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INTROGUCTION

G.M. Delgrosso, iresident, Lambton College, Sarnia

The International Institute on the Community College, within its
shdrt five year history, has become a major educational forum with a unique
emphasis. That emphasis has been abundantly reflected in the four previous
issues of the Proceedings and the present issue both confirms our commitment
and continues that tradition. The Institute, in common with the colleges and
educators it serves, has retained the flexibility and adaotability to respond
to the "here and now" challenge of contemporary college =ducation. The Inter-
national Institute has played a leading role in disseminac1ng information on
the community college through its presentations, workshops and idea exchange
sessions.

The current issue of the proceedings reflects the diversity and
scope of the Institute response to the theme of "Changes, Challenges and
Choices." A quick glance through the table of contents indicates both the
level of expertise available to Institute delegates and the highly pragmatic
approach of our resource people to the realities and dynamics of education at
the community and junior college level. Those who have attended past Institutes
will recognize that a pivotal feature of Institute organization defies even
summmary inclusion in the proceedings. The workshops are often where the real
action takes place and they are designed to bring special interest clusters

together under the guidance of some of the most prominent educators on the
continent.

It has not been possible to include all the contributed papers
although every effort was made to do so. The editorial choice of material
for inclusion in the proceedings was a difficult one, particularly with the
abundance of excellent material. However, I feel that the final product is
an accurate and comprehensive overview of one of our most successful Institutes.

I would 1ike to express my gratitude and appreciation to Gerry Colford
who worked most closely with me in the planning and organization, and to ail

of those who contributed in any way to the success of the Fifth Annual Institute.

Special thanks are also extended to our keynote banquet speaker, Dr. William
H. Birenbaum, President, Staten Island Community College, and to the Deputy
Minister of Colleges and Universities for the Province of Ontario, Dr. Gordon
Parr, who was one of our luncheon speakers.

The college was both pleased and honoured to host the organizational
meeting of the World Federation of Colleges concurrent with the Institute.
Every good wish is extended for the success of the new Federation.

I sincerely hope that you find the Proceedings a valuable addition
to the literature on community college education.

The Sixth Annual Institute is now in the final stages of plannina.
This year's theme is "New Thrusts - New Musts" and the Institute
dates are June 9th - i2th,
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IN STEP WITH HOLLAND COLLEGE

- LAWRENCE COFFIN

STEP CO-ORDINATOR
HOLLAND COLLEGE
CHARLOTTETOWN, PRINCE EDWARD ISLAND




INTRODUCTION

Holland College, a young post-secondary institution,
offers career training programs in a variety of fields and
has committed itself to implementing training programs with
the following features:

A. Industry has a major input.

B. Student learning activities are individually
programmed.,

C. Students progress at their own rate.

D. Evaluations are based on verformance of skill.

E. Students mav enter or exit from a program at any time.
F. Students may attend on a full-time or Fart-time basis.

G. Students evaluate their performance prior to confir-
mation by an instructor.

This article describes the approach to instruction used
at Holland College. 1In developing its approach, the College
was influenced by Nova Scotia NewStart Incorporated, yvarmouth,
Nova Scotia.

Established in 1969, Holland College of applied arts and
technology, was given a clear mandate by the Province of Prince
Edward Island to provide Islanders with alternative programs at

the post-secondary level. 1its establishment was an integral




part of the reorganization of educational services in the
Province. The College opened its doors in September 1969
with 302 students and this year, in its fifth year of operation,

serve. over 700 students in full-time programs.

APPROACH TQ INSTRUCTION

The performance-oriented approach to instruction used at
Holland College is called STEP (Self-Training and Evaluation
Process) and its objective is to help learners assume respon-
sibility for their own development while acquiring the skills
needed to enter wage-earning employment.

The introduction of STEP occurred only after many hours
of planning and discussion. Because Holland College was a
new institution, the faculty was able to develop its own
philosophy of instruction. This was done through numerous staff
meetings during which the nature of Holland College and an
approach to instruction were fully discussed. 1In addition,
other institutions were visited and resource people from
education and industry participated in discussions. Meanwhile,
members of the Board of Governors encouraged the faculty to be
innovative.

There was unanimous support among the staff for the
following basic principles:

A. Skills required in an occupational field shall be
identified by persons in the field.

9
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Learning shall be stressed instead of teaching.

The instructor shall assess, diagnose, prescribe,
tutor, but not be the sole conveyor of information.

Programs shall be individualized to the extent that
resources allow.

Resources, r.cins, materials, and instructors will
be scheduled, r.ot students.

Evaluation shall be as realistic and meaningful as
possible in keeping with evaluation in the work
environment,

Credit shall be given for previously acquired skills.

Students should be able to continue their learning
program in a systematic way after leaving the College.

Evaluations shall be based on performance, not attend-
ance,

Instructors shall be accountable for student progress.

IDENTIFYING THE SKILLS TO BE PERFGRMED

Perhaps the most significant step in organizing an instruc-

tional system is to have a clear description of the terminal

behaviour expected of students. This means, therefore, that an

analysis of each career field is required.

An analysis is prepared during a three-day "brainstorming"

sessiocn.

The program input is obtained from a committee varying

in numbers from 8-15 people who either work in or are responsible

for supervising persons who work in that occupation. Committee

members must be well versed in the field and their specialty,

be willing to share ideas and participate in discussions, and

be open to innovation. They are led in their task analysis by

i. 10
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a coordinator who is an expert in the method of task analysis.

The first step in making an analysis is to identify the
major areas of competence within a field. In Electronics, for
example, there were ele-en areas of general competence such as
"Apply Tools and Testing Equipment", “Trquble Shoot, Isolate,
and Repair Defective Units", and "Plan and Conirol Work Methous".
Once the general areas of competence are established, the
committee then identifies all the skills contained in each area
of competence. For example, a few of the specific skiils found
in the area "Plan and Control Work Methods" are "Maintain Clean
Organized Work Environment", "Determine Time ard Labour Require-
ments" and "Monitor Program to Control Costs".

After the skills are identified in eﬁch area of competence,
the final stage of the aralysis is to'arrange the skills into a
simple to complex sequen:e.

A 0-4 rating or evaluation scale is a major part of every
chart. This scale is based on verformance criteria and stresses
quality, speed and degree of supervision required to perform a
skill.

It is common for people to convert the ratings to letters
and percentages, but to do so destroys their significance. 1If

one were to rate the performance of skiils by persons in any

occupational field, he would find some tasks performed at a

high level of competence, many at an acceptable level of quality
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and speed, and some which are not up tc a level for which an

employer is prepared to pay.
THE DEVELOPMENT OF PROGRAMS

The completed task analysis is given to the program
instructor who must now begin the major task of program devel-
opment. The instructor's first responsibility is to define
each skill more precisely by identifying its components for
the student. To date, these skill elaborations do not specify
criteria in terms of time, working conditions or available

tools, equipment and materials. ror example, the skill "Type

from Proofread Copy" which appears on the Secretarial program's

task analysis chart has been claborated by an instructor as

follows:
Type from Prccfread Copy

Upon completion of this skill, you should be able to
(a) interpret proofreader's marks
(b) type corrections as indicated

(c) proofread final copy.

The next step for the program instructor involves the
gathering and preparation of learning materials. In addition,
human resources are identified, and equipment required for

learning activities is specified.

‘agr




In order to simplify the storage of learning materials
for efficient access to students, each program has its own
resource room. In it, vertical file boxes labelled to match
each skill found on a program's chart are placed on shelves.
Then, into each file is placed material designed to help the
learner acquire the skill. These materials may consist of
prepared lecture notes, manufacturers' handbooks and cata-
logues and articles taken from periodicals as well as references
to selected texts. This serves to bring together, as quickly as
possible, readily available materials related directly to the
skill. It is desirable to have a wide range of print material
to suit learners' various reading levels.

Moreover, the need to select and prepare a wide variecy of
audio visual materials is emphasized. Thus, instructors are
constantly improving resources by obtaining commercially pre-
pared audio and video tapes, slides, filmstrips, etc. 1In
addition, college-prevared audio visual material is being
developed by faculty. It is critical to remember that materials
are designed for student and not staff use. Students should
be able to learn from the material without an instructor's

assistance.
STUDENT LEARNING PROCESS

Students coming to Holland College are interviewed by

the staff, and at that time are made aware of the Self-Training




and Evaluation Process (STEP) program. During the interview,
academic deficiencies may be identified and a remedial program
established.

When students arrive at the College and formally register,
an orientation program is conducted. This consists of a slide-
tape presentation and informal discussion, sometimes continu-
ing cver several days, so that the approach to instruction is
fully understood.

Each student is given a copy .f his program's occupational
analysis and, in consultation with his instructor-advisor,
begins to plan his career program. For example, if the career
objective is generalized secretarial work, certain skills
for employment as a secretary may be required while others
may be optional. Learning to set an objective, to select
appropriate skills - reach that objective, to determine what,
if any, sequence is required, and to put this together into
a plan of action 1s an important part of the learning process.

Learning situations should be as realistic as possible.
For the Secretarial Arts program, for example, a Model Office
has been established. 1In it, students act as receptionists,
secretaries, supervisors, payroll clerks, typists, etc. Real
work is fed through the office by students and staff alike.

In addition, Secretarial Arts students spend part of their time

-IO.




in actual business offices taking dictation, using dictating
equipment, preparing reauisitions and purchase orders, and
other documents. Senior Secretarial students handle the
College switchboard one week at a time under the supervision
of the telephone switchboard operator and receptionist.

Students may need encouragement to make the initial
select.on of learning tasks; however, a choice must be made
even if the decision is changed at a later date. Much valuable
time can be lost in deciding where to start. Therefore, a wide
range of "real" projects should be available so that students
can get started. Each project will likely reguire the learner
to develop facility in a number of skills on the chart, and
so result in a rating for several skills.

The student may go to someone outside the College for
help; in fact, every opportunity is found to arrange such
activities. After a student feels confident that he can
perform the task, he rates himself. Then he and his instructor
together review the task he has performed and the student's
evaluation. The discussion which occurs is an extremely impor-
tant part of the student's learning activity. When the student
and instructor agree on a rating, it is entered on the student's
official chart which is kept by the instructor. As the days
and weeks pass, the student develops a profile of his skills
and progress.

In multi-instructor departments, with a large number of

students involved, it is conceivable that a student could attend

17




the College without his learning problems being quickly iden-
tified. To prevent this from happening, each student is
assigned to an "advisor" who is normally an instructor in the
department. As an advisor, he is responsible for maintaining
regular contact with the student and keeping a "weather-eye"
on his general progress. An interview between student and
advisor occurs at least once every two or three weeks. Every
instructor throughout the College is responsible for rating
in his subject areca.

