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The American community college was founded to serve as a link
between the lower schools and estublishments of higher learn-
ing. Despite the many additional roles adopted by the colleges,
that original function remains an essential component of their
mission. It may be ignored by college leaders who would rather
speak of their institution’s role in assisting regional economic
development or in providing lifclong learning opportunities for
adults, but to the students seeking entry to institutions of higher
education, it remains a cornerstone of the community college.

The collegiate connection, the linking function, rests on
two sets of college operations: the liberal arts curriculum and
the activities that support student flow into and through the com-
munity college and on into the universities. The liberal arts cur-
riculum is provided for students secking the first two years of
a baccalaureate program, for the general education of those
desiring vocational certification, and for the avocational interest
of many others. The colleges’ part in promoting student trans-
fer i1 cludes academic support services, joint course planning
and agreements with senior institutions for transferring course
credits, student recruitment and placemnent in classes, and the
numerous other formal and informal practices that affect stu-
dent progress.
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How effectivel - do the colleges perform their connecting
role? How has it been modified to accommodate the needs of
different student populations? How has it been maintained in
the face of demands for a greater emphasis on occupational and
adult education? Who are its supporters? Why should it sur-
vive? These questions are explored in this book.

We consider it essential to examine the transfer function
and the teaching of liberal arts because those aspects of com-
munity colleges are too often either taken for granted or attacked
as being archaic and irrelevant to the students who attend and
the communities that support the colleges. By contrast, our posi-
tion is that the collegiate connection reveals the community col-
lege at its finest. These institutions were originally organized
around their programs of collegiate studies, and much of their
growth and support have depended on their success in carry-
ing out these programs. The collegiate connection influences
the curriculum and its ancillary services, and the activities of the
faculty and students, the expected institutional outcomes, and
this function differentiates these colleges from proprietary trade
schools, technical colleges, adult education centers, corporate
learning efforts, and the numerous other forms of noncompul-
sory adult education available throughout the country. It is the
rudder that keeps the colleges within the mainstream of graded
education, stretching from kindergarten to graduate and pro-
fessional school.

One of the book’s main purposes is to disaggregate the
institutions’ provision of instruction in the liberal arts from the
stdents’ intentions and behavior regarding transfer. Much of
the literature on community colleges confuses curricular con-
tent with student intent by calling the liberal arts ‘‘transfer
studies’’ and by treating the students’ transfer rate as a mark
of curricular success. But one is a principle by which the cur-
riculum is organized, the other a behavior manifested by the
clients. The libera’ arts curriculum has its own history, support
groups, and rationale. It is based on a set of concepts that are
central to nur culture and that predate the colleges’ establish-
ment by many centuries. It is provided for all students, many
who transfer to universities, most who do not. Students come

3
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Preface xiii

to the community college seeking many things: credits enabling
them to transfer, to be sure, but also job-entry skills and certi-
fication, studies enabling them to advance in occupations they
have already entered, basic literacy skills, and recreational or
avocational studies. Most of them study the liberal arts, many
do not. We treat the liberal arts curriculum and student transfer
rates separately as an aid to better understanding both.

We are advocates both of the liberal arts as a curriculum
organizer and of the progression of students from the high schools
into and through the community colleges. We have heard com-
munity college leaders insist that their institutions could do it
all: provide liberal arts, occupational, recreational, and basic
literacy studies and also serve students of any age, motivation
or aptitude level, or aspiration. But we do not believe that every-
thing can be accomplished with equal facility. We have observed

he relative diminution of the collegiate connection as this link-

.ag role was subordinated to the task of providing access to
everyone. The colleges attracted large numbers of people who
were not sufficiently intellectually curious to study the liberal
arts of their own volition, not sufficiently concerned with the
making of a philosophy of life to study the liberal arts for their
own value, and not so oriented toward traditional baccalaureate
studies that they would accept the reading lists as worthy guides
1o follow. And the colleges mounted massive efforts to teach these
individuals. Their opposing roles as open access institutions and
as gatekeepers tor the establishments of higher learning, the
employers, and the professions generated a tension that the col-
leges have been able to ameliorate only by continually devising
new programs.

College leaders have acted opportunistically to adjust their
curriculum to fit the realities of the demands p» ‘ed on it
They have modified the liberal arts in the degree-credit classes,
built them into the occupational programs, and offered them
in different ways in their continuing education programs. So
changed, the liberal arts are designed to prepare peeple for fur-
ther studies, recreation, the workplace, or to widen cultural
exposure. As such, they may be more faithful to the heritage
of the liberal arts than is the graduate, professional school or

10
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the academic discipline-dominated undergraduate curriculum
in the university.

However, adaptability can be taken only so far as an
organizational principle. Eventually, college leaders must choose
among alternatives. Access mitigates gatekeeping; education for
immediate employment runs counter to students' need to be
flexible enough to climb career ladders; basic literacy training
is different from an introduction to the pursuit of higher learn-
ing. We are encouraged by the way the collegiate connection
has been maintained, but we think it should be strengthened.
The liberal arts and practices that promote transfer can be at
the heart of a college even while it remains open to all. In this
book, we seek to show how this can be accomplished.

Data Sources

Since 1974 we have been studying the collegiate function
of community colleges by analyzing the literature anc' by con-
ducting projects of our own. The literature contains many
reports of studies of the liberal arts and general education and
of attempts to stimulate student learning through new course
patterning and instructional techniques. It also includes studies
of the transfer function: of the various activities designed to
recruit and retain students in the colleges and of the policies
and practices intended to ease the flow of students from second-
ary schools to community colleges and from community col-
leges to universities.

The studies we conducted at the Center for the Study of
Community Colleges between 1979 and 1986 provide a second
major source of information. These projects have yielded several
comprehensive data sets on students, staff, and curriculum and
have provided additional information from case studies, work-
shops, and staff interviews. We reported the findings of our
earlier studies in The Two- Year College Instructor Today (1977) and
The American Community College (1982). In this work we consolidate
the findings from the following projects, listed along with the
name of the sponsoring agency.

11
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July 1, 1982 to
June 30, 1984

Oct. 1, 1979 to
Sept. 31, 1982

July 1, 1981 to
June 30, 1987
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Sept. 30, 1984
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March 31, 1984
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April 1, 1985 to
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“Trends in the Humanities in Two-Year
Colleges.’’ Tallied curriculum and surveyed
1,467 instructors in 172 colleges; spon-
sored by the National Endowment for the
Humanities

“‘Revitalizing the Humanities in the Com-
munity College.’* Surveyed 1,160 instruc-
tors and 6,162 students in 27 colleges; spon-
sored by the National Endowment for the
Humanities

“‘Helping Strengthen the Liberal Arts in
Community Colleges.”’ Surveyed 403 in-
structors in 38 colleges and tested 8,026 stu-
dentsin 23 colleges; sponsored by the Andrew
W. Mellon Foundation

“‘Facilitating Transfer Through Commun-
ity Colleges.”’ Conducted case studies and
workshops in 38 colleges; sponsored by the
Ford Foundation

“Transfer Education in American Com-
munity Colleges.’’ Surveyed 347 instructors
and 1,613 students in 24 colleges; sponsored
by the Ford Foundation

“‘Science Education for Women, Minority,
and Handicapped Students in Community
Colleges.” Surveyed 268 instructors and
6,426 students and analyzed 8,873 student
transcripts in 9 colleges; sponsored by the
National Science Foundation

 An Assessment of the Urban Community
College Transfer Opportunities Program.”
Analyzed student flow data in J colleges;
sponsored by the Ford Foundation
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avi Preface
Overview of the Contents

Each chapter treats a specific facet of the collegiate con-
nection. Chapter One explores the s-ope of collegiate studies
and defines the collegiate function in community colleges as an
amalgam of the liberal arts curriculum and efforts to promote
student transfer. It presents reasons for the community college’s
emphasis on general education and discusses patterns of associate
degree requirements. Chapter Two details the liberal arts cur-
riculum, pointing up the enrollments and patterns of courses
offered in the disciplines of science, social science, mathematics,
humanities, composition, and fine and performing arts. Enroll-
ment trends between 1975 and 1986 are presented for each of
the disciplines.

Chapter Three considers liberal arts-related activities in
the noncredit area, reporting on the scope of the arts and hu-
manities presented through community services and outlining
the difficulties in integrating those offerings into the credit cur-
riculum. Examples of liberal arts-related continuing education
programs are presented. Chapter Four discusses the faculty’s
relationship to the liberal arts. Data from seven nationwide
studies of community college instructors reveal trends in faculty
age, experience, ethnicity, and relationship to their professional
activities. Detailed information on the faculty in separate dis-
ciplines is also presented.

Chapter Five introduces the transfer function as reflected
in the intentions and behavior of students and explores answers
to the questions concerning the number of students transfer-
ring, the number seeking to transfer, what happens after they
transfer, and the reasons why many students fail to transfer.
Chapter Six presents data on the use of tests to screen students
entering the community colleges and summarizes some of the
arguments for and against statewide uniformity in test admin-
istration. Details of the General Academic Assessment for evalu-
ating students’ knowledge in the liberal arts are presented.

Information on services that support the liberal arts cur-
riculum and student transfer is presented in Chapter Seven.
A review of trends in orientation, advising, remedial studies,
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Preface xvii

tutoricls and other supplemental instruction, and honors pro-
grams is provided along with specific recommendations for en-
hancing student use of supplemental services. Chapter Eight
presents examples of ways in which community colleges have
worked together with secondary schools and universities to coor-
dinate the progress of students between institutions. Program
coordination, joint agreements, and shared facilities are dis-
cussed, as are national, state, and local regulations governing
interinstitutional cooperation.

Chapter Nine offers recommendations for strengthening
the collegiate connection by reconceptualizing the curriculum,
by measuring student intentions and relating them to student
progress, and by rewarding community colleges for their stu-
dents’ progress. An appendix discusses in detail the liberal arts
curriculum, including the percentage of colleges offering courses
within each of five disciplines and the enrollments and patterns
of instruction ii1 each of these disciplines.

The Collegiate Function of Community Colleges analyzes all
aspects of the collegiate connection: sources and content of the
curriculum, the students served and the staff who serve them,
patterns of support for collegiate studies, the enhancers and
deterrents to student flow from high school to the baccalaureate,
and ways of strengthening this connection.

Directed toward the leaders of community colleges and
of the institutions sending students to them and receiving stu-
dents from them, The Collegiate Function of Community Colleges will
provide information and useful ideas for directors of instruc-
tion, admissions officers, curriculum planners, faculty members,
counselors, and division chairs. State-level planners and mem-
bers of governing boards may also profit from this analysis of
the community colleges’ basic role.

Acknowledgments
This book represents the efforts of several people—from
agencies to colleges to ERIC staff members. We are especially

grateful to Alison Bernstein, program officer at the Ford Foun-
dation. and to Fred Crossland, formerly with the Ford Founda-
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Barshis, Hymen Chausow, Salvatore Rotella, and Oscar Shabot
in Chicago; Jan LeCroy and Ruth Shaw in Dallas; Leslie Koltai
ang Norman Schneider in Los Angeles; Paul Elsner and Alfredo
de los Santos in Maricopa; Jeffrey Lukenbill, J. Terence Kelly,
and Robert McCabe in Miami-Dade; and Richard Greenfield
and Gwendolyn Stephenson in St. Louis.
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Community Colleges
as Gateways to
Higher Education

The strength of the community college as a connecting institu-
tion rests on two elements: its collegiate curriculum, organized
around the liberal arts and culminating in the associate degree,
and its students’ tendencies to begin their collegiate studies at
the college and then to transfer to senior institutions. The col-
leges’ control over the curriculum and over the intentions and
behavior of the students is not complete; both are influenced
by external forces. University transfer requirements and the
entering abilities of the students affect the curriculum. The
percentage of local high school graduates choosing to begin
higher education, and to do so in the community college, af-
fects the transfer component. In this chapter, we sketch the com-
munity college as a linking agent by defining its collegiate func-
tion, outlining the sources of its liberal arts curriculum, discuss-
ing influences on that curriculum, and tracing patterns in the
associate degree.

The Function of the Community College

Schooling and Sorting. The idea of mass schooling has been
pursued more vigorously in the United States than in any other

1
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2 The Collegiate Function of Community Colleges

country. This stems from a desire of businesspeople for employ-
ees trained at public expense, a constant striving for professional
status on the part of numerous occupational groups, and the
democratic ideal of a learned populace taking an active role in
civic affairs. These forces merged with and supported the Amer-
ican notion of an open society, one in which every person should
be given the chance to move between class strata, regardless
of condition of birth.

When the last legal racial, religious, and sexist barriers
to schooling had been broken in the mid 1960s, the ratio of col-
lege attendance reached 45 percent for the traditional eighteen-
to twenty-four-year-old age group and remained constant for
the ensuing twenty years. Among that 45 percent were a sizable
number of young people whom the higher education institu-
tions were unused to accommodating. As residential institutions,
the older colleges were slow to adjust to commuters, part-time
students, students employed elsewhere to earn college expenses,
and students with family obligations keeping them in their home
communities. The colleges were founded on traditions of literacy,
and few could adjust to a generation for whom the major source
of information was nonprint media. As hierarchical institutions,
the colleges were structured around ideas of respect for authority
that many students, uscd more to instant gratification and the
destructive notion that everyone’s beliefs are equally valid, were
unready to adopt.

Enter the community college. Aptly labeled ‘‘democracy’s
college,”” it sought to provide access to higher education for peo-
ple who might not otherwise attend. It accepted the diverse
students and shaped itself to their form. Occupational programs
were organized for students seeking job entry. Massive remedial
programs were installed for students who could not read. Courses
were offered at the students’ convenience, day and night, on
campus and off. Past academic sins were forgiven as the col-
lege accepted students who had done poorly in high school or
in prior college studies. Course registration was simplified, and
students took advantage of policies allowing them to drop out
and in again at their whim. Adults seeking personal-interest ac-
tivities, avocational pursuits, or occupational upgrading were
welcomed. It became the college for everyone.




Community Colleges as Gateways to Higher Education 3

The community colleges serve all sorts of individuals as
well as society as a whole. They are among the frontline institu-
tions in the continuing war against illiteracy and irrationality.
They defend an American culture, articulate it, filter people into
it. They stand alongside the public libraries, museums, youth
groups, and other community agencies in transmitting values
and shared unders*andings. The colleges’ societal role extends
also to their serving as gatekeepers. They protect the univer-
sities by sorting the prospective students and sending on only
those who have passed the various college-level initiatory rites:
the courses, tests, and prescribed modes of conduct. They assist
the community’s employers by screening their prospective em-
ployees. Small businesses, which employ most American workers,
rely on collegiate credentials that attest to the applicants’ literacy
and skills. And the colleges screen the support staff for the pro-
fessions. The most highly developed and prestigious professions
have a pyramidal shape, with each practitioner’s activities under-
pinned by numerous technicians, paraprofessional aides, and
record keepers, many of whom are certified in the community
colleges.

Though gatekeeping is frequently unappreciated, some
agency must do it. There is much similarity in this respect be-
tween the colleges and the police departments. The Los Angeles
Police Department’s motto, ‘“To Protect and to Serve,’’ could
as well fit the Los Angeles (or any other) Community College
District. Staff members in both agencies have similar percep-
tions of their roles. Many members of both groups feel that the
public either does not understand or does not sufficiently value
what they do in protecting the community. And both know that
you do not hire choirboys to do the messy jobs, neither gentle-
men as police officers nor scholars of the esoterica as community
college instructors.

Organizing for Access. Prior to the 1960s, most observers
would probably have agreed that schooling was designed to lead
the students to the realization of a finite goal. The students could
rightly expect an outcome for their investment: a higher-paying
job, higher status among family or peers, or at least a ticket
to the next level of schooling. The institution cither provided
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4 The Collegiate Function of Community Colleges

those outcomes or lost its credibility. Most of the students at
all grade levels either transferred to the next class in line or left
to obtain jobs. Even those who dropped out before completing
a program realized that they had reached their limits, gone as
far as they could in the graded educational system.

Sometime after mid century, however, the concept of
schooling primarily as an experience leading to a finite outcome
suddenly shifted, and the idea of continuing education or lifelong
learning gained prominence. People were never to fully com-
plete their education, and the educational system was to stand
ready to welcome them back. They could attend school sporad-
ically throughout their lifetimes, returning whenever they felt
the need to learn new skills or develop new insights. A student
might move from course to course, program to program, without
completing anything. The concept of lifelong learning allowed
a total absence of formal academic goals.

The community colleges tock the lead in offering these
perpetual educational opportunities, and access to them became
their hallmark. Students seeking job entry skills, cultural enrich-
ment, university transfer credits, occupational upgrading, rec-
reational activities, personal or career counseling, or basic
literacy all were accommodated. The colleges offered a second
chance for students whose high school academic records mini-
mized their opportunity to enter the selective colleges. They
welcomed those who could not pay high tuition, who had to work
and attend part time, who had family responsibilities that
precluded a total commitment to academic studies, who wanted
to gain job entry skills in a collegiate environment. By the mid
1980s, the result was a student body of 4.5 million, most attend-
ing part time, all enrolled for reasons of their own.

A school that serves a broad sector of the public with non-
compulsory education of necessity offers a varied curriculum. Sin-
gular curricular forms would serve the clients as poorly as would
singular teaching patterns or entrance requirements. Each restric-
tion limits access by denying some group the chance to par-
ticipate. The more open the curriculum, the wider the audience.

Although the universities had organized continuing educa-
tion or extension divisions to accommodate the casual learners,

22
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Community Colleges as Gateways to Higher Education 5

most community colleges disdained such distinctions and opened
their degree-credit classes to everyone. Adults taking classes for
their personal interest sat beside young people en route to the
baccalaureate. Nor were occupationally oriented students en-
tirely segregated; the program directors and their trades advisory
committees might not agree with the graduation requirements,
but, if they wished their degrees awarded by the college, they
played by college rules, and their students took classes in science,
social science, and the humanities.

From this fitting of the concepts of occupational and con-
tinuing education to courres and a curricular structure that had
been designed originally in the liberal arts colleges, and the of-
fering of freshman and sophomore classes to degree aspirants
unready for the higher learning, there resulted a merger of ad
hoc, student-centered activities and curricular concepts stem-
ming from collegiate ideals of literacy and rationality. It is not
recognizably the liberal arts as codified by the contemplative
scholars. But it is the collegiate function of community colleges.

The Collegiate Function. The community colleges’ colle-
giate function is an amalgam of liberal arts curriculum and efforts
to promote student transfer. It is most pronounced in the col-
leges’ activities designed first to provide a general education,
then to pass students through to senior institutions. But stu-
dents seeking only job training are also affected by the collegiate
function; all occupational degree programs include a compo-
nent of college-level studies. And most noncredit programs for
special student groups are subject to faculty review and are ac-
credited according to collegiate standards. The collegiate cur-
riculum in community colleges centers on the academic dis-
ciplines, modified to fit students, staff, and programs. Since the
students on average read less well than their university counter-
parts, their instructors demand less reading of them. Because
the staff conducts little academic research, they may be unaware
of the periodic changes in emphasis and direction in their dis-
ciplines. Since the purpose of these programs is to introduce
freshmen and sophomores to basic principles and terminology
or to point out practical applications to occupational students,
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the subjects are not taught with the same attention to theory
and detail found in the university.

Just over 50 percent of the community college credit-
course enrollment is in the humanities, sciences, social sciences,
mathematics, and fine arts. This curriculum reflects the liberal
arts as specified in the university freshman and sophomore
studies that were adopted by the colleges in their early years
and subsequently modified to accommodate their broader func-
tiors. The curriculum forms the core of transfer studies, the
basis of preparation for students who would go on to the bac-
calaureate. It is required for graduation with the associate in
arts or associate in science degree whether or not the student
intends transferring; most institutions, either by state regula-
tion or by their own internal rules, require between eighteen
and thirty units in general education, usually interpreted as
distribution in the liberal arts. Adult students attending for their
own personal interest take liberal arts classes. And most com-
munity colleges maintain a liberal arts requirement for students
in the occupational programs leading to the associate in applied
science degree. The liberal arts enrollment of 50 percent is lower
than the 75 percent share it enjoyed in the 1920s, but it has
proved notably constant even with the growth in occupational
studies that has marked the colleges in recent decades.

The Place of the Liberal Arts

Sources. Why have the liberal arts remained prominent in
community colleges? The answer is rooted both in the place of
the liberal arts in American colleges and in the place of the com-
munity colleges in American higher education. It relates also
to the high schools’ failure to complete their students’ general
education satisfactorily.

The liberal arts originally constituted that education
suitable for a ‘‘free man’’—that is, a man free from the necessity
of labor, one with leisure to contemplate. In the early American
colleges, the definition was further modified to include the higher
culture, that which sets some people apart from their fellows
and suits them to be leaders in the learned professions. As the
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universities developed in the late nineteenth century, their faculty
banded together in academic department- and the liberal arts
were codified as discrete subjects of study. History, the fine arts,
the social, physical, and behavioral sciences, literature, and
modern foreign languages were added to the medieval defini-
tion of the 1'heral arts as the study of grammar, rhetoric, logic,
arithmetic, astronomy, geometry, and music. Most recently,
the liberal arts have been considered to include any academically
or intellectually defensible area of course work other than one
leading to immediate employment. In the community colleges,
the liberal arts are sometimes considered to include any academic
subject designated by the university or a state agency as accept-
able for baccalaureate credit.

But such varied definition of the liberal arts betrays the
concepts on which they are formed. The colleges—junior and
senior alike—have maintained the liberal arts not only because
of tradition but also because such studies are deemed basic to
societal cohesion. The dominant American culture rests on
literacy, shared values, common understandings, an apprecia-
tion for diverse points of view, respect for traditions. Each new
generation must be acculturated, a process that occurs in the
home, in sundry voluntary associations, among one’s peers, and
in the schools, traditionally the dominant archive and transmitter
of the culture. The liberal arts curriculum teaches principles of
rationality, language, judgment, criticism, inquiry, disciplined
creativity, sensitivity to cultures and the environment, and
awareness of history. It has the advantage of being generally
understood. Staff and students can anticipate what a course in
history or biology comprises. The class schedule with courses
in physics or psychology is familiar to the public. These discipli-
nary areas are considered useful for purposes as diverse as train-
ing for professions, strengthening the mind, broadening out-
looks, and developing better citizens.

The liberal arts form the core of the curricular canon, a
body of rule as strict and authoritative as any dogma set down
by a church or government. Some studies are acceptable; others
are not. Much derives from the doctrine of contemplation.
Weaving, painting, ceramics, and printmaking can be studied
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as art; college credit will rarely be awarded if they are done as
recreation. Considering the essence of law, the history of peoples,
or the influence of rulers is proper; stimulating the disenfran-
chised to gain control of their environment is not.

This separation of the study about from the doing of stems
from the colleges’ roots in the monastic orders. The medieval
scholars isolated themselves from society and its temptations so
that they could think, understand, know, approach the divine.
Over the centuries, the rationale changed but the activity re-
mained constant. Western society exalts order, logic, rationality,
a government of laws, even as it rewards the entrepreneur in
the market. It is founded on an amalgam of classical thought,
church doctrine, and secular humanism, with technologically
derived modifications. To understand it is to gain power within
it. And it is best understood through the apprehension of its
texts, the manipulation of its codes, the learning of the rules
of its disciplines.

On a more limited basis, the culture of the workplace in-
cludes certain expectations for employers and employees. Em-
ployees are expected to show up regularly and on time, follow
directions, discuss grievances, read instructions, interact with
co-workers, and be aware of their environment. In the modern
workplace, where information processing is central, employers
value those who understand the subtleties of language: allusion,
metaphor, idiom, irony. Language dominates, and the liberal
arts are central to language.

The public recognizes the value of the liberal arts’ con-
tribution to social cohesion; community polls such as that done
by Gallup (1981) repeatedly show liberal arts instruction high
among the functions assigned to colleges. Studying the liberal
arts enhances the shared expectations, understandings, and
values that mark a people. The recent high enrollments of im-
migrant students whose cultural background differs from the
American norm makes study of the liberal arts even more
imperative.

Modifications in the Liberal Arts. The liberal arts curriculum
in community colleges has always been influenced by the types
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Community Colleges as Gateways to Higher Education 9

of students attending the classes and the faculty teaching them.
In the early years, when most of the faculty were recruited from
secondary schools, liberal arts courses were frequently taught
as modified versions of the same courses presented in the high
schools. They were centered on the textbook, with little expec-
tation that students would do independent study. In the mid-
dle years, the 1950s and 1960s, as more of the faculty entered
directly from university graduate programs, they were inclined
to teach college-type courses, with students expected to write
papers and read beyond the assigned textbook; and the slogan
““Our courses are just like those offered in the universities’’ was
often heard.

When the full extent of the decline in student abilities was
felt in the community college of the 1970s, expectations in the
courses changed notably. These modifications were traced by
Richardson, Fisk, and Okun (1983), who showed how the re-
quirements for reading and writing had been reduced in one
representative community college. Their findings were corrobo-
rated in several studies conducted by the Center for the Study
of Community Colleges in the late 1970s showing that, nation-
wide, students were required to write papers only in one in four
humanities classes and one in ten science classes (Cohen and
Brawer, 1982, p. 156). While this phenomenon of attenuated
course requirements afflicted all of higher education, it was ac-
centuated in comrmunity colleges, which have always drawn their
students from among the less well-prepared segments of those who
did go to college. The declining abilities of high school graduates
in the 1970s merely made the situation more pronounced.

Liberal arts instructors in most community colleges tried
a variety of instructional innovations to increase their ability
to affect student learning. Audio-tutorial instruction in biology,
videotaped presentations in social sciences, computer-assisted
language instruction, and taped and filmed sequences in the
humanities and fine arts were all developed and used. However,
the liberal arts courses still demanded that students be able to
read and write effectively. Forms of the higher learning outside
those modes of information reception and generation have been
slow in coming. A generation of experience with electronic media
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has not yet yielded a pedagogy or a theory of learning that tends
toward the transmittal of collegiate-level studies except through
the written word. The same electronic revolution that yielded
the audio cassette and the videodisc also brought forth the word
processor and the electronic mailbox, both of which demand
that the user decode printed language.

Other characteristics of the times have similarly effected
changes in the curriculum. The sizable number of poorly pre-
pared students made remedial studies in the liberal arts neces-
sary. By 1980, one-third of the enrollment in mathematics classes
was in courses at a level lower than that of algebra, and three
out of eight students taking English classes were in remedial sec-
tions. Furthermore, most students attended part time, and few
made regular progress through the curriculum. Ninety percent
of the enrollment in liberal arts classes was in courses for which
there was no prerequisite.

The strong occupational emphasis in community colleges
also marked the liberal arts. Even though in most of the occupa-
tional programs students are required to take liberal arts courses
if they wish to graduate with an associate degree, it is difficult
to justify the claim that those courses are similar to freshman
and sophomore studies in a university. A program designed to
teach craft or paraprofessional skills succeeds to the extent that
its graduates obtain employment and display competency ina
related field. Therefore, the liberal arts classes that enroll large
numbers of students seeking a short-term, job-related educa-
tion shift emphasis. Instead of offering an introduction to the
study of some academic discipline, they take on a general educa-
tion form and emphasize the applicability of concepts. As they
do, they become occupationally relevant to the extent that they
assist prospective workers to understand what is going on around
them, analyze communications, realize when something has
gone wrong, interact with the public, maintain satisfactory rela-
tionships with fellow employees, and connect the tasks in which
they are engaged with complementary activities elsewhere.

Merging Liberal Arts and General Education. Because of the

necessity for balancing curriculum between university demands
and the realities of the community coliege, a reconceptuali-

&8

AR B

PO B
[ Satt PR RN



emar M e LS A IS ) LA SRR, SIS ol R AT B g ey
SR ] e TR e T P S TR T AR PR RN T T
Al
k3

RN R R R R TR R T B R

Community Colleges as Gateways to Higher Education 11

zation of the liberal arts has gradually been developing. At
its best, this changed curriculum re-establishes the liberal arts
in the form that they had before they were codified and segre-
gated into academic departments in the universities. They
become adisciplinary, integrated studies for people who want
to understand their world and their place in it, who study con-
cepts more directly related to civic action. Developing a sense
of social responsibility in students is the general education
ideal.

General education was the conversion of the liberal arts
to something practical. Justified as education for action instead
of for contemplation, it arose in the early twentieth century as
a reaction against the highly specialized curriculum that had
evolved in response to the free elective system. Those who
favored general education as an integration of fields that had
become highly specialized and a curriculum that had become
parceled into a set of disparate courses contended that educa-
tion should be an integrating experience. However, they in-
advertently opened the system for occupational studies. To say
that the liberal arts should be taught in interdisciplinary fashion
because students become citizens who must use integrated
knowledge for answering questions arising in their own lives
or in the society of which they are a part certainly articulates
a major purpose of higher education. But this conversion of the
liberal arts to education that points to solutions suggests also
an education that points toward direct application in a work
setting. Alumni are not only citizens, family members, and
homemakers, they are also workers. If their education must point
up their responsibilities in any one of those areas, it can as well
be justified as important for pointing up their responsibilities
in the others. Coupled with the late-nineteenth-century develop-
ment of the professional schools within the university setting,
this conversion of the liberal arts to general education gave a
strong impetus to all types of occupational studies. And indeed,
throughout the decades, studies of alumni have repeatedly
viclded responses indicating the value of their general studies
as an aid to their obtaining employment and to their being pro-
moted within their career lines (Solmon, Bisconti, and Ochsner,
1977). General education provided the bridge.
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12 The Collegiate Function of Community Colleges

However, the development of a curriculum directed toward
the students’ general education occurs slowly and inconsistently.
Enrollments in interdisciplinary courses have risen; requirements
that students read and write have declined. There is less effort
directed toward teaching participation in the polity, more toward
stripping nuance and detail from courses introductory to disci-
plinary studies. Sequential study suffers as students drop in and
out, but too few self-standing courses appear. Learning-labora-
tory support for students who are having difficulty with their
studies is widespread in English and mathematics, rare in the
social sciences and humanities.

Liberal arts instructors have continually tried different
types of presentation and different arrangements of subject mat-
ter. A constant restlessness pervades the academy. The teaching
of history swings from chronological to biographical to problem-
solving to casual-connective to cliometric approaches and back
again. Science courses center on terminology, explanatory or
experimental methods, or the testing of theory. The humanities
may be taught by direct experience centering on field trips to
museums and galleries, by a chronological approach, or by ex-
amining aspects of the human condition. But nearly all the com-
munity college instructors have one thing in common: they were
prepared in senior institutions and retain a respect for the way
the courses are organized there. Furthermore, féw students will
bother with electives or courses that are not acceptable for
transfer. Accordingly, new curriculum configurations, such as
ethnic studies or women'’s studies, have made about the same
progress in community colleges as they have in universities—
not much.

The Path of Curricular Change. Problems in curriculum
change little from era to era. How much course work shall be
required, and how much shall be left to the students’ free choice?
Of all there is to know, what should be taught? What knowledge
is of most worth? Which of the many purposes of higher educa-
tion is primary? Within the colleges, the questions of curriculum
appear in deliberations about core offerings. The issue of in-
stitutionally mandated requirements versus student choice is
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usually resolved by compromise: students are given a list of
courses and allowed to pick a number from each category on
the list. Even in colleges that have settled on the lists, questions
of which courses shall remain on the list recur perennially. The
question has never been resolved. A college that is moving
toward free election is matched by one that is attempting to build
integrated or interdisciplinary courses required for all students.

Whether or not courses are required, curriculum plan-
ners still must decide among oflerings. No college exists in isola-
tion; it is subject to pressures from legislatures, other colleges,
accrediting commissions, and its own current and potential
students and its staff. Curriculum is always made with an eye
to the institutions to which the students transfer, the limitations
imposed by accrediting agencies, the vagaries of meddling legis-
lators, and the potential attractiveness to students. Furthermore,
college leaders like to give the appearance of currency, and they
continually make curriculum adjustments in response to real
or imagined demands.

One strain of curriculum planners could be called roman-
tic naturalists. They propose reducing course requirements and
adding capstone tests or outcomes measures that would assess
students periodically to determine what they have learned. The
latest arguments for that form of curriculum planning are
gathered under the heading “‘value added.”’ Ideally, the students
would pick their own way through the colleges’ course offer-
ings, taking what they wanted and being assessed to determine
what they had learned from the time they entered. A variation
of that would be assessment on specific competency measures,
with students preparing to take tests in certain content areas.
Within that form of curriculum planning, student competence
takes precedence over which courses students have taken or the
number of credits they have earned.

Course content or subject matter is another perennial
problem. Whether or not courses are required, what shall be
taught? The question frequently is posed in terms of integrated,
interdisciplinary, or general education courses versus those that
are more highly specialized or discipline based. For most peo-
ple, the courses that they take in community colleges are their
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14 The Collegiate Function of Community Colleges

last exposure to patterns of thinking stemming from academic
disciplines. Relatively few students transfer to senior institutions;
for most students, any further education will not involve them
with anthropology, psychology, or sociology. Therefore, the con-
cepts stemming from many of the liberal arts disciplines should
be woven together so that the relationships among the disciplines
are put into a pattern useful to the students in their general
functioning.

Arguments on behalf of the specialized courses suggest
that the university faculty expect knowledge in an academic
discipline of students transferring to their institutions. Nearly
all universities require study in depth in one or another academic
field. This area of major or concentration is usually highly
specialized, and students are expected to have become familiar
with the rudiments of the discipline in their freshman or sopho-
more work. The academic department-based university instruc-
tors typically take a dim view of having to teach core concepts,
terminology, and introductory research techniques in their
disciplines to students taking advanced courses in the junior and
senior years.

Curriculum is also questioned for its relative rigor, the
demands it places on the students. A curriculum is a set of
courses, which by definition include specific learning objectives,
media, and measurement of learning effected. How much can
be demanded of the students? A course in history may or may
not require that the student write a paper based on library
research. A laboratory science course may require that the stu-
dent repeat and write up any number of experiments. A com-
position course may demand more or less writing, a literature
course more or less reading. Textbooks vary widely. Activities
that are essentially spectator events, demanding no reading,
writing, or student assessment, are also sometimes included
under the rubric of liberal arts classes. There are no absolute
standards.

Expectations for the magnitude and rigor of student work
vary depending on the instructors’ predilections and the students’
abilities, which fluctuate between institutions and between class
sections in the same institution. It is futile to demand a quantity
of work that requires more time than most students are willing
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to commit to a class; they merely drop out or refuse to produce
the required documents. Similarly, providing reading material
or lectures cast in a language that most students do not under-
stand yield bitter fruit. But some instructors persist in such ac-
tivities, because they feel it their responsibility tc use the class
as a way of sorting students according to whether they are more
or less able. The entire system of grade marking in higher educa-
tion is based on that premise. Instructors who subscribe to it
feel that if ten students of the thirly who began the term pro-
duce the papers and decode the tests, those ten deserve a pass-
ing grade, essentially an admissions ticket to the next rung on
the curriculum ladder, and the instructor has done a proper job
in determining which ten they are. Most instructors, however,
take a middle position, attempting to do some prescreening of
students, adjusting their materials and expectations to fit the
dominant inode of the students who come into the class, beam-
ing the instruction at the norm. They can take their respon-
sibility as gatekeeper only so far.

The Associate Degree

Uses and Content. The liberal arts curriculum in community
colleges has many uses, but it culminates in the associate degree,
typically awarded to students who complete the equivalent of
two years of full-time study. The associate degree has a long
history in community colleges. Offered as early as 1900 by the
fledgling junior colleges, it was modeled on a practice started
by the University of Chicago, where the associate degree in arts,
literature, and science was awarded to students at the comple-
tion of the sophomore year. By the 1940s, 40 percent of the col-
leges were awarding the degree. By 1980, nearly all institutions
designated as community colleges were awarding the degree.
In fact, the definition of a community college as ‘‘an institu-
tion accredited to award the associate degree as its highest
degree”’ had become generally accepted. By the middle of the
1980s, more than 460,000 associate degrees per year were be-
ing awarded in the United States. Around 55,000 of those
degrees were conferred by four-year colleges; the community
colleges awarded the balance.
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16 The Collegiate Function of Comniunity Colleges

Several types of associate degrecs have been awarded. The
associate in arts (A.A.), associate in science (A.S.), and associate
in z2pplied science (A.A.S.), are the most widely used appella-
tions, but as many as fifty more types of degrees are awarded.
Most degrees other than the A.A., the A.S., and the A.A.S.
include the names of particular programs, such as associate in
business or associate in public service. The A.A. and A.S.
degrees are used chiefly in transfer programs, and the A.A.S.
is typically considered a nontransfer degree. In order to avoid
the problems of degree proliferation, many colleges have settled
on just those three degrees, in some cases adding the name of
the student’s major on the diploma.

Throughout its history, the associate degree has had three
main purposes. The first was to offer an award, a terminal
degree, to students who had completed two years at a community
college and who might or might not intend to continue their
studies. This proved a useful option, allowing students to leave
the formal education system with a degree at the end of their
fourteenth year of schooling. The second use of the degree was
to signal the universities that students who were transferring
were prepared in freshman and sophomore studies similar to
those that the universities offered to native freshmen. And the
third use, the one that has been least accepted, is to inform pro-
spective employers that community college graduates have
received a pattern of formal education suiting tnem for entry
to the workplace.

In common with bachelor’s degrees and all other types
of degrees awarded in higher education, questions of content
and competence have swirled around the associate degrees. The
question of content is argued within the colleges as the pro-
ponents of one or another academic area contend for course re-
quirements. Indeed, the content question often reaches outside
the colleges as well, as state coordinating boards and other agen-
cies attempt to bring uniformity into the requirements.

Well over half the states have some type of externally man-
dated or recommended course requirements for the degrees. A
survey by the State Higher Education Executive Officers Asso-
ciation (Wittstruck, 1985) found thirty states with degree titles
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Community Colleges as Gateways to Higher Education 17

and minimum requirements specified by state agencies and four- ‘\\ g
teen states and the District of Columbia without such specifica- -
tions (six states did not respond). Rules sometimes differed ac-
cording to whether the degrees were offered by community col-
leges, universities, or proprietary schools. Generally, sixty hours
of course work was the accepted minimum, with the general
education portion of those hours varying from around thirty to
forty-five hours for the A.A. degree to fifteen hours for the
A.A.S. degree. Ten states recommended the specific courses
that should comprise the general education component of the
degrees, usually a distribution among communications,
humanities, math and science, and social science.

Within the colleges, the pattern of course requirements
is varied. A survey conducted in 1983 by the Community Col-
lege Humanities Association (Porter and others, 1983) found
that the number of humanities units required for the associate
degree ranged from zero to twenty. And a wide variety of courses
might be used to satisfy that humanities requirement, including
courses in composition, performing arts, speech, ornamental
horticulture, welding, journalism, and photography, among
others. These requirements usually were less stringent for the
A.A.S. degree, awarded to graduates of occupational programs,
where the general education distribution requirements might
more often be limited to only three or four courses.

Continuing Questions. What should be expected of a stu-
dent who has completed a number of courses? Here the
arguments are similar to those raised regarding the baccalaureate
degree; competencies such as *‘the ability to think critically”’
and ““the ability to communicate orally and in writing’’ are easy
to list, harder to measure consistently. Should testing be im-
posed to determine competencies? Although there has been much
discussion of exit testing, few colleges have instituted such ex-
aminations. Should remedial courses be allowed to count toward
meeting associate degree requirements? During the 1970s, few
colleges were mandating entrance testing and curricular tracks,
but in the 1980s the notion that students should be held out of
degree programs until they had demonstrated some level of entry
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18 The Collegiate Function of Community Colleges 3

skills was once again becoming prevalent. The difficulty with
mandating such testing and placement was that for the poorly
prepared entrants, the sixty or so units typically required for
the associate degree might become seventy or eighty units as
those students were directed toward remedial courses.

Are the students well prepared? Most receiving A.A. and
A.S. degrees transfer to senior institutions. There, most studies
show them proceeding toward the baccalaureate at about the
same rate as comparable native students. Community college
students who transfer without receiving the degrees tend to have
lower grade point averages (GPAs). In an Illinois study, for ex-
ample, transfers with the A.A. or A.S. degree had community
college GPAs of 3.04, dropping to 2.55 in their first term at
the university; those who transferred without the degree had
GPAs of 2.87, dropping to 2.34 (Illinois Community College
Board, 1986). However, the universities have been reluctant
to demand the possession of an associate degree as a prerequisite
for transfer students entering at the junior level. This is in con-
tradistinction to their requiring the high school diploma of
students entering as freshmen and suggests the relative lack of
acceptance of the community college educational experience,
perhaps because it competes with their own lower-division
offerings.

Because numerous community college students begin with
poor academic preparation and because a majority of the stu-
dents attend part time, most take longer than two years to gain
the degree. At Miami-Dade Community College, which awards
far more associate degrees than any other institution in the
nation, the median time to gain the degree is seven semesters,
or three and a half years. In the Hawaii higher education system,
the median time to complete the degree is around three years.
Even though there are many moves toward structured programs
and selective entry, few educators regard the length of time that
students take in getting their degrees as a significant problem.

The question of program coherence is more of a problem.
Should the community colleges devise associate degree programs
that are self-contained, or, since most of the students who gain
degrees will be transferring, should the degree be keyed to the
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expectations of the receiving institutions? Proponents of the self-
contained degree contend that the students attending community
colleges with the intention of concludinyg their formal education
there and entering the work force should not be shortchanged.
Those students should have a full program of general educa-
tion studies that would assist them in taking their place as in-
formed citizens. The educators who seek correspondence be-
tween associate degree studies and the lower-division efforts of
senior institutions argue that, since most of the students who
obtain degrees do transfer, the degrees should evidence a stu-
dent’s ability to enter upon junior-level studies.

Here again, the arguments are similar to questions raised
by those who doubt the purpose of the bachelor’s degree: Should
it prepare students for specialization in graduate or professional
school, or should it evidence some competencies useful for the
person who will go no further in the formal education system?
These issues by themselves have retarded the development of
a single degree that is awarded at the culmination of a set of
formal studies common to all students recciving either the
associate or the bachclor’s degree.

The Future of the Degree. Several groups have recently
studied the associate degree and made recommendations regard-
ing it. The National Task Force on the Redefinition of the
Associate Degree of the American Association of Community
and Junior Colleges (AACJC) recommended that associate
degree requirements be strengthened and that mandatory testing
be instituted before a student could embark on associate degree
studies (Koltai, 1984). An ad hoc group of educators from several
major community college districts, meeting at Miami-Dade
Community College in 1983, recommended that the associate
degree be d-fined in terms of student competence rather than
credits carned (Lukenbill, 1984).

‘The AACJC's Policy Statement on the Associate Degree (Ameri-
can Association of Community and Junior Colleges, 1984, p.
1) recommended that the ““associate degree program should con-
sist of a coherent and tightly knit sequence of courses capped
by an evaluation process that measures the outcomes of the learn-
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ing process, either at the course level, comprehensively, or
both.’’ The statement further recommended that the associate
in arts and associate in science degrees be used primarily to
designate students prepared to transfer, while the associate
in applied science degree, which might have additional de-
signations to denote special fields of study, be used for stu-
dents planning to enter an occupation. And it urged that the
names used for associate degrees be limited to those three
titles. A separate AAC]JC-affiliated group recommended that
the A.A.S. degree program include a minimum of 25 per-
cent general education and 50 percent career and technical
education courses (Naiional Council for Occupational Educa-
tion, 1985).

These efforts to bring order into the pattern of studies
and competencies considered acceptable for the award of an
associate degree seemed to be spreading and seemed also to be
having a salutary effect on the acceptance of the associate degree
as a legitimate designation. Efforts have been under way to have
the degree accepted by universities at full faith. Nonetheless,
recognition of the associate degree as an indication that its
possessor has attained certain competencies is not widespread.
According to a survey conducted by the AACJC task force, few
employers granted associate degree holders any advantage over
applicants who had comparable years of schooling but no degrees.

The trends in associate degree awards and in the develop-

ment of standards for the degree seem positive. The reduction

¢ f titles has made headway; nearly all institutions awarding
degrees offer the associate in arts degree, around three-fourths
of them offer the associate in science degree, and just under half
the associate in applied science degree. The associate in general
studies degree is offered by only one in six, and all other degree
titles are found but rarely. This reconciliation seems a useful
step toward having the degree accepted by senior institutions
and employers. Questions of content and requirements are also
being settled as states mandate minimum and maximum hours
and patterns of course distribution. However, the issue of which
courses shall be required will continue raging as long as college
staff members fail to agree on what knowledge is of most worth,
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an argument that will undoubtedly remain open as long as the
colleges’ doors do.

Questions of specific competencies to be gained seem
similarly irreconcilable. Florida’s College-Level Academic Skills
Test, administered to all students before they receive an associate
degree and/or before they enter the junior level at any of the
state’s universities, has been reviewed by officials in numerous
other states, but it seems doubtful that it will spread. Exit testing
within the colleges seems even less likely, as the educators find
it impossible to agree on exactly which competencies should be
measured. However, such testing might be introduced where
the alternative of an externally administered examination looms,
a concept explored in Chapter Six.

Attempts have been made many times to get the univer-
sities to agree that associate degree holders meet lower-division
general education requirements. Even where such articulation
agreements do exist, the universities often change their require-
ments. More often, they are subverted by the universities’
academic departments, which demand that particular courses
have been taken by students wishing to major in those depart-
ments. By demanding that students majcring in their own
disciplines take additional preparatory courses, such depart-
ments, in effect, unilaterally modify the articulation agreements.
They also reduce the students’ incentive to obtain the associate
degree, since the students anticipating transfer to such depart-
ments are more likely to take courses that the university depart-
ments require than courses that the community college requires
for degree completion.

The issue of associate degrees for students in career pro-
grams is stabilizing as the associate in applied sciences degree
becomes recognized as the suitable degree for such programs.
However, many students in career programs transfer, and if
the A.A.S. requirements do not include a substantial propor-
tion of general education courses, they may find additional
course work required at the senior institutions before a bachelor’s
degree will be awarded. This irreconcilable feature is endemic
to community colleges, since sizable proportions of their students
want to be prepared for careers but do not want to foreclose
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their options for further studies. It might be reconciled if the
A.A.S, degree were to require a full complement of general
education courses, but then the degree would entail considerably
more than sixty units, because the career program managers
and their advisory committees usually seek to fill the programs
with particularized occupational courses.

The issue of awarding credit for remedial studies is tied
to questions of mandatory competency examinations at entry.
The trend seems to be in the direction of such testing and par-
titioning of the student body so that students must complete cer-
tain remedial work before they can enter the associate degree
programs. But that has far to go and will undoubtedly be ac-
companied by many stops and starts as students demand the
right to enroll in classes of their choice and as various political
forces argue vigorously against the type of student segregation
that entrance testing implies.

The four-year associate degree is on the horizon. Tried
during the early years of the junior colleges, the program of study
reaching from grades 11-14 was almost completely lost as the
community colleges expanded in the 1950s and *60s and sought
designation as postsecondary structures. However, the four-year
degree has some merit. It connects the community colleges with
their local secondary schools, mitigates the high dropout rate
in grades 11 and 12 by making a natural stop point at the end
of grade 10, and finesses the problem of degree credit for reme-
dial work. By designating 120 or so hours of study for such a
degree, the remedial studies and specialized occupational studies
might be accommodated along with a full complement of general
education requirements.

