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EDITOR'S NOTES

The community college is full of women. More than 50 percent of its students
are women, close to half its faculty are women, and over 10 percent of com-
munity college presidents are female. What is the effect of so many women on
the institution? Does their presence mean the community college operates dif-
ferently than other sectors of higher education? Is there a more equitable dis-
tribution of power between men and women in the community college than
in four-year colleges and universities?

The answers to these questions are not known because so little is known
about women in the two-year school. As the chapters in this book indicate,
there is little research about these women. They are rarely studied and they
even more rarely write abo,it the;nselves.

Organizational voices about women in the community college are lew.
The American Association of Community Colleges (AACC) has made only two
official pronouncements about women in the community college. Both were
in the 1970s and in the context of statements on equal opportunity and affir-
mative action. AACC's support of women is manifested largely through its affil-
iated council, the American Association of Women in Community Colleges
(AAWCC), formed in 1973. The AAWCC has been active in developing
women administrators through state and regional activities. The only other sig-
nificant organizational voice is the National Institute for Leadership Develop-
ment, supported by the AAWCC, the Maricopa Community Colleges, and the
League for Innovation. Providing leadership development activities for women,
the institute is the major training program for women community college lead-
ers. Central to its approach is understanding and valuing of women's leader-
ship styles and developing the whole person.

These efforts to develop women leaders are commendable, and may well
he bearing fruit. The community college has a higher percentage of women
presidents than any other institutional type. As presidents, women are in posi-
tions of power to effect change. They have the opportunity to help create and
develop an institutional environment that embraces women, minorities, and
all nontraditional students and staff. It is not only women presidents who have
this opportunity. All institutional presidents can strive to do so. What is not
clear is if the gender of a president may be a factor in that person's willingness
or desire to use institutional power to develop an inclusive environment. This
is but one of the questions that could be asked about the relationship between
gender and power in the community college.

To examine this relationship, the authors in this book have sought to
describe the situation of women in community collegeswhat we know about
them and what we do notand to ascertain their influence on the two-year
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2 GENDER AND POWER IN THE COMMUNITY COLLEGE

school and its influence on them. Authors have also speculated aboUt what the
community college might look like if women had more power in the commu-
nity college.

Assumptions About Gender and Power

In putting together Gender and Power in the Community College, the chapter
authors worked from certain assumptions about gender and power. The first
assumption is that gender is socially constructed and that through gender
socialization "women are acculturated into a lower power position within soci-
ety" (Barge, 1994, p. 193). Gender socialization results in stereotypes that usu-
ally operate to women's disadvantage socially, politically, and economically
because certain characteristics seen as feminine are viewed as less desirable
than characteristics commonly viewed as masculine.

In the community college both women and menas faculty, students,
and administratorsare affected negatively by gender stereotypes. Women are
not the only ones who suffer from power imbalances resulting from pervasive
gender stereotypes. For example, men who sexually harass women lose some
of their humanity in so doing.

Another assumption of this volume is that the power affecting gender rela-
tions within an institution is primarily structurally based. The amount of insti-
tutional power people have is defined by their position within the institutional
hierarchy. Hence college presidents and vice presidents have more structural
power than faculty, who have more power than students.

Those with structural power often create or maintain structural barriers
to inhibit women's acquisition of power. Sometimes these actions are unwit-
ting ones, the product of not being sufficiently sensitive to how current oper-
ating practices can harm women's opportunities for success. For example, not
providing child care to students hinders the academic success of women stu-
dents who may have to drop out or miss classes because they can not find
babysitters.

This emphasis on structurally based power is not typical in discussions
about women an.1 power. Instead, many discussions seem to be framed by an
implicit assumption that power is a characteristic of the individual and is based
on personal abilities rather than on one's position within the institution. Indi-
vidual empowerment within the power structure rather than collective empow-
erment that could also change or alter power relations and the definition of
power is often stressed in this approach. For example, in Women in the Com-

munity College (1981), Eaton states that the community college should lead the
way in the social changes involving and resulting from contemporary femi-
nism. However, she also states that "primary responsibility for achievement
rests with the individual" (p. x). This emphasis on women needling to do all
the work to change society dominates writing on women in general; writings
about women in the community college are no exception.
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Just as individuals' power within an organization is largely a structural
phenomenon, so too is an institution's power. Even though community col-
leges represent over 40 percent of the nation's 3,600 nonprofit higher educa-
tion institutions, the community college as an institutional type has less status
and consequently less power in academe than four-year colleges and universi-
ties. Being a two-year open admissions institution places it at the bottom of the
institutional hierarchy. The community college's low status affects how its con-
stituents are viewed and treated in the academy. When many faculty at four-
year institutions learn some students are community college transfer students,
they frequently view these students differently and assume they will be less
able than students who started in the four-year college. Similarly, faculty at
senior institutions often look down on two-year college faculty and do not con-
sider them peers. Thus, discussions of gender and power for community col-
lege constituents in this volume include an awareness that the community
college's status or place within the academic community as well as within soci-
ety in general affects the power of its constituents.

Overview of Volume

To bring forth some of the issues about gender and power in the community
college, this volume presents chapters that focus primarily on womenas stu-
dents, staff, and facultyor that illustrate situations, such as sexual harass-
ment, in which power imbalances usually work to women's detriment.

In Chapter One, John H. Frye examines the history of the community col-
lege up to 1970 to see how women students and staff were treated and to ana-
lyze their effect on the two-year school.

In Chapter Two, Berta Vigil Laden and Caroline Sotello Viernes Turner
examine the literature on women and minority students in the two-year school
and illustrate how little of it focuses on women students and their needs. The
authors also suggest how the community college can empower women by
changing or modifying curricular programs and services and organizational
structures.

In Chapter Three, Mildred Garcia urges those in student affairs to adopt
a feminist perspective that would view women's needs as central rather than
peripheral to the community college.

In Chapter Four, I examine the limited literature on women two-year fac-
ulty to determine if they are operating in the mainstream or on the margins of
the community college.

In Chapter Five, Nancy LaPaglia draws on her study of the representation
of the two-year school in popular culture to show how this representation does
an injustice to the community college's ambitious, hardworking women stu-
dents and its dedicated female faculty.

In Chapter Six, Robert 0. Riggs and Patricia Hillman Murrell write about
the relationship between power and sexual harassment and speculate about
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why sexual harassment may occur less often in the community college than in
other institutional types.

In Chapter Seven, Susan B. Twombly writes about how the images of lead-
ership in the community college literature may undervalue the skills and
strengths that women and minorities could bring to the college presidency
because these strengths and skills are not viewed as important ones by those
who write about effective faculty and leadership.

In Chapter Eight, Deborah M. Di Croce analyzes both the impact of
women on the community college presidency and women's potential to make
a unique contribution to this institution and to society as a whole by connect-
ing the characteristic strengths of their gender to the power of the office. She
then proposes a framework for action.

The community college needs to be responsive to changes in American
society and thus responsive to the actual, not stereotypically conceived, needs
of female and male students, faculty, and administrators. Being sensitive to the
relationship between gender and pc ver provides institutional leaders with an
opportunity to be pathfinders in higher education.

Barbara K. Townsend
Editor
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The influence of women students and staff on the two-year college and
its influence on them during the years 1900 to 1970 is discussed.

Women in the Two-Year College,
1900 to 1970

John H. Frye

In April 1949 William Boyce wrote in the Junior College Journal (JCJ) that a
"family" name was neeJed for the two-year college. He objected to "junior"
because of the various inferior images associated with the name. More than a
year later in theJCJ, James Reynolds (1950) published his well-known edito-
rial calling for a change in name to "community college" for two-year institu-
tions. Neither writer mentioned an earlier JCJ article by Catherine Robbins,
dean of women at Pasadena City College. In her February 1949 article, "Com-
munity-College Education for Women," Robbins drew on the tradition of com-
munity-based education and preparation for community life that had been a
part of the junior college rhetoric for many years. From her perspective as a
woman, the institutional name, community college, was a logical one. She saw
the community college as meeting women's goals not only for "gracious fam-
ily life" and "social competence" for women, but also ter "earning a living" and
offering young women "opportunities equivalent to those offered boys" (Rob-
bins, 1949, p. 330).

We see two important concepts exhibited in this sequence of articles.
First, a woman draws logictil conclusions from the history of the two-year col-
lege and fi otn the professional ideology of educators to create an institutional
name compatible with the perceived needs and aspirations of women. Second,
her contribution is totally ignored by male writers because her point of view
was not considered significant to an institution IA hose history was dominated
by men.

As with women administrators, the literature largely ignores women stu-
dents in the two-year college. However, the literature also reveals a subtle and
significant shift in the social position of women over a seventy-year period to
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6 GENDER AND POWER IN THE COMMUNITY COLLEGE

1970. Women changed the two-year college while the two-year college
changed women. This symbiosis reflects larger changes in the general society.
By their choices, women eroded curricula designed to support their traditional
roles as the nurturers of men and children. And even in the limited materials
available, women teachers and administrators can be seen encouraging female
students to seek new realms.

Curriculum and Enrollment: The Women's Place

Several characteristics in the historical evolution of the two-year college cre-
ated a favorable environment for women students. For one thing, junior col-
lege leaders, local and national, could never clearly arrive at a consensus about
the mission of the two-year college (Frye, 1992). Should it be terminal or
transfer or both? Which one should be emphasized? Was it for occupational
training or training for citizenship or "social intelligence"? The contradictory
nature of the various rationales for the junior college and the incompatibility
of the actual practices of the two-year schools, as against the theory of what
they should be doing, created an ambivalent environment in which student
motives could be highly influential. Next, coeducation, strong in the high
schools, came naturally into the junior college. Local nonresidential colleges
had strong appeal to parents reluctant to send daughters to distant colleges.
And not least, the two-year college emphasized growth in numbers of pro-
grams, institutions, and enrollment. Such characteristics militated against gen-
der-based policies that would limit program enrollment based on gender and
other such criteria. The result was a relatively welcoming atmosphere for
women students even if the male-dominated culture burdened women
enrollees with limited visibility.

For some writers the issue of women's place was a pressing one. Early in
the twentieth century, one writer defined the role of women as the "social trin-
ity wife, mother, and member of society" (Eschbach, 1993, p. 170). The
facts were clear by 1900, however, that women's place in paid work was
increasing and likely to continue to increase. There may have been many men
and some women educators in the twentieth century who still held to the cult
of true womanhood, viewed as dependence on men, passivity, and sexual
purity, but this language is conspicuously absent from the educational litera-
ture, and no writer went to the extreme of advocating excluding women from
the work force.

The special place of women in raising children, maintaining a home life,
and carrying the values of culture has remained consistent. From the "social
trinity" already noted to the most recent feminist literature, women arc seen as
having special and critical skills. Hulbert and Schuster's 1993 book on edu-
cated women argues that "networks of relationships and responsibilities" are a
"central organizing element in women's lives" (p 421) in contrast to the indi-
vidualism, competitiveness, and aggressiveness of men. Although some con-
temporary feminists insist on absolute gender equality in access to education,
even considering those differences just noted, earlier educators were not so

12



WOMEN IN THE Two -YEAR COLLEGE, 1900 TO 1970 7

certain the logical outcome of these differences was to provide the same edu-
cational program to men and women.

One 1930 author in Kent's Higher Education in America (1930) suggested
the women would need to have reduced general education requirements so
the necessary courses in homemaking could be managed. In 1949 Eckert, con-
sultant to the California Department of Education, wrote a JCJ article to pro-
mote "family life guidance" (p. 27). He noted the rising divorce rate,
delinquency, and other family problems that called [or the junior college to
provide guidance to solve these social problems. If women were to be trained
for careers and for homemaking while men were trained only for careers, there
was a problem in curriculum. So the argument went. Access to education pre-
sented the problem of providing for womer's special role in society.

The process of resolving this issue in an open access college was further
complicated by women students' choices. Whatever programs were provided
or whatever theories drove the program, women, like men, tended to choose
programs that met their self-determined needs and flagrantly ignored the most
painfully reasoned educational arguments about these needs.

In a 1941 JCJ article on terminal education several young women were
interviewed about their reasons for enrolling in the two-year college. Their
responses are instructive, if not surprising. One indicated that she attended the
junior college to gain "my life career." (Why I Am Enrolled in a Terminal Cur-
riculum," p. 558). Later she assertively expressed her goals by telling the inter-
viewer, "When I reach my goal in life, and 1 will. . . ." Another whose aim was
personnel work noted a college education was "the one thing I wanted ahov-
all" 558). Her career plans benefited from a scholarship from the Morgan
Park Women's Club.

A th'rd young woman was not "satisfied with myself" without college
("Why I Am Enrolled in a Terminal Curriculum," 1941, p. 560). She went on
to observe that one girl in her class was studying so she could be a greater help
to her male employer who did not have strong English skills and another girl
did not want her children to surpass her intellectually. Other women expressed
the need for intellectual companionship or noted that most of the men they
worked for had college degrees. The implication was that the "girls" needed to
he comfortable in the presence of their bosses. Another said her education was
necessary to gain "the highest position any of our young women can hope to
reach" in her particular firm (p. 566).

These responses reveal both initiative and ambition and, at the same time,
a relatively passise acceptance of the status quo. In this respect the responses
mirror the general ambivalence that characterizes the attitude toward women
in the junior college literature and in the United States as a whole before World
War II.

The fly in the ointment, as Kluckhohn has argued (Kiell and Friedman,
1957), was that because the highest social status adheres to successful com-
petitive individualism, women are not likely to limit their aspirations to an
ideal of womanhood that necessarily forgoes this opportunity for the highest
rewards. The tendency in the educational literature to grant women more and
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more leeway in their career aspirations is a noticeable trend, especially among
the women writers we discuss later. and this speaks to Kluckhohn's insight.

Courses for Women

Instructional programs specifically for women were of two kinds. For one.
there were traditional occupations for women such as health care, secretarial
work, and teaching. Another group of courses was vocational in a different
sense, that is, courses in homemaking or family life.

The nurturing, caring qualities attributed to women yy:ere thought to he
appropriate to health fields. For example, the Dental Hygiene Association pub-
lished a promotional brochure, "The Dental Hygienist: A Career for Women"
(Stoll, 19451. Also, state laws apparently restricted this occupational field to
women (Stoll, 1945). Secretarial fields were dominated by women and even
many graduates of the better four-year colleges engaged in secretarial or related
office work. One report on the junior college secretarial program boasted of
the :access rates of its graduates and apparently saw no irony in the role that
relatives played in finding work for graduates, "particularly by stepping into
(their) fathers offices- (Thompson, 1940, p. 201). Not only does this suggest
the elevated social class of female junior college students in 1940, but illus-
trates the low social expectations for women in the w ;rk force. Families under-
stood paid careers for women to be largely matters of providing support until
marriage and famil

Although nursing and secretarial programs were almost exclusively
enrolled in by women, teacher education was nat. One two-year college
boasted of a course for prospective teachers and the parity between male and
female enrollment. However, one of the training films used \vas Our Macho;
Mary Dean (Aumack and Siemens. 1950). Education curricula were popular
with both women and men students. Outside of California where education
courses were prohibited in junior colleges. nearly hall the occupational stu-
dents were enrolled in education (Frye, 19921. Robert Pedersen suggested that
normal schools drew large numbers of female students away from the two-year
college when the two were geographically proximate (personal communica-
tion, April 19941.

From the perspective of those who promoted terminal education in the
junior college, home economics appeared to he an ideal course of study lot
women, who would then take up their place in the home as pillars of society
while men did the world's business. Like so many programs associated with
two-year terminal education, this one failed. Fells (19411 reported that only 9
percent of the women students enrolled in junior college home economics
courses. By. 1950, of 400 colleges surveyed only 99 offered family tile (Anuses
and 44 of those were in private junior colleges whose enrollment was under-
going rapid decline (Martorana, 1948). Home economics courses also tended
to take on a more theoretical and academic orientation in time. This was an
attempt by its professoriate to gain academic status in the university. This
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attempt largely failed and did little to increase women's enrollment in the field
(Floffschwelle, 1991)

Courses in family life, marriage education, family relations, and commu-
nity service, originally aimed at the special place of women, both declined in
popularity and changed their emphasis just as home economics had done. One
course touted in the KJ boasted that none of its graduates had, as far as was
known, ended in divorce court (Squires, 1941). Squires further illustrated the
contribution of this course by describing a situation in which a young woman
was dissuaded from marrying a man from a different religious background.
Such thinking reveals the social control assumptions behind str.:11 courses (as
well as some less respectable assumptions).

Writers attempted to promote such courses by praising the demanding
role of homemaker in community life. There was much talk about women's
community leadership roles in school and church. By 1960 some authors were
insisting on more family education because women were working outside the
home more and more. The implication NA'as that training in housekeeping skills
was more needed because women were spending less time there as they spent
more time in the work force (Gambill, 1960). The claim was made that stu-
dents were demanding such courses, although no supporting evidence was
provided.

What tended to happen to such courses over time was that they were
transformed from courses with a terminal intent to courses based on academic
disciplines whose basic purpose was transfer. Courses on family life were
replaced by ones titled "Sociology of the Family- and "Child Psychology- This
trend repeats the pattern in home economics where the original focus was lost
as the elements of scholarly discipline replaced the social control elements of
the earlier purpose. Although study of the community and women's role as
leaders in solving community problems was often a part of the earl) family and
marriage programs in two-year colleges. by 1960 courses on community issues
tended to focus on large-scale social solutions such as the United Nations and
regional planning. sense ()I training women to provide local community
leadership had been almost completely lost (Kelly, 1966).

In an unusual article that appears to have attracted little attention, Cooke
(1933) noted that worms role in trades and industry was being completely
ignored by the junior college. 1Ie cited census data to show that women
worked in trades and industrial occupations at precisely the same percentage
as did men, or about one-third of all women employed. Cooke concluded that
trades training should be made equally available for women for this reason.

Cooke's view appeared to make no headway. Most \ titers about the tw 0-
year college persisted in seeing its female students It om a traditional perspec-
tive that stressed their tole as hoiiicmakers and community volunteers. The
response of many women :,Ittdents was not to enroll in programs that exem-
plified this traditional domestic role. By their enrollment patterns. women rev-
olutionized ,the ( oncept ()I wometiss education Women ignored the traditional
vision of their role and sought college programs that would enhance their
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economic and professional opportunities rather than limit them. In other
words, women students appear to have killed through benign neglect the col-
lege programs that exemplified the traditional role of women.

Administrative Leadership: Women's Place in Program
and Policy

Before 1970, female leaders in the community college movement were few and
far between. Women presidents of two-year colleges appear to be marginal fig-
ures nationally. Deans of women are the one collective exception to the lack of
women in policy positions. Male domination of administrative positions was
not obvious because it was taken for granted. A 1960 profile of junior college
presidents does not even mention gender (Hawk, 1960). A 1953 article by
Pierce on the growing trend to establish offices of academic dean as second in
command to the president could find only two women nationwide in such a
position. In Pierce's survey, 86 percent of the replies indicated "men as pre-
ferred" for this high office. The first personality trait presidents looked for in
their second in command was "loyalty" (p. 293). The overriding importance
of personal loyalty and subordination to the president is obvious. In 1951 it
must have been difficult [or males to conceive of a woman in such a powerful
and intimate position in relation to the president. Clearly it was difficult for
the presidents.

If women were absent from positions of power, does it follow they were
powerless and lacked influence on the evolution of the two-year college? As
sparse as the evidence is, there is reason to believe this was not the case. The
very ambiguity of the two-year college mission provided a rhetoric that was
amenable to interpretation and influence by women even in subordinate posi-
tions within the institutions. A politically sophisticated ideology of feminism
is not necessary for women to make incremental choices that have the effect
of improving opportunities for their gender. As we saw in this chapter's intro-
ductory section about naming the community college, women could very well
make connections between their vision of the "community" college and their
gendered needs, even if men were blind to the implications or simply indif-
ferent to them.