A Distant Early Warning (DEW) system is useful in order
to alert both instructor and student to potential problems.
Every three weeks, an analysis of cstudent progress is made in
the Registrar's Office. If danger signals appear. the advisor
is alerted and asked for information; if no improvement is
noted during the next analysis, a DEW letter is sent directly
to the student. Letters are sent by the Registrar, but in
consultation with the advisors. Normally, students who have
not shown any progress during a six-week period are in danger
of not being able to meet the objective which they set for
themselves when entering the course.

Instructors have a responsibility to ensure maximum
opportunity for the student to mect the objective which he
has set. If the possibilitv of meeting his objective is in
doubt, he is advised at the earliest possible date so that
appropriate steps can be taken. In some cases, a new objec~

tive may have to be set; in other cases, the appropriate decision

18
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may be to recommend temporary or permanent termination from
the program.

Normally, a thorough review of each student's progress
in undertaken two or three times during the year. During
this review, a student meets jointly with all his instructors.
Out of this interview will come recommendations for continu-
ation in the program, referral to special remedial help, addi-
tional financial assistance, or referral to employment.

On completion of his training program, the student receives
an official copy of his chart showing confirmed ratings.
Students are encouraged to discuss their career profile with
prospective employers and, furthermore, to continue to use the

document as a career training tool during their working life.

MAJOR OBSERVATIONS

It is the mature students who have been able to adapt
most easily to this approach to instruction. The critical
element appears to be the realization by a student that progress
only occurs when he does something. Students who have adapted
to the system have progressed beyond the normal levels of
competence, both personal and technical, in amazingly short
periods of time.

Instructors find themselves in the hitherto unusual, if

not unique, position of making professional decisions about

each individual student. They stand exposed in a way not found




in reqular institutions and yet success of the system is deter-
mined to a large degree by their willingness to assume this
responsibility.

Some instructors find it difficult to confront a student
about his personal or technical weaknesses and to demand
standards of performance consistent with the student's career
objectives. There is a tandency to delay the confrontation,
thereby often frustrating instructor-student cooperation so
necessary for student growth.

Many students come later and leave earlier in the day
than is the case in traditional instituticns. (Others, of
course, put in much more time). The shorter work week results
in slower progress. This, the College feels is a matter for
the student to resolve, unless it begins to interfere with
progress towards his objective. In any case, an instructor-
advisor should be able to account for the whereabouts of "his"
students at any time during the established working day. A
record of attendance is keot, since this may affect progress;
however, attendance is not used when establishing ratings.
Attendance records are also useful when planning for the
effective use of facilities and staff. A student who enrolls
in the College and does not attend may find himself terminated
and his "training station" assigned to another person waiting
to enroll.

It has been found that many students may take as long as

four or five months to adapt to a learning philosophy which

3. 20




gives the learner much freedom yet imposes an equal amount

of responsibility. However, three factors have since aided

in reducing this problem. First, continual development of
learning materials suitable for students has resulted in
shortening the adjustment period. Also, orientation programs
have been continually revised and improved in all departments.
Moreover, the establishment of industrial advisory committees
for each program has enabled instructors to have identified
those key skills which an individual must have prior to entry
into his selected occupation. Thus, these key skills are those
wtich new students may immediately begin to develop. That is,
the skills provide a convenient place for the learner to begin.

College faculty remain confident that solutions to problems

can still be found.

CONCLUSION

At present, the College is concentrating on three major
areas of development: staff development, creation of a Learning
Resources Centre, and familiarizing employers with the approach
to education.

Since most instructors come directly from industry, a staff
development program has been established to assist instructors
in such areas as counselling, creating and maintaining a learning
environment and developing learning materials.

In order to make common learning resources and audio

visual equipment more readily accessible to students, a College



committee is currently studying the requirements for a Learning
Resources Centre and a program for its establishment.

Holland College students do not obtain a diploma when they
"graduate." Instead, each student who meets the basic require~
ments in a program is issued with an official copy of his chart
which is entitled "Record of Achievement." Many employers,
however, do not recognize the significance of this document
although students are obtaining employment in their particular
fields of interest. However, steps are being taken to acquaint
employers with the Holland College approach to education and
the value of a student continuing to improve his skill profile
while having the employer confirm the employee's progress on
the Record of Achievement.

Despite the problems and frustrations encountered by
faculty and students, surveys conducted o date indicate that

few desire a return to a more conventional system of education.




THE PROVINCIAL AND STATEWIDE PERSPECTIVE

IN NEWFOUNDLAND AND NEW JERSEY:
COMMUNITY, CHANGE, AND THE COMMUNITY COLLEGE

BRIAN DONNELLY

ASSISTANT DIRECTOR
COMMUNITY COLLEGE PROGRAMS
STATE OF NEW JERSEY DEPARTMENT OF HIGHER EDUCATION




In a recent review of Christoph'er Jencks' Inequality, I was
struck by the reviewer's remarks about change. He said, "We seem
to be ready to talk about almost anything except the hard, slow
road to pérsonal and social change. That road begins when you and
I look at our lives yesterday, look at out lives today, and then

change what we do. How I speak to my children; how I sustain or

stifle my wife, my brothers, my friends; and how we together compose

a community working for basic change determines the future...."*

A decadé ago it seemed that there was no question about the
prospect for change. Significant social change appeared imminent
and schools and universities would play an important part in the
process. Community colleges themselves were emerging with a sense
of mission which involved social change at the local level. While
Jencks and others bave raised some fundamental skepticism about the
capacity of learning institutions, generally, as they may effect
change, it is not clear that we ever had a clear notion of what
the community college really meant as a part of the educational
system which may be involved in social change. It is likely that
our expectations for our colleges and universities probably exceeded

.
the institutions' capacities to deliver.
But now it seems that there is a widespread skepticism about

being able to affect social change, at all, through our educational

instjtutions. This position may be extreme. Community colleges have

*John R. Garrett, Christopher Jencks' Inequality and Prospects
for Social Change, Kappan, May, 1974, pp. 621-622.




enjoyed an identification with a social change mission which'may
v
take one of two general forms:

1. DireJt Intervention by addressing specific community

prob}éms in an attempt to configure the resources of

the college in unique patterns to resolve problems; and
Indirect Intervention by addreséing the needs of the
students in order that they might gain new mobility by
increased educational opportunity and/or by ncw careers.
Is there something in the notions of "community" and "community
development" which can provide us with insights and approaches to
the community college in quite dissimilar locations? I believe
there is. Furthermore, I helieve there may be some insights we
may gain from these notions which may provide for the direction of
community colleges as the alternative kind of educational institutions
we often times only rhetorically claim, to have operative. Addition-
ally, we may gain insights through these concepts into what the
community colléges as unique institutions in statewide and provincial-
wide systems of higher education may be. I am going to discuss three
points:
First, I shall briefly describe the Newfoundland and the New
Jersey situations;
Second, I shall discuss some notions about community and
community development as they particularly relate to the
'community college.
Third, I shall mention what appear to be imperatives for the
community college in the context of statcwide and provincial-

wide systems of higher education.

<O
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I. NEWFOUNDLAND AND NEW JERSEY

Definitions of "community coll€ge" and "community services"
have been pro?lematic in Newfoundland and New Jersey respectively.
Some of the uncertainty in each case is common to both places despite
tremendous differences. New Jersey is a highly urbanized, highly
populated state. It has the densest population of any state in the
country. Newfoundland is a generally, rural, sparsely populated
province. Despite these differcnces, the two domains have sharead
some interesting similarities. Newfoundland and New Jersey have both,
until the recent past exported tLe vast majority of their student
populations for higher education.

A. Post-Secondary Educational Development in Newfoundland*

There are two major, apparent issues which have surrounded the
question of post-secondary educational development in the province.
The issues are whether the university or some other organizational .
authority should control development and whether tle curricula
should be "academic" or "vocational'. An examiniation of some of
the assumptions of these apparent issues is long overdue.

An assumption to the question, whether the university or some
other orq?nizational authority should control post secondary educa-
tional development in the province, is that only an organization
which operates as a part of the university can offer university-level
courses. A corollary t¢ this assumption has been that university

credit for non-university learning experiences cannot be articulated.

Examples to the contrary refute these spurious assumptions.

*This section of the paper is adapted from the "Final Rcport on
a Study of Some Aspects of Post-Secondary LEducation in Newfoundlaad",
A Published Report by Dr. Brian Donnelly, Faculty of Education,
Memorial University of Newfoundland; St. John's, Newfoundland,
September, 1973.
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A second assumption has been th?t the organizational alternative
to aniversity control of post~secondary education is the "community
college”. Ap%rt from the provincial-wide confusion on termiuology
and function of such an institution, the answer to the question of
control of post-secondary education has been limited to the alterna-
tives poscd by the assumption; viz., university-controlled colleges
or "community colleges". A corollary to this assumption has been
that the services provided by something named a community college on
one hand and by the university on the other hand are mutually exclusive

Cases of limited autonomy given to local communities for the
development of post-secondary educational models are numerous. The
role of universities in several cases has been one of provider of
information. Other cases of university-initiated, community involve-
ment in decision-making have led to organizational arrangements which
may neither be properly called community colleges nor universities in
the traditional sense.

The unfoftunate result of a preoccupation with the question of
control and organizational arrangements is that the purposes for
post~-scecondary cducational institutions, yet to be developed, have been
obscured.- If the purposes of the organizations yet to be developed
ére to reflect a rcsponse to needs, then an awdreness of needs and a
prioritizing of those needs has to be explicated.

A third assu~ntion made is that neceds are known and have been
apprbpriately and openly discussed and prioritized. A post-secondéry
educational needs analysis has not been made. It is not clear whether
there is a commitment to provide various kind.. of post-secondary educa=-
tional opportunity to all people in the province. It is not clear

whether there is a commitment to serve those people who have the great-

est needs for adﬂ}tiona[_opportunity or those people who most easily
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fit into a preconceived model of post-secondary education. it is not
I v

clear whether there is an awareness of the institutional discrimination
that occurs by virtue of where, in the province, an individual goes to
school. It is not clear whether there is a willingness to commit re-
sources to jmaginative and creative post-secondary educational
responses wiiich are more than tokens, to the alleviation of such dis-
crimipation. It is not clear whether there will be meaningful
commitment to the poor and to pecple from the Bay. Clarification on
these questions will indicate what priorities for post-secondary educa-
tion have been set.

A fourth assumption with widespread adherence is that the
university is incapable of community service activity. The complemen-
tary assumption is that an educational institution, because it is
called a community college will provide community services. There
have been too many examples of community colleges in other parts of
North America which have been elitist. Conversely, many universities
have provided.imaginative, creative, educational services to specific
communities. Memorial University of Newfoundland has demonstrated
through a multitutde of faculties and departments, a éenuine commitment
to servinyg some community groups. Yet the maincenance of elitist
éttitudes in other critical parts of the university have excluded or
blocked the continuing development of many individuals who might
benefit by post-secondary educational opvortunities. A sparse popula-
tion.which is widely dispersed, presents special problems to the
"rovince. Yet these characteristics are not in themselves unique.