The AACJC’s ‘‘Associate Degre Preferred’’ campaign
(Parnell, 1985a), begun in 1984, was designed to encourage
employers to seek degree holders. If the campaign succeeds in
establishing the importance of the degree as a minimum entry
requirement for many jobs, it will add to the degree’s credibility.
Students may become less likely to leave school without the
degree merely because they are reluctant to complete require-
ments. And the college staff may be stimulated to enforce cur-
ricular prerequisites as more students opt for degrees.
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Summary

The community college’s role in connecting the lower
school with the higher learning is carried predominantly by the
liberal arts curriculum that it provides and by its students’
tendencies to matriculate and, eventually, to transfer. The liberal
arts curriculum was inherited frorn the universities, modified
in the direction of general education, and further influenced by
student abilities and the universities’ shifting requirements. It
culminates in the associate degree, which all community col-
leges (by definition) award but which few students receive.

If the universities had relinquished their freshman and
sophomore classes, the liberal arts in the community colleges
would have become and remained introductory to further, spe-
cialized study. But because they did not, and because the com-
munity colleges began emphasizing occupational studies (the
two phenomena may be related), the liberal arts were modified.
Further modifications have been occasioned by the poorly pre-
pared students entering the colleges during the past twenty years.
The result has been a curriculum emanating from the liberal
arts but with a distinctiveness that identifies it uniquely with
the community college. This curriculum is detailed in Chapter
Two.
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Forms and Functions
of the Arts and Sciences
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The liberal arts curriculum is typically defined according to
broad categories: science, social science, mathematics, humani-
ties, composition, and fine or performing arts. Further subdivi-
sions into academic disciplines are usually made. The sciences
include agriculture, biology, chemistry, earth and space, engi-
neering, and physics. Within the social sciences are economics,
physical anthropology, psychology, and sociology. Computer
science has been linked with mathematics, but it has grown so
large recently that in some tabulations it is considered as a
separate, occupational study. The humanities include art, music,
and theater history and appreciation; cultural anthropology;
foreign languages; literature; history; political science; philos-
ophy; and religious studies. English composition is sometimes
listed along with the humanities, though more often as a separate
disciplinary area that includes English as a second language
(although the latter is sometimes placed within the humanities
along with the foreign languages). The fine arts include drama,
studio art, dance, and music performance. And there are addi-
tional content categories within each discipline.

This traditional curriculum form, accounting for just over
half of all credit-course enrollments, is buffeted by numerous

24
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conflicting forces: university transfer requirements, occupational
program advisory committees and licensure examinations, col-
lege traditions, student abilities, and faculty desires. All these
influence the patterns of courses offered. In this chapter, we trace
influences on the liberal arts curriculum and present informa-
tion on enrollment trends in each of the major academic dis-
ciplines that comprise it.

The University Influence

The requirements imposed by universities to which com-
munity college students transfer, worked out as agreements be-
tween the institutions or between sets of institutions, pose the
dominant influence on the collegiate curriculum. An example
of university pre-eminence is the case of foreign languages. When
the language requirement for the baccalaureate degree is reduced
or eliminated, the study of foreign languages in community col-
leges changes notably. This proved the case in ine 1960s and
1970s and caused severe declines in the study of French and
German. The overall figures on language study show little
change, but that is because the slack in demand was picked up
by offering English as a second language to the sizable number
of non-native-English-speaking students. Within a few years,
the bulk of language study in community colleges shifted to just
Spanish and English as a second language, which together ac-
counted for nearly three-fourths of the language enrollments in
1986.

However, the case of foreign languages is extreme. Other
requirements have not changed much. To receive a bachelor’s
degree, a student typically needs an academic major and a set
of classes distributed across fields of study to a total of between
thirty-five and forty separate courses. Although most of the
courses for the major are taken in the upper division, the in-
troductory courses to fulfill the distribution requirement may
be taken at the community college, just as they may be taken
in the freshman and sophomore years at the university. Since
university graduation requirements vary so little, little variance
occurs in the pattern of courses presented in one or another
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26 The Collegiate Function of Community Colleges

community college as preparatory to university transfer. The
history requirement may be Western civilization here, U.S.
history there, but history it is.

Why is the university the dominant influence that it is?
The answer lies in the forces brought to bear by accrediting agen-
cies, the perception of the college as a college on the part of the
public, the fact that most students do not want to foreclose
their option for transfer at some time and are thus reluctant to
take courses for which transfer credit will not be awarded, and
the faculty’s idea of a college course as one similar to those that
they took at the university. The collegiate curriculum is expressed
through courses designed to be as similar as possible to those
offered to university students.

Within the art and sciences at the community college,
most courses are presented as introductory to the concepts and
terms of particular disciplines. Few courses have prerequisites;
most are surveys of the field. This tendency toward the introduc-
tory has resulted because few students stay at the community
college through the sophomore level and because the receiving
universities frequently will not award transfer credit for courses
that they themselves offer in the upper division as part of a major
requirement. The disciplines that are in particular service to
various occupational areas, such as sociology and biology; those
that are offered particularly as part of a sequence on their own,
such as engineering and agriculture; and those that are not part
of a program but are directed more toward the students’ own
personal interest, such as religious studies, are less likely to be
dominated by the introductory course. Other course divisions
may be seen in the ur versity parallel curriculum. Some of the
disciplines, notabt: .emistry, physics, and biology, clearly
distinguish between courses for majors and those for nonma-
jors, especially in community colleges that are large enough to
support such separate courses. Further separations are made
in courses directed toward differing student abilities. Mathe-
matics and English stand out for their high proportion of re-
medial or below-college-level studies. Indeed, it is not unusual
to find five or six levels of English in the catalogue, stratified
according to students’ ability to rcad or write.
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Forms and Functions of the Arts and Sciences
Occupational Program Influences

The occupational programs impose a separate press on

the curriculum. This influence comes through three areas: the

ication ﬁﬂ concepts from the disciplines to specific occupa-

nal sifimtions; courses built on concepts taken from branches

of the discipline; and entire sets of courses from a discipline that
form an occupational grouping of their own.

The application of concepts stemming from single dis-
ciplines to specific occupations appears in numerous courses.
Foreign languages are offered for police and correctional workers,
students in health and social service occupations, and those in
programs preparing for business, particularly import, banking,
and retail businesses that deal with overseas customers. Mathe-
matics is offered for people planning to enter business; in fact,
an entire area of mathematics known as business mathematics
and business statistics has developed. Similarlv. busines Fuglish
and technical English are offered within the pattern of courses
applicable to specific occupational situations.

From the discipline of sociology come general and specific
social problems for social workers: population density, crime,
delinquency, alcohol and drug abuse. Sociology courses are also
designed especially for people in correctional and health occupa-
tions. Physics has been cast for students in health areas, par-
ticularly radiological technologies, and for students in various
engineering areas. Chemistry, too, is offered in special courses
for students in health and engineering. Psychology concepts have
been used in building courses in abnormal psychology for mental
health and social workers, social and industrial psychology for
students of business, and developmental psychology for students
in education.

Courses built on concepts taken from branches of the
various disciplines form an important part of the curriculum.
Philosophy has yielded ethics, and courses in business ethics and
medical ethics are frequently seen. Logic has also been derived
from a branch of philosophy, and its concepts have been used
as the foundation of courses for students in data processing.
Music is taught not only as a performing art but also as a busi-
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ness, with special courses in composition, recording, and con-
cert arranging for students who wish to work in the music in-
dustry. Economics has yielded portions of the overall discipline
to form courses in money and banking for students planning
to enter the brokerage or banking industries and courses in
business economics for people planning to enter small businesses.

The liberal arts have also yielded entire sets of courses
from particular disciplines to form occupational groupings.
Agronomy, agriculture, and natural resources, now presented
as separate programs, began as major subdivisions drawing con-
cepts from biology, botany, and chemistry. Animal science, plant
science, and soil science dominate the offerings in this occupa-
tional area. The courses have few prerequisites; they are pre-
sented as self-standing activities designed to lead people to prac-
tice in the particular industry.

Programs in the administration of justice arose as sub-
divisions of the social sciences, drawing concepts particularly
from political science and sociology and, to a lesser extent,
psychology. Students preparing for work in corrections, the
courts, and the police departments study in this separately func-
tioning academic area. Since in numerous districts the com-
munity colleges have taken over the preparation of police and
corrections workers from such other publicly supported agen-
cies as police academies, the administration of justice programs
have moved into the collegiate arena and become an important
source of students for the social sciences.

Other programs have drawn on the liberal arts to form
separate occupational areas. Computer science grew out of logic
and mathematics, and engineering technology is associated with
mathematics and physics. Although the community colleges can-
not claim full responsibility for forming these programs around
the disciplines, the programs have become quite prominent in
those institutions. Computer science alone accounts for 9 per-
cent of the enrollment in all the science disciplines. Enrollments
in electrical or electronic engineering classes dominate the engi-
neering curriculum; 80 percent of the total engineering enroll-
ment is students planning to enter occupations that do not de-
mand the baccalaureate.
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Student Interest

A third major influence on the liberal arts curriculum is
revealed by the courses that have been developed for special stu-
dent interest. This category is not nearly so large as the univer-
sity parallel and occupational areas, but it still accounts for some
of the more innovative and specialized curricula. Popular are
foreign languages offered for travelers in the form of conversa-
tion classes and occasional specialized courses such as Italian for
opera lovers or French for chefs. Some of the colleges have done
imaginative work in history by engaging students’ attention in
oral-history projects or in local history. Anthropology is some-
times offered as special studies of the local community or of
special cultures within it. Interdisciplinary natural science seeks
to increase science literacy in general or knowledge of the en-
vironment in particular. The earth and space sciences have
engaged the attention of students with planetary shows and with
special studies of geography and geology of the region. Eco-
nomics for consumers is sometimes offered. While continuing
to draw students, these types of courses are rarely required for
associate degrees or occupational certificates. They appear more
often as general education options for nonmajors, in adult and
continuing education programs, and as specialized electives
brought forth by instructors with particular interest in developing
innovative presentations.

Enrollment Patterns

Enrollments in the collegiate curriculum relate closely to
the influences exerted by universities, occupations, and special
interests of students. Here the university dominates, and most
of the enrollment is in classes that carry university-transfer
credits. Occupations also exert a major influence, with courses
in service to the various occupational programs enrolling sizable
proportions of the students. Courses for students’ special interest
claim a smaller share of the collegiate curriculum.

Obtaining precise data on enrollments, prerequisites,
students for whom courses are intended, and related curricular
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30 The Collegiate Function of Community Colleges

information is difficult, because the data are not collected rou-
tinely on a nationwide basis. They are collected by agencies in
some of the states, but between-state comparisons are precarious,
because the definitions employed are extremely varied. For ex-
ample, ‘‘academic transfer, basic education, and general educa-
tion’’ and ‘‘occupational preparatory, supplemental, and home
and family’’ constitute the curriculum categories reported by
Washington’s community colleges; ‘‘business, health, technol-
ogy, baccalaureate-oriented, remedial, adult basic education—
general education development—English as a second language,
and general studies’’ are the breakdowns used in Illinois. Which
courses go where?

According to counts made by the Center for the Study
of Community Colleges, enrollments in the various disciplines
show considerable stability. Overall, the liberal arts accounted
for 51 percent of all credit-course enrollments in the large, ur-
ban districts in 1983 and 54 percent of all credit classes offered
in public colleges nationwide in 1986. As shown in Table 1,
five of the six broad categories within the liberal arts have similar
proportions of the enrollment: the humanities and social sciences
each account for 10 percent of the total enrollment, mathematics
and composition each for 9 percent, the sciences for 8 percent,
and the fine arts for 4 percent.

Variations in enrollments between districts and between
disciplines within the liberal arts depend on the relative emphasis
that the colleges place on offerings directed toward baccalaureate
studies and curricula leading toward more immediate employ-
ment possibilities. The variation depends also on whether the
district is responsible for adult basic education or whether that
function belongs to the adult division of the lower schools in
its region. Chicago is considerably below the mean in the pro-
portion of its enrollments in the fine arts (1 percent) but well
above in the number of students in composition classes (20 per-
cent). Miami-Dade is high in humanities enrollments (14 per-
cent); Los Angeles is low in composition enrollments (5 per-
cent); St. Louis is well above the norm in mathematics (12
percent).
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Table 1. Percentage of Total Course Enrollments in Liberal Arts Areas in Six College Districts, Fall 1983.
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Los Miami- St Six-District
Chicago Dallas Angeles Maricopa Dade Louis Weighted Average
Humanities 8% 13% 1% 9% 14% 8% 10%
Sacial science 1t 12 9 9 12 9 10
Science 13 6 7 6 11 7 8
Mathematics 9 11 7 8 11 12 9
Composition 20 10 5 9 10 10 9
Fine arts 1 4 6 3 3 5 4
All liberal arts 63 56 45 44 61 50 51
All non-liberal arts 37 44 % 5% 39 50 49
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Within the districts, enrollments vary even more drama-
tically between colleges. The ratio of science enrollments depends
largely on the particular campus’s emphasis on health-related
occupational programs. Science accounts for 21 percent of the
enrollment at the Medical Center Campus of Miami-Dade and
for 18 percent at Malcolm X College in Chicago. The colleges
without nursing and allied health programs have little science
enrollment; for example, 1 percent and 2 percent, respectively,
in the Maricopa district’s Rio Salado and South Mountain
colleges.

Variation also occurs over time. Between 1980 and 1983,
enrollments in mathematics increased in all six of the large ur-
ban districts, while at the same time the sciences were down
in three of the districts, steady in two others. These enrollment
moves are related. Nearly all of the increase in mathematics was
in the remedial courses, which, in the six districts, accounted
for 60 percent of all mathematics enrollments. The relatively
low level of mathematics skills that students were bringing with
them to the community colleges created difficulty in their stu-
dying the physical and life sciences, thus decreasing enrollments
in those areas.

The enrollment data reflect the decline in students’ read-
ing ability as well. The low reading levels cause difficulty for
students in the social science and humanities classes. Between
1980 and 1983, the enrollment ratio in social sciences went down
in five of the six districts. Enrollments in the advanced or spe-
cialized classes in those areas also declined. Students still needed
the liberal arts to complete associate degree or transfer require-
ments, but they were taking only the minimum number of in-
troductory classes. And the enrollment in remedial reading,
writing, and mathematics increased as the enrollment in ad-
vanced levels of science, social science, and humanities decreased.
Overall, courses without prerequisites accounted for 65 percent
of the science and 79 percent of the social science enrollment.
Only 25 percent of the mathematics enrollment was in introduc-
tory classes; 60 percent was in remedial classes (see Table 2).

These shifts toward remedial and introductory classes and
away from advanced or second-level studies were not confined

ol




Table 2. Percentage of Total Enrollments in Liberal Arts Areas in Five College Districts by Course Level, Fall 1983,

Los Miami- St. Five-District
Maricopa Dallas Angeles Dade Louis Weighted Average

Humanilties

Developmental 3% 0% 2% 0% 0% 1%

No prerequisites 88 65 80 78 97 80

Prerequisites 9 35 18 22 3 19
Social Science

Developmental 0 0 1 0 0 1

No prerequisites 90 87 87 42 83 79

Prerequisites 10 13 12 58 17 20
Science

Developmental 21 0 9 5 0 8

No prerequisites 55 53 71 67 59 64

Prerequisites 24 47 20 28 41 28
Mathematics

Developmental 64 45 73 51 61 60

No prerequisites 20 38 15 39 24 26

Prerequisites 16 17 12 10 15 14
Composition

Developmental 27 22 65 29 16 35

No prerequisites 50 54 28 51 62 47

Prerequisites 23 24 7 20 22 18
Fine arts

Developmental 0 0 0 0 0 0

No prerequisites 48 54 52 62 73 55

Prerequisites 52 46 48 38 27 45
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to the large urban districts nor to the period from 1980 to 1983.
The center’s nationwide curriculum counts begun in 1977-78
and updated in 1983 and 1986 revealed the trends. In 1977-78,
introductory or survey courses for which there were no prere-
quisites in the same discipline accounted for 85 percent of the
enrollment in anthropology, 89 percent in art history, 88 per-
cent in history, 90 percent in music appreciation, and 84 per-
cent in political science. The 1983 curriculum study showed
enrollments deviating by only 1 or 2 percent from these figures
(data on prerequisites were not tallied in 1986).

This feature of the curriculum as introductory to further
study or as self-standing courses reflects its purpose. Overall,
except for the fine arts courses offered to satisfy the students’
personal interests, practically the entire liberal arts curriculum
is in service to the university transfer function or to one or
another occupational program. This has a limiting effect on what
can be taught, submerging academic precepts in favor of prac-
tical applications and basic terminology and concepts. Breadth
of knowledge, introduction to the field, a few principles domi-
nate. But the reasons for these emphases are less to strengthen
the students’ general education or ability to apply principles to
individual or societal problems than to enable them to perform
well in a trade or to enter a more rigorous program if they
transfer.

The Academic Disciplines

Data from the individual disciplines are illustrative of the
trends and influences. Table 3 displays the percentage of col-
leges offering various science courses and the percentage of the
science curriculum represented by each discipline in the sciences.
Every college offers biology, psychology, mathematics, eco-
nomics, and sociology. Separate classes for majors and nonma-

jors are offered wherever there are sufficient enrollments to sup-

port them. Biology and chemistry are prominent where the
health professions are taught, physics where engineering tech-
nology programs are offered. Psychology is taught more as a
social science than as a life rcience. Economics and sociology
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courses are presented primarily as introductions to the termi-
nology and concepts of the disciplines for students preparing
to transfer. The few classes in interdisciplinary natural or social
sciences are designed for students who are not science majors
but who need to fulfill a graduation requirement. They attempt
to turn their students’ attention to the impact of technology on
science and the environment, to assist the students’ ability to
relate science to the world around them. In so doing, they come
closest to reaching the promise of general education. Additional
detailed information about each discipline is presented in the
Appendix.

Foreign languages, history, political science, literature,
and philosophy are the major disciplines on which community
college courses in the humanities center. 1 lationwide, enrollments
in the humanities have been stable, but -here have been some
shifts within the overall category in recent yc rs. Interdisciplinary

Table 3. Science Instruction in the Two-Year Colleges.

Percentage of

Percentage of

Colleges All Science
Listing Courses
Course Listed in
in Class Schedule
Schedule
1978 1986 1978 1986
Agriculture and natural
resources 61% 52% 6% 2%
Biology 100 98 13 i
Engineering 81 72 20 9
Mathematics and
computer science 99 100 22 41
Chemistry 97 96 5
Earth and space 79 72 3 2
Physics 89 92 6 4
Physical anthropology
and mterdisciphnary
social sciences 67 53 3 2
Psychology 9w 100 6 12
Economics a4 97 4 5
Suciology 100 99 4 6
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humanities has become a major new offering; jurisprudence has
increased because of the colleges’ involvement with corrections
officer training; enrollments in English as a second language
have exploded as the most recent wave of immigrants has entered
the colleges; philosophy instructors have introduced specialized
classes in ethics and logic for students in various occupational
programs; the late 1970s’ flurry of interest in ethnic and women’s
studies has subsided, and the content in those areas has been
incorporated into history and literature courses.

Tables 4, 5, and 6 display the percentage of liberal arts
class sections claimed by each subject area, the percentage of
colleges offering the various types of humanities courses, and
each discipline’s share of the overall humanities curriculum.
Summary information about each discipline is presented in the
Appendix.

Studio art and the performing arts comprise the fine arts.
Studio art includes classes in painting, drawing, photography,
and ceramics. In the performing arts are classes in theater,
music, and dance. The matriculation of adult students in studio
art classes that are funded through thc Laccalaureate studies
budget effects a continuing concern ir. assessing arts instruction.
Courses in painting, jewelry fabrication, drawing, watercolor,
and so on usually carry transfer credit. However, many people
taking those classes already have degrees or have no intention

Table 4. Percentage of Class Sections in
the Liberal Arts by Subject Area, 1986.

Agriculture 1.2% Interdisciplinary
Anthropology 0.6 social sciences 0.1
Art history 1.0 Interdisciplinary
Biology 5.0 humanities 0.1
Chemistry 3.0 Literature 2.0
Earth and space 1.0 Mathematics 20.0
Economics 2.5 Music
Engineering 5.0 appreciation 0.8
English 21.0 Philosophy 1.0
Environment 0.2 Physics 2.0
Fine and performing Political science 2.0
arts 13.0 Psychology 6.0
Foreign languages 5.0 Saciology 3.0
History 4.0
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Table 5. Percentage of Community Colleges Offering
Humanities Courses During Spring Term, by Subject Area.

Humanities 1975 1977 1983 1986
Subject Area (N=156) (Ne178) (N=173) (N=95)
History 90% 92% 93% 92%

State and local 28 26 31 25

Western world 82 83 76 71

United States 87 88 85 83

Other world regions 28 23 26 25

Special groups 29 30 26 23

Social history 25 28 20 23
Political Science 89 94 90 86

American government 75 82 71 75

Local/city/state 40 40 35 40

Comparative 23 20 28 25

Tools and methods 26 26 15 3

Specialized (topical) 18 15 32 26

Jurisprudence 30 34 33 36
Literature 91 92 93 87

Introduction/survey 84 87 80 74

Genre 38 36 35 41

Authors 20 17 24 23

Group 24 22 22 22

Bible 6 6 12 6

Popular 13 16 11 9

Classics 10 9 10 3
Foreign 'languages 82 80 82 78

French 60 56 57 59

German 40 38 45 41

Italian 11 12 17 16

Russian 9 7 4 5

Spanish 70 68 72 68

Career-related Spanish 6 10 6 1

English as a sccond language 26 33 27 38

Classics 4 5 5 5

Other 8 11 15 15
Liberal arts/humanities 50 51 61 69

Interdisciplinary/survey 28 28 38 52

Theater 24 26 - 34 26

Fim 12 16 21 17

Specialized 19 18 16 12
Philosophy 66 64 68 76

Introduction/history 56 56 54 58

Ethics 25 23 29 37

Logic 26 26 39 38

Religious 21 18 21 34

Specialized 15 19 20 13
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38 The Collegiate Function of Community Colleges
Table 5. Percentage of Community Colleges Offering
Humanities Courses During Spring Term, by Subject Arca. Cont’d. :
Humanities 1975 1977 1983 1986
Subject Area (N=156) (N=178) (N=173) (N =95)
Art history/appreciation 70 68 76 76
Introduction/history-
appreciation 69 67 84 77
Specialized culture 3 6 6 13
Other specialized art 7 7 12 6
Music history/appreciation 74 70 69 63
Introduction/survey 73 68 75 62
Jazz 3 6 9 8
Specialized 7 7 4 13
Cultural anthropology 44 46 44 48
Introduction/survey 39 42 41 45
American Indian 4 3 8 7
Folklore/magic/inythology 1 2 ! NA
Other specialized 12 11 6 14
Soctal/ethnic studies 22 21 10 (Included
Ethnic 15 15 6 in
Women 3 3 4 history
Individual 1 1 2 and
Other 12 8 4 literature)
Religious Studies 26 28 24
Introduction/survey 12 14 15 (Included
Specialized 10 1t 8 in
Texts 16 17 12 philozophy)
Cultural geography 26 22 34 (Not
Introduction/survey 26 21 32 available)
Specialized/regional 3 | 5

Table 6. Percentage of Total Humanities Class Sections by Subject Area.

Discipline (N =178 1977) (N =173 1983) (N =95 1946)
Cultural anthropology 32% 2.1% 2.7%
Art history/appreciation 3.8 4.2 5.7
Foreign languages 20.5 27.7 28.4
History 23.0 199 21.5
Interdisciplinary humanitics 7.2 7.3 5.7
Literature 11.4 11.2 10.0
Music appreciation 3.3 3.4 4.8
Philosophy 6.4 6.2 7.8
Political science 16.6 14.7 13.5
Religious studies 1.5 1.4 (Included in
philosophy)
Social and cthnic studies 3.1 1.9 (Included

in history)
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of transferring; they want the instruction, the association with
peers, and access to the specialized facilities, all basic community
college functions. Their attendance inflates the enrollment figures
for the transfer courses and distorts the data on the number of
community college students proceeding on to baccalaureate
studies, offering a good example of why curriculum content and
student intentions and behavior must be examined separately.

Mathematics is basic to the study of all the sciences, it
is required for graduation in most programs, and it is integral
to numerous occupations. It is a well-defined curriculum area
and accounts for as high a percentage of community college ef-
fort as any other discipline. The nationwide curriculum studies
by the Center for the Study of Community Colleges revealed
that 97 percent of the colleges offered introductory and inter-
mediate mathematics, 87 percent offered some advanced study,
and 64 percent offered applied or technology-related mathe-
matics, patterns consistent between 1978 and 1986. A sizable
proportion of the enroliments were at the introductory or inter-
mediate level, in courses in pre-algebra, introductory algebra,
geometry, intermediate algebra and trigonometry, college alge-
bra, and developmental or remedial classes. Computer science
and technology showed notable gains just as mathematics de-
signed for majors declined.

The literature indicates a split between instruction in
remedial mathematics and college-level mathematics that is as
great as the gulf between the teaching of English composition
and that of English literature. The publications on remedial
mathematics speak of laboratory experiences, tests, grades, auto-
instructional programs, and ways of staffing the laboratories to
make them more efficient. The articles on college-level mathe-
matics discuss games, proofs, problem-solving strategies, theo-
rems, and the unfortunately labeled concept ‘‘math anxiety.”’
Other differences between remedial and college-level mathe-
matics are found in the pattern of presentation (laboratory versus
classroom) and in staffing (a lead instructor supervising a corps
of aides versus a lone instructor in a classroom).

Mathematics instruction in the community colleges will
remain concerned, for the next several years at least, with reme-
dying the defects in the mathematics preparation of students
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40 The Collegiate Function of Community Colleges

graduating from high school. If recent curriculum reforms in
the secondary schools have the desired effect, by the end of the
decade the press for remedial studies in community colleges may
have been lightened. At that time, the attention of the mathe-
matics curriculum planners may turn increasingly to ways of
merging the study of mathematics so that it becomes suited both
for the liberally educated person and for the person seeking im-
mediate employment. This seems logical, because most students
coming to community colleges want to be prepared for imme-
diate employment but, at the same time, do not want to forgo
their options for continued study.

English composition is similar to mathematics in that most
of the courses are in service to the transfer or occupational cur-
ricula, or to both. Nearly all transfer courses are based on
reading, writing, decoding, and interpreting communication
through language. Nearly all occupations demand reading; there
are manuals to follow, memorandums to respond to, directives
and instructions to consider; and many of the accupations in-
clude licensure examinations that are based on reading. In
general, students could not proceed through any portion of the
curriculum without being confronted with demands that they
read and write. They must interpret the catalogues and the ad-
missions and financial aid forms. They must watch for deadlines
and opportunities that appear sporadically on bulletin boards
and in flyers. And their ability to succeed in nearly all their
classes is based in large measure on their ability to read the text-
books, write the papers, and read the questions on the examina-
tions that do not demand freely written responses. The humani-
ties may have lost their position at the center of the collegiate
curriculum, but the need for the rudiments of literacy remains.

Remedial English accounts for more than one-third of all
English instruction. In some colleges, graduation credit may
be granted for completing a remedial class even though few
senior institutions will grant transfer credit for the courses. In
others, graduation credit is not awarded; the courses are seen
as preparatory for students who would enter the college-level
composition classes. There is no consistency in the pattern of
credit awarded, just as there is no consistency in the way that
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remedial courses are funded. The teaching of remedial English
has come to rely heavily on the learning laboratory, writing
laboratory, or writing center, which students can use at un-
scheduled times. These patterns of instruction that involve pro-
grammed workbooks, tutors, and other aids are reviewed in
Chapter Seven.

Many of the problems reported in the literature on English
teaching are those of logistics or managenent. Who should do
the selecting and placing of students in the various sections?
Should nationally normed or teacher-made tests be used? Should
there be departmentwide criteria and examinations, or should
each instructor maintain individual standards? Who should select
and manage the assistants and tutors? How much work-load
credit should the instructors receive for managing the laboratory?
Should students be given partial course credit for completing
portions of courses in which problems in composition are treated
separately? And, arching over all: Should all activity be directed
toward instruction in the correctness of standard English? Or
is the process of composing and of developing the students’ own
voice, regardless of form, the criterion toward which instruc-
tion should be directed? Is writing a skill learned through prac-
tice; or is it a creative art? Answers to these questions are derived
through the political process on each campus, not through the
findings of academic research.

Writing Across the Curriculum

Writing is a process of organizing thought and of com-
municating through the medium of language. As a tool for learn-
ing, the writing process itself is probably more important than
its product. To learn to write, students must write. Most educa-
tors consider writing high on the list of what they are trying
to teach, but many also know that the English composition
classes alone cannot do enough. It takes an instituiionwide effort
to teach it.

Teachers in almost every field know about specialized
writing. Chemistry teachers know best how their lab reports
should read. Geographers know whcther first-person narration
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is acceptable in professional geography publications. Regardless
of whether they can diagram a sentence or remember the rules
of grammar, most teachers can convey the style and form of
written information in their professional disciplines. Teachers
who prepare course materials are already practicing professional
writers in their fields. Once they recognize that, they can more
easily guide students toward acquiring those skills in their classes.

Keeping a journal or notebook can be a useful tool to
enhance learning in a variety of disciplines. Following are ex-
amples of techniques that have proved useful: (1) An American
history professor periodically interrupts her lectures to have
students write for five minutes on their experiences related to
a particular lecture point. This brief writing time effectively
engages students more personally with the lecture topic. (2) A
geography professor asks students to keep notebooks to stimulate
their powers of observation. He finds that having to write down
what they see causes students to look more carefully and begin
to acquire the basic techniques of scientific observation. (3) A
political science professor requires students to record frequently
their opinions about current events. She also asks them to write
short personal summaries of articles, thereby creating a record
of what they have read during the term. (4) A music teacher
asks his students to record their daily experiences listening to
music, then uses the subjective content of these logs for class
discussion.

Teachers generally find it easy to add writing to their
classes by using journals, because they are an extremely ver-
satile teaching tool. Their use does not take more teacher time,
regardless of class size, and the writing can be spot-checked,
skimmed, or read carefully, depending on the instructor’s time
and purpose. Journals serve as many functions as the ways in
which they can be used. Five-minute writing periods in class
can stimulate discussion, clarify hazy issues, start small-group
activity, reinforce learning experience, and provoke student im-
agination. Asking students to free-associate while writing as fast
as they can for five minutes is good for brainstorming new
research projects or paper topics. It is also a good way to get
students over the fear of the blank page. Topics can be anything
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from personal experiences or opinions to summaries of lecture
and reading materials. Additionally, brief writing interludes in
lectures allow the instructor time to monitor and evaluate the
mood, progress, and problems of the class and to make revi-
sions and adjustments in the course material where necessary.
Advocates of writing across the curriculum contend that jour-
nal keeping encourages students to write frequently and take
some risks, experimenting with form and style. Student anxiety
about writing can be eased by the suggestion that the journal
is a place to try new things without the worry of judgment and
end product. The process matters more than the success or
failure of the attempt.

Summary

This recapitulation of the academic disciplinary core of
the collegiate curriculum has served to illustrate both changes
and consistencies over time. The changes are that:

e Remedial English and mathematics have grown quite pro-
minent, accounting for well over one-third of all offerings
in those disciplines.

e All the disciplines have moved in the direction of service to
students in occupational programs, most notably English,
mathematics, chemistry, biology, and physics.

e Courses in the sciences have tended away from teaching
research and experimental methodology and toward teaching
terminology and concepts useful for understanding the ef-
fects of various treatments.

e Spanish and English as a second language (ESL) account
for nearly three-fourths of all language study, with ESL
showing a phenomenal increase in recent years.

e Courses without prerequisites dominate in all areas, although
courses in sequence are often seen in chemistry, the engineer-
ing technologies, and the fine arts.

e Specialized courses for students with particular occupational
or personal interests have been developed in philosophy,
especially ethics, and in mathematics, where computer sci-
ence and technology have grown rapidly.
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44 The Collegiate Function of Community Colleges

® Ethnic studies declined precipitously after the political furor
over that aspect of the curriculum subsided in the late 1970s.

The consistencies are that:

¢ A full complement of university lower-division general edu-
cation requirements is offered in all community colleges ex-
cept for the specially designated technical institutes and oc-
cupational training centers.

¢ Few specialized courses designed for majors in a ciscipline
are presented.

® Political science has maintained high enrollments, although
the students in the classes are less likely to be university
bound, more likely to be studying for work as corrections
officers.

® With the exception of interdisciplinary humanities, few
courses in few colleges are designed especially for students
who will never take another course in that field and who
could benefit from instruction that fostered their own vaiues
and sense of social responsibility.

® Courses introductory to a discipline and courses in service
to occupational studies dominate the collegiate curriculum.

® The liberal arts account for just over 50 percent of all credit-
course enrollments.

These trends in the academic-credit curriculum are in-
fluenced by changes in university and occupational program re-
quirements and by the college faculty and students. But not all
the colleges’ liberal arts-related presentatin:is are subject to such
forces. The noncredit classes touch nearly as many people, yet
they are organized and sustained almost entirely within the col-
leges themselves. Part of the collegiate connection to the extent
that they introduce the participants to the culture, these classes
are described in Chapter Three.
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Embedding
the Liberal Arts
in Noncredit Programs

Courses offered for academic credit account for most, but not
all, of the community colleges’ effort. Additional components,
usually presented through divisions of continuing education or
community services, are provided for people not on the degree-
credit track. These activities are still part of the collegiate func-
tion to the extent that they are verifiably educative and socially
useful. This rationale points community services away from ac-
tivities benefiting individuals toward those having broader social
impact. It directs the vision toward events enhancing social cohe-
sion and a sense of shared values in the community. It leads
toward the liberal arts.

This chapter considers liberal arts-related activities in the
noncredit area. It reports on the magnitude of the arts and
humanities presented through community services, details the
difficulties in expanding these offerings and in integrating them
with the credit curricula, and offers examples of liberal arts-
related continuing education programs.

The Scope of Community Service

Community service is defined as college activiiies other
than courses applicable to a degree or certificate that are under-
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\
taken on behalf of the surrounding community. Continuing
education also centers on noncredit classes, but it is usually
funded in part through state reimbursement, whereas community
service tends more to be self-supporting. Community service
is usually organized as a separate division, with its own direc-
tor, budget, and advisory group, and supported by fees paid
by the participants, extramural grants, or specially earmarked
college funds. The separation, however, typically is not as com-
plete as it is in the case of universities, whose extension divi-
sions tend to be at arm’s length from the regularly funded pro-
grams. The community college community service activity is
more likely to be an integral part of the institution, with overlap
in administrative costs, personnel, and facilities and with fund-
ing derived from a combination of internally and externally
generated funds.

Community service activities are broad. They may in-
clude programs that do not fit the standard curriculum, such
as short courses or courses devised especially for particular
groups. New courses may be tried out in community service
before they are proposed for the regular programs. Concerts,
recitals, and other musical events, art exhibits, lectures, semi-
nars, theatrical productions, and film series all find a home in
the community service area. Other activities include health or
book fairs, special days highlighting a particular ethnic group,
tours of local cultural facilities, community-based forums, and
historical celebrations.

Accurate figures on the number of people participating
in community service programs are impossible to obtain because
of vagaries in counting enrollment. A band concert presented
in an open area on campus may attract an unknown number
of observers. Opening the college’s athletic facilities to commu-
nity participants draws numbers difiicult to count. The best
estimate of community service enrollment is provided by the
AAC]JC, which reports that in 1983-84 more than 3.7 million
people were involved in ‘‘community education.”” However,
these figures depend on self-reports from the institutions, and
the coinpilers did not attempt to disaggregate the number of
people who enrolled in noncredit classes from those who attended
spectator events.
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‘The major issues in community service relate to fund-
ing and the nature of programs offered. No community ser-
vice office ever has enough resources to do everything that
might be done for its constituents. The directors are obliged
to extend whatever support they. can derive from the college
by seeking grants and by effecting joint arrangements with
local social service agencies, civic clubs, and business-sponsored
groups. Since there are few guidelines, formulas, or state rules
regarding the magnitude of community service programs, there
is wide variation. Some directors are exceedingly more vigorous
than others.

What programs shall be offered? The charge to ‘‘serve
the community’’ can be interpreted to mean anything. Com-
munity service directors tend not to be risk takers, typically
avoiding areas that might be construed as controversial. The
occasional forum on whether the local industrial plant should
be obliged to install pollution-reduction equipment is outnum-
bered tenfold by travel talks and musical recitals. And most
directors are reactors, not initiators. Rather than seek new ven-
tures in areas of need, they are much more likely to wait for
the managers of the local retirement home to ask that an arts
and crafts program be set up for the residents.

Since the directors operate under their own rules, their
programs differ. Some are designed primarily for the business
community, with training courses for employees a feature.
Others are more likely to be cultural and educative activities
not otherwise readily available to the citizenry. According to
the rationale behind the latter approach, it is appropriate for
colleges in suburban and rural areas to bring in theater and
dance troupes, but it might not be appropriate for metropolitan
institutions to undertake this function. It would be inappropriate
for a college located near one of the great museums of the world
to offer slide shows on impressionist art where such services are
available at a reasonable fee for the people whom the college
typically serves. Nor would the community service division of
a college located in a city that enjoys an extensive network of
parks and a vigorous parks and recreation department offer
recreational softball, picnicking, or horsehoe pitching. However,
opportunism prevails more often than rationalism.
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Liberal Arts Offerings

Although the liberal arts rarely have been a central feature
of community services, there is reason for optimism. For one
thing, in an era of reduced budgets, funds for liberal arts-related
programs have becomc easier to obtain as the National Endow-
ment for the Humanities and severa: private philanthropic foun-
dations have turned their attention to the community colleges.
For another, the budget reductions have caused closer scrutiny
of all types of college offerings, credit and noncredit. The liberal
arts thrive in such a climate, because they can be readily de-
fended as essential both to the collegiate character of the institu-
tion and to the well-being of the broader community. (Of course,
this conception of the liberal arts centers on those experiences
that seek to make people reflective and responsible, to connect
them with their heritage and with the world around them; it
does not include the ill-starred basket weaving and belly danc-
ing that are occasionally and mistakenly forced into the rubric.)

But the connections between the liberal arts and com-
munity services still are tenuous. Some data gathered in a 1982
survey of community service directors in 139 colleges across the
nation point to the achievements and to the problems (Brawer,
1984). The directors were asked about their offerings in arts
and humanities, whether they had expanded in the preceding
five years, which community agencies were involved in plan-
ning or presenting those activities, how the activities were funded,
and whether the regular instructors took part. The findings:
Over the five years prior to 1982, the number of arts and human-
ities activities offered through community services increased in
more than one-half of the colleges, remained the same at about
one-third of them, and decreased at only 13 percent of them.
In nearly all cases where arts and humanities were presented
through community service divisions, members of musical
groups, art councils, libraries, local radio or television stations,
civic organizations, or senior citizens’ centers participated in
planning or presentation. The humanities instructors at the col-
leges were involved in planning or performing in about one-
third of *he activities. This involvement may have consisted only
of pro forma approval of a planned presentation, one reason
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why liberal arts community service offerings are rarely integrated
with the credit courses.

The community service directors were definitely in charge
of their offerings. In nearly three out of five colleges, the direc-
tors had full authority to plan and present humanities- and arts-
related activities to the community. The dean of instruction was

‘involved in the approval process in around three out of eight
colleges; in 13 percent of the institutions, the approval had to
be gained from a collegewide committee.

Arts- and humanities-related activities in the 139 colleges
were supported by a combination of college funds (63 percent),
participant fees (24 percent), and external grants (13 percent).
The proportion of support for the activities from college funds
ranged from 76 percent for presentations highlighting a particular
ethnic group down to 43 percent for community-based forums
on humanities-related issues. This latter set of activities was most
likely to receive external grants; 27 percent of the funding for
the forums was received from the outside, usually from the Na-
tional Endowment for the Humanities. Participant fees were
most likely to support tours of local cultural facilities (42 percent)
and theatrical productions (31 percent). The types of activities
and presentations ranged from concerts, recitals, and other
musical events, offered in 30 percent of the colleges, to historical
or period celebrations, offered in 41 percent (see Table 7).

Other studies have confirmed these characteristics of the
programs. An analysis of the humanities in community service
programs in Southern California community colleges revealed
not only their scope but also the way that they are introduced
and maintained. Fay (1982) found the humanities represented
in cultural programs, avocational classes, arts and crafts ac-
tivities, films, lectures, activities involving the performing arts,
and travel packages with emphasis on visiting sites of cultural
and historical interest. She found the community service direc-
tors to be acting as deans with authority over the programs.
They tended to be influenced more by what was being offered
by colleges in neighboring districts than by initiatives coming
from their own communities. Their community influence came
from informal contacts; they rarely conducted needs assessment
studies. Some of them had advisory committees, but these com-
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Table 7. Liberal Arts-Related Activities Offered
on or off Campus in 1981-82 (139 Colleges).

Percentage of Total Cost
Percentage Average of Event Funded by: .
of Colleges  Number of :
Offering Activities Parti- College  External '
Activity Per Year  cipants®  Funds®  Grants®

Concerts, recitals,
other musical

events 90% 11 18% 70% 10%
Art exhibits 85 5 15 71 8
Lectures, seminars 82 7 16 64 16
Theatrical

productions 77 3 31 63 5
Film series 65 4 18 65 16

Activities high-

lighting a particular

cthnic group (for

example, Black

Culture Week,

Asian Cultural

Week) 58 1 14 76 9

Tour of local cul-

tural facilities (for

example,

architectural or

historical sites) 56 3 42 55 3

Cominunity-based
forums on
humanines-related

issues 16 1 22 43 27
Historical celebra-

tions (for example,

Renaissance Fair.

County Centennial) 41 1 26 58 12

Other | 27 <1 —_— — —

“Fees paid by the people attending the event,
bRegularly budgeted and scheduled funds,
“Special project funds,
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mittees tended to be honorific. 7 nv main community participa-
tion seemed to be attendance at classes and events; the com-
munity voted for cultural activities with its feet.

This tendency to use atteadance as the mark of value was
justified by the fact that the community service activities were
in the main self-supporting. An offering that the community
showed up and paid for was considered a good one. The educa-
tive value of the offering was rarely considered; the programs
depended more on marketing and responding to clients who
could and would pay for their attendance. Only four of the eight
institutions that Fay studied had humanities forums, but all of
them were involved in presenting fine arts performances and
trips or excursions. In one college, the program emphasis was
almost exclusively on concerts, dance programs, travel films,
and attendant lectures; in another, it was on travel and travel
films. Fay’s classification scheme revealed that among all the
community service classes offered, the liberal arts accounted for
about 70 percent of the total if the definition included personal
enrichment, problem solving, and arts and crafts activities. The
latter finding confirmed the conclusion reached by Ka: velis
(1978) in his study of community services in California com-
munity colleges.

Prior studies of twenty colleges in fourteen states had
yielded similar information (Center for the Study of Community
Colleges, 1978). The pervasiveness and types of offerings ranged
from no programs in most of the private colleges to an open
campus for community education at one large comprehensive
college. Most colleges combined the continuing education and
community service functions and offered both credit and non-
credit courses, speakers, and special programs and events on
campus in the evenings and in outreach centers. One such pro-
gram claimed to serve over 60,000 people in a single year by
offering free activities. Estimates on the percentage of total of-
ferings in the humanities were never higher than 20 percent,
and most were around 5 percent. Several directors noted that
humanities-related courses were most frequently requested by
senior citizens.

Does community service stimulate interest in other col-
lege offerings? Of the several pecple on each campus who were
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asked whether subsequent enrollments in credit courses increased,
the commu.ity service directors were most likely to believe that
they did. Some directors and counselors suggested that adults
sometimes ‘‘tested the water’’ by returning to school through
ungraded classes. On the other hand, deans of instruction and
department chairpersons were less likely to believe that the
presentations stimulated their enrollments. Few special efforts
to increase liberal arts offerings were mentioned, and although
several colleges sponsored cultural events series such as art
shows, musical performances, and plays, either through com-
munity services or through student activities, there was prac-
tically no relationship between them and the credit-course
program.

Connecting the Services

Although the enrollment-stimulating effect of community
service offerings is arguable, there is a distinct problem in con-
necting community services with the academic credit program.
This centers on the practicalities of bringing the regular faculty
into active participation. The results of several large-scale surveys
of faculty members illustrate the point. In a survey of 1,493 in-
structors of the humanities in two-year colleges nationwide, the
group revealed their concern for community services at the same
time that they indicated their own lack of involvement with it
(Cohen and Brawer, 1977). One question asked the faculty to
indicate their level of agreement or disagreement with a number
of statements about comraunity colleges and about their own
work. The statement *‘This college should be actively engaged
in community services’’ drew more than 90 percent agreement,
higher than that for all but two of the other statements in the
entire list of thirty-four. Yet in that same survey, when asked
how many hours they had devoted to various activities on their
most recent working day, these same instructors indicated that
they spent less time in community services than in any other
activity except professional association work or their own
graduate education; eight other activities occupied more of their
time. Nor were they particularly interested in spending .nore
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of their own time in community services. When asked, if they
had free choice in the matter, how much time they would give
to a variety of activities, 31 percent of them said that they would
give ‘‘more than now’’ to community service. The only choices
to receive a lower percentage were administrative activities, pro-
fessional association work, classroom work, and reading stu-
dent papers.

A survey of humanities instructors in the Washington
community colleges yielded comparable information. There, the
instructors seemed to be involved with extracurricular activities
in the humanities, but it appeared that they were doing so on
their own. Whereas 43 percent said that in the past two years
they had ““developed and/or presented an extracurricular of-
fering in the humanities (forum, exhibition, lecture),” only 15
percent said that they had ‘‘met with community leaders to see
how the college could enrich the cultural life of the town.’’
Similarly, few of them felt that the humanities programs at their
colleges could be bolstered by ‘‘working more closely with the
continuing education/community service division to present
humanities offerings’’ or by *‘offering humanities through forms
other than course-related presentations (lectures, exhibits, col-
loquia).”” The instructors were inclined to think that ‘‘com-
murity service activities in the humanities tend to increase enroll-
ment in humanities credit courses’’ and ‘‘an effective way of
increasing bumanities participation in the community would be
to offer more community services (for example, plays, museum
events, lectures, films).”’ But they placed ‘‘engaging in humani-
ties-related community service activities’’ last on their list of
ways of enhancing the humanities at their colleges.