The Movement for Student Development and Women in
the Two-Year College

Some evidencr indicates that women deans and counselors in the two-year col-
lege had a cumulative and incremental effect in changing the paradigm by
which women were viewed and by which they viewed themselves. In one of
those suggestive brief notices that commonly appear in the early issues of the
IC), Stuelke (1945), dean of women at Fullerton Junior College, spoke of the
role of the woman dean in "What Does a Dean Do ?" Significantly, this brief
notice was republished in the JCJ from its first appearance in the Fullerton
News-Tribune, the local newspaper. Stucike writes that the dean of women

16



WOMEN IN THE TWO-YEAR COLLEGE, 1900 TO 1970 11

directs "the energies of young women into channels of real education." She
describes a hypothetical situation in which a young female student wants to
organize a war bond drive. The dean, Stuelke says, helps the young women
organize the drive with the result of thousands of dollars in bonds sold, "but,
more important for education, a leader who through initiative and experience
has prepared herself for active citizenship," an example, we are to understand,
of "real education." Other examples are a "social evening" for Marines or a spe-
cial edition of the student newspaper to be sent to "service men and women"
overseas. The result, Stuelke says, is "a social consciousness arouse in the
young woman" (Stuelke, 1945, p. 423).

Stuelke also lists concerns that young women bring to her office. "How
can I be sure . . [my] credits . . . will be accepted at Berkeley or Stanford?"
"Am I better fitted to become a librarian or a newspaper woman?" "Should I
take nurses training to help in the war effort or continue my educational
plans . .?" "Should I take a good job now or continue with my education?"
(p. 424). The dean's job, says Stuelke, "is to be counsellor, guide, and friend
to every woman in college" (p. 424).

Stuelke's language is far from militantly feminist, but she clearly has no
intention of thrusting women into homemaking. In this respect her approach
to the deanship presages the self-conscious feminism enunciated by Truex
(1971) nearly thirty years later. In a 1971 article in the Journal of the National
Association of Women Deans and Counselors, Truex urges women to take advan-
tage of the feminist movement to strengthen their role in college decision mak-
ing. She notes that much of the association's growth was coming from the
junior colleges. Stuelke's example illustrates the influence of counseling and
the perspective on student development that was emerging in the first half of
the twentieth century.

The history of higher education in the twentieth century reveals a strong
shift in conceptualizing the function of education from training for social needs
to individual student development. Terminology shifts from "social control" in
the early years of the century through advising and counseling to student
development by mid-century In Kent's Higher Education in America (1930), J.
B. Johnson of the University of Minnesota writes that the purpose of higher
education should be in "terms of the self-realization of its students" (Johnson,
1930, p. 419). College is the "agency . . . [in v,hich] the ir,iividual finds the
place in life for which his innate character best fits him. (pp. 457 -459). In
spite of the male pronouns, nothing in his perspective could be used to
exclude women. In another chapter, "Curriculum for Women," Wilkins
(1930), president of Oberlin College, wrote, "No reasonable person in this day
and generation would think of limiting women's interests to the home, or of
denying them full access to all human knowledge and experience"
(pp. 457-458). Although this statement may be prescriptive rather than
descriptive, the trend is clearly articulated.

This perspective is strongly expressed in the general literature of higher
education and the junior college as well. The JCS published a long review of
Cassidy and Kozman's 1947 Counseling Girls in a Changing Society. The reviewer,
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Meinecke (1 949), a dean at Colby Junior College in New Hampshire, quotes
extensively from the hook. "The end goal of a woman's life in our democracy"
should be to create a responsible co-worker with man, for the good of human
beings and the society in which she lives, rather than that of a dependent infe-
rior, holding someone else responsible for her and for her support- (p. 274).
Continuing, Meinecke writes that a womarfs role should be "as a partner of
man, rather than a competitor or a subordinate, in all relationships . .." and
that the most important of four "developmental tasks" of the adolescent girl is
to "understand and accept a new self" (1949, p. 274).

This more liberal view of women's education grows to dominate the liter-
ature, but it coexists with the more traditional view of women that homemak-
ing and motherhood are the primary duties to be expected. However, although
there is little specifically on counseling women (Durnall and Reichart, 1954),
incidental references make clear that counselors and advisers relate to women
in ways that are less and less traditional. Girls were demanding "a changed
social order" (Sisson, 1934).

Although males dominated the two-year college, and the tendency to view
women as subordinate and as future homemakers persisted strongly (and still
continues), the powerful desire for institutional growth prevented any conser-
vative tendency from pushing programs to limit women's options. Although it
is likely that the male leadership's insensitivity to women's issues retarded the
development of structures and programs favorable to women, leaders' desire
for growth in enrollment would make active support of restrictive policies and
programming a self - defeating choice. In the face of this situation the growing
consciousness of deans of women, women counselors, and women teachers
could exert an important influence on female students and on policies and
practices of institutions.

Conclusion: Are We "Oppressors or Liberators"?

Truex (1971) asked women administrators and counselors if they were the
"oppressors or liberators" of today's college women (p. 18). This brief survey
of women in the two-year college before 1970 reveals an institution in which
local and national leadership is almost entirely male dominated but also an
institution whose ill-defined mission allows for contradictory rhetorical
emphases. This ambivalence is exacerbated by an ideology that increasingly
emphasizes opportunity, individual development, and ready access for all peo-
ple including women. These qualities were strengthened by the leadership's
desire to promote enrollment and institutional growth. The openness and flex-
ibility, which might have opened revolutionary tendencies in women's educa-
tion, appears to have been counterbalanced by a profound and fundamental
indifference to women's issues by the male-dominated leadership. Although a
substantial number of women served as professionals in the two-year college,
there is little evidence of conscious feminism.

Whether this conservatism resulted rrom institutional limitations experi-
enced by women professionals or broader social factors is unclear. The
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dynamic force for change regarding women in the two-year college is clearly
seen in how women students make choices. Women's choices killed home eco-
nomics, women enrolled in increasing numbers in disciplines traditionally
labeled male, and they left no uncertainty in the minds of deans of women that
their interests were changing.

How can we determine the impact of the two-year college on women,
their aspirations and their futures? Qualitative as well as quantitative studies
will be essential. Individual histories of female students will be important.
The intentions of families in supporting females in college will be critical. Do
families think girls need jobs until marriage? Is there fear of divorce and
death of the spouse? Do families and spouses increasingly expect women to
work after or during child rearing as well as before? What do the women
themselves foresee?

In addition to students, female administrators in the two-year college need
serious analysis. For example, how did the social backgrounds of female staff
differ from male staff in the two-year college, if at all? Did women staff come
to the two-year college because it offered a career when their male counter-
parts had higher expectations and more success in achieving their aspirations?
If true, what effect did this have on women professionals and what they said
to and did for their female students? And if it is true that women professionals
in the two-year college were generally conservative in terms of their approaches
to feminism before 1970, what happened to this group after 1970 and what
has been their impact?

It is undoubtedly true that between 1900 and 1970 many more women
went to college than would have had the two-year college not been created.
But this does not answer the question of what effect this institution had on the
life courses of women students. This question is important not only for the his-
tory of women in the United States but it is important as well for uncle' stand-
ing the interreiationships between institutions and individuals and groups
within American society.
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Ignored in most research, women students, particularly those of colon
remain an invisible majority in community colleges.

Viewing Community College Students
Through the Lenses of Gender and
Color

Berta Vigil Laden, Caroline Sotello Viernes Turner

In, the fall of 1985 the young Chicana sat in a chair in the community college
counselor's office. Her name was Sylvia. Her face lit up and her gestures
became quite animated as she briefly told her life story to the :ounselor:

I work as a clerk in an office nearby and I want to get a bachelor's degree in busi-
ness administration. I grew up in the Central Valley California] following the

crops with my parents. My mother has always been art inspiration. She set up a
little business, a store, after my father could no longer pick crops, and she made
it successful. She always told us that we should make the very best of any situ-
ation as she did. After finishing high school, 1 got married and worked while my
husband went to college and then on to law school. On the day he graduated
from law school, with no warning, he told me goodbye and left. Fortunately, we
had no children. I continued working and recently began taking business classes
here at the college. My boss is encouraging me to go on to the university and get

my bachelor's degree. I want to find out what courses I need to take to transfer
to San Jose State in business administration. My company will help me with
tuition and hooks as long as I continue to work there. I work full time so I can
only take classes after work, which I have been doing for over a year. My teach-
ers here arc very supportive as is my boss. Coming to class is enjoyable for me
even though I take two evening classes and still have to go home and do home-
work after a long day at work.

Two and half years later, Sylvia had enough credits to transfer into a selective
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business administration program at the University of California, Berkeley. She
also received a chancellor's scholarship. In addition, after several promotions
at work, she had been asked to stay on in a part-time capacity with an offer to
work her schedule around her classes. However, Sylvia decided to move to
Berkeley and find a campus job. Staying at her present job would only prolong
the time it would take her to complete the bachelor's degree requirements. In
June 1989 Sylvia graduated from UC Berkeley with honors and was encour-
aged by a college dean to apply for the MBA program. A letter to her commu-
nity college counselor stated:

I know I would never have considered going to UC Berkeley if you had not
encouraged me and seen the potential in me that I did not see in myself. Now I
want to work for a while in f ,ancial planning, then apply to the MBA program
in a few years. Also, I hope to help other young Chicano students, especially
women, go to college and get their bachelor's degrees as you, my boss, and oth-
ers like you helped me. I want other women to get the kind of confidence and
a sense of accomplishment I have gained from going to college and the Joy of
learning 1 have experienced. (Sylvia is a pseudonym for a student interviewed
by Laden f1990I.)

Sylvia's story is not an uncommon one for many women community college
students. Many are working full time, many arc raising a family, and many arc
single parents. In this chapter, we examine the community college literature as
it relates to the experience of women communit) college students like Sylvia.
We a:e particularly interested in literature that examines issues for women of
color.

What Does the Research Literature Say About Women
Students?

Not only are more women students enrolling in community colleges and com-
pleting more of the associate degrees, Long and Blanchard (1991) argue that
this population now "constitute's] the new majority in most degree programs
from associate degrees to graduate degrees with few exceptions" (p. 47). in
light of women's increasing college-going participation and associate degree
completion, to what degree has the role of women students been addr ssed in
the community college literature? The answer might he summed up in two
words. not much. Well-known works that include an examination of the com-
munity college and its students (Brint and Karahel, 1989; Cohen and Brawer,
1987, 1989; Cross, 1971) and students of color in higher education (Astir,
1988; Richardson and Bender, 1987) do not address the diversity among
women community college students. Ethnic women are not discussed as a sep-
arate group by Astin until the conclusion of his study where some specific rec-
ommendations are offued. Even these recommendations are geared generally
to all women of color in colleges and universities rather than specifying that
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different needs may exist for women students by racial/ethnic group in two-
and four-year colleges, respectively.

In The Dilemma of Access: Minorities in Two Year Colleges, Olivas (1979)
addresses the role and impact of race and ethnicity in the community college.
Olivas was one of the first researchers to document that the public two-year
colleges enroll the largest concentration of minority students, and that large
numbers of minority students do not persist to the associate or baccalaureate
degree. In his discussion of persistence rates, Olivas underscores the fact that
retention strategies may need to differ by race/ethnicity and gender. However,
although he differentiates persistence rates by race and gender, most of his dis-
cussion on student characteristics presents an aggregate picture for various eth-
nic/racial groups. Nonetheless, Olivas's work is a milestone in addressing the
issues of race and ethnicity in the community college literature.

A recent comprehensive review of the extant literature on minorities in
community colleges discusses theoretically based research that tested vari-
ables affecting minority student persistence and transfer. Nora provides a
thor :)ugh review of the literature on community college enrollments, student
educational aspirations, the transfer function, student persistence in commu-
nity college, financial aid issues, and degree attainment after transfer (Nora,
1993). He concludes with a typology of intervention strategies and policy
recommendations found to be ass, ciated with minority student retention
and persistence.

Nora's review provides further evidence of the continued omission of the-
oretical studies that focus specifically on minority women students. Nora does
include a reference to one study of enrollment patterns in math and science
with results reported by student gender and ethnicity. He also refers to a study
by Chacon, Cohen, and Strover (1986), "Chicanos and Chicanas: Barriers to
Progress in Higher Education." Nora discusses the study at the aggregate level
of analysis for Chicano students but does not delineate distinctions by gender.
Chacon, Cohen, and Strover (1986), however, explicitly state that the ques-
tion to be addressed in their study was, "Do Chicanas (Mexican American
females) encounter certain harriers related to their sex as well as obstacles
stemming from their membership in an oppressed minority?" (p. 296). The
Chacon, Cohen, and Strover study was the first to document the impact of
domestic labor (the numbe of hours spent on child care, care of the elderly,
cooking, cleaning, arid so forth) on college program progress for Chicanas,
especially for Chicanas enrolled in the community college. They state that
"women put in many more hours of domestic labor than men. And domestic
labor had a . . . negative impact on program progress" (p. 312). In not high-
lighting she significant findings of this study by gender, Nora rendered invisi-
ble the e:yerience of the women community college students of color in
this work.

In another broad discussion of community college students of color,
"Degree Achievement by Minorities in Community College," Cohen (1988)
provides demographic data, a discussion of the difficulties inherent in defining
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transfer rate, and a review of related literature. Most of the data and citations
reviewed, as with other works, treat students of color in the aggregate, with
few distinctions by gender.

Thus, although the study of community college students by racekthnicity
and gender appears as a growing emphasis in the community college litera-
ture, the study of women students of color in the two-year college remains
sparse. Some of the recent work described in the following section provide
what we call transition or bridging pieces. We now bt. -fly review this litera-
ture beginning with research that includes some discussic, community col-
lege women and then direct our attention to works on wo ien of color in the
community college.

Gaps in the Literature

Literature on community college students is an emerging continuum: from a
focus on community college students as a fairly homogeneous population to
studies that begin to look at women students to studies which examine women
students of color. Studies on women community college students range from
those that briefly mention women students as a discrete category worthy of
some separate analysis to in-depth analysis and some literature that focuses
specifically on women. Most of the literature, however, focuses on white
women, often classified as reentry students.

In an edited volume, Eaton (1981) provides the first work we found that
is dedicated exclusively to the subject of women in community colleges. Eaton
and others provide data about the impact of the changing role of women in
society on the educational process in the community colleges. The topics
examine women's roles within the organization as college president and in
other administrative positions, as faculty members, and as members of boards
of trustees, but not as students. Although several chapters are devoted to the
discussion of the effects of the humanities curriculum, occupational programs,
and support services on women students, women students are not discussed
per se as holistic individuals. For example, a discussion of women interested
in transfer and in pursuit of the bachelor's degree is noticeably absent.
Although Eaton's work acknowledges the roles and activities of women in the
dynamic and complicated structures of community colleges, the lack of direct
attention to women students is a significant omission in the study.

A study by Twombly (1993) reviews community college research articles
published between 1970 and 1989 to obtain insight into the dominant modes
of thinking about women in community colleges. The low degree of interest
in conducting research on women in community colleges is revealed in
Twomhly's typology of 174 published articles analyzed for the study. Of par-
ticular note for this chapter are two findings. One is that very few of the stud-
ies were authored by community college writers. The second finding is that of
the 116 articles (66 percent) written about students, only about a half dozen
dealt specifically with the topic of race and ethnicity. This latter finding is a
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reminder of how little research has been done on community college student
populations examining issues of race/ethnicity and gender combined. Twombly
urges the importance of examining the intersection of gender, race/ethnicity,
and class. She notes that this lack of focus in the literature is inexcusable par-
ticularly "in a sector that serves so many women and members of minority
groups" (Twombly, 1993 p. 194).

Both as a community college faculty member of many years and as a
researcher, LaPaglia (1994) draws on a variety of women student experiences
to examine the real-life images of community colleges as compared to fictional
descriptions in popular culture. Although her focus is not on examining
women of color, one-third of the women students whose journals she exam-
ines are African American and Hispanic. Their journal entries depict women
leading thoughtful, active lives, making plans to reach goals, and attempting
to gain some control over their lives. Their successes are attributed to support
programs and services that help mitigate the stresses in their daily lives, the
teachers who reach out to them and provide positive in-class and out-of-class
experiences for them, and the community college itself.

In a study on low-income white women, Gittell (1986) noted that com-
munity college women students were more dependent on financial aid than
men students. Gittell found that the more women students were treated like
traditional students and their particular needs ignored by the community col-
leges, the more likely they were to drop out. Achieving academic success in
college for these students was attributed to smaller classes, attention to improv-
ing basic skills and study habits, more flexible class scheduling, more atten-
tion to financial aid, on-campus child care, more sympathetic teachers and
counselors, peer group support systems, and nontraditional programs to
address the underlying problem of sex stereotyping in the curriculum and in
advisement. Of greater concern was the seemingly routine channeling of
women into demanding vocationai programs with rigid course and time sched-
uling, restrictive course requirements, few liberal arts courses, and limited
opportunities to transfer. Moreover, data Gittell examined on majors by gen-
der distribution demonstrated that women were concentrated at the bottom
end in business and health programs.

Feiger's (1991) study, entitled The American Community College Woman,
presents an extensive review of studies that focused on reentry women.
Many of the sample groups studied were white women, often from lower
middle to upper middle socioeconomic levels. Most of the studies reviewed
by Feiger were undertaken in the 1980s. They examine the complexity of
women's roles and their attempts to balance these many roles successfully
while going to college. For example, one study compares reentry women to
reentry men and reveals, unsurprisingly, that most of the reentry men stu-
dents who are fathers do not mention family demands as a challenge to their
educational experience. However, women who are mothers mention great
difficulty in combining their role as students with their familial roles, such as
taking care of their children. Other studies discussed by Feiger emphasize
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differences between married and single women students and their fears and
expectations about attending college.

Feiger (1991) also examined the influence of age, ethnicity, high school
grade point average, and ages of children still living at home in describing how
women students experience their community college education. Two sets of
data were used: a national project using a cross-sectional survey of 7,558 stu-
dents, with a distribution of 58 percent women and 26 percent ethnic minori-
ties; and two group interviews with a total of 28 women students (15 of the
28 were women of color) in two Los Angeles community colleges. She found
significant changes in community college demographics over the last decade
that reflect a much greater diversity among the women siudent population.

Feiger also confirmed previous research findings indicating that barriers
continue to exist for all women students attending community college, but par-
ticularly for adult women students with multiple sets of external responsibili-
ties. Women with younger children experienced more barriers than women
with older children; however, lack of money and insufficient time to study con-
tinue to be common concerns for all women. Finding time to study was the
most frequently cited barrier and one that kept women from attending full
time, especially Native American and Hispanic women. Inadequate finances
were also frequently cited as a reason for taking fewer courses, especially
among Asian and Hispanic women. Younger women (19 years or younger)
experienced more academic pressures than more mature women, and Hispanic
women experienced the most of all ethnic groups Less than 50 percent of the
sample population used student services. Less than 20 percent of the women
were enrolled in academic majors or vocational programs still considered non-
traditional for women; business appeared to be the most popular major.

In sum, Feiger's findings suggest that many of the barriers women faced
in the 1970s and 1980s have not receded in the early 1990s. In addition, the
selection of major and career choices in more nontraditional fields still remains
low. Feiger concludes, "The good news, though, is that women students are
still coming to college regardless of the barriers and they represent more
diverse ethnic and age groups than ever. Their contint.ing presence may force
long overdue institutional changes" (1991, p. 80).

In "A Place for Women?" Gittell (1986) strongly questioned the lack of
attention being given by community colleges to their majority population
the nearly 60 percent women enrolled in community colleges across the coun-
try. She notes that urban community colleges enroll unusually high numbers
of women and minority students and that the profile of urban community col-
lege women students is similar to nontraditional students entering four-year
urban colleges. Interviews with 95 women c color (not distinguished in the
study by racial/ethnic background) in three cities revealed their academic
preparation was inadequate and many had traumatic high school experiences
that led to dropping out. Nonetheless, their aspirations for higher education
were high, but most faced pressing problems related to finances. Basic needs
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centered around financial support to attend college, child care, and medical
services for their families.

Not only are there few research studies and articles available that deal
comprehensively with women community college students, there are even
fewer that encompass gender together with race, ethnicity, and class. We now
turn our discussion to a few studies that focus on community college women
students of color.

What Does the Literature Say About Women Students
of Color?

Although many of the studies already discussed in this chapter include women
of color in their samples, few emphasize the experience of women by
racial/ethnic group. The following studies look at the community college stu-
dent experience for specific racial/ethnic groups.