.e Province of Saskatchewan and the State of Maire both have situa-
tions very comparable to those of Newfoundland. 1In Saskatchewan,
an exciting approach to the develcopment of post-secondarv education is
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being undertaken through a provincial authority rather than the
- v

university. The university, however, is involved in the undertaking.

Centers are being developed throughout the province as a result of
community . needs analyses and local community involvement.

In Maine, the University of Maine has been given the authority
to develop a network of "community colleges" which will be part of the
University of Maine system. Centers are being established throughout
the state. Program offerings are contingent upon local needs.

In neither of the two above-mentioned cases is there a building-
program planned. The focus is on providing educational experiences
in a large number of areas. The authority and control of the develop-
ing centers is being handled in two quite dissimilar fashions.

The province of Newfoundland is on the threshhold of very exciting

and very costly developments in post~secondary education. There is an

urgent neced for an open analysis of the many issues surrounding this

development. Proper planning and constituency involvement at the

earliest phasé of development may ensure imaginative and effective '

responses to the post-secondary educational needs of the province. It
v hope that an open analysis will lead to post-~secondary educa-

tional opportunity for a larger segment of the people of the province.

B. Community Services in New Jersey¥*

"In the context of a state-wide system of higher education, the

community colleges in New Jersey have been uniquely, although not

*I acknowledge the aid of my colleague, Ms. Sally Davenport, in
arranging some of the data for this section of the paper.




singularly, commissioned to perform community services functions. In
[

the kroadest sense, community services would be understcod as the

delivery of educational services to the community at large with parti-

1

cnlar emphasiﬁ'on offering educational opportunity to persons who have
been denied s;ch opportunity.

A rather nebulous conception of community services and a lack of
specific educational responsibilities has led to a wide range of types
of activities performed under the community services aegis in the
community colleges. One finds that everything from simple public

relaticns to the development of comprehensive aggressive and responsive

outreach programs are categorized under the community services umbrella.

“Thile the continuing education and evening divisions of four year
colleges have offered worthwhile programs for many years, they have
often been limited for budgetary reasons to offer courses which could
only pay for themselves. Often these non-credit course otferings have
set the standards for community services or continuing education
programs, in community colleges.

The community colleges were intended, among other functions, to

provide accessibility of education to minority-group students and

students who were otherwise unable to gain access to higher education.
Additionally, communityv colleges were intcnded to bring a force to

bear in order to imorove the quality of community life. f“he develop-

ment 5f educational responses for increased accessibility and for the
identification of expanding educational resources in local communities
have become the major components of the community services functions of
New Jersey's community collecges.

Two factors have recently had an impact on the extent and nature
of community services. The first is declining full-time enrollments in
higher education. This has been accompanied by a greater demand by the

)
“Ri(#ic for more limited and narrowly focussed types of college
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offerings. These courses and activities have been flexible and easy
to ihLLiate because of their short—te;m value with a specific purpose.
There has been a noticeable burst of community service activity in
response td such demand. It is a particularly opportune situation
for community colleges to make up enrollments in part-time community
services areas for slackening full-time enrollments.

The second factor is a state funding pattern which militates
égainst some of the new activities, particularly non course-work
activities. Community analysis, inter-agency planning and counseling

"etc. do not generate FTE or equivalency in credit hours. Within a
statewide system of higher education there is a need for institutional
diversity (including a broad community service role for community
colleges) to be supported and protected within the state system of
higher education. While all hic.ier educatioral institutions may be
performing limited community services roles which must be supported
and protected within the state system of higher education, there is
a lack of financial incentive currently>to develop a comprehensive
community services program that responds to nceds that are educational
but extend beyond classroom or cultural activity.

Self-Assessment of Community Services

A statewide self-assessment of community services programs was
recently performed émong the seventeen (17) New Jersey community
colleges. A list of eighteen community services functions* was used
as the basis for self-assessment. Table 1 lists these functions.

It is not implied that every community college should be performing

*Dr. Max Raines, et al at Michigan State University developed a
taxonomy which was used for the self-asscessment.
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each of the eighteen functions well, or at all. It is lékely, however,
'

that a signifigant number of functions should be considered important

by each college and that a significant portion of those functions

should be performed well. Each college was asked to indicate whether ! \

é given function was considered of primary, secondary, or limited |
importance. The college was then asked to indicate whether it was
performing that function at a superior, good, fair, or poor level.

The Summary portion of the table, on the right hand side, shows
those functions deemed to be performed well and those being performed

inadequately, state-wide. Those functions which were being performed

well were defined as those with 10 or more colleges giving a. combined

good or superior performance rating while 10 or more ranked it as

being of primary or secondary importance. Functions being performed

inadequately on a statewide hasis were those with 8 or more colleges {
considering it important while rating performance fair or low. \

With these stipulations, nine, or one-half of the 18 community
services functﬁons were judged as being performed well. On che other
hand, six or nearly one-third of the eighteen community services

fanctions were judged as being performed inadequately.

L




TABLE I

: o | 5,
Self-Assessment By New Jersey Community Colleges + ‘ o
Community Services Punctions g " o -
t
’ 86 £ |Eo
Numbers represent the number of colleges *,3;ﬁ 8 o 8 9
Importance PRIMARY SECONDARY | LIMITED - NO 8%2 3 '3 c’b‘ :
Rating SUPERIOR| GOOD FAIR POOR | RESPONSE | S HZ A 2] o ¢,
COMMUNITY GUIDANCE / X X
Impor tance 5 7 3 - 2
Rating 3 5 7 0
EDUCATIONAL
EXTENSION
(Extend regqular
. X 2
course offerings)
Impor tance 14 3 0 - i
Rating 3 12 2 0 f
EDUCATIONAL -
EXPANSION
(new types of
courses & programs) 1 X X
Impor tance 13 3 0 -
Rating 2 11 1 2 i
SOCIAL CUTIREACIH
(work with special
_groups) . X X
Impor tance 9 7 1
Rating 4 5 8 0
CULTURAL |
DEVELOPMENT 1 X X
Impor tance 9 5 2
Rating 5 4 7 0
LEISURL TIME 1 X X
Impor tance . 10 q
Rating 3 4 2 2
COMMUNITY ANALYSIS 1 ¥ X
Importance 6 7 3 1
Rating 1 6 6 3
INTER-AGFNCY X X
COOPERATION
Importance 7 9 ! )
' B S
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Self-Assessment By Jew Jersey Community Colleges 9 ke
o i i i : )
Community Services Fuqftlons g 8 B ﬁ
ge g E 3
Numbers represent the number of colleges t:g 5 H o*
) ]
£S0on
Importance PRIMARY SECONDARY | LIMITED NO gg‘ﬂ t : t 'g
| Rating SUPERIOR | GOOD FAIR RESPONSE | £n= |8 2,2 &
' [SORY LIAISON
(Community X
Advisors to the
' yllege)
Importance 6 9 -2
Rating 3 10 3
UBLIC FORUM
Importance 2 9 4
Rating 0 5 7
I IC ACTION
(problem solving
i*h college
cc¢ nty residents) X
Importance 5 5
Rating 1 ! 5
STAFF CONSULTATION
_ Importance . 7 4
Rating 1 8 4 X
[PT LIC INFORMATION
Importance 11 4 2
Rating 7 5 3
PROFESSIONAL DEVEL.
ir community affairs X
Importance 9 7 1
Rating 3 12 2
PRUGRAM MANAGEMENT %
* Importance 9 6 1
Rating 3 8 4
_B_F“ERENCE PLANNG. S X
Importance 5 9. 2
Rating 5 7 3
T ]




5 A
Self-Assessment By New Jersey Community Colleges +
Community Services Functions 213 3
LI = E
v + O
Hed] O 'B
_Numbers represent tne number of colleges “é §§ ‘ga v
Importance PRIMARY SECONDARY | LIMITED - NO SHE M g
Rating SUPERIOR | GOOD FAIR POOR | RESPONSE i
: ]
FACILITY |
UTILIZATION X o
Importance 13 3 1 |
Rating 11 4 2 0
PROGRAM
EVALUATION 1
Importan
Importance 7 7 2
Rating T T 8 0
!
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The table indicates that while some functions critical to the
- 14
community college mission are not being performed well, many functions

Judged important, are being performed well. There is a need for
development of support for the functions which lend themselves to
maintaining a uniqueness for the community college.

In both Newfoundlarnd and New Jersey there is an interest in
providing an expanded set of educational opportunities to more diverse
groups. In both situations, there is a need to develop' increased
community development supports, although many resources already are
provided for community development.

II. COMMUNITY, COMMUNITY DEVELOPMENT AND THE COMMUNITY COLILEGE

It has been suggested in the community college rhetoric that
community colleges will meet the needs of the community. Several
questions are warranted concerning the phrase, "meet the needs of the
community,"” particularly as some of the uniqueness of the community
college in statcwide and provincial-wide systems of higher educaticn
mey rest in that phrase. Qestions such as who is the community?, what
is a need vs. a want?, what are the priority of negds which should be
met?, what is a community from the community college point of view?, is
there a leadership role which community colleges should pléy in pro-
Giding direction to a community? What is a good community? What is

the role the community college should play with regard to the com-

munity? Should it be one of servant or should it be one of leader?

"As we think of the terms "leader and servant", we think of a

dichotomous situation: on one hand, the leader must have followers

and on the other hand the servant must have a master or one who makes

decisions as to what will be done. The more desirable posture for the

community college would at first glance, seem to be that of the leader.
But what is it about a communitY:bollege that we think it should be
?

Q
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a leader? 1In fact, the rhetoric implies that the community college
v
would more properly fit a .servant role in "meeting needs".
Each of the words has connotation that is attractive. “Servant"\

connotes a sensitivity to others which implies a responsiveness to ‘

another's needs. "Leader" connotes a firmness of conviction which |
provides for direg;ion. It is when the two words are placed in
opposition, seeming to suggest an "either/or" choice that a dilemma

is presented. If the community college is a servant, can it not be

a leader too? If the community collegec is a leader, can it not be

a servant at the same time? The issue secms to center on the question
of who provides direction to a particular activity. It is a'beautifulj
question for the community college when framed in these nearly i
Messiahnic terms. The manner in which an educational institution is |
to meet needs is by providing for pcople in order that they would (
be more able to respond to factors in their environment. This would ‘

hold true for individuals as well as communities.

