
tion that soclology journals should review films as well as textbooks
certainly bears repeating. A journal llke Teaching Sociology could" run

a film column to help sociologists select materials they ‘would like to
use in their classroom ‘

. The reading load assigned by sociology instructors seems to argue
strongly fer the use of "streams” of 1nstruction, as there can be no
doubt that many students would drown amidst the nearly 600 pages of read-
1ng that the average sociology instructor ass1gns One must wonder what :
percentage of sociology students complete and comprehend their assigned

reading. If the curriculum would separate the trans fer- oriented studentZ;///////

then the mijority of courses ‘could gear reading content and level to the

majority of students in thé class who do not intend to go on to a four- _

year. college As the situation stands now, where general interest, ' .
ccupational transﬁer, remedlal, and adult learners are all grouped -
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together, it is 1mpossib1e to assign reading that is appropriate for all
the students. . *Eerhapsﬂn restructuring of the ¢ curricu1um would give

B ‘-.r;l'\:"

teachers ‘the opportunity to select reading materia]s that are reTevant
readable, and comprehensible for students 1n every category, &

Similar changes that would tailor instruction to student needs might
be made in the area of course grades.: Our data reveal 30 percent of the
courses have no failing grade, while the other 70 percent is comprised of
the traditional "A B C' D F" scheme. For the student who is taking the
course for general interést, there seems 1ittle need to assign a "fail"
grade On the other hand, transfer students may find the aversive motiva-
tion of a failing grade helps them finish reading assignments, attend
class, and write papers. The academic world is competitive. We would
.therefore recommend that all nontransfer "streams" should utilize non-
punitive grading, but that the transfer "streams" should cons'ider main-
taining the "fail" gradel Perhaps the American Sociological Associatjoh
Task Group on Undergraduate Teaching could conduct a study to see‘if
different grading formats affect student motitation, attendance, and per-
formance, with a particular emphasis on the differential performance of
various student groups. .

The need to "stream" both students and instruction is also an 1ssue j
when examining the instructors' course goals. It is rather surprising that
in a forced choice situation, more than four times as many socidﬁpgy in-
structors chose "Relate knowledge acquired in class to real world systems
and problems" over "Understand princ%ples, concepts, and terminology of

- <

o the discipline."” The latter goal would align itself more with a four-

year college orientation, and so perhaps .it is a good ‘'sign that.so many
instructors chose the less theoretical and more practical alternative.
Two-year co]lege sociologists .also gave a fair amount of support (20%)
to the goa] "Understand sel1f," which is genera]]y not acknowledged as a

‘ 1egit1mate goal-in four-year institutions. _But should not students know

their 1nstructors goals before the class begins? The serious transfer

student might be more inclined to take courses_where instructors' goa]s

are closely parallel with university offerings, but_perhaps the adult

learner or occupafional student would seek out the instructor who 1s
ff“people" rather than "theory" oriented.

|-.- ._ , - 42
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Typica]]y, sociologists hold "critical thinking" as a primary course

) goa] Two-year college sociologists also strongly uphold this objective,

¢but some studies quest1on whether sociology courses teach critical think-
ing at all. [If this trait is to remain a widely- -held goal, then instruc-
tors should begin to evaluate whether their course really impacts the
students' ability to think. No one would question the legitimacy of the
goal, but if the goal is rarely accomplished, perhaps it is unrealistic.
Certainly instructors should be aware if their course goals are being ‘
accomplished, but one senses that perhaps this is not the case.

The data do show that two-year colleges are employing a more highly- -
degreed faculty, as 17 percent of the sociology instructors “hold the/ '
doctorate. Unfortunately, our study does not reveal the area in wh1ch
an 1nd1v1dua1 achieved his/her highest degree, but it would be interest-
ing Yo see 1f Stoddard's (1968) claim that two- -year co]]ege faculty lack
professionalism and*have 1ittle sociological background is still -true.

We suspect that the faculty hired in the last ten years have appreciably

- upgraded the two-year college facu]ty and Stoddard s claims are no longer

applicable. ‘
Not surprisingly, the 1nstructors‘expressed a desire for more qua11u
fied and better prepared students, more media, release time, professiona]

~ development, and smaller classes. " Obviously little can be dor .xo jmprove

the studentis' background once they are enrolled 1n college, except if more
prerequisites were used. But while 53 percent of the faculty wanted
better students, only 23 percent desired stricter prerequisites.