Hispanic Women Students. Hispanic students are the most highly con-
centrated groups of students in community colleges and among the most
underrepresented in four-year institutions. Moreover, at least 56 percent of all
Hispanic college students enroll in community colleges (Carter and Wilson,
1993). Hispanic women account for the largest percentage of this group
enrolled in higher education (Carter and Wilson, 1994). The following stud-
ies have a primary focus on the experiences of Hispanic women community
college students.

As noted earlier, a study by Chacon, Cohen, and Strover (1986) examined
the program progress of Chicano and Chicano students enrolled in five Cali-
fornia collegiate institutions. Females of Mexican descent comprised the major-
ity of the study's subject pool, although it included a small sample of males for
comparison at three of the five study sites. The study focused on degree com-
pletion and its relationship to barriers encountered by Hispanic students, Chi-
canos in particular. Sites included one community college, two state
universities, a highly selective public university campus, and an elite private
university Findings reveal that the effect of gender on program progress was
entirely indirect; nonetheless, Chicanas attending community college were
more likely than Chicanos to experience every one of the barriers impeding
program progress. Age was a factor in that the older the women, the less aca-
demically prepared and the less career guidance they appeared to have received
in high school. Also, the need to perform many hours of domestic labor in the
home and to work a high number of paid hours had strong negative effects on
women's program progress and their academic performance. In effect, the more
hours they worked in the home or on the the less units they were able to
take. Although parental support was found to be similar for both men and

Hnen, Chicanos were more likely to report less parental support to pursue a
college degree. Higher levels of stress were reported by women, particularly
regarding their sense of feeling academically underprepared although their
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reported collegiate grade point averages were higher than the men's. Lack of
money was another reported source of stress for Chicanas and may have influ-
enced their working more hours and taking less units than Chicanos.

In her essay. "From the Barrio to the Academy: Revelations of a Mexican
American Scholarship Girl," Rendon (1992) offers personal insights based on
her experiences in Texas and Michigan of what it is like for Hispanic women
who are often the first in their families to go to college. Rendon shares the pain
and conflict and the cultural transformation she underwent in the process of
going from high school to community college, transferring to a major research
university for undergraduate and graduate studies, and ultimately becoming a
university professor. Rendon describes her educationa' experiences and strug-
gles as a young woman coping with academic life and the difficult separation
from her Mexican American family and culture. In part, her experiences could
be those of many other first-generation college students coming from diverse
cultural and ethnic backgrounds. Although her parents were very supportive
and made many sacrifices themselves to help their daughter achieve her dream
of getting a college degree, Rendon notes they often did not know or under-
stand the ordeal she was undergoing, especially after she transferred to another
community college far from home. Rather, when her parents heard the pain
and exhaustion in their daughter's voice on the telephone, they offered their
protection the best way they knew how by offering words of encouragement
to come home and leave the suffering behind: "Vente, hija. Ya deja todo eso"
(p. 59). The lack of minority faculty and administrators to act as leaders, role
models, and mentors only added to the alienation she felt, so that at times her
parents' offer was very tempting. The small number or complete absence of
individuals of color in roles of leadership and authority is still a dilemma that
ethnic minority students continue to encounter in too many community
colleges.

Laden (1994) examined the transfer function for Hispanic students in Cal-
ifornia. Laden's study is a qualitative/quantitative study of first-year, first-gen-
eration, primarily Mexican American, community college students interested
in transfer. Her examination of transcripts indicated that although Chicanas
enrolled in more units than Chicanos, on average they completed fewer units
each term regardless of their age. Obligations to the family, child-care prob-
lems, transportation, and financial concerns were primary reasons for women
to drop courses, take incompletes, or fail courses. The strong desire to improve
their lives, however, led many of these women to reenroll the following term
as full- or near full-tirn,, students, often retaking the courses they had dropped
or failed. Women who were receiving financial aid and were part of a support
program for low-income students that offered additional assistance for child
care completed more units than those who were not involved in such pro-
grams. Extended child care also allowed the women to stay on campus after
classes to study individually or in study groups and to attend tutoring sessions
sponsored by the program. These findings confirm other research (Carter and
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Wilson, 1994; Chacon, Cohen, and Strover, 1986; Feiger, 1991; LaPaglia,
1994; Stein, 1992; Weis, 1992) that women are still expected to be the pri-
mary caretakers of their families.

In another study with a focus on females of Mexican descent, Turner
(1984) examined the process by which Hispanic community college students
move toward transfer from the two- to the four-year college based on four in-
depth case studies of two Hispanic females and two non-Hispanic white
females who aspired to transfer. They were attending a large California com-
munity college known for its high transfer rates, particularly among its non-
minority students. Turner assessed the communication network patterns by
which students obtained general information on the community college they
wanted to attend and specific information on the community college transfer
process. The evolution of these network patterns acquired prior to and during
their community college experience was documented. Linkages with the coun-
seling center were emphasized because it was considered the formal source of
transfer information at that campus.

Using a framework of basic analytic network relationships, Turner found
some distinct linkage differences between the Hispanic and non-Hispanic
white women students in the study. The Hispanic women students began with
a distant link or no evident link to a community college counselor. During
their college experience a network pattern evolved that brought the Hispanic
students into a second-order relationship with the counselor such as through
a friend of a friend referral. In other words, their network pattern was linked
to the informal rather than to the formal transfer information flow of the com-
munity college. For the white women students, however, linkages with the
campus began prior to enrolling through efforts to obtain initial information.
Once on campus, they then established formal relationships with counselors
who put. them into the formalized transfer information flow of the institution.
The key element connecting Hispanic women formally with the counseling
center appeared to be through a referral from the multicultural center. Differ-
ences in the nr' work patterns and communication links established by the His-
panic and non-Hispanic white women suggted different academic outcomes.
At the end of two years, Hispanic women riad taken fewer transfer courses and
were less prepared to transfer than their non-Hispanic white counterparts.

Asian Women Students. Asians, a rapidly escalating group in higher
education, have only recently begun to receive attention (Hsai and Hirano-
Nakanishi, 1989). Kiang (1992), referring to U.S. Department of Education
1990 data, states that 40 percent of all Asian Americans enrolled in higher edu-
cation institutions attend two-year community colleges. The community col-
lege is a stepping-stone to the four-year sector for a large number of Asian
Americans, whose profiles are typical of many immigrant and refugee students
attending community college. The majority have been in the United States six
years or less and are more comfortable speaking in their native language than
in English and thus often experience barriers associated with language
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problems. They also often work at least half time while enrolled full time and
have strong cultural ties and family obligations in the United States or in their
home countries.

Kiang's study also identifies gender as a major factor among immigrant,
refugee, and First generation students. He states that contrary to cultural and
social practices in their homelands, personal and socioeconomic factors often
force Asian women to enter the world of work and schocl in or& r to survive
economically as a family and become competitive in the job market as wage
earners. Women's roles and traditional familial and cultural expectations are
undergoing changes as a result of their entry into these domains and radically
altering the traditionally male-dominated roles of leadership and authority.
However, very little is known about Asian women enrolled in community col-
leges. The dearth of studies suggest research needs to be done that includes an
examination of their academic preparation, career choices, financial and child-
care needs, juggling of roles within the family, employment, and cultural com-
munity.

Black Women Students. In her landmark case study of an urban com-
munity college culture, Weis (1985, 1992) clearly illuminates the race, class,
and gender differences that often exist in the community college environment.
She focuses on "three axes of tension: those between black and white students,
those between the black middle-class faculty and the black urban poor stu-
dents, and those between hlad: male and black female students" (1992, p. 14).
The gender tensions Weis describes between black males and females go
beyond the classroom doors and are part of larger societal concerns. Thus they
are difficult to disentangle within the educational context only. Weis found,
however, that the desire to provide a better life for the family is a major reason
for black females to attend community college. The research on reentry women
students (Feiger, 1991) supports this finding: women's desire to improve their
life situation and/or to he able to offer a better life to their children are often
among the main socioeconomic reasons why many of them, regardless of their
race and ethnicity. enroll in collegc

Using the words of the students, Weis (1992) illustrates the different pres-
sures black female students experience and believes that black male students
do not have or do not have to the degree black females do. These pressures
typically include having to balance family, work, and schooling coupled with
financial concerns. As a result, making every minute count and lacking ade-
quate time to study and prepare for classes seem to be the main problems for
most black women no matter how serious they are about their roles as stu-
dents. According to Feiger's findings (1991), these pressures are not unlike the
pressures all women students experience.

Native American Women Students. In his description of students
enrolled in tribal colleges, most of which arc two -year colleges, Stein (1992)
states that the majority of Native American students enrolled are female single
heads of households with extended family obligations. Attending college, find-
ing time to -,tudy and prepare lor their courses, and balancing family life arc
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difficult burdens for these students. To assist their students, some tribal col-
leges provide child care along with transportation services and may provide a
women's support group. Cultural aspects of the American Indian culture, as
described by Stein, provide a source of internal zonflict for students. For exam-
ple, a strong tribal value "is that of putting the interests or welfare of the fam-
ily and tribe ahead of any individuarsdesires or needs. When a family member
or close friend decides to embark on a path that will take that person out of
the familiar circle of the family . .. this change is often seen as a form of deser-
tion- (p. 951.

In sum, the research and literature on women of color is scant. We found
a little more on Hispanic than on African American, Native American, and
Asian women students. Nonetheless, we conclude that in light of what our
search uncovered, there is still very little research being clone on any of these
ethnic groups. The gaps remains not only at the aggregate racial/ethnic level
but at the more distinct cultural group levels as well. For example, under His-
panic women students, studies we reviewed focus on the female student of
Mexican descent. Other Hispanic groups are not addressed in these works. The
same limitation exists for other works discussed

Implications for Research and Practice

The few studies about Hispanic, Native American, black, and Asian \omen
indicate that women of color often face strong cultural obligations to their fam-
ilies, such as caring for family members and other in-home and out-of-home
responsibilities. These obligations cannot be ignored by the women or the
community college. Additional research is crucial to learning more about the
factors that impede or facilitate academic progress for all groups by gender,
race/ethnicity, and institutional level. Such studies must be undertaken because
they will help community college policymakers and practitioners to recognize,
understand, and improve conditions for all students, including women and
those of col( .-.

The studies reviLwecl here often describe women community college stu-
dents of different socioeconomic statuses, ages, and racial/ethnic groups. They
ate portrayed as active, dynamic, involved, eager individuals who are trying to
gain some control over their lives in areas denied to them by society at large
of impeded by more personal ,:ultural and/or financial circumstances. They
question the power structures of their world, their attributed positions within
the authoritarian hierarchical arrangements, and work to change their ascribed
order and influence within them. As students, they are willing to assume addi-
tional stress and hardships temporarily while working energetically toward
tut tire goals and better lives than their plesent or past ones oiler. Furthermore,
they defy the myth of nontraditional students as disadvantaged, seemingly
helpless victims relegated to the lower rungs of society. Instead, they offer
counterimages of strength, direction. confidence, and power once they
experience academic success and validation of their own worth in their local
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community colleges. In short, they are women like Sylvia, introduced at the
beginning of this chapter, women who can achieve personal and professional
success in a supportive environment and who credit the community college
experience in part for helping them accomplish their goals and achieve their
dreams of a better life.

Researchers and practitioners alike can use these vivid images of com-
munity college women to inform their work in new and interesting ways that
also serve to promote and enhance the educational opportunities for this pop-
ulation that represents more than 50 percent of those attending the commu-
nity college. The community college can use its institutional authority to
empower its women students by offering programs that facilitate their progress
and mitigate the obstacles and stresses which impede it Special programs
offering additional financial aid to cover child care, transportation, extra tutor-
ing sessions, and understanding faculty and administrators can increase the
persistence and completion rate of all women. Offering required orientation
sessions for all new students; consolidating information related to majors, cer-
tificate, associate degree, and transfer programs in a central location in the col-
lege; refocusing the curriculum, activities to encourage women to explore less
traditional majors and career fields; establishing transfer centers that focus on
women and underrepresented racial/ethnic groups; and reaching out into the
high schools and communities are just a few of the changes community col-
leges can and are making to facilitate women's progress.
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Student services must move away from a male-oriented perspective
that sees women's needs as peripheral and begin to view women's
needs as central concerns of the community college.

Engendering Student Services

Mildred Garcia

As of 1991, there were 1,469 community colleges nationally with a total of
5,651,900 students. In 1963 community college enrollments represented 17.8
percent of the higher education enrollment; by 1991 two-year college students
represented almost 40 percent of the 14,358,953 students enrolled in higher
education (Snyder and Hoffman, 1993).

Women students are now in the majority at community colleges, just as
they are in all of higher education. Women are almost 55 percent of the total
fall 1991 enrollment in colleges and universities, and over 41 percent of the
fall 1991 enrollment of women students was in two-year schools. Part-time
enrollment in community colleges has also increased dramatically in the last
few decades, partly because of the growing enrollment of women. In the fall
of 1991, 63 percent of community college students were part time; women
part-time students were almost 38 percent of the community college's total
enrollment. The National Center for Education Statistics projects that by 2004,
women will continue to be the majority population in two-year schools and
will represent 58 percent of the student body (Snyder and Hoffman, 1993).

As Laden and Turner indicate in Chapter Two, women community college
students are ethnically diverse. More women of color are found in two-year
schools than in four-year institutions: 963,725 as compared to 877,640 in the
fall of 1991 (Snyder and Hoffman, 1993). As hooks (1987) notes, we cannot
think of women as a single category of needs, interests, and abilities. Rather,
we need to examine the higher education female population as multiple cate-
gories of learners that bring to our campuses diversity among our women and
rued diverse student services.

I know firsthand how community colleges can provide services conducive
'.o the success of women of color. My entry into academia occurred at a
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community college. As a first generation student in 1969, I represented part
of the new generation of students of color. As a first generation student from
a poor working-class family, Puertoriquena, I strove to he successful in a world
that was different from my upbringing. At that time student services was the
link that helped me toward completion and continuation. The peer advising
services, financial aid, tutoring, and the extracurricular activities that linked
my culture to education were what sparked my interest and passion. Those
services were What made me decide not only to continue in education but also
to work in higher education. Working at a community college became a dream
for me.

LaGuardia Community College in New York, where I became a faculty
member, provided me with my entry. I then began my administrative career at
Hostos Community College, New York, where 1 was assistant to the president
and the chief student affairs officer. My goal then. as it is now, was to help stu-
dents of color and all disenfranchised students obtain a higher education. My
parents always told us, "The best bequest that a poor family can leave their
children is their education." I felt I had accomplished that goal myself and
wanted to communicate that idea to the students who entered the institutions
for which I worked.

One of the questions we struggled with at Hostos in the Division of Stu-
dent Affairs was, "What are the specific student services needs of today's
women students?" We sought to find the answers by surveys and interviews of
our students. One student there told me,

I'm the first in my family to go to college. The community college was in walk-
ing distance from home. At the age of 27, I'm a single parent and I wanted to
obtain a decent paying job in order to support my child. I attend part time
because I drop off Yolanda at school and take classes that end by 2 P.M. in order

to pick her up at 3.

These words, echoed by many of the students who are currently enrolled in
two-year schools today, were similar to ones I heard when I was a student.

How have community college student affairs professionals managed diver-
sity and the increase of women on these campuses? What are the specific stu-
dent service needs of today's women students? This chapter reviews the
literature to see if these needs have been addressed, presents a feminist view
of students affairs, and concludes with recommendations for practice.

Overview of Student Affairs

Given that references to student services can be traced in the literature to as
early as 1924, it is surprising that literature on students services for two-year
college students is so sparse. Creamer ( 19941, in his review of literature in this
area, states that the research is based mostly on descriptive and analytic essays
and occasional survey research reports.
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Initially student services in the two-year college emphasized vocational
guidance and orientation. During the late 1930s Cowley (1936) and
Humphreys (1937) expanded the role of student services in community col-
leges. They saw it. as one that encompasses all activities outside of the class-
room and helps shape the personal development of students. By 1937 the
functional roles of the student services division began to evolve. These
included admissions, orientation, counseling, health, financiai aid, placement,
student activities, housing and personnel records, research, and services. These
areas continued through the 1950s as additional services were needed. As Mat-
son and Deegan (1985) state, these services were based on the concept of in
loco parentis with student affairs professionals taking on the role of parents
and authority figures.

The 1960s saw the civil rights movement, the women's movement, and
the thrust by the American public for social justice. The cries for equality and
open access rocked our institutions as student protesters demanded change.
In response to the tenor of the times, community colleges opened their doors
to a more di; erse student body. Women, people of color, students of all ages,
full-time students, and part-time students entered these colleges iith hopes
for advancement. Student affairs professionals, challenged by this phenome-
non, sought to restructure and reshape their responsibilities. Presidents wanted
the role of student affairs to include the calming of student takeovers and rebel-
lions. Professionals and national organizations directed their energies in shap-
ing student affairs to encompass a comprehensive array of services. Indeed, the
most comprehensive list of the student affairs role was presented in the mid
1960s and was influenced by a committee of the American Association of
Junior Colleges. The committee presented to the colleges its vision for student
affairs and divided student affairs' responsibilities into seven functions: orien-
tation, appraisal, participation, consultation, regulation, service, and organi-
zation (Collins, 1967).

Not surprisingly, throu:hout the documented history of student affairs,
the profession is chronicled as either one that segregated services to women
and men by having deans of women and men or one that treated the services
as gender neutral. Although women were enrolling in large numbers and
included not only traditional age women but also returning adult women and
ethnically diverse women, their presence was not really acknowledged. Not
until the 1970s was there an emergence of programs that began to address the
women studying within these institutions. Programs emerged that were
designed to accommodate and assist this new p ulation. Women's centers
were established, counseling services for women were instituted, and women's
studies programs were added to the curriculum.

By the 1980s the enrollment of women continued to rise rapidly. The
percentage of women enrolled in community colleges in the 1980s reached 20
percent of the total college population and 55 percent of the community
college population. However, higher education began to experience the
continuing fiscal crises we arc still struggling with today. Even with these
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budgetary constraints, institutions recognized the necessity of instituting and
reinforcing services to address the needs of this ever-increasing population.
Women became more vocal and communicated their needs to the administra-
tion. Administrators recognized, sometimes for moral reasons and sometimes
for economic ones, that women students were vital to institutional survival.
Concern for women-centered programs grew in momentum and throughout
the decade day-care centers sprang up on campuses and family planning coun-
seling was initiated. There was also a continuance of programs established in
the previous decade, such as career counseling for women, consciousness rais-
ing groups, reentry programs for women, and women's centers.

Structural Power and Student Affairs

In the 1990s feminist perspectives on society, family, and individual women
have shaped thinking within academic circles. However, community college
leaders do not seem to have considered or acknowkdged the power relations
and power imbalances between men and women. Nor have they considered
feminist perspectives in revisiting and revising the roles and functions of stu-
dent affairs. The division of student affairs is part and parcel of a male-centered
and dominated organizational structure. The division itself has been structured
in such a way as to silence the definition of the role of women and obscure and
devaltie the history of women. Through this male-dominated structure,
women's voices have been disregarded.

The male paradigm and male presence was the standard on which the
profession was established. This male standard denied women a normal pres-
ence in the structural formation of student affairs. Because of this historical
foundation, services created in the 1970s and 1980s to assist women students
were seen as add-on activities, ones that sit at the periphery of the organiza-
tion. This point is illustrated by Elsner and Ames's (1983) attempt to rethink
student affairs. They suggest the following three categories for student services
in community colleges: "(1) institutionally based servicesthose services that
are essential to the function of the college, such as admissions: (2) situation-
ally based servicesthose that may be required because of special circum-
stances, such as child care; and (3) special interest or de \ elopmental
serviceswhich provide assistance to special groups, such as support services
for re-entering women" (p. 1 39). In other words, support services for women
and child care are not "essential to the function of the college- (Elsner and
Ames, 1983, p. 139).

The assumption made in these suggestions vividly illustrates Calas and
timirich's theory (1992) that in traditional systems there is this implicit for-
mula: "gender sex = women = problem- (p. 99). This perspective prevalent
at a time when women students are in the majority in higher education.
including at community colleges. In spite of the large number of women stu-
dents, their needs, such as child care, are seen as special services rather than
basic ones to be offered to all students. Reentry women are seen as a special
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interest group. Services for these women and, indeed, for all women are seen
as outside the traditional student services structure.