SERVANT . LEADER

[//111/177/77777/777/7/777/7//77777777/7///77//77/77777

-

Accepting Direction Providing Direc-
Provided by Someone ‘ tion to Activi-
else, ties,

It is not the case that the Community College must always be either/
or; it may lean more one way than another depending upon the circum-
stances . Moreover, it may be that by extending these two terms in
another dimension, that the two intersect. We can think of the
serving lcader which is not inherently contradictory.
37
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For the community college which is in a position of leadership,
v

we might say that it is providing direction. For the community

college as a servant, it would be accepting direction from someone
else. The idea of providing direction necessitates zomeone to whom
this direction would be provided. pPresumedly, the direction being !
provided is to the communrity being scorviced. It would be safe to say
that by providing direction to the community, the one doing the
directing has an idea of what should or ovght to be tne case for the
community.

Now here is a ticklish question. WNotions of should and ought
carry moral imperatives of'a sort that are not value-neutral. Some- 1
one who is directing the community one way or ancther is saying, "Thli
type of situation in which we should go is mure valuahle to us as a !
community." One might exclaim conccrning tlie community college that i
boldly claims, "We have an idea of the direction in which the community
should go" that "it can go bag its analogovs head!" But isn't the
implication of the community collegec as "leader", a provider of direc-
tion for the community?

A problem of course with this position is that generally speaking,

there is a lack of understanding of what the CGood Community means for

the practitioner. What is the dircction in which the community college
President or Dean of Community Services or other personnel to go,

once he or she has decided that the community college should be a
leader providing direction to the community. There is a paucity of
discussion on this point even though it is a starting point for any
kind of practical community development work such as community services
in the community college.

Poland Warren poscd the question, "The Good Community, What Would

It Be?" as the title of a talk which was recently published. He




raised a number of very difficult questions which extend beyond
v ,
glittering generalities. What are the characteristics of a good
community? and what is the role of the community college as leader
in moving the community toward them? Warren lists some issues which 2

need to be examined which don't readily admit any answer in describing

the good community:

1. Autonomy: Relying on other groups, e.g. national companies
and their impact on local decisions; K

2. Primary group relationships: i.e. How well do we know each
other;

3. viability regarding concerted action to confront problems;

4. Power Distribution: i.e. How can decision-making be
distributed? Equally?

5. Participation: Everyone on every issue?

6. Degrec of commitment: Pow important should the community
be for me?-central focus my life?

e ———— e e

7. Degree of Heterogeneity-Difference & Likencss;

3. Extent of conflict-consensus vs. collaborative change
strategies. Need for conflict?

The alternative on the other end of the leader-servant spectrum
is to be receiving directions from someone. What does it mean to say
that the community college is a servant? The community college as a
servant is presumedly responding to needs as they are presented. An
editorial description of a community college in this situation is one,
which in attempting to become legitimate, has said "yes" to whomever
made. a request. Of course, this sounds extremely beneficent.

Apart from the dissipation of resources which may occur by saying
yes to any rcquest is the failure of the community college to examine
the implications of its actions as "servant". The unasked questions
are who is providing direction to the service we are providing? That
is, to what end is this service going? We talk of our public educa-

29
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tignal institutions as providing for'the "public" -- but just who is
the public? The special interest groups that have invaded the
University -- such as national and international cqmpanies, the federal
government through its agencies with de fense contracts, etc.-have their
counter-parts in the community college. Local companies, municipal
government, etc. provide funding and expect certain programs in return.
_ Who is the public to which we in the community college are referring?
What was the role of the Chamber of Commerce in establishing the
community college? Is there buying in? What implications are there
for community development and and providing educational responses
for those in greatest need? .

Does the community college provide leadership by making value
Judgments concerning the provision or withholding of particular
resources? Does the community college provide leadership for a
community by attempting to articulate the direction in which a
particular community should be moving? Does the community‘college
provide leadegship in the community by asking who the public is
which it is serving? (Is it the disenfranchised or business
and interest groups that provide us tuition expenses?) -- Does it
have to b® either/or? What are the practical ramifications for
éontinued support? Is the community college on one hand free
to choose priorities which may not be popular with the funding
source? Does the community college simply respond to needs crea:ed
by the direction existing in a particular community or does the
community college provide direciion? Is the community college a
servant, who is it serving? What community is it serving? What

interest groups is it serving? Who determines which interests will

be serviced? Who determines the direction in which a particular

Fomunity will go? - 40
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Apropos of the community collegg, we must look first at what
community means in a human sense not necessarily first at what job
needs there are in a given locale; then we must consider whether \
those local businesses and in&ustries are serving or deterring that '
end. It may be that the community collrge ought not be providing
training programs for some businesses just because they can pay, or
because thev are located in a certain geographical locus. It may

well be that some businesses, industries and other special interest
groups make requests for educational services from the community colleg
while their own overall thrust runs counter to establishing human shar-

ing and community. Community college lecaders m st decide in* such a

case, whether or not to provide services. Community college leaders ‘
must be able to determinc what community in the phrase community \
services means in such a context. It is likely that the crite= 1 ‘
for such a decision rests in the notion of community. It is an ‘
inappropriate understanding of the good community to think that
just because érograms are being offered to some intcrest groups
that service is being provided to the community.

There may be implications for experimental colleges within
existing tolleges. The funding question is hard; we can't turn

our backs on the need for resources. But can we turn our backs

on the need for a commitment to social change that may imply taking

a stand in opposition to some funding sources?
III.‘ IMPERATIVES FOR THE COMMUNITY COLLEGE IN STATEWIDE AND
PROVINCIAL-WIDE MASTER PLANNING.
Ben Lawrence discussed the service orientation of systems
of postsecondary education. He addressed the role of the institu-

tion as a change agent.
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Goal-setting for post-secopdary educat. .n
necessarily involves a concern for the direc-
tion of education. It is not enough for plan-
ners to plan for meeting today's problems today
or tomorrow. Lag time on delivery of services
makes that approach outmoded. State planners
must look ahead, anticipating where society is
going to be the day after tomorrow beore start- \
ing to plan today.

If postsecondary education is to serve
society in the future, its goal-setting cap-
abiltiy must not only determine vhere we want
to be, but it must anticipate the changing
aspirations of 'iety in order to meet its
needs as well as aide its aspirations.

What kind of society is postsecondary
education iatended to serve? Should the .
institution become an active agent of social :
change?....

Self-serving goals understood only by
those within the institution will no longer !
be acceptable. Clear statements of purpose
are currently being asked for and we may expect
that they will continue to be asked for until
received. *

The opportunity for the community college to provide a

curriculum that is In the Community is particularly great for

the community college which.may be uniquely oriented to the com-

munity. And because of its presence in the community, the

community college may be uniquely responsive to current critical
campus needs. John Goodlad has discussed the unique role of the
community college in a system of higher education. "Frankly, I
am not at all sure that the junior colleges have yet defined
functions with respect to the curriculum. And if the junior

college is now going 1o move toward a pattern of curriculum

*Ben Lawrence, "Tssucs Related to the Purposes of DPostsecondary
Education," Statewide Planning for Postsecondary Bducation, Lyman
Glenny, WICHE: Boulder, Colorado, 1971, pp. 3-4.
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organization which is merely an extepsion of what has precedéd or
what is going to follow, it will be losing its unique opportunity."*

Leland Medsker pointed out that "The result (of community
college uncertginty) is that some two-year colleges identify them-
selves so closely with a four-year insti;ution that they organize
and teach most courses in exactly the same manner as in the four-
year college. When this happens, the junior college forfeits its
identity and its opportunity to experiment in the develbpment of a
program most appropriate to it."**

The institutional identity factor for the community college
that it is responding to the needs of a specific, indigenous’
community has been variously interprcted to mean something from
"we are providing a community service by cur very existence and by
offering our university parallel courses," to the need for having
every faculty member officially doing "community services"*#**
as part of his teaching load. A goal of responding to the needs
of a particular community by the design of a specific curriculum
is implied.

The "deliberate practice of instruction" as Cohen speaks of
@t, link§ teacher accountability and service to the community.
Cohen stated that "The rationale devcloped in this book (viz,

Dateline '79) is that of the college as a learning institution,

*B. Lamar Johnson, The Improvement of Junior College Instruction.
Occasional Report No. 15, Junior College ILeadership Program, Graduate
School of Education, Los Anceles: Recgents of the University of
California, 1970; p. 24.

**Leland L. Mcdsker, The Junior College: Progress and Prospect.,
New Yorsn: McGraw-Hill Bcok Company, 1968.

**xnndrew Goodriuu, "Paper on Community Services", East lLansing,
Unpublished, mimcograph, 1°269. 43
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directly accountable for student change. That purpose itself is
L4

subordinate to the college as an agency of community transformation"x

In order to accomplish the goals implicit in these remarks, there
mast be community college personnel whe are both knowledgeable about
the community ard effective in curricular change while having an
idea of that to which the community will be transformed. The fact
of the matter is that at present the community college is yet to
develop appropriate methods for curricular responses to’ the specific
needs of the community and lacks a futuristic notion of "community",
essential to the unique role of the community college in a system
of higher education. . .

Cohen stated that "Probably the most pervasive myth surrounding
the curriculum is that the junior college is an open system that

channels the needs of the community into curricular design. It is

true that changes may occur in response to changed student populations

and community pressures, but these changes tend to be nade only within

the constraint of what is cssentially a closed system cof marks,
method, prerequisites, transfer requirements, and the campus itself."
(Cob#n, p. 82).

Elsewhere Cohen stated that "If the curriculum is to he built

indigenously by each institution (and it is difficult to conceive of

a valid contrary position), there must be a consistent base from which

to werk." (Cohen, p. 143). 1In order to build such an indigenous

curriculum an expert (or a structure) on explaining cocmmunity needs
and resources who has a position in the organizational structure to
effect curriculum change must be available. lle or she must be able

to translate community needs and resources into curriculum responses.

*Arthur M. Cohen, Dateline "79: Herctical Concepts for the
) -

El{[Cmunity Collcaqer Beverly Hills: ﬂcncol Press, 1969, p. 138.
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Conclusion ,

The special éontributions which the community college can make
in systems of Ligher education are closely tied to their special
relationship Eé,the community and the manher in which the educational
resources of the college are linked to that community. This is true
in Newfoundland and New Jersey. There ié an implicit commitment to
social change which the community college ideology maintains. The
kind of change which is to be made demands further consideration of
the goals for such change. The goals are closely linked to an
understanding of what community means for the community college and
what role the college should play in moving the community toward
those goals. Statewide and provincial-wide systems must acknowledge

and foster the unique contributions of diverse institutional types

in addressing social change.
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As the term "systems approach” is used in this presentation,
it can be defined as simply the logical step by step process
by which we can take most of the guesswork out of teacher and
student achievement to insure effective learning. Of course,
this is a relative statement -~ all of us have a system of
instruction and the logic and specificity of the process are
a matter of degree. We are here, I assume, to improve the
process.