In many ways this study points out a lack of knowledge about the
‘teaching-learning _process, about what 1nstructiona1 methods work best for
different persona]ity types. Perhaps "flex1b111ty" helps a teacher who
teaches by lecture-discussion, but hinders a teacher who uses PSI. While
- there seems to be 1ittle agreement over how to choose an "effective"
ihstructor, there also seems to be 11tt1e effort to find the answer to
‘the question. - ~ |

The literature clearly shows that every methodology works well for

"some, poorly for others. *In Dateline '79 Cohen (1969) predicts that

t
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colleges will match teachers with teaching -styles, ‘and learners with
learning styles. Now i3 is 1979, but our p;ogress in these areas is
almost nonexistent. The enormity'of the. research efforts needed in _
these areas clearly points up the need for large scale federally-funded
research.

[CRE e

"~ CONCLUSION

Sociology education i firmly entrenched in the two-year college
curriculum, and though there are some grave\predictions of a dark future,
few signs indicate that sociology is.in any serious trouble. - In fact,.

~.at léast one sociology course fis offered at virtually every two-year
collegé in the United States at some point in the academic year.

The average two-year college offers nearly four different courses
“in sociology, and almost 23 sections per academic year. Projecting these
figures to the universe of two-year colleges, we find’ that approximately
28,000 sections of sociology are offered per year. Coupled with an
average section enrollment of 35 students, socio]ogx S yearly enro]lment
is nearly one million students.

Perhaps the major problem confronting sociology lies in- the fact
that the general populace is not well informed about the scope, limita-
“tions, and boundaries of the discipline. Unfortunately, there is little
agreement on these issues within the academic community, so the chances
of students' obtaining a clear understanding of the nature of the dis-

cipline appear to be diminisheéﬁ" | '

The sociology curriculum is mainly comprised of-courses whose largest
common denominator seems to be a traditional format and approach. Médular
packages and "streams" of instruction are ideas well suited to the two-
year college as it exists today, but 1mp1ementatfon of these concepts has
been slow. Because radical departures from the current curriculum are '
expensive to implement, and there are no guarantees that experimentation
wil) be successful, few community colleges are going to actively pursue

a goal of curriculum reform. Therefore it seems clear that funding for
these experiments must come from either the NSF or the ASA if two- year
colleges are to be encod‘hged to be fnnovative.

M
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fﬁe~9nstructiona1 methodologies employed, by sociology instructors’
are quite similar to other social science 1nstruétors, They also use
s{milar testing devices and hold similar course goals. But since little
{s known about the various methodologies and technologies as far as
their effectiveness is concerned, much progress must be made in educa-
‘tional research to determine the efficacy of the.components of the
teaching process. '

Fortunately, the ASA seems to be in tune with the problems and needs
of undergraduate sociology. Solutions will not be easy to develop or
implement, but the commitment of professional sociologists to the growth,
and development of their discipline should insure a bright future for
sociology. '
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APPENDIX A
Regiori®1 NORTHEAST " *Maryland
. . o
Connecticut - ~ Dundalk |
- Hagers town
Greater Hartford ' . Harford
Mitchell ; _ Howard
Quinebaug p v Villa Julle.
Massachusetts : New Jersey
. : [ §
Bay Path . - Atlantic (\/ '
Bunker Hill Middlesex County hed
Mt. Wachusett . i
o -Eenﬁ@&Ivania '
Maine » o : | )
N ' -Allegheny County/Boyce Campus

University of Maine/ 't Delaware County -

Augus ta : Harcum

_ ' : - Keystone
New Hampshire Horthampton County

: Northeastern Christian
New Hampshire Tech.