This attitude illustrates and reinforces how student services have been
predicated on male needs and male power. Women's needs and services are
added on to the male norm and thus seen as less essential. To balance the bud-
get during times of fiscal constraints, the answer for many is to bring the orga-
nization back to the norm of male centeredness and eliminate those services
viewed as unnecessary for this norm. The late 1980s and 1990s have seen a
reorganization in institutions that has affected student services disproportion-
ately Within higher education, student services has not been viewed as an inte-
gral division; the community college is no exception to this perspective. Many
of the programs within the student affairs division have been assigned to the
chief academic office. Those services that have given support to women, ser-
vices such as women's centers, child care, and health and wellness programs,
either have had their funding reduced or have been eliminated. Services help-
ful to women and other disenfranchised people are frequently seen by those
in power as wasteful and expendable.

How do student services take into account the social and cultural as well
as educational needs of women? To what extent are student services respon-
sive to the lives, experiences, and needs of African American, Asian, Latina,
and Native American women? ro what extent are student services responsive
to poor. lesbian, or disabled women? These are questions that student affairs
professionals need to examine as we look toward the year 2000.

How a Feminist Approach Can Change
Student Affairs Today

Feminism as a movement realizes a genuine power imbalance between men
and women, with the power imbalance working to favor men. Feminist goals
include equality, liberation, and integrity. I believe the community college can
become a feminist organization. Because it has a critical mass of women stu-
dents, it can he the springboard to prepare both women and men for a new
world in which power relations are more equal between them. Providing a lib-
erating education would allow students to learn without being blocked by gen-
der discrimination and would facilitate students' attainment of skills and
credentials necessary for career success and fulfilling lives. In such a system,
the subordinate position of women as students would be erased.

How can these theories of empowerment influence the!. ice of student
services in community colleges? First and foremost, the feminist movement
needs to learn from its errors. Oppressed women are not only those of white
middle-class backgrounds. The community college, as a microcosm of a
diverse society, illustrates that women come from all walks of life. Furthermore,
the services currently offered need to he critically analyzed and challenged to
determine whether the traditional manner with which these services have been
offered is appropriate for women of all colors and from all socioeconomic
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classes, as well as for diverse groups of men. These services need to be offered
in ways that validate the experiences, languages, and cultures the students
bring and allow students to mesh their experiences into the web of know ledge.
Students need an environment in which they can accept themselves while join-
ing the academic enterprise. The needs that students bring and the voices they
contribute must be seen as valid contributions to the community college
enterprise.

It is important to note that in a feminist organization, child care would be
seen as an essential priority for providing both men and women with duca-
tional equity and empowerment. The absence of or limited offering of child-
care services in many of our community colleges underscores the patriarchical
society that restricts women's empowerment through education. In short, stu-
dent services needs to embrace the circumstances students bring with them
and to see the assistance offered as essential to the mission of student affairs
professions and the institution.

Recommendations for Practice and Research

What can community college student affairs personnel do to address issues of
gender and power in the community college? Working at institutions that pro-
vide access to higher education, student service professionals can play the role
of architects for building change rather .han gatekeepers to maintain the cur-
rent inequitable structure. Maximizing student potential requires monitoring
what community college student services offer and what the current student
population brings with it and the needs it has. In that light i make the follow-
ing recommendations:

1. Validating women students as knowers is essential to providing respon-
sive student services. For example, has the institution conducted a needs
assessment of women students in particular as well as students in general?
Have student affairs committees included women students? Recognizing the
necessity of bringing women into full partnership in the recreation of student
affairs will increase the possibility of engendering student affairs.

2. Services generally need to allow for women's needs as they partake of
education. Although most students have responsibilities in addition to their
education, women students tend to have primary responsibility for child care,
elder care, al d home care or housework. Student service professionals need to
examine the !.chedtiling of office hours, extracurricular activities, and coun-
selingin essence, all student servicesto address the reality of women's (and
men's) lives in today's society.

An excellent example of an institutional response to the reality of the lives
of their students is Kingsborough Community College's establishment of its
Family College. One of the first to implement a program that addresses the
needs of parents and their many responsibilities, Kingshorough developed
Family College as a program for women receiving social service benefits. While
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the mothers attend classes on campus, so do their children. Education ,s seen
as a family event and joint graduations are held.

3. Connecting institution to community can sensitize student affairs in
areas where they cannot afford to expand. As fiscal constraints become an ever-
growing reality for most colleges, institutions need to look to the multitude of
community services as resources for students. At Hostos Community College
a multiservices center was created in 1 983. Directed by one of the counselors
in student affairs, the center was to identify and connect with the myriad ser-
vices offered in the area. When a studer.t communicated a need for which there
were no services at Hostos, the center found the community agency that best
satisfies this need and connected the agency and the student. Hospitals, social
service agencies, support groups, psychiatric services, housing referrals, elder
care, family planningall became part of the extended student services divi-
sion. Through this type of service the students' individual needs were
addressed and barriers that inhibited successful participation of students in
their educational enterprise were eliminated.

4. As a collaborative community, students and professionals need to learn
how to learn and live within a diverse society. Once the diversity within the
institution has been recognized, diversity in the fullest meaning of its term
must be incorporated. Although an institution may be represented by only cer-
tain groups, the possibility that students will encounter other groups upon
leaving the institution is a reality. The responsibility of those in the institution
is to prepare students to be successful with people of both genders and all races
and classes.

Too often institutions lose opportunities to hire role models who will
bring diversity of thought and perspective. A search for a dean of students at
a predominantly white institution brought forward two finalists: one majority
woman and one woman of color. Both were competent, qualified women who
were ready for a career move. The appointing authority stated that this was the
hardest personnel decision he had ever made. The majority woman was hired.
The appointing authority stated that the woman of color was eliminated
because the student government representati -es had concerns. There were five
students involved in the search, all majority students. This incident occurred
in a state that has one of the most segregated school systems in the country. It
is true that student voices must be heard, but it must he all student voices.
Where were the representatives of the organizations that represent the diver-
sity that has begun on this campus? How will students learn to work with all
people if only one type of person is continually hired?

5. Career counselors need to be alert to how many students, regardless of
their race, class, or gender, bring with them oppressive mind-sets. There is a
critical need to reveal the wealth of opportunities and options available to stu-
dents. In this way students can avoid career choices that track them into
stereotypical roles, such as women opting for secretarial work and men opting
for electrical engineering.
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6. Every level of the institution should strive to employ women and men
with a feminist perspective. These people will be sensitive to the diverse stu-
dent body and will not embrace the male-dominated status quo. The type of
individuals needed in student affairs today are professionals who are them-
selves feminists, multicultural in thought, and supportive of both women and
men who are beginning their educational journey. Together professionals and
students will create environments that are responsive to the students who come
into the institution.

7. The dearth of information about women and student services in com-
munity colleges is alarming. Furthermore, the impact of feminist thought on
community colleges and the possible transformation of these institutions is not
addressed in the literature. Research that addresses the reshaping and/or recon-
structing of student services is vitally needed. Examination of new structures
for change by professionals, researchers, and students would push for ways of
transforming the student services profession.

In collaboration with what occurs in community college classrooms, stu-
dent services is a vital agent for change with the constituency it serves. As the
most diverse institution of higher education, the community college can
become a model in demonstrating how to create a collaborative, risk-free envi-
ronment that maximizes the potential of its students. This kind of transfor-
mation cannot take place without the involvement of student affairs
professionals. Change of this magnitude can only occur, however, when true
access and retention are examined in their fullest meaning, and organizational
structures, policies, and practices are transformed. Through this examination
and transformation, women and men of all colors, races, and socioeconomic
classes can thrive, study in full partnership with each other, and leave com-
munity colleges to lead responsible and fulfilling lives with their families and
communities. As change agent professionals, student service personnel have
the power to initiate and forge the process that will enable the success of all
the students they serve.
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Because women community college faculty are understudied, we do not
know how they perceive their position within the institution.

Women Community College Faculty:
On the Margins or in the Mainstream?

Barbara K. Townsend

If numbers signify power, then women faculty are an important force in the
community college. In 1991-92, almost 45 percent of full-time faculty in col-
leges offering the A.A. degree were women: 43.2 percent in the public sector
and 54.1 percent in the private. By comparison, in four-year schools offering
the B.A., only 35 percent of the full-time faculty were women; in doctoral-
granting institutions barely 26 percent were women (Touchton and Davis,
1991, p. 28).

Comprising almost half the institution's full-time faculty, women faculty
would seem to be in the mainstream in community colleges. However, those
who study the professoriate view the high numbers of women community col-
lege faculty as evidence of the marginalization of women as faculty (Finkel-
stein, 1984; Moore and Saguia, 1991). Implicit in this perspective is the view
that the community college is a marginal institution, operating outside the
mainstream of higher education. Those who teach in it are second-class citi-
zens in the academic world. From this perspective, women two-year college
faculty are marginalized at the margins: as women they are automatically mar-
ginalized and as faculty, they are marginalized by working in the community
college.

How accurate a picture is this? Arc women faculty in the two-year college
marginal citizens in academe? Additionally, within the two-year college, are
women faculty operating in the institutional mains, an or at its margins? To
answer these questions, I discuss why there arc so many women full-time fac-
ulty in two-year colleges, what we know and do not know about them, and
conclude with suggestions for future research and practice.
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Why So Many Women Faculty in Two-Year Colleges?

Although the percentage of women faculty in all of higher education has
increased in the last thirty years, much of the increase can be attributed to the
growth of the two-year sector. Why are there more women faculty in the com-
munity college than in any other type of higher education institution? Is it
because community college leaders have consciously striven to hire women,
or, is their strong numerical presence attributable to other causes?

Baldridge, Curtis, Ecker, and Riley (1978) indicate that the "over-
representation of women faculty in two-year colleges" is partially the result of
the tremendous growth of this institution in the twentieth century, from 207
schools in 1920 to 694 in 1969 (p. 180). So many faculty had to be hired that
even women were able to get faculty positions. The implication is that women
owe their presence in the two-year college to sector expansion, not to any com-
mitment on the part of community colleges to hire women.

Similarly. Dziech (1983) notes with the expansion of higher education in
the 1960s, four-year institutions had first choice of available faculty and usu-
ally hired males. Community college administrators had to turn to secondary
schools to find faculty, with the result that many women faculty were hired.
However, "there was little concern for sexual balance or equity" (p. 57).
Women community college faculty were not hired for altruistic or ideological
reasons but for pragmatic ones.

In sum, the hiring of women faculty in community colleges resulted from
the need to hire faculty, period. Because there were not always enough men
available to he hired, women were hired. Hiring women was a necessity. not a
desire.

What Do We Know About the Lives of Women
Community College Faculty?

No matter why they were hired, there arc a lot of women faculty in the com-
munity college. Given their large numbers, one might expect to find them a
highly researched group. However, women community college faculty are
almost unstudied (Twombly, 1993). For example, an ERIC search for references
on women faculty in the two-year or community college yielded 29 references
for the years !966 to 1981 and 30 references for the years 1982 to 1992.
When these references were examined, almost all were to studies in which gen-
der or sex was used as a variable in a study.

One reason for the lack of attention to women community college faculty
is that community college faculty in general are not often studied. Because
research is not required as part of their professional responsibilities, they have
less motivation than university professors to do "navel gazing." Also, some uni-
versity professors may not conduct research on community colleges because
the professors perceive, perhaps erroneously, that this research is deemed less
acceptable and less prestigious than research on four-year colleges and

4 "



WOMEN COMMUNITY COLLEGE FACULTY 41

universities. When I began my career as a university professor of higher edu-
cation, my department chair told me, "We're not interested in research on that
topic (community colleges] here."

An occasional scholar, often from the community college sector, does
study women who :each at two-year colleges. In the 1970s a few researchers
provided snapshots of thek women and their beliefs. In a brief report on 1972
survey data about women faculty in 17 two-year schools in Maryland; Weekly
(1974) notes that 25 percent of the 220 respondents indicated women were
discriminated against in these institutions. Some believed the discrimination
occurred when women sought faculty and administrative positions, and some
believed women students experienced discrimination in such areas as career
counseling and financial aid. Drawing from a 1975 national survey, Brawer
(1977) developed a profile of male and female faculty (full and part time) who
taught the humanities. She concludes, "Differences between women and
menwhile presentare not marked, suggesting that people are people
their differences are not attributable as much to sex as to individual differences
among people in general" (p. 22).

In the 980s Nankin (1984), a community college president, conducted
two studies to ascertain the number of women and minorities faculty and
administrators in public two-year schools during 1983-84. Eaton's (1981) vol-
ume Women in Community Colleges contains two chapters on women faculty.
One focuses on them almost indirectly, because the chapter is more about the
humanities than about women faculty. The author urges women faculty to
'strengthen the humanities' by valuling], affirmlingl, and livlingl out" what the
author labeled "feminine aspects of humanism" (Averill, 1981, p. 30). The
other chapter (Price, 1981) maintains that women faculty in the two-year col-
lege do not have equal status with men faculty for a number of reasons, most
of which pertain to all women, not just faculty.

Seicrian's (1985) study of two-year faculty, both male and female, pro-
vides important understandings of their professional lives. From his interviews
with 76 faculty in three states (Massachusetts, California, and New York), Seid
man found that women faculty were troubled by sexist attitudes, which
seemed to work against their ability to obtain and succeed in administrative
positions.

Different concerns are evidenced in LaPaglia's (1994) look at women fac-
ulty. In an effort to learn more about community college students, she asked
14 women faculty from five two-year schools in three states to keep an open-
ended journal of their observations about students and the community col-
lege. Although the focus of her research is students rather than faculty, what
emerges in the journals is the faculty's awareness that the culture has ascribed
a "marginal status" (p. 116) to community college students and faculty alike.

Because the research on women faculty in the community college is so
limited, I draw on my own experience as a full-time community college fac-
ulty member as well as on the research to sketch a portrait of the professional
lives of these women.
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Professional Status. I taught developmental English and study skills at
a two-year school in Virginia for eight years (1976-1984). 1 remember.my
pride in becoming a community college faculty member for 1 had obtained a
higher status teaching job than the secondary education one for which I had
prepared as an undergraduate. Also, I felt very fortunate as a mother because
my teaching schedule permitted me to be home when my son arrived from
school.

For many women faculty, teaching full time in a two-year college is the
ideal employment. Given that faculty members have some flexibility in sched-
uling their work hours, women faculty are better able to combine having a
career with raising families than are K-12 teachers, let alone people who work
in business and industry. Teaching in the two-year college also provides more
status than teaching in K-12 education, which at least in the 1960s and 1970s
was the major career opportunity for many women. As Seidman (1985) notes.
"particularly [for' women, the community college represents a level of achieve-
ment they had not even considered possible for themselves'. (p. 11).

Although I was proud of being a two-year college faculty member, I felt
the disdain of faculty from four-year institutions. At professional conferences,
colleagues would almost visibly shrink back once they learned where I taught.
It was not because I was a woman that I experienced this negative reaction. It
was because I was a community college faculty member. Both male and female
two-year faculty are often seen by four-year faculty as marginal members of
academe.

The reasons for this are several. First of all, two-year college faculty gen-
erally lack the educational credentials to be hired in the four-year sector.
Although almost 70 percent of faculty at public comprehensive colleges and
90 percent at public research universities hold the Ph.D., less than 20 percent
of full-time community college faculty do so (Russell and others, 1990). Two-
year faculty also have work roles that can be viewed as somewhat marginal or
undesirable in academe. Their primary responsibility is to transmit knowledge
rather than to advance it through research. They must teach and teach often.
\Vorking in open-door institutions, they must also teach many students who
would not he admitted to four-year schools. As egalitarian as Americans claim
to be, status still resides with faculty who teach the hest and the brightest, not
the average and the slow. Also, with a typical course load of four to five courses
a semester, two-year faculty have little time to conduct research, even if they
want to. Encouragement of classroom research, in which faculty research how
well their students are learning in a parts ulai course, is common in the two-
year sector now, but such research is usually considered too practitioner ori-
ented to be esteemed in the lour-year sector.

Discriminatory Practices. Although four-year faculty experience greater
professional status within the academy than do two-year faculty, two-year
women faculty may benefit from an institutional environment that is more
receptive to them as women. I believe I have encountered more discrimination
in the Ion n of sexist behavior in the university setting than in the community
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college. Although it may be that over the years I have simply developed better
radar for detecting sexism, another explanation is that the environment of the
community college is less conducive to sexism than is the university.

National evidence corroborating this perspective may be found in faculty
responses to the national 1989-90 Higher Education Research Institution
(HERI) Faculty Survey When faculty were asked sources of stress, almost 50
percent of all female respondents indicated "subtle discrimination" as a source
of stress. However, almost 52 percent of all four-year faculty identified it as
compared to about 39 percent of two-year faculty (Astin, Korn, and Dey,
1991).

Regardless of what institutional setting they are in, women experience sex-
ist attitudes because these attitudes are part of the sociocultural environment
in which higher education institutions operate. However, the high numbers of
women faculty and administrators in the community college may help miti-
gate sexist attitudes. Women faculty aspiring to administrative positions as
department chair or division head do not lack for role models because these
positions are frequently held by women. Similarly, women teaching in a two-
year school are more likely to have a female president than are women in four-
year colleges and universities.

Another reason why there may be less sexism in the two-year college is
because there are fewer opportunities for status differentials between men and
women than in four-year schools. Tenure is much more easily attained in the
two-year college than in the four-year institution. Usually, a community col-
lege instructor receives tenure after three consecutive years of full-time teach-
ing. Also, many community colleges do not have the hierarchy of professorial
ranks. Even when there are academic ranks, promotion to associate or full pro-
fessor is primarily based on years of service and possession of a doctorate.
Movement up the professorial hierarchy is thus less subject to power imbal-
ances resulting from gender discrimination.

This is not to say that sexism does not exist in the community college. In
Seidman's (1985) study of community college faculty, several of the women
spoke about the sexism they encountered. Summarizing their concerns, Seid-
man notes, "women confront sexist attitudes about their salary and status and
must contend with double standards, both in work and social situations in the
college. They find they must constantly cater to or figure out a way to go
around traditional male assumptions about who has good ideas and how best
to get things done" (pp. 268-269). One manifestation of sexism is sexual
harassment. As Riggs and Murrell indicate in Chapter Six, we know little about
sexual harassment in the community college. Given that "the ratio of males to
females can facilitate or inhibit sexual harassment" (Tangri, Burt, and .Johnson,
1982, p. 38), it may be less prevalent in the community college because the
ratio of male to female faculty is about equal.

Another manifestation of sexism or unequal treatment Is lower salaries
and lower ranks for women faculty Lack of institutional commitment to equity
is suggested in the results of Singh's (1991) study of trends in salaries and
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ranks of women faculty in Pennsylvania's higher education institutions from
1971 to 1989. She found that women were more apt to be employed in
community colleges than in any other institutional type. However, women
community college faculty endured salary inequity regardless of academic
rank. The same was true of women faculty in all other institutional types.

Hiring women as part-time rather than as full-time instructors is another
way to marginalize them. The majority of part-time instructors in the com-
munity college are women (Cohen and Brawer, 1992). As Albert and Watson
(1980) note, "the high proportion of women in this group (of community col-
lege part-timers] could be considered an example of the discriminatory treat-
ment of women in academe" (p. 93).

Implications for Research and Practice

Public conversation, as manifested in the rhetoric of community college
spokespersons or in the discourse of academic journals, presents a dualistic
perspective on community college women faculty. Their presence is viewed
either as the result of enlightened leadership aiming to practice inclusion in
hiring and admission practices (Gillett-Karam, Roueche, and Roueche,
1990-91) or as one more example of the continued oppression and marginal-
ization of women faculty through their regulation to an inferior academic insti-
tution (Dzeich, 1983; Finkelstein, 1984).