Twenty years ago in education, we did not have to explain
anything. Students and the public in general, took an educator's
word as true. We were not questioned, and consequently man’ of
us developed the habit of making decisions and providing educa-
tional programs without thoroughly thinking through a logical
rationale for their implementation. But these times have gone
by the way. "Why" is the big word. I call the present genera-
tion the "Why Generation" because they certainly do not mind
asking any of us why we are doing whatever we are doing. This
is an attitude that has developed in our culture during recent
years. For instance when administrators first started receiv-
ing the "Why question", they were incensed that anyone would be
so brash as to ask them why and consequently would completely
ignore the question. Then there were more conscientious admin-
istrators who felt they should come up with some answer to
the "Why question". For most of these the aaswer frequently
was, "Because we've always done it like this," or "Because

its in the Policies and Procedures Manual," or '"Because its in
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the college catalog," or "Because its a requirement for graduation."”

I was on a regional accrediting evaluation committee a year or
so ago and one college gave as a rationale for offering fresh-
man composition, "It is required for graduation." In the last
2 or 3 years, state legislators and politicians who appropriate
money for the operation of our institutions are wanting to know
why we are continually asking for more money in addition to the
normal inflation increase. Are they getting any better educa-~
tional programs, any better educational institutions from an
increased expenditure in funds? There is no way around this one,
we must answer these people. In order to come up with clear
definitive answers, we must have our educational programs well
organized or systematized. We must have documentation. We must
have some type of data to indicate empirically that we are doing
an effective job and our effectiveness is increasing.

The ideas accompanying systematizing are going to be resisted
by faculty, however, and frequently resisted by administrators.
A typical response from a faculty member is a quote from Bill

Ferguson in an article he published in English Education, "No

doubt having a clear nction of where one is headed is some aid

in getting there, but English teachers for the most part have
always known where they are going." This is typical of a teacher-
centered statement. When we hire faculty, we hope that they

know where they are going; this is not one of our concerns. We
are concerned with whether the student knows where he is going.

We want learning to take place. I am going to assume here that
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learning is the product of the institution, our major product.
If students do not learn while they are in our educational
institutions, then we must have been a failure, to put it

negatively. Let me define learning as I will be using it.

A well accepted definition is that learning involves a change

in the behavior of the learner. My interpretation of this is
a physical or psychological change -- covert or ov -rt. 1If the
student's behavior is not different after we have had him attend
our educational institution than it was before he entered, he
certainly gained nothing from us. Now the term "teaching" is
more difficult. I have virtually quit using this term because I
am not sure what it means anymore. We do know there are some
things that we ought tc do as teachers in order to facilitate
learning on the part of the student and I will go over these
quickly.

Communicate.

Motivate.

Provide a variety of learning experiences.

Develop a valid reliable instrument to
evaluate all the student should have learned.

Let's go back to communicate -- what should an instructor com-
municate to the students? For effective communication to exist,
the instructor must communicate to the students the following:

The concepts and skills the students are to master.

Learning e.periences available which will assist
in mastering the concepts and skills.

Conditions for a valid, reliable evaluation of
student achievement.

When the above communications are made in writing, the instructor

will have his course written in a form which lends itself to
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analysis for upgrading and refining the instructional system.
The idea of motivating students is often taken by
educators and others with tongue in cheek. However, I
consider this concept a very important responsibility of the
faculty. But I think it ought to be brought down to specifics
such as the following:
As an instructor presents his course to the student --
1. Make it relative.
2. Make it meaningful.

3. Explain how the student will benetit from
meeting the objectives of the course.

Of ccurse, if number 3 is accomplished, then automatically,
numbers 1 and 2 are covered.

One other important learning principle should be
considered at this point and that is, "Learninyg depends on a
satisfactory climate -- a climate characterized by good inter-
personal relationships."” Some faculty tend to create a con-
test, or even a battle with the students, from the very
beginning while the more successfuli instructor will present the
image of a person who warts to be of service to the students.
An instructor who wants to assist the students in learaing
whatever is to be learned creates a positive atmosphere in the
classroom or in his relationships with the students.

So our rationale must be based on the real objectives
we have for our ingtitution -- on whatever services we wish to

render to the students.
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PART II -- IMPLEMENTATION OF A SYSTEMS APPROACH TO INSTRUCTION

When the term "system" is used in this presentation, it
is not being referred to as some extraneous process that is
being brought in and imposed upon the faculty. The term
"system" here will be used to designate an individual's own
system of instruction. Everyone has a system of instruction
that could be placed on the continuum from an extremely casual
system to a very rigid formal system. It may extend from a
system that is completely in the instructor's head to a system
that is written out in fine detail, but everyone has a system.
It may be a poor system or it may be an effective system. After
we get faculty thinking about their own system of instruction,
I ask two questions, "Is your system achieving what it is sup-
posed to be achieving? 1Is it accomplishing its purpose?” Then
go on and ask, "Can you analyze your system?"” Now these questions
are going to be tough on the instructor that is highly casual or
the one who has his whole system stored away in his head.

When we ask faculty if they can analyze their system, we
are actually talking about a systems analysis and this term I
think was created by the data processing people, but it is
really not complicated. It merely means breaking a whole down
into smaller parts where we can get a better look at it. To
do this, you are going to have to write something down. Some
people are going to have to take it out of cheir heads and put
it down on a piece of paper. The system of instruction can be

written down in modules, divisions, segments, chapters, categories,
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units or objectives. These terms are really not important,

however, a decision should be made on what different parts

of the system are called, at least for definitive purposes,
and then those selected terms should be used consistently.

When instructors record what they are actually doing,
many benefits can be derived from this document. It will have
anilytical capabilities. It will enable the instructor to
refine his teaching. It will cause the teacher to assess
his techniques of instruction. It will allow members of the
department to interchange ideas. It will cause a higher level
of consistency among department members teaching the same
courses., Revision and upgrading of instruction will be facili-
tated and the instructor will be on the road to developing a
course that can be offered on an independent self-paced basis.

When the leadership begins to appeal to the faculty to
write their courses in a systems approach, we must consider on
what basis to make this appeal. I have had greatest success
by appealing to individual instructors' professional pride.
If they are really professional, they will want to continuously
improve. Ordinarily we cannot offer them too many contin-
gencies. However, contingencies ought not to be ruled out --
contingencies such as release time or compensatory pay.

We need to make sure we start faculty where they are and

not pick them up and put them over in a new ball park and tell

them everything they have done in thg,past was wrong. Start

/s

the instructor on a positive note, explaining that we assume

that what has been done in the past was all right. We just




want them to continue what they have been doing plus making

a greater effort in upgrading their courses and in identifying
weaknesses. You can make these statements to all faculty.
Even your very best faculty member will have relative weak-
nesses. Of all the things that are done in instruction, the
very best faculty members will be better at some than they are
at others.

Keep the format of the system that is going to be
used by your institution as simple as possible. I think some
people across the country have mede an error by asking faculty
to assimilate highly sophisticated instructional systems,
when actually it is not necessary. Avoid unnecessary jargon.
Try to use a language that everyone can understand, no matter
what discipline they happen to be in. Do not be a show off
and act like an educational technologist, or an educational
psychologist to the physicist, or the English scholar, or the
historian, or the mathematician, or the artist.

Develop a slow but steady pace in the implementation of
this program. Do not overwhelm faculty, especially in the begin-
ning. Develop a realistic time schedule to complete your pro-
gram and do not be impatient.

Systematize the entire institution instead of picking out
a few select disciplines. I think this is a source of much of
the trouble that comes in systematizing instructional programs.
Develop a format and use language that can be applied to all
disciplines and this is possible because I have personally

overseen its validation.
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In order to get faculty to break down .heir instructional
systems into parts, where analysis is made easier, they are
frequently presented a flow chart that is highly sophisticated
and complicated and frightens them completely away from the
concept. I advocate a small simple flow chart with four boxes.
The first one represents preassessment which we all make.
However, this is usually done on a casual basis, but in some
way, the instructor decides where to start each particular
class by using some type of preassessment even if its only a
casual one. Then the next box in the flow chart represents
the objectives or aims or competencies that the student is to
master during the course. The next box represents learning
experiences or learning activities that are provided for the
students to assist them in meeting their objectives or develop-
ing their competencies. The last box represents the evaluation
or the testing of the students to determine whether or not they
have m<t the objectives. Every instructor, no matter what
discipline or in which institution, will be going through these
four steps. Actually the first and the last have to do with
assessment or evaluation, so when we are looking at an instruc-
tional program, we can look at three things primarily. The
objectives or the competencies that the students are to meet,
the learning experiences offered to the students, and the test
criterion which can also be used as a preassessment criterion.

As the leadership works with faculty to get them to produce
something that is reasonably consistent within each depart-

ment, they are frequently accused in the beginning of stripping




faculty of academic freedom or lock-stepping. There are three

alternatives that we can consider in course development. The

old one is the departmental syllabus, It stayed in the

department chairman's orfice or the dean's office, but nobody

ever used it. It was primarily to show regional accrediting

commit 5 and it was a highly unrealistic approach to com-

municating what was being taught in a single course withir a

department. A more contemporary alternative is to let everyone

do hir »» thing and I find that in most instances this is rather

chaotic. Again, you 4o not have the consistency needed,

especially in sequential courses. The inrtructor that gets

students in the second course in a sequence assumes that they

have learned certain things in the first course in the sequence

and proceeds from that point. If the students have not learned

those things, then the students are at a disadvantage in course

number II. Frequently when everyone is doing his own thing,

this problem occurs. The students have not learned what they

needed to learn in earlier courses in the sequence. I advocate

a third alternative which sets parameters under which faculty

must operate or guidelines for faculty to operate within, but

allows the faculty a relative amount of freedom,

It was mentioned earlier that we should start faculty

w ere they are, the same as we ask faculty to start students

where they are and not to start them on a level that is not

understandable to them, The leadership should also start faculty

on an understandable level. An effective way to do this is to




pPresent faculty with some stacements or attidues that students
display and have displayed for many years. As we go through

the development of objectives, the listing of learning exper-
iences, and the development of evaluative criterion for the
course, we can start with questions that might occur to the
students in regard to goals and objectives. "What ;ere we
supposed to have gotten out of that lecture?" "I should have
stayed in bed this morning, I don't know what point the man

was trying to make." "Why are we having to do all this stuff?"
"What's she making us read this for?" "Why does he want us

to work this out?" BAll faculty can identify with these state-
ments. Students are going through learning experiences, but
they do not know why in too many instances, expecially in highex
education. So this puts the faculty in the first phase of
course development and that is establishing objectives. There

is a new term on the scene now that is being used with consider-
able popularity and that is "competency" and we can list objectives
or we can list competencies. The competency-based instruction
people say that this is quite different from the old behavioral
objective in the systems approach. However, in the system I
advocate, this is not true. If we want a student to type 45 wpm,
that is a competency and that is also an objective. As a modified
behavioral objectivist, which is what I might call myself,

I have also advocated including in the objectives, affective
learning which frequently cannot be measured. But do not

avoid them. Tell the students they should be develop-

ing certain kinds of attitudes even though we cannot
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measure them and then provide them with learning experiences
to help them develop that kind of attitude, but at the same
time tell the students they will not be graded on this because
we cannot avaluate it.