The weakest link in connecting the liberal arts with the
community is mutual desire to do so on the part of both com-
munity service directors and the faculty. Cooperation between
faculty and community service directors has been effected on
a few campuses, but in the vast majority of institutions, the two
rarely meet. Where the community service directors do establish
liberal arts-related programs, they tend to involve lay people
on an ad hoc basis. Where the faculty arrange to offer lecture
or film series, meetings, and forums, they tend to do so through
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the colleges’ instructional divisions. Getting the two together
seems a reasonable goal, and it is certainly feasible; the wonder
is that it is not done more often. One or the other side must
take the initiative. An error typically made by community ser-
vice directors is relying exclusively on outsiders to conduct their
liberal arts-related programs. This serves only to build resent-
ment among the regular faculty, who feel that they are not con-
sulted regarding program content, or involved in program
presentation.

The problem is not one of funding. Costs in liberal arts-
related community service presentations are typically modest.
Special equipment or facilities are rarely needed, and for modest
sums the faculty can usually be enticed to participate in plan-
ning a presentation. Many of them are concerned about enroll-
ments in their own courses, and it takes little to convince them
that a well-designed and -publicized community service program
centered on the liberal arts can serve as an aid to student re-
cruitment.

The faculty are not the only group influencing college
offerings. Because community service is not prominent among
faculty concerns, the community service director has a free hand,
and programs in that area will reflect the director’s tendencies.
Curriculum in continuing education moves closer to faculty over-
sight, because, even though the courses do not carry gradua-
tion credit, the faculty usually retain teaching rights. The credit
classes in both liberal arts and occupational education are totally
within the purview of the faculty; hence, it is there that the faculty
influence is most pronounced.

Institutional funding follows a similar channel. Commun-
ity service is least likely to attract state monies and, accordingly,
least likely to be a concern of accrediting agencies, state boards,
or state administrative departments. Continuing education
derives some funding, although usually at a lower rate, and thus
receives some scrutiny. Occupational certificate programs are
next in the order of external reimbursement. The regular faculty
may be involved in them, but they usually include also a cohort
of part-timers and have firm links with employer groups and
trade unions in the area. The : surses that carry graduation and
transfer credit are the ones that are totally under faculty domina-

74




SR SRR AR 0 A, 1 & T T R T T\ e R T O e s ST TR Y R TR
L ) : "

Embedding the Liberal Arts in Noncredit Programs 55

tion, with rules of behavior, teaching rights, class size, and
related curricular influences most carefully watched by the
faculty.

This pattern from lowest to highest level of extramural
funding, matched by the pattern of lowest to highest faculty
domination, poses a dilemma for institutional managers. It is
within the interest of the administrators to have courses and pro-
grams move along the continuum in the direction of credit for
which full cost reimbursement may be received. But increased
external funding brings with it an increased measure of faculty
control over the curriculum.

The continuum from participant-supported community
service to fully reimbursed credit classes matches also a con-
tinuum of prestige. The courses that carry transfer credit carry
the highest prestige within and outside the institution. The liberal
arts were the main occupants of that high-prestige domain before
the occupational programs became prominent. The hierarchy
of prestige is now in transition, with the liberal arts falling lower
as ever more students from occupational programs transfer to
senior institutions.

The Liberal Arts in Continuing Education

Programs of continuing education are in the middle
ground between community service and academic credit. The
liberal arts have been maintained reasonably well in continu-
ing educati~r because of popular interest in self-help and job
upgrading th.. demands attention to concepts stemming from
psychology, communications, language, and political science.
Several institutions have developed special programs in con-
tinuing education for adults that carry sizable portions of the
liberal arts within them, and open-circuit television courses of-
fered by many districts often_include liberal arts classes. As
elements in continuing education, they fall under state rules and
must be approved for funding. This means that course outlines
must be prepared and students must take tests or show other
evidence of learning. Some of the more popular televised courses
in the liberal arts have been in history and interdisciplinary
hurnanities.
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A useful linkage could be made between the noncredit
presentations in the liberal arts and the regular academic pro-
gram. The continuing education directors might be encouraged
to give first priority to the regular faculty in selecting statf.
Faculty could be encouraged to prepare courses and presenta-
tions to be offered through the community service divisions.

" Necessary budget links could be forged by the administrators.
But the few attempts that have been made to divert a portion
of every instructor’s work load to community services have met
mixed success, because they have asked instructors to split tasks,
loyalties, and schedules and to think differcntly about curriculum
construction. The concept is unpopular also because of the
greater costs associated with assigning regular faculty to an area
that has depended traditionally on volunteer and hourly rate
personnel.

Where such mergers have been attempted, some notable
successes have resulted. The College of DuPage (Illinois) in-
volved instructors in art, history, philosophy, religion, and social
values in presenting a series of film forums and discussion groups
in several off-campus locations (Peterson, 1973). The program
was funded by the National Endowment for the Humanities;
the program operators estimated that it would have cost about
$70 to $80 per session if the college had had to support it itself.
On the basis of attendance, they felt that fees of from $2 to $5
per person per six-session unit would cover those costs. This
estimate was based on 1975 dollars, but even today the costs
would still be relatively modest. Most important, the regular
faculty would be involved in doing what they liked for overload
pay, and the community would be connected with the college’s
humanities program.

The St. Louis district has had a very well-organized,
highly integrated adult program in the liberal arts, offering an
associate degree in liberal arts studies designed particularly for
working adults, who attend one night a week plus Saturdays.
The program was based on a sequence of courses taught by the
regular faculty. It was so successful that it now operates on all
three campuses, each with a liberal arts coordinator. Upon com-
pleting this program, students receive the associate of arts in
liberal arts study degree.

[
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The American Association of Community and Junior Col-
leges sponsored a program in which eleven colleges designed
and conducted community forums in the liberal arts. This series
was based on articles and supplementary materials prepared by
distinguished humanists for courses by newspaper, readings car-
ried by local newspapers with attendant test questions to be sent
in for review by college instructors. The Community Forum
Demonstration Program added the additional dimension of us-
ing lectures, panels, debates, dramatizations, films, or radio
broadcasts to provide information for open discussion. The
humanities instructors were involved in all aspects of the pro-
gram, serving on advisory committees and as resource people,
speakers, moderators, discussion leaders, and compilers of
materials.

Another liberal arts-based program that bridges com-
munity and college was designed in Kishwaukee College in II-
linois (Gober and Wiseman, 1979). Community leaders fiom
three rural areas sought the college’s assistance in developing
educational, recreational, and cultural programs. The college
staff arranged for funding through the Illinois Community Col-
lege Board, a philanthropic foundation, and a university branch.
Together, the group arranged for drama productions, dance
lessons, state park tours, astronomical observations, and crafts.
This program, which involved over 4,000 participants annually,
affords an example of what can be done when a coordinator with
imagination and knowledge of fu..ding sources gets involved.

Miami-Dade Community College reaches out for junior
high and high school students through an arts program. The
students participate in after-school and weekend dance, art, and
music activities. The college also sponsors a social science visiting
speakers’ group, bringing in social psychologists and political
scientists to discuss controversial issues with the public. Since
1984, the Downtown Campus of Miami-Dade has sponsored
an annual extraordinarily successtul book fair. With support
from the public library system and funds contributed by city
and county governments and corporate donors, the college of-
fers the fair as a public service. College staff, local bookstore
owners, and community volunteers organize and promote the
events, which include street performers, autograph parties, book
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58 The Collegiate Function of Community Colleges
stalls, and lectures by notable authors, all open free to the public :
during the course of a week. Over 100,000 people attend each

year.

Summarv and Prognosis

These few examples of liberal arts-related community ser-
vice and continuing education efforts include some organized
exclusively by program directors and others where administra-
tors, faculty, or community groups have taken the initiative.
Regardless of the pattern, some person or group must act. In
the majority of colleges, such actors are scarce. More often, the
community service directors take the easier path of imitating
activities in other colleges or of waiting for the college presi-
dent or a concerned citizen to suggest ventures. As one direc-
tor noted in an interview, ‘*We don’t consciously sa_ ~e want
to offer liberal arts course;. We go by the needs expressed by
the community or an instructor bringing in an outline.”

Similarly, few instructors take responsibility for coor-
dinating community-based programs. Most prefer that someone
else solicit funds and permissions, advertise the events, and ar-
range for date, time, and space, they themselves then giving
the lecture, demonstration, reading, or recital. Coordinating
an entire program lies outside their role definition. And only
in the rarest instances do students organize community-related
efforts on their own.

In some cnileges, concerned staff members have mitigated
these problems by forming advisory committees composed of
interested lay people, instructors, and administrators. The use
of advisory committees in connecting community college occupa-
tional programs to their constituent groups has a lengthy history.
More recent is the realization that such committees could also
be used in strengthening and promoting the liberal arts. In the
past few years, such committees have been formed in around
15 percent of the colleges nationwide (if community arts coun-
cils are included in the definition). This involves the college staff
in obtaining preliminary informal approval from their admin-
istration, designing the comnmittee’s working procedures, gaining
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formal approval from the board of trustees, generating support
for the committee from among the faculty at large, selecting the
committee, and convening the group. Where the formation of
such committees has been done successfully, the members have
been chosen from among influential community people who have
been willing to support the colleges’ liberal arts programs and
to offer a direct connection to the community. In many of these
efforts, the faculty have circumvented the community service
director and gone directly to the lay citizenry as a way of gain-
ing the needed community connection. The most successful ef-
forts have been led by faculty members who have experience
with the politics of their institutions and who have the tenacity
to follow their ideas to a conclusion (see, for example, Berger,
1982).

In sum, in all cases where the community served by the
college does not enjoy a surfeit of liberal arts offerings, and that
applies probably to every district, the concerned community ser-
vice directors could strengthen that aspect of their programs by
involving the faculty and assisting in creating lay advisory com-
mittees to the liberal arts program on campus. The understand-
ing and application of liberal arts concepts are essential for
enhancing community cohesion through shared values. If this
is not done by our institutions of higher education, then who
shall do it? Unfortunately, in most communities, the ground
has been surrendered to other groups without a struggle.

The historical function of higher education is a graded
school for the young and a stepping-stone to the professions.
Institutional funding and public perception rest on those two
foundations. Hence, community service would have a low pri-
ority in the best of times. The idea of lifelong learning has not
fully run its course, but there has been a retreat from it. In 1978,
passage of the ballot measure known as Proposition 13, which
cut property taxes in California, reduced the amount of local
tax funds available to that state’s community colleges for the
support of community services. In 1986, the California Master
Plan commission issued a report indicating a hierarchy of pri-
orities for the colleges, with transfer and vocational education
as primary functions and remedial education an important sec-
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ondary function; noncredit adult education and fee-based com-
munity services were considered ‘‘authorized’’ functions. Similar
moves to restrict the colleges’ offerings in continuing education
were made in other states, occasioned by opposition to the use
of public funds to support students who attend college without
definitive goals. The colleges were to be brought back into the
mainstream of graded education, offering freshman and sopho-
more studies, education leading people to gain better jobs, and
remedial work that would correct the deficiencies of the lower
schools whose students graduated without learning basic reading,
writing, and arithmetic. All else was to be put on a self-support-
ing basis; the colleges could offer it, but the participants them-
selves had to pay the cost.

Ideally, providing liberal arts education for the community
would give the colleges a more direct role in enhancing public
awareness of societal issues. But this is not likely to happen.
Prime among the reasons is that higher education’s role as social
critic fell into disrepute because of the excesses of the 1960s cam-
pus activities against the Vietnam War and the corporate state
and in favor of civil rights for minorities. Although the com-
munity colleges were decidedly less involved in those activities,
by the 1980s, most collegiate institutions had withdrawn from
the field of direct social involvement. The justification for this
withdrawal is that attempting to educate the public on social
issues is a dangerous, potentially divisive activity. It might be
a useful function if people used the ballot box, town meetings,
and the legislative process as their major channels for redress-
ing grievances. But the tendency is more for them to band
together in voluntary associations and to use the courts. The
community colleges have never become involved in assisting peo-
ple to form associations that would deal with one or another
social problem. That avenue of community service is completely
alien to their traditions.

For the community college to attempt to open dialogue
on rent control, nuclear weaponry, toxic waste disposal, fetal
rights, or any of a score of other social issues would tend away
from its self-ordained role as guardian of the status quo. The
liberal arts may make inroads in community service areas, but
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they will not be along the dimension of concern for societal issues;
they will be toward offering courses that satisfy individual in-
terests and presentations that attempt to elevate a cultural tone.
‘If the faculty were more inclined to participate in non-
credit presentations, a greater emphasis on liberal arts concepts
in community service programs would probably result. The
faculty teaching the humanities, arts, sciences, and social sciences
represent a constant, an institutional memory of the liberal arts.
They could connect programs for the community with degree-
credit classes, to the benefit of both. The reasons why they tend
not to be so invoived are detailed in Chapter Four, along with
commentary on other dimensions of faculty functioning.
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Faculty Roles in
Shaping the Curriculum

The faculty are the arbiters of the collegiate curriculum. The
universities and state agencies change requirements, the students
seek out or avoid certain programs, but the faculty transmit the
concepts and ideas. They decide on course content and level,
select the textbooks, determine classroom activity patterns, write
and mark the examinations, and, in general, structure the con-
ditions of learning. No aspect of the curriculum can be under-
stood without considering the faculty.

Many characteristics of the faculty affect their work.
The instructors’ age relates to their concern for their students.
Their level of graduate school preparation is related to their
depth of interest in an acadc.nic discipline. The length of time
that the instructors have spent in a single college is associated
with their power to control the curriculum. The level of pro-
fessionalization of the faculty as a whole affects the way they
transmit the liberal arts. from the class size they prefer to their
political activities on behalf of the curricula they espouse. In
this chapter, we review faculty demographics, attitudes, ac-
tivities, and level of professionalization as they affect the col-
legiate function.
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Demographic Factors

Age and Experence. Except for an increase in age and length
of teaching experience, the demographics of the faculty teaching
in community colleges have been notably consistent in recent
years. Several surveys conducted by the Center for the Study
of Community Colleges (CSCC) between 1975 and 1984 reveal
the patterns. Data irom some of these surveys are reported here
(the 1979 survey was limited to Washington; all others were ap-
plied to nationwide samples). Table 8 shows the number of

Table 8. Numbers of Faculty and Colleges
Susrveyed in CSCC Instructor Surveys.

Faculty Number of Number of
Year Group Colleges Respondents
T Humanities 156 1,493
1977 Humanities 178 860
1978 Science, 175 1,275
social science
1979 Hurnanities 27 1,160
1983 Humanities 159 1,467
1983 Liberal arts 38 403
1984 Humanities, 24 347

social science,
professional
(for example,
nursing)

colleges surveyed and the number ot faculty responding. Samples
of both full-time and part-time instructors were drawn by samn-
pling every Nth section from the college’s class schedule and
addressing the survey form to the instructor of that class. This
method of sampling yiclds data that represent the faculty in terias
of rroportionate numbe: of classes taught, not by head count;
therefore, the sample is biased in favor of the full-time instruc-
tors. Response rates ranged from 79 to 84 percent of the de-
liverable surveys.
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Although full-time instructors account for fewer than half
the faculty by head count, three-fourths of the class sections are
taught by the full-timers. Their typical teaching load is between
twelve and sixteen hours per week. Their modal age is in the
mid forties. The CSCC 1975 survey had shown a mean age in
the high thirties, but “ew new young instructors were employed
during the ensuing decade; hence, the mean age and tenure of
the existing staff increased in the 1980s (see Table 9). The shift
in length of experience over the same period reflects the advanc-
ing age (see Table 10).

Table 9. Age of Humanities Faculty.

1975 1983
Age (N =1,493) (N =1,467)

25 and under 1% 1%
26~30 M 3
31-35 20 11
36-40 16 21
41-45 13 19
46-50 14 14
51-55 10 13
56-60 8 8
61 and older 6 11

Table 1U. Length of Time Humanities
Faculty Have Taught at Present Institution

1975 1983
Year (N =1,193) (N =1467)
Less than one year 0% 7%
1-2 years 14 6
3-4 years 17 8

5-10 years 42 25
11-20 vears 1h 48

Over 20 vears 2 6

m
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Surveys administered in individual college districts cor-
roborate the findings of the nationwide surveys (see Table 11).
The greatest variability in the demographic figures for the faculty
teaching collegiate courses shows up in age. This is especially
so in the case of colleges that have had static enrollments for
a number of years. For example, in the Los Angeles Community
College District in 1983, 20 percent of the faculty were sixty-
one years of age or older, as compared with a nationwide average
of around 10 percent. This advance in age and the corollary

Table 11. Faculty Age in Six Districts, 1983.

Chi- Los Mari-  Miami- St.
Total cago Dallas  Angeles  copa Dade Louis
0-30 years 3% 1% 1% 2% 0% 8% 7%
31-40 years 25 13 40 19 24 32 34
41-50 years 37 42 37 37 44 42 35
51-60 years 23 31 13 28 26 14 10
61 years + 12 14 3 20 7 5 14

increase in years of experience in a college have several implica-
tions for the collegiate connection. The survey reported in detail
in The Two- Year College Instructor Today (Cohen and Brawer, 1977)
revealed that the younger instructors had a greater concern for
students, defined as spending more time in interaction with
stur'ents outside class and being more conscious of qualities that
they would want their students to gain. Instructors who were
high in this constvuct gencrally tended to be involved practi-
tioners who were also high in functional potential, a trait measur-
ing self-integration. The older instructors tended more to be
involved with the managerial aspects of their work: committee
service, community relations, professional association activities,
research on teaching, and similar extraclassroom responsibilities.

T'his suggests that the older faculty group may be in bet-
ter position to promote policies that affect student transfer and
to ensure that the liberal arts retain a prominent place in the
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curriculum. They may be able to influence other college staff
members to join in organizing transfer-related activities, modi-
fying curriculum and course entry requirements to maximize
student success, and maintaining liberal arts graduation re-
quirements. The instructors with the longest period of service,
naturally a correlate of age, seem most likely to be involved in
these essential components of the collegiate connection.

Other Factors. Approximately three-fourths of the collegiate
instructors hold the master’s degree as their highest degree, and
around one-fourth hold the doctorate. Some change has occur-
red in these figures; as the influx of new instructors without doc-
toral degrees tapered off in the 1970s, the percentage of staff
with the degree increased. The reason is that sizable numbers
of faculty tend to earn the degree after they have been hired:
in 1975, one-fourth of the instructors were working on a higher
degree, a figure that had dropped to 18 percent by 1983.

Demographic variability shows up when faculty in private
and public institutions are compared, with the private colleges
having a higher percentage of female instructors. Overall,
women are still more likely to be part-time instructors and less
likely tc hold the doctorate. Exactly two-thirds of the faculty
are men. Fewer than 10 percent are members of ethnic minori-
ties. The consistency of these ratios over the past decade sug-
gests that affirmative action has been more form than substance.
Perhaps if more new faculty had been employed during the
period, the figures would have shifted.

"The data on sex and ethnicity are useful for rounding off
a general picture of the faculty, but they do 1ot seem to be related
to the way the instructors approach their work. Male and female
instructors appear to be equally involved with their teaching
and professional activities; that which propels them to be more
or less « neerned for curriculum or student flow is not directly
gender related. Similarly, ethuicity is not important in deter-
mining the instructor’s relationship to the collegiate function,
although there might be an indirect association with student
transfer in the form of role modeling.
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Data on degrees do relate to prof:ssional functioning. The
instructors seeking the doctorate are more concerned than others
with research, a natural consequence of their association with
a graduate school. Those who have the doctorate are more likely
to be active members of professional associations and to read
and to write for professional journals. They are slightly less con-
cerned about their students, somewhat more involved in ad-
ministrative activities. However, on such key components as
concern for the liberal arts curriculum or for the number of
students transferring, they arz not different from the non-degtee
holders. See Table 12 for a summary of faculty demographic
patterns.

Table 12. Faculty Demographics.

1975 1983 1943
Humanitier Humanities Liberal Arts
(N=1.403)  (NV=1,467) (N =403)

Ethnicity

Black 3% 4% 6%

Hispanic 2 5 6

Asian { l 2

White/Anglo 91 87 85
Sex

Male 67 68 64

Female 33 32 31
Highest degree

Master's 73 73 71

Do torate 16 23 27

Working toward
doctoral degree 24 18 1t

Professionalization

When we began our studies of the collegiate function n
community colleges in 1974, we considered the faculty as a pro-
fessional group and attempted to trace their level of profes-
sionalization. A profession is an occupational group that has
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taken on certain characteristics, including controlling entry to
the group, a long period of training before a person may be
allowed to enter, peer judgment or self-policing, ministering to
a client population, possession of a body of specialized knowledge
not readily available to lav persons, formal organization, and
a code of ethics. An occupational group is not simply either pro-
fessional or nonprofessional; there is a continuum of profes-
sionalization, and a group’s position on that continuum is
measured by the extent to which it exhibits those characteristics.

With only a few exceptions, further studies have confirmed
many of the characteristics of the faculty that we found in our
first survey, done in 1975. No change has occurred in the fac-
ulty’s tendencies to control entry to their ranks. Certification
requirements set at the state level with only minor modifica-
tion in local college districts, typically include a master’s degree
in an academic subject area and, in some cases, a stint as a
teaching intern. Although statewide faculty associations make
input to these policies, with only subtle variations they are con-
stant and consistent between states. The only control by the local
faculty is exercised by *’ articipating in the selection pro-
cess; in most institutio. ., a :aculty committee is involved in the
prescreening and interviewing of candidates for vacancies. In
the case of a part-time instructor employed without expectation
of continuing employment, the process may be exceedingly
casual, with a department chair taking major responsibility for
the decision. Appointments to a full-time posinion may be ini-
tiated by a committee, but final approval usually goes through
administrator ranks to a governing board.

The long period of training prior to entry is, if anything,
getting longer. The master’, degree may be the minimum re-
quirement, but increasing numbers of instructors are obtain-
ing doctoral degrees prior to employment or soon thereafter.
As shown in Table 12, 16 percent of all instructors teaching
courses in the humanities in 1975 held doctorates. By 1983, that
percentage had increased to 23 and, among instructors in all
the liberal arts, to 27. At the saine time, the number of instruc-
tors working toward doctoral degrees decreased from 24 per-
cent to 18 percent. The ratio ot people holding the doctorate
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will probably increase slightly over the next several years until
the teacher shortage anticipated for the 1990s brings in a sizable
cohort of new instructors without the highest degrees. At that
time, the ratio will stabilize at between 28 and 30 percent and
remain at that or a slightly lower level until after the end of the
century.

The faculty as a group exhibit a modest form of self-
policing. They have been successful in warding off most attempts
made by legislators, governing board members, and administra-
tors to make judgments about who should be dismissed. And
even though the ultimate power for employing and retaining
instructors remains with the governing board, the faculty associa-
tions typically protect their members. The faculty have not
developed succinct, reliable, readily understood guidelines for
peer review, and it is unlikely that they will do so. Most sets
of evaluation procedures rall for faculty review committees to
consult with the instructors under review and to make every
effort to assist the instructors to better their performance within
and outside the classroom, according to vague standards of pro-
fessional conduct.

Cases where a faculty committee has recommended that
a member of the staff be dismissed are indeed rare. That is not
surprising; a professional group tends to protect its members.
The faculty should and, in most instances, do assist all their
members in attaining a level of practice in accordance with the
highest standards of the group. But faculty have not developed
codes pertaining to their primary function, that of causing stu-
dent learning. Therefore, as a group, they have no basis for
recommending dismissal short of extremely aberrant personal
behavior. Unless the group as a whole has distinct guidelines
for professional practice, including a vision of the expected out-
comes of instruction, any other peer review would probably take
the form of periodic witch-hunts.

The research univers.'ies do not reward undergraduate
teaching; the community colleges do not reward disciplinary
research. The ascendancy of the academic disciplines led to a
set of standards w: universities that precluded giving much
reward for classroom teaching. The model of independent schol-
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arship remains as strong as it ever was. The community col-
leges do not reward academic research, but neither do they find
it easy to recognize and reward teaching. The faculty promo-
tion systems rest securely on the ex. nt of formal preparation
and years in service. ‘‘Good teaching’’ may be given an occa-
sional nod, by it is given about as much emphasis as it is in
the universities.

The faculty do minister to clients. By definition, instruc-
tors teach, work with students individually and in groups, pre-
pare instructional materials, make decisions on curricular modi-
fications, and judge their clients’ progress through the use of
periodic measures of student learning. This is the foundation
of their professional life, the element that brings them the most
satisfaction, that by which they define themselves.

To most instructors, the dynamics of the classroom are
the essence of their work. They value their interaction with
students and scorn the reproducible media that remove them
from direct association. But the idea of a student-centered in-
stitution creates stress. It blurs the faculty role as subject specia-
lists and induces a sense of personal responsibility for matters
beyond their control. Some students expect their instructors to
act as therapists, and that imposes additional demands on the
instructors’ time and attention. The instructors are supposed
to be accessible to students, who often feel that they can wander
in to «alk at any time. But the faculty may despair of the com-
muting students who do not take time to visit. The full-time
instructors who see 100 to 200 different students in class each
week have little time for informai interaction with them. Yet,
when asked specifically about their students, faculty members
usually give high marks both to their students’ enthusiasm for
learning and to their own relations with the students. If they
could have *‘free choice in the matter,’” half would give more
time to student interaction outside class tha.. .he one hour or
less per day typically accounted for by that activity.

Much faculty disaffection results trom their lack of con-
trol over the types of clients they serve. Seidman (1985) inter-
viewed seventy-six instructors and counselors in colleges on the
two coasts and noted the despair of faculty members who saw
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the community college as a partner in the welfare, parole, and
mental health services of the state. They resented the fact that
their colleges were viewed as just another of those agencies, with
prison and welfare clients being dumped into the colleges. Seid-
man’s interviewees also deplored the quality of their students’
preparation levels and intellectual abilities. Students who were
poor readers and writers were those least asked to read and write
and were able to skirt those courses that made reading and
writing demands on them. The faculty were frustrated by mar-
ginal students who were uncomfortable with and tended to avoid
the arts yet who were not disqualified from collegiate studies
by virtue of their lack of ability.

Overall, both the CSCC surveys and Seidman identified
a pattern of professional loneliness. The faculty feel power-
less to change the conditions of their work, a finding similar
to that reported as long ago as 1967 vy Garrison, who com-
mented on faculty dismay at their inability to set standards
for the types of students entering their classes and at the time
it took to reach the large numbers with whom they were faced
(Garrison, 1967).

Of course, there are individual exceptions, instructors who
come alive in the face of large audiences. And in some colleges,
small groups of instructors have banded together to differen-
tiate thei* :sponsibilities, thus changing the pattern of their ac-
tivities. In the 1970s, the staff of the humanities division at
Valencia Community College (Florida) coalesced around a
chairperson and began working together as an instructionally
and politically active unit. They wrote many of wneir own texts.
They coordinated an interdisciplinary program that included
mathematics, sciences, social sciences, and humanities. They
were involved in student recruiting and in student placement.
They were so effective on the college’s curriculum committee
that 2 humanities course became part of every occupational cer-
tificate program’s requirements. As a more recent cxample, in
the San Diego district in 1983, the faculty obtained funds from
the board of ti ustees to begin **Project Success,’ a districtwide,
faculty-initiated and -managed program to impose standards
for curricular entry and exit.
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Do the faculty have a body of specialized knowledge not
readily available to lay persons? They are knowledgeable about
their academic field; the faculty teaching the liberal arts usually
have earned at least a master’s degree in the subjects they teach.
Some remain current in their field; others do not. Three-fourths
indicate that they occasionally attend conferences or symposiums
related to their teaching. Around one-third have written articles
for publication; around one-fifth have authored or coauthored
a published book. One-fourth of the faculty have applied for
grants to study problems in their field or related to their teaching.
More than half are members of disciplinary associations, such
as the American Sociological Association; fewer than half at-
tend the meetings; around 15 percent present papers. Three-
fourths read discipline-related journals; three-eighths read jour-
nals in professional education.

The type of specialized knowledge that these figures sug-
gest is certainly not possessed by lay persons. Compared with
faculty in senior institutions, the figures are low; compared with
faculty in secondary schools, they are high. A more useful mode
of comparison is to review the community college group’s pro-
gress over ume. Here, the percentage of instructors publishing
papers and rec.n ne grants shows marked increase between 1975
and 1983. Much >f the increase is due to the National Endow-
ment for the Humanities’ expanding the availability of grants
for community college staff members. It suggests that when op-
portunities are there, the faculty will take advantage of them.
These and other aspects of the faculty role are reported in Tables
13 and 14.

The faculty are tending more toward affiliation with pro-
fessional organizations. Laws allowing them to bargain collec-
tively have stimulated membership in state and national faculty
organizatious, including the American Federation of Teachers
and the National Education Association. More than half the
faculty belong to those groups. The contract negotiations show
marked concern for faculty welfare: salaries, fringe uenefits, and
rules governing class size and working conditions. Most of the
contracts specify the number of students that an instructor shall
meet. Even though the number of class hours taught is not

Lo
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Table 13. Professional Activities of Community College Faculty.

1975 1983 1983
Humanities Humanities Liberal Ants
Percentage Who Have: Instructors Instructors Instructors

(N=1,493) (Nu1,467)  (N=403)

Received a formal award for
outstanding teaching 21% 24% 26%

Taught courses with faculty
members outside their

department 27 37 33
Had an article published 29 35 36
Attended a conference or

symposium related to teaching 76 79 74
Authored or coauthored a book 13 20 19
Applied to an outside agency

for a grant 25 27 25

Received a grant from their
own college 4 10 10

Received a stipend fromn a
private foundation 7 13 12

Received a grant from a
federal/state agency 6 27 29

associated with faculty satisfaction, this is still one of the most
important negotiating points in collective bargaining. Instruc-
tors in one of the largest community college districts in the coun-
try are responsible for twelve weekly hours of teaching instead
of the usual fifteen hours. In exchange for this reduced load,
they have forgone sabbatical leaves, instructional development
grants, and funds for travel to conferences.

The community college faculty subscribe to the codes of
ethics held by teachers at all levels of education; they strive to
teach as best they can and hope their students leain. They ex-
hibit honesty in their teaching, espousing truth and a sense of
dispassionate inquiry. They are there to elevate their students’
level of learning. They differ primarily from their counterparts
clsewhere in their persistent quest for new ways to instruct. Faced
with a remarkable heterogeneity of student abilities. they attempt
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Table 14. Educational Preferences of Community College Faculty.

1977 1942 1983
Humanities  Humanities  Liberal Arts
Instructors Instructors Instructoers
(N=860) (N =1,467) (N =403)
More freedom to choose materials 109 9% 8%
More interaction with colleagues
or administrators 21 20 15
Less interference from colleagues
or administrators 5 4 6
Larger class (more students) 13 14 7
Smaller class 27 25 32
More reader/paraprofessional aides 12 13 21
More clerical assistance 19 17 21
More media or instructional
materials 413 39 31
Stricter prerequisites for admission
to class 22 22 35
Fewer or no prerequisites for ad-
mission to class 1 1 2
Instructor release time to develop
course and/or materials 38 38 36
Speaial assistance for under-
prepared students N/A 45 36
Professional development oppor-
tunities for instructors 36 39 31

to teach all, but they know that their success is limited. Accord-
ingly, they constantly seck new approaches. They search for new
media, reaching for a variety of stratagems so that as many of
their students as possible will achieve. But at the same tine,
they guard their isolation. They want little to do with their col-
leagues or administrators, feeling that they above all know best

how to teach the students with whom they are confronted.

The determination with which instructors cling to the
privacy of their work space was traced by Purdy (1973), who
found the faculty in one community college selecting or reject-
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ing technological or other innovations in instruction according
to the degree that they intruded on their *‘psychological and
physical work domain.”” Belief in autonomy was the basis of
the faculty subculture and of the informal organizations that
they used to protect their work space from peer or administrative
interference. Whether or not an instructor changed teaching pat-
terns depended less on the availability of funds or expert assis-
tance than it did on the degree of autonomy that had to be sur-
rendered if the innovation were adopted. The faculty’s desire
to teach well is a code of ethics. Their wanting to teach in-
dependently is a norm of behavior based on egocentrism.

To summarize the professionalization of the faculty, they
are teachers first, members of a teaching profession second. Few
of them perceive aides, readers, or assistants to be of value in
extending their influence on student learning. They use their
collective bargaining rights first for self-interest and, in successive
contract iterations, to expand their power over the curriculum.
They tend to be modestly connected with their academic field,
and the longer they stay in the colleges, the weaker that con-
nection becomes. They are concerned more with their own and
their students’ personal development than with the societal im-
plications of their efforts. They deplore their institutions’ un-
generous sabbatical leave and travel funds policies, but when
offered the choice, they may choose reduced teaching loads over
perquisites, even while demanding first refusal of overload classes
for extra pay. Above all, they view teaching as a solo perfor-
mance, guarding unstintingly their right to the closed classroom
door.

Community college instructors are relatively highly pro-
fessionalized, certainly so in comparison with secondary school
teachers, probably ! s so than university professors. The in-
structors meet many members of the lay public who attend as
adult students, and that group have much concern about their
professional integrity. Few instructors despair of their image
in the eves of the public. Few interact regularly with their
counterparts in other colleges. Most are concerned almost ex-
clusively with cheir velationship with the institutions in which
they work.
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Disciplinary Differences .

A few detailed differences in the way the instructors ap-
proach their work may be discerned by aggregating data on the
instructors teaching each of the various subjects. Differences ap-
pear in the literature about the teaching practices in the various
fields and in the data obtained from the surveys. Trends are
as follow:

® The foreign language instructors seem to prefer classes in
which all communication, explanation, reading, discussion,
and testing are done in the target language.

¢ The literature instructors have been tending away from the
chronological toward the thematic approach.

¢ Less memorization of factual information is being required
in history and philosophy.

* Geography is being taught more as a science than as a social
science, just as psychology is moving in the opposite direction.

¢ Psychology instructors are more nearly like the social science
instructors in the outcomes they desire for their students than
they are like the instructors in the other sciences. They want
their students to become acquainted with the concepts of the
discipline, and they feel that students’ recall of specific in-
formation is very important.

e New classes are frequently introduced in all fields, especially
by the faculty members with the fewest years of experience.
Specialized courses are initiated when they are not considered
competitive with those traditionally offered at the four-year
college level. Among the motivations for developing new
courses are attracting students to departments with declin-
ing enrollments, instructor interest in teaching advancea-
level courses in their subject area, and addressing the re-
medial students in math or English or the advanced students
in math, foreign language, and music.

e Many instructors skirt the time-con ing approval pro-
cess for new courses by offering tb .. w class or approach
under an old course name.

¢ The science instructors prefer integrated lecture and labora-
tory sections, with the same instructor teaching both sections.

’ [
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The proliferation of regional and ethnic studies courses in his-
tory, anthropology, sociology, child development, and reli-
gion offered in the late 1960s Fas been curtailed in favor of
integrating new course content into introductory-level classes.
Instructors are much more concerned with the textbooks used
in their course than they are with the syllabi, course objec-
tives, or texts. In some fields, they review thirty or forty
books a year for possible use in the next term’s classes.
Criteria used by instructors in text selection are as varied
as the books themselves, but some consistent standards trans-
cend disciplinary boundaries: texts that offer a sophisticated
approach to problem solving or that present information,
examples, and questions at the highest level that students
could understand are preferred. Most instructors shun texts
that offer an encyclopedic presentation of material as too
intimidating for students.

In dynamically changing fields, such as economics, astron-
omy, and physical anthropology, instructors select texts with
the most recent publication date, while teachers of skill
courses, such as speech and music theory, are often wary
of changing texts. Teachers in the social sciences, psychology,
sociology, and cultural anthropology tend to select works
that avoid sexist, racist, or ethnocentric language, selecting
instead books that incorporate cross-cultural comparisons
with non-Western societies.

The instructors especially seek instructional materials that
are appropriate for the diverse backgrounds of the students
taking their courses. They want topical coverage similar to
that in parallel courses at the four-year colleges and univer-
sities but with a less intense level or depth of treatment.
In most classes, all the students study the same material at
the same time. Outside of the learning laboratory-based
remedial sections, very few classes are self-paced.
Although instructors often rate the abilities of their students as
Iess than desirable, half the science teachers whom we sur-
veyed felt that their students could summarize at least the
major points in the clas: reading assignments, work on labora-
tory exercises by following sets of written directions, work on
problems requiring arithmetic, and understand the texts,

R



78 The Collegiate Function of Community Colleges

Other discipline-associated differences relate to the instruc-
tors’ goals for their students and their opinions of their students’
abilities. The humanities instructors want their students to learn
to think critically. They also would like to help their students
to develop esthetic appreciation and their own values and to gain
the ability to study further in the ficld, respect for tradition and
heritage, and the ability to understand self. Esthetic apprecia-
tion is held as the primary goal by music a.d art instructors,
while language and literature instructors rank first the develop-
ment of language sensitivity and skill. Instructors in anthro-
pology and history emphasize students’ understanding of their
own and other cultures, and philosophy instructors consider most
important the development of values.

The science instiuctors hold other goals for their students.
The main goals for general education science courses are for
students to understand and appreciate the interrelationships of
science and technology and to relate classroom-acquired knowl-
edge to real-world systems and problems. The main goals of
courses for science majors, on the other hand, are to apply scien-
tific principles to solve qualitative and/or quantitative problems
and to understand the discipline’s principles, concepts, and ter-
minology. As with the humanities faculty, differences in course
goals among the various disciplines are substantial.

When instructors were asked to rate their students’ abi-
lities. over half the social science faculty felt that most students
were able to adequately summarize major points in class read-
ings. express themselves when speaking, and understand reading
assignments. Fewer than 40 percent of the science faculty felt
that the majority of their students were able to study for a cot.-
centrated time period, learn independently, complete course
assignments, integrate various parts of the course, express
1 'mselves in writing (merely 17 percent), and identify biases
thut might possibly influence rescarch findings.

From a list of sixtecn items, any or all of which could be
sclected, tie overwhelming first choice (53 percent) for what
science instructors thought would make their class better was
“‘students better prepared to handle course requirements.’’
When instructors in Los Angeles were asked why women, mem-
bers of ethnic minorities, and the handicapped tended to be

o
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underrepresented in science courses, programs, and careers, one-
third reported that women lack knowledge about science careers,
and 29 percent said that women have poor mathematics back-
grounds. Over 40 percent stated that minority students have
inadequate backgrounds in the sciences, poor backgrounds in
mathematics, and limited preparation to comprehend course
material. Physical barriers were cited by one-third of the re-
spondents as deterrents for the handicapped.

But science and social science instructors also felt that
mathematical and/or statistical ability, writing papers, doing
laboratory exercises, and identifying research biases were less
important for student success than the ability to summarize
readings, the necessary time to complete course assignments,
and he ability to use arithmetic to solve problems. And although
these same science instructors felt that their students should take
time to study, do mathematics, and understand their readings,
significantly fewer instructors believed that their students could
do these tasks adequately. Generally, if an activity were con-
sidered very important by the instructors, they believed only
half their students able to do it adequately. Science instructors
tended to perceive students’ abilities as lower than did nonscience
instructors.

Attitudes toward specific job-related issues may vary
depending on the situation. During the 1970s, the decline in
humanities enrollments in community colleges distinctly affected
the way that faculty viewed their work. Increasing numbers felt
that their colleges’ humanities curriculum should be modified,
even though few were able to consider humanities instruction
through approaches other than the university parallel course for-
mat. Requiring courses for students enrolled in oceupational
programs and/or developing and implementing interdrsciplinary
courses seemed appropriate and feasible, although some instruc-
tors argued that the integrated courses cannibalized the specific
courses.

The discipline-related differences are not as pronounced
as those found among the universities” academic departinents,
and they are considerably less distinct than the differences be-
tween the liberal arts instructors as a whole and the instructors
in occupational programs. As an example, the idea of recruiting
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students from high schools in order to compensate for enroll-
ment declines seems generally unappealing to most faculty mem-
bers in the liberal arts. By self-report, only one in eight instruc-
tors had ever gone into a high school seeking students or even
talking about comparable classes with the high school teachers.
Most, in community colleges and universities alike, seem to feel
that that is outside their area of responsibility. By contrast, the
occupational program faculty typically coordinate curriculum
with secondary schools, recruit students, and often organize their
own follow-up studies to see where the students obtain jobs.

Seidman (1985) reported a split in satisfaction between
instructors in career and collegiate programs, with the latter
seeming less content. The faculty frustrations include the peck-
ing order of higher education, with the community colleges on
the lower end; the sentiment that these colleges perform the most
difficult jobs in higher education; the administratively main-
tained lines of separation between programs; a sense of profes-
sional loneliness defined by little interaction with colleagues on
intellectual matters; and the idea of the community college as
less a college than a member of a postsecondary movement.

The liberal arts faculty sometimes band together to relieve
their frustrations. At Richland College (Texas), many of them
meet regularly to discuss books and ideas. Their goal is to
develop what they call an ‘“‘intellectual community.”” In the
Maricopa district (Arizona), staff development activities are
coordinated on each campus, and travel money is readily avail-
able. Many preretirement programs, incentives, leave policies,
and quality-cortrol hiring procedures have been designed by
the campus faculty and implemented by the district. And in the
Los Angeles district, which requires 450 weekly student con-
tact hours, faculty are able to teach small classes if they can
balance their load with large classes. Funds for professional
development, sabbaticals, and student assistants are availab'e.

Effect on the Collegiate Connection

Faculty attitudes toward the collegiate connection tend
to mirror their feelings toward their work and the place of their
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Table 15. Faculty Responses to Selected
Transfer Function Attitudinal Items.

81

ltems

Faculty Responses (N = 340)

Agreement

Nutral

Disagreement

The primary function of the
community college should be to
prepare students for transter to
four-year colleges or
universitics.

First-time freshmen in comy, un-
ity colleges should be encouraged
to earn, at the very least, the
baccalaureate degree.

Franster education should be
this college’s most important
function.

Community colleges that place
too much emphasis on the
transfer program create
unrealistic expectations

for their students.

The best indicator of a com-
munity college’s effectiveness
is the proportion of its fresh-
men who go on to earn a
baccalaurcate.

Community college students
will feel a greater sense of
accomplishment if they earn a
baccalaurvate degree.

A community college that em-
phasizes transter education will
lose community support.

To strengthen the trausfer func:
tion, community colleges would
have to deemphasize some of
their other fundtions.

The expansion of community
and continuing education pro-
grams threatens the vitality of
the transter function.

194%

34

16

36

19

23%

29

18

20

1

14

8%

38

64

46

01

14

~3
~1
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Table 15. Faculty Responscs to Selected
Transfer Function Attitudinal Items, Cont'd.

Faculty Responses (N = 340)

ltems )
Agreement Neutral Disagreement

Excessive emphasis on com-

manity service education down-

grades the transfer function of

the community college. 30 24 46

Community education enhances

the transfer function because it

attracts more students to the

college. 60 25 14

institution in the American educational scheme. Table 13 shows
the attitudes of the faculty in the twenty-four Urban Comn.unity

tollege Transfer Opportunities Program (UCCTOP) colleges.
Generally, there are at least two ways in which faculty contribute
to the support and maintenance of transfer function goals. First,
in their teaching role, they assume the responsibility for the
academic development of students who hope to transfer to senior
institutions. This requires that faculty be sensitive to equipping
students with the skills needed to compete effectively in senior
institut:ons. However, although a large proportion of the faculty
compare course content (syllabi and textbooks) with equivalent
senior college courses, a much smaller proportion attempt to
determine comparability of course requirements (exams and
assignments). This suggests the faculty's greater concern for the
form than ¢ r the substance of collegiate studies.

The second way in which faculty contribute to the sup-
port of the transfer function is less casily definable, for it en-
compasses a variety of activities. Some of these are associated
with but not directly related to teaching functions, while others
reflect faculty attitudes and commitment as exemplified in ac-
tions, beliefs, or values. Faculty advise students on course selec-
tion and meet students during office heurs to discuss assignments
or suggest ways of improving performance. Most of the faculty
are involved in these types of activities, because in most institu-
tions faculty are expected to commit a certain amount of time
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to office hours. In contrast, few instructors involve themnselves
in voluntary activities of either a formal or an informal nature;
for example, student orientation sessions.

Little or no faculty participation in activities that increase
their interaction with students and with other domains of the insti-
tution may indicate that faculty influence vis-a-vis the transfer
mission does not extend beyond the boundaries of the curriculunt.,
Exposure to a sequence of transferable courses aione is not likely
to increase most students’ chances of transfer. But the faculty tend
to perceive transfer education, policy, and special efforts as being
primarily an administrative function controlled by student ser-
vices personnel. Most of them do not even agree that the colleges’
primary or most important function should be activities that
enhance transfer rates. More of them feel that lifelong educa-
tion or occupational studies supersede transfer in importance.
Few would accept the premise that the best indicator of a com-
munity college’s effectiveness is the proportion of its freshmen
who go on to earn the baccalaureate. Evidently, the majority
of the faculty share the philosophy espoused by advocates of the
community college movement who contend that the character
of the colleges precludes programmatic priorities as well as
measures of effectiveness based on graduation and transfer rates.

Faculty attitudes toward their work and their institutions
also affect their involvement with the essentials of curriculum
coordination, measures of student learning, and, in general, the
promotion of the liberal arts. While granting the numerous ex-
ceptions, as a group the instructors exhibit the tendencies of in-
dividuals practicing a craft in isolation. They want fewer stu-
dents, better prepared students, released time for themselves,
less scrutiny by their colleagues. They want to be left alone to
ply their craft in their own individually tailored way. And, like
teachers elsewhere, they are ahistorical; an instructor with twenty
years of experience has little to offer a neophyte except for a
few tips on classroom or college routines. They have no language
through which communication on effecting hutnan learning can
oceur, no tools, no criteria for success. Most teachers perform
idiosyncratically, discover their own favored mode of procedure,
establish their own standards.
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Instructors will argue at length over content: adding an
author, changing a text, introducing a different concept. The
process dominates; the product is unknown (and to them, un-
knowable). They teach self; it is their stock in trade. They value
change in self as expressed by the students. That is why they
ascribe more validity to the sentiments expressed by the occa-
sional student who returns to say, *‘You changed my life,”’ than
to the test scores made by the hundreds of students whom they
contact annually.

Similarly, they believe that one cannot teach what one
is not. (Here they betray their ignorance of theater.) One of
the results of this belief system is the faculty’s often subtle but
sonietimes overt rejection of the people who manage the learn-
ing laboratories. To the faculty at large, the only true teaching
situation is one in which an instructor is in a classroom with
a small group of students. Those instructors who have stepped
out of that role to become managers of learning centers or media
laboratories have separated themselves from the dominant fac-
ulty view in two ways: tkey are not in the classroom with the
door closed, lecturing to or conducting discussions with small
groups of students; and they have reduced their disciplinary con-
nection, because instead of teaching mathematics or English,
they are assisting students to learn mathematics and English.
The faculty have never accepted the definition of teaching as
“*causing learning’’; hence, the instructors in the learning centers
have become a caste apart. Those staff members may be quite
expert at effecting student learning through the use of tutorials,
programmed materials, small-group interaction, and so on, but
they are perceived as having denied their academic connections.
‘They no longer teach content or self; all they do is teach students.