The primary existing evidence for the argument that community colleges
affect women negatively is Seidman's study (1985), which is now a decade old,
and LaPaglia's (1994), which is rather limited in scope. However, LaPaglia's
comments do cast some light on one of the questions that frames this chapter:
Are women faculty marginal in the community college? She reports, "Every
faculty journal discusses the marginality of their students, both as it is experi-
enced by the students and as it is perceived by the larger culture. In addition,
about half of them write about their own assigned marginality as two-year col-
lege teachers. Inside the system they are all business; outside they are aware of
their low stptus" (p. 121). What LaPaglia's research suggests is that community
college kculty, women and men, perceive they are regarded as marginal in
academe and in the larger society because the two-year college is regarded as
a marginal institution. Although national and institutional leaders of the two-
year college tout its importance to postsecondary education and to the nation,
this importance is apparently not always understood or believed by con-
stituencies in four-year schools. Similarly, society in general values the com-
munity college to a certain extent, but stall may perceive it as "less than"
lour-year institutions and view its students and faculty as marginal in relation
to four-year colleges and universities. Thus LaPaglia's research suggests a "yes"
answer to the question, Do women community college faculty perceive them-
selves as university researchers doas bk.: ig on the margins of higher educa-
tion because they arc in the community college?
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What is less clear is whether community college women faculty perceive
themselves to be marginal within the institution as compared to male faculty.
M, re broadly, do women two-year faculty members see and feel what male
two-year faculty do? Do women and men faculty members share a common
vision of the community college, its students, curriculum, and administrative
practices? Or does the vision of women faculty differ because they perceive
themselves to be outsiders, living on the margins of a patriarchal institution?

Many university women faculty do perceive themselves in this way. The
problem of their marginality is being addressed in some innovative institutions
by development of a mentoring program to assist junior, faculty in attaining
tenure (Wunsch, 1994). Do women two-year faculty have the same need for
mentoring that four-year women faculty do? Or does the relative ease with
which tenure is obtained in the two-year school mitigate against the need for
mentoring? Would mentoring assist women faculty to achieve more positions
of :sower in the two-year school through such activities as teaching them what
faculty committees are important and how they could become department
chair or division head?

Also, the power of unions in the two-year college and their possible effect
on gender relations needs to be examined. Unlike four-year institutions, many
two-year colleges are unionized. Union leaders may well be more powerful in
the two-year school than department heads and faculty senates. How many
union leaders are women, and how receptive to women as leaders are com-
munity college unions? Does the existence of labor unions affect gender rela-
tions in the two-year college and if so, how? (personal correspondence, Nancy
LaPaglia, June 10, 1994).

We need to research these and other questions to learn how two-year col-
lege women faculty, both full and part time, understand their experiences. A
note of caution is needed here: gender is but one lens through which to view
the experiences of community college faculty. We also need to differentiate
their experiences in terms of race/ethnicity, age, social class, physical condi-
tion, marital status, and sexual orientation. There is a multiplicity of experi-
ences that has yet to be tapped by those who wish to understand faculty in the
community college and develop institutional practices that effectively utilize
their strengths and abilities.
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The societal perception that both women and the working class are in
the majority in the two-year college is a major determinant of the
institution's low status and lack of visibility.

The Interplay of Gender and Social
Class in the Community College

Nancy LaPaglia

"As virtually any feminist academic knows, one occupational hazard of doing
scholarly research on women is the possibility of failing to be taken seriously"
(Noble 1994, p. F7). Make that research on working-class women or anyone
at a community college, and it is probable that few people will pay any atten-
tion to the work at all. A community college label is such a negative filter that
in research reports it is sometimes deleted when the authors want to be taken
seriously as writing about people who matter (Macaulay and Gonzalez, 1993;
Steinem, 1992).

Two-year college inhabitants, many of whom are women and working
class, are not only maligned or ignored in academic research but also in Arner-'
ican culture in general. Storytellers: The Image of the Two-Year College in Ameri-
can Fiction and in Women's Journals (LaPaglia, 1994). a study I conducted of
fictional presentations of the two-year school, shows clearly how negatively it
is portrayed in the United States, including in the media of television and film.
In this chapter 1 first describe how the two-year college, including its students
and faculty, is portrayed in fiction as compared to the four-year school. Because
I knew from my own experience as a community college faculty member that
there is another side to the two-year college than the one seen in fiction, I
asked actual women living in the stereotypical student's and faculty's situation
to keep journals for my use. Comments from these journals are u3ed to illus-
trate how different women community college students and faculty arc from
the image projected by their lictional counterparts.
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The Demeaning Image of the "Twos" Versus the
Satirical Image of the "Fours"

"Going to college" or "graduating from the university" has never been a low-
status marker in American culture. When going to college is treated in fiction,
the image is not an indication of the low intelligence or ability of all who are
involved in higher education. College is a step up, or at least not a step in the
wrong direction. It is certainly not an action one might he embarrassed to have
made public or to put on one's vita or to display on a car window decal. There
is even a certain vanity in being depicted as the most animal-like of students
or bumbling of professors, as long as the faculty or students are in four-year
colleges, especially prestigious ones. This is true no matter how mocking the
image of the college or university that is depicted.

Indeed, fiction about the "fours" is often comic in tone. Much of the
humor centers around pretentious or idiosyncratic faculty misteaching
thoughtless students. The college in question is usually Ivy League because
more than three-quarters of college novels are set at either Harvard or Yale
(Kramer, 1981; Lyons, 1962). The entertainment for the reader or viewer is
often connected to a kind of envy of those who are detached from the "real"
world, without the responsibility and accountability that others must bear.

Because American fiction, including the popular culture of television and
film, routinely depicts four-year colleges and universities in a satirical or mock-
ing way, how are two-year colleges treated differently? The answer to this ques-
tion shows that class bias and sexism provide the key to the discrepancy
between the fictional portrayals of the two-year and the four-year schools.

Whereas applications to Dartmouth, the Ivy League college that provided
its setting, increased after the film National Lampoon's Animal House (1978), it
is quite unlikely that people for whom the only option is the community col-
lege would he encouraged to enroll by the fictional images of their schools. For
most writers of fiction, to put "community" and "college" together is to create
an oxymoron. As Laurie Moore's central character in Anagrams (1986) tells us,
"You might one day wake up and find yourself teaching at a community
college; there will have been nothing to warn you. You might say things to
your students like, There is only one valid theme in literature: Life will disap-
point you."

"Community college- and "junior college- arc low-status markers or sho,(-

hand for "Don't take this person or institution seriously'. A Donald Barthelme
character states, "In some pans of South America, armadillos grow to almost
five feet in length and arc allowed to teach at the junior-college level- (1987,
p. 177). In a Walter Walker novel (1989), such schools are for "draft-dodgers,
re-entry women and the very dumb" (p. 102). No fictional character is fondly
nostalgic about the carefree, fun-filled days of higher education at a commu-
nity college.

Society's image of the community college is that it is a place for powerless
women, uneducated housewives, who are apparently one of the last groups of
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women it is still acceptable to demean in fiction. A community college student
is typically portrayed as a reentry woman who is white, working class, and
nontraditional in age. Passive and unenlightened, she is the sort of person to
whom life just happens (Oates, 1969; \Villeford, 1984).

Authors usually mock these students' taste as consumersnot their char-
acter, their sense of morality, or even their intelligence, but their working-class
taste. They wear polyester, they may weigh more than the professional woman's
ideal, they may be very conservative or religious or traditional in their ideas.
They buy "incorrect" things when they shop or eat. In a novel set in Chicago,
a graduate student from the University of Chicago teaches at a community col-
lege. Her students, like most fictional students, are marginalat the edges of
power, by definition. To her, the plastic Santas used as Christmas decor on
nearby rooftops say it all about them (Schaeffer, 1973). Although she herself
is highly neurotic and barely able to function, she is superior to her students
because she has more elite taste.

community college faculty are not immune from inferences they are low
status, if not by background then by association with the two-year school. Fic-
tional two-year teachers may have working-class or other low-status names
(Bobbie Rae Dean of Lamar Tech and Jolene Snyder of Milwaukee C.C., for
example), unlike faculty at higher status schools, who have WASP names
(Oates, 1975). Some novels infer that to spend one's life as a two-year college
faculty member is to he condemned to the abyss (Mackin, 1991). For women
faculty, having to teach at a two-year school may cause them to drink too much
brand) and wander solitary beaches, as did the central character in Marilyn
French's The Women's Room (19771.

Other derogatory faculty stereotypes exist. The typical community college
faculty member is a white male in the English department. He rarely thinks his
job is important, or he may expend much of his energy on sexual liaisons with
his students (Bryant, 1972; Kei llor, 1991). Faculty who care about their stu-
dents are rare. Most exceptions are women, and if they are assertive, they are
punished for being "uppity." If they come from a working-class background,
they may have an added handicap because they then find it doubly hard to feel
at home in academe. If the faculty, female or male, are middle class, they find
it easier to look down on their students, or at least patronize them even when
feeling benevolent (Pelletier, 1985).

We can take the fictional image a step or two beyond ridicule and into
punishment. "In life, as in fiction, women who speak out usually end up pun-
ished or dead- (Hei Ibrun, 1992, p. 47). Starting in the early 1970s, concurrent
with the resurgence of the women's movement, fictional working-classwomen
\vete punished for asserting "power- by enrolling in community colleges. They
were called "runaway housewives.- They aspired to rise above their stations in
hlethe American dream of having the ability to redefine yourself and tran-
scend your social class. I found that many reentry women students and some
two-)ear college women faulty were punished severely in fiction for their pre-
sumption in trying to gain some control of their lives (Constantine, 1982).
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Often the punishment was loss of family members. "Her brain's all balled up
over them hooks," says the mother of one thirty-four-year-old woman student
who is desperately fighting her mother and husband for some control of her
own life (Mason, 1982, p. 12). Are the reentry students and women faculty
punished and belittled because they are women, because they are working
class, or because they are at a two-year college? These categories may be insep-
arable in the minds of some writers.

Just how pervasive is this image of the community college as having low-
status faculty and students, particularly women students? As part of my effort
to collect examples of two-year college characters in fiction, I solicited leads
through a letter in the Chronicle of Higher Eaucatiun. As one might expect, a few
of the leads I received were mistaken; that is, they referred to fictional works
where the characters were connected to four-year schools. Each misdirection
led me to low status and poorly informed fictional students at mediocre
schools. Usually the students were reentry women. In other words, my corre-
spondents misremembered their reading or viewing. If the work was about the
ignorant lower classes or reentry women, it must take place in a community
college.

I helieve this misdirection makes my point clearly. Satirical depictions of
higher education mock different aspects of the "fours" and the "twos." The two-
year colleges are demeaned for their marginal inhabitants, so much so that
when a devalued and "declassed" image of higher education appears, its audi-
ence assumes the college in question is not a four-year school.

Reentry Women Describe Their Own Experiences

It is ironic that the reentry woman, whatever her class, is demeaned, when for
most two-year faculty, she is a valued addition to the classroom. She is in col-
lege to work and to learn. She frequently undergoes a significant change that
rewards any of the faculty who care to see it. It is not the transformation into
physical beauty that our fairy tales and advertising extol for women, but one
marked by the joy of learning and accomplished in the face of adversity. It is
strange that in fiction she is mocked or ignored for actions that could easily be
praised.

Reentry women's efforts to take charge of their lives arc illustrated in the
part of my study that looked at journal entries written by women community
college students. I believe "w omen's personal stories arc, like all accounts of
any group that has been marginalized, our best textbooks: the only way to
make our experience central- (Steinem, 1092, p. 4). Furthermore, "I think
ordinary people can define their own problems,- instead of depending on
problem definition done by elites from the university and elsewhere (Cun-
ningham, 1990, p. 19). Therefore, I asked over three dozen women at live
community colleges (located in Illinois, Oregon, and New York) to write jour-
nals for about three w eks about their experiences at two-year colleges.

Over two dozen students and fourteen faculty wrote the journals. The
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stories the students told were quite different from the image projected by their
fictional counterparts. More specifically, four dominant themes emerged:

Agency, or making conscious choices about trying to take charge of their
lives. From upstate New York: "When 1 started investigating career options, I
tried to pick one that would only need a two-year degree, but I realized that
would end up being just another job. Going to school would take all my deter-
mination and dedication, so I better be heading towards my dream. That
dream is to teach."

Joy of learning, or experiencing delight in learning, especially learning that
they were intelligent. From suburban Illinois: "It took me a year and a half of
taking one course a semester to gain the confidence to take more. The more 1
took, the better I liked it. I discovered something else. I loved to learn."

Marginality, or being aware of an authoritarian arrangement that pushes
them to the edges of power. From Chicago: "I am on a committee to get a
\\bmen's Studies Department established. Of course it will take time and plan-
ning to be recognized but we are persistent. We will overcome the silence of
women.-

Juggling, or trying to do too much, especially with too little money. From
Oregon: "Maybe I'm spending too much time talking about finances, but I tell
you, finances are on everyone's mind here. Financial aid is like a maze of tricks
that only a few have a map to, and they won't say anything. But, hey, that's
bureaucracy"

It \vas clear from the journals that the students assume responsibility for
change in their lives, for having some power over their own fate and perhaps
that of their families. They do not see themselves as victims and they do not
whine, yet they see themselves as marginalized in society. What surprised me
most was that more of them than I had expected understood that obtaining
even limited power or control was not just an individual task. Rather, they
knew to organize into groups, most often women's groups, but sometimes
groups with another focus. As one student wrote, "It is hard to validate one's
view or feelings in isolation.-

Some of the students who wrote journals were middle class, but all face
problems of one magnitude or another. Some are marginal due to class status,
most are struggling financially, several are on public aid, five were high school
dropouts earlier in life. One of the students, a former waitress in Chicago, has
become an advocate for the poor and for street peoplethe people she knows.
Another, Mexican American, needs to support her four children after her hus-
band left them, and she does not want a factory job. An African American has
two children, a full-time job, a full course load, and shows some understand-
able crankiness.

These students arc aware that the college where they are registered, at
great personal cost and effort, is demeaned by the larger culture. They say they
are told, "Thai's the place of last resort." "It's the high school after high school."
Within that college they arc sometimes discredited further as women, usually
by male faculty Nevertheless, some students see their college as a haven in a
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heartless world, "a place where we are appreciated for our minds, regardless
of sex." Almost all say that the college helped them to value themselves, wher-
ever they started on the social scale. They describe a blossoming of mind and
spirit. No writer says that the community college made her feel worse about
herself.

Faculty's View of the Two-Year College

As Townsend indicates in Chapter Four, not only has almost nothing been
written about community college women faculty, but even less has been writ-
ten by these women about their situation. To help fill this void, I asked four-
teen faculty women from the same five chools to write journals about their
experiences in the two-year college system. Although these women also wrote
of problems encountered and battles fought, the overriding import of their
journals was a sense of mission and nurturing professionalism in a calling they
value. (Their other main themes were a sense of marginality of their students
and of themselves, and a concern for the problems of their students, includ-
ing poor preparation for college-level work.)

They utilize what power they have to help one another or their students,
as well as themselves, instead of using it to win over others. however, they per-
ceive that the skills and strengths they must have in order to do this are not
valued significantly by those in positions of greater power: higher level admin-
istrators, the board of trustees, or the universities. These faculty women assume
a responsibility for change in their colleges, but they rarely receive the recog-
nition that should come with it when they succeed. "I have learned that if I do
all the work and let him [the administrator immediately above herl take the
credit, everything will go smoothly." Women are likely to share power. This is
a disadvantage in the larger culture.

No faculty journal writer denies the lack of academic preparation among
her students. Rather, the faculty write about the many ways in which they try
to meet this challenge. They also understand that having many poorly pre-
pared students does not justify demeaning stereotypes or the lowering of stan-
dards. Their journals give a fuller picture that is rarely shown.

From each area of the country I studied, the faculty write about another
problem in detail. Community colleges have long been used as a dumping
ground for social services during a time of budget cuts. They are expected to
deal with mental illness, poverty, crime, and other social problems. Thus the
community colleges have a greater drain on resources of money and staff,
including faculty, and are then given lower status for having "that kind" of stu-
dent. Knowing this, these women are on a mission to help their students
become more powerful, less marginal. "The open-door policy makes good on
Emma Lazarus' words," says one. Another writes, "I keep thinking of that aca-
demic snob from the University of Chicago that has made his life's work out
of misunderstanding the community college. Then I think of the long lines of
students waiting to register for their coursesimmigrants, old people . . . 411

looking so hopeful . . . accessible, financially feasible, leading to whatever they
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want, be it English 101 or a degree in nursing." And from a woman faculty
member at an inner-city school: "When I talk to trustees, when 1 talk to peo-
ple with money or authority who can help, I am a translator" between social
classes. The powerful cannot understand the impact of trauma and poverty on
the lives of her students.

In short, these women faculty are good illustrations of the following rare
instance of praise from academia: "There are community colleges where thou-
sands of able and intelligent men and women take their teaching opportuni-
ties with the greatest seriousness and give more than value received. These
institutions ... free for the most part of the snobbish pursuit of the latest aca-
demic fads that so warp their university counterparts . . . are, 1 believe, the
hope of higher education in America" (Smith, 1990, p. 19).

Conclusion and Implications

Although Smith (1990) may view community colleges as "the hope of higher
education in America" (p. 19), they are invisible in many ways in our culture.
Nearly half of all undergraduates in the United States and almost half of all
higher education faculty are at two-year colleges. Even greaterpercentages of
minority students and faculty are at, or at least start at, two-year schools. Yet
they are a tiny fraction of fictional characters, even in popular culture, and just
as rarely appear in nonfiction.

Community colleges are deemed the least glamorous segment of higher
education, and no one wants to hear about them. The elitist myth that regards
the typical college student as a male attending school full time, living on cam-
pus, and experiencing the process of late adolescent development, hangs on
long after cultural and enrollment patterns have changed. Fiction reflects this
myth. Even writers who are themselves on two-year college faculties rarely
include their own professional experiences in their stories, perhaps trying to
avoid the stigma of being identified with those who arc considered low status
and colorless.

The absence of minorities in two-year college fiction is almost total.
Besides, these Americans are more likely to identify with their racial or ethnic
groups than with a particular social class. This is true of most of us, with few
exceptions. We like to consider ourselves middle class, or ignore class alto-
gether, although we are quite aware of class stratification no matter what racial
or ethnic group in which we place ourselves or to which we are relegated. For
example, a colleague who studied women in African American churches on
the south side of Chicago reports that the presence of a gospel choir is a low-
status marker, clearly understood by those \vho consider themselves hum a
better class (McNeil, 1994). So although she writes about gender relations that
reflect power imbalances in our society, she shows that class imbalances are
detrimental socially and politically as well.

Despite these issues of class and gender, the United States is still regarded
as the place where upward mobility and the assumption of a new identity of
one's choice are most possible. Immigrants come here by the millions, partly
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because they think they can transcend barriers of class and even gender more
easily than in their own countries. Indeed, in fiction about tv..)-year colleges
in the 1930s, such schools fun, tioned as the "People's College- for children of
poor immigrants who sought upward mobility (Bellow, 1953). One book about
a Chinese American woman from San Francisco pleased the State Department
so much for its depiction of our societyso free and open that even a poor
minority woman can rise to a position of affluence and powerthat the gov-
ernment distributed the book widely in Asia and elsewhere (Wong,
119451/19891. Thus a positive view of the "People's College" reached more
readers beyond the United States than here. Two-year colleges still have this
function today for immigrants and the poor. although other tasks the colleges
are asked to perform dilute their original thrust. We need to celebrate this
function and portray it positively in our popular culture.

Do I wish we were more open in our society about the class distinctions
and disparagements we make? Would this bring two-year colleges out into a
positive light. once we realized we -invisibilize- them because they are filled
\vich low-status women? To me, the answer to both questions is yes. In this
chapter 1 am not trying to stoke resentments by portraying all women, work-
ing-class people, and community college inhabitants as victims and martyrs.
Rather, I believe that through listening to previously unheard groups tell their
stories, we can obtain a clearer view, a more multifaceted view, of the interplay
of gender and social class in the two-year college system, a view that can chal-
lenge the stereotypical picture seen in American fiction.
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Sexual harassment is one manifestation of abuse of power in the
academic environment. This phenomenon remains relatively
unexamined in the community college.