I have found in working with faculty that its absolutely
essential to use the ‘ystems approach to teach the systems
approach. So when w2 are talking about writing up a course
and we are trying to instruct faculty on a systematic way to
do this in order to document their system of instruction, as
leaders we should use the systems approach we are advocating
in order to effectively teach faculty.

The main point in the establishment of objectives or
competencies that we want the student to master during the
course is to make sure that the student understands what he
is supposed to be learning in advance. This is going to require
some writing on the part of the faculty and effective com-
munications to the students. The students also should be well
aware of the conditions for evaluation. They should understand
the grading system and the course requirements for evaluative
purposes. The faculty will design appropriate objectives for
each course taught using the following concepts:

1. A standardized format.

2. Selection of words to promote effective com-
munication in regard to expectations and conditions
for evaluation and

3. Appropriate sequencing.




The standardized format concept is very important. I advocate

a simple format, one that can be used by all disciplines. One

that has on it the course objective, unit objective., specific
learning objectives, conditions for evaluation and th.: learning
experiences. If you can get that information on one sheet of

paper, or at most 2 or 3 sheets of paper for each unit, the

.instructor will communicate more readily with the students.

The cvaluative criterion or the test questions that go with
that unit should be on another sheet of paper, not to be given
to the students as a whole. However, I do advocate giving the
students a sample set of questions for each unit.
Some of the advantages of a standardized format are:
l, Intra-departmental con nunication.

2. Inter-departmental communication, especially
for interdisciplinary projects.

3. Faculty-administration communication.

4, Facusty-student communication.

5. Inter :school communication; schools you want to
articulate with can better understand you if they
get your courses in a standardized format through-
out the college no matter what discipline.

The standardized format does not squelch creativity, nor inhibit
initiative. 1Its only a form. It does not dictate what is to be
taught, the methodology, the learning experiences t~ be used or
the type of test questions that are to be offered to the students
to determine whether or not they have met the requirements of

the course.

We have combined Bloom's and Gagne's learning hierarchy and

have established something much simpler. It is just a three-step
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~hierarchy in the following sequence from simplest to most
complex,

1. Rote

2. Understanding

3. Application or performance
Gagne' had only one application level, which he called problem
solving. Bloom had only one rote level which he called knowledge
and one understanding level that he called comprehension. Through
testing this for a period of six Years, I have found that the
three-lavel learning hierarchy is sufficient and is much easier
to sell to faculty because they can understand the terms rote
memory, understanding of concepts, and application or performance
of skills. 1In the very beginnihg, we ask faculty members all
teaching the same course to meet and agdree upon a single state-~
ment course objective, and then to list under that course objec-
tive, the units that are to be included in the course. If yocu
want to use another term other than units, then any term may be
used which indicates how the faculty has the course divided.
Take each unit individually and develop a single statement general
objective for the unit, and under that unit objective, list the
competencies the faculty want the students to develop during that
unit (or the cc .cepts they want them to understand and apply and
the skills they want them to master). When faculty have done
this they have an excellent basis for developing a detailed set
of objectives when can be used for self-paced programs, with

adequate support from an LRC.

One of the most frequently encountered sources of resistance




to this approach comes in the form of the statement, "This
is making it too easy for the students."” 1 contend that if
you really want to teach, its impossible to make it too easy.
However, if a faculty member is really concerned about dif-
ficulty, then he can always increase the volume to be learned
rather than making assignments vague and obscure in order to
have enough low grades and few enough high grades in the course.
One other word of caution here. We have to instill the suc-
cessive approximation concept in faculty. Now this is one of
those jargon words that we really ought to avoid, but it means
that we are going to approximate perfection, yet we know we
probably are never going to get there. 1In fact, we are probably
going to have to start off with something sorry to get to some-
thing good, but through a series of refinements we keep improving
our instructional product and when we get to a certain level of
refinement, we can put students on a self-pa-ed basis. But warn
the faculty in advance that the beginning instructional unit
probably will not be acceptable, rot in regard to the institution
or the leadership, but to the faculty member himself. Frequently
you find that when a faculty member gets through doing all this
work and looks it over, it does not look too good. He is very
discouraged and his first impulse is to throw it in the wastebasket
and go back to teaching off the top of his head or the seat of his
pants or wherever he happens to be Aperating from.

The second phase has faculty developing learning experiences
for each competency or each concept they want the student to

master. Again, we can present faculty with a question that is
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relative to the faculty member because they probably have

experiences the same problem themselves as they went through
school. A question like, "I didn't understand the lecture and
I don't understand the text, where can I get an explanation that
I can handle?" " I could go to my instructor, but he'll think
I'm dqumb." The point here is that the student needs to get
information which he apparently missed in class or could not
understand in the textbook and we can assist the students in
this respect by providing them with a variety of learning experi-
ences. A learning experience is any activity or experience in
which the student participates which will assist him in meeting
learning objectives or in developing competencies. Learning is
personal. Different people learn different things by different
means and at different rates. We have done research which
indicates positively that if the student is to learn a concept
that is sophisticated, complicated and new, its going to take
multiple exposures for mastery or if a student is going to
develop a mastery of a skill that is new, its poing to take
multiple practice periods. Very few students can master a
skill or concept with just one attempt or one exposure. The
point of departure on learning experiences, again having faculty
start where they are, is to reinforce the importance of a
good lecture and appropriate reading assignments -- not to
take away from these two learning experiences. We think
that they are effective learning experiences. However, there
are many other kinds of learning experiences available and these

others should be located or developed. Faculty can locate




commercially prepared software for the LRC or they can develop
their own. This software can be in the form of slides, video

tapes, filmstrips, 8 mm loops, 16 mm films. Also in addition

to the lectures and the reading assignments, there can be

demonstrations, lab experiences, field trips, environmental
material, programmed instruction, students teaching students,
and seminar sessions. We also can encourage faculty, when
they do lecture, to put on transparencies what formerly was
put on a blackboard. Pictures and diagrams can also be put
on transparencies. At any rate, a variety of learning
experiences is necessary if we are going to meet the needs of
all the students in the institution.

The third and last phase of the development of the
instructional system is to develop valid reliable test criterion.
Again you can present faculty with student guestions that we have
heard for years. "Where did she get those questions?" "They
weren't in the text and she didn't mention that stuff in the
lecture.”" Or "Now let me see, I can't recall all this, so what
is he going to ask us?" (and the guessing game begins), or "He
made a big deal about it in class so I learned it to perfection
and there wasn't a single question about it on the test."” Now
these are three questions and statements that we have heard
students make and we have probably asked the same questions
ourselves as we went through school. To eliminate these kinds of
questions, we ask faculty to develop evaluative criterion to
accompany each concept or performance expectation and these

criterion will be test items made up of questions, problems




and/or performance activities whichever is appropriate. We
should ask faculty to make a pool of five test items whenever
possible for each of these concepts or performances, any item
from the pool indicating mastery of the objective. We can point
out to faculty that there are two major kinds of tests, a written
test and a performance test. On the written test, we might
ordinarily have objective type questions which we know cover rote
kinds of learning, but also objective type questions should be
used which cover understanding objectives. This usually is done
in the form of a series of objective questions which will determine
whether or not a student understands the concept. The old

essay question should also certainly be considered. This is

a good type of question and the teacher can determine whether or

not the student has an understanding of the concept or set of

concepts from an essay response. In math and science, faculty
usually give the student probiems to indicate mastery of concepts
or application of concepts. In the social sciences, humanities,
and business, simulated problems are sometimes given and we are
really encouraging this because we think that this tests a
higher level of learning than attempting to determine whether or
not a student understands a concept. For instance, the simulated
problem in a social science or business course would indicate
not only whether or not the student understands the concept, but
whether or not he can apply it.

As we mentioned earlier, affective objectives frequently

do not lend themselves to evaluation, but faculty should be




strongly encouraged not to omit these objectives from the

course simply because they cannot be evaluated. We should inform
the students that they should develop specific kinds of attitudes
which is usually the purpose of an affective objective, and offer
the students learning experiences to assist them in developing
these attitudes. Of course, the psychomctor objectives are
usually evaluated with some type of performance problems. This
is done in secretarial science, allied health and industria.
engineering technology, physical education, speech and drama,

the fine arts and even science.

By asking the faculty for five versions of the test item for
each concept or performance that the student is to do, we auto-
matically have a variety of tests that can be offered to the
student over each unit. We also have a large enough selection of
questions that the student can be given a sample self-test prior
to taking the one that is going to be counted for credit. Giving
the student an opportunity to take the self-test before he takes
the one for credit will condition the student to rely on this
instrument to determine his readiness for meeting the objectives
involved in the highest level of learning required in the unit.
All learning should be accompanied by feed back. The learner must
know how he is progressing with respect to a given set of goals.
Because of this, we encourage faculty to administer a final examina-
tion on each unit and also to give the student an opportunity to
take a self-test before he takes the big one.

This process also enables us to develop examinations

for credit by examination. This concept is developing
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momentum across the country now and I personally think that

students ouéht to be given an opportunity *o challenge courses

and earn crédits by examination any time they offer evidence

that they already know the material to be learned in the course.
We havé now completed the description of some points of

view that c;n be presented to faculty that have been effective

for us in the past six years. But by no means has the material

presented in this paper been representative of what was happening

at the beginning of those six years. The points presented in

this paper represent the refined version of presentations that

were given to faculty after the elimination of many of the so-

called "bugs" that were in the first attempt at implementing

this approach to instruction. We were successful and we

think that one of the reasons for this success is that we were

continuously sensitive to our own deficiencies or weaknesses in

presenting the material to the faculty. When we made an error

we corrected it as quickly as possible. We were constantly in

search of deficiencies or inconsistencies in what we were asking

faculty to do and we were always aware of the fact that we had

to be applying the principles ourselves that we were attempting

to get faculty to apply.
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Community colleges, the public library system and educational media had,
prior to 1970, developed along essentially separate and uncoordinated lines
within several Canadian provinces. Despite reverential statements regarding
the services each other provided, college people, librarians, and those
involved in the use of media for educational purposes had seldom attempted
to face the problems of how learning, both formal and informal, could be
promoted by joint action. It is therefore not surprising that Saskatchewan,
one of the 'maverick' western provinces of Canada with a reputation for
experimenting with novel social inventions, should be the site of an integrated
approach to college, public library and educational communications development.