The belief in process and self spills over also into con-
troversics among varying views of curriculum. The proponents
of curricular structuralism (perennialism, rationalism) can ac-
cept the intellectualization that cominates the collegiate form.
But the antagonists to a content-centered curriculum typically
deny a canon and act as student-centered general educationists.
Women's and ethnic studies instructors, for example, usually
line up on the side of a pragmatic approach to instruction,
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acknowledging the consciousness-raising efforts tl at, they allege,
are not a part of the broader curriculum.

The faculty realize that community colleges have to do
the most difficult jobs in higher education, and they are am-
biguous regarding the standards that they hold for their students.
They want to think that their courses are just like those offered
in the four-year institutions, but they know that they are deal-
ing with a less qualified student body, and they feel that they
must help the students that they have. They long for better
prepared students but realize that they are not likely to see such
a group in all their classes. That is why they cherish the chance
to teach an honors, advanced, specialized, or second-level course
in their field.

The instructors tend to be uncomfortable with the struc-
ture, bureaucracy, and layers of authority in their institutions.
They have little contraf over anything outside their classrooms.
They are able to gain power as individuals only by becoming
administrators, program coordinators, managers—all roles that
they see as removing them from their students and their
classrooms. They find the false dichotomy between career and
academic instruction harmful and debilitating. And, above all,
they deplore the relatively heavy work loads: four or five classes
per weck with a total of 150-200 students.

The institution takes its toll in yet other ways. The faculty
chafe under the forced separation of research in academic dis-
ciplines from teaching. They may be ambivalent toward the
possession of a doctorate, feeling that if they have the degree,
which 1s supposed to evidence the ability to do research, they
are nct living up to their potential. The colleges provide no in-
tellectual rewards for publishing, no recognition for scholarship.
Among the faculty as a group, there may be suspicion of those
who do research in an academic field, with colleagues wonder-
ing why an instructor iz doing research when he or she does
not have to and when the institution does not reward it. Granted
that there sre exceptions. Montgomery Cominunity College
(Maryland), for example, has made funds available for faculty
to engage in research in their academic disciplines; in 1985-86,
thirty-four irstructors from twelve different departments were
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pursuing such research (Parilla, 1986). However, the faculty
in most colleges see their institutions as, if not anti-intellectual,
at least a-intellectual. Clark (1987) sums up some of the feel-
ings about the doctorate for community college instructors. In
Academic Life in America: Small Worlds, Different Worlds, he writes,
“‘Long noted by academics who move into teaching careers, a
disjuncture exists between the intense specialization of graduate
school preparation and the generalist performance demanded in
job assignment. The wish to lessen this gap is one reason why,
historically, community colleges have sought academics who ter-
minate their studies with the master’s degree. The Ph.D.’s are
‘overeducated’”’ (p. 33).

The isolation of the community college instructors makes
it difficult for them to maintain awareness of new ideas coming
into their teaching field. A faculty that does not participate in
academic research tends not to maintain current awareness of
the products of research conducted elsewhere. A faculty that is
little aware of patterns of curriculum and instruction in neighbor-
ing institutions must devise for itself any change in teaching or
curricular strategies. A faculty unaware of its own outcomes finds
difficulty in defending its belief in the liberal arts. A faculty
unaware of trends in the liberal arts can sustain its own com-
mitments only by appealing to tradition.

Toward Greater Involvement

The collegiate connection might well be enhanced by
various trends now under way and by others that might be sup-
ported. The faculty could move toward a greater affiliation with
their academic disciplines, essential if the instruciors are them-
selves to reconceptualize those disciplines  fit the realities of
the institutions in which they work. The community college in-
structors cannot depend on universitv professors or on admin-
istrators in their own institutions for leadership in this essential
reconstruction. As codified by university professors, the liberal
arts have tended toward esoterica and reductionism. By trans-
iating knowledge stemming from the disciplines into forms usable
by lay persons, the community college faculty would make a
real contribution. However, that takes stimulation from peers,
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attendance to proselytizers and innovators, and, above all, the
application of thought about the core principles in each discipline
as they pertain to teaching the students with whom the faculty
are faced and to whom they are committed.

The National Institute of Education’s (1984) report In-
volvement in Learning made many recommendations applicable
to community college instructors. The report sta.ed that keep-
ing current in one’s field is vital to good teaching and that pro-
fessors at all levels should accept a broader definition of scholar-
ship. It called for research in the teaching of the liberal arts as
opposed to research in disciplinary arcana. It recommended
cross-faculty perusal of course syllabi and examinations; peer
review by faculty who are knowledgeable about good teaching;
the use of student evaluations as a learning device for faculty
members, not as input to personnel decisions; and the reward-
ing of faculty members for their contributions to the literature
on college instruction and student development and for the
preparation of new instructional materials and courses. It svq-
gested further the consolidation of as many part-time teaching
lines into full-time positions as possible, arguing that faculty
identification with the institution and involvement with students
require a primary commitment not often seen among part-timers.

Professional consciousness develops slowly, but the chances
for an accelerated move toward a higher order of involvement
with the collegiate function are greater now than they have ever
before been in the history of the community college. External
agencies have begun making extramural funds available for
study grants; the National Endowment for the Humanities has
moved decidedly in that direction. Static enrollment in the col-
leges has allowed the faculty to become more concerned with
the students that they have, as opposed to their prior frenetic
rush to accommodate ever increasing numbers. There has been
a relative increase in faculty salaries, making it less necessary
for instructors to take second jobs outside the institution. Pro-
fessional and disciplinary associations have sprung up; the Com-
munity College Humanities Association and the Community
College Social Science Association are active in engaging their
members’ concern with teaching in those disciplines. And among
the institutions themselves, there is a trend away from the con-
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cept of access at all costs and undifferentiated service to the com-

munity and toward the traditional mainstream activities of

teaching general education, career education, and the liberal arts.
The faculty might seek ways of taking the liberal arts into

the occupational areas through the introduction of segments of

courses pertaining to particular carcer fields. They could find
materials suitable for presentation to students whose main mode
of information reception is through other-than-print media. They
could work with community service directors in presenting short
courses, lectures, and instruction in other formats to the com-
niunity at large. And they could argue for changed modes of tacul-
ty work-load accounting so that such inmovative presentations
would become a normal part of every instructor’s work.

By accentuating the collegiate connection, not from a
posture of defensiveness but from an understanding that collegiate
programs must be maintained if the institution is going to con-
tinne its claim to comprehensiveness, the faculty would further
their own work. They could support studies not only of their
college’s effect on individual students but also on its total com-
munity. They could espouse arguments favoring the liberal arts
as an essential component of acculturation for immigrants to
American society, native as well as foreign born, using in-
digenously generated data to support their contentions. And they
could help their college’s rescarch directors design and conduct
studies of student flow through the institution, an essential comn-
ponent of the collegiate connection.
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The Transfer Function:
Making the Connection
to Four-Year Institutions
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The two essential aspects of the collegiate connection are the
higher learning provided through the liberal arts and the transfer
of students from community colleges to four-year colleges and
universities. In colleges where both are pursued with equal vigor,
the collegiate connection thrives; if either is weakened, it suf-
fers. If the colleges did not odfer grades 13 and 14 in an articu-
lated educational system or if they did not teach qualities of
literacy and rationality, there would be no collegiate connection.

However, these two components differ. Transfer is an in-
tention expressed by some students who tak community college
classes and a behavior manifested by those who eventually matric-
ulate at a four-year college or university. The liberal arts, on
the other hand, are a way of categorizing and organizing the
curriculum. Universities usually award credit toward the bac-
calaureate to students who have taken liberal arts classes in cotn-
munity colleges, but they also award credit for many classes that
are not organized around the liberal arts. And not all, or even
a majority, of the students in liberal arts classes transfer. Even
though most students preparing for transfer take some liberal
arts courses, and most of the students in the community college
liberal arts classes aspire to transfer, the content of the curriculum
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must be examined one way and the intentions and behavior of
the students another, a concept we explore more fully in Chapter
Nine.

In the preceding chapters, we focused on the structure
and purposes of the li'eral arts curriculum. Here we examine
the transfer function, the flow of students through the institu-
tion, with particular attention to the perennial questions raised
in any discussion of transfer: How many students transfer? How
many want to transfer? Why do more students not transier? How
well do students do when they get to universities?

/
How Many Students Transfer?

Data revealing the number of students who transfer are
essential for answering questions of the cominunity colleges’
place in the fabric of American education. Do the colleges pass
studeiits through smoothly, or do they represent an eddy in the
flow of students from one grade level to another? The question
of how many students transfer appears simple, but the answer
is that no one knows. There are no reliable, uniformly collected
national data sets that can provide answers. The data are scanty
even within the states and within separate college and university
systems.

The major difficulty in collecting data is that the concept
transfer is variously defined. Some students begin their collegiate
studies at a community college and transfer to a university after
earning an associate degree; many transfer after only one or
two semesters. Others begin at the university, drop out and take
courses at a community college, and then return to the univer-
sity. Some students concurrently take courses at both a local
community college and a university. Some start at a community
college and stop out for a period of years before entering the
university. Some disappear from the record when they transfer
to universities in other states. All these permutations affect the
data sets.

Even in individual college systems, there are gaps in the
data. A state university system may ask each of its campuses
to report the number of students transferring in. The campus
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admissions officers may generate the data by reviewing the
students’ responses to the item ‘‘college last attended’’ on the
application form. A student who spent a year or more at a com-
munity college and then took one course at a private institu-
tion may name the latter as ‘‘college last attended’’ and thus
not be credited as a transfer from a community college. Some
of the data compilers may accord the students transfer status
if they took but one summer class at a local community college,
while others would require that the student had had twelve or
fifteen units there. Consistency across the system is difficult to
monitor.

The data on transfers that are collected by state agencies
similarly contain gaps. They often omit studens who transfer
out of state or who transfer to private universities within states.
They never resolve the issue of reverse transfers, those who begin
at the university, take classes at a community college, and even-
tually complete their studies at the university. And in all cases
where the data sets rely on student completion of forms, miss-
ing and inaccurate data are a certainty.

Individual community colleges suffer also from a lack of
information about students who transfer. §-;me count as transfers
all those students who request that transcripts of their community
college work be sent to a senior institution. Others do periodic
follow-up surveys of samples of their former students. Most rely
on information sent by various senior colleges and universities
within their state. None have reliable data.

There are efforts toward consistency. In Florida, the state
university system and the department of commerce prepare a
tape each year that contains the social security number of each
student who has entered the university or obtained employment.
The community colleges can check their own records against
the tape and gain an estimate of the number of their former
students who have transferred or gone to work. And while the
tape is incomplete in that it does not include students who have
transferred to private or out-of-state universities, it does offer
a step in the right direction.

Figures from some of the states where data are collected
show that around 5,000 students per year transfer from com-
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munity colleges to state colleges and universities in Washing-
ton, 35,500 from (Jalifornia community colleges to the Uni-
versity of Californi 1 and the California State University System,
slightly more than 10,000 from two-year colleges to both pub-
lic and private senior colleges and universities in Illinois, and
slightly fewer than 5,000 in Maryland. (Head-count enroll-
ment in the community colleges of those four states exceeds
1.5 million.) It is quite unuseful to attempt to extrapolate these
data to arrive at a nationwide figure because of the vagaries in
counting between states and the aforcmentioned definitional dif-
ficulties. However, it is likely that any numbers that are used
understate the magnitude of transfer because of the data that
are missing.

Why are the data as incomplete as they are? The answer
is that, in addition to their being difficult to collect, they are
relatively unimportant to the college staff members. The col-
leges’ funding is awarded on the basis of the number of students
taking classes ¢ r enrolled in certain programs; it is not depen-
dent on where the students go when they leave. State funds may
be allocated on the basis of the number of students enrolled in
various categories of classes—for example, academic, occupa-
tional, adult, business, remedial, noncredit, and so on—but
never according to the number of students who go on to univer-
sities. On the receiving end, the universities similarly have little
incentive for collecting the data. Upperclassmen are upper-
classmen, regardless of where they were freshmen. The number
of students transferring in or out has minuscule effect on the
activities of staff members on either side.

Each community college gathers figures on the number
of students enrolled in each of its classes and has good data on
the number of degrees it awards. But there it stops. There are
no incentives for spending the effort and dollars that it costs to
collect data on student flow between institutions. Any such data
that are collected reliably are collected at the program level,
where managers of prog: ~ms that are closely articulated with
programs at senior institutions often maintain their own data
files. But it is impossible to get from there to any general

numbers.
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One way of estimating transfer rates is to count the num-
ber of university students whose transcripts show courses taken
at community colleges. In states with well-articulated community
colleges and public university systems, the community colleges
provide significant proportions of the universities’ undergrad-
uates; 42 percent of all undergraduate students in Florida’s
public universities previously attended community colleges in
that state. However, in states where the community colleges
sero a different function or where the universities have clung
vigorously to their freshman enrollments, the proportion is much
lower; only 17 percent of the undergraduates in state univer-
sities in Kansas are transfers. There is much variation also
among institutions in the same state: the nine campuses of the
University of California receive one-tenth as many transfers as
do the eighteen campuses of the California State College and
University. Where the universities work closely with community
colleges in their immediate area, they may have more transfers
than native freshmen; Arizona State University and the Univer-
sity of Massachusetts at Boston are examples of that type of
institution.

Probably the only accurate way of determining how many
community college students transfer would be to analyze the
transcripts of all students who are enrolled in the universities
and to accept a certain number of community college classes
as evidence that the student has met the definition of one who
has transferred in. But this form of transcript analysis demands
fully computerized student transcripts, uniformly maintained
for all the students in all of a state’s institutions. And although
higher education systems in some states are building such sys-
tems, nationwide we are a long way from any such data file.
The data are expensive to collect. Maintaining the accuracy and
currency of data files takes staff time. Some state agencies do
it because their legislatures demand updated figures on the con-
dition of the state’s public colleges and universities. But in most
states, providing such data is either a voluntary act on the part
of the colleges or something requested of them (with no funds
for complying or penalty for refusing) by their state board or
by a coordinating agency.
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An educated guess based on incomplete data would be
that, nationwide, around 250,000 students per year complete two
years at a community college and then transfer immediately to
a university. Probably another 300,000 to 400,000 transfer
without having completed a two-year program. Those figures
may seem low when put against the 4.7 million students enrolled,
but considering the number of students in current interest
courses, courses for people who already have degrees, occupa-
tional programs, remedial courses, and noncredit educational
activities, all of which are summed together to arrive at the com-
munity college enrollment figures, it is a wonder that the figures
are as high as they are.

How Many Want to Transfer?

The question of the number of students who want to
transfer is equally difficult to answer. Not only are the data in-
complete, but any student’s intentions may be interpreted vari-
ously depending on how or when the question was asked. Studies
done over the years usually have suggested that around three-
quarters of the students beginning college in a community col-
lege intend eventually to obtain the baccalaureate or a higher
degree. In 1929, 80 percent of the students in California junior
colleges declared intentions of transferring to a senior institu-
tion. Nationally, between 1940 and 1960, the number of those
who declared transfer intent hovered at between two-thirds and
three-fourths of the student body. In 1983, a survey of students
taking classes in twenty-four urban community colleges found
74 percent of them declaring transfer intent, and in 1984, the
Cooperative Institutional Research Program (CIRP) found 76
percent declaring intentions of obtaining a baccalaureate or bet-
ter (Astin, Green, Korn, and Maier, 1984). The usefulness of
these data is limited by the fact that they were obtained from
samples of younger students. The CIRP surveys first-time-in-
college, full-time freshmen, 90 percent of whom are aged nine-
teen or younger. The samples in other studies are not as ex-
tremely biased, but they usually draw students only from among
those taking credit courses and often use the class itself as the
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unit of sampling, thus skewing the sample in the direction of
full-time students.

The form of the question asking transfer intentions also
biases the answers. The question is usually asked as *‘What is
the highest academic degree you intend to obtain?’’ That sug-
gests a goal to be reached sometime during the person’s life.
Few young people would acknowledge that they never expect to
go further in the educational system; it is neither personally nor
socially acceptable for them to admit that they have closed off
life’s options. When the question is changed to ‘““What is the
primary reason you are attending this college at this time?”’,
significantly fewer, usually one-third, say that they are in col-
lege to prepare for transfer, while one-half say that they are in
college to gain occupational skills. Most of the latter group also
expect eventually to gain higher degrees but see job entry as
their first aim. In fact, many students mark both ‘‘bachelor’s’’
as the highest degree they expect to obtain and *‘gaining occupa-
tional skills’’ as their primary reason for attending. They may
need the bachelor’s degree to enter the occupational field to
which they aspire, so that their responses are perfectly consistent.

Various studies reveal the proportions of those intending
to transfer. According to 1986 Illinois Community College Board
(1986) figures, in 1968, 56 percent of the community college
students in that state declared transfer intent. By 1970, the figure
had dropped to 44 percent; in 1974, it was 37 percent; and in
1978, 32 percent of the matriculants declared transfer intention.
The Maryland State Board for Community Colleges (1983)
found similar proportions: 32 percent in 1974 and 1976; 31 per-
cent in 1978. In a study of 6,500 students entering California
community colleges in 1978, 36 percent reported that they in-
tended to transfer, and even among those who designated trans-
fer as a goal, one-third planned less than a two-year tenure at
the community college (Sheldon, 1982). These studies drew
samples of all entering students, not just first-time, full-time
freshmen, and asked why they were entering college at that time.

Attermnpting to determine transfer intentions by counting
enrollments in classes yields similarly inconsistent data. Around
half the students in the academic transfer credit classes in the
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Los Angeles district indicated transfer as their primary gcal,
but most of the other half also take credit classes to fulfill occu-
pational program graduation requirements or for their own per-
sonal irterests. The California Statew:de Longitudinal Study showed
more than one-fourth of the students enrolled in occupational
programs indicating that they intended to transfer and more
than one-fourth of the students enrolled in transfer credit classes
indicating that they were attending college to gain job-related
skills (Sheldon, 1982). '

In summary, consistently over the years, three-fourths
of the students entering community colleges say that they in-
tend eventually to obtain baccalaureate degrees. However, when
the students are asked their primary reason for attending col-
lege, the number who indicate ‘‘prepare for transfer’’ drops to
around one-third. The actual transfer rates are considerably
lower.

Why Do More Students Not Transfer?

The answer to the question of why more students do not
transfer probably lies in a combination of personal and institu-
tional characteristics. More students do not transfer because their
academic backgrounds, course-taking patterns, and involvement
in the institution tend to be different from those of their freshman
counterparts who begin collegiate studies at universities. Fur-
thermore, the universities typically cost more, are further from
home, do not offer as many courses at night, and may not
welcome students who work full time and want to take classes
on a part-time basis. Institutional characteristics include various
problems in articulating courses with senior institutions and the
practice of allowing students to take courses for which they are
not well prepared or that do not lead in sequence to the com-
pletion of a program of study. This latter practice is laudable
for its maintaining access, but it does militate against a student’s
transferring to a senior institution.

Student characteristics are among the more deceptive
data. In the aggregate, the community college students are cer-
tainly different from traditional university students. The very
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fact of their being in community colleges makes them different;
either they could not qualify for senior college admission or they
chose to enter a community college for their own reasons. And
here again, which students are counted among those who might
transfer? Those for whom the community college is a forced
choice, or those who go there of their own volition? Those tak-
ing only one cl.ss for their own personal interest or two or three
classes to upgrade certain occupational skills? Students enrolled
in adult basic education or high school makeup classes? The
list of reasons for associating with the institution could be ex-
tended to great length.

Most data that are reported use figures based on class
enrollment, rather than head count. That weights the data
toward the students taking more than one class, because when
the enrollment counts are made, those students have more than
one chance to be counted. Using the enrollment figures, half
the students taking classes nationwide are aged twenty-four or
younger. The other half cover the full span of ages from twenty-
five onward; they tend to be older than their counterparts in
the freshman and sophomore classes at universities. They are
more likely to be members of ethnic minority groups as well;
the proportion of blacks in public two-year colleges is twice as
high as the proportion in public universities, and the distribu-
tion is even more skewed among Hispanics, with the propor-
tion in public community colleges three times higher than in
public universities.

The data on student age and ethnicity relate somewhat
to the reasons why students do not transfer, because, historically,
it is the younger students from the Anglo majority who have
obtained the highest proportion of bachelor’s degrees. However,
certain other characteristics of community college students may
have an ever greater effect. According to CIRP data and data
obtained from students in twenty-four urban colleges, commun-
ity college matriculants present undistinguished high school
achievement records. One-third of those entering universities
were 4 students in high school, but only 10 percent of the com-
munity college freshmen were in that category. Furthermore,
the CIRP data for 1984 showed the median two-year-college
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freshman family income at around $25,000, whereas the me-
dian family income for students at all institutions was closer to
$30,000. Other studies have corroborated the lower income
levels; for example, one-third of the students in Washington’s
twenty-seven community colleges in 1980 came from familics
whose income was less than $11,000, and that same figure was
reported by students in 1983 in the twenty-four urban colleges
that enrolled high proportions of minorities.

College attendance patterns of community college students
also differ. Two-thirds of the students in the twenty-four-college
sample were employed, and nearly half of those who were work-
ing had jobs that occupied them for from twenty-one to forty
hours per week. The part-time attendance pattern is ubiquitous;
across the nation, around five of every eight community col-
lege students attend part time. The figures on part-time attend-
ance go as high as 78 percent in Arizona, 74 percent in Virginia,
73 percent in California, 72 percent in Maryland, 71 percent
in Michigan, 70 percent in Illinois, and 69 percent in Texas—
all states with large, well-developed community college systems.

These demographics suggest a spudent group drawn from
segments of the community that historically have not attended
college or, if they did matriculate, have not gone through in
the traditional four years: low-income, older, and ethnic minority
students. However, good students could be derived from those
with such demographic patterns. The more serious limitation
on their progression toward the baccalaureate is that they tend
to have poor prior academic records, attend part time, and are
only marginally associated with the institution. The poor prior
academic records mean that students may be required to take
remedial courses that do not qualify for graduation or transfer
credit, thus adding to the overall course load. The part-time
attendance pattern adds additional years to the time between
entrance and transfer, years when alternative pursuits loom as
more attractive than further studies. The marginal association
with the institution means that the courses must carry the full
burden of involvement with the college; counseling, clubs and
other activities, informal contacts with faculty members and
peers, and similar potential learning encounters are minimal.
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Students who would transfer should be encouraged by be-
ing involved in a full complement of collegiate activities. They
should take classes similar to those that they would find in the
universities, should take more than cne class at a time, since
progression toward the baccalaureate it certainly easier for
students in full-time attendance, and should take advantage of
the various transfer-related services that the colleges offer. How-
ever, most community college students exhibit behaviors that
belie their stated intentions. They tend to participate in the
liberal arts only to the extent that their programs require, steer-
ing away from science unless they are in health fields and stu-
dying the humanities only if they need hose courses for gradua-
tion. They gravitate toward the social sciences, because they
want classes that place few demands on their capacity for using
mathematics. An examination of the transcripts of nearly 9,000
students enrolled in the Los Angeles district, reviewing all
courses in which those students were enrolled over a five-year
span, revealed that just over 40 percent of them had completed
one or more science courses. A follow-up survey of students in
that same district found that 23 percent of them had been above
the sample average in their participation in high school science
courses but were below the average in the number of college
science courses taken.

One of the CSCC studies tested the proposition that stu-
dent degree aspirations may not be a relevant measure of transfer
potential. Estela M. Bensimon, at the time an associate at the
Center, developed the construct ““predisposition to transfer”’
and took the lead in creating a measure of individual attitudes
and behaviors that could facilitate a systematic classification of
potential transfer students on the basis of commitment. The con-
struct was verified in the center’s survey of 1,613 students in
twenty-four urban colleges (Cohen, Brawer, and Bensimon,
19853).

In sumtnary, the transfer rates are affected by certain
characteristics of the students. On average, when compared with
university matriculants, community college students have done
less well in high school; they are not accustomed to academic
success. Their aspirations for baccalaureate degrees are lower,
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and they have not had practice in studying academic fields in
depth. They are more likely to he in college to prepare for direct
employment; their tolerance for e<tended years of study may
be lower. They take fewer courses in the sciences and humanities.

Several characteristics of the institution similarly militate
against transfer. Because most of the community college leaders
have given primary attention to the access dimension of their
institutions, they have allowed the students to use the college
in ways that do not foster progression toward the baccalaureate.
Most of the liberal arts classes offered do not have prerequisites
or, if they do, the prerequisites are not enforced. Students who
want to fulfill graduation requirements with minimal effort may
select only those classes with the fewest reading and writing
assignments. Students whose commitment to college is marginal
are not required to participate in extracurricular activities that
might better connect them with the world of academics. Those
with undistinguished prior academic records are often counseled
into or required to take remedial courses that do not carry
transfer credit. The combination of the students’ insouciant view
of the higher learning and the institution’s commitment to open
access makes for a potent force operating against transfer.

The imperfect connection between community college and
university academic programs, described in detail in Chapter:
Eight, is a further institutional sanction. When a student’s degree
cannot be taken at face value, when course-by-course approvals
must be granted, when the grades earned in some classes make
those acceptable for transfer credit while the grades in other
classes are used to deny credit, transfer is difficult. In brief, when
students whose commitment to collegiate studies is marginal are
enrolled in an institution that makes minimal demands on their
time and depth of participation, the flow from community col-
lege to university is held to a trickle.

What Happens After Transfer?
The story of transfer has a happy ending. Most commun-

ity college students who go on to the four-year colleges and
universities do quite well. There is an initial transfer shock, with
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the students’ grade point averages generally dropping slightly
in their first term after transfer, but m»st of them persist on
to the baccalaureate, and, by the time they complete it, ‘heir
records are little different from those who began at the senior
institutions.

Ar examination of the transcripts of 3,955 (2,187 native
and 1,768 community college transfer) students who received
baccalaureate degrees at the University of California at Los
Angeles hetween 1976 and 1978 showed that the native students
earned grade point averages approximately 0.2 ofa point higher
than the transfers. The transfers took 1.4 years longer to earn
a degree. When academic ability was controlled for by matching
a subset of natives and transfers on an entering ability test, the
natives showed a grade average 0.15 of a point higher than the
transfers (Menke, 1980).

A study of all Illinois community college transfers to senior
institutions in that state found that 31 percent of the transfers
had received associate in arts or associate in science degrees at
the community college. Of that group, 67 percent received the
bachelor’s degree within five years, whereas 48 percent of the
transfers with no degree or with associate in applied science
degrees received the baccalaureate. That study, based on a
cohort of students entering community colleges in 1978, yielded
results similar to those found when the records of students enter-
ing in 1974 and in 1967 were analyzed (Illinois Community Col-
lege Board, 1986).

The Maryland State Board for Community Colleges
(1983) reviewed the records of students who had transferred to
senior institutions in that state in 1978 and found that after four
years, 76 perccnt of those who had declared transfer intent and
15 percent of those who had other goals had transferred. The
average number of credits transferred in was only 38.3, in-
dicating that a sizable number transfer without receiving the
associate degree. Many students in the Maryland cohort reported
losing some credits when they transferred; 38 percent lost four
or more hours.

Several studies have considered the phenomenon of trans-
fer shock and concluded that it may be due to the newness of
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the campus. Community college students may not know which
courses to take or may be unfamiliar with the university and
its course demands. But some studies have suggested that,
because the exteni of the decline is less for students eventually
earning baccalaureate degrees than for those who do not earn
degreer. the students doing less well after transfer may be ia-
clined to drop out, thereby leaving the better students in the
data set.

As with the data on numbers of students transferring,
those regarding transfer success may be variously interpreted.
But it is certainly idle to charge the community colleges with
the success or failure of their students who transfer to univer-
sities if those students took only a few courses at the community
college. All the efforts to equate students on the basis of enter-
ing academic ability or other dimensions founder on that rock.
The community colleges can reasonably be held responsible only
for those students who have completed all of the institution’s
requirements for obtaining the associate degree. If the univer-
sities demanded the associate degree before a student was allowed
to transfer in, the community colleges could mandate course
sequences that would enhance the students’ chances for success.
They could impose requirements for remedial and general educa-
tion course sequences and could restore a full array of specialized
courses for sophomores. As long as the universities take transfers
who have not completed degree requirements at community col-
leges, the sending institutions’ power to impose such require-
ments is attenuated.

Answers to questions of whether community college
courses are less demanding or other institutional factors are
operating to mitigate the collegiate experience must await a more
closely articulated form of student flow. In states such as Florida,

where the community colleges provide a major proportion of

the university undergraduates, and in instances of paired in-
stitutions where close links between sender and receiver have
been established, the transfers show few ill effects from having
begun at a community college. In states such as California,
where the flow of students to and from community colleges and
universities is essentially unregulated, valid information on the
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community colleges’ contribution to their students’ success can-
not be established.

There is a paradox in the community colleges’ approach
to collegiate studies. Most community college leaders under-
stand the desirability of transfer education; it inaintains the link
with higher education that they developed throughout the early
decades of the institution, and it fits the expectations of many
of their constituents who still look to the college as a low-cost,
readily accessible point of entry to postsecondary study that itself
leads to better social and career positions. On the other hand,
occupational education is presumed to ameliorate social prob-
lems by providing a trained work force that enhances the nation’s
economy and to assist individuals by preparing them for higher-
paid employment than they could receive without specialized
training. Accordingly, and especially since the passage of the
vocational education acts in the 1960s and 1970s, community
college leaders have seized upon the idea of career education
and the monies available for it, and many of their constituents
also accept career education as an equally valid function for the
institution.

The paradox appears when the transfer and occupational
programs are compared. Typically, students enrolled in pro-
grams leading to associate in arts degrees and/or transfer with
a major in a traditional academic subject receive less guidance
and are faced with fewer specific requirements. In many in-
stances, they may choose any humanities, science, or social
science course from a list of a dozen options in order to fulfill
a one- or two-course graduation requirement in each of those
arcas. The liberal arts classes typically have open entry; students
may matriculate even when their goals are indistinct. Within
the classes, they may face minimal demands for reading and
writing. The size of classes in the humanities and social sciences
tends to be limited by the size of the room or by negotiated faculty
contracts that specify raximum class size. Few instructors desire
or have access to paraprofessional assistants who would aid their
students’ learning. The occupational programs are much more
structured. Their facilities include specialized laboratories and
workshops, along with equipment and tools. Their curriculum

123

ve [




N . v e e AW SRSt vy vl ot ST TE A T L A
h L A GRS T ST S I iy AT T R ey A

DA R OFAR Sl s D, L I T T g
" e : SE SR F

104 The Collegiate Function of Community Colleges

is restrictive, with courses required to be taken in sequence. Ad-
mission to the programs is selective; students may often be re-
quired to take a year or two of college-level courses before be-
ing admitted to the allied health or high-technology programs.
Each program typically has a lead faculty member, instructors
who work together as a group, and a cohort of aides.

Granted that the occupational programs operate within
different sets of accreditation guidelines and that state and federal
monies are often earmarked for them, if both they and the
transfer programs were considered of equal utility, they would
not be organized as differently as they are. Prior to the 1960s,
the liberal arts curriculum was the more highly regarded. Facil-
ities for occupational education were poor, and the faculty in
those programs were in some cases prohibited from fully par-
ticipating in academic governance activities. More recently,
career education has been ascendant, with a concomitant reduc-
tion in the status of the traditional freshman and sophomore
courses. If both were equally valued, they would be more prox-
imate in terms of teaching load, requirements for student entry,
enforcement of prerequisites in curriculum, and academic sup-
port services.

Still, the occupational studies are not antagonistic to
transfer education. Sizable numbers of students who complete
community college programs in nursing, allied health, engineer-
ing technologies, data processing, agriculture, forestry, and
many of the other advanced technologies eventually transter and
complete baccalaureate studies; it may well be that more students
transfer from occupational programs than from the liberal arts
curricula. That speaks well for the portion of the collegiate
dimension that rests on the transfer function, but it says little
for the liberal arts as a way of organizing the curriculum.

Overall, the colleges’ role in transfer is as mixed as their
success in performing that role. On the positive side, the transfer
function makes it possible for all students to go as far as they
can in the formal educational system. This does nothing to over-
throw the class- or ethnic-based stratification of American society,
but it does enable any individual to move between classes, not
a small contribution. The transfer function assists the colleges
in maintaining their credibility as legitimate partners in pro-
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viding education for everyone. Without it, political and fiscal
support for the colleges would rest entirely on their function of
preparing people for immediate employment. A different form
of institution would be the result, and the path to the bacca-
laureate would be as narrow as it was in the nineteenth century.

On the negative side, the transfer function allows the
universities to dictate the colleges’ cucriculum policy. As long
as the senior institutions have the ultimate say in which courses
are acceptable for baccalaureate credit, the community colleges’
freedom to reform the liberal arts is restricted. The transfer func-
tion also perpetuates the temptation to limit access to only those
students who show the greatest promise. And it affects the col-
leges’ other roles, especially adult education, which tends to be
minimized unless it is provided through entirely separate orga-
nizational structures.

On balance, the transfer function will be maintained
because of its importance in providing an avenue to the bac-
calaureate for students who might otherwise be shut out of the
system. It is especially important because the associate degree
has not yet gained recognition and credibility as a terminal
degree signifying certain competencies. Proportionately, it is
not as dominant as it was before the colleges embraced occupa-
tional and adult education, but it is a key component of the ser-
vices they provide. Its ebb and flow in the various states and
institutions depend on the vigor with which college leaders pur-
sue it, the funding available for it, and the extent of competi-
tion for students that neighboring institutions mount. But it will
persist because without it the colleges would lose their place in
the mainstream of the American graded educational system. It
is essential to their collegiate connection.

Curiously, this original community college function is not
well understood, nor has it been sufficiently explored. Better data
are needed, and they may be forthcoming because of state agency
interest spawned by concern over the costs of higher education
and the community colleges’ role as a link between the lower
schools and the higher learning. The current trend toward man-
datory testing, detailed in Chapter Six, will also yield useful data
as information about the entering and exit abilities of students
is correlated with their progress through the institutions.
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Testing
as a Tool for
Placement and Transfer

Tests exercise an obvious influence on both aspects of the
collegiate connection. They affect the liberal arts curriculum
when they are used in placing students in introductory or
remedial classes. Within the classes, they serve as student
motivators and as explicators of subject matter. They also
affect transfer, because they play a large part in determin-
ing grades, passage from one class to another and, eventually,
success or failure in attaining the associate degree and moving
on to the university.

Issues in testing fall into a few broad categorics. Few ques-
tion testing within the classes; most instructors and adminis-
trators alike defend tests for their value in motivating and sort-
ing students. But should an open-access institution with a man-
date to adniii everyone test students at entry? Should there be
districtwide or statewide uniformity in test administration.
Should the staff rely on homemade instruments or on tests built
by testing bureaus? Should they implement capstone or achieve-
ment testing to assess the effects of their curricula? In this
chapter, we consider those questions and suggest ways of using
testing to cnhance the collegiate function.
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Background

In an open-access institution, the need for testing is acute.
The community colleges have no assurance that their students
possess even the most rudimentary academic skills. Therefore,
the most prevalent use of tests outside the classrooms is to direct
the students to programs where their basic skills might be en-
hanced. This use of testing has a long history in community
colleges. During the 1950s aad 1960s, many institutions offered
several levels of English classes into which students might be
placed, depending on their entrance test scores. The use of tests
and the number of different courses fell in the 1970s as students
were allowed to enter courses at will. In the 1980s, testing as
a screening device for various levels of courses came again to
the fore, most probably because single classes held students
whose reading abilities ranged from the third to the thirteenth
grade. Nothing is more dispiriting for an instructor than to have
such a heterogeneous class. Testing at entry makes feasible the
placing of students into classes where their peers have similar
abilities and enables the instructors to plot learning exercises
and select reading materials that at least somewhat match the
students’ abilities.

The retention of students also arose as an issue during
the 1980s. When college enrollments were advancing year by
year, college managers were less concerned with keeping stu-
dents: those who left would be replaced by new enrollees in the
coming year. But as the population of eighteen-year-olds in the
United States decreased for several successive years beginning
in the late 1970s, the importance of retaining students increased.
It was considered more feasible to keep the students already
enrolled than to seek new recruits. The belief that students would
be less likely to leave if they were placed in classes where they
had a chance to succeed became pronounced. Thus, the col-
leges had an additional incentive for placement testing.

Testing practices in community colleges during the 1970s
and 1980s revealed these shifts, Rounds (1984) reviewed several
surveys of testing practices and found that, in the early 1970s,
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108 The Collegiate Function of Community Colleges

around one-third of the institutions had no formalized assess-
ment practices. In many of the others, testing was not man-
dated by the institution; students might be advised to take tests
at entry if they wished to be assisted in selecting courses to enter.
When Rounds conducted her own study of ninety-nine Califor-
nia community colleges in 1983, she found fifty-five of them
requiring assessment for English placement and another thirty
recommending it; twenty-five colleges required a mathematics
test, and another forty-two recommended it. A 1983 study of
Illinois colleges found four out of five testing students for ad-
mission to composition classes (Illinois Community College
Board, 1984b).

The testing program increase in the 1980s centers on
measures for placing students in English and mathematics
classes. The most frequently used tests are for reading ability,
since that skill correlates most readily with all the academic sub-
jects. Tests of English usage run a close second to the reading
tests in frequency of use, because the language skills they measure
similarly relate to academic abilities. Examinations in English
as a second language and in mathematics are also being used
as required ePtrance tests.

Using Tests for Student Placement

Since most entrance testing is done for purposes of placing
students in the proper course level, the staff continually seek in-
struments that are highly correlated with course retention and
course grades. Sometimes, researchers will attempt to compare
the validity of two tests by giving both and seeking correlations
with grades; such a study was done at Oakton Community Col-
lege (Michigan) using individual student scores on the Test of
Written Expression and the Nelson-Denny Reading Test (Bers,
1982). The staff at Wytheville Community College (Virginia)
compared the predictive ability of the English Qualifying Exam-
ination and the Science Research Associates Assessment Survey
(Beavers, 1983). However, although greater predictive validity
can be shown for one or another instrument, staff tend not to
readily accept the results, because the correlations are usually low.
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Obtaining higher correlations is difficult, because the
variables are inconstant. The psychometrists ask that the depen-
dent variable, the course grades, be more reliable; the faculty
seek tests that will predict student success regardless of the shift-
ing criteria for grades. The result is that the faculty prefer to
rely on their own measures, particularly of student writing skills.
For obvious reasons, writing assessment is considered a better
predictor of student grades in the English classes; the same staff
who are marking the writing samples on the entrance examina-
tion are marking the writing assignments in the classes. The
writing sample as an entrance test, then, is a behavior equivalent
to that expected of students in class, while performance on a
quick-score test of word usage is at most analogous behavior.
At best, the correlation studies verify what the faculty have
always known: student performance is related to reading ability
and hence to course grades in nearly all collegiate studies.

Some of the more astute institutional researchers and
faculty members have recommended using assessment tests that
more closely approximate the behavior demanded of the students
in class. They also seek reasonably common criteria for grading.
Thus, a testing program would have instructors closely involved
in testing for the specific skills needed to succeed in a given class
as identified by analyzing lectures, instructional materials, and
assignments. Such a process has not been popularly adopted.

These problems with uniformity of criteria pervade all
issues of testing. Are the different classes offered in a single
department equivalent? Faculty members generally have resisted
efforts at uniformity in texts and assignments, and they tend
to be reluctant to subscribe to the idea of departmentwide or
collegewide criterion tests. As long as they guard the criteria
on which they award student grades and allow those criteria to
shift according to the abilities of the students in their classes,
correlations between grades and any type of entrance test must
remain low.

Similar problems appear when testing programs are in-
stituted on a districtwide level in multicollege districts. When
the San Diego Cormmunity College undertook a project to
develop a consistent placement testing program using the same
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instruments and cutoff scores, significant correlations were found
between placement scores and grades in only one English class
(San Diego Community College District, 1983). St. Louis Com-
munity College attempted to validate the Nelson-Denny Reading
Test as a districtwide instrument by relating it with course grades
at the three campuses but found little correspondence among
them (Hartman, 1981).

Still, testing goes on, and it affects instruction in all areas,
especially in courses where reading and language use are pro-
minent. Since most learning in the liberal arts is based on the
apprehension of texts, that area is affected most acutely. The
single most persistent difficulty named by instructors is their
inability to plan instruction for students who cannot comprehend
the language being used in classroom, textbook, or assigned
readings. Their frustration increases as the range of student
abilities in a single class increases. Just as they deplore policies
that allow any student to enroll in any class, they welcome man-
dated testing that sorts students into classes according to their
ability to understand the written word. High correlations or low,
at least the range of student ability has been narrowed.

Often without being aware of alternative positions and
without being able to articulate their own, the staff members
take actions that reveal their ambivalence about the use of testing
in educational program design. Many of them eschew tests with
a commonality of items and criterion scores because of an unease
with the effects of such measures. They are dismayed at their
students’ lack of ability to conceptualize sufficiently to write a
coherent abstract of something they read. They are convinced
that there is a set of qualities that enable students to succeed
in the collegiate classes—the ability to read and comprehend,
to organize and communicate in writing, to suspend judgment
and analyze arguments—but they know of no quick-score in-
strument that assesses these qualities reliably. They do not want
to jeopardize progress for minority-group and non-native-
English-speaking students. They fear rigorous standards that
would result in so few students surviving the introductory courses
that the second-tier courses would be depopulated. And they
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use all these arguments to justify a pattern of relativistic testing
that puts students in competition with each other for grades and
places in desirable programs.

Bias in Testing

The early 1980s saw the arguments about test use and
student placement move to a broader arena. The state of Florida
imposed a College-Level Academic Skills Test (CLAST) that
must be passed by all students seeking an associate degree or
transfer to the junior year in the state’s public universities. New
Jersey instituted a College Basic Skills Placement Test for all
freshmen entering the state’s public institutions. South Dakota
mandated that all colleges gather evidence of the ‘‘value added,”’
the learning attained by every graduate. These measures arose
because of legislators’ dissatisfaction with the grade inflation that
had afflicted all programs except those where externally ad-
ministered examinations were common, as in accounting,
engineering, law, medicine, nursing, and pharmacy.

The use of tests for admissions, placement, and gradua-
tion drew particular attention from commentators who con-
tended that the tests discriminate against various cultural and
ethnic groups and are thus antagonistic to the public policy of
equal access. The Mexican American Legal Defense and Educa-
tion Fund in 1983 filed petitions with the major testing agen-
cies requesting that they refuse to send scores to colleges that use
such scores as the measure of admissions. The testing bureaus
responded that it would be difficult to deny scores to the col-
leges, since they are sent only at the request of the student seeking
admission (Farrell, 1983). The controversy cver admissions was
less pronounced in community colleges. The fears of discrimina-
tion were as great, however, because the colleges sort students
into various programs on the basis of test scores, and, since some
programs are more desirable than others, claims of discrimina-
tion still can be made. In 1984, the American Association of
Community and Junior Colleges (AAC]JC), spurred by its Coun-
cil on Black American Affairs, conducted a study to determine
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the uses of testing in admissions and placement in community
colleges nationwide. It found an increase in placement testing
but no evidence to support the contention that minority students
were being denied access.

Institutional Testing Efforts

The large-scale testing programs introduced in the com-
munity colleges in urban areas evidence both the move toward
enfcrced sorting of students and the beginnings of an interest
in correlating student sorting with college outcomes. Miami-
Dade Community College has used tests both as admissions
screens and as measures of institutional success. During the col-
lege’s early years, the 1960s, the Florida Twelfth Grade Test
was used along with the School and College Ability Test and
the Nelson-Denny Reading Test to place students in remedial
or transfer-level classes. That program remained in effect until
1974, when the Florida Twelfth Grade Test was discontinued.
Testing was relatively uncoordinated during the middle 1970s,
but the college gradually reinstated mandatory placement testing
between 1978 and 1981. Full implementation of the program
meant that first-time students taking three or more classes, any
student having earned fifteen credits, or anyone wanting to enroll
in a math or English class was required to take the test battery.

The college developed a basic skills assessment prograi.,
with the Comparative Guidance and Placement Test, published
by the College Board, as the primary instrument. The test has
three sections—math, reading, and writing. Students failing a
section were directed to take the remedial classes in that area.
Follow-up demonstrated that retention rates were greatest for
students who passed all three exams, with nearly two-thirds stay-
ing in school, compared to fewer than half the students who
passed none of the exams. Graduation rates differed as well.
Two years after entrance, only 4 percent who passed none of
the three subjects had graduated, whereas 26 percent of those
who passed all three had graduated (Miami-Dade Community
College, 1982).
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Concerns were expressed when the program was intro-
duced that it would discriminate against minority students. The
black student retention/graduation rat: did decline for the first
two years of the program but soon came to parity with the
graduation rate for all students before the program was installed.
For black students entering in 1979, the graduation rate after
three and a half years was as high as the rate after six years
for those black students who had entered in 1976 (Losak, 1983).

Much of the Miami-Dade effort coincided with the Florida
College-Level Academic Skills Test. When scores made on the
CLAST were related to student activity in college, some distinct
patterns of Miami-Dade students emerged. When students who
failed two or more sections of the CLAST were compared with
those who passed all four sections, the ones who failed proved
more likely to have been in the bottom quartile on the entrance
test, graduates from foreign high schools, older, and enrolled
in the college longer, with lower grade point averages. In addi-
tion, those who failed were more likely to have withdrawn from
many of their classes, suggesting that they were having trouble
while they were going through school. Forty-five percent had
been in developmental reading classes, 64 percent in develop-
mental writing classes, and 36 percent in developmental math.
The comparable figures for those who had passed were 4 per-
cent, 9 percent, and 13 percent.

Similar if not as far-reaching measures to control student
entry and progress have been undertaken in other large urban
community college districts:

o All the Dallas colleges use tests. Those students who do not
want to take the tests may sign a waiver accepting respon-
sibility for their actions.

e Each of *he seven colleges in the Maricopa district has some
type of student placement testing program centering on
English and reading proficiency. In addition, some of the
campuses administer such esoteric instruments as the Myers-
Briggs Type Indicator because of the staff’s interest in cog-
nitive-style mapping.
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o Every campus of the City Colleges of Chicago mandates en-
trance testing for placement in English and mathematics,
as well as some tests for specific programs, such as account-
ing. Olive-Harvey College tests all new students who are
taking more than six hours of classwork, scores the tests im-
mediately, and places the students in courses before they
leave the testing room.

e The Los Angeles district’s Project ACCESS (Action for
Community College Enhancement of Student Success), coor-
dinated by the American College Testing Program, tests foi
reading skills, language usage, and numerical skills. The
same tests are given throughout the district, but each of the
nine colleges makes different use of the scores. Placement
in courses tends to be advisory, not mandatory.

e The three campuses of St. Louis Community College man-
date placement tests for all full-time students but set their
own cutting scores. Although the campuses may use different
tests, all are coordinated so that students taking placement
tests on one campus do not have to repeat them if they
transfer to another campus. The Florissant Valley campus
mandate for students who have completed fifteen hours of
course work includes the Nelson-Denny Reading Test, an
English writing sample, a comprehensive basic skills tests,
and certain locally developed tests.