Sexual Harassment in the Community
College: The Abuse of Power

Robert 0. Riggs, Patricia Hillman Murrcll

In her novel, Ella Price's Journal, Dorothy Bryant (1972) chronicles the saga of
a young woman as she hesitatingly enrolls in Bay Junior College when her
daughter turns age 15.. Ella Price experien::cs the seductive and transfonnative
power of the curriculum and instructional processes and eventually succumbs
to the amorous advances of Dan Harkan, her English professor. Twenty years
after the publication of this book, Ella Price's experience is apparently being
played out in real life in all too many instances in our nation's colleges.

Few issues appearing within the academy over the past two decades have
commanded the level and frequency of professional discourse accorded that
of sexual harassment. Since the early 1980s dozens of hooks, scores of insti-
tutional surveys and reports. and hundreds of professional articles have
addressed various aspects of this complex issue of sexual harassment.

In view of this intense level of discourse, the paucity of inquiry about sex-
ual harassment in the community college sector is remarkable. We conducted
a thorough survey of the professional literature but failed to identify reports of
the incidence of sexual harassment on two-year campuses or professional arti-
cles considering how the unique characteristics of community colleges impact
on the issue of sexual harassment. This circumstance raises these questions: Is
sexual harassment less of a problem for two-year institutions than is the case
for lour-year colleges? If so, what characteristics of the two-year campuses
shield them from the problem? Is the absence of research on this question sim-
ply a reflection of the lack of research on the community college generally?

In examining these questions, we first define sexual harassment and dis-
cuss its prevalence on college campuses. Next, we critique the pertinent theo-
ries that seek to explain or to predict harassing behavior and relate these to the
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community college context. Last, we address issues of professional practice and
needed research initiatives related to the issue of sexual harassment on com-
munity college campuses.

What Is Sexual Harassment and How Prevalent
Is It in Academe?
Sexual harassment includes demands for sexual favors in exchange for bene-
fits (quid pro quo) or the creation of a hostile work or educational environ-
ment. Such harassment is a form of sex or gender discrimination, one of a
group of civil rights violations against which all institutions must guard. Title
VII of the Civil Rights Act of 1964 and Title IX of the Education Amendments
of 1972 are the federal statutes under which are brought the majority of sex-
ual harassment complaints against higher education institutions and their
employees. The Civil Rights Act of 1991 provides additional remedies and
redress to sexual harassment complainants.

Sexual harassment in an academic context has been defined by the
National Advisory Council on \Kamen's Educational Programs (quoted in
Paludi, 1990, p. 3): "Academic sexual harassment is the use of authority to
emphasize the sexuality or sexual identity of the student in a manner which
prevents or impairs the student's full enjoyment of educational benefits, cli-
mate, or opportunity." It is this definition that is applied or used as we view
Dan Harkan's impropriety in the case of Ella Price.

Sexual harassment can occur in a variety of permutations: persons of the
same sex can harass, females can harass males, faculty members can harass col-
leagues, administrators can harass classified employees, and so on. However,
the overwhelmingly prevalent pattern of sexual harassment on college cam-
puses involves a male faculty member harassing a female student. It is this cat-
egory of offenses, therefore, that serves as the focal point for this chapter, and
the one that is illustrated by the story of Ella Price and her English professor.

A national survey conducted by the National Advisory Council for
Women's Education Programs in 1980 was the first to query women college
students whether they had ever experienced sexual advances from their pro-
fessors and their responses to these behaviors (Bogart and Stein, 1987). Since
that survey, many institutions have conducted in-house studies and produced
statistical indicators depicting the scope of the problem. Dziech and Weiner
(1990) reviewed a sample of surveys conducted between 1980 and 1983 at a
variety of higher education institutions and concluded that despite variations
in the surveysformats, definitions, and sampling techniquesthere
appeared to he a consistent pattern of about 20 percent to 30 percent of
women students who reported experiencing some form of sexual harassment
during their college years.

Fitzgerald and Shu limn (1993) call attention to the numerous reports
that chronicle the extensive harassment of women in institutions of higher edu-
cation. They conclude, "In sum, conservative estimates support that 1 of every
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2 women will be harassed at some point during her academic or working life,
indicating that sexual harassment is the most widespread of all forms of sex-
ual victimization studied to date" (p. 8). Although the majority of these inci-
dents will probably not match the severity of Ella Price's, others may result in
even greater damage than she experienced.

These reports of the incidence of sexual harassment on college campuses
as well as those others that appear in the professional literature are drawn from
experiences on four-year campuses. Are these reports of the incidence and
nature of sexual harassment also typical of the two-year college? As we indi-
cated earlier, the answer to this question is not available in the higher educa-
tion literature.

Perhaps the best available evidence regarding the possible incidence of
sexual harassment on the community college campus can be gleaned from The
Carnegie Foundation for the Advancement of Teaching's (1990) widely read
report Campus Life: In Search of Community. The report delineates the results of
1989 national surveys of college and university presidents and chief student
affairs officers. Presidents were asked, "During 1988-89, what three campus-
life issues on your campus have given greatest concern?" (p. 138). For the
aggregated sample (research and doctoral granting, comprehensive, liberal arts,
and two-year), 2 percent of all presidents listed sexual harassment as one of
the three most pressing issues. However, no two-year president identified sex-
ual harassment as a most pressing campus issue. The presidents were also
asked to gauge the severity of sexual harassment as a problem on their cam-
puses. Forty percent of two-year presidents indicated that sexual harassment
was not a problem on their campuses. By contrast, only 29 percent of all pres-
idents responded in this manner.

Chief student affairs officers from the same institutional sample were also
surveyed during 1989 in conjunction with the Carnegie study. Asked to rate
the five-year change in sexual harassment as a campus life problem, respon-
dents from the aggregated sample indicated that sexual harassment was not a
problem for 26 percent of the campuses and less of a problem for 9 percent.
The two-year campus respondents reported that sexual harassment was not a
problem for 36 percent of the campus and less of a problem for 10 percent.

In short, two-year presidents and chief student affairs officers are aware
of sexual harassment as a potential campus life problem. At the same time,
their responses indicate they perceive the incidence of sexual harassment to be
lower than that reported for four-year campuses. Given that sexual harassment
is a reflection and manifestation of power imbalances between the harasser and
the harassed, we can speculate about the likelihood of it occurring on two-year
campuses by examining the concept of professorial power.

Power as a Theoretical Cause of Sexual Harassment

Community college facultywhether they arc titled teachers, instructors, fac-
ulty, or professors, irrespective of their tenure status, and with or without
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academic rankare accorded unique positions of power and authority within
their respective institutions. Although community college faculty members,
viewed from a societal perspective, have lower social and economic status than
their colleagues in research universities or prestigious liberal arts colleges, they
do hold and exercise significant power relative to their students.

Community college professors can derive power from a variety of sources.
Taken singly or in combination the following seven power bases can easily be
seen as containing the potential for good or for mischief.

Expert power reflects the instructor's academic credentials, skill, and experi-
ence that can be used to foster students' academic and intellectual develop-
ment.

Referent power is derived from the professor's personality and the degree to
which he or she can stimulate admiration and affection from students who
identify with him or her.

Legitimate power stems from the professor's role within the college. The pro-
fessor by virtue of his or her status within the classroom automatically draws
deference from his or her students.

Reward power speaks to the self-interests of students seeking grades, positive
recommendations, or encouragement from their professors. To demonstrate
integrity, re,.;ard power must he closely associated with performance.

Coercive power influences students through the professor's threat of punish-
ment or withholding of grades, recommendations, and so on, because of par-
ticular student behaviors or absence of these behaviors.

Connection power stems from the instructor's association with others with
whom students wish to or need to connect, for example, senior college offi-
cers, other instructors, and employers.

Information power lies in the professor's access to or possession of information
that students value because it may affect their academic and professional
goals.

French and Raven (1959) provide a classical paradigm of personal and
corporate power that may be helpful in analyzing the possible misuses of
power by community college faculty The authors suggest two types of power:
"socialized" power and "personalized" power. Socialized power is power exer-
cised for the good of the college and for others within the college community.
Professors' motivations and goals are aligned with those of the institution and
academic unit. As professors employ socialized power, they look for win-win
situations that will benefit students, the college, and themselves. They seek to
empower students with a sense of collaboration and maturity so as to promote
academic and personal development. Personalized power, however, is power
used for self-enhancement and self-aggrandizement. Professors exercising per-
sonalized power seek to dominate others by intimidation and coercion; they
strive for win-lose situations. They look at the collegiate environment as an
opportunity to achieve personal success or rewards at the expense of students.
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When a professor uses personalized power, students tend to feel submissive,
manipulated, and peripheral.

When examined through the conceptual lenses of types of power and
power bases, it is evident that the instructor occupies a forceful role. As eluci-
dated by Zalk (1990), "The bottom line in the relationship between faculty
member and student is power. The faculty member has it and the student does
not. As intertwined as the faculty-student roles may be, and as much as one
must exist for the other to exist, they are not equal collaborators. The student
does not negotiateindeed, has nothing to negotiate with" (p. 145). In
essence, there is no equal bargaining position for the student; there is no quid
pro quo in the strict legal sense. Zalk goes on to suggest that the lens needed
to examine the professor's power bases must be a complex one because his (or
her) power is both real and concreteimagined and elusive.

Zalk recognizes the power of professors to award grades, to.write employ-
ment recommendations, and to influence faculty colleagues' attitudes toward
students. She also points out the professors' power manifested through supe-
rior knowledge and presumed wisdom. However, her most frightening obser-
vations relate to professors' power to enhance or diminish students' self-esteem
and to contribute to the intellectual development of students. She writes, "Pro-
fessors are expected to nurture a student's capacity to think analytically, to rea-
son logically, to harness creativity, in short, to mature intellectually and
aesthetically. This implies that the professor's power extends over the minds of
his students" (p. 146).

This power can be lethal when combined wit).( sexuality. As Dziech and
Weiner indicate in The Lecherous Professor (198), "Sexual harassment is a
power issue, and the power of the professoriate is enormous" (p. 124).

Education can be and, we believe, should be transformational. That is
what Zalk (1990) describes. She further assigns the role of bringing about that
transformation to the faculty member, thus placing enormous power in his or
her hands. It is the professor who chooses the curriculum and the content of
the discipline with which the students engage. In the case of Ella Price, she was
assigned novels to readThe Scarlet Letter; Madame Bovary, Washington Square,
Main Street, Candida, Metamorphosis, The Autobiography of Malcolm X, Anna
Kareninaall of which were assigned intentionally, and appropriately so, to
challenge Ella's current thinking and create disequilibrium, a necessary condi-
tion if learning is to occur.

Dan Harkan then very consciously and intentionally turned his legitimate
socialized power into personalized referent power to capitalize on the vulner-
ability inherent in Ella's transition. He took unfair advantage of the situation
described in one of his own assigned readings by G. B. Shaw (1909): "You have
learned something, and that always feels, at first, as if you had lost something."
Ella was not assaulted or raped, at least not in the legal sense; she actively par-
ticipated in arranging t'.ie trysts and never resisted her professor's sexual
advances. But the relationship was never equal; Dan Harkan had the power- -
power over Ella Price's mind. He had the power of the curriculum, the power
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of his position in the institution, and the power to manipulate the process of
teaching for his own ends. Whether this was his intention at the outset is
immaterial; whether Ella encouraged his advances is of no consequence; he
served as an emissary for the community college and he violated the trust that
accrues to the professor in his or her role as agent of the institution.

Other Conceptual Models for Sexual Harassment

Tangri, Burt, and Johnson (1982) explore three explanatory models of sexual
harassment at work that were derived from previous research, court cases, and
legal defenses: the natural/biological model, the organizational model, and the
sociocultural model. These models may provide further help in analyzing the
causes of sexual harassment and issues of power on community college cam-
puses.

The natural or biological model asserts that sexual harassment is simply
a natural sexual attraction among people. This model has two aspects. The first
posits that sexual harassing behavior is not meant as such, but is simply a nat-
ural expression of men's more powerful sex drives; the second version proposes
no unequal sex drives, but stresses that any individual may be attracted to any
other individual, and may pursue that attraction without intent to harass.

In adapting the natural/biological model to the community college con-
text, one would expect harassing acts to resemble courtship behaviors, and the
acts should stop if and when one party indicates disinterest or distaste. Given
that the majority of community college students are female, the largest num-
ber of harassing acts would emanate from this group. Moreover, "victims,"
whether male or female, would be flattered, or at least not offended by these
acts. Under this model "victims" would not be expected to file complaints or
to perceive negative consequences as a result of the harassing behaviors.
Clearly this model does not mirror the reality of harassing behavior on our
campuses. The reality is that complaints are filed and the lives of victims of
sexual harassment are damaged.

The organizational model holds that institutions may provide an oppor-
tunity structure that makes sexual harassment possible. Because community
colleges are characterized by vertical stratification, persons in superior posi-
tions can use their power to extort sexual gratification from their subordinates.
Under this model those persons holding lower levels of power within the orga-
nization would he most vulnerable to harassing behavior. This asymmetrical
relationship between superordinates and subordinates deprives subordinates
of the material independence and security necessary to resist sexual
harassment.

In this mo lel the ratio of males to females can facilitate or inhibit sexual
harassment, and the greater the differential power in the organization or the
higher the status of the harasser the more severe and frequent the acts of sex-
ual harassment. Thus in the community college one would not expect much
harassment of faculty by other faculty because the ratio of male to female
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faculty is essentially equal. Similarly, the ratio of male faculty to female stu-
dents might provide some safety to women students because they are in the
majority There are also many same-sex faculty members for students of either
sex to approach about having been harassed. Even among administrators, in
the community college there are more female administrators than in other
types of institutions of higher education. In sum, the application of the orga-
nizational model to the community college might suggest a lower incidence of
sexual harassment than would be present in other institutional contexts.

The third model, the sociocultural model, posits that sexual harassment
is one manifestation of the larger patriarchal system in which men rule and
social benefits legitimize their power. It suggests that members of each sex are
socialized to play their respective roles. Males are rewarded by society for
aggressive behavior and domineering sexual behaviors and females are
rewarded for passivity and acquiescence. The model postulates that male gen-
der is a better predictor of who will harass than organizational position, and
that women, because of their relative powerlessness and sex role socialization,
are more likely to he victims. Therefore. under this model female students
within the community college would be most vulnerable to sexual harassment
by male professors.

Gutek and Nlorasch 0982) have proposed a "sex-role spillover" explana-
tory model for sexual harassment. The model proposes that when organiza-
tions are dominated by one sex or the ocher, the gender of the predominant
group influences the work role expectations for particular positions and the
treatment of women within the work environment.

In male-dominated professional fields. the traditional role of women as
subordinate to men is facilitated by the dearth of women in power within the
organizations. Men react to women at work as they do toward women in their
personal lives, and women accommodate this request. In this scenario condi-
tional sex roles are "spilled over and reinforced in the work setting. Conse-
quently, the model's major forecast would suggest that gender-balanced work
groups would encounter less sexual harassment. In the community college
where the majority of students are female and women are more fully repre-
sented among the faculty and throughout the administrative hierarchy, less
harassment might be predicted.

In attempting to apply any of these theoretical explanations of sexual
harassment to the community college context, it is important to observe that
as institutions of higher education, community colleges differ in significant
ways from four-year colleges and universities. These differences in institutional
mission, academic programs. student and faculty characteristics, and so on,
ma\ make commitnity colleges especiall vulnerable to the problem of sexual
harassment.

Nlurrell. Riggs, and Williford On press) critique the nature of community
college institutional cultures, students, and faculties as they relate to the issue
of sexual harassment, and they observe, -Taken together, these considerations

ommunity college cultures, faculties, and students] may portend a lack of
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cultural identity and a weakened sense of community when compared with
traditional academic environments. In such a climate, both faculty and stu-
dents need enhanced skills to avoid abuse and exploitation" (p. 11). Similarly
one two-year chief executive officer, Constance Carroll (1993), president of
San Diego Mesa College, believes sexual harassment on college campuses is a
product of systemic oppression and institutionally structured domination and
subordination of women. She writes, "Because most members of a college com-
munity have been socialized within a culture that has a history of sexism, and
because academe itself has a similar tradition, administrators must take affir-
mative steps to educate themselves and campus community members regard-
ing appropriate and inappropriate behavior" (p. 25).

The delicate faculty-student relationship is a critical factor in success at
college. If it is soiled by abuse and sexual harassment, whatever the theoreti-
cal explanation, a student may he too frightened to complain and may with-
draw from school or may he charmed into seduction, as was the case with Ella
Price. Neither community colleges nor society at large can afford either of these
outcomes.

Implications for Research and Practice

Any attempt to pull these theoretical models into a meaningful pattern must
be tempered by the knowledge that they are based on conditions present in
four-year institutions and nonacademic organizations. Theory must be tested
by observation and empirical datainformation that is not currently available
for the community college sector. Moreover, the impressions of the presidents
and chief student affairs officers surveyed by the Carnegie Foundation (1990)
can neither be supported nor questioned due to the absence of hard data. Con-
sequently, the first priority for community college leaders is to ascertain the
frequency and types of sexual harassment that may he occurring on their cam-
puses. A number of proven methods and instruments for this purpose are
reported in the professional literature. Of particular note is Fitzgerald, Dras-
gow, and Ge IfandS (1993) Sexual Experience Questionnaire. This is the most
widely employed instrument for assessing sexual harassment of students by
professors, and because of its frequent application, data collected using this
survey could be readily compared with those collected by other colleges and
universities.

A second priority for two-year institutions is to ensure that appropriate
policies and procedures that declare sexual harassment illegal and facilitate its
prevention are in place. The most comprehensive study of sexual harassment
policies and procedures at institutions of higher education was conducted by
Robertson, Dyer, and Campbell (19881. The authors report that among the
surveyed public two- and lour-year public institutions only 79.9 percent had
sexual harassment policies and only 54.2 percent had grievance procedures.
Because the law mandates and good professional practice demands that insti-
tutions have sexual harassment policies and procedures in place, the fact that
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a number of institutions report they are not in compliance is alarming. Insti-
tutions without such policies and procedures should move expeditiously to
correct this shortcoming. A number of helpful guides for the development and
implementation of sexual harassment policies and procedures for college cam-
puses are available (American Council on Education, 1986; Riggs, Murrell, and
Cutting, 1993).

Three other areas of research emphasis have been identified by Fitzgerald
and Shullman (1993) that may have import for two-year colleges. The authors
suggest that institutions, in their haste to develop policies and procedures to
address sexual harassment, have not given thoughtful attention to needs analy-
sis, goals specifications, and the development and assessment of outcome cri-
teria. Training programs have been developed without an articulated
conceptual framework or any information concerning their impact and effec-
tiveness. The authors call for examinations of organizational reactions to the
presence of sexual harassment and state, "The proposition that workplace
norms or organizational climate can inhibit sexual harassment is extremely
promising and offers immediate targets for practical interventions" (p. 15).
They propose that sexual harassment is much too widespread to be completely
accounted for by individual sexual deviance or desire for gratification; rather
the importance of organizational factors prominent in the stimulating or
inhibiting of harassment represents great potential for investigation.

Sexual harassment is a national problem of alarming magnitude with
destructive human consequences. The problem is a complex function of indi-
vidual and organizational factors, of personal and corporate power, of organi-
zational and job context and culture, and of individual vulnerability, response,
and motive. All of these considerations are present on community college cam-
puses, yet sexual harassment has not received the degree of attention on two-
year campuses that seems commensurate with the apparent gravity of the
problem. The initiation of professional discourse concerning this issue is long
overdue.

In many ways Ella Price was well served by the c munity college. She
was provided access to an education she had spurned earlier in favor of mar-
riage. She had the opportunity to achieve confidence in her ability and develop
her identity, ultimately gaining the self-possession and assurance to liberate
herself from a suffocating marriage relationship. Community colleges do a mar-
velous job for thousands of students day in and day out, year after year, meet-
ing both their developmental and instrumental needs. The system usually
works. What went wrong for Ella Price was that one faculty member, with the
institution's tacit concurrence, abused his power and manipulated and violated
a student during a very vulnerable transitional period.

Community college leaders must ensure that an environment of respect
and compassion exists on their campuses. They have an obligation to embrace
diversity and create a climate of inclusiveness, free of harassment. In so doing,
they can make sure that the fictional experiences of Ella Price do not become
a reality
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The strong and colorful images that have characterized leadership in
the two-year college are examined, and their impact on women and
minorities and the effrctiveness of community colleges is discussed.