There is a firm historical foundation to adult education in the province
of Saskatchewan. From its earliest days Saskatchewan was the home of a host
of voluntary associations who used education as a means of attaining social
and economic betterment for themselves and others. Community-based groups
such as the Saskatchewan Wheat Pool and the Credit Union Movement have been
leading exponents of education for self-betterment. Combined with such

groups as the Saskatchewan Agriczultural Societies and the Homemakers, or
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Women's Institutes, you find a provincial network of people who have encour-
aged adult learning to achieve better ways of doing things. Today nine out
of ten farmers belong to some sort of cooperative in Saskatchewan. In add—
ition, over 100 voluntary associations have adult lea.ning programmes of
some description.

The University of Saskatchewan has, for over two generations, made its
resources and information available through its Extension Departments. Along
wich the University of Alberta and St. Frances Xavier University of Antigonish,
Saskatchewan would be among those universities that have deep historical
roots of service to the people of their regions.

With the election of the first democratic socialist government in 1944
the Saskatchewan Department of Education established its first Adult Education

Branch. The Branch's aims were to (a) liquidate social, scientific and lang-~

uage illiteracy; (b) to help clarify the thinking of citizens regarding fund-

amental issues affecting modern society; (c) to evoke responsible and cooper-~

ative citizen action, and (d) to encourage integrated and creative community
life. A regionalized approach was established whereby field men were to set
the stage for issue-~centred study, secure appropriate resources and advise
local committees on discussion methods and subsequent action.

The Department of Education was to provide "appropriate and acceptable
study material on any topic of interest to a group of citizens who aim at
some constructive action in the community". This they did by either arranging
distribution to existing sources or developing resources where none existed.
By the 1950's there were 10 regional field men turoughout the province with

regional coordinating committees to develop extensive programmes in the Arts,




Public Affairs, International Affairs and Human Relations.

With a change of government in 1963 several significant changes were
to come about. A Centre for Community Studies, established in 1957 under
the joint sponsorship of the Province of Saskatchewan and the university to
conduct applied community research, had its provincial funds withdrawn in 1964.
In 1966 the Adult Education Branch was phased out of existence and the emphasis
was shifted to the expansion of the technical training capabilities of
Institutes of Applied Arts and Sciences.

By 1971 it was evident that some form of re-assessment was required of
post-s.hool education in the province. University enrolments were not rcaching
projucted numbers; the technical institutes were unable to accommodate appli-
cants; and adult education programmes were offered by some school boards and
not otheva.

The creation of community colleges had been discussed in Saskatchewan for
almost a decade. A Commission chaired by Dr. J.S. S;inks, President of the
University of Saskatchewan, recommended in 1967 that a college system be
created to provide "middle range education'". 1In 1970 a Special Advisory Com-
mittee reported to the Minister of Education urging the creation of a
system of '"Colleges of Applied Arts and Sciences” which would be based upon
the already existing technical vocational facilities in the province's four
largest cities. The unpublished report included a draft of college legislation.

With the advent of a provincial election in the spring of 1971 it appeared
that college development might become an issue. The Saskatchewan Association
for Lifelong Learning, the provincial adult education association, attempted to

add the issue of college development to the politician's agenda. When the late
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Premier Thatcher, in an address to a Young Liberal Rally, intimated that a
college system's major role would be the provision of the first two years of
university - essentially a junior college model - the Saskatchewan Assaciation
tor I.if=long Learning publicly protested such a narrow function and urzed both
the Liberal Party and the New Democratic Party, then the Official Opposition,
to support a more cormunity-oriented approach to college davelopment and
operations.

The NDP avoided a direct confrontation on the issue but emphasized an
alleged lack of Liberal leaderhsip in educational matters. T.-~ NDP '"New Deal”
did, however, promise the establishment of regional educational centres to
bring educational opportunities closer to the people of Saskatchewan. It also
promised to expand opportunities for educational upgrading and re-training for
adults.

With the election of an NDP government, the Saskatchewan Association for
Lifelong Learning urged that a new look be taken not only at the future role
of any colleges vut also the process by which they would be introduced. Such
an appeal had an early response as the Minister of Education, the Honourable
Gordon MacMurchy, called tw; invitational conferences to discuss college
development in the province. The first meeting held on October 8, 1971, was
primarily to assess the existing draft legislation. It was generally agreed
that the proposed legislation was too narrow in scope, emphasizing essentially
academi: and technical-vocational development, but expressiag virtually no
conéern for the growih of community education and development. There was

general agreemeat that colleges in Saskatchewan must be based on community




education and development and 8row to meet the unique needs of their region.

The existing draft legislation was therefore laid aside.

At a second conference on December 1, 1971, participants emphasized that

comuunity-oriented colleges would be developed only if a process was used in

which the assistance and commitment of local people was gained. It was also
urged that a priority be given to meeting the needs of rural people in the

development of any college system.

Following the December conference Mr. MacMurchy appointed an Advisory

Committee on the Community Colleges with myself as Chairman. Not only the

chairman but also six others of the nine-person Advisory Committee were members

of the Saskatchewan Assoc.ation for Lifelong Learning. As guch we had been

anong those who had called for a broader, more community-oriented approach to

college development and operation at the invitational conferences as well as

earlier. The Committee's terms of reference were brief; they would clarify

the role of any community colleges and advise on the "educational process through-

out the province which would foster understanding of the philosophy and potential

of community college development". The Committee wasg also to advise the

MNinister on other matters affecting college development including identifi-

cation of criteria concerning the community's readiness for a college and the
implementation of college policy througl: ut the provinée.

inall» it was

charged with conducting a series of public meetings ond hearings throughout

the province to gain the ideas of interested citizens.

A consensus developed regarding the general principles of college develop-

ment during the two invitational conferences. As chairman of the Minister's

Advisory Committee on Community Colleges, I was asked to work with departmental




officials in drafting principles which might be a basis for discussion at any

future public meetings. Finally, seven principles of college development

were agreed upon, as follows:

(1) A community college's major responsibility is to
promote formal and informal adult learning in its
regional community.

(ii) Programmes are to be developad in response to the
expressed concerns of a community which has identified
and assessed its needs.

(iii) A community college shall provide individual and
group counselling in the establishment and achieve-
ment of educational goals.

(iv) A community college shall assist in community devel-
opment by offering programmes of community education
and service. In rural areas it will serve as a
mechanism for the maintenance and development of a
viable way of life.

(v) A community college shall not duplicate existing
educational services or facilities for adults;
rather, it shall coordinate the delivery of all adult
educational services to the community.

(vi) A community college shall be governed by a council
representative of the region.

(vii) The operation of a community college shall be under
the purview of the Minister of Education.

Beginning in April of 1972 some 54 meetings were held throughout Saskat-
chewan. The format of the meetings was simple. A committee member presented
the college concept as embodied in the seven principles. Clarifying questions
and comments were followed by group discussions as to how a relevant college
might serve tke local community. Some 2,000 people attended and although a
wide ranging discussion of these principles was engendered, a consensus emerged

which permitted the construction of a practical working model.

Y (-
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The Committee Report was presented to the Minister on August 15, 1972.
By October of that year most of the Report's 48 recommendations were accepted
and four college pilot areas were designated in geographically different parts
of the province.* The Parklaad Community College in the Yorkton-Melville area
would serve a population of 83,000 in the central eastern portion of Saskat-
chewan. The Carleton-Trail College based in Humboldt-Lanigan area would serve
a population of 62,000 people in central Saskatchewan. The Cyoress Hills Col-
lege would serve a population of 65,000 people in the southeast corner of
Saskatchewan. Tne LaRonge College would serve a population of 6,000 people,
over half of whom are of Indian ancestry, in the north-central portion of the
province. The concept is essentially of a community college in which the com—
munity is the campus. The "college" exists wherever its programmes are offered.
There is no intention of launching upon a building campaign or a programme
of campus construction. Existing school and community facilities are utilized
in all college regions. *

College developers, experienced in community education, were immediately
sent into the regions to assist local advisory committees and groups as they
assessed their community's needs and its resources. As the time for the est-
ablishment of a College Act and councils approached, the developers advised
on potential programmes and the composition of sllege councils. The college
is chiefly a coordinating and facilitating agency rather than a Programming
institution. The existing resources of a variety of government and voluntary
agencies are used whenever possible.

Unique inter-agency relations are developing. The provincial library

system with over 250 branches will serve as the college's library-media

* See appendix




distribution system. The University of Saskatchewan will provide its pro-
grammes on a contractual batis upon request from regional college councile,

a8 will the chree provincial technical-vocational institutes. Thus, colleges
have no capacity of their own to offer university transfer programmes or higher
cost technical-vocational programmes. They are, however, offering programmes
of their own in a wide range of adult education programmes making full use of
local people as instructors.

Presently a typical full-time staff of a community college in Saskatchewan
is a principal, a secretary-treasurer, one or two regional coordinators or
programme consultants, one field representative and appropriate secretarial
support staff. Several colleges have a number of farmers, housewives, and

other local people as part-time programme coordinators. These people, operating

out of satellite facilities, assist others in identifying and meeting their

local needs.

In the first year of operation the four colleges offered approximately
1,000 different programmes to over 11,000 students - almost four times the
number of programmes and students served the previous year in the four regions.

Participation rates in the first year have been impressive. For example,
eight and a half percent of the total population fifteen years and older in the
Carlton Trail Community College region,and eight percent of the same age group
.in the Parkland Community College, participated in a formal programme during
the past year.

The Recearch and Evaluation of the Department of Continuing Education,
under the leadership of Dr. Alex Guy, has introduced a number of essential

services for the colleges. A programme account budgeting system which provides
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detailed information on the state of individual as well as total programme
expenditures fo% each college 18 operated using the provincial computer fac-
ilities in Regina. The Branch, in cooperation with the colleges, also uses -
the computer facilities to maintain a provincial student accounting system
which includes all post-secondary students in the province to gain greater
predictability in educational planning.

While the first year of the college pilot operations were in process,
study was undertaken to develop recommendations leading to the formation o{
an educational communication policy. These recommendations were to create
an integrated approach to community college, provincial library, and tele-
communication policy, insofar as it affects education. A number of major
recommendations were made regarding the establishment of a Saskatchewan
Educational Communications Corporation to be known as SASKMEDIA. SASKMEDIA
was to produce, acquire, distribute and sell video-audio film, print and other

eduycational materials. It was to develop a province-wide educational FM radio

network to be known as Radio Saskatchewan. Both -SASKMEDIA and the education

system generally were to encourage the principle of citizen access whereby
community-based voluntary associations would be able to use the educational
media resources of the eduvcation system including programming on Radio

Saskatchewan.

It was proposed that the provincial library system of Saskatchewan be
used as the provincial media distribution division of SASKMEDIA. It was to
act as the library-media distribution system of community colleges. It was

further recommended that a telecommunication necwork be established between




all major libraries in the province for purposes of transmitting not only
inter-library loan requests but also community college budgetary data and other

information.