In summation, the thirty-eight colleges in the six large
urban districts were using at least forty-four different placement
tests, many of them developed on the local campuses. All but
Miami-Dade allowed local autonomy regarding the use of scores
in placing students. Most of the English, reading, and mathe-
matics tests were being administered prior to or during registra-
tion so that the results would be available for academic advis-
ing. Follow-up subtests were sometimes administered in some
academic areas once classes were under way in order to deter-
mine more exactly a student’s level of ability. In more than three-
fourths of the colleges, the tests were mandatory for certain
classes of students, usually those with no prior college credits
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who were registered for English or mathematics classes or who
had taken more than four or five courses at the institution.

Across the large urban districts and, indeed, in most col-
leges, the 1980s trend was toward mandatory entrance testing.
In the case of multicampus districts, the trend was toward in-
creased uniformity of measures but with local campus autonomy
in using the scores, with such autonomy guarded because of the
variation in mean student abilities among campuses. This pat-
tern was mirrored in smaller, single-campus colleges, with
academic departments demanding the right to set minimum en-
trance levels. There, the cutting scores might well be frequently
adjusted to reflect enrollment patterns; no department’s faculty
wanted to be left without students.

Measuring Outcomes

Although placement testing helps achieve homogeneous
classroom groupings, it does little for learning. Any instrument
that yields normative scores used to direct students toward cer-
tain curricula gives rise to the illusion that the students in those
curricula are achieving more than they would elsewhere. But
most of the achievement is related to selectivity. not to more
efficient instruction, The practice of selecting students on the
basis of one measure and administering a comparable measure
later yields high correlations, but those correlations are useless
as an indicator of the worth of a curriculum.

Outcome-, achievemnent-, and curriculum-related mea-
sures should be scored differently, with predetermined scores
evidencing certain learning levels and all the students who
achieve a certain score then being considered to have learned
what the curriculum was designed to teach. Under such systems,
the students do not compete for scores; the scoring is not for
the purpose of selection but for curricular verification. The more
students attaining the criterion (hence the term ‘‘criterion-
referenced testing’’), the more effective the curriculum. Most
educators are unfamiliar with criterion-referenced testing, be-
cause all their experience has been with tests given for the
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purpose of sorting among applicants to curricula and among
students within classes. This accounts for a portion of their
discomfurt with districtwide or state-level testing. Such tests
typically are criterion referenced. They can be taken repeatedly
until passed. And they seem to turn responsibility for learning
back to the faculty and the curriculum. Instead of being pitted
against each other, the students as a group are giving witness
to the effects of the curriculum in which they were involved.

Some good arguments may be made for beginning crite-
rion-referenced testing in the colleges. Should statewide tests of
student attainment such as Florida's CLAST spread, the effect
on the curriculum will be baneful. Tests that must be taken by
every student moving from one grade level to another invariably
measure only the most rudimentary skills. They cannot measure
specialized learning without penalizing the students who have
not had such experiences. Hence, they drive students toward
classes in the basics, away from electives in the arts and other
favored areas.

Educators should anticipate these developments and pre-
pare for them by increasing their own staffs’ and the public’s
awareness of the possibilities and limitations of broad-scale testing
programs. A general college community familiarity with criterion
testing, test types, competencies to be measured, and test admin-
istration procedures can allow the staff to take the initiative when
such tests are mandated. Moreover, if a good measure in the
liberal arts has been refined within the colleges prior to the man-
date, it stands a chance of being adapted for more widespread
administration. Since mandated tests invariably influence stu-
dents’ course-taking patterns, any measure thatignores the liberal
arts has a negative effect on the cu: iculum in the liberal arts.

There are additional reasons for beginning collegewide
testing programs in the liberal arts. Periodic administration of
a liberal arts measure can yield an estimate of the secondary school
preparation of the students coming to the college. It can lead
to cooperative curriculum-development projects between college
and secondary school departments. It can reflect how well the
students that the college is receiving are prepared in certain
academic areas.
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The testing program can also provide an estimate of what
people are learning at the college. Taken over time, the difference
in scores made by entering and exiting students, or by students
who have been at the college for one or two years, shows
knowledge gained. The recen: flurry of interest in ‘‘value added”
is an indicator of the importance of these types of estimates.
The college can pursue a pattern of public relations based on
what students learned. This can assist the public in understand-
ing that their local college is still a collegiate institution and that
it is possible for students interested in the higher learning to
find useful experiences there.

How much do students learn in community colleges? The
question is usually answered obliquely. Many colleges and some
state systems maintain estimates of the success enjoyed by their
matriculants who transfer to senior institutions; Radcliffe (1984),
Illinois Community College Board (1984a), Fernanrdez and
others (1984), Doherty and Vaughan (1984), and Young (1982)
present recent examples of such studies. Program planners in
most colleges also have an idea of the number of students ob-
taining jobs in the field for which they were trained; see, for
example, Lee (1984), Scott (1983), New Hampshire State De-
partment of Education (1984), and Lucas (1984). And some col-
leges periodically survey their alumni, asking whether they were
pleased with the experiences provided them by the college. Such
studies are reported by McConochie (1983), Nespoli and Rad-
cliffe (1983), Staatse (1983), and McMaster (1984).

But the question of student leaming seems the one measure
of value added that is least likely to be answered. Comparing
the grades earned by community college transfers with those
made by students who began at the universities is of marginal
utility, because relatively few students transfer. Measures of job
gaining are better, even though most of the reports reveal serious
methodological flaws relating to both response rates and the
validity of the questions asked. Even less useful are the studies
in which former students are asked whether they felt that they
had learned. The answer to that question is too often confounded
with the student’s generalized attitude of satisfaction with the
entire college experience.
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Most tests are inadequate to answer questions of what
knowledge is being gained by cohorts of students because they
were designed for different purposes. Tests administered in in-
dividual classrooms are almost invariably course specific; stu-
dents who did not take those courses are at a disadvantage in
answering the questions. Nationally normed tests in various sub-
ject areas are somewhat better, but they suffer the defect of hav-
ing been built for purposes of screening students. To the tradi-
tional test maker, the perfect hundred-item test is one that, when
it is administered to any number of students, yields a mean,
median, and modal score of 50, with no student missing all the
answers and no student getting all the items correct. By defini-
tion, then, half the students are below average and half are above.
But the test has not measured the learning attained by the entire
group, because items that everyone can answer are routinely
discarded. Some nationally normed tests do show promise: the
American College Testing Program’s College Outcomes
Measures Project, for example, was devised to gain an estimate
of student knowledge in general education, and several college
and university systems are beginning to use it (Jaschik, 1985).

The General Academic Assessment

It is feasible to assess community college students’ knowl-
edge in the liberal arts by building an instrument for that pur-
pose and by designing the procedures for administering it to
fit the realities of community college student attendance. The
Center for the Study of Community Colleges did just that in
1983-84 in cooperation with the faculty and statf in the Chicago,
Miami-Dade, Los Angeles, and St. Louis community college
districts. The results of this administration are instructive in what
they reveal about student knowledge at various stages in the
community college programs and how this knowiedge relates
to student demographics. But its greatest contribution is in
demons:rating a procedure that can be employed readily in ad-
ministering tests of this type.

The center had been tracing trends in the liberal arts and
transfer in community colleges by surveying students and faculty
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and by tabulating information on curriculum and instructional
practices. In conjunction with these projects, the center staff
developed, field tested, and administered a survey and content
test that would reveal student knowledge in general education
and the liberal arts. This General Academic Assessment (GAA)
was designed to assess knowledge among cohorts of students,
not the learning of individual students. The items were selected
so that a student’s general knowledge could be assessed regard-
less of where or when that knowledge was gained.

The GAA included representative items in the humanities,
sciences, social sciences, mathematics, and English usage. The
survey portion of the instrument asked students such background
questions as age, number of credits earned, educational and oc-
cupational aspirations, number of liberal arts courses taken, and
self-assessment of their skills in those areas. These questions were
selected from those that had proved useful in the center’s earlier
surveys of more than 12,000 students in Washington and Califor-
nia. Items for the content portion were drawn from several
sources: the National Assessment of Educational Progress pro-
vided numerous usable items in science, social science, and
mathematics; the Educational Testing Service made items in
the humanities and social science available on loan for purposes
of the project; the City Colleges of Chicago provided items in
English usage; and Miami-Dade Community College provided
items in the humanities. Center staff members culled the items
with the help of instructors, counselors, and administrators from
several community colleges. Final selection was made by panels
of faculty and administrators from the colleges in which the in-
strument was to be given.

The items were arrayed in five jorms and tried out with
around 1,300 students in five community colleges in Califor-
nia and Kansas. After revision, the final instrument included
nineteen demographic and student-experience questions and
fifty-seven items in humanities, sixty in English usage, fifty-two
in mathematics, fifty-nine in science, and seventy-one in social
science. The items were distributed at random across the five
forms so that each form had a sampling of items in the five areas
and cach could be completed within one fifty-minute class period.
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Class sections were used as the unit of sampling because
that is the most feasible way of getting a random sample of
students enrolled in credit classes. The method has the disad-
vantage of skewing the sample in the direction of full-time
students, because a student taking four classes has four times
as many chances of being in a sampled class section as a stu-
dent who is taking only one class. Nevertheless, the sample,
based on duplicated head count, is an accurate representation
of geneyal student knowledge, since the full-time students repre-
sent higher proportions of the full-time-equivalent enrollmer:
in the callege.

The General Academic Assessment combined item sam-
pling with population sampling. Not all students in the popula-
tion took the test; no student taking the test took all the items.
The value of this sampling and testing procedure is that testing
time is reduced; it became possible to administer 336 items on
five forms, with no form having more than 69 items, so that
all could be done within one class hour. And as the class sec-
tion was used as the unit of sampling, the problem of getting
representative numbers of each student type was mitigated.

A total of 8,026 students in twenty-three colleges (nine
in Los Angeles, four in Miami, three in St. Louis, and seven
in Chicago) completed the form. Their responses were tallied
according to total score and to scores on individual subtests in
humanities, sciences, social sciences, mathematics, and English
usage. Scores were converted to ten-point-scale scores for each
of the areas, and a cumulative scale score was tallied. While
the findings uiustrate the diversity among community college
students, they s sgest that student knowledge is related both
to age and to - . number of courses that students have com-
pleted in particular areas. The age relationships showed up
primarily in English usage, social sciences, and humanities; the
older the student, the higher the score on those scales. These
age-related differences did not occur in mathematics or science
(see Table 16). All of the five scales showed a direct relation-
ship between the number of units a student had completed and
the scores made (see Table 17). The highest scores were made
by students attending college for their personal interest, with
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Table 16. General Academic Assessment
Survey: Mean Scores by Age.

GAA Scales
Total
Mathe- Soctal  Human- Liberal
Age matics  Literacy  Science ittes Science Ans
20 years
or younger 5.01 5.00 4.79 3.17 5.16 23.13

21-30 years 4.89 4.79 4.86 3.29 5.19 23.01
31-40 years 4.61 5.06 5.31 3.75 5.23 23.96
41-50 years 4.08 5.30 5.33 4.07 5.35 24.12
Over 50 years  4.61 5.71 6.19 4.88 5.38 26.77

Table 17. General Academic Assessment Survey:
Mean Scores by Number of Completed College Units.

GAA Scales

Total
Completed Mathe- Soctal  Human- Liberal

Units matics  Literacy  Science ities Science Arts
0-14 4.45 4.73 4.64 3.02 4.89 21.73
15-29 4.84 4.84 4.80 3.13 5.05 22.65
30-44 4.88 4.90 4.88 3.31 5.25 23.23
45-59 5.18 4.96 5.13 3.54 5.27 24.07

60 or more 5.51 5.55 5.58 4.24 5.84 26.71

those preparing for transfer making the second-highest scores
on the combined scales (see Table 18). And scores tended to
increase for each of the scales to the extent that students took
courses in those areas, with the greatest difference being in the
humanities and the least difference in English usage as related
to number of courses completed in English composition (see
Table 19).

There was no surprise in the finding that students who
take more courses in an area are likely to know more about that
area than students who take fewer courses. The age-related scale
scores proved interesting in that mathematics and science knowl-
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Table 18. General Academic Assessment Survey:
Mean Scores by Reason for Attending College.

GAA Scales

Reason for Total
Attending Mathe- Soctal  Human- Liberal
College matics  Literacy  Science ities Sctence Arts
Transfer
to a four-year
institution 5.14 4.98 4.95 3.32 5.26 23.63
Entry into
specific
occupation 4.47 4.72 4.77 3.16 4.93 22.05
Advance in
current
occupation 4.54 4.83 4.86 3.37 5.16 22,75
Personal
interest 4.57 5.43 5.32 4.25 5.46 25.03

Table 19. General Academic Assessment Survey: Mean Scores
by Number of Completed Courses in Scale-Related Curriculum.

GAA Scales

Number of
Completed Mathe- Social Human-
Courses matics Literacy Science tties Science
None 4.41 4.87 4.60 2.88 4.88
One 4.63 5.00 4.74 3.16 5.26
Two 5.08 4.97 4.95 3.44 5.30
Three or more 5.91 5.01 5.65 4.31 5.88

edge showed little age-related difference; those areas seem to
be school related, whereas the humanities, social science, and
English usage abilities may be enhanced merely by living in and
interacting with the culture. But one of the more surprising find-
ings from the GAA administrations was the accuracy of the
students’ self-assessments (see Table 20). Students were asked
to compare themselves with other students at their college in
terms of their ability to ‘‘use algebra to solve problems,’” *‘edit
written material,”’ and demonstrate similar competencics that
suggested knowledge in the various liberal arts areas. The ex-
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Table 20. General Academic Assessment Survey:
Mean Scores by Self-Rating on Scale-Related Skill.

Ability Rated

Under Under- Understand
Use stand- . stand Scientific

Algebra Edu Political Ant, Techno-

to Solve Whitten Ideo- Music, logical

Problems Material logies Drama Develop-
Self- (Mathe- (English (Social (Human- ment
Rating matics) Usage) Science) ities) (Science)
Poor 3.82 4.16 4.22 2.66 4.44
Fair 4.49 4.58 4.60 2.99 4.81
Good 5.16 5.08 5.17 3.48 5.25
Excel-
lent 6.17 6.28 5.82 4.22 6.34

tremely high correlation between students’ self-ratings and their
scores made on the corresponding scales suggests that com-
munity college students are quite realistic, at least in regard to
their academic prowess. Students know what they know.

Toward Better Testing Practices

The administration of a General Academic Assessment
demonstrated the feasibility of a form of cohort testing that is
rarely employed in community colleges because it cannot be used
to assign students to classes or to make any other decision about
individuals. However, it can be useful for estimating the dif-
ferences in knowledge exhibited by entering students as com-
pared with the cohorts that have completed a year or two of
course work at the institution. It can be used to assess entering
or graduating students’ abilities from year to year, thus gain-
ing 4 measure of value added to the student body as a whole
in a time series. It can be used to show how the courses in par-
ticular liberal arts areas contribute to knowledge in those areas.
[t can focus attention on curriculum in the college and in its
feeder secondary schools. And it can be used as the centerpiece
of a public relations effort showing that the college is concerned
with student learning in a collegiate context.
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The General Academic Assessment administration was
certainly not the first time such an effort had been made in higher
education. Pace (1979) reported the methodology and findings
of studies done in the prior fifty years, recounting in particular
the detailed results of a set of tests given in Pennsylvania col-
leges beginning in 1928. There, tests of liberal arts knowledge
were administered to sophomores and seniors, whose scores
related directly to the number of college courses taken. The more
hours the students had completed in the humanities, natural
sciences, and social sciences, the higher the scores on those
subtests. The students’ language ability accounted for nearly
half the average humanities score. The score on natural sciences
was most related to courses taken in that area. Seniors knew
more than they had known as sophomores; seniors as a group
knew more than sophomores as a group. Pace concluded that

- comparisons of groups of students at different levels (cross-

sectional studies) produce results similar to those obtained in
comparisons of the same group at different times (longitudinal
studies).

Why, then, are these types of measures not used more
frequently? Pace attributed the lack to the costs of preparing,
administering, and scoring the tests, saying that students can
be asked to bear the costs only when they themselves stand to
benefit, as in admission to a preferred program. But that reason
seemns insufficient to explain the dearth of such measures in com-
munity colleges. There, the reasons might be that educators fear
interinstitutional comparison, feeling that their colleges have
unique missions and student populations and, especially, that
their fiscal and popular support may be tied to the results. They
may be skeptical of their effects when they control so few hours
of any student’s life. They may fear that any measure of stu-
dent knowledge in general may be used in arguments against
courses in particular fields. Test scores that are central to grading
and used for sending data to succeeding classes and to prospec-
tive employers dare not rely on item and population sampling
lest the students who fail charge that their items were more dif-
ficult than those answered by the students who passed. Above
all, cohort testing does not square with the educators’ self-
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appointed mission of sorting people for the benefit of employers,
the senior institutions, and the professions for which they are
preparing them.

Many community college leaders are annoyed because
they feel that the public misunderstands their colleges’ role, say-
ing that inappropriate criteria are used to judge them. However,
they share the blame. They reject the use of transfer data,
because they serve numerous students who have no intention
of transferring: students in occupational certificate programs,
those who already have degrees, adults taking occasional classes
for their own interest, and so on. When asked about program
effects, they usually refer to the number or percentage of students
graduating or gaining jobs, without considering how closely
those effects are tied to selection at entrance and attrition within
the colleges. And they skirt questions of student learning because
they neither have nor seek valid measures of what students as
a group knew when they enrolled as compared to what they knew
after they had taken a number of courses.

Tests are typically used for placing students in certain
classes or programs. Most educators and members of the lay
public understand testing as a placement measure. In fact, they
tend to be reassured by single-score measures that rank people
relative to each other. Testing for the effects of a curriculum
is hardly ever done in higher education. It demands careful con-
struction of tests, a skill difficult to find among a staff unfamiliar
with the concepts involved. It rests on practices that few within
the colleges consider: controlling for the abilities of students
entering the program, administering different forms of the same
instrument to students at the beginning and at the end of the
program, accounting for student dropout, item and population
sampling, and numerous other controls that are completely out-
side of most staff members’ experience.

The state agencies, reflective of the public and the legis-
lators, deserve data. How many students learned how much in
what period of time? Normative tests do not provide answers,
and statewide achievement testing programs of necessity yield
bland, highly generalized information. The community college
leaders who see value in measuring their college’s effects would
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sponsor criterion-referenced, multiple-matrix testing programs
on their own campus and thereby gain information on student
learning and program outcomes that they could send to the state
agencies. Better that than the other way around.

The current issues in entrance testing will subside as col-
legewide test administration is more widely employed to screen
students into classes that are consonant with their abilities. The
practice of allowing any matriculant to enter any class is in
headlong retreat, and selection measures other than testing have
made practically no headway. Testing is economical and gener-
ally accepted by staff, students, and the public. To the extent
that it assists students in succeeding in tl:eir classes, it is actually
one of the first academic support services that they encounter.
Other supports that the colleges provide to enhance student flow
are described in Chapter Seven.
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Services Supporting
Academic Goals

The classroom is the home of the curriculum, but outside-of-
class supports to learning enhance student achievement and
transfer rates. This chapter reviews orientation programs, ad-
vising services, remedial instruction, supplemental instruction
offered through learning laboratories, and honors programs. It
concludes with a report of student use of these services and
recomnmendations on the types of services most feasibly installed
and most likely to enhance the collegiate function.

Orientation Programs

Orientation programs are designed to moderate the tran-
sition from high school to college. Some institutions mandate
programn attendance, but most qualify this requirement by apply-
ing it only to first-time, full-time students. Attendance varies,
depending on how adept the program managers are at inte-
grating the orientation activities with registration and assess-
ment procedures, or at including themn as part of required course
sequences.

Thirty of the thirty-four large urban colleges surveyed by
the Center for the Study of Community Colleges reported having
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an orientation program for new students. Twelve of them man-
dated attendance, but this requirement was usually qualified by
conditions such as ‘‘if a student is enrolling for six or more units
and is attending college for the first time.’’ Eight institutions
estimated new-student attendance for their programs at 75 to
100 percent, while twelve colleges reported attendance by fewer
than half the students. Several colleges reported high participa-
tion rates because they presented their orientation programs as
partof, or just prior to, the registration and assessment process.

By offering Human Development 100 as a mandatory
course for all new full-time students, Mountain View College
(Texas) incorporates orientation into its academic structure. This
course, taught by counseling center staff members, familiarizes
students with the colleges’ policies and procedures. West Los
Angeles College (California) and South Mountain Community
College (Arizona) have developed video presentations to con-
vey their orientation message, while jefferson Community Col-
lege (Kentucky) offers a sixteen-week transfer orientation course.
Compton (California) College’s honors program for ninth- to
twelfth-grade students as well as its own students features a
Family Orientation Program that focuses on program require-
ments and student responsibilities.

Is orientation effective? In 1983, Phillips County Com-
munity College (Arkansas) studied the impact of freshman orien-
tation classes on students’ persistence and academic performance
(Jones, 1984). Participants were all first-time, full-time freshmen
who entered during fall 1982, spring 1983, or fall 1983. Dur-
ing the registration process, students were encouraged to enroll
in an eight-week orientation class that included information on
academic policies, college regulations, career counseling and
testing, placement, financial aid, student services, and study
skills. Performance and persistence data were analyzed for an
experimental group of 337 students who successfully completed
the orientation class and for a control group of 433 students who
either did not enroll in or did not complete the class. Results
indicated that 80 percent of the experimental group had been
retained at the end of one semester, compared to 43 percent
of the control group; 45 percent of the fall 1982 experimental
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group had been retained at the end of one academic year, com-
pared to 23 percent of the control group; and the combined first-
semester mean grade point average for the experimental group
was 2.28, compared to 1.72 for the control group. On the basis
of these findings, increased efforts were made to enroll freshmen
in orientation classes, improve the consistency of those classes,
and promote the classes among faculty and students.

A different view of orientation and support programs was
reported by Friedlander (1984). Napa Valley College’s (Califor-
nia) Student Orientation, Assessment, Advisement, and Reten-
tion (SOAAR) program consisted of evaluating first-time stu-
dents’ math and reading skills, advising about enrollment in
regular or developmental ..ourses on the basis of test scores, and
providing information on college services, policies, and pro-
cedures. In fall 1983, 866 students participated in the SOAAR
program. An analysis of student course transcripts, test scores,
and survey respcnses indicated that in comparison with students
enrolled in comparable courses before the implementation of
the SOAAR program, SOAAR students were less lik<ly to com-
plete their developmental courses in Engli-h and mathematics,
finish their introductory-level courses, ¢ * earn a grade of C
or higher in their developmental or regular classes. Although
a number of factors might have contributed to the decline in
student performance from fall 1982 to fall 1983, participation
in the SOAAR program did not seem to have a positive effect
on student performance or persistence in their English and math
classes. Furthermore, test scores did not appear to be accurate
predictors of student success, and SOAAR did not seem to in-
crease student use of support services.

These types of mixed effects have been reported in several
other studies, although the students who participate usually do
better in their other college work. Most colleges continue to of-
fer orientation. The more integrated programs are included in
a class; for example, beginning psychology. Less frequently, they
are offered in advance of the academic year. While these orien-
tation programs are far from being the popular support source
that they are in many four-year colleges and universities, they
seem to help by familiarizing students with the college world.
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Advising

Student advising is a key, ubiquitous component in help-
ing students find their way through the college. In 1979, a na-
tional survey of administrators in 1,600 colleges and universities
found that the most common institutional response to reducing
student attrition wus an attempt to improve academic advising
and counseling programs (Beal and Noel, 1979). More recently,
(in Koltai, 1981), the chancellor of the Los Angeles Community
College District called for the revitalization of academic advise-
ment in order to increase the number of students who satisfac-
torily progress toward completing their educational programs.
And the report of the Study Group on the Conditions of Ex-
cellence in American Higher Education recommended that **all
colleges should offer a systematic program of guidance and ad-
visement that involves students from matriculation through
graduation. Student affairs personnel, peer counselors, faculty,
and administrators should all participate in this system on a con-
tinuing basis’’ (National Institute of Education, 1984, p. 31).

The three major functions of community college academic
advisement programs are to help students plan educational pro-
grams commensurate with their abilities and interests; to alert
students who are experiencing difficulties in their courses and
bring them into contact with appropriate institutional resources;
and to provide students with continuous, up-to-date informa-
tion on the progress they are making toward coinpleting the re-
quirements of a specific program of study.

Over 60 percent of the colleges in the six districts surveyed
by the CSCC reported that academic advisement is usually man-
datory for students taking more than a certain number of units
or for all new students. But Chicago is the only district among
the six that mandates academic advisement for all students.
Students attending any of the eight City Colleges of Chicago
must have their program planning cards signed by a faculty ad-
viser before they can register for the next term. At South Moun-
tain Community College (Arizona), students must have an
educational plan on file in the counseling office before register-
ing for classes. Miami-Dade requires all students who have not

[y
s |
Lo




R

Services Supporting Academic Goals 131

yet declared a major to seek out academic advisory services.
Both Maricopa’s Phoenix Community College and Dallas’s
Richland Community College allow students to bypass the
academic advising requirements if they sign a waiver accepting
full responsibility for their decision. In nearly every college, the
counseling office is open during the evening in order to reach
part-time and evening students. Some colleges have peer ad-
visers who visit certain evening classes to inform students of the
kinds of evening services available. Others send letters to stu-
dents describing the academic advising services available at the
college after 4 P.M.

Faculty participation in advising varies from perfunctory
to a high level of coordination with the academic advising ser-
vices of the campus counseling center. Faculty members in the
City Colleges of Chicago play an integral role in the academic
advisement process, and faculty are di.ectly involved in advis-
ing students during the registration proce:s at Dallas’s Moun-
tain View, Forest Park in St. Louis, and Maricopa Technical.
Most institutions reported that faculty members advise students
majoring in their academic area. Some colleges incorporate
faculty training programs in preparation for academic advise-
ment responsibilities, while others prepare handbooks to pro-
vide guidelines.

Still, advising is not all it might be. Counselors tend to
be overworked, many faculty members tend to be only margin-
ally involved, cooperation between the two groups is often
minimal, and it is impossible for either group to keep up with
all that they should know about program requirements in their
own college and in the feeder and receiving institutions. Tradi-
tional advisement systems are unable to keep pace with the
multiplicity of requirements associated with the numerous col-
lege programs, the frequency of changes made in those require-
ments, and the clerical task of maintaining current tracking
records on each student.

Can the major obstacles to an effective advising system
for students be removed by incorporating computer technology
into the academic advisement process? Trombley and Holmes
(1980), Aitken and Conrad (1977), and Harper and others ( 1981)
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allege that they can. Computer-assisted advisement involves a
computer program to store the degree requirements and match
them with the student’s academic record. The record produced
is a report showing the degree requirements and the student’s
progress in completing those requirements. Perhaps the most
significant aspect of computer advisement programs is the capa-
bility to provide students and academic advisers with an im-
mediate assessment of student progress.

The Academic Graduation and Information System at
Miami-Dade Community College provides information on sug-
gested and required courses in seventy-two associate degree pro-
grams (Harper and others, 1981). Each advisement report is
based on the year and term that the student enters Miami-Dade
and the graduation requirements in effect at that time. In addi-
tion to the college’s requirements, the computer provides a listing
of transfer courses recommended by each of the colleges and
universities attended by most of the students who transfer. Com-
puter programs also provide a detailed evaiuation of all gradua-
tion requirements for each individual, citing requirements that
are completed and those still to be taken. If the student has
satisfied all graduation requirements, the Miami-Dade system
will automatically inform the student and place the graduation
notation on the permanent academic record (Harper and others,
1981).

Miami-Dade has incorporated an Academic Alert and Ad-
visement System into its advisement program. At midterm, all
faculty members indicate whether the progress of each student
in their classes is satisfactory or unsatisfactory. The system then
generates personalized letters to each of the students, inform-
ing them of their classroom performance and, if appropriate,
where they can receive assistance, what they need to accomplish
prior to the next registration, and whether they are eligible for
the honors program. Anandam (1981) notes that if the advisers
at Miami-Dade were to meet individually with each of the 40,000
students and provide them with all the information produced
by the computer in the midterm progress report, it would take
thirty-one working days—if the advisers dedicated all their work-
ing hours to this task, if they gave fifteen minutes per student,
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if they had a miraculous way of scheduling the students every
fifteen minutes, and if every student kept his or her appoint-
ment.

The advantages of computer-assisted advisement over
traditional methods include reduced time in evaluating student
transcripts, improved accuracy in advisement, ease in obtain-
ing and providing information, reduction in costs, and more
efficient use of adviser time. Researchers at Miami-Dade esti-
mated that using the computer system saves the college a mini-
mum of $100,000 a year in wages paid to professional staff
members to work overtime in approving graduation certifica-
tions and in time spent on conducting preliminary grade checks
during the academic year (Harper and others, 1981).

Remedial Education

Remedial education is offered in three categories: classes
for non-native-English speakers; remedial studies for young
matriculants whose high school preparation was inadequate; and
basic literacy training for functionally illiterate adults. In some
colleges, all three are offered through the same set of classes,
but in most they are demarcated. The non-native-English
speakers take classes in English as a second language; the in-
adequately prepared students seeking college-level studies par-
ticipate in remedial classes, often provi'ed through learning
laboratories; and the functionally illiterate adults take separately
funded classes in basic reading and writing.

The problem of inadequate academic skills has been ex-
acerbated by the great number of students who come to college
with a native language other than English. Glendale Community
College, a leader in the Maricopa district’s developmental educa-
tion efforts, conducts English-as-a-second-language programs
:hrough two different instructional approaches: one for the stu-
dent who has had little formal education and anuther for students
who have had secondary and postsecondary schooling in their
native language. The adult basic skills program consists of
reading and writing skills training as well as a counseling com-
ponent, which helps students develop an awareness of their
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resources for effective decision making. The college also offers
a full complement of remedial courses in reading, English, and
mathematics, featuring a coordinated assessment and advise-
ment process designed to ensure effective student program
placement.

I os Angeles City College has the largest number of limited
and non-English-speaking students in the nation. Sixty-onre per-
cent of the 1981 freshman class came from homes where English
was not the principal language; and more than fifty langvages
are spoken at one neighborhood high school that sends students
to this college. In expanding its ESL program, the Los Angeles
district established three five-unit core classes~—supplementary
classes in conversation, vocabulary, and advanced reading. At
several colleges, heavy emphasis for all ESL students is placed
on using writing laboratories, while all the Los Angeles colleges
offer ESL speech classes.

Native-born illiterates pose a similar problem. On April
21, 1986, the front page of the New York Times carried a headline
reporting that 13 percent of American adults are illiterate in
English (Werner, 1986). In many states, the burden of teaching
them has fallen to the community colleges. Central Piedmont
Community College has achieved some success with its Project
ABLE (Adult Basic Literacy Education). Adults advance one
grade level in reading after 25 to 30 hours. One grade-level ad-
vancement in mathematics is attained in about the same length
of time. These achieveinents compare with the average of about
150 hours in a traditional classroom and 50 hours in the one-
on-one tutorial method to achieve the same grade-levei advance-
ment. ABLE’s teaching methods center around microcomputers
and other communication devices. The project’s three centers
use the best available instructional materials, p.us others created
by college personnel. The first ABLE center was located in a
shopping mall to provide easy access and student anonymity.
It is the nucleus for a developing system of neighberhood centers.
Expansion into new neighborhoods is a phased process. The
college’s mobile laboratory is moved into a target neighborhood,
and then, after three days, it is moved to another area. Ex-
pericnce has shown that after six months of this sequencing in
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two neighborhoods, at least one has recruited enough clients
to justify a permanent center. The mobile lab then moves on
to another neighborhood.

The well-documented decline in high school graduates’
literacy has forced the colleges to expand their efforts to prepare
their students to embark on collegiate studies. As one example,
the City Colleges of Chicago run a two-tiered developmental
education program in which entry is based on' reading and
writing assessment. The first tier consists of a twelve-hour block
of courses for students reading and writing below the seventh-
grade level. The second tier of the program is for students
reading and writing between the seventh- and eleventh-grade
levels. A six-hour reading/writing communications core is aug-
mented by completer courses in human development, social
science, math, business, and humanities. In addition to being
given intensive counseling and tutoring, the students are care-
fully tracked in their academic progress by specially selected
faculty and support staff. Retention and achievement levels in
both tiers of the block are from 20 to 40 percent higher than
in nonblocked courses for similar groups of students.

Funding is a continuing problem in remediation. Many
states fund remedial classes at a lower level than the academic
credit classes, because remedial studies are presumed to cost
less. Historically, they were taught in the lower schools, where
the per-student costs were lower than they were in the colleges.
The colleges have had to adjust. The San Diego colleges man-
date remedial classes for students whose entrance test scores fall
below a certain level but offer the classes through their contin-
uing education division, which is funded at a lower rate and
where instructional costs are correspondingly lower.

Should remediation be mandatory? If so, for whom? The
voluntary approach involves making comprehensive support ser-
vices easily accessible but leaving the decision to participate com-
pletely up to the student. This approach is based on the assump-
tion that students who need help are mature or sophisticated
enough to seck assistance from an appropriate campus resource;
that students deficient in reading, for example, will seek help
through developmental reading courses, tutoring, or some other
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related resource. The supporters of voluntarism maintain that
students who seek help will be more highly motivated to im-
prove their skills than those who are forced to participate and
that instructor morale will be higher among those working with
students who choose to be in their classes rather than with
students who are forced to do so. On the other hand, critics of
this approach contend that many students will not get needed
help because they will not voluntarily enroll in basic skills courses.

The colleges do not want to restrict admission, but they
must make special provision for students who cannot manage
the collegiate curriculum. If the colleges refuse admission to the
academic classes, the students whose programs are filled only
with remedial work tend to drop out. The best combination for
retention seems to be some remedial, some general studies, and
some specialized course work. Students seem to need the mix

.of basic skills classes and courses offering college graduation

credit. But the more progressive view of remediation calls for
allowing students into the collegiate classes aad then building
a great variety of supports so that they can succeed in those
classes, a procedure known as supplemental instruction.

Supplemental Instruction

Tutorials and related instructional activities coordinated
through learning laboratories are the most popular forms of sup-
plemental instruction. Nearly all the colleges in the six urban
districts provide formal learning centers and/or tutoring ar-
rangements for their students. The philosophy of Maricopa’s
Glendale College is that the services are available for students
who appear of their own volition, not mandated, as in some
other districts. Its Learning Assistance Center is open fifty-six
hours weekly and serves several purposes. Evening instructors
as well as some regular daytime instructors use the facility to
administer makeup tests. Tutors visit instructors to ask about
students needing help, and the center surveys instructors to ask
about the types of help that students require. Over 700 individual
students are tutored per semester. The college also has a special
program for minority students, in which retire 1 adults from Sun
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City are paid at slightly over minimum wage rates for up to
nineteen hours per week for tutoring, although many retirees are
so enthusiastic that they work without pay. Thus, the faculty,
who may not seek out paraprofessionals to help them teach, are
actually being provided with targeted tutorial services in another
guise.

A structured tutorial system operates in Chicago, where
all tutors must meet with instructors regarding course require-
ments, while the tutoring coordinator meets with department
chairpersons. Tutors also work directly with students in their
classrooms, thus integrating support services with the same
academic programs that they were designed to augment. Sup-
plemental instruction is carried on by peer tutors, and these ac-
tivities actually extend the learning time of high-attrition classes.

Miami-Dade’s RSVP (Response System with Variable
Prescription) program produces feedback to students in the form
of personalized letters. The RSVP computer software package
assists in individualizing instruction and record keeping and per-
mits the maintenance of a record on each student, which in-
cludes name, address, personal attributes, students’ responses
to a “‘survey’’ or exam, the number of exams and assignments
completed, and the number and kinds of responses received by
students. The RSVP program also prints feedback reports to
students, informing them of their test scores and prodding those
who are negligent. It also provides instructors with reports on
student performance and collective class data. For example, the
use of RSVP in the basic mathematics lab provides a course de-
scription and sample feedback report for a student who achieved
a passing score on one fractions exam, a perfect score on a
decimals exam, and a failing score on another exam. For each
test item, the feedback report identifies the particular skill be-
ing tested, tells how well the student performed, and, if the item
was solved incorrectly, assigns a set of personalized exercises
focusing on that skill.

St. Louis Community College at Florissant Valley has
developed ways of identifying students who might experience
difficulty in a content course. Students in all sections of American
Politics as well as certain other classes are given a reading test
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during the first week of class and an exam on the content covered
to date at the end of the third week. After the test results have
been returned, a reading instructor attends the class and lets
students know how their performance can be improved by enroll-
ment in the adjunct skills class for the course, which begins the
fourth week of the term. Students get one hour of credit for this
class, and they must pay for the additional credit to enroll. The
skills instructor sits in all class sections of the content course,
takes notes, and goes over the reading materials. He or she then
uses this information to teach study skills in the adjunct course.

At Chicago’s Kennedy-King College, students with grades
of D or For students who have poor attendance records receive
a midterm letter instructing them to set up appointments at the
counseling center. At their interviews there, the counselors ar-
range for them to receive the extra tutoring and assistance they
need to complete the courses in which they are experiencing dif-
ficulty. The program has been so succussful that in all sections
of an introductory social science class, 90 percent of the students
doing D or F work at midterm who came in for extra assistance
went on to complete the course, compared to only 13 percent
of those who did not receive extra academic assistance.

The Midterm Enhancement Program at several Chicago
colleges provides supplemental instruction by the faculty member
teaching the college-level content course. At midterm, the faculty
member has the option to offer an extra hour of instruction for
those students who need assistance. This supplemental class is
taught by the faculty member but is funded and offered as an
adult education course. Tl.cre is no charge for this participa-
tion in the extra-hour class, because adult education courses at
the City Colleges of Chicago are free to all students who are
enrolled for six or more hours of credit. Studies on the effec-
tiveness of this program have shown that students with un-
satisfactory midterm grades who participated were much more
likely to complete their course than those who did not elect to
take the extra hours of instruction.

Some colleges have initiated block programs that consist
of basic skills courses, academic support services, and a college-
level content course. Students enrolled in the Alternative Ser-
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vices to Raise Achievement (ASTRA) Program at Greater Hart-
ford Community College have their schedules planned for two
sernesters. In the first term, they are enrolled in an interdis-
ciplinary program of composition, reading, and speech, which
is designed by the college’s English faculty. Students work on
similar objectives each week from the perspective of their
reading, writing, and speech courses. The second term com-
prises an interdisciplinary course arrangement of Western
civilization, reading, speech, and composition. In the reading
class, students improve their reading and study skills by using
the text from the Western civilization course. In the composi
tion course, they write themes, answer essay questions, and work
on a research paper for the content course. In speech, student
presentations are based on their research papers and the con-
tent of their Western civilization course. Tutors are used regu-
larly during class time and also are available in the learning
center. Counselors meet weekly with the instructors to monitor
student progress in their courses (Eddy, 1979).

The first semester of the Individual Needs (IN) Program
at Chicago’s Loop College (Barshis, 1979) consists of a twelve-
credit-hour block of work in reading, composition, psychology
(self-development), educational and vocational counseling, and
a content course chosen by the students to correspond to their

“educational objectives. In many instances, the content course

(for example, biology, sociology, child development) is team
taught and coordinated with the basic skills course in reading
or writing. For example, in the combination biology-English
composition course, the English instructor uses materials from
the biology course for assignments, and the biology instructor
requires writing assignments in an outside class. As with the
ASTRA Program, academic assessment, tutoring, counseling.
learning laboratories, and the close monitoring of student pro-
gress are integrated into the IN Program.

Acadernic support services are typically funded through
a fixed percentage of the college’s total operating budget. At
many colleges, this allocation does not allow for the number of
staff members needed to provide a full complement of support
services to all students. Among the approaches being taken at
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some colleges to overcome the constraints of limited staff and
resources are the placing of responsibility for student academic
advisement in the hands of the faculty; assigning interested
faculty members to teach and advise in the learning skills center
as part of their regular work load; and generating funds for the
college by having learning skills staff members provide their ser-
vices to students in one- or two-unit college-credit courses.

A limitation on supplemental instructional services is that
the colleges must find a way to be reimbursed for the extra,
nonclass time that is spent in assisting students with taeir course
work. In 1984, the board of governors of the California com-
munity colleges revised regulations for tutoring services. At-
tendance for learning assistance in a course may be reported
for state apportionment when such activity is required for al/
students and is offered during scheduled hours, thus making
tutorial assistance a component of the course. But the issue of
having a high-cost instructor who is credentialed in the subjects
in which students are being tutored physically present in the
learning lab has still to be resolved.

Honors Program

Special services for high achievers are at the other end
of the spectrum. By recognizing the better students, honors pro-
grams are tangible evidence that the colleges do not deal ex-
clusively with lower-ability or unmotivated students. The pro-
grams are initiated because the students can benefit from them,
new and better students can be attracted to the college, and the
programs can enhance the public image of the institution as a
place where superior scholarship is honored and encouraged.
A 1975 survey done for the American Association of Community
and Junior Colleges (Olivas, 1975) revealed that only 47 of 644
responding institutions had honors programs. But the list has
grown recently, as shown by the number of colleges belonging
to the National Collegiate Honor Council and/or Phi Theta Kap-
pa, the national honors society for community colleges. In 1982,
there were 700 chapters of Phi Theta Kappa.
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In fali 1982, Miami-Dade initiated its first formal honors
program. This program includes special sections of courses,
interdisciplinary courses, honors seminars, special honors proj-
ects, faculty mentors, and special enrichment activities. Students
enrolled in the honors sections are asked to read more primary
source materials and write more papers than those engaged in
regular classes, cover the subject areas in greater depth and
breadth, and develop a contract with the instructor on an in-
dividual project to be completed for the course. Miami-Dade
offers all its honors students academic scholarships that cover
matriculation fees. It also makes special notations (the letter H)
on the transcripts for all honors classes completed by students.
And all honors students receive special assistance in exploring
upper-division studies and/or career options. Each honors stu-
dent is assigned a mentor, a faculty member from within the
student’s major area of interest. The mentor assists students
with registration, program conflicts, and career preparation, as
well as in such individual honors explorations as Miami-Dade’s
special Capstone Project—a three-credit creative or scholarly
project. This enables the student to demonstrate research skills
as well as the ability to apply and present material and to develop
a portfolio or major paper to present to four-year institutions,
scholarship committees, or prospective employers.

Other districts take similar approaches to working with
their better students. Chicago’s Wright and Loop colleges both
have well-developed honors programs. Wright’s Dean’s Scholar
Program recruits students with an American College Testing
Program (ACT) composite score of 24, a ranking of at least the
fifteenth-grade level in a mandatory writing test, and first-year
college math placement. This program begins with a block of
fifteen to eighteen hours of special honors courses taken in the
student’s first semester. After that, students who maintain a 3.5
grade point average (GPA) may enroll in individual honors sec-
tions offered as alternatives to many of the regular courses. Loop
College’s Advanced Arts and Sciences Program, which requires
that students take a minimum of two advanced arts and science
courses per term, relies less on ACT and other test scores than
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on results of placement tests. And in order to stay in the pro-
gram, students must maintain at least a B average in general
education courses. Loop College has a tentative agreement with
three private four-year institutions—De Paul University, Munde-
lein College, and Roosevelt University—to give preferential ad-
missions treatment to students who have completed the Advanc-
ed Arts and Sciences Program.

Maricopa’s honors program, initiated in 1981, includes
honors sections of traditional courses, special honors courses,
forums, and seminars, and special performances and social ac-
tivities. Each year, the district holds an Honors Forum Series,
with six notable speakers presenting lectures and meeting with
interested students and staff members. The series has a specific
theme each year that the speakers—outstanding humanists,
scientists, industrialists, and social leaders—address from the
point of view of their respective fields. A special honors course
is based on lectures given in the Honors Forum Series. This
interdisciplinary approach to various individual and social issues
is supplemented with readings, and after the lectures, honors
students visit with the speakers in small-group settings. Assign-
ments for the course might take the form of written or oral
reports in which students summarize the sources and scope of
the issue addressed during the term; compare and contrast ra-
tionales, perspectives, and conclusions of the authors and lec-
turers; and define and defend their personal conclusions about
the issues. Maricopa’s Rio Salado College offers an innovative
approach to crediting courses that do not carry honors sections.
Students who desire honors credit for a nonhonors course agree
with the course instructor to a Course Enrichment Plan, a type
of contract in which students complete special assignments (extra
reading, library research, field projects, or class presentations)
in order to earn honors credit.

Dallas’s honors program, initiated in 1982, involves ap-
proximately 600 students, some of whom take more than one
honors course. Seminars offered to these high achievers are
characterized by the reading of primary sources, the treatment
of topics in depth, and considerable reading, writing, synthesis,
and analysis. The students may enroll in any honors course for
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which they are qualified, receiving a special designation () on
their transcripts upon course completion. No minimum number
of hours or minimum overall GPA is required for such enroll-
ment. However, if students wish to qualify as honors scholars,
they must complete seven honors courses, with one course from
each of the followirg areas: English/foreign language, social
science, math/science, and humanities. While the three remain-
ing courses may be taken from any other area of the curriculum,
seven courses must be completed within two years from the date
of the students’ enrollment in their first honors course. Admis-
sion requirements for the Honors Scholar Program allow stu-
dents to demonstrate superior ability in a number of ways. A
student whose GPA was 3.5 or who placed at or above the
ninetieth percentile on two out of three Richland College assess-
ment tests, and who had a combined score of 1,100 on the
Scholastic Aptitude Test (SAT) or a composite ACT score of
at least 25, would, of course, qualify for the program by satis-
fying the traditional honors program requirements. However,
a student without the high GPA, high percentile ranking, and/or
strong showings on the ACT and SAT could also qualify for
the Honors Scholar Program by demonstrating special abilities
through a portfolio, audition, or paper, or participation in special
national conferences and summer institutes. Honors students
are frequently selected as tutors through the Center for Indepen-
dent Study, and Phi Theta Kappa members graduate with
special recognition.

An honors program in the Los Angeles district was
launched by the faculty of West Los Angeles College. Admis-
sion to the program requires that students place at a college
freshman level in English and that they be recommended by
an instructor. The program is both varied and extensive, offer-
ing a number of options for its participants. A core of general
education courses is set aside for honors students, as well as a
number of interdisciplinary courses to choose from within the
general education area. In addition to their honors course work,
students are responsible for conducting special projects and are
encouraged to participate in off-campus internships. Los Angeles
Harbor College has an honors society, gives departmental recog-
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nition to special students, offers special courses for special stu-
dents, and maintains a dean’s list, as do other colleges ir. this
district. Top students at Harbor who are involved in the pro-
gram for biomedical research receive scholarships at California
State University, Long Beach.

Lakeland (Ohio) Community College’s honors program
includes an Honors Student Auvisory Council, which meets
quarterly and provides a forum for sharing ideas and concerns
with honors students and faculty members, provides early regis-
tration, and offers honors scholarships. In addition, this pro-
gram gives students special commemoration as ‘‘honors grad-
uates,’’ designates ‘‘honors’’ on transcripts and diplomas,
develops a special student portfolio that can be sent to prospec-
tive employers, and offers a liaison with honors programs at
four-year institutions. Lakeland also offers a program abroad—
eight weeks in Oxford, England, where participants earn twelve
hours of humanities and social science credits.