Gendered Images of Community
College Leadership: What Messages
They Send

Susan B. Twoinbly

The junior college movement is "an army of struggling frontiersmen put together
by General Koos and Colonels Eel ls and Campbell who then led them into all

parts of the country . (Zook in Bnnt and Karabel, 1989, p. 35).

These times (the 1960s1 demanded builders, political persuaders, organizers and
master plan developers (Roueche, Baker. and Rose, 1989, p. 40).

Leaders, like athletes, are bigger, stronger. quicker, and better coached than ever.

A generation of community college lore is available to current and upcoming
leaders, and the smart ones are using it. . Somewhere out there is another

Priest, another Cosand, and another Fordyce (Parish, 1988, p. 1).

Individuals in administrative positions must be concerned with (1) boundary
spanning, not boundary defending, (2) empowering people. not controlling
them, (3) working cooperatively, not competitively, (4) focusing on process, not
product. (5) organizational flexibility, not rigidity, (0) quality, not quantity. (7)
sharing information, not guarding it. and (8) creativity or intuition, not primar-

ily rationality (Baker, 1994, pp. xvxvi).

These few quotations provide a taste of just some of the colorful imagery char-
acteristic of the two-year college literature on leadership. These images not
only describe leadership behaviors, but even more importantly they serve as
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guides or standards for what leaders should do and who can qualify for
leadership positions. Thus they serve as a kind of filter or screen. Think for a
moment about the characteristics of a person who could fit the images
described. Which, if any, of these images brings to mind women leaders? For
that matter, what do the images imply about the leadership behavior of any-
one who would occupy a leadership position?

Heralded as the democratizing force in higher education, community col-
leges have been slow to shed their image as top-down bureaucracies. They
have also been slow to bring women and minorities into top leadership posi-
tions in proportion to their representation as faculty and students. Images of
commanders, builders, managers, heroes, blue chippers, and visionaries may
have reflected real needs during the growth and maturing stages of commu-
nity college development, but today they may restrict who is considered for
leadership positions. As community colleges face new organizational chal-
lenges, will new images be created that are more welcoming of the wide range
of talent which must be considered to fill this leadership gap?

I argue here that the leadership literature, through the images it portrays,
sets expectations and creates possibilities about who can be leaders. The
images become norms or standards which, when matched with prevalent soci-
etal stereotypes about gender or members of other marginalized groups, serve
either as barriers or as tickets to advancement. Leadership behaviors and qual-
ities sought in new leaders in community colleges, as in all organizations, are
influenced by context and the particular demands of social and historical sit-
uations (Selznick, 1984). In addition, beliefs and resulting images about the
kind of leadership called for and the characteristics required in those who
assume leadership positions also shape and constrain ideas about acceptable
leadership (Amey and Twombly, 1992). Images of leadership are not merely
neutral descriptors; they are gendered. Images acting as norms determine who
has access to power and the nature of power a person can exercise. Therefore,
it is important to expose and question the prevalent images. These images are
found in many sources, but primarily in the published literature of the impor-
tant spokespersons of the community college movement. And like the great
leaders there have been relatively few of these individuals. In the next sec-
tion I illustrate this point through an historical approach to gendered images.
Through this approach it is easy to see how these images developed and have
been perpetuated. Then I examine some of the recent writings on leadership
to see if, in fact, the language has changed. Finally, I discuss more fully the
implications of these images for women and minorities and for future leader-
ship of community colleges.

Gendered Images: A Historical Perspective

The Early Years: 1900-1930s. The "great man" theory of leadership
dominated during this early period in the development of community colleges.
The literature is replete with accounts of how a few prominent university
presidents, William Rainey Harper, Henry Tappan, and David Starr Jordan,
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supported the idea of the junior college and how a few university professors,
Leonard Koos, Walter Eel ls, and Doak Campbell, imbued with a missionary
zeal and progressive concern for improving society, almost single-handedly
brought to life and shaped this new educational option (Brim and Karabel,

1989; Goodwin, 1971).
Of particular interest is how authors constructed junior colleges and their

leaders in frontier, pioneer, and military images. In 1947 Zook, chief author of
the President's Commission on Higher Education' Report, described the junior col-

lege movement of the 1940s "as an army of struggling frontiersmen put
together by General Koos and Colonels Eells and Campbell, who then led

them to all parts of the country . ." (Brim and Karabel, 1989, p. 35). Brint
and Karabel (1989) reinforced the military images !)y describing Koos, Eells,

and Campbell as "'intellectual commanders," the vanguard, who led their
recruits to fight many battles . ." (p. 35). According to Brim and Karabel,
these men were truly transformational leaders. They created a paradigm for the

junior college, tried to transform its primary mission from transfer function to
vocational against the wishes of students and their parents, and groomed a suc-
cessor generation of great leaders whose names still occupy a very important
place in the community college movement, men such as S, V. Martorana,
Leland Medsker, Raymond Schultz, and Edmund Gleazer.

These men were not individual institutional leaders, however. They
exerted influence from their positions as university professors or, in the case
of Campbell and Gleazer, as presidents of the American Association of Junior
Colleges. Several factors affected early institutional leaders, notably the new-
ness of the two-year college and its status as part of the public school system.
Heads of private junior colleges, of which there were many in this early period,
typically held the title of president; early public junior college leaders held the

title of dean and reported to the superintendent of schools (Brothers, 1928;
Green in Eells, 1931; Lee and Rosentengel, 1938). The descriptor applied to
these early deans was that of errand boy (Johnson and carpenter, 1943). In
contrast to the image of commander or pioneer, errand boy deans were not
overburdened with responsibilities and were not given much latitude in criti-
cal areas of policymaking (Johnson and Carpenter, 1943).

Independence: 1940s-1950s. In the 1940s and 1950s, a change in the
imagery describing desirable and actual leadership practices began to occur.
Tillery and Deegan (1985) described these years as the period during which
leaders began to seek college identity and to gain independence from the sec-
ondary schools.

By the 1950s. the dean had been replaced by a president who assumed
more and more responsibility. Pierce (1951) noted, "It appears, then, that
junior colleges arc cooling more and more to have two general administrative
officers, a chief administrator most often called 'president' and a second in
command called 'dean'; and with the line and -stall administrative organization,
the other administrative officers are usually co-ordinates of equal rank serving
under the leadership of the president and the dean" (p. 36). The ideal presi-
dent of the emerging independent colleges was variously described as being in
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control but not being autocratic and as having inspirational qualities. Bogue
(1950) used the analogies of the star who appears on stage, the gamey athlete,
the courageous sea captain, the baseball player who "steps into the ball" (p.
299). Wartime metaphors were not lost on Bartky (1957), who described the
leader of a junior college as one who must perform as the commander of a
well-trained battleship.

Thus, during this period of independence, the focus shifted to institu-
tional leaders and the skills necessary to achieve independence. The imagery
of commander, gamey athlete, and kingpin coincided with the stage in the life
cycle of junior/community colleges in which the struggle for independence
dominated other considerations. Junior college authors seem to have seen this
extremely active, even domineering, "great man" leadership style as necessary
to accomplish the separation of junior colleges from the public schools and to
fulfill what George Vaughan has called its "manifest destiny" (Vaughan, 1986).

Maturation: 1960s-1970s. During the 1960s, junior colleges entered a
period of growth and maturation. Many of the present-day community col-
leges were born and junior colleges became community colleges. Not unex-
pectedly, images of leaders as commander and great man continued to
dominate as strong leadership was thought necessary to build and develop
community colleges out of relatively small junior colleges. Many of the char-
acteristics once attributed to the national leaders of the two-year college move-
ment, characteristics such as inspiration and pioneering spirit, became part of
the rhetoric used to describe institutional leaders as well.

Many new presidents approached their positions in this pioneering tradi-
tion. Roueche, Baker, and Rose (1989) described the 1960s as "times (that(
demanded builders, political persuaders, organizers, and master plan devel-
opers" (p. 40). Descriptors such as competitive, innovative, fast-moving, flex-
ible, calculated risk takers, tough, dominating, and playing to win appear in
the literature in reference to this time period (Brint and Karabel, 1989; Tillery
Deegan, 1985). Barber (1992) described the founding president of Central
Piedmont Community College as a transactional leader favoring centralized
authority and control, paternalistic in his control over the budget, and coer-
cive in his use of power. Even as community colleges developed more sophis-
ticated administrative structures, a preference for strong, centralized,
authoritarian power dominated (Alfred and Smydra, 1985).

By 1972 Richardson, Blocker, and Bender were advocating shared gover-
nance in light of what they termed "autocratic lead-xs (and] rigid bureaucracy"
(p. v). The commander had become an autocrat, a negative image. However,
the call for shared governance proved to be a brief interlude in the pursuit of
the "great man" ideal of leadership. Although the terms changed during the
1960s to the 1980s, the ideal of strong leadership remained dominant (Amey
and Twombly, 1992).

Recent Images: 1980s. While founding presidents of the 1960s were
required to he visionaries, the later stages of the 1960s and early 1970s

rj



GI:NDERED IMAGES OF COMMUNIFY COLLEGE LEADERSHIP 71

demanded efficient managers. The manager-leader turned his or her attention
inward to using resources effectively. Some authors have suggested that slowed
growth and managerial emphasis of the late 1970s resulted in myopic vision
(Roueche, Baker, and Rose, 1989). The challenge, then, for leaders in matur-
ing community colleges of the 1980s was renewal, the revitalizing of mature
organizations. The model of leadership proposed was that of the transforma-
tional leader (Roueche, Baker, and Rose, 1989). In their influential book,
Shared Vision: Transformational Leadership in American Community Colleges,
Roueche, Baker, and Rose (1989) chose to label preferred leadership behaviors
"transformational" and the people who exemplified these skills as "blue chip-
pers." Transformational leadership relies on a "single, highly visible individ-
ual" who then communicates a vision persuasively down to the community
(Bensimon, Neumann, and Birnbaum, 1989). Thus transformational leader-
ship is really a version of the "great man" theory of leadership.

Roueche, Baker, and Rose (1989) were not alone in their inability to re-
vision leadership for the future of community colleges. The theme dominating
the late 1980s was the need to renew and avoid organizational decline. How-
ever, the type of leadership needed to accomplish this was not so clear as it had
been in early periods in the life cycle of community colleges. Some authors
proposed "image-neutral" activities such as interpreting the mission, manag-
ing the institution, creating the campus climate, and serving as educational
leader (Vaughan, 1986). Others called for collaborative leadership (for exam-
ple, Keyser, 1988).

Others reinforced the old imagery of the "great man" thinly disguised.
Jacob k 1089) invoked military images when he wrote of leaders who need to
"marshal" community support and "join forces" with community organiza-
tions). Leadership Abstracts, a publication of the League for Innovation in the
Community College, reprinted a list of leadership traits from U.S. News and
kkhrld Report and deemed them appropriate for the community college leader
of the twenty -first century. This list included such terms as "Master of Tech-
nology" and the "leadedmotivator" who is also coach (Doucette, 1988).
Although the leadership behaviors cited seem appropriate for an institution
moving toward renewal, the repeated use of male pronouns. male-only exam-
ples (Doucette uses only male examples). and military and athletic metaphors
project an image that continues to be exclusionary. We are reminded also of
Parrish's pica (1988), cited at the beginning of this chapter, to find new lead-
ers like the old ones, steeped in'community college lore.

Amey and Twomhly (1992) offer the interpretation that community col-
lege leaders recognize the skills necessary for mature colleges entering the
twenty-lirst century arc not those of the -great man," top-down leadership
style. However, these leaders are reluctant to relinquish the heroic images so
ingrained in the literature and in the minds of scholars.

Alternative Voices. Alternative images have been and continue to be pre-
sent, although occupying a marginal place in the literature. Most alternative
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images have been voiced by feminists and often emerge from pieces written
specifically about women.

Most of the alternative voices have come from the National Institute for
Leadership Development and the American Association of Women in Com-
munity Colleges. The goal of the National Institute for Leadership Develop-
ment is to promote a new model of leadership, that is, leadership based on
inclusiveness, intuition, and horizontal connectedness rather than hierarchy.
Relying heavily on the work of Carol Gilligan and works of her colleagues such
as Belenky, Clinchy, Goldberger, and Tarule (1986), the National Institute for
Leadership development assumes that most women's leadership style and pref-
erences are different from men's and stresses development of the whole per-
son. The journal of the American Association of Women in Community College
(AAWCC) has provided the most consistent forum for alternative images of
leadership. The image of leadership reflected in several recent issues is that of
connectedness, cooperation, and "webs and nets" rather than pyramids and
hierarchical ladders. Unfortunately, this journal is not widely subscribed to,
and thus the X oices and images portrayed therein are marginalized or not well
known.

Mainstream writers such as Roueche, Baker, and Rose (1989) and
Vaughan (1989) devote specific chapters to women leaders in their respective
books about community college leaders. The Roueche, Baker, and Rose study
of transformational leaders includes a chapter devoted to the women "blue
chippers" and the oiher women leaders in their study. This chapter, authored
by a woman who is not included as a major author of the book, makes an
important contribution. A comparison of men and women on various dimen-
sions of leadership suggested there really are few major differences in leader-
ship style and ability among effective leaders.

Vaughan also makes a contribution by drawing attention to women
leaderspresidents. However, much attention is paid to the problems women
face in leadership positions. Vaughan reports that the presidency is viewed as
asexual by incumbents.

New Images

There is some hope that images of leadership are changing. In addition to the
alternative voices which have, at best, been just that, two recent examples sug-
gest the rhetoric, and thus the images, of leadership arc changing to fit the
needs of community colleges in the final years of the twentieth century. These
examples are notable both for what they say and for who wrote them. The first
set of examples comes from Cultural Leadership: Inside America's Community
Colleges (1992), edited by George Baker, and the second from A Handbook on
the Community College in America (1994), also edited by Baker. The central
focus of the first book is that a holistic, cultural approach to leading and man-
aging the community college is necessary. A new paradigm of the learning
community is offered. Terms such as "empowering leadership teams" (p. x)
enter the realm of desirable practice. According to Baker, "Leaders shape
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behavior in others by . . . coaching, teaching, and role modeling. Leaders
increase motivation, satisfaction, and performance through the allocation of
status and rewards.. .. While effective founding presidents were often charis-
matic and autocratic, the new leaders will need to be inspirational and partic-
ipative" (p. x). This is very different from what seems to be an almost desperate
plea of Parrish (1988) to recover the old lore and leadership style of yesterday.

Two of the book's more interesting chapters, both written by Barber
(1992a, 1992b), are case studies of two leaders, a founding president and his
successor, a woman. This approach highlights the contingent nature of lead-
ership: different styles arc appropriate at different times, but its relevance here
is that the successor president, who assumed the office in 1986, was a woman
who used very different language in her remarks to the college community She
used words such as vision, commitment, caring, and competence. She talked
about "vigor and student centeredness, instructional excellence, and dedica-
tion to meeting the needs of students" (p. 165). She talked about her family.
As Barber says, "For Central Piedmont, the announcement, the event, and
Shaw's videotaped remarks signaled the beginning of the reframing process.
The language of her remarks suggested some new basic assumptions, for exam-
ple, about the nature of reality and truth ('analytical'), human relationships
('sharing'), human activity ('teamwork'), and human nature (`helping others
achieve)" (p. 166).

In the second book, Baker (1994) introduces the section on leading and
managing by outlining the tasks of administrators quoted at the beginning of
this chapter: "(1) boundary spanning, not boundary defending, (2) empower-
ing people, not controlling them, (3) working cooperatively, not competitively
(4) focusing on process, not product, (5) organizational flexibility, not rigidity
(6) quality, not quantity (7) sharing information, not guarding it, and (8) cre-
ativity or intuition, not primarily rationality" (p. xvi). These themes are echoed
throughout the seven chapters that deal with leadership and management
issues.

These two examples are important for several reasons. In addition to the
messages communicated about appropriate leadership for the twentieth-first
century the location and authorship of these recent chapters is important. The
majority of the chapter authors for the first hook, Cultural Leadership (Baker,
1992), arc women and most represent new names in the world of writing
about leadership in community colleges. The Handbook section on leading and
managing community colleges is less representative in this respect. However,
the Handbook (Baker, 1992) itself is a very prestigious hook and will likely
receive widespread use. Thus the images communicated about leadership in
this outlet arc important.

Implications for Women and Minorities

In this chapter and elsewhere (Ann. and Twombly, 1992), 1 have argued that
leadership behaviors exemplified in the images of a "General" Koos and
"Colonel" Eells have dominated as the preferred leadership style in the corn-
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munity college movement. The strong, often militaristic or athletic descriptors
used have perpetuated the "great man" theory of leadership, even when
authors such as John Roueche and others (1989) have recognized the need for
a different type of leadership. Through the 1980s writers such as Deegan and
Tillery (1985), Parrish (1988), and Brint and Karabel (1989) continued to rein-
force this "great man" view by repeatedly exalting the achievements of the few
great leaders who shaped the movement.

Through the 1980s, there were only a kw alternative voices such as the
Journal of the American Association of Ithmen in Community and Junior Colleges
or the National Institute for Leadership Development that provided images of
leaders as teachers, weavers, empowerers, or collaborators.

What are the effects of the imagery used? Recent presidential campaigns
have taught us well about the important role and uses of images. Although the
images used to describe community college leadership do not explicitly express
a preference For one gender or the other, the message is implicit. One conse-
quence of imagery is its unspoken exclusion of individuals who do not fit the
images and the marginalization of writers who do not use the same language.
A thorough study of the literature led Amey and TWombly (1992) to conclude,
"Images of appropriate leadership in community colleges and societal stereo-
types about the proper role of women have made it difficult to envision women
in the role of leaders" (p. 408). The relationship of leadership images to gen-
der is complicated. Thinking back to the images recounted in this chapter, we
would probably agree that women do not easily fit. Moreover, perpetuating the
idea that community colleges need strong, individual leaders who are com-
manders of their ships would serve to exclude those women and others,
including many men, who prefer an alternative leadership style. However,
when the word asexual is used to describe the presidency (for example,
Vaughan, 1986), the unique qualities that women might offer to leadership are
denied. Advocating for alternative stereotypically feminine images, such as nur-
turer, runs the risk of creating other types of equally exclusionary images.

Until the two recent books edited by Baker 1. 1992, 1994) promoted such
potentially neutral images as collaborator, the alternative voices in the com-
munity college literature have been largely based on the work of Gilligan
(1982). Gilligan's work, although making an extremely important contribution
to gender studies, suggests men and women are essentially different and that
women (presumably all women) arc nurturing and caring and prefer connec-
tion and collaboration whereas all men prefer hierarchy, power, and war. Fur-
thermore, the assumption is made by many authors who use Gilligan's work
that the leadership qualities offered by women are better than those of men.

There are a couple of problems v. ith such views. '1 hey run the risk of cre-
ating the image that women arc -soft" and \ alue relationships over decision
making. However, more importantly, mote damaging these alternative voices
argue for essential, unbridgeable differences between men and women mak-
ing alternative images for leadership not tied to a particular gender stereot)pes
difficult to establish.
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What little research exists on this topic supports a more gender inclusive
interpretation. Based on a study of effective presidents, Gillett-Karam (1989)
concluded that effective leadership is a "concept relating attributes of com-
munity college presidents without reference to their sex" (p. 255). She found
relatively few major differences between women and men on major dimen-
sions of leadership behavior. Cimperman (1986), in a study of the self-per-
ceptions of male and female Wisconsin community college leaders, and Jones
(1985) both found few real differences in leadership styles among community
college leaders despite biographical differences. These findings are consistent
with Epstein's (1988) and Tavris's (1992) conclusion after reviewing much of
the gender research of the 1970s and 1980s that gender differences are socially
constructed not empirically "real." Rather, they argue, because of how gender
and gender relations are socially constructed, we persist in believing there are
differences. We perpetuate these differences in our language, writing, symbols,
and images. As this chapter has demonstrated, community colleges have effec-
tively perpetuated strong differences through images. It is difficult for women
to measure up to these images. It is an even more difficult challenge to create
images that are more inclusive.