Finally, community colleges were-to act as regional educational communi-

cation rescurce centres. They were to have educational media specialists who
would serve the wider-community in a variety of ways. In rural regions they
would assist as programme coordinators for the production of local educational

EM radio programmes on Radio Saskatchewan.

In urban centers, col!lege personnel would play an animation role in the

use of community educational cablevision. The Province of Saskatchewan has
adopted a joint public-cooperative approach to cablevision development. Sasktel,
the provincial crown telecommunications agency, will own the microwave and
cable systems. Local cablevision co-operatives will run the cable stations
and operating surpluses will be ploughed back for community or educational
programmes. It is hoped that through the joint efforts of SASKMEDIA and the
colleges\more worthy use of this potential educational tool will be made.

Last month the Saskatchewan Educational Communications Corporation Act
was passed by the Saska.chewan Legislature. 1Its inicial role will be chiefly
geared to the production and acquisition of a wide range of educational materials
for use in educational cable systems. The Provincial Library will be strengthened
to better serve its media distribntion role. The development of educational
radio system will take place after the early stages of the Corporation's devel-
opment has been successfully carried out.

The college concept in Saskatchewan is unique in Canadian terms. It has

grown from the experience and needs of that province. However, 8everal compar-




ative observations may be useful. Much of its method of operation is based on
the university extension model, which grew most rapidly in several provinces
during the early 1920's. Its philosophy and approach to learning for rural
betterment echoes the concerns of Grundtvig and those in the Danish folk school
movement who are credited with reviving rural 1ife in that country.

There were more than philosophical influences at work as the Advisory
Committee struggled with its task. Saskatchewan was in yet another stage of
agricultural recession. The choice was to use existing facilities or do
nothing. It was estimated that scrapping building and campus-type approaches
to college services would save at least forty million dollars in capital costs
as well as millions of dollars in operating expenditures. The Advisory Com-~

"mittee opted for money for programmes rather than buildings.

lhe Committee was acquainted with many of the problems encountered in
traditional equational systems. Its hope 1s that the initial emphasis on
community education and development, the use of iucal people in its process,
and the creation of small administrative and professional units in the college
system will reduce, if not prevent, early organizational institutionalization
and ossification.

Certainly college administrators will not have the pressure of programming
tc justify the use of campuses or buildings. With this constraint removed,

a greater degree of responsiveness to the fundamental learning needs of people
in rural Saskatchewan appears to be developing. The use of the satell?te
approach to college operations will create constan; demands for decentral-
ization of programmes which, if regionally centralized, would prove of little

use to many rural-farm people.

-7'-




The colleges without walls in Saskatchewan are founded on a firm historical

base, cemented by a tradition of community cooperation and a special breed of

dedicated educator 1in Saskatchewan. Educational traditionalists have predicted

that Saskatchewan colleges will devolve into conventional colleges. The
Advisory Committee and the Department have attempted to prevent this seemingly
inexorable process by structural, legislative and other means. In the end,

however, the response of Saskatchewan people will determine the efficacy of

their college system.
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Introduction

A glimpse of the demographic and economic characteristics of two of
Canada's western provinces, Saskatchewan and British Columbia, indica%es
very real differences. Saskatchewan, the wheat province of Cdnada, has
had a fluctuating economy based essentially on the fortunes of the grain

trade. Despite some widening of its economic base, the province has in

the last forty years suffered a gradual diminution of population. Indeed,

a province which once held over one million citizens now has approximately
900,000 and some economists project a continued population drain until
a floor of 800,000 perscns is reached viithin a decade.

The rugged terrain of British Columbia with its fiorded coastlines
and scattered valley settlement is as different from Saskatchewan's flat
and rolling plains as is its economic future. Traditionally based on
lumbering, fishing and mining, British Columbia's ecor.omy has developed
a broader industrial foundation in the last decade. 1Its population has
risen steadily since the Second World War until it has attained almost
two and a half million. Economists predict continued upward trends in
population as well as economic growth.

In Saskatchcewan over one-half of the population 1ljves in a rural-
farm situacion while the remainder lives in the twelve cities of the province.

In British Columbia over three~quarters of the population lives in the




a——?

southern lower mainland of Vancouver and environs, while the remainder

of the population is settled in some sixty towns and cities throughout the
inter-mountain valleys. With less than five percent of British Columbia's
land arable, the rural-farm sector forms a real minority of the province's '
population.

Despite such obvious differences in scoaraphy, demography, and
economics, some very real similarities exist between the two provinces.
Both provinces have playad a similar economic function in that they
have traditionally exported their raw materials 1o eastern or foreign
markets. Both provinces enjoy exciting political histories dominated
by men and parties with strong populist traditions. By the \ost-.ar
years the democratic socialist forbears of the New Democratic Party (NDP)
and the conservative Social Credit party were to dominate provincial
politics in Saskatchewan and British Columbia respectively. JThe two

provinces have shared an alienation rooted in geographic and economic

separation from the sources of economic and political power of Ontario.

Saskatchewan - a brief history

The history of college development in these two provinces provides
some striking sin lorizies as well as differences. Despite discussions and
stugiesrregarding the possible development of community colleges in

Saskatchewan in the 1960's, no colleges existed by 1970. Indeed, there was

some vagueness and confusion regarding the nature and role of any colleges

}
which might develo* In 1967 a Commission chaired by Dr. J.W. Spinks,

Presidenc of the University of Saskatchewan, recommended that a college
cystem be created to p.ovide "middlc-range education. In 1970 an

Acvisory Committce Report to the Education Minister, urged that a system

¢f "Colleges of Applied A+ts and Sciences" based on existing technical




and vocational facilities, be initiated in the province's four largest
cities. This repo-t, never made puhlic by the government of that day,
also included a draft of college legislationm.

During the provincial election of June, 1971, it appeavred that
college development might become an issue. The late Premier Thatcher
suggested that a college system's major role would be the provision of
the first two years of university - essentially a junior college
function. The New Dcmocratic Party, then the Official Opposition, avoided
a direct confrontation on this issue but did emphasize an alleged lack of
Liberal leaderchip in educational matters. The NDP program pledged the
establishment of "regional educationcl centres to bring educational
opportunities gloser to the people of S;skatEhewan". It also promised
to expand qpportunities for educational upgrading and retraining for
adults.. .

In the main, however, community college development was a non-issue
until aft;! the election of the New Democratic Party in June of 1971.

The new Minister of Education, the Honourable Gordon MacMurchy, called

two invitational conferences to discuss college. 5 opment in the province.
At the first meeting, strong dicapproval was vo%y those ir attendance
for any narrowly academic or technically-oriented colleges. Following

this coaference the existing draft legislation was laid aside. At the
second conference many delegates stressed the need for a unique type

of college vhich would assist th. people of rural Saskatchewan in maintain-
ing and developing their communities. The need for a college develcpment
process which involved interested local people was also emphasized.

Following the final conference eight othér persons and myself

were appointed by the Minister to an Advisory Committee on Colleges which




I was asked to chair. Plans were now to be laid for the important

first steps of college development in Saskatchewan.

British Columbia — a brief history

Some similarities exist in the development of Saskatchewan
and British Columbia colleges. In British Columbia, the University of
British Columbia, anticipating large increases in enrolment, carried out
a study in 1962 under the direction of its President, Dr. John B. MacDonald.
The MacDonald report recommended the establishment of four—yeaé and two-year
colleges. The two-year colleges were to prepare students for transfer to
the degree~granting institutions as well as provide a range of technical
and adult education programs. The two-year colleges were to be established
through the agreement of the provincial government and any school
districts which wished to participate. The operating and capital costs
of the éolleges would be supported in part by local tazation. In 1963
the Public Schools Act was amended to allow the establishment of two-year

colleges by a school district or a group of schocl districts. School

districts mjgptﬂp%rtic1pate in a college region after th2 passing of a
“ VY

.mean§ of a referendum. s
|

For reasoné often of a;local politica& nature college development .

.

plebiscitei The} con truction of colléﬁe fdcilities would require publi 3

approval b

was slow and sporadic. @.C.'s first college was established in the West

Kootenay region wh:n a plebiscite was passed%}n each of its six school

t
districts in 1963. A relerendum for college }(acilities was passed in

!
1965 and classes opened 1n 1966 in an unused %onstruction camp. A new

campus was cumpleted early in 1967. Vancouver Community College was

more speedily begun when, in 1965, it was formed by combiring the King
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Edward Centre for Continuing Education with the Vancouver Vocational
Institute and the Vancouver School of Art.

Perhaps the most nctorious casualty of this complex process was
the proposed college in the Okanagan Valley and the reaction of the citizens
of the central Okanagan city of Penticton. A plebiscite in 1965 was
Passed in each of the nine school districts of the region except Penticton.
A referendum in 1966 was defeated. Despite this defeat it was decided
to cont.inue and the ccllege was opened in 1968. A second plebiscite
was held in Penticton in 1968 and again it was defeated. Canadians will
be pleased to know that a third Plebiscite held in Penticton in the Spring
of 1974 was passed.

SpOradic'collco? development has taken.place over the past four
years until there are now ten colleges in various stages of operat ion.
The wor@s of Frank Beinder, the President of the British Columbia School
Trusteeé Association, to their 1968 annual convention expressed the
frustratidﬁ felt by many involved Qith British Celumbia's colleges in
the last decade when he asked -

"What happened to the regional .ollege dream? khe e is %

-y

the plan? We recaniit rhé economic problems the past two-

’year period'but where is the plan? Why have w§lalFowed

.

‘what must be regarded as one of the most cnllghf nejl concepts

‘in education in the last half-century to become miserablc,

P

dlscrcdlted hone of contcntion between manicipaliyies,
assorted presaure groups and school boards? Hasn\§ it
betome evident that the sharing formula for this iﬁportant
extension fo our educational systom is unrealistic?"

"...I suggest that they call a halt to the unplanned
developnent and unrealistic {inaucing methods which

are rapidly making our great Province of British

Columbia a laugi.ing stock of thic ~hole nation in this

particular field".
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Concern over college development became widespread by the 1970's.

In the Spring of 1972 a confidential committee on post-secondary education

submitted a report vo the Minister of Education which included d-aft
college legislation. In the August provincial election of 1972 the
Social Credit government was, after a reign of 20 years, replaced by
a New Democratic Party administration. The new Minister of Education,
the Honourable Eileen Dailly, began to reform the various component
parts of the education system by using opei, public processes. The
draft legislation was therefore laid aside.

While there are some similarities in the early stages of college
development in Saskatchewan and British Columbia, such as the early
interest of the universities, and the setting aside of existing draft
legislation, the differences are striking. British Columbia in 1971 had
no colleges -~ it was a rural-oriented province in