St. Louis Community College’s Forest Park campus has
incorporated a program whereby students may sign a special
contract with the instructor of any course in which they are
enrolled to do extra work for honors. If all of the honors ac-
tivities have been completed to the instructor’s satisfaction, the
participating students are given certificates and receive a nota-
tion on their transcripts designating completion of honors work
in that particular course.

In summary, the academic support services for high-
achieving students include special courses; special sections of
courses, usually restricted in size to encourage maximum faculty-
student interaction; in-class honors options, which often include
the negotiation of a contract to complete special assignments;
honors colloquia and special events, which often feature notable
speakers from off campus; extracurricular activities, such as
recognition banquets, graduation recognition, and opportunities
for independent study and research; scholarships; memberships
in national honorary societies, including Phi Theta Kappa and
the National Collegiate Honors Council; and regular meetings
with faculty mentors.
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Enhancing Student Use of Support Services

Many students who could benefit fail to use the support
services available to them. At Oakton Community College (Illi-
nois), over one-third of the entering students were deficient in
their basic skills, but only a small percentage enrolled in basic
skills courses. Similar results were reported in studies in Florida
(Lukenbill and McCabe, 1978) and Nevada (Friedlander, 1981a).
Faculty members in Los Angeles reported that over by percent
of the students enrolled in their classes were unable to under-
stand course reading assignments, express themselves in writing,
learn on their own, solve problems that require arithmetic, or
understand science developments. There, as in most colleges,
academic support programs were available but were not reaching
most of their intended audience. Fewer than 30 percent of those
students who reported that they did not feel confident in a skill
area took advantage of a support program designed to assist
them in writing or reading ability, developmental mathematics,
or ability to understand science content. In fact, there was little
difference in the use of support services by students who were
and those who were not confident in their abilities (Center for
the Study of Community Colleges, 1982). The reason most
students offered for not usin~ a support service was that they
did not feel a need for it. The second most frequently cited reason
was that they had no time, and the third reason (cited by over
35 percent of the respondents) was that the service was offered
at an inconvenient hour. According to half the faculty, most
students who were deficient in reading, writing, and mathematics
ability failed to take basic skills courses in those areas because
they were unwilling to devote the extra time or effort.

If students who are weak in the basic skills that they need
to succeed in their courses do not take the time to participate
in the support programs, then the colleges’ policy of allowing
scudents to attend class for the minimum number of hours must
be questioned. That policy has contributed to the high dropout
and failure rates. The colleges might better effect measures that
make a specified number of hours spent in the learning labora-
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tory a condition of continued enrollment in the collegiate classes.
Every high-enrollment introductory liberal arts class should also
have a mandated laboratory component where students learn
to read the books and write the papers assigned in that course.
Integrating support services with the courses themselves is essen-
tial. Other recommendations to enhance student use of support
services include:

Mandating orientation programs for all full-time students
and for all students who have completed three or four classes.
The students should learn that they are enrolled in a col-
lege that has certain expectations, codes of conduct regard-
ing their studies, and interest in their progress towa.c
taining their goals—that it is not a passive, uncaring ¢1.v:-
ronment.

Involving students with the college by arranging for them
to assist their fellows. Repeatedly, studies of college reten-
tion of and effects on students have shown that the more
that students involve themselves with the college, the more
they achieve. Paying students (in coin or in academic credit)
to tutor other studer. < individually or in small groups in
learning laboratories links those students to the college. Hav-
ing them serve as readers or aides to the faculty has a similar
effect.

Beginning an academic proficiency exit examination pro-
gram. This capstone test can be administered to all students
who attain the associate degree level. It verifies the degree,
allowing the college to demonstrate that students who have
completed its program requirements have attained a certain
academic proficiency level. Once begun, such a program
affects the individual courses by indirectly testing their out-
put. And it can focus student attention on college expecta-
tions for their learning, leading them to greater involvement
with the academic support services. Testing is itself a form
of academic support.

Automating advising to the extent that every student’s
transcript and the graduation requirements for every col-
lege program are readily accessible to the student and to the
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staff. Students should be puiiodically and routinely advised
of their progress toward graduation.

e Publicizing the honors program and offering scholarships
to high-achieving high school students in the vicinity. A
cohort of such students must be attracted to maintain the
college’s image as a place of serious study. The program
should be broadened to include greater numbers of students
and should be connected with the local universities through
guaranteed junior-level transfer arrangements.

e Scheduling remedial classes, counseling, and study skills ses-
sions sequentially so that students participate in mutually
supportive groups.

If enacted, these recommendations would have several effects.
They would mitigate the drop in-drop out pattern of student
attendance by linking the students with the college in more ways
than just the classroom. They would signal the public and the
state agencies that the collegiate function is still important, still
worthy of support. And they would alert the university and
secondary school staff members to the college’s concern about
its role as a connecting institution, a theme developed more fully
in Chapter Eight.
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Community Colleges
as Connectors
Between High Schools
and Universities

(D e

From their inception, the community colleges have served as
connectors between the high schools and the baccalaureate-
granting colleges and universities. This chapter reviews the pro-
gram coordination and joint agreements that have been estab-
lished between high school and community college and between
community college and four-year college and university. This
articulation takes many forms, but all arrangements are based
on the concept of a linear flow of students from grades 10 to
12 in the secondary schools, through grades 13 and 14 in the
community colleges, and on to grades 15 and beyond in the
senior institutions.

Strengthening the Preparation of High School Students

Most articulation between college and high school centers
on attempts to improve the educational preparation of students
who will enter college. Only some community college students
continue on to universities, but all of them have attended secon-
dary school at some time in the past. The kinds of preparation
that the students have had account more than any other factor
for their success and failure with the collegiate currici:lum. Astute
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educators know that improving the quality of their feeder schools
is necessary to maintaining their own enrollments and to the
effectiveness of their own programs. The high school dropouts
rarely become successful college students. The high school
graduates with sets of inappropriate courses on their transcripts
make the college’s job more difficult.

Declines in the quality of precollegiate education were exa-
cerbated by the fact that the high school students of the 1970s took
fewer academically demanding courses than their counterparts of
an earlier era. According to the National Center for Education
Statistics (1975), the total proportion of high school students en-
rolled in general science courses declined by 30 percent between
1970 and 1972. During the same time, enrollments in general
mathematics declined by 15 percent, in regular English courses by
8 percent, and in foreign languages by 4 percent. The prolifera-
tion of elective courses and the granting of credit for work exper-
ience by high schools had reduced the likelihood that a college-
bound student would have taken advanced courses in mathema-
tics, science, or other so-called hard academic subjects.

Efforts have been made by the boards of education in
several states to require more academic courses before a high
school diploma will be granted or before a student is admissible
to the state’s universities. The state of Illinois has adopted a
uniform set of high school subject requirements (effective in the
fall of 1990) for admission to university baccalaureate degree pro-
grams and to community college associate in arts and associate
in science degree programs. Specifically required are four years
of English, three years of social studies, three years of
mathematics, three years of sciences, and two years of electives
in foreign language, music, orart. In setting these requirements,
the state hopes to send high school students *‘a clear signal’’ as
to what is expected of college entrants. And through their enact-
ment, the state believes that ‘‘the quality of high school prepara-
tion and the quality of both associate degrees and baccalaureate
degrees should also improve’’ (Illinois Community College
Board, 1985, p. 1).

Similar measures have been adopted in other states.
California’s strengthened standards were phased in over a period
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of years beginning in 1984. In Florida, had the requirements
adopted in 1985 been enforced in 1983, only 7.5 percent of the
state’s high school graduates would have been eligible to attend
the university, but the effect of the ruling was so marked that,
by 1985, 25 percent met the standard.

Many individual colleges, too, have endeavored to pro-
mote an increase in the number of required academic subjects
in the high schools. While the open admissions policies of com-
munity colleges militate against changes in their admissions re-
quirements, the colleges have encouraged prospective applicants
to take more solid academic subjects in high school, and they
have provided prospective applicants and their parents with data
on the relationship between the types of high school courses taken
and student success in college. In California, the statewide
academic senates of the community college system, the California
State University and Colleges, and the University of Califor-
nia have published a handbook for parents, teachers, and high
school students outlining mathematics and other academic skills
that students should have before starting freshman-level college
work. The Community College of Rhode Island and several
other colleges have distributed similar works. Miami-Dade and
the Dade County schools have worked jointly to increase parental
and student awareness about the attitudes that students need
to acquire, basic skills that they must develop, and academic
courses that they should complete to be adequately prepared
for college.

Some colleges have made direct efforts to strengthen the
skills of their potential students before they arrive. One activity
is designed to decrease the number of students in the colleges’
remedial courses by bolstering remediation in the high schools.
The colleges send student tutors to the high schools and open
their learning resource centers and other campus facilities to
high school students. Lawson State Community College (Ala-
bama) has designed a series of workshops with its six feeder high
schools and its local university. These transfer-related meetings
are held with faculties from mathematics ind science, English,
and humanities. St. Louis Community College faculty meet
regularly with high school teachers on the three college cam-
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puses to discuss course content, texts, and requirements. They
report that their relationship with high schools is much better
than their relationship with neighboring universities.
Mathematics instructors from Chicago’s Malcolm X College
have worked on their own with local secondary schools, and Eng-
lish instructors from Los Angeles have gone into the high schools
to facilitate articulation between the two levels of schooling.

A joint English and journalism committee operates in
Dallas, with college and high school faculty meeting together.
Speech and journalism departments sometimes send brochures
to high schools, and art faculty advertise special campus events
in the high schools. Cuyahoga Community College has joined
forces with Links, Inc. (a national organization of black women
dedicated to civic, cultural, and educational activities) to ad-
minister a program designed to improve the test-taking skills
of inner-city high school students and to help them build the
skills neeced to succeed in postsecondary education (Harris and
Rohfeld, 1983).

Clark Technical College’s High School Liaison Project
has sponsored several programs for local high school students,
including a writing-skills competition and a summer ‘‘bridge”’
workshop on college survival skills. Clark has also encouraged
local high schools to participate in statewide testing programs
that are designed to assess the math and writing skills of high
school juniors and to thus encourage students to seek remedia-
tion if necessary before high school graduation (Bordner, 1983).
And the Co~nunity College of Philadelphia has cooperated with
a local high su.00l in a program designed to improve the reading,
writing, and thinking skills of low-achieving, poverty-level
students in the eleventh grade. Professors from the college have
visited the high school to conduct classes, and the students also
have had the opportunity to visit the college for special lectures
and courses (Hatala, 1982).

Sharing Facilities. Strengthening student preparation has
also been undertaken by sharing facilities. As one example, the
counseling staff at South Mountain Community College
(Arizona) provides American College Testing Program study
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sessions for high school students. In the same district, Mesa
Community College makes campus facilities available for both
the Summer Youth Employment Program and the High School
Drop-Out Program to encourage college attendance by students
from populations that traditionally have had low college repre-
sentation.

College courses offered to high school students on their
own campuses have also gained in popularity. The nine Los
Angeles colleges present college-credit classes in beginning and
advanced foreign languages, advanced mathematics, and sci-
ences on proximate high school campuses, thereby offering
students a head start toward their college degrees. San Antonio
College (Texas) conducts a high-technology program on its cam-
pus for junior and senior high school students. College faculty
teach science, math, and computer courses, and students receive
high school credit.

The City Colleges of Chicagn operate a College Accelera-
tion Program for more than 1,700 high school students, who
take regular college courses in their high schools from the col-
lege instructors before and after regular school as well as dur-
ing break periods. Students are recommended by their schools
and must meet the entry requirements of the courses for which
they enroll. In recent years, students in this program have earned
more than 10,000 credit hours per year. The Chicago school
superintendent pioneered the ‘‘Adopt a School’’ program with
business and industry when she ran the school system in
Oakland, California. After meeting with her, the Chicago City
Colleges decided to begin a pilot ‘‘Adopt a High School’’ pro-
gram with Kennedy-King College and two area feeder high
schools. Tiiis linkage involves exchange of course information,
articulation discussions, sharing of resources, and special recruit-
ment programs.

Miami-Dade’s many efforts to strengthen the high school-
college connection include the Performing and Visual Arts
Center (PAVAC) and Emphasis on Excellence. In the PAVAC
program, artistically talented high school students spend fifteen
hours weekly on Miami-Dade college campuses with faculty from
Miami-Dade and the Dade County public schools. As part of
its Emphasis on Excellence program, Miami-Dade began offer-
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ing a Summer Program for the Gifted and Talented in 1980,
"Two hundred high school students were selected to participate
in a six-week summer program, which is designed to provide
high-quality college-level instruction with a blend of theory and
hands-on experience, utilizing modern equipment and facilities,
The PAVAC program proved so successful that, in 1986,
Miami-Dade took the lead in organizing the New World School
of the Performing Arts, designed to shepherd students from
grade 10 through the college and on into Florida International
University.

Establishing Program Articulation. Program articulation in-
cludes efforts to coordinate and share curriculum, facilities, and
staff members. In some cases, it is as informal as the community
college instructors’ checking with their counterparts in the local
secondary schools before adopting a new textbook to ensure that
the content and level present a natural progression for the
students. In others, it includes formal agreements between school
and college districts in which programs are so linked that students
take the introductory course in a subject at the secondary school
and the advanced courses at the community college. These types
of programs, often called ‘‘two-plus-two’’ to suggest the number
of years of study at each institution, are designed to maintain
student progress with no duplication or gap in instructional ob-
jectives. As an example, Bakersfield College and the Kern High
School District (California) adopted a two-plus-two plan leading
to an associate degree with a concentration on agriculture
(Parnell, 1985b).

The Center for High School/College Articulation at F. H.
LaGuardia Community College was established in 1981 to serve
as an informational network to encourage the exchange of data
about high school-college programs. The center has issued a
Yellow Pages Directory (Lieberman and Greenberg, 1983), which
includes information acquired from a survey of 240 institutions.
This directory compiles data about articulation programs, fund-
ing, student populations, and those four-year colleges and
universities to which community college students might transfer.
LaGuardia also operates Middle College, a secondary school
program completely integrated with its collegiate offerings.
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But these types of arrangements are rare. Advanced place-
ment or dual enrollment whereby high school students take
classes at the local college are much more common. Already
operative in mos istricts, these arrangements were given a fur-
ther boost by the nation’s governors, whose 1986 report Time
for Results (National Governors’ Association, 1986) recommended
that high school juniors and seniors be granted the option of
enrolling in public college courses.

Clark (1985) and Parnell (1983b) both note the difficulty
of maintaining links between high schools and colleges. Clark
suggests that the high school is biased against preparing students
for higher education because of several structural features. These
include the American commitment to umversal education
through the twelfth grade, the development of the comprehen-
sive secondary school, the organizational forms that couple high
schools with eiementary schools rather than with t * her educa-
tion, local control of the schools, and the local monopoly en-
joyed by the secondary schools. Finding these features respon-
sible for the poor academic preparation of students entering
higher education, he contends that universal education require-
ments are detrimental, because the comprehensive high schools
tend to allow large groups of students to ‘‘take undemanding
coursework and eventually graduate without ever exerting any
academic effort’’ (p. 395). These characteristics of the system
have several baleful effects, one of which is the disincentive for
doing well in secondary school. As long as these organizational
characteristics of the schools are in place, any recommendations
for strengthening secondary schools will have little effect. Clark
suggests a greater variety of types of secondary schools, including
specialized schools, private schools, schools within schools, and
competition among comprehensive institutions.

Parnell cites results of an AACJC survey of community
college administrators wherein the respondents were asked about
four types of collaborative efforts between their institutions and
the high schools in their area:

1. Joint enrollment. The primary purpose of this type of pro-
gram is to provide a stimulating challenge for selected
students. In some states, funding formulas reward both
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schools and colleges, but such programs may be viewed as
taking money from the high school, since they may be
perceived as a form of student recruitment.

2. Sharing of faculty. Very little program articulation or col-
laboration is required in cases where faculty are shared or
where one institution uses the facilities of another.

3. Advance placement. This type of program, which is aimed at
motivating talented students, requires little collaborative
commitment or articulation. It allows qualified students to
matriculate in college classes while they are still enrolled
in high school.

4. Program coordination efforts. Here the high schools and col-
leges develop written program articulation agreements.
These agreements generally pertain to the vocational/tech-
nical courses and programs; they are the most difficult in
terms of collaborative efforts. The most commonly cited
issues inhibiting and discouraging this type of cooperation
are turf, or intrusion into another program, state leader-
ship limitations, inadequate resources, scheduling differ-
ences, community college image, lack of communication,
and focus upon machinery rather than action.

According to Parnell, three out of four community college
leaders report that their colleges are doing little or nothing
in coordinating programs and in articulation. The success-
ful programs show some consistent patterns and suggest that
policy makers must demand program coordination and artic-
ulation; college and school system chief executive officers
must take the responsibility for beginning a dialogue and
maintaining communication; a program focus must be estab-
lished as top priority; participants must receive recognition
and awards (for example, reduced work loads); and an exec-
utive secretary or director must be selected to schedule meet-
ings, edit reports, and so on. Other necessary components
for successful programs include outlining specific duties, issu-
ing periodic reports, and developing a written agreement and
plan of action. '

In summation, efforts to articulate high school and com-
munity college courses have been made, but much more could

i
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be done. The more successful efforts include joint course plan-
ning through intradisciplinary meetings between faculty of both
institutions; advanced placement of high school students, some-
times with dual enrollment; after-school activities for students
on the community college campus; and college courses offered
on high school campuses. No one activity suffices to smooth the
path between high school and college. But one feature stands
out: the faculty of both institutions must be involved; district-
level agreements and ‘‘college days’’ in which counselors visit
high schoo's to talk with prospective students are not nearly
enough. The most effective articulation is along disciplinary
lines, with faculty planning connecting courses and with advanced
placement or deferred college credit arrangements bringing
students to the college campus before they have made their deci-
sions about the colleges to which they will apply.

When college courses were taught by high school teachers
with dual appointments, articulation was easy. Now, special ef-
forts must be made to ease the transition between institutions.
Many community college instructors take their curricular cues
from the university; they would be well advised to look back
to see how their courses mesh with those offered in the secon-
dary schools. The California Community College Board of
Governors’ 1984 regulation requiring districts to articulate
courses with the high schools may give impetus to that connection.

Connecting with the Baccalaureate

From the carly days of the junior college through the
1960s, when the community colleges became comprehensive in-
stitutions, articulation with universities constituted a major ef-
fort. The primary function of the colleges then was transfer
education, and most colleges, as well as their receiving institu-
tions, supported articulation officers who monitored the student
flow and assisted curriculum committees to ensure that courses
would transfer with credit. From 1965 through 1981, transfer
education was de-emphasized in favor of other college functions,
and many articulation processes were diminished. By the sec-
ond half of the 1980s, transfer education was renewed, and ar-
ticulation once more became an important issue.
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The flow of students from community colleges to univer-
sities is variously affected by national, state, and local agencies
that mandate policies for accepting transferring students, develop
informal guidelines regarding course equivalencies, fund special
projects, and otherwise impose conditions to link institutions.
The national agencies typically fund short-term projects to assist
certain curricular efforts or the transfer of special groups of
students between certain sets of institutions. The state agencies
develop rules affecting the number and type of courses for which
transferring students receive credit. Institutions locally develop
guidelines for course equivalencies and various forms of admis-
sions guarantees. The pattern is ever changing, and each level
impinges on the other. The state mandates loom large as an
apparent influence, while the locally derived agreements between
institutions seem to have the most direct effect on student flow,

Na‘ional Efforts. The community colleges and the fate of
their students have not been prominent among the concerns of
inost federal education agencies or those philanthropic associa-
tions concerned with education. There are, however, some
notable exceptions. Because of its interest in the education of
minorities, the Ford Foundation, beginning in 1981, supported
several projects that attempted to increase the numbers of minor-
ity students from urban areas successfully completing programs
and moving on to four-year colleges. One of the foundation’s
efforts centered on an Urban Community College Transfer Op-
portunities Program (UCCTOP), which stimulated transfer-
related activities in twenty-four colleges with high proportions
of minority students. Grants awarded under UCCTOP ranged
fiom $25,000 to $250,000 per college. UCCTOP and its related
efforts became landmarks. Although it is always difficult to assess
cause and effect, three direct results of the projects are greater
publicity for the colleges’ transfer function, a general apprecia-
tion of the difficulties confronted by students who wish to trans-
fer, and a heightened awareness of the paucity of data about
numbers of transfer students and their experiences in the receiv-
ing institutions.

The Andrew W. Mellon Foundation has a major interest
in assisting liberal arts programs in colleges. In 1985, the founda-
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tion began a program to assist ten predominantly liberal arts
colleges in attracting community college transfers. With the
assistance of the Association of American Colleges, each senior
institution was paired with a feeder community college so that
articulation problems could be addressed. The colleges have
developed articulation guidelines, handbnoks, and counseling
services for potential transfers and encouraged joint meeiings
of faculty at two-year and four-year colleges. Some of them also
evolved special application and registration procedures for com-
munity college transfers.

Several federal agencies assist articulation indirectly. The
National Institute of Education’s Study Group on the Condi-
tions of Excellence in American Higher Education cousidered
several ways of enhancing student flow. The National Endow-
ment for the Humanities assists articulation through its sum-
mer institutes for community college instructors and other ac-
tivities that support the humanities in community colleges, some
of which began in 1975. And in prior years, the National Science
Foundation had sponsored programs taat brought two-year and
four-year college teachers of the sciences together to articulate
their courses. Still, most of the articulation effort is in the hands
of the states.

The States. Articulation between community colleges and

universities in the same state is frequently strained. College staff

members often reveal much mistrust and lack of communica-
tion: ‘‘Universities are dictatorial in what they will accept’”;
“They restrict us’’; **“Why should our curriculum be dictated
by them?’’ The universities are accused ot challenging the con-
tent of community college courses and of requiring students to
take additional courses at tiie university to satisfv grade re-
quirements. They may accept the courses taken or the grades
carned by students at one college in a district and not those
carned at others. Competition between the universities and col-
leges is pronounced in some districts, and the relationships are
fraught with anger, distrust, and suspicion.

Although most states’ publicly supported systems of higher
education are organized to provide communitv college access
to students who do not qualify for admission as freshmen to four-
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year colleges and univer-ities, few have enacted explicit policies
that guarantee access to the senior colleges after completion of
the associate degree. In states with declining enrollments, the
absence of policies guaranteeing admission to associate degree
holders is not likely to hinder transfer opportunities, particularly
with regard to state four-year colleges, because the senior in-
stitutions need the enrollment. However, the absence of such
policies may decrease opportunities for transfer to the more
prestigious public universities that . an afford to be more selective.

Most states set forth some types of articulation policies,
many of which (for example, in Missouri, lowa, Michigan) are
merely guidelines, while others (in Nevada, Florida) act as state
mandates. In all, the main intent is to encourage cooperation
among the varicus units of a state’s publicly supported institu-
tions. In a report dentifying fifty types of coordinated programs
in fourteen states, states with the greatest number of specific
arrangements were those in which higher education agencies
played an important role in their development (Southern Re-
gional Education Board, 1979). As an example, a policy adopted
by Oklahoma'’s state regents drew a specific agreement between
the state’s ten public four-year colleges and all public and private
junior colleges (Beerson, 1979).

Articulation problems at the state level have been well
documented. Kintzer (1982) describes and assesses the current
status of transfer education, points to particular problems and
concerns, and highlights specific techniques, activities, and
policies regarding issues of transfer. In a later report, Kintzer
(1985) presents a taxonomy of statewide agrecments for the years
1972. 1976, and 1985. He categorizes the agreements into four
types: formal and legally based guidelines and policies, state
systeta policies, voluntary agreements between institutions or
within states, and special state agreements on vocational/tech-
nical transfer credit. Kintzer and Wattenbarger’s The Articula-
tion/ Transfer Phenomenon (1985) dliscusses these issues, describ-
ing major projects undertaken to promote the study of articula-
tion and transfer.

A handbook designed by the Arizona board of regents
(Wright, 1985) to assist college and university representatives
from specitic disciplines provides information on implementing
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statewide postsecondary articulation. This handbook defines the
role of the Articulation Task Force, which facilitates credit
transfer, develops methods to communicate accurate informa-
tion to students, and establishes a communication process
regarding program change—a particularly important endeavor.
Arizona’s statewide course-equivalency guide lists all courses
offered by community colleges, indicating for each their eligi-
bility for transfer credit (general elective, departmental elective,
general studies) to Arizona State University, Northern Arizona
University, and the University of Arizona. This statewide
course-equivalency guide, in effect for many years, reflects only
the three state universities as whole units, and not the colleges
or departments within each university; hence, problems do ex-
ist. A more accurate and detailed guide that will automatically
update curriculum changes is a state goal. In fall 1985, a
statewide common numbering system for like courses was put
into effect. This procedure, which includes commou course
prefixes, numbers, and titles, is making the process of transfer-
ring infinitely easier.

California has a long history of efforts to ameliorate inter-
segmental transfer problems, but the attempt has yielded little.
State-level committees on articulation operate, but there are few
official state rules governing the movement of students between
institutions. The most promising recent effort has been to fund
transfer centers at twenty community colleges to identify and
assist potential transfers, track them, conduct information work-
shops, organize study groups, and work on articulation agree-
ments. A California Articulation Number System was begun
in 1986 with the intention of making it a statewide course-
equivalency guide.

Florida has had formal articulation compacts since the
late 1950s. These state agency-coordinated agreements set down
rules regarding the definition of all associate degrees and cer-
tificates; the awarding of credit for the College Level Examina-
tion Program, advanced placement, and the United States
Armed Forces Institute; responsibility for general education re-
quirements and preprofessional courses; adinission to upper-
division programs that are competitive because of space or fiscal
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limitations; upper-division requirements and lower-division
prerequisites; standard transcript forms; and experimental pro-
grams. Florida’s nine public universities have been required to
develop counseling manuals listing the courses by programs that
studeats need to take at the community college in order to qualify
for transfer. And one of the most useful of the Florida man-
dates led to a statewide four-digit common course-numbering
system.

Florida requires every public two- and four-year institu-
tion to develop a general education program that embraces at
least thirty-six semester hours. The state also specifies that
students who have been certified by any public institution as
having fulfilled general education requirements and who transfer
to ano-her institution will not be required to complete any ad-
ditional lower-division general education courses. Thus, Florida
community colleges can certify that their students have com-
pleted general education requiremets, and the senior colleges
are required to honor their cerafication. However, several
universities have added upper-division liberal arts requirements
as general education suppleinents, which means that the univer-
sities are modifying the articulation agreements by usurping
liberal arts courses from the community colleges. And articula-
tion suffers further where the universities duplicate occupational
courses and lower-division liberal arts courses—for example,
in pre-architecture and nre-engineering. Nonetheless, the Florida
higher education system is as well articulated as any in the na-
tion, a situation that centributes markedly to the relatively high
rate of transfer i that state.

A 1970 resolution adopted by the Illinois Board of Higher
Education requires that a student who has completed ‘‘an
associate degree based on baccalaureate-oriented sefquences be
considered to have attained junior standing and to have met
lower-division general education requirements of senior institu-
tions’” (University of Illinois, 1978, p. 5). Since the adoption
of this resolution, Illinois has refined its efforts to communicate
the admissions requirements of senior institutions to potential
rransfer students and has continued discussion of iower/upper-
division course classifications.
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Accordinz to Maryland’s policy statement on transfer
students, an individual who has been awarded the associate in
arts degree or who has successfully completed fifty-six hours of
credit with an overall 2.0 average in college and/or university
parallel courses shall not be denied transfer to an institution.
When receiving colleges and universities must curtail admis-
sions for oversubscribed programs, they are required to develop
criteria for admission that provide equal treatment for native
and transfer students. Students who had qualified for admis-
sion to the four-year institutions as high school seniors are eligible
for transfer regardless of credits earned, as long as they have
earned a 2.0 average in college and university parallel courses.
When differences of interpretation in the award of transfer credit
cannot be resolved between th- individual student and the receiv-
ing institution or between the sending and receiving institutions,
appeals can be made to the Segmental Advisory Committee.

Ohio students who earn the associate of arts degree with
a specified number of credits in English composition and litera-
ture, humanities, social and behavioral sciences, and/or natural
sciences or mathematics are considered to have reached the
halfway point in the progression toward a baccalaureate degree
as long as they have also completed programmatic prerequisites.
Massachusetts's Commonwealth Transfer Compact states that
the associate degree will be honored as a unit. It is also con-
strued as completion of at least sixty hours of work toward a
baccalaureate degree, including at least thirty-three hours toward
fulfillment of the general education requirements for the bac-
calaureate degree. Texas has been actively involved in develop-
ing transfer rurricula in sclected majors. But since the infor-
mation provided is limnited to the number of credits that should
be completed in general discipline arcas, students are required
to consult with the university or college to which they plan to
transte * in order to select appropriate courses. The articulation
policy in ‘Texas provides for either the staft ot the coordinating
board or a specially appointed committee to mediate transter
problems that cannot be resolved by institutional representatives.

Local Arrangements. Regardless of the presence or absence
of state mandates, numerous colleges develop independent ar-
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ticulation agreements with the uriversities in their vicinity. The
status of articulation agreements between institutions was -
viewed by Walton (1984), who reported the findings of a suivey
of 1,000 two-year and four-year institutions. Respondents in
all the colleges were asked whether their institutions had a written
agreement governing transfer; more than half the institutions
reported no such agreements in force. More than two-thirds of
the senior colleges indicated that they would not accept the
associate degree on its face as evidence that a student had had
appropriate lower-division preparation. Instead, most reviewed
students’ prior course work and grades individually, awarding
credit toward the baccalaureate only for courses that met cer-
tain specifications.

The agreements that are negotiated typically concern
guarantecd admission and/or course equivalencies. The City
University of New York’s policy on students transferring from
community colleges to senior institutions states that recipients
of the associate degree will be accepted as matriculated students
at a senior college of City University. It further provides that,
upon transfer, they will be granted a minimum of sixty-four
credits toward a baccalaureate degree and that they will be re-
quired to complete only the difference in credits between sixty-
four and the total credits required in the baccalaureate prog: . m
in which they enroll. However, this policy goes on to state that
the mandated acceptance of sixty-four credits is not intended to
prevent the senior colleges from establishing major requirements
and prerequisites for those requirements, the same loophole that
has allowed the departments in universitics across the land to
add their own additional course requirements.

California’s statewide transfer compacts are so weak that
the only useful transfer arrangements are those negotiated among
cets of institutions. In 1983, the University of California at
Berkeley directed about 200 st udents to four local community
colleges, with a promise of admission to Berkeley as juniors if
they cormpleted an appropriate program of studies with an ade-
quate grade point average. Students were guaranteed admis-
sion not to specific programs but to the university in general.
The Santa Monica College Scholars Program involves stidents
who will transfer to the University of California at L.os Angeles,
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and the UCLA Transfer Alliance Program encourages academic
alliances between the university and the local community col-
leges in an effort to increase transfer of members of under-
represented groups and establish faculty-to-faculty dialogue.
Santa Barbara Community College and the University of Cali-
fornia at Santa Barbara are connected through a Transition Pro-
gram. The Transfer Opportunities Program provides informa-
tion,.encouragement, and financial aid for students who would
transfer between the Los Rios Community College District and
tne University of California at Davis, while a project conducted
by Palomar College and the University of California at San
Diego studies and attempts to overcome barriers to transfer en-
countered by disadvantaged students.

Other projects to facilitate transfer in California include
the Sacramento Student Transition Project, which recruits com-
nunity college students throughout the state to participate in
work-experience internships by concurrently enrolling at the
California State University, Sacramento; the Meiced-Modesto-
San Joaquin Delta Student Transition Project, which provides
transition services for - s at three community colleges as
well as concurrent enrcument at the California State University,
Stanislaus; and the San Diego Student Transition Project, which
offers student transition counseling and orientation seminars at
four-year colleges (California State Postsecondary Education
Commission, 1983).

Some of California’s community colleges have taken mat-
ters into their own hands. In order to identify candidates for
transfer to a four-year institution, San Diego City College and
Les Angeles Harbor College each developed a computer pro-
gram that would create a fil. of potential transfer students from
the district student data base. This file identified eight variables
as criteria: an indicated interest in transferring, a 2.0 GPA, full-
time enrollment, number of units completed, age, gender,
ethnicity, and address. All students who were selected by these
criteria were invited to participate in the project by having their
names sent to potential receiving institutions.

LaGuardia Community College transfer etforts have
focused in part on what that institution perceives as the major
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problems surrounding the issue of transfer: the students’ lack
of knowledge about continuing their education and the benefits
of so doing and their options for planning, financing, and ob-
taining the baccalaureate. Accordingly, LaGuardia has devel-
oped and tested a model to provide students with basic transfer
information, involved the corporate community in its transfer
project, and developed a model of transfer to Vassar, a selec-
tive, private, residential college. It has also collected both quali-
tative and base-line data on its potential and actual transfer
students, strengthened its transfer counseling, increased articula-
tion with four-year colleges, and created a framework for a com-
prehensive, collegewide transfer program.

Miami-Dade Community College developed a highly
sophisticated computerized system wherein all course equivalen-
cies for public and private colleges and universities are matched
by degree program with courses offered at the college. This
system is particularly useful for both students and counselors,
because it allows for cuitinuous monitoring of individual pro-
gress. For instance, students who have selected computer science
as their major can log into the system and receive a printout
that lists, in addition to the required general education sequence,
all courses required for transferring to the computer science pro-
gram at the University of Florida. The printout also informs
students of the number of courses they have completed in the
sequence and the grades earned for each course. Among the
many advantages of Miami-Dade’s program is that any changes
in course equivalencies necessitated by the addition of new
courses, changes in course titles or numbers, or changes in
transfer requirements can be made quickly through the com-
puter program. The program allows up-to-date information to
be entered quickly and economically, making it much more ef-
ficient than maintaining printed equivalency guides.

By way of formalizing its articulation agreements with
all of the community co. e in its state, the State University
College of New York at Plattsburgh developed u course-by-
course ana., sis that serves as the foundation for the entire
transfer articuli.ion process (Fairweather and Smith, 1985).
Though such analyses require much initial time and effort, once
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a guide of this sort is completed, very little effort is required
to maintain and update it.

In 1984, J. Sargeant Reynolds Community College (Vir-
ginia) established an alumni suppo. network for community
college students who contemplated transfer. Alumni transfer
coordinators wrrked with university staff members to identify
vollege alumni presently enrolled at the local state university
as well as current students applying to enter a baccalaureate
institution. A few colleges have also attempted to recruit alumni
to work with current students or to act as role models, but this
activity is not widespread.

Beginning in fall 1985, John Wood Community College
(Illinois) offered its students a guarantee that either courses taken
at the college would transfer to other institutions or the students’
tuition would be refunded (Drea, 1985). Each student apply-
ing for the credit transfer guarantee must meet with a college
counselor and must be responsible for indicating the institution
that he or she will attend and the courses to be transferred. The
counselor consults articulation agreements and other sources and
reports back to the student regarding the courses guaranteed
to transfer. The student, the counselor, and the dean of stu-
dent services sign the agreement, which is official and binding.
The guarantee is designed to encourage students to attend the
college by reassuring them that the credits carnea there can be
used - other institutions. In addition, the guarantec is intended
to deal with transfer issues particular to Ilinois. where each in-
stitution determines independently what courses it will accept
and where virtually no courses are universally transferable.

Program-by-program guaranteed admissions programs
have made much headway. A career ladder mobility program
in nursing was developed by New Mexico Junior Cotlege for

articulation with the University of New Mexico. The report of

this program (Hafer and Davis, 1983) outlinc. ooth the inter-
nal institutional factors and the external influences from the nurs-
ing ficld that served as the basis for its development and imple-
mentation.,

Virgiaia's Norfolk State University, a predominantly
black four-year public institution. and Tidewater Community
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College, a predominantly white multicampus two-year public
college, developed articulated transfer programs in office ad-
ministration/secretarial science, accounting, and business educa-
tion (Mohr and Sears, 1979). Discussions leading to resolution
of program duplication were held at the college as well as at
the state level. The deliberations resulted in the development
of a plan for teaching faculty from the three discipline areas and
an articulation model that led to eight agreements in an at-
mosphere characterized as friendly and respectful. Curriculum
modifications and policy changes for the purpose of better
meeting the needs of students evolved easily, and the negotia-
tions resulted in agreement on nontraditional credits and fulfill-
ment of requirements, compliance with state and institutional
policies, and admission and financial aid procedures.

The Maricopa County Co nmunity College District has
numerous program-by-program articulation agreements with
Arizona State University. High-level administrators, department
chairs, and faculty from both institutions participate in periodic
meetings to ensure that the transfer process runs smoothly.
Guaranteed admission to junior-level programs is a feature of
the agreements. The arrangements have been extremely suc-
cessful in maintaining the flow of students between the institu-
tions. Their most notable feature is that they are maintained
at t+ department level.

In summary, the articulation process is directly related
to the transfer process. Most institutions have some sort of ar-
ticulation plan, whether state mandated or locally developed.
These efforts not only focus on the transfer ot course credits from
two-year to four-year colleges but include programs to better
prepare students for college work before they enter the com-
munity college, attempts to equalize the academic rigor of lower-
division courses taught at community colleges and senior in-
stitutions, plans for college matriculation that stress the iden-
tification and achievement of student goals, information systems
designed to monitor and support student flow from matricula-
tion through transfer, and program-by-program arrangements
worked out by groups of neighboring community colleges and
aniversities.
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These types of connections between high school and com-
munity college and between community college and university
are difficult to effect and maintain, because numerous groups
must be involved and numerous sets of regulations must be con-
sidered and, where necessary, modified. Furthermore, the ground
is continually shifting, as student preferences and abilities, cur-
ricular requirements, and staff member interests and energies
change. Maintaining the collegiate connecticn requires intense
commitment by local and state leaders. There is no easy path.



Strengthening
the Collegiate Connection
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Throughout this work, we have considered the policies that af-
fect the liberal arts curriculum and patterns of student transfer.
Here, we discuss ways of monitoring and strengthening the col-
legiate connection, beginning with a proposal for reconceptualiz-
ing the traditional ways of measuring curriculum and student
transfer rates and continuing with other recommendations for
enhancing the liberal arts and the flow of students through the
colleges.

Reconceptualizing the Curriculum

The collegiate curriculum centers on those courses that
carry credit toward the associate degree and/or are accepted by
the four-year colleges and universities for credit toward the bac-
calaureate. This liberal arts-based curriculum includes courses
in the humanities, sciences, social sciences, finc arts, mathe-
matics, and English. It is often labeled *‘transfer studies,’’ but
that is misleading, because fewer than one-fourth of the students
enrolled in the liberal arts courses will go on to further collegiate
studies,
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Occupational studies have played an important role in
higher education’s development. Just as the universities could
never have commanded the share of public support that they
enjoy if they had not developed professional schools, the comn-
munity colleges without the occupational programs would have
been severely attenuated, remainire as postgraduate training
centers for the secondary schoo' .:r :s narrowly based screen-
ing and sorting centers for the universities. The liberal arts have
remained prominent in both university and community college,
but, in both, they have been modified to fit institutional realities.
They have been co.apromised by the universities’ professional
schools and by the community colleges’ emphasis on occupa-
tional education. Most liberal arts study in the community col-
lege is in service to the occupational programs, not only the cer-
tificate and associate degree programs but also those requiring
that students transfer to universities and obtain higher degrees
before entering the work force.

Most of the proponents »f the liberal arts recognize their
curriculum’s service to occupations and accept it, because they
know that occupational preparation and general education are
their institutions’ major functions. They might prefer rationaliz-
ing their courses as contributing to their students’ love of learn-
ing and the scholarly quest, but few are so naive. The curricula
that promote social cohesion or economic development are more
likely to engage support from legislators than are the courses
directed toward individual benefit (¢nhancing self-concept, filling
leisure tinie), which are likely to be considered self-indulgent.
Therefore, the more astute liberal arts proponents assess and
publicize their curriculum’s usefulness in the workplace and its
contribution to the well-being of the community.

The general education aspect of the curriculum is revealed
in the wav that the courses are presented: general surveys and
introductions to concepts and terminology within cach subject
arca, The instructors’ marginal aftiliation with academic discip-
linary associations has helped them avoid most of the excessively
specialized instruction designed for people who are going to con-
duct research in a disciplinary field. The philosophy instruc-
tors have shunned an inordinate concern with analytical exami-
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nations and have attended to interpretations of concepts of truth,
justice, ethics, and logic. The psychology instructors are more
likely to direct students toward understanding interpersonal rela-
tions and self-motivations, less likely to attend to the measure-
ment of minutiae. The literature instructors have avoided the
immoderate emphasis on textual analysis that characterizes their
university counterparts.

The result is that the liberal arts in community colleges
hardly resemble the contemplative, text-centered courses that
are posed as the ideal in the university. They are more likely
to be manifestations of general education, designed to teach peo-
ple to be enlightened citizens. Interdisciplinary or integrated
humanities and social science classes have made some headway,
but the general education of most students is accommodated
through single classes in psychology, history, biology, or litera-
ture. Connections among classes are rare, because few students
attend in linear fashion, taking one class and another in a
predetermined sequence. Each class makes its own contribution.

General education is effective. The students are more likely
to gain appreciation for and some facility in language, the arts,
and general science than they are to acquire an attachment to
contemplative study in depth. The students in Washington com-
munity colieges whom we surveyed in 1981 reported those types
of gains. The more liberal arts courses they had taken, the more
confident they were in their ability to speak and write cffectively
and their awareness of different viewpoints and the more likely
they were to say that they had developed « sense of values, an
understanding of social issues, and an understanding of scien-
tific developments. Conversely, the more classes in business that
the students had taken, the less confident they were about cach
of those goals (Ge - ~v for the Study of Community Colleges,
1982).

A comimon misconeeption is to consider these liberal arts-
derived courses as a transfer program, a term suggesting se-
quence and unified purpose. Courses with titles reflecting their
roots in the liberal arts are listed in the cat alogues, with students
advised to take certain classes in order to quality tor transfer
to various prograis at the universities. But exceedingly few
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students who intend to transfer take the classes in the recom-
mended sequences; most take them in whatever order suits their
personal schedules. They drop in and out of the institutions,
taking major program requirements now, distribution require-
ments another time, and electives along the way. A transfer pro-
gram cannot reasonably be assumed from a perusal of the se-
quences as listed in the catalogues.

Furthermore, many enrollees have no intention of trans-
ferring. The students in an art class may already have bac-
calaureate degrees and be enrolled only so that they may paint
under the direction of an instructor. The students in a class in
child development offered under a psychology course title may
be there only to gain credentials entitling them to apply for im-
mediate employment in the field of child care. The students in
a biology class may be: seeking a vocational nursing license. Most
students in physical education classes take them for their per-
sonal interest. The fact that all those classes carry transfer credit
is an artifact of college accreditation, staffing, and financing.
It relates to the perceptions or intentions of only a portion of
the students who are enrolled.

The transfer function, integral to the collegiate connec-
tion, must be sustained if the colleges are to maintain their place
in the mainstream of graded education that characterizes the
American educational system. All the calls for more respon-
siveness to the students’ quest for activities that satisfy their im-
mediate desires founder on that rock. Without the transfer func-
tion, the community college would take on the form of a neigh-
borhood adult school or occupational training center, thereby
reducing its societal value and its support base. However, the
misleading terms transfer program and transfer courses should be
abandoned, because they confound student behavior with course
content.

Categorizing the curricmurn by relating it to student inten-
tions or behavior leads to a succession of errors, from inap-
propriate criteria for institutional succ - s to a distorted view of
curricular effects. The colleges are a-',.. ged unworthy because
the student transfer rate is low, eve: «nough two-thirds of the
matricvlants have no intention of transferring. Instead of appre-
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ciating the liberal arts-based curriculum for its contributions
to the general education of the community, its critics contend
that it does not adequately prepare students to become majors
in an academic discipline at a university. But few of the com-
mentators realize that there is no transfer program. There are
only courses that students may take that will be accepted for
credit if they transfer to a baccalaureate degree-granting institu-
tion. Judgments of institutional worth, staff and outsiders’
perceptions, and institutional support in general are based on
a misconception, Curricular content and student intentions are
confounded. They should be separated in the interest of better
understanding the colleges’ contribution to American education.

Measuring Curriculum Content and Student Intent. A new
measure of institutional functioning would be based on differen-
tiating curriculum content from student intent. The liberal arts
have been distinctly modified in the direction of general educa-
tion and occupational service and cannot well be understood
by using the traditional content categories that the community
colleges inherited from the universities. Portions of the content
in humanities, sciences, social sciences, and fine arts have moved
far from the liberal arts ideal. Much of the content in those areas
falls under skill development. The remedial classes in English
and mathematics are obviously designed to teach basic literacy,
computational, and study skills. Those liberal arts courses that
are in distinct service to occupational prograins, such as some
of the science courses, similarly should be placed under the
category of skill development. And the physical education and
fine arts courses that are directed toward enhancing the students’
recreational skills need also to be separated. Whether these
courses are accepted for credit toward bachelor’s degrees is ir-
relevant. The entire curriculum should be categorized as:

Liberal Arts
Science
Social science
Humanii'es
Fine and performing arts
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Skills
Basic
Occupational
Recreationa!

The transfer function similarly would be better understood
if the students’ intentions were more carefully described. Assum-
ing that all students without bachelor’s degrees intend to ob-
tain them is naive. Asking students about the highest degree
they hope to receive yields the distorted answers that can be ex-
pected when no limits are placed; few students believe that they
will never progress further than the current term in their educa-
tion. And many of the students who say that they want to gain
baccalaureate and higher degrees and/or to enter professions
that require such degrees exhibit behavior that runs counter to
their stated aspirations. They avoid the courses that require
mathematics or writing skills, and they fail to participate in voli-
tional activities such as seeking counseling, meeting with instruc-
tors outside of class, or attending college events that have been
organized to smooth the transfer process. They seem to want
their classes to do it all, to be the magic carpet that transports
them to the university and to the high-status careers to which
they aspire.

However, in fairness to the students, the question about
the highest degree that they intend to obtain does not assess their
actual reasons for attending the college. Such a question should
not be open-ended but instead should ask the students about
their immediate goals. Furthermore, since students often main-
tain several goals simultaneously, it should seek their primary
goal by posing a forced choice among alternatives.

What is the most important reason that you are attending
this college at this time? (Mark only one answer)
(0 To prepare for transfer to a four-year college or
university
To gain skills necessary to enter a new occupation
"T'o gain skills necessary to retrain, remain current,
or advance in a current occupation
To satisfy a personal interest (cultural, social)
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Thus, student intentions should be categorized as:

¢ preparing for transfer

¢ gaining skills for a new occupation
¢ occupational upgrading

¢ personal interest

By such a separation between curriculum content and stu-
dent intent, both may be assessed more accurately. The cur-
ricular classifications can be made by using the catalogue descrip-
tions of the classes to make the determinations of content. The
percentage of college effort devoted to each area of the cur-
riculum can be estimated by tabulating enrollments in the
courses that are actually offered each year. Student intentions
can be estimated by asking the indicated question of all students
who enroll. The question can be placed on every student’s
registration card or, in colleges where that procedure is unfeasi-
ble, asked in a survey of students in a sample of all class sec-
tions offered. Measures of success can then be drawn by deter-
mining the percentage of students who attained the goal that
they sought when they matriculated, with further subdivisions
made according to the length of time that it took for them to
attain it. If the question of student intent were so posed, the
figures regarding the propoition seeking transfer would drop
considerably, and calculating the percentage of students trans-
ferring would gain a different denominator.