Even when women do gain access to community college leadership posi-
tions, their accomplishments are sometimes marginalized or discussed in terms
of problems rather than potential. Writing about the community college pres-
idency, Vaughan (1989) states, "Trustees are obligated to determine the right
fit, or chemistry for a college at a particular time and location. There are some
cases when the right fit requires a white male president and other cases when
it requires a female president" (p. 76). These words dramatically reinforce the
role of image, in this case gender.

Can community colleges, with their diverse constituencies, afford to main-
tain narrow, exclusionary images of leadership? Equally important, will the
"great man" model of leadership serve the community colleges well? George
Baker (1992, 1994) has answered these questions with a resounding "no." The
terms in which leadership is discussed in these two major edited volumes seem
to he truly more gender neutral as well as more in tune with the types of skills
necessary for dramaticall; changing conditions. Now that such characteristics
as collaboration, team building, process orientation, flexibility, creativity, and
intuition have entered the mainstream, the challenge seems to be one of coin-
ing clever images that can compete with the likes of "general" and
"commander."
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This chapter analyzes the impact of women on the community college
presidency and their potential to make a unique contribution by
connecting the characteristic strengths of their gender to the power of
their office.

Women and the Community College
Presidency: Challenges and
Possibilities

Deborah M. Di Croce

"Few things that can happen to a nation are more important than the inven-
tion of a new form of verse." So declared twentieth-century English poet T. S.
Eliot (1927, p. xii). As part of my presidential inaugural address in September
1989,1 used this quote to illustrate the dramatic effect the community college
has had on American higher education. Now, almost six years later, 1 return to
Eliot's words to establish the thesis of this chapter. This time, however, the new
verse form is women community college presidents. Quite pointedly, my the-
sis is this: by connecting the characteristic strengths of their gender to the
power of their office, women who are community college presidents have a
golden opportunity to make a unique contribution to their institutions and
society as a whole. They are what is happening to today's community college.
They are indeed its new verse form, and their success in realizing the possi-
bilities and meeting the challenges of their office has ramifications for society
at large. This chapter exp:ores the multiple connections among the multiple
realities of this thesis by portraying the current status of women in the presi-
dency, defining the leadership characteristics of women presidents, connect-
ing these characteristics to a clarion call for new executive leadership, relating
this call to the community college presidency, and proposing a framework for
women presidents to effect meaningful institutional change and impact the
larger public policy issues of academe and society at large.

Status of Wonien in the Presidency

Without question, women have made significant progress in attaining
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presidencies in American two-year and four-year institutions. According to the
American Council on Education's most recent published analysis of women
chief executive officers ("More Women Leading Higher Education Institutions,"
1992, p. 1), 348, or 12 percent of the 3,000-plus chief executive officers
(CEOs) employed in academe are women. This figure represents a 135 percent
increase in the number of women CEOs heading American collegiate institu-
tions between 1975 and 1992. An informal analysis of a March 19, 1993, ACE
roster of women CEOs suggests that the trend, although slowing down, is con-
tinuing. As of that date, 379, or 12.6 percent of the CEOs were women.

Although increases are found in all types of institutions, they are espe-
cially significant in the two-year public sector. Of the 348 women CEOs in
1992, 136, or 39 percent headed two-year institutions and, of these, 77.9 per-
cent were in the public sector. The 1993 roster puts the figure at 153, or 40.4
percent, with 81.7 percent in the public sector.

The point is that two-year colleges appear to be at the forefront in plac-
ing women in their presidencies. The question is why. On the one hand, one
might expect the community college to be the pacesetter in hiring women
presidents. Since its founding, it has been hailed as the "people's college,"
"democracy's college," and "opportunity's college." With women over half its
student body, it demonstrates a strong commitment to the values of open
access, diversity and inclusiveness. On the other hand, the steadily rising num-
ber of women presidents in the community college may simply be a result of
the 'institution's lower hierarchical status in academe. Put less diplomatically,
the community college is at the bottom of the power rung anyway; why not
leave the messy business of women CEOs to it

Interestingly, women CEOs at the senior institutional level inadvertently
give some credence to the latter explanation. In a 1991 news story in the
Chronicle of Higher Education, several women CEOs were interviewed on the
status of women presidents (Leatherman, 1991). They agreed that women have
made considerable strides in the presidential arena; however, they also agreed
that women have had less opportunity for the "plum leadership jobs" and are
often left in the position of "tak(ing] on the presidency at a troubled institu-
tion, or bang] offered none at all" (Leatherman, 1991, p. A19). Said Paula
Brownlee, the former president of Hollins College, "There's no conspiracy
about it. I think it is a matter of what are the alternative options for the women
versus the alternative options for the men. I suspect I; women the range is
not as great" (Leatherman, 1991, p. A19). What are the implications for the
community college presidency' At the time of the news article, 41 percent of
the 360 women CEOs were at two-year colleges (Leatherman, 1991, p. A20).
yet no community college president was interviewed for the piece. One can-
not help but speculate why.

Regardless of reason, the connection between gender and power is chili-
cult to miss. However, the community college offers the ideal setting for
women presidents fo provide the leadership to redefine the connection and,
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in so doing, to have a positive impact on their institutions, the larger higher
education community, and society as a whole..

Leadership Characteristics of Women Presidents

"If we had a keen vision and feeling of all ordinary human life, it would be like
hearing the grass grow and the squirrel's heart beat, and we should die of that
roar which lies on the other side of silence" (G. Eliot, 1872, p. 189). Most
versed in women's studies recognizethese words as an oft-quoted excerpt from
George Eliot's Middlemarch (1872). For purposes here, they are a powerful con-
text for an analysis of the leadership characteristics of women presidents.
Indeed these characteristics are rooted deeply in Eliot's "other side of silence."

Carol Gilligan's In a Different Voice (1982) does an excellent job of pene-
trating this "other side." Gilligan traces the development of women's morality
to notions of responsibility and care. She contends there is a difference between
men's and women's decision-making and judgment calls. For women, she
argues, there is less likely to be a sense of "blind justice" that relies on abstract
laws and absolute impartiality. Instead, women tend to have a context of moral
choice which acknowledges both that the needs of individuals cannot always
he deduced from general rules and principles and that moral choice must be
determined inductively from the particular experiences each participant brings
to the situation. In contrast to the male vision of a hierarchy of power, women
view the world as a web of relationships.

Others have amplified on Gilligan's work. Belenky, Clinchy, Goldberger,
and Tarule (1980) take Gilligan's idea of moral choice for women and identify
what they call "women's ways of knowing." Th 0y claim that women come to
know through silence, through listening to the voices of others, through the
quest for self, through the voice of reason, and through connecting all of the
above. Josselson (1987) takes Gilligan's sense of self and suggests it affects
women's individual approaches to forming relationships, making decisions
about family and children, pursuing careers, developing religious beliefs and
worldviews, and more. And. in her rather provocative book, The Female Wbrld,
Bernard (19811 provides a comprehensive study of the female ethos, conclud-
ing the female world is based on an ethos of love and duty whereas the male
world is based on an ethos of power and competition. For all, the notion of
interconnectedness holds a paramount place in women's reasoning structures.

Finding the roar to this "other side of silence" has led to a plethora of
research which strongly supports the notion that women's leadership styles dif-
fer Irom men's. Rosencr (1990) studied men and women executives with sim-
ilar backgrounds and concluded that the way they managed was different.
Rosener found men to lead through a series of what she calls 'transactions,"
rewarding employees for a job well done and punishing them for a job poorly
done She found women leaders more interested in transforming people's self-
interest into organizational goals, with the women being quick to encourage
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participation, share power and information, enhance other people's self-worth,
and get others excited about their work.

"The. Web" Versus "The Pyramid." Helgesen's work (1990a) paints a
similar picture. Helgesen conducted an in-depth study of four women execu-
tives and found them to be successful precisely because they did not follow
what some might call the more traditional (male) model of management. For
example, they freely exhibited and used such stereotypically female strengths
as supporting, encouraging and teaching, soliciting input, and, in general, cre-
ating a positive, collegial work environment. As Helgesen puts it, women lead-
ers like being "in the center of things, rather than at the top, which they
perceived as a lonely and disconnected position" (Helgesen, 1990a, p. 44).
Consequently, they often avoid traditional hierarchies in favor of "circular man-
agement," metaphorically being a part of "the web" rather than "the pyramid"
(Helgesen, 1990b, p. F13).

"Women's Leadership." Numerous other studies done over the past sev-
eral years have led to similar conclusions. Hcwever, the surest sign that the dif-
ferences in women's and men's leadership styles have become institutionalized
is the special billing they receive in Aburdene and Naisbitt's Megc Trends for
Women (1992). Aburdene and Naisbitt coined the term "women's ieadership"
to describe what they consider to be a leadership personality that reflects
"women's values" and subsequently translates them into "leadership behavior"
(p. 89).

Specifically, they identify 25 leadership behaviors and cluster them into
six central traits as follows:

Empower. Women "reward" rather than "punish," "invite speaking out" rather
than "demand respect," are "motivators" rather than "drill sergeants," "value cre-

ativity" rather than "impose discipline," arc interested in "vision" rather than the

"bottom line."
Restructure. Women seek to "change.' rather than "control," "connect" rather than

"rank," establish a "network" rather than a "hierarchy." They are "holistic" and
"systemic" rather than "mechanistic" and "compartmental." They are "flexible"

rather than "rigid."
Teaching. Women "facilitate" rather than "give orders." They prefer the-teach-

ing archetype" to the "military archetype."

Role Model. Women "act as role models"; they do not "issue orders."
Openness. Women cultivate a "nourishing environment for growth." They "reach

out" rather than up or down. Thcy advocate "information availability" rather
than "information control."

Questioner. Women "ask the t iglu questions" rather than know all the answers.'

Aburdene and Naisbitt, 1992, p. 911

So how well does this research depict the leadership characteristics of women
who are cotnmunity college presidents? According to the work of Gillett-Karam
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(1994), it reflects them quite well. Gillett-Karam attempted to see to what
extent (if any) five cluster dimensions of transformational leadershipnamely,
vision, people orientation, motivation orientation, empowerment, and values
orientationwere gender based. Although she found the general clusters as a
whole were not gender based, four "separate behaviors" within the clusters
were significantly higher for women and two were significantly higher for men.
The "feminine" behaviors were as follows: "(1) risk taking or taking appropri-
ate risks to bring about change, a vision behavior; (2) demonstrates caring and
respect for individual differences, a people behavior; (3) acts collaboratively, an
influence behavior; and (4) builds openness and trust, a values behavior"
(Gillett-Karam, 1994, p. 103).

The "masculine" behaviors were as follows: "(1) rewards others contin-
gent on their effort and performance, a people behavior; and (2) is character-
ized by a bias for action, an influence behavior" (Gillett-Karam, 1994, p. 103).

In short, Gillett-Karam's findings corroborate the more general research
conducted on women executives. They also characterize a recent group of
impressive dissertation studies on women community college presidents
(Adams, 1993; Guill, 1991; Mennuti, 1987; Miles, 1986; Sanders, 1990;
Schmidt, 1990), which collectively lends further credence to Aburdene and
Naisbitt's (1992) model of women's leadership. Su7:ce it to say that George
Eliot's "other side of silence" is silent no more. Clearly women are beginning
to redefine the power structure by redefining what constitutes effective

leadership.

Clarion Call for New Executive Leadership

The New Paradigm. In virtually all fields of knowledge, researchers have
begun to define a shift in the way the world operates. They refer to it as the
"new paradigm." This new paradigm is characterized by a "world ordered by
heterarchy" not hierarchy, with information and authority flowing across chan-
nels and input from all members of a defined entity considered valid and
important (Lincoln, 1985, p. 34). It is "holographic" and "perspectival" rather
than "mechanical" and "objective" (Kuh, Whitt, arid Shedd, 1987, pp. 14, 23).
It defines the world less in terms of "linear causality" where there is a direct
connection between an action and its outcomes and more in terms of "mutual
causality . . . where A and B cannot be separated into simple cause-effect rela-
tionships" (Schwartz and Ogilvy, 1979, p. 14). With this new paradigm has
come a clarion call for new executive leadership. The call is resounding in both
the business world and academe. It is being answered with a new leadership
that manifests many of the leadership characteristics distinctly labeled as "fem-
inine."

Framing the New Leadership. Of particular use in defining the new
leadership is the recent work of Bolman and Deal (1991) on reframing orga-
nizations. Bolman and Deal developed a model for "integrated leadership"
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within the context of four situational frames. The frames are structural,
where the leader analyzes and designs as the "social architect"; human
resource, where the leader supports and empowers as the "catalyst or ser-
vant"; political, where the leader advocates and builds coalitions as the "advo-
cate"; and symbolic, where the leader inspires and frames the experience as
"prophet or poet" (Bolman and Deal, 1991, pp. 423--445). Bt. lman and Deal
contend that the effective leader is comfortable moving in and out of the
frames as the situation demands.

Interestingly, the four frames resonate the roar of women from the "other
side of silence." For example, they adopt (inadvertently, no doubt) Gilligan's
(1982) notion of responsibility and care, giving decision making a context of
moral choice. They also place the effective leader in Helgesen's (1990) web, in
the center of things organizationally rather than on top of the hierarchical
pyramid.

Corporate Quest for New Leadership. Adaptations of women's leader-
ship are especially evident in the corporate world's call for new executive lead-
ership. From its many perspectives (Guest, 1986; Kanter, 1989; Zaleznik,
1989), this new executive leadership also resonates "the other side of silence."
It reflects Bernard's (1981) ethos of love and duty as well as Aburdene and
Naisbitt's (1992) emphasis on empowerment, restructuring, teaching, role
modeling, openness, and questioning. It also has the transformational elP.ments
of Gillett-Karam's (1994) "feminine" behaviorsnamely, caring and respect,
risk taking, collaboration, and openness and trust. Suffice it to say that what
was once called a woman's leadership style in the twentieth century has now
become the new leadership for the twenty-first century.

The New Executive Leadership and the Community
College Presidency

What then are the implications of this new leadership for those who lead com-
munity colleges? In his landmark study of the community college presidency,
Vaughan (1986) notes that the role of the community college president has
undergone a dramatic metamorphosis over the last thirty years as community
colleges themselves have changed. The ideal profile of the community college
president today embraces the leadership characteristics defined earlier in this
chapter as belonging to the new leadership for the twenty-first century. Indeed,
recent studies of community college CEOs draw from a common lexicon to
describe the effective executive leader. The lexicon includes descriptors like
"facilitator," "social convener," "interdependence," "inclusiveness," "collabora-
tion," "visionary," "high energy," "risk taking," "openness," "human relation
interactional skills," "trustworthy," "motivator," and "flexibility," (Duncan and
Harlacher, 1991; Vaughan, Me Handel. and Blois, 1994). One professional jour-
nal ("More Women Leading Higher Education Institutions," 1991) even fea-
tured the elegant photograph of a symphony conductor on its cover to
illustratc the "leadership for the new millennium" (p. 1). Given the edge that
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women who are community college presidents have on this new leadership,
they are well positioned to make unique contributions to their institutions and
society as a whole.

Framework for Action

And what exactly are these contributions? Exactly how should these women
presidents proceed? I propose the following actions as a blueprint for those
who are women community college presidents to effect meaningful change at
their institutions and impact larger public policy issues of academe and socf-
ety at large. Of course, although the elaborations of each action are focused
specifically on women presidents, the general actions are useful ones for men
presidents also.

Initially l reap down institutional gender stereotypes. For obvious reasons,
most women v ho enter the community college presidency do so making his-
tory for their respective institutions. In other words, as they assume the pres-
idency, they forever break the gentler harrier at their institutions, creating a
new "first" for the institution and often for the larger community the college
serves. Above all else, women presidents must embrace the powerful symbol
of the moment. And they must recognize the reality that net everyone inside
and outside the institution is bursting with joy over their presidential appoint-
ment; in fact, there is most likely a bet or two riding on how long the new first
will last. Nonetheless, carpe diem! Through the symbolic power of their office,
women presidents can break down institutional gender stereotypes to the ben-
efit of all faculty, staff, and students.

Penetrate institution's power structure and redefine its sense of power Women
can also use the power of their office to affect their institutions' power struc-
tures and, in so doing, to create institutional climates conducive to a collective
redefining of power. Most institutions have at least some form of a "good old
boy" network. They also have a collection of self-identified people who qual-
ify only for membership in the institution's disenfranchised club. Neither the
network nor the disenfranchised group hail exclusively from one gender, one
ethnic background,.one anything. Yet the former tends to exhibit predomi-
nantly "masculine" behavior and the latter predominantly "feminine" behav-
ior. The opportunity (and challenge) that women presidents have is to redefine
the institutional structure which gives life to both entities.

Although the best strategy for doing so is clearly individual to the insti-
tution and its culture, some obvious places to look include the institution's
overall governance strut Lure, its process lor appointments to important com-
mittees, its promotion arid tenure policy and practices. its recruitment and hir-

ing policy and practices. and its salary structure. \\Omen presidents arc also
well positioned to model a power structure built less on hierarchy and more
on. relationship, with a free exchange of information and an openness for col-
legial debate and discussion. They can he mentors for women faculty and staff
and role models for women students. In short, through the strengths of their
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gender and the power of their office, women presidents can "find the voice of
their reluctant followers" (Couto, 1993, p. 1) and make it the voice of a rede-
fined sense of institutional power.

Use power of office to alter ,gender-related institutional policy. No community
college is an island. In the most fundamental sense, community colleges are a
microcosm of society at large and, as such, mirror the good and bad of that
society. Sexual misconduct is a very real societal bad; yet it is often given only
lip service at the people's colleges. Women community college presidents are
uniquely positioned to ensure that their institutions adopt and enforce strong
policies on sexual assault and sexual harassment. They can use the power of
their office to "heighten [the] awareness of the need and create opportunities
for [the full college community] to develop a stronger global perspec-
tive. . Jandl to foster a deeper understanding of violence in all its forms"
(American Council on Education, 1994, p. 7). In short, they can use it to build
community for the brave new world of a new century and its community col-
leges.

Raise collegial consciousness and initiate collegial dialogue on gender and related
issues. The roar of George Eliot's "other side of silence" is alive and well on
today's community college campuses. It is filled with the deafening silence of
often painful collegial memories and manifests itself in isolated events of gen-
der and related matters long ago swept under the rug institutionally. It yearns
to be heard but has, for too long, thought it really had no voice. It has many
reluctant followerssome men, some women; some people of color, some
white; some homosexual, some heterosexual. It spans the breadth and depth

the institution's being, covering such topical areas as campus civility, multi-
cultural diversity, collegial power, equal opportunity, and conflict resolution.
Simply put, womLa community college presidents can use the power of their
office and the strengths of their gender to give this "silence" an institutional
voice.

Become an active player for public policy development and debate beyond the
college level. At the 1990 ACE Women Presidents' Summit, Johnetta Cole, pres-
ident of Spelman College, evoked the words of the abolitionist and suffragist
Sojourner Truth: "Now if one woman in one garden was said to turn the world
upside down, surely all of these womenfolk here can turn it right side up
again" (Blum, 1990, p. A15). Here, in large measure, lies the ultimate challenge
and opportunity for women community college presidentsto somehow turn
the world "right side up again." In other words, women community college
presidents can contribute to society's larger agendas by becoming active play-
ers for public policy development and debate in the regional, state, and
national arenas.

In 1994 ACE's Office of Women in Higher Education published A Blue-
print for Leadership: How Women College and University Presidents Can Shape the
Future. An outgrowth of the 1993 ACE Women Presidents' Summit, this doc-
ument articulated the vision for the involvement of the higher education
woman executive in matters beyond her campus. As such, it has a particular
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relevance for women presidents in the community college. The document out-
lines three broad areas in which women CEOs should become involved,
namely, redefinitions of war and peace, the economy and environment, and
the intersection of public and private life. However, the defined areas of
involvement and specific ways to be involved are of far less importance than
the rallying call for involvement. As the new leadership for democracy's col-
leges, women community college presidents must answer this call.

Conclusion: A Call to Action

T. S. Eliot is really quite correct: "Few things that can happen to a nation are
more important than the invention of a new form of verse" (1927, p. xii). For
the community college, that new verse form is women community college
presidents. To be sure, the challenges facing this new invention are immense
but the opportunities are equally so. May those who lead answer the call to
action. Society at large shall indeed be the ultimate beneficiary.
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