White Pines . L West Virginia
New York . o West Virginia Northern
o Potomac State
. . Cayuga County R :
b Genesee . Region 3 SOUTH
Hudson Valley ‘
North Country ' Alabama
Vermont : » - James Faulkner State .
: John C. Calhoun State .
Champlain E o ~ LurTeen B. Wallace State '
Vermont Col. of ' : _ Northwest Alabama State
Norwich ‘U, '
’ Arkansas

Region 2 - MIDDLE STATES

. : Central Baptist
Delaware ' Migsissippi County
’ Was tark '
‘Delaware Tech. and C.C./ |
Terry Campus ‘
Goldey Beacom ' .
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Mississippi Gulf- Coast/
Jefferson*Davis Campus
Pearl River .
~ Southwest M1ssissippi -
~ Wood _ :

- M ¥

North'qaéolina:

Chowan College . "7 &
Coastal Carolina S
Edgecombe Tech.
Halifax City Tech

. Lenair -
Ri.chmond Tech.

- Roanoke-Chowan Tech. .
Wake: TECh '

}South.Garolina'.;'

- .

-

.o Greenville Tech.’

Lancaster

" University of South Carolina/

../’J 4y
o R y .
APPENDIX A (continued) | Co T
3 | ' o . ; _ - =
. .Florida Tgngessee
Brevard Jackson State- - :i-#j . »
o ., Edison Martin . . , L : g
Y . Florida Morrdstown . .& ' -
" Palm Beach Shelby State -» . - - .
" Seminole * | ‘ . | C
- Yalencia Texas - \\\x_ S -
| Georgia _’Angelina ) -
: | Lamar University/Orange Branch
Atlanta - San Antonio ‘ i
Bainbridge “*Vernon Regional o d
Clayton’ - Weatherford - ', o
Floyd = ' _
. Georgia Military " Virginia
_ - Middle Georgia ’
R South Georgia . Central Va.
- : - Northern Va. /A\exandria
Kentucky " New River ;
_ . - Southern Seminary
+ Southeast ' . Tidewater
C "~ Thomds Nelson -
Mississippi Wytheville =~ - -
Atawamba ) .. Region- 4 MIDWEST
Mary Holmes . ) o L

1111nofs

'Central YMCA
-Danville .

Highland

Kishwaukee

Lincoln Land

Oakton -

Waubonsee ‘ '
William Rainey Harper

'Igwa'

. Clinton - '
‘Hawkeye Institute of Techno]ogy

Indian Hills s

. - Towa Lakes =~ . - B

Marshalltown
Southeas tern

. ! -
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‘Michigan

~

. APPENDIX A (continued)

Bay de Noc
Delta

Kalamazoo Valley
Kirtland

Monroe County
Oakland

Suomi

Minnesota
Austin -

North Henngpin
Northland

University of Minnesota Tech
Nﬂl]mar )

Eﬁssouri

St.'Pah]‘sv'
Three Rivers

Nebras&i ‘
Nepras

Metropd]itan Tech.
Platte Tech.

Ohio

Edison State
Loraine County
Northwest Tech.

-Shawnee State ;

Sinclair
University of Toledo
Comm. and Tech.

- wisconsin

bistiict One Tech. N

‘Lakeshore Tech.
* Milwaukee Area,Tech.

University Center System/Sheboygan

Western wisconsin Tech. .

Region 5 MUNTAIN PU\IN «&7
Colorado . =y
Arapahoe |

~ * Community College of Denvqr

Auraria Campus-
Morgan
~ Northeastern

Kansas S | e
Barton County...--- :
Central
Coffeyville

Hess ton

St. John's

- ~Montana

Miles:
North Dakota

North Dakota St. Sch of Science o

Oklahoma -
”T"“’""" .

Connors State '
Hillsdale Free Will Baptist
rNorthern Ok1ahoma

South Oklahoma City

SF Gregory's -

South Dakota

-

) Presentation
Utah. |

Coilége of Eastern Utah.
- Utah Tech.

- Central Wyoming '



APPENDIX A (continued)
+ Region 6 ﬂ§§1

Cochise
Pima

California

1

American River

Butte

Citrus . .
Collede of San Mateo
College of the Desert
College of the Sequoias
Fresno City College
Hartnell . »
Lassen _

Los ‘Angeles Pierce
Mendocino

Merced

‘Mt. San Jacinto

. Saddleback

San Bernardino Valley
San Diego Mesa

Santa Rosa

Nevada .

-,

~ Clark County
Oregon |

Chemeketa
‘Mt. Hood
Umpqua

e ———

Washington

Green River * -
" Lower Columbia

Pdninsula
South Seatt]gﬂ : .
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