Categorizing curriculum according to its content would
assist in understanding each college’s role in providing general
education, basic skills, recreational skills, and occupationally
specific training for the people of its cornmunity. Classifying
the students’ intentions by asking them to stu.e their primary
goal would yield a better measure of the types of people who
are being served, the purposes for which they come to the col-
lege, and the extent to which they achieve them. This form of
information could be used by state agencies in allocating funds,
within the colleges as an aid to resource allocation, and, not
least, as a constant public information resource that would assist
college spokespersons in explaining what their institutions ac-
tually do.
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Measuring Leaming. The liberal arts would be better under-
stood also if student learning were assessed more consistently.
The measurement of student learning has suffered from its being
confounded with grades, transfer rates, and persistence rates.
The result is that practically no reliable information is available.
However, as reported in the chapter on testing, it is feasible
to develop and administer a test of student knowledge in the
liberal arts. Content questions from the areas of humanities,
science, social science, mathematics, and English usage can be
collected, alternative test forms generated, and the instrument
administered to the students at varying stages in their academic
careers. In the colleges that have mandated orientation sessions,
the instrument can be administered to all matriculants. If there
is no occasion when all students are brought together, the test
can be given in the various classes, with students indicating the
number of course credits that they have already attained. In
that procedure, the cohorts of beginning students and students
with some number of units already completed can be generated
for purposes of analysis after the results are in.

The results of this form of measuring student learning
in the liberal arts can be used to estimate the ‘‘value added’’
to each student’s knowledge, currently a seductive concept. More
important, the greater knowledge exhibited on the test by stu-
dents who have taken certain numbers of courses in the various
content areas would provide a verification of curricular effects.
The curriculum’s contribution to the students’ general educa-
tion could be noted and publicized. And revisions in curriculum
and academic support services could be undertaken with refer-
ence to a useful data base.

The Liberal Arts in Occupational Education. The concepts on
which the liberal arts classes are based are too basic to individual
and social welfare to be reserved only for the students who in-
tend to obtain associate in arts or science degrees. Half the
students entering community colleges seek either job entry or
job upgrading; by definition, they are ‘‘occupational students,’’
whether or not they are enrolled in formally designed occupa-
tional programs. The liberal arts are as important for them as
they are for any other types of students.
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The teaching of concepts stemming from the liberal arts
to students in occupational programs is most feasibly done by
requiring that those students take a certain number of liberal
arts classes. Perceiving the value of the liberal arts for the general
education of all students, the AACJC in 1986 took a strong posi-
tion on their behalf. They recommended that the graduation
requirements in all associate in applied science degree prograrns,
the programs provided especially for students seeking immediate
employment opportunities, include a minimum of 25 percent
of courses in the social and behavioral sciences, communica-
tions, and the humanities. The association did so even while
continually urging that its member colleges be recognized for
their contribution to the economy and a trained work force. The
association’s president and board members were aware that con-
temporary job training must include literacy, awareness of the
environment, and appreciation of America’s heritage. .

Other procedures for merging the liberal arts with oc'c(pa-
tional studies that have been attempted have proved more dif-
ficult to sustain. In a few colleges, the liberal arts faculty have
developed short lessons that they teach to the occupational
students, but questions of faculty course-load credit have retarded
the spread of that idea. The faculty at Triton College (Illinois)
solved the problem of work-load assignment by building a set
of one-unit short courses that are required in the various oc-
cupational programs. But in most colleges, the graduation re-
quirements, often state mandated, are all that keep occupational
students enrolled in liberal arts classes. The AACJC’s recom-
mendation that these requirements be sustained in programs
leading to the associate in applied science degree deserves support.

Setting Goals in the Liberal Arts. The community colleges
exist within a framework of conflicting expectations. They are
to enlighten the citizenry through general education, enhance
the productivity of the work force through occupational studies,
provide the basis of successful transfer for students opting for
the baccalaureate, and remedy the defects occasioned by the
lower schools’ inability to teach literacy. The liberal arts must
fit within those broader institutional goals, but few practitioners
consider them in that broad a framework. They are more likely
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to specify the goals and activities maintained discretely within
each course. Linking all together demands a level of abstrac-
tion that is difficult to translate into specific curricular objectives.

When curricular goals are articulated, the general drives
out the specific. Statements st:ch as *‘The students will gain an
appreciation for democratic institutions, the ability to think
critically, and skills enabling them to function etfectively’’
decorate the pages of every catalogue. But few curriculum
organizers have been able to translate those types of goals into
the specifics of numbers and percentages of students who will
achieve them and the ways that goal attainment would be
meas‘ired. On a collegewide basis, the general does not accom-
modate the specitic.

On the other hand, within the classrooms, the specific
drives out the general. The classes are dedicated to teaching
students to solve computational problems, translate vocabulary
words, write coherent sentences and paragraphs, list and com-
ment on the causes and results of majo. historical events. If all
the objectives in all the courses were viewed together, a lengthy
list of disconnected individual tasks would appear. ‘

How can the gap between the general college goals and
the objectives toward which each class is directed be bridged?
Assuming that the primary value of the liberal arts in community
colleges is in enhancing the students’ acculturation and sense
of social responsibility, the broad social goals and course objec-
tives can be linked through the core concepts of general educa-
tion. In order for that to be effected, the goals must be drawn
less from the academic disciplines, more from the notion that
. arning gains should be reflected in the students’ action .

In many institutions where the definition of general educa-
tion as leading students to more responsible individual and social
activity has been accepted as the desited pattern for curriculum
organization, committees composed of people from all positions
within the college have put together such goals. The Dallas
County Community College District’s Common Learning Com-
mittee (Armes, 1984) and the Maricopa district’s Arts and
Sciences Task Force (Meixner, 1984) are examples. The sets
of goals brought forth by these groups have been used in deciding
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on the content of entrance examinations to the various programs,
communicating to sccondary schooss the types of abilities desired
of entering students, constructing courses that would lead stu-
dents to obtain subsets of those goals, pointing the way for faculty
to specify objectives that would reveal progress toward those
goals in individual courses, and setting a forum for describing
and assessing college outcomes.

Designing and using the tenets of gene -al education as
curriculum organizers is difficult, because few people in the col-
leges have been prepared to conduct such exercises and because
the academic department-dominated universities persist in
reviewing the community college curriculum to ensure that it
fits the model of the academic discipline. Nonetheless, some pro-
gress has been made, and more can be done as the community
college educators recognize that their institutions are sufficiently
important to warrant their own form of curriculum organiza-
tion. The liberal arts in community colleges will thrive to the
extent that they are converted to the realities of those institutions.

Strengthening Articulation with the University

Curriculum articulation varies considerably between states
and between institutions and college districts in the same state.
Some colleges have clear-cut articulation agreements with their
neighboring universities. Functioning articulation committees,
composed of staff members from both institutions, meet regularly
to maintain the details of curriculum and transfer. But in other
sets of colleges and universities, there are constant confusion
and varied interpretations about vvhich courses are transferable
to what programs.

In some states. cominon course-numbering systems in

all publicly supported colleges have been adopted as a way of

enhancing the process of student transfer from one institution
to another. They offer the most feasibly arranged, influential
supports to student flow. and they should be pursued in every
state. But although such systems are essential, as long as the
senior institution staff members have the right to aceept or refuse
courses in their academic departments for graduation credit,

.
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common course numbering is by no means sufficient. As an ex-
ample, a common course-numbering system covers all public
higher education in Texas, but students who transfer from some
colleges in the Dallas Community College District to the Univer-
sity of Texas at Arlington may have their courses accepted at
full value, whereas transfers from other colleges in the same
district may not.

Since most states provide articulation guidelines only,
without the force of a mandate, program-by-program links are
necessary. Miami-Dade’s mode of maintaining computerized
records of the requirements for juniors entering any program
in any university in Florida affords one model. Maricopa’s fre-
quent joint meetings with the staff in each department at Arizona
State University presents another.

Influencing Transfer Rates

Articulation with the local university demands constant
attention, but it is only part of what can be done to increase
transfer rates. Many students do not intend to transfer, but those
who do must be identified early in their collegiate career; by
the time they have applied for graduation or for their transcripts
to be sent, it is much too late. If a potential transfer cohort is
defined when the students matriculate, the many services that
support them in their quest can be targeted, strengthened, and
effectually mandated. These services include special transfer
counselors, periodic sessions where the students meet university
representatives, materials describing university programs and
requirements, and on-campus lectures by university professors,
to name only a few. The students’ participation can be required
just as regular class attendance is required.

Furthermore, a full array of second-year, sophomore-level
courses must be offered so that students encounter fewer schedul-
ing difficulties in progressing toward completing their programs.
The colleges that have particular commitment to student flow
provide those courses even when they attract but a handful of
students. Where they are offered, the students have greater in-
centive to stay enrolled without transferring until after they have
attained the associate degree.
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Other effo ts to enhance transfer can be made. Miami-
Dade Community College has received much publicity for its
rate of student retention and tran: ‘er. Since 1975, the college
has had a distinct commitment to enhancing its transfer numbers
and to holding students for the full two years or even longer,
if necessary, to prepare them for transfer. Miami-Dade awards
associate degrees to its students at a rate considerably higher
than that of any other large public institution. It boasts also that
it provides one-sixth of all the transfer students in the state of
Florida, a number all the more notable in view of the geography
of the state: Florida’s flagship universities are between 250 and
500 miles from Miami.

How did Miami-Dade do it? Identifying particular student
cohorts is part of the story. The college built an honors program to
attract the better students from the Miami high schools and offered
full-tuition scholarships to students from the top 10 percent of their
graduating classes; Miami-Dade enrolls nearly 40 percent of that
top student group. For students on the other end of the scale,
it designed a full complement of remedial courses and mandated
placement on the basis of test scores and prior academic achieve-
ment. It also imposed a limitation on drop-in students by not
allowing students to enroll in more than four courses until they
have taken a placement test in English and mathematics and
entered a designated program leading to a degree or certificate.
It invoked standards of academic progress and enforced proba-
tion and suspension of students who were not making satisfac-
tory progress toward completing a degree. It designed a com-
puter-generated Response System with Variable Prescription that
informs students each semester of their progress toward com-
pleting the program in which they are enrolled. It built an Aca-
demic Graduation Information System that shows students ex-
actly which courses are required for transfer to each branch of
the state university and each department within that branch. This
latter system s readily accessible, so that students may walk into
a counseling oftice, have their record placed on a screen, and
see eaactly which courses are needed to complete the transter
require nents in any program. All these activities were pointed

towmi ¢! facilitating transfer rates. All were coordinated rather
«han implemented on a piecemeal basis.
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Involving the Students. Despite the claims made for distance
learning, most of higher education’s successes have depended
on teaching students who matriculate in courses on a campus.
The more closely the students are involved with the college, the
greater the institution’s effect. Because most community col-
lege students work off campus, commute to school, and attend
part time, their primary interests and allegiance rest elsewhere.
The instructional and academic support services that the col-
leges provide benefit the students only to the extent that they
participate.

Kecping the students involved takes special efforts. Stu-
dents can be linked to the college through work-study experi-
ences, specialized student clubs, block scheduling so that they
have greater opportunities to develop relationships with their
peers, consistent program advising, and more opportunity for
interaction with faculty members outside of class. Since most
students need paid employment, many more jobs on campus
should be provided and off-campus internships arranged, in-
cluding work experience-based liberal arts programs (Center
for the Study of Community Colleges, 1983). The colleges can-
not duplicate a residential experience, but they can simulate
some of its better features.

Rewarding the Colleges for Their Student Flow. Supporting
transfer is expensive: students must be provided with special
testing, counseling, and instructional and academic support ser-
vices. It is unquestionably more economical to let the students
drift in and out of classes at will, even though that policy is
decidedly dewrimental to program completion. Some state sys-
temns have provided funds to promote retention and programn
completion. Twenty colleges in C ‘ifornia, for example, received
a total of $1,873,000 in supplemental funds from the state in
1985 for the first year of a three-year project to organize trans-
fer centers wherein students and student support practices are
guided in coordinated fashion { Dyste and Miner, 1986). How-
ever, these types of sporadic funding efforts are not nearly
cnough.

Student flow might be more efficiently enhanced by directly
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rewarding the colleges that increased their student flow rates.
State funds could be set aside for colleges to receive an override
of a specified percentage of the instructional costs for each stu-
dent who completed a prerequisite course and enrolled in the
next course in a curricular sequence. An additional bonus could
be provided for each student who received an associate degree
and each student who transferred to a senior institution within
a specified time. The amounts need not be large. The intention
would be to demonstrate the state’s commitinent to the transfer
function.

A per capita bonus plan would have notable effect. The
colleges would begin vigorously recruiting the more able secon-
dary school students and seeking funds for scholarships. They
would enforce prerequisites in curriculum and provide more
sophomore-level courses. They would coordinate supplemental
instruction activities, mandating them for students in the high-
enrollment introductory classes. They would develop informa-
tion systems so that students and counselors could tell at a glance
the courses still needed for graduation. And, not lea ¢, because
student progress was related directly to dollars, they would be
stimulated to collect and maintain data on student progress
through the college and on into the universities. For the first time,
student foilow-up studies would gain practical value.

External Supports for the Collegiate Connection

Campus leadess who seek to enhance the collegiate con-
nection can find assistance from off-campus agencies. Every staie
has official coinmittees and associations working continually on
data-collection procedures, interinstitutional program articula-
tion, course-equivalency problems, and related issues of cur-
riculum and transfer among its public higher education units.
Less pervasive but still influential are the efforts of private foun-
dations and federal agencies.

A prime example is the Andrew W. Mellon Foundation,
which has long had an interest in the liberal arts and has funded
numerous endeavors to support these programs in universities
and other settings. Funding projects to help strengthen the liberal
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arts in community colleges is a natural extension of their work.
The foundation has sponsored consortia such as the Community
College Humanities Association and a project linking the six
large urban community college districts that have been cited
in this book: Chicago, Dallas, Los Angeles, Maricopa, Miami-
Dade, and St. Louis. The latter project, coordinated by the
Center for the Study of Community Colleges, identified the best
courses and organizational fornis to enhance the liberal arts;
analyzed the colleges’ curricula; identified the extent to which
the liberal arts are required for and offered to students in the
career programs; determined the manner in which courses and
requirements are initiated, coordinated, organized, and set in
place; and publicized in workshops the more successful prac-
tices, sharing them among the staff in the thirty-eight campuses.

The Ford Foundation has been more concerned with the
transfer function. Their projects to increase the number of mi-
nority students entering community colleges and transferring
eventually to universities stem from their prior commitment to
minorities in other educational sectors. The CSCC's project,
Facilitating Student Progress Through Community Colleges,
and the Urban Community College Transfer Opportunities Pro-
gram (UCCTOP) are examples of projects receiving the foun-
dation’s support. In addition to developing articulation plans
with neighboring universities and secondary schools, the col-
leges involved in those projects undertook numerous internal
changes to keep students in college and help them prepare for
transfer.

Federal agencies comnmitted to areas of the liberal arts have
sponsored community college-related projects. The National
Science Foundation is dedicated to supporting the sciences, social
sciences, and mathematics in all areas of American li‘e. “he
foundation has extended such support to community culleges
through fellowships and summer workshops for science instruc-
tors and by funding rescarch on the state of the sciences in those
institutions. The National Endowment for the Humanities, with
a comparable mission on behalf of the humanities, has supported
workshops and fellowships for community college instructors,
along with various research and advocacy endeavors. The funds
awarded by these agencies scem modest when they are spread
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across more than 1,000 institutions, but they have significant
impact on faculty morale. The Endowment has a very high suc-
cess ratio for comnmunity college grants, because relatively few
community college staff members apply.

Various state agencies have an interest in maintaining
curricular balance. When the Washington State Board for Com-
munity College Education perceived that the humanities were
in decline in that state’s colleges, they directed their attention
to gaining funding for a project to work on that area of the cur-
riculum. The National Endowment for the Humanities sup-
ported their project from 1979 to 1982, breathing new life into
the humanities, stimulating faculty morale and protessionalism,
and establishing the Washington Community College Human-
ities Association.

The AACJC has sponsored numerous activities on behalf
of the liberal arts, including a major redefinition of the associate
degree and publications supporting the humanities in their
member colleges. Their 1986 Public Policy Agenda includes an
item pledging the association to help member colleges strengthen
the humanities, arts, and sciences by encouraging linkages with
other community agencies that are committed to culture, sup-
porting the study of these curricular areas, and encouraging com-
munication between the faculty in the humanities, arts, and
sciences and those in technical education (American Associa-
tion of Community and Junior Colleges, 1986).

Continuing support for the liberal arts is available also
through such national groups as the Community College Human-
ities Association and the Communitv College Social Science
Association. These groups draw most ~- their support from the
faculty and other concerned individuals within the institutions.
Other support groups have been formed and maintained as part
of institutional associations. The League for Innovation in the
Community College has sponsored several retreats, leadership
programs, colloquia, and similar projects as a service to its
member institutions; some of these training and development
endeavors involve themes emanating from the liberal arts. The
League for the Humanities in Community Colleges affords an
example of an institutional membership association with a focus
as distinct as its title.
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The outcomes of these types of endeavors can be traced.
In general, the projects spawned by the various foundations,
agencies, and associations publicize the liberal arts as a cur-
riculum area. Through the continual informing of prospective
students and community groups of the vitality of the collegiate
curriculum, a flow of students and tangible support is main-
tained. The publicity helps to mitigate the possibility of the
liberal arts being shrunk to a point at which they are no longer
viable within the institutions.

The endeavors also have an effect on faculty morale. In-
structors who might feel that their efforts are undervalued can
be encouraged when they perceive that others are interested in
the subject areas they teach. The projects award recognition for
what the faculty are doing, providing them with the intangible
rewards of public acclaim and the tangible rewards of a suffi-
cient cohort of students to fill their classes. Externally directed
activities also develop communication links for the faculty. The
invisible college that has tied university professors in common
disciplines across colleges has never been well developed in com-
munity colleges. However, the associations that link community
college liberal aris instructors can serve that function, helping
to break down the isolation and parochialism that are other-
wise endemic to the community college. These intercampus links
often spawn conferences and other opportunities for faculty to
associate with their counterparts in other institutions, oppor-
tunities that typically would not exist were it not for externally
sponsored endeavors.

The agency and association activities also yield the in-
tangible benefits of a sense of professionalism among faculty who
begin communicating through the journals, forums, and con-
ferences. They share ideas on teaching, commiserate with each
other on the decline in student literacy and administrative sup-
port in their specific curricular areas, congratulate each other
on new techniques that have stimulated enrollments. They gain
a sense of camaraderie and the realization that other people also
are concerned with that to which they have dedicated their pro-
fessional lives.

Various tangible benefits also appear when agencies and
associations direct their attention to the liberal arts. As a direct
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outcome of several projects sponsored by the National Endow-
ment for the Humanities, a number of community colleges have
formed lay advisory boards or committees that meet regularly
and act to support the humanities and the liberal arts. Com-
posed of citizens from the surrounding communities, these com-
mittees confer with the staff within the colleges to discuss cur-
ricular modifications, requirements for graduation, and various
co-curricular activities that may involve other community agen-
cies. They assist in organizing joint projects between the col-
lege and the local museums, galleries, theaters, libraries, and
similar extramural liberal arts-related organizations. This not
only enhances the regular program by providing publicity and
support but also extends the liberal arts into community ser-
vice areas. The San Diego Community College District’s an-
nual Humanities Week is an outgrowth of the work of such a
committee interacting with the faculty.

Lead, Follow, or Get Out of the Way

Leadership in strengthening the collegiate connection can
be assumed by staff members in any position. Ideally, the top
administrators would lead in developing plans for the numbers
of students to be recruited and the manner of testing and plac-
ing them, the enforcing of curricular standards, the rumerous
activities that enhance transfer rates, and the research efforts
essential for gathering data on the college’s effects. However,
many chief executive officers and vice-presidents in charge of
instruction are more supportive of other college functions or fail
to consistently support any of them. In such cases, other pro-
ponents of the collegiate connection may come forth.

Different forms of leadership have various effects. Some
colleges have taken steps to integrate their liberal arts curricula
and their activities that promote student transfer; others have
well-developed occupational programs with strong links to local
industries; and still others fall short in both areas. Most col-
leges with firm commitments to defined transfer or occupational
goals have presidents who maintain consonant initiatives on
behalf of their favored programs. But in others, the presidents
have so concerned themselves with the budgets and business of
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188 The Collegiate Function of Community Colleges

college operations that they have effectually abandoned the field
to staff men bers with more directed views of desirable curricular
outcomes. The focused colleges seem to have presidents who
either are educational leaders or have withdrawn and allowed
others, often strong faculty members, to become the leaders.
The colleges with no identifiable commitment to anything other
than the ceremonially articulated *‘comprehensive programs that
meet everyone’s needs’’ are usually managed by administrators
who, perhaps inadvertently, dabble in edwucationui plans only
to the extent of thwarting the staff members who might otherwise
pull together the many, necessary parts of a coherent program.

Strengthening the collegiate connection can be undertaken
by presidents who sincerely desire to do so. As the president
of a California college that is fully involved with integrated
general education put it, *‘I can’t believe how far you can move
people if you have an educational plan. Direction is far more
effective than drift’’ (Carhart, 1982). The collegiate connection
may als» be furthered by presidents who stand aside from educa-
tional planning, provided that they are sufficiently sensible to
avoid subverting the plans of others.

The Future of the Collegiate Connection

The community colleges’ resiliency has been a source of
their strength. As the demands grew for curricula designed to
lead to job entry, the colleges expanded their occupational pro-
grams. As the cohort of marginally literate students grew, they
increased their remedial efforts. As further social and demo-
graphic changes appear, they will continue to adjust.

The collegiate connecion has waxed and waned intermit-
tently over the decades. Prior to the 1970s, the community col-
leges maintained policies that had the intent of channeling
students in the direction of completing programs: entrance tests,
course placement, required class attendance, mandatory orien-
tation courses, midterm grades, penalty drop after the eighth
week, academic proi..tion and suspension for students who were
not making satisfactory progress, failing grades, and mandatory
exit interviews for dropouts. In the 1970s, these were replaced
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by policies of allowing students to enter any course and to wich-
draw without penalty up to the last week of the class, with no
penalty for readmission. The F grade and the ‘‘incomplete’
were rarely seen. Grades went up dramatically on average, not
because students were doing better but because anyone who was
not earning a C or better tended merely to drop the course rather
than to get a low grade; hence, the lower portion of the grade
curve was effectually dropped off. By the end of the 1970s, the
students had responded to the colleges’ allowing them to drop
into any course without bothering about prerequisites by drop-
ping out of any course without consideration of the consequences.
The students’ sporadic attendance was reflected in reduced
transfer rates and in a curriculum composed primarily of in-
troductory courses.

Both the transfer function and the liberal arts curriculum
will be strengthened in coming years, because the forces that
debilitated them will be mitigated. One force has been the decline
in literacy. Since the liberal arts historically have been based
on the apprehension of texts, when students cannut read or can-
not conceptualize through print, it is difficult to teach the liberal
arts. A second detriment has been the deliberate intention on
the part of many college leaders and state and federal agencies
to have the institution seen as a contributor to the economy of
its community rather than to the intelligence of its citizenry.
This placing the college in a framework of economic analysis
constantly shrinks the proportion of effort that it devotes to the
higher learning.

Also antagonistic to the collegiate connection, but in a
more subtle way, has been the notion of individualized studies.
Under the guise of allowing all people to develop to their highest
potential, it suggests that every student can be excellent in the
area of human performance selected. Its proponents suggest that
colleges be judged on the extent to which each student has shown
some gain in any aspect of development. However, if the stu-
dents are free to design their own programs, the college has sur-
rendered its authority over the most basic element in educa-
tion: the scope and direction of student learning. Why then
should the students accept any of its demands? Taken to the
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ultimate, the quest for individualization denies not only cur-
riculum formation but also the very ground on which the liberal
arts stand. If every student can be excellent in a unique way,
determined only by the student’s predilections, the door is open
to augmenting the student’s wickedness, dishonesty, greed,
slothfulness, lethargy, mendacity—precisely the areas that educa-
tion throughout history has sought to mitigate. If goals of en-
hancing the student’s goodness, kindness, honesty, dedication
to task, perseverance, truthfulness, and so on are set, the foun-
dation of a liberal arts curriculum has been built. But what then
of the individual's special desires?

Individual differences exist. They cannot be willed away.
But they are not an argument for differential outcomes of col-
lege. They speak only for different instructional methods and
various patterns of student support services. Those who favor
a plethora of outcomes measures, one for cach student, are only
in effect granting absolution to the educators who are unable
to agree on desired institutional outcomes beyond the most
global, unwilling to assess students on the basis of definite ob-
jectives, fearful of being held accountable for anything that is
quantifiable.

More recently, a striving toward effecting sequence and
program completion, along with a belief in the importance of ac-
culturation, has come again to the fore, fostered by a renewed
American concern with social justice. The colleges’ spokespersons
have pointed tc their enrolling high proportions of ethnic minori-
ties and students from the lower-income strata and gained support
for college efforts to teach literacy and stimulate progress toward
the baccalaureate. The collegiate connection’s contributions to
social cohesion and entry to the professions have become pro-
minent. Acculturating the young and the immigrant is expen-
sive, but it is not a luxury. It is as much one of society’s necessities
as a weil-functioning public transit system or a free press.

Several other shifts in emphasis that relate to the collegiate
connection seem imminent:

® As financial aids are reduced, more qualified students who
intend to obtain bachelor's degrees from private colleges will

ALY




Strengthening the Collegiate Connection 191

matriculate at community colleges in order to save money.
This will increase both the number of literate students in
the classes and the transfer rates.

e The reforms currently under way to strengthen basic educa-
tion in the lower schools will allow the colleges to reduce
the proportion of effort they currently expend in remedial
studies for traditional college-age students.

e The sizable recent flow of immigrants from non-English-
speaking nations will make English as a second language
and other studies to enhance acculturation more prominent.

e The liberal arts curriculum will be further modified by an
emphasis on language, reasoning, and ethics for students
in career programs and by their being integrated into pro-
grams presented as career options for students who are not
preparing for jobs requiring specific skills.

e More advanced placement of high school students will oc-
cur, and more colleges will build programs that enroll stu-
dents at grade 11 and take them through general or career
education terminating at grade 14.

® A greater variety in the liberal arts will be provided for the
personal interest of older students who may have missed
them when they were in college earlier or who want to con-
tinue studying them in a disciplined environment, but legis-
lative scrutiny of college expenditures will force a more
distinct separation of credit and noncredit studies.

e Articulation with universities will operate more smoothly
as greater proportions of their students transfer in from the
community colleges. The process will be accelerated by state-
level mandates for coordinated higher education systems.

The recent efforts to restore a linear form to the cur-
riculum and to sustain student flow have borne fruit. The liberal
arts are stronger than they have been at any time since the 1960s.
The 1970s pattern of intermittent student attendance with its
resultant inchoate curriculum is being reversed as the collegiate
connection comes once again to the fore. But the result will not
be a return to the junior college of the 1950s. More likely, the
collegiate connection will be effected as an integrated curricular
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form centering on the general education aspects of the liberal
arts, and student flow, so long neglected, will become a measure
of institutional pride. But occupation-related studies will not be
diminished; in fact, they too will be strengthened as occupa-
tional upgrading and relicensure become more prevalent. The
two basic functions will coexist, each enhancing the other, each
being recognized for its contribution to the colleges’ constituency.




Appendix

Details of the Arts
and Sciences Curriculum

w

This appendix augments the information on curriculum pre-
sented in Chapter Two. Those disciplines that fall under the
rubric of the liberal arts are arranged alphabetically according
to five categories: the sciences, the humanities, the fine arts,
mathematics, and reading and writing. Although mathematics
and reading and writing may be categorized as part of other
disciplines of the liberal arts program, they are treated separately
because many of these courses are remedial and basic to other
courses. Thus, in many ways, they represent a different type
of content.

The Sciences

Table A-1 presents the distribution of courses in the
sciences and social sciences in the community colleges.

Agriculture and Natural Resources. Relatively few colleges in-
clude courses in general agriculture, natural resources, forestry,
wildlife, and food service. Differences in offerings tend to be
related to region, control, and size. Region presents the most
striking breakdown, with more of the northeastern colleges and
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194 The Collegiate Function of Community Colleges

Table A-1. Science and Social Science
Courses Offered in the Community College.

Percentage of Percentage of
Colleges Total Sec-
Listing Course tions in the
in Schedule Discipline
1978 1986 1978 1986
Agriculture and
Natural Resources 61% 52%
Agriculture—general 27 19 8% 8%
Animal science 31 27 21 29
Plant science 39 36 35 34
Soil science 40 21 14 10
Natural resources—
general 16 0 6 |
Forestry 13 6 8 9
Wildlife and wildlands 14 6 6 3
Food science 10 5 3 6
Bivlogy 100 o8
Introductory 90 87 36 28
Advanced 25 16 1 2
Botany 62 45 6 4
Zoology 64 44 7 4
Human biology 91 85 3 35
Microbiology 79 71 49 12
Entomology 8 3 < 0
Ecology and
enviromment 39 28 ] 4
Related topics 17 65 6 11
Chemistry 97 96
Chemistry for non-
science and non-
technical students 53 22 17 5
Chemistry for allied
health/biology
occupations 44 27 14 7
Chemistry for engi-
neering, technical,
and related occupations 10 NA 2 NA
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Table A-1. Science and Social Science

Courses Offered in the Community College, Cont'd.

195

Percentage of

Percentage of

Colleges Total Sec-
Listin 3 Course tions in the
in Schedule Discipline
1978 1986 1978 1986
Preparatory chemistry 26 36 10 17
General chemistry for
science and engi-
neering 83 83 38 45
Analytical ~hemistry
and instrumental
inethods 25 21 3 4
Organic chemistry and
biochemistry 64 64 11 21
Clinical chemistry 16 5 2 1
Earth and space sciences 79 72
Geography 65 44 39 22
Geology 43 46 27 30
Interdisciplinary earth
and space science 22 21 9 17
Astronomy 37 36 14 24
Meterology and
climatologv 15 7 4 4
Occanography and
limnology 11 7 6 4
Economics 99 97
Introductory/general 33 33 11 16
Principles 93 82 60 77
Business-related 34 18 12 4
Technology-related 22 7 8 1
Amcrican 16 3 5 1
Special topics 9 18 5 3
Engincering 81 72
General engineering 27 24 2 4
ngincering graphics
and design 77 46 18 15
Civil engineering 50 23 6 8
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Table A-1. Science and Social Science
Courses Offered in :he Community College. Cont’d.

Percentage of Percentage of
Colleges Total Sec-
Listing Course tions tn the
in Schedule Discipline
1978 1986 1978 1986
Electrical/electronic
technology 73 46 41 37
Materials 46 35 6 6
Mechanical engineering 71 48 17 13
Industrial engineering 4! 13 7 3
Aeronautical, auto-
motive, and com-
bustion 5 15 <1 12
Other fields 10 13 1 3
Environmental sciences 51 21
Courses for nonscience
majors 33 i1 52 29
Environmental
technology 13 3 18 13
Air pollution 8 2 5
Water pollution 17 3 20 17
Noise pollution 2 0 0
Solid waste 4 ¢ 2 0
Radiation 1 1 6
Agriculture and soil 2 4 1 10
Other 1 4 <1 17
Mathematics 99 100
Introductory and
intermediate 97 97 44 34
Advanced 86 87 9 9
Appliecd—technology-
related 67 64 13 5
Mathematics for majors 95 77 .23
Statistics and
probability 75 78 5 4
Computer science and
technology Al 88 7 28
Renedial NA 54 A 14
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Table A-1. Science and Social Science
Courses Offered in the Community College, Cont’d.

Percentage of Percentage of
Colleges Total Sec-
Listing Course tions in the
in Schedule Discipline
1978 1986 1978 1986
Physical anthropology
and interdisciplinary
social sciences 67 53
Physical anthropology 22 16 NA 8
Sacial science (survey) 17 4 51 42
Archacology 15 13 NA 5
Environmental 7 7 10 5
Aging 16 4 13 2
Special groups 6 it 5 17
Social research 3 7 2 5
Thanatology 9 3 6 1
Urban planning 5 3 2
Other 8 18 9 15
Physics 89 92
Physics for nonscience
and nontechnical
students 31 29 12 11
Physics for allied
health/biology
occupations 19 18 4 6
Physics for engineering
technology-related
accupations 42 53 31 34
Preparatory physics 7 23 3 9

General physics (non-

calculus) 75 73 29 37
Engineering and

gencral physics

(calculus based) 53 18 21 5
Psychology 99 100

Elementary/general 97 48 60 49

Developmental 87 86 21 21

Abnormal 36 3 5 4

Social-industrial 39 54 5 9
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Table A-1. Science and Social Science
‘ourscs Offered in the Community College, Cont’d.

FPercentage of Percentage of
Colleges Total Sec-
Listing Conrse tions in the
in Schedule Discipline
1978 1986 1978 1986
Personality/adjustment 35 49 5 8
Experimental 8 9 <l 1
Educational 28 23 2 2
Contemporary issues 10 35 1 6
Physiological 3 12 1 }
Saciology 100 a5

Elementary 7 48 2 25
General/principles 94 44 57 K}
Saocial problems—

general 70 51 13 10
Marriage and family 69 59 14 14
Social institutions—

general 10 7 3 2
Social problems—

specitic 41 34 8 11
Social institutions—

specific 4 7 1 2
Sociology of group i1 18 2 3
Other 9 5 1 2

only a few middle-states colleges offering courses in agriculture
and/or natural resources. The fact that western colleges do offer
courses in all these categories might be a function of their larger
size. Private colleges hardly ever offer such courses.

Most courses included in this category are general educa-
tion courses to orient the student to the scope of the agriculture
industry, introductory core program courses for majors, and
courses to introduce students to the history of environmental
conservation or forest technology. The classes are targeted for
both transfer and nontransfer students, as well as for adults who
desire to further their education The lecture-lab format is domi-
nant, and few courses demand prerequisites. Understanding the
interrelationships of science and technology with society, under-
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standing the principles, concepts, and terminology of the dis-
ciplines, and developing the ability to think critically are quali-
ties that faculty in this area desire for their students.

Anthropology/Interdisciplinary Sortal Sciences. Anthropology is
split between physical and cultural content. Courses in physical
anthropology are usually listed as sciences. Neither accounts for
a sizable component of community college enrollments. Except
for agriculture and physics, physical anthropology is the smallest
area in the sciences; it is offered in slightly more than half the
colleges. Physical anthropology includes introduction to the study
of anthropology, along with some archeology or prehistory
classes. Because demand for these classes is so small, instruc-
tors in some colleges have integrated elements of this area into
classes in introductory or interdisciplinary social science. Such
classes are sometimes used to fulfill the social science general
education requirement.

In the humanities, cultural anthropology is the smallest
discipline except for religious and ethnic studies, offered in fewer
than half the colleges. The cultural anthropology courses are
almost exclusively composed of introductory or survey courses
for students who intend to transfer and who are taking the classes
as social science electives.

Biology. Biology accounts for 11 percent of all enrollment
in the sciences, ranking behind only mathematics and psych-
ology. Within the field, introductory biology registers 28 per-
cent of the enrollment and human biology 35 percent. Courses
directed toward students who plan to major in the sciences ac-
count for 44 percent of the offerings. Even though few students
transfer as science majors, that is the university transfer func-
tion that instructors and curriculum planners perceive as essen-
tial. Courses for nonmajors and occupational students enroll
another 38 percent of the students.

Class size in biology is higher than the norm for the
sciences, and women outnumber men by a two-to-one ratio.
The number of biology sections directed toward allied health
students undoubtedly accounts for this pattern. A combination
of lecture and laboratory dominates the instruction: around
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three-fourths of the classes include both forms. In biology, the
emphasis is less on mastery of a skill, as in chemistry and mathe-
matics, than on acquaintance with concepts of the discipline and
on recall of specific information. There is less dissection in the
classes, more observation and memorization of terms.

Chemistry. Practically all the colleges offer chemistry, at
least at the introductory level. One-third of all these chemistry
classes are general chemistry, one-third other introductory types,
and one-third advanced courses. Chemistry is one of the few
disciplines in all the liberal arts to show a sequential pattern
of introductory and advanced courses; enrollments in introduc-
tory classes outnumber those in advanced courses by only two
to one, a ratio indicating the sequential pattern of chemistry
instruction. Courses for nonscience majors account for 12 per-
cent of all offerings.

A significant proportion of chemistry is presented for
students in allied health, agricultural, and similar occupational
programs. These courses tend to be less intense, more special-
ized, and to have fewer prerequisites. The allied health chemistry
courses have grown most rapidly in recent years, and they are
often taught in conjunction with allied health faculty members.
Specialized chemistry classes are also offered for engineering
technology students and for students in ehemical technology
programs.

Chemistry is also distinguished among the sciences for
its having remedial classes taken in advance of or concurrently
with the general chemistry courses; more than one-third of all
the colleges offer these types of courses. Because chemistry classes
serve both the female-dominated allied health programs and the
male-dominated engineering programs, overall they tend to
enroll approximately even numbers of men and women. Around
80 percent of the classes are taught in a combination of lecture
and laboratory.

Earth and Space Sciences. Both the college size and its type

of control (public or private) have direct relationships with the
specific earth and space sciences courses. Larger public colleges
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tend to offer courses in all areas subsumed under this discipline.
According to their instructors, usually all of these courses are
parallel to lower-division college-level courses at transfer institu-
tions. Yet most of the courses are designed for nonscience ma-
jors, for general education for nontransfers, and for personal
upgrading of adults as occupational students. About 30 percent
of these courses mandate prerequisites. Lecture courses pre-
dominate.

Instructors in this area emphasize not mastery of a skill,
as, for example, do chemistry and mathematics instructors, but
rather acquaintance with disciplinary concepts, recall of specific
information, and an understanding of the significance’of cer-
tain works. Gaining qualities useful to further education and
understanding the interrelationships between science and society
are important course goals.

Economics. Courses in economics tend to be directed toward
students preparing to transfer. Nearly all the economics courses
offered are at the introductory level. Most of the courses em-
phasize principles of economics. Half the colleges that offer both
macro- and microeconomics courses require the former as prere-
quisite to entering the latter. But the emphasis on economics
for students preparing to transfer indicates that basic economic
principles are more often taught in courses in business. Econ-
omics courses tend not to be required for the associate degree
or for vocational certificates. The courses are taken primarily
by students majoring in business administraticn.

Engineering. Courses in various fields of engineering ac-
count for 9 percent of the science enrollment. Around three-
fourths of the colieges list one or more engineering courses in
their class schedules. However, few of the classes are general
or introductory to the field; most are distinctly service courses
to the trades: electrical or electronic technology, engineering
graphics and design, mechanical engineering, industrial engi-
neering, and similar specialized offerings.

Around two-thirds of the engineering classes have prere-
quisites, most often some course in mathematics or a prior course
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in engineering. However, only one in five courses in aeronau-
tical, automotive, and combustion engineering has a prere-
quisite, suggesting that those courses are directed toward the
practical application of engineering principles to specific trades.
More than 80 percent of the instructors describe their courses
as intended primarily for occupational students in science tech-
nology programs.

Environmental Sciences. This is the smallest category of
courses in the sciences offered by two-year colleges. The courses
in this area typically fall under the rubric of interdisciplinary
or integrated sciences. They generally occur in general educa-
tion programs or in environmental technology programs, orga-
nized primarily in the 1960s in response to national energy
problems.

Prerequisites (for example, mathematics) are listed for
about 10 percent of these courses. Laboratories are the predomi-
nant mode, and the courses are offered chiefly in the West, the
Midwest, and the middle states. Most courses are offered in the
large, public institutions. Course objectives generally emphasize
the relationship of science to society and the interrelationships
of science and technology.

Interdisciplinary Sciences. Some of the colleges offer inter-
disciplinary natural sciences or environmental studies to satisfy
student interest in those areas. These courses typically are not
designed for students who would major in the sciences; they tend
more to be science for nonmajors and courses that meet general
education science requirements. Most of the classes in this area
combine studies from all of the sciences and focus on the prob-
lems of the natural cnvironment. There is some history, phi-
losophy, and sociology of science content as well. Ove: .1::f of
the colleges offer classes in interdisciplinary studies of the en-
vironment. But these classes account for a minuscule propor-
tion of th. . enrollment. Environmental science courses for techni-
cians declined precipitously in the 1980s, drying up along with
the special funding that created them.

2.2
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Courses in interdisciplinary sciences tend to be taught by
the more experienced instructors, those who feel secure enough
to build innovative courses and sufficiently confident in their
colleagues’ ability to teach as they do. Class sizes are small. Field
trips are sometimes used as instructional devices. Prerequisites
are rarely seen. Instructors want their students to be able to relate
science to the world around them and to gain ability to think
critically. The integrated social science and interdisciplinary
science classes are the closest to reaching the promise of general
education in the community college.

Physics. Physics, another major discipline in the sciences,
is notably underrepresented in community colleges. Although
around 90 percent of the colleges offer some classes in physics,
enrollments are relatively small, averaging only around thirty
students per college nationwide. This isa lower figure than that
for any other of the twenty-one disciplines in the liberal arts
except for religious studies or ethnic studies. The main reason
for this paucity of enrollment is that, of all the disciplines, physics
is the one most demanding of mathematical skills.

More than one-third of all physics courses offered are non-
calculus general physics, another 40 percent are courses for the
engineering occupations, and the remainder are service courses
to nonscience and allied health areas. Some of the technical
physics courses are taught by technology teachers, not by in-
structors with their own degrees in physics. There are few
preparatory physics classes, but even those frequently specity
prerequisites in mathematics.

Psychology. Psychology, accounting for 12 percent of sci-
ence enrollments, has increased notably in recent years. It is
taught more as a social science than as a life science; experimen-
tal and physiological psychology, the only categories with a
distinct scientific orientation, are offered only infrequently.
Elementary and general psychology classes have few prere-
quisites. Around half the classes in other areas, such as develop-
mental and social or industrial psychology, include prerequisites.
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Patterns in psychology course offerings and emphases illus-
trate curricular purposes. Educational psychology has declined
as the number of students using the community colleges as an
entry to teaching careers has declined. Offerings in abnormal
psychology have increased along with the growth of programs
for mental health workers. The decline in physiological and ex-
perimental psychology reflects the paucity of psychology-major
transfer-oriented students. There has been an increase in courses
in personality adjustment and contemporary issues, but in-
troductory courses in elementary and general psychology ac-
count for half the enrollments.

Except for the few classes in experimental psychology,
practically none of the psychology courses include laboratory
sections. Lectures are the primary mode of communicating in-
formation. Texthooks and quick-score examinations dominate,
although classroom discussions account for nearly 20 percent
of class time. Students are frequently asked to form study groups,
take field trips, and design their own experiential internships.
Psychology’s tendency toward teaching students to become self-
reliant shows up also in the importance that instructors place
on students’ relating knowledge acquired in class to real-world
systems and problems and in their ability to understand4hem-
selves. In fact, the goal of student self-understanding outranks
that of assisting students to gain qualities useful in further educa-
tion by a two-to-one margin.

Sociology. Nearly all community colleges offer courses in
sociology. Most of the courses are in elementary or general prin-
ciples of sociology, with others specialized into general social
problems, marriage and family, and specific social problems.
The social problems classes tend to have prerequisites, usually
the general course in sociology. The sociology curriculum typic-
ally includes traditional classes transferable to senior colleges.

Instruction in sociology differs from instruction in the
other sciences and social sciences in that class discussion accounts
for nearly 25 percent of class time. Furthermore, sociology in-
structors assign more pages of textbook reading than do instruc-
tors in any other discipline in the sciences or social sciences.
Even though the classes are directed toward transfer students,
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there is a definite orientation toward societal problems. More
than half the instructors feel that their students should gain an
understanding of the interrelationships of science and society
and relate the concepts to their own values, and nearly 80 per-
cent feel that their students should gain the ability to relate
knowledge acquired in class to real-world systems and problems.

The Humanities

Table. A-2 shows the distribution of class sections within
each subject area in the humnanities.

Table A-2. Percentage of Class Sections Offered Within
Each Humanities Subject Area During Spring Term.

1983 1986
Art history/appreciation
Introductory/history/appreciation 89% 88%
Specialized 11 12
Cultural anthropology
Introductory/survey 82 78
American Indian 10 6
Other specialized 8 16
Foreign languages
French 18 15
German 10 7
Ttalian 2 3
Russian <1 1
Spanish 35 29
Career-related Spanish <1 <1
English as a second language 30 43
Classics <1 <l
Other 3 2
History
State and local 5 3
Western/world 27 27
United States 53 54
Other world regions 5 4
Spccial groups 7 3
Saocial history 3 8

»o
o
/1




L ARSI 4 A SRR T e L LR AR R ?"WW“TJ‘-”

206 The Collegiate Function of Community Colleges

Table A-2. Percentage of Class Sections Offered Within
Each Humanities Subject Area During Spring Term, Cont’d.

Interdisciplinary
Introductory/survey 66 68
Theater 13 15
Film 20 9
Specialized NA 8
Literature
Introductory/survey 63 60
Genre 14 23
Authors 6 6
Group 7 6
Bible 3 2
Popular 3 3
Classics 2 1
Music history/appreciation
Introductory/survey 92 83
Jazz 5 5
Specialized 3 12
Philosophy
Introductory/history 46 39
Ethics 12 15
Logic 25 22
Religions 9 17
Specialized 8 6
Political Science
American government 63 53
Local/city/state 9 14
Comparative 4 4
Tools and methods 6 !
Specialized (topical) 8 8
Jurisprudence 9 19

Ant History/Appreciation. Often used as an elective to satisfy
graduation requirements in the humanities, art history is of-
fered in around three-quarters of the colleges. Class sizes are
slightly larger than the average. Most of the art history classes
are introductions to the entire scope of art, but there are a few
specialized classes in modern art and the art of Mexico, Africa,
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and other regions. Visual material is widely used in instruction;
most of the classes include the presentation of art works through
slides and videotapes. The intent is to have the students gain
an appreciation for art as a means of human expression.
Art history is sometimes combined with aspects of history,
literature, and philosophy to make interdisciplinary courses in
the humanities. Nearly 70 percent of the colleges present inte-
grated humanities classes, usually allowing students to use them
to satisfy the humanities general education requirement. Class
sizes typically are the largest of all those in the humanities areas.

Cultural Anthropology. This area is discussed in the section
dealing with the sciences.

Foreign Languages. Instruction in the foreign languages has
shown some notable shifts. Around 80 percent of the colleges
offer some foreign language instruction, with Spanish and
French most frequently seen. Although English as a second
language is offered in fewer than 40 percent of the colleges, it
is well out in front in enrollments and has shown the most
marked increase in recent years. Between 1983 and 1986, it over-
took Spanish for first place in language study, accounting for
43 percent of the language classes presented. Overall, foreign
language enrollments have increased, but all of that increase
is due to the flourishing of English as a second language, evidenc-
ing the community college role in educating immigrants.

History. History, typically required for graduation, is
found in nearly all the colleges. United States history accounts
for more than half the enrollments and Western or world civiliza-
tion for more than one-fourth. Courses in state and local history
and the history of the other world regions or special groups com-
prise the rest of the offerings, but fewer than one-third of the
colleges offer any courses in those arcas.

Integrated Humanities/Liberal Arts. Patterns of course offer-

ings in integrated humanities are quite varied. Following is a
list of some of the titles offered and the disciplines involved.
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Course Title

American Military History

Medical Ethics

Contemporary Humanities

Contemporary
Understandings

Bu.iness History

Biological Revolution
Religion and the Arts
Greek Achievement

Art Literature and History:
Study of the Old Testament

Energy and Society

The Indian and American
History

Civilizations of Asia and
Africa

Human Sexuality
British History
Medieval History
Arts and Civilization

Puerto Rican Society and
Culture

2.8
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Disciplines Involved

Economics, history,
literature, philosophy,
political science

Philosophy, nursing

Literature, music, art,
philosophy, drama

Literature, sociology,
economics, administration of
justice

History of business

Philosophy, psychology,
biology

Religion, philosophy, art,
music, drama

Poetry, drama, art,
philosophy

Literature, history

History, sociology, science

History, anthropology
History, anthropology

Sociology, anthropology
Literature, history
Literature, history

Art, history, composition

History, sociology, English
composition
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Black Biographical Sketches

Business in Literature
History of Mathematics

The Human Condition
Through Literature

Ways of Knowing
The Art of Being Human

The Life Cycle Through
Literature

Personality in Literature

Environment Amid Chang-
ing Values

Art, Music, and Ideas
Awakening of Individuality

Understanding Cultures

Religious Themes in
Literature

209

History, art, English
composition
Business, literature

History, mathematics

Nursing, English literature,
history, anthropology

Literature, art, psychology,
science

Literature, philosophy, fine
arts

Literature, psychology

Literature, psychology

Literature, history,
philosophy, natural sciences

Art, music, literature,
history

Literature, philosophy,
music, psychology
Religion, economics,
business, sociology
Literature, religion,
philosophy

Two disciplines were involved in around one-third of the

classes, three disciplines in one-fourth, four disciplines in more
than one-fourth, and five or six disciplines in around one in seven
of the courses. Nearly 60 percent of the interdisciplinary classes
were team taught, but one of the problems in preparing such
classes was in assigning teaching-load credit to one or another
department. In nearly half the cases, the department organiz-
ing the course received credit, and in the other half both or all
the departments involved received course credit. Full hourly
credit was awarded to each faculty member involved in teaching
an interdisciplinary course at half the colleges that offered them.
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210 The Collegiate Function of Community Colleges

Literature. Courses in literature account for a sizable pro-
portion of the enrollments in the humanities, exceeded only by
history, political science, and foreign languages, but enrollments
have declined in recent years. The general survey or introduc-
tion to literature course, offered in three-fourths of the colleges,
accounts for most of the enrollments. However, certain special-
ized classes have attracted students who are interested in par-
ticular aspects of literature. Genre classes dealing with the novel
or poetry have picked up students, especially adults attending
for their personal interest. Similarly, classes dedicated to the
works of a particular author or to a group such as women or
minorities have a special appeal. Literature’s overall decline may
be attributed at least in part to the interdisciplinary humanities
classes that have cannibalized their enrollments.

Mousic Appreciation. Music appreciation is another curricular
area offered typically as an option to fulfill a humanities gradua-
tion requirement. However, only around 1 in 100 students takes
a class in music appreciation, typically an introductory or survey
class covering many aspects of music. Music performance ac-
counts for a much higher proportion of enroliment, including
curricular sequences leading to mastery of technical skills in
popular instruments and voice. The percentage of colleges of-
fering courses in music appreciation has declined as the percent-
age offering interdisciplinary humanities has increased.

Philosophy. Philosophy has not been a popular area of
study. The smaller colleges have difficulty in finding enough
students to enroll in any philosophy class; fewer than 40 per-
cent of the colleges with under 1,500 students offer any philos-
ophy at all, but nearly all the larger colleges do. Overall, the
total is around 75 percent.

The philosophy instructors have been somewhat more suc-
cessful than those in other disciplines in the humanities in direct-
ing their offerings toward students interested in special topics.
Courses in ethics and in logic account for over one-third of the
enrollments, and religious studies attract a number of students.
Philosophy is primarily considered as a humanities elective, but
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some of the courses are presented as service to occupational
areas. Medical ethics for students in the health fields are popular
and in some cases required by the occupational program direc-
tors. Business ethics is presented in several colleges, and logic
is sometimes offered as a service course to students in computer
science.

Political Science. Political science enrollments have held
steady. Nearly all the colleges offer it, with around half the enroll-
ment accounted for by American government, a course fre-
quently required for graduation. State and local government
and foundations of political science are also popular, the former
sometimes being listed as a graduation requirement, the latter
as an introduction for those who would major in the area. The
political science offerings are also popular among the managers
of courses for police or correctional officers; administration of
justice programs frequently include a course in the history and
philosophy of jurisprudence, an area that has shown marked
increase recently.

Religious Studies. Courses in reliyious studies are most often
found in the private institutions that are affiliated with religious
denominations. In the public institutions, religious studies tend
to be blended with courses in philosophy, but in most of the
parochial schools, they are required courses, basic to the stu-
dents’ progress in the institution; there, requirements in religious
studies might account for as much as twelve hours of a sixty-
hour program. Only around one in four of the public institu-
tions offers even one course in religious studies, usually some-
thing in the philosophy of religion, a survey of religions, or the
Bible as literature.

The Fine Arts

Studio art is well developed in the community colleges.
Most have classes in drawing and painting, and many have
claborate facilities for making pottery. Most of the colleges also
sponsor dramatic productions through theii departments of
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theater arts and teach dance through the performing arts divi-
sions, sometimes in liaison with the physical education depart-
ments. The colleges teach all aspects of performing music: sight
singing, musical ensembles, choral singing, and solo instrument
playing.

The performing arts have been part of the community
colleges since their early years, when they entered the curriculum
because they had been offered in secondary schools and univer-
sities. They are justified for their contribution to student knowl-
edge, occasionally for their usefulness in helping students gain
professional careers in the performing arts. Some colleges ¢m-
phasize the career aspect of the arts; Mt. Hood Community Col-
lege (Oregon) has an extensive performing arts program, and
Kirkwood Community College (Iowa) has an independent study
program in the fine arts for students wanting to market their
artistic talents.

The performing arts are prominent in urban institutions
as well. Buckner (1979) surveyed the arts in thirty urban-based
community colleges and found art, music, and theater the top
offerings. Two-thirds of the institutions offered an associate in
arts degree with a major in fine arts. Half the institutions were
cooperating with community agencies in arts instruction, and
one-fourth had programs for students with limited background
in the arts.

Many colleges offer instruction in the performing arts for
particular groups of students. Children’s theater productions
are often seen, and some colleges have organized extensive pro-
grams for teaching children art, music, and dance. The colleges
also have formed links with community agencies such as state
arts councils in presenting the arts as a cultural contribution
to the public. These may take forms of campus-based produc-
tions or of traveling shows taken to outlying areas.

Mathematics
The literature dealing with mathematics in the community

colleges is better developed than the literature regarding most
other academic fields taught in those institutions, so that shifts

32



Appendix 213

in enrollment patterns, student preparation, and curriculum in
that area can be easily traced. Among the associations direct-
ing papers toward people teaching and planning mathematics
in the community colleges is the Committee on the Under-
graduate Program 1n Mathematics, a standing comnittee of the
Mathematics Association of America. Major sources of infor-
mation also include such journals as the Mathematics Association
of Two- Year Colleges Journal and the Two- Year College Mathematics
Journal. \

Many of the reports coming from the Committeg on the
Undergraduate Program in Mathematics in the 1960s and 1970s
related to what the group perceived as deficiencies in the cur-
riculum in two-year colleges. They reported on the need for ad-
ditional courses in calculus, linear algebra, and other advanced
levels of mathematics and on the preparation of instructors in
mathematics. However, more recently, such concern for the up-
per reaches of mathematics in two-year colleges has given way
to consideration of mathematics for general education or the
severely underprepared student.

Studies of remedial mathematics have included nation-
wide surveys on teaching techniques, faculty qualifications, time
spent on various aspects of mathematics, and related issues of
general concern. Chang (1983) found elementary algebra of-
fered in 82 percent of the remedial courses, arithmetic in 68
percent, and intermediate algebra in 53 percent. Most of the
colleges surveyed did not offer credit for remedial courses. Nearly
all the colleges provided tutorial services for the students, and,
in just under half the cases, the remedial students finished their
developmental programs within one semester; just over half of
them went on to complete at least one college-level mathematics
coursc.

The literature on remedial education in mathematics
revolves around questions of definition, placement ot students,
granting of credit, course content, and effective instructional
practices. Nearly all two-year colleges offer courses in develop-
mental mathematics. In the 1970s, fewer than half the colleges
required a placement examination; in those that did, few man-
dated that students take a remedial course. That was the era
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when the students were to be given the right to fail, a procedure
and value system that has changed notably in the past few years.
Now, a rapidly increasing number of two-year colleges are return-
ing to the 1950s pattern of mandated placement tests and course
placements in English and mathematics.

Many reports from individual colleges are available.
Developmental mathematics at Lower Columbia College (Wash-
ington) was described in a report indicating the various ways
that students might complete the mathematical requirements
through courses offered in laboratory and classroom. As in many
other colleges, the high attrition rates in developmental mathe-
matics were combated by extensive placement testing, math anx-
iety workshops, and several levels of review courses (Crepin,
1981). Math avoidance was revealed in a study of students’
course-taking patterns in a large urban community college
district in which a high percentage of the students who had noted
an interest in science-related careers had completed no mathe-
matics courses even after having completed more than thirty
units of college work (Friedlander, 1981Db).

Information about the operation of laboratories and centers
that teach basic mathematics is widely available. Mitchell (1980)
reported on the operations of the Mathematics Center at Pima
College, indicating that its staff of twenty to twenty-five people
served 400 to 500 students. It had a faculty member coordinator
responsible for employing and scheduling instructors, assistants,
and tutors; training the staff; establishing record-keeping sys-
tems; developing curriculum; managing the preparation of
materials; determining grades; and *‘‘serving as the instructor
on duty several hours each week’’ (p. 43). The center had a
differentiated staff, with other fully certified instructors, clerical
assistants, and peer tutors. Problems at the center included com-
puting faculty work load and training peer tutors. The Mathe-
matics Learning Center at Cerritos College was examined from
the standpoint of its financial base. The center was cost effi-
cient, because its course sections were large and because it
employed paraprofessional personnel to maintain student rec-
ords. The author recommended keeping the staff lean and en-
suring that students understand the center’s policies (Baley,
1981).
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The independent study Math Resource Center program
at Lane Community College offers seven courses on an ‘‘open-
entry/open-exit’’ basis: Math 1, 2, and 3; Elementary, Inter-
mediate, and College Algebra; and Dosage Computation. Stu-
dents may enroll at any time, learn at their own rate, and leave
class when they have developed their skills to the desired level.
Differentiated staffing (aides, assistants, instructors, and director)
provides many levels of instruction through self-study texts,
single-concept videotapes, tutoring, and small-group instruc-
tion. Course procedures include pretesting and the use of stu-
dents’ records, a study guide, and a student reference manual.
Additional reports of the mathematics centers and laboratories
describe the special services offered for students with various
types of deficiencies in mathematics understanding (Habib,
1981; Yawin, 1981; Rotman, 1982). Others focus more intently
on the organization and operation of the laboratories themselves
(Emerson, 1978,; Fast, 1980; Palow, 1979).

Tacoma (Washington) Commun’ty College’s mathema-
tics learning center offers three programs: an independent-
tutorial study system, a student tutorial system, and a basic
arithmetic skills laboratory. Thirty independent-tutorial study
mathematics courses, ranging from arithmetic to calculus, are
available within the structure and control of the mathematics
department. Students proceed at their own rate using a com-
mercially available active-involvement text. If they do not com-
plete the course by the end of the quarter, they earn an in-
complete grade, which must be made up during the next quarter.

Some work has been done recently on competencies ex-
pected of entering freshmen, with particular attention to tests
that would place students in mathematics courses in which they
have a reasonable chance of succeeding. Many of the questions
swirling around student placement have to do with the relative
merits of homemade placement tests versus tests that are pre-
pared and distributed by a national agency. Several articles on
faculty dissatisfaction with nationally normed tests have been
published. Wood (1980) reports the switch made at the Univer-
sity of Houston, Downtown Campus, more than fifteen years
ago from the ACT mathematics placement test to an instrument
developed at the campus. The college used that fifty-minute test
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to shunt students scoring below 70 percent to a course review-
ing algebra. The effect on retention and achicvement was notable.

A minimum level of mathematics literacy for all college-
level students was specified in the 1981 annual report of the Amer-
ican Mathematical Association of Two-Year Colleges Develop-
mental Mathematics Curriculum Committee (Dyer, 1981). In
several states, the community colleges have been cooperating with
the universities and secondary schools in announcing competen-
cies expected. The academic senates of the California community
colleges, the California State University, and the University of
California addressed a statement to parents, teachers, counselors,
and administrators of high school students indicating the compe-
tencies in algebra, arithmetic, geometry, and advanced mathemat-
ics that students should demonstrate in preparation for college
(Statement on Competenctes . . . , 1982). Miami-Dade Community
College prepared a booklet for distribution to junior high school
and high school students in its service area indicating expected
competencies in mathematics and English usage. Community
colleges elsewhere have undertaken similar projects.

A different approach is revealed in the articles carried in
The Two- Year College Mathematics Journal. For four years beginning
in 1980, the journal carried tips on teaching, mathematics con-
cepts for classroom use, mathematics games, and a few articles
on mathermatics avoidance. There was an occasional article on
merging mathematics with other fields, as, for example, *‘Inte-
grating Writing into the Mathematics Curriculum’’ (Goldberg,
1983), and a few reports of classroom experience; for example,
one involving basic mathematics and women in which the in-
vestige ,r found that women in an all-female section of a basic
alge! lass did better than women in mixed-sex classes (Brun-
son, 1983). But most of the papers were distinctly addressed to
instructors of advanced ciasses, whereas the ERIC system and
the journals especially slanted toward remedial studies in mathe-
matics and English usage carry papers describing the operations
of learning laboratories. And other differences appeared in the
Center for the Study of Community Colleges’ national surveys.
Instructors of remedial classes indicated that they spent less time
in lecture (36 percent versus 49 percent) and were less likely
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to administer letter grades (52 percent versus 76 percent). As
a group, they tended to be younger, with less teaching ex-
perience, and much more likely to use tutors (60 percent ver-
sus 48 percent) and paraprofessional aides (27 percent versus
13 percent).

Other curricular differences have arisen because of the
growth in the use of computers and hand-held calculators; the
five-foot demonstration slide rule has gone the way of the coal
stove that once similarly graced college classrooms. But mathe-
matics remains a handmaiden to the sciences and computer-
based technologies. It is hardly ever taught as an integrated com-
ponent of the other disciplines in the liberal arts. Smith (1984)
pleaded a case for revitalizing the traditional ‘‘great ideas’’
mathematics course, proposing a curriculum reorganization that
would include basic skills courses, courses for career-oriented
students, and survey courses covering the application of arith-
metic processes, geometry, algebra. statistice, '>gic, and com-
puter technology to algorithmic processes, generalizations, and
problem solving. He contrasted traditional instructional ap-
proaches with alternative contracts methods, emphasizing hands-
on experience in the laboratory and the community, and dis-
cussed the potential of liberal arts mathematics to meet the
competency needs of the 1980s by combining the main features
of the ‘‘great ideas’’ mathematics course and basic skills training.
Such courses appear occasionally as noncredit options, hardly
ever in the transfer and occupational programs.

Reading and Writing

Separate courses to teach reading are frequently found,
but they are usually offered as part of the adult basic education
or less-than-college-level remedial program. One of the nagging
questions facing English departments and general curriculum
planners concerns the extent of reading instruction that can be
offered through the collegiate curriculum. Remedial writing
similarly comes in for its share of controversy. The basic ques-
tion is the matter of funding: Should remedial studies be paid
for through the portion of the budget that goes for transfer or
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that which goes for occupational studies? In some states, Illinois,
for example, remedial instruction is funded according to a
separate formula. Since most remedial instruction is in English
and mathematics, this effectually separates the less-than-college-
level activities from the courses that are funded as baccalaureate
studies. Still, there is much overlap and continuing concern for
the minimal level of literacy that can be tolerated in the col-
legiate courses.

Most often, remedial English instruction takes place in
learning laboratories and is self-paced with students expected
to complete one workbook or area of study satisfactorily before
proceeding to the next. Are the laboratories successful? Bell
(1983) contends that their most useful practice is to put students
together with tutors who can help them realize what writing is—a
difficult, engrossing activity that demands successive rewrites
and a self-critical eye. The aspect of the laboratory that allows
students to work individually on separate writing difficulties has
also been cited as a positive feature.

Diagnosing difficulties in composition is a continuing
problem. Which students should go into the remedial classes?
Which tests should be used? Should placement into the classes
be mandatory or optional—that is, should the test be for the
purposes of placement, or should it be advisory? A 1983 Mllinois
study found 82 percent of the responding colleges in that state
administering some form of test to place students in composi-
tion classes. Around half of the respondents reported that the
writing skills of entering students had remained constant over
the prior ten years; the other half reported declines in skill. All
but one of the colleges offered at least one remedial writing course
(Illinois Community College Board, 1984b).

The further issue of how to teach writing to students once
they have been placed in classes is the reciprocal of the place-
ment process. Entire journals, such as Teaching English in the Two-
Year College, are devoted to articles on teaching. Scanning the
table of contents in these journals reveals the concerns. How
to teach the various specialized composition courses comes in
for a fair amount of coverage. The colleges offer business and
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technical writing, business communications, and similar courses
in service to curricula that enroll large numbers of students. How
closely should those courses reflect the dictates of the occupa-
tion? How closely the tenets of composition as a form? Other
articles include tips on helping students to write; managing the
writing laboratories; diagnosing students’ difficulties with
writing, from their own ability to manage the mechanics of the
written form to their negative attitudes toward writing and their
anxiety as writers; using tutors and readers; and the type of
preparation that two-year college English teachers should have.
Other journals carrying sizable numbers of articles on teaching
English in community colleges include the ADE Bulletin, Research
in the Teaching of English, College English, and state association
publications such as Inside English (California).

What works in teaching composition? The question is as
broad as the field. Some successes have been reported in tutorial
situations, others in group activities where students write and
then have their work criticized by their peers. Some courses are
broken into segments having to do with the various tasks of
writing: planning, writing, rewriting, and editing. Separate sec-
tions are sometimes organized for special purposes, such as one
for students with particular difficulty in the mechanics of writing,
another for students enrolled in certain occupational programs,
still others for students who need assistance with content and
organization. All these sections are sometimes offered under the
«ame general course title, sometimes ar separate courses.

R esearch on the teaching of English considers certain tcpics
repeatedly and inconclusively. The effect of class size on student
achievement and motivation is a perennial favorite as the instruc-
tors seek validation for their contention that they have too many
students to teach, too many papers to read. The effect of instruc-
tors’ comments on student compositions is another: Are detailed
comments better than sketchy remarks? Are positive comments
better than negative? Patterns of student-teacher interaction have
also been studied at length: Is peer evaluation of student com-
positions as useful as instructor evaluation? How much benetit
can be derived from individual conferences with students?
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Course effect receives its share of examination. How much
do students learn in remedial classes and laboratories? The
‘‘open-entry, open-exit’’ Educational Testing and Learning
Clinic (ETLC) at Orange Coast College (California) offers an
extensive battery of tests and individualized remedial programs
to identify and correct learning difficulties. The full mean score
of ETLC students on the Wechsler Adult Intelligence Scale was
about seven points below the norm, but within normal limits.
Reading tests revealed that these students had an average reading
level between middle fifth and low sixth grade and commen-
surate spelling and arithmetic levels. In addition, they had
auditory processing and auditory and visual memory problems
that were no doubt related to academic deficiencies. After slightly
over five hours of remediation per week for approximately five
instructiunal months, statistically significant gains were made
in reading (the ETLC groups’ word recognition improved 1.2
years, while reading comprehension improved 1.7 years, and
word attack skills improved 1.2 years); spelling (the ETLC
students made 1.4 years’ growth); and arithmetic (students made
0.5 years’ growth) (Ortiz and others, 1978).

During the 1960s, numerous English teachers reacted
negatively toward the poorly prepared students entering their
classes. They felt inadequate to teach them and resented par-
ticularly the notion that they should convert instruction into
small segments that could be measured independently. Teaching
college-level English to students with varying interests and/or
poor academic backgrounds is difficult and frustrating.

Curriculum modification has since mitigated the problem;
for example, technical communication courses emphasizing short
reports, business correspondence, job application materials, and
short papers of process have become prevalent (Pickett and
Angelo, 1986). And the writing laboratory, a different instruc-
tional form, has done more, allowing the regularly scheduled
classes to proceed according to the instructors’ own determina-
tion of effective teaching. This has resulted in a schism between
the instructors of scheduled sections of English and the managers
of the writing laboratories. The instructors may be pleased to
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have been released from drill and practice components of their
work and relieved that another agency has taken responsibility
for teaching the marginally literate students. But they may also
feel that the laboratory managers are not true instructors, adher-
ing to the principles of the discipline. For their part, the
laboratory managers claim that they are professionals at arrang-
ing situations in which demonstrable learning is attained.
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Beerson, G. E., 159

Bell, E., 218

Bensimon, E. M., 99

Berger, D. M., 59

Bers, T. H., 108

Biology, course offerings in, 194 (table),
199-200

Bisconti, A., {1

Block programming, 138-139

Bordner, M. J., 151

Brawer, F. B., 9, 48, 52, 65, 99

Brunson, P. W,, 216

Buckner, R. T., 212

C

California: collee entrance require-
ments in, 149-150; community col-
lege/university articulation in, 160,
163-164; limited support for com-
munity services in, 39-60; math
competencies expected of students
in, 216; part-time enrollment in, 98;
student assessment and placement
in, 108; student transfer intentions
in, 94, 95, 96; supplemental funding
for transfer in, 182; transfer students
in, 92, 93. Ses also Bakersfield Col-
lege; Cerritos College: Compton
Community College; Los Angeles
Community College District; Los
Angeles Harbor College; Orange
Coast College: San Diego Commu-
nity College District

California Community Colleges Board
of Governors, 156

California State University, 164

Capstone Project (Miami-Dade Com-
munity College), 141

Career development, relevance of lib-
eral arts to, 8, 11

Career education. See Qccupational edu-
cation




Index

Career success, as a student outcome
measure, 117

Carhart, J., 188

Center for High School/College Articu-
lation (L.aGuardia Community Col-
lege), 153

Center for the Study of Community
Colleges, 9, 30, 39, 51,99, 127-128,
130, 145, 182, 184, 216-217, facul-
ty surveys conducted by, 63 (table);
and the General Academic Assessment,
118-119

Central Piedmont Community College
(North Carolina); adult literacy edu-
cation at, 134-135

Cerritos College (California), 214

Chang. P-T., 213

Chemistry, course offerings in, 194-195
(table), 200

City Colleges of Chicago (Illinois), 130,
131; cooperation of, with local high
schools, 151, 152; honors programs
at, 141-142; liberal arts enroliment
in, 31 (table); remedial education at,
135; student assessment and place-
ment in, 114; supplemental instruc-
tion at, 137, 138

City University of New York, internal
articulation of, 163

Clark, B. R., 86, 15¢

Clark Technical College (Ohio), 151

CLAST. See College-Level Academic
Skills Test (Florida)

Cohen, A. M., 9, 52, 65, 99

Collective bargaining, 72-73

College Acceleration Program (City
Colleges of Chicago). 152

College Basic Skills Placement Test
(New Jersey), 111

College English, 219

College entrance requirements, 149-150

College-Level Academic Skills Test
(Florida), 21, 111, 113; and the lib-
eral arts, 116

College-Level Examination Program,
160

College of Dupage (Illinois). 56

College Outcomes Measures Project
(American College Testing Pro-
gram), 118
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College presidents, leadership of, in col-
legiate education, 187-188

Collegiate connection: decline of, in the
1970s, 188-189; factors contributing
to the debilitation of, 189-190;
trends effecting the future of, 190-
192. See also Transfer function;
Liberal arts

Collegiate function, defining compo-
nents of, 5-6

Committee on the Undergraduate Pro-
gram in Mathematics (Mathematics
Association of America), 213

Community College Humanities Asso-
ciation, 17, 87, 184, 185

Community College of Philadelphia
(Pennsylvania), cooperation of, with
local high schools, 151

Community College of Rhode Island,
150

Community College Social Science As-
sociation, 87, 183

Community colleges, access and gate-
keeping functions of, 2-5

Community Forum Demonstration
Program (American Association of
Community and Junior Colleges), 57

Community services: funding for, 48,
49, 54-55, 59-60; and liberal arts
faculty, 52-55; liberal arts offerings
in. 48-51, 50 (table); low priority of,
59-60; scope and nature of, at com-
munity colleges, 45-47; and societal
problems, 60-61; as stimulus to en-
rollment in credit courses, 51-52. See
also Continuing education

Community services directors, auton-
omy of, 34-55

Comparative Guidance and Placement
Test, 112

Compensatory education. e Remedial
education

Compton Community College (Califor-
nia), 128

Computer-assisted advising, 131-1 33,
137, 165

Conrad, C. F.. 131

Continuing education, and the liberal
arts, 55-58. See also Gommunity
services
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Cooperative Institutional Research Pro-
gram, 94, 97-98

Council on Black American Affairs
(American Association of Commu-
nity and Junior Colleges), 111-112

Counseling. S¢¢ Academic advising

Course content, planning of, 13-15

Course offerings: in the humanities,
35-36, 37-38 (table), 205-206 (ta-
ble), 206-211; in the sciences, 34~
35, 35 (table), 36 (table), 193, 194~
198 (table), 199-203

Coursc requirements, for the associate
degree, 16-17

Courses, academic rigor of, 9, 14-13

Crepin, D. M., 214

Criterion-referenced testing, and stu-
dent outcomes measurement, 115~
116

Curriculum. See Liberal Arts Curric-
ulum

Curriculum classifications: based on
course content, 173-174, 175; and
student educational objectives, 172~
173,175

Curriculum planning, problems in, 12-
15

Cuyahoga Community College (Ohio),
and inner-city high school students.
151

D

Dallas County Community College Dis-
trict (Texas): collaboration of, with
high schools, 151; general education
goals of, 178-179; honors programs
of, 142-143; liberal arts enrollment
in, 31 (1able), 33 (table); student
assessment at, 113

Davis, S., 166

Dean’s Scholar Program (Wright Col-
lege), 141

Developmental education. See Remedial
education

Developmental Mathematics Curric-
ulum Committee (American Matue-
matical Association of Two-Year
Colleges), 216

Index

Doherty, F. J., 117
Drea, J. T., 166
Dyer, P. A,, 216
Dyste, R., 182

E

Earth and space sciences, course offer-
ings in, 195 (table), 200-201

Economics, course offerings in, 195
(table), 201

Eddy, E. M., 139

Emerson, S., 215

Emphasis on Excellence Program (Mi-
ami-Dade Community College),
152-153

Engineering, course offerings in, 195-
196 (table), 201-202

English-as-a-second-language programs,
133-134, 207

English composition: enrollment in, 31
(table), 33 (table); instructional tech-
niques in, 218-219; and learning
laboratories, 218, 220-221; peda-
gogical research in, 219-220; reme-
dial instruction in, 40-41; student
asses'ment and placement in. 108,
109; technical communication ap-
proach to, 220; and writing across
the curriculum, 41-43

English Qualifying Examination, 108

English usage: General Academic Assess-
ment scores in, 121 (table), 122 (ta-
ble), 123 (table)

Enrollment: community services as
stimulant for, 51-52; in community
services programs, 46; patterns of,
in the liberal arts, 29-34; percent
of, in collegiate courses, 6; in reme-
dial classes, 32, 33 (table)

Entry testing and placenient: in associ-
ate degree programs, 17-18, 22; in
English, 218; faculty ambivalence to-
ward, 110-111; in muthematics, 213~
214, 215-216; at Miami-ade Com-
munity College (Florida), 112-113;
predictive validity of, 108-110; and
student learning, 113; at urban com-
munity college districts, 112-115
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Environmental sciences, course offer-
ings in, 196 (table), 202
Exit testing. See Outcomes testing

F

Facilitating Student Progress Through
Community Colleges Project, 184

Facilities sharing, with high schools,
151-153

Faculty: and academic advising, 131,
and academic research, 85-86; ac-
commodations of, to student abili-
ty, 14-15; age distribution of, 64
(table), 65 (table); age-related char-
acteristics of, 63-66; ambivalence
of, toward placement testing, 110-
111; and articulation with high
schools, 156; attitudes of, toward the
transfer function, 81-82 (table);
contrasted with occupational in-
structors, 79-80; contributions of,
to the transfer function, 82-83; and
control of entry into the profession,
68; cooperation of, with local high
schools, 150-151; and doctoral de-
grees, 66, 67 (table), 68-69, 86: edu-
cational preferences of, 74 (table);
efforts of, to enhance job satisfac-
tion, 80; enhanced involvement of,
in the collegiate connection, 86-88;
ethical codes of, 73-74; gender and
ethnicity of, 66, 67 (table); in mathe-
iatics, 216-217; part-time status of,
64, 66; participation of, in commu-
nity services programs, 52-55; parti-
cipation of, in continuing education
programs, 56; powerlessness of, 71-
85; professional affiliations and ac-
tivities of, 72-73, 73 (table); re-
sponses of, to declining humanities
enrollments, 79; self-imposed isola-
tion of, 74-75, 83; self-policing of,
69: and the student clientele, 70-71,
78-79, 85; teaching philosophy of,
84-85; varying characteristics of, by
discipline, 76-80; workload of, 64, 83

Faculty collective bargaining, 72-73

Faculty evaluation, criteria for, 69-70
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Faculty morale, and efforts to improve
the collegiate function, 186

Fairweather, M., 165-166

Farrell, C. S., 111

Fast, C., 215

Fay, J. M., 49-30

Federal agencies: support of, for articu-
lation, 158; support of, for liberal
arts education, 184-183

Fernandez, T. V., 117

Fine and performing arts, 36, 39, 211-
212; enrollment in, 31 (table), 33
(table). See also Art history and ap-
preciation; Music appreciation

Fisk, E. C., 9

Florida: articulation policies in, 160-
161; college entrance requirements
in, 150; identifying transfer students
in, 91; mandated testing in, 111;
transfer rates in, 93, See also College-
Level Academic Skills Test; Miami-
Dade Community College; Valencia
Community College

Florida International University, 153

Florida Twelfth Grade Test, 112

Ford Foundation. 157, 184

Foreign language curriculum: course
offerings in, 205 (table), 207; uni-
versity influence on, 25

Four-year associate degrees, 22

Four-year colleges. Se¢ Universitics

Friedlander, J.. 129, 145, 214

Funding: for community services pro-
grams, 48, 49, 54-55, 59-60; to en-
hance the transfer function, 182-
183: as a function of enrollment
rather than transfer, 92; for reme-
dial education, 135, 217-218; for
student academic support services,
139-140

G

Gallup Organization, 8

Garrison, R. H., 71

General Academic Assessment: admninistra-
tion and results of, 120-123; as a
cohort test. 123; items in, 119, pur-
pose and development of, 118-119
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General education: as basis for curric-
ulum organization, 178-179; effec-
tiveness of, 171; and the liberal arts,
10-12, 170-171, 178-179

General education requirements, and
program articulation 1n Florida, 161

Glendale Community College (Ari-
zona), 133, 136

Gober, L. A, 57

Goldberg, D., 216

Grade inflation, 189

Grades, placement tests as predictors
of, 108-110

Grading, 15

Greater Hartford Area Comniunity
College (Connecticut), block pro-
gramming at. 138-139

Green, K. C., 94

Greenberg, A., 153

H

Habib, B., 215

Hafer, N., 166

Harper, H., 131, 132, 133

Harris, M. .., 151

Hartman, N. E., 110

Hatala, C. C., 151

Hawaii higher education system, 18

High school education: cominunity col-
lege role in. 150-153; declining rigor
of. 149, 154; strengthening academic
requirements in. 149-150

High school graduates, remedial educa-
tion for, 135

High School Liaison Project (Clark
Technical College), 151

High school students: advanced place-
ment or dual enrollment of, 154,
155; community college courses and
services for, 150-153

High schools: articulated associate de-
gree programs with. 22; program
articulation with, 153-156

History, course offerings in, 205 (table),
207

Holmes. D.. 131

Honors Forum Series (Maricopa Coun-
tv Community College District),
142

pANY

Index

Honors programs, types and examples
of, 140-. +4

Honors Scholar Progeam (Dallas Com-
munity College District), 143

Humanities: course offerings in, 35-36,
37-38 (table), 205-206 (table), 206-
211; General Academic Assessment scores
in, 121 (table), 122 (table), 123 (ta-
ble); introductory versus advanced
classes in, 33 (table); percent of
liberal arts enrollinent in, 31 (table)

Humanities faculty, goals of, for stu-
dents, 78

I

Illinois: articulation policies in, 161;
college entrance requirements in,
149; part-time enrollment in, 98;
student assessment and placement
in, 108; student transfer intentions
in, 95; transfer students in, 92, 101,
See also City Colleges of Chicago;
College of Dupage: John Wood
Community College; Kishwaukee
College; Oakton Community Col-
lege: Triton College

Ilinois Cominunity College Board, 18,
37, 95, 101, 108, 117, 149, 218

Individual Needs (IN) Program (Loop
College), 139

Individualized stud.es, and the colle-
giate function, 189-190

Inside English, 219

Instructional innovation, faculty accep-
tance of, 74-75

Instructional media, 9-10. See also Learn-
ing laboratories

Instructors. See Faculty Interdisciplin-
ary humanities, course offerings in,
206 (table), 207-209

Interdisciplinary sciences, course offer-
ings in, 202-203

Involvement In Learning (National Insti-
tute of Education), 87

J

J. Sargeant Reynolds Comununity Col-
lege (Viginia), 166
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Jaschik, 8., 118

Jefferson Community College (Ken-
tucky), 128

Job obtainment, as a student outcome
measure, 117

John Wood Community College (Illi-
nois), 166

Jones, S. wW., 128-129

K

Kansas, transfer rates in, 93

Karvelis, D. 8., 51

Kennedy-King College (Illinois): high-
school linkages at, 152; supplemen-
tal instruction at, 138

Kern High School District (California),
153 .

Kintzer, F. C., 159

Kirkwood Community College (lowa),
212

Kishwaukee College (lllinois), 57

Koltai, L., 19, 130

Korn, W. S., 94

L

LaGuardia Community College (New
York): and high school/college coop-
eration, 153; transfer improvement
projects in, 164-165

Lakeland Community College (Ohio),
honors program at, 144

Lane Community College (Oregon),
215

Lawson State Community College (Ala-
bama), 150

League for the Humanities in Commu-
nity Colleges, 185

League tor Innovation in the Conitnu-
nity College, 185

Learning laboratories: English com-
position instruction in, 218,
220-221; mathematics instruction
in. 214-215; and tutorial services,
136

Lee, B S, 117

Liberal arts: AAGJC support for, 183;
advisory boards for, 58-59, 186-
187: Andrew W. Mecllon Founda-
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tion support for, 183-184; assess-
ment of student learning in, 176;
cohort testing of knowledge in, 123-
124; collegewide outcomes testing
in, 116-117; in community services
programs, 48-51, 50 (table); in con-
tinuing education programs, 33-58;
enroliment patterns in, 29-34; fed-
eral agency support for, 184-185;
and general education, 10-12, 170-
171, 178-179; and institutional
goals, 177-179; limited role of, in
promoting awareness of societal
problems, 60; and occupational
education, 170, 176-177; prom-
inence of, in higher education, 6-8;
relevance of, to career development,
8, 11; state agency support for, 183;
student knowledge of, as measured
by the General Academic Assessment,
118-123; support for, from commu-
nity college organizations, 185

Liberal arts curriculum: changes in,
over time, 43-44; classified by con-
tent rather than student intent,
173-175; consistencies in, over time,
44; disciplinary components of, 24;
factors affecting the planning of,
12-15: humanities course offerings
in, 35-36, 37-38 (table), 205-206
(table), 206-211; impact of declin-
ing student ability on, 8-10, 14-15;
impact of occupational education
on, 10, 27-28; impact of student in-
terests on, 29; predominance of in-
troductory courses in, 26, 32, 33
(table), 34; science courses offerings
in, 34-35, 35 (table), 36 (table), 193,
194-198 (table), 199-205; and trans-
fer, 89-90, 169, 171-173; university
influences on, 25-26, 105

Liberal arts programs, contrasted with
occupational education programs,
103-104

Licberman, J. E., 153

Lifelong learning, community college
role in, 4-5

Limited English-speaking students,
remedial services for, 133-134

Links, Inc., 151

61
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Literacy: decline of, and the collegiate
function, 189; General Academic As-
sessment measures of, 121 (table), 122
(table)

Literacy education, for adults, 133, 134

Literature, course offerings in, 206
(table), 210

Loop College (Illinois): block program-
ming at, 138; honors programs at,
141

Los Angeles Community College Dis-
trict (California): age of faculty at,
65; cooperation of, with local high
schools, 151, 152; English-as-a-sec-
ond-language at, 134; honors pro-
grams at, 142-143; liberal arts en-
rollment at, 31 (table), 33 (table);
student assessment and placement
at, 114; student avoidance of science
classes in, 99; student use of aca-
demic support services at. 143; trans-
fer intentions of students at, 95-96

Los Angeles Harbor College (Califor-
nia), 142-143, 164

Losak, J., 113

Lower Columbia College (Washing-
ton), 214

Lucas, J. A., 117

Lukenbill, J. D., 145

M

McCabe, R. H., 145

McConochie, D., 117

McMaster, A., 117

Maier, M. J., 94

Malcolm X College (Illinois), 151

Maricopa County Community College
District (Arizona), 80; and articula-
tion with Arizona State University,
167; general education goals at,
178-179; honors programs at, 142;
liberal arts enrollment in, 31 (table),
33 (table); student assessment and
placement in, 113

Maricspa Technical Community Col-
lege: (Arizona), 131

Maryland: articulation policies in, 162;
part-time enrollment in. 98; student
transfer intentions in, 95; transfer
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students in, 92, 101; See also Mont-
gomery Community College

Maryland State Board for Community
Colleges, 95, 101

Massachusetts Commonwealth Trans-
fer Compact, 162

Mathematics: curricular trends in, 39-
40; enrollment in, 31 (table), 32, 33
(table); faculty in, 216-217; future
trends in, 39-40; General Academic
Assessment scores in, 121 (table), 122
(table), 123 (table); integration of,
with other disciplines, 216-217; and
learning laboratories, 214-215; liter-
ature on, 212-217; remedial courses
in, 213; remediul¢ - "mentin, 32,
33 (table); remec’...  sus college-
level in:truction in, 39, 216-217;
specification of minimum compe-
tencies in, 216; student avoidance
of, 214; testing and placement in,
213-21¢4, 215-216

Mathematics Association of America,
213

Meixner, S., 178

Menke, D. H., 101

Merced-Modesto-San Joaquin Delta
Student Transition Project (Califor-
nia), 164

Mesa Community College (Arizona),
152

Mexican American Legal Defense and
Education Fund, 111

Miami-Dade Community College
(Florida), 18, 150; computer-
assisted advising at, 132-133,
137; cooperation of, with local high
schools, 152-153; honors programs
at, 141; liberal arts enrollment at,
31 (table), 33 (table); mandatory
advising at, 130-131; math and
English competencies expected of
freshmen at, 216; noncredit liberal
arts activities at, 57-58: and the
Response System with Variable Pre-
scription (RSVP) Program, 137;
student assessment and placement
at, 112-113; transfer enhancement
efforts at, 181; transfer information
systems at, 165
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Michigan, part-time enrollment in, 98

Middle College (La Guardia Com-
munity College), 153

Midterm Enhancement Prog-am (City
Colleges at Chicago), 138

Miner, J., 182

Minority students, 78-79, 136-137;
and mandated testing programs,
111-112, 113

Mitchell, M. L., 214

Mohr, P. B, Sr., 167

Montgomery Community College
(Maryland), 85-86

Mt. Hood Community College (Ore-
gon), 212

Mountain View College (Texas), 128,
131

Music appreciation, course offerings in,
206 (table), 210. Se also Fine and
performing arts

Myers-Briggs Type Indicator, 113

N

Napa Valley College (California), im-
pact of student orientation at, 129

National Center for Education Sta-
tistics, 149

National Collegiate Honor Council,
140

National Council for Occupational
Education, 20

National Education Association, 72

National Endowment for the Human-
ities, 48, 49, 56, 72, 87, 158, 184~
185, 187

National Institute of Education, 87,
130, 158

National Governors’ Association, 154

National Science Foundation, 158, 134

National Task Force on the Redefini-
tion of the Associate Degree, 19

Nelson-Denny Reading Test, 108, 110,
112, 114

Nespoli, L. A, 117

New Hampshire State Department of
Education, 117

New Jersey, mandated testing in, 111

New Mexico Junior College, 166

New World School of the Performing
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Arts (Miami-Dade Community
College), 153

Noel, L., 130

Noncredit programs. See Community
services; Continuing education

Norfolk State University (Virginia),
166-167

Normative tests, inadequacies of, in
measuring student learning, 118

Northern Arizona University, 160

o

Oakton Community College (Illinois),
85-145

Occupational education: associate
degree programs for, 21-22; chem-
istry courses in, 200; engineering
courses in, 201-202; faculty in,
79-80; and the fine and perform-
ing arts, 212; impact of, on the
liberal arts curriculum, 10, 27-28;
liberal arts components in, 170,
176-177; and student transfer in-
tentions, 96

Occupational education programs, con-
trasted with liberal arts programs,
103-104

Occupational education students, trans-
fer of, 96, 104

Ochsner, N. L., 11

Ohio, articulation policies in, 162. See
also Clark Technical College; Lake-
land Community College

Oklahoma, articulation agreementsin,
159

Okun, M. A,, 9

Olivas, M. A,, 231

Olive-Harvey College (Illinois), 114

Orange Coast College (California), 220

Orientation programs, 127-12Y

Oritz, K., 220

Outcome measures; and individual dif-
ference-, 190; types of, 117

Qutcomes testing: for associate degree
programs, 21; cohort approach to,
123-126; criterion-referenced ap-
proach to, 115-116; need for, in the
liberal arts, 116-117; student learn-
ing as criterion for, 117-118
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Pace, C. R., 124

Palow, W. P., 215

Parilla, R. E., 85-86

Parnell, C., 22, 153, 154-155

Pennsylvania, liberal arts testing in,
during the 1920s, 124. Se¢ also Com-
munity College of Philadelphia

Performing and Visual Arts Center
(Miami-Dade Community College),
152-153

Peterson, R. E., 56

Phi Theta-kappa, 140

Phillips County Community College
(Arkansas), impact of freshman ori-
entation at, 128-129

Philosophy, course offerings in, 206
(table), 210~211

Phoenix Community College (Arizona),
131

Physics, course offerings in, 197 (table),
203

Pickett, N. A., 220

Pima College (Arizona), 214

Placeinent testing. See Entry testing and
placement

Placements tests, low predictive validity
of, 108-110

Political science, course offerings in,
206 (table), 211

Porter, D., 17

Presidents. See College presidents

Program articulation. See Articulation
(with high schools); Articulation
(with universities)

Project ABLE (Central Piedmont Com-
munity College), 134-135

" Project ACCESS (Los Angeles Com-
munity College District), 114

Project Success (San Diego Community
College District), 71

Proposition 13 (California), 59

Psychology. course offerings in, 197~
198 (table), 203-204

Public Policy Agenda (American As-
sociation of Community and Junior
Colleges), 185

Purdy, L.. N., 74

Index

R

Radcliffe, S. K., 117

Reading ability: and declining enroll-
ment in advanced classes, 32; and
testing, 110

Religious studies, course offerings in,
211

Remedial education: for adui. illiter-
ates, 134-133; and associate degree
programs, 22; enrollment in, 32, 33
(table); funding for, 135, 217-218;
at high schools, 150-151; for ill-
prepared high school graduates,
135; increased need for, 10; for
limited English-speaking students,
133-134; voluntary versus man-
dated requirements for, 135-136

Remedial English, 40-41, 217, 218

Remedial mathematics: and college-
level mathematics, 39, 216-217;
courses in, 213; enrollment in, 32,
33 (table); testing and placement
for, 213-214; trends affecting future
need for, 39-40

Research in the Teaching of English, 219

Response System with Variable Pre-
scription (RSVP) Program (Miami-
Dade Community College), 137

Richardson, R. C., Jr., 9

Richland College (Texas), 80, 131

Rio Salado College (Arizona), 142

Rohfeld, R. W, 151

Rotman, J. W., 215

Rounds, J. C., 107-108

S

Sacramento Student Transition Project
(California), 164

St. Louis Community College (Mis-
souri), 110, 131; cooperation of,
with local high schools, 150-151;
honors program at, 144; liberal arts
adult education at, 56; liberal arts
enrollment in, 31 (table), 33 (table);
student assessment and placernent
in, 114; supplemental instruction at,
137-138
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San Antonio College (Texas), 152

San Diego City College (California), 164

San Diego Community College District
(California), 71, 109-110, 133, 187

San Diego Student Transition Project
(California), 164

Santa Barbara Community College
(California), 164

Santa Monica College (California)
Scholars Prograin, 163

School and College Ability Test, 112

Science: course offerings in, 34-35, 33
(table), 36 (table), 193, 194-198
(table), 199-205; enrollment in, 31
(table), 32, 33 (table); General Aca-
demic Assessment scores in, 121 (table),
122 (table), 123 (table); student
avoidance of, 99

Science faculty: goals of, for students,
78; opinions of, about student abil-
ity, 78-79

Science Research Associates Assess-
ment Survey, 108

Scott, A., 117

Sears, J. C., 167

Secondary schools. See High schools

Seidman, E., 70-71, 80

Sheldon, M. 8., 95-96

Smith, K. J., 217

Smith, M. E., 165-166

Social problems, and liberal arts pro-
grams, 60-61

Social science: course offeringsin, 195
(table), 198 (table), 199, 201, 204-
205; enrollment in, 31 (table), 33
(table); General Academic Assessment
scores in, 121 (table), 122 (table),
123 (table)

Saciology, course offerings in, 198
(table), 204-205

Solmon, L., 11

South Dakota, mandated testing in, 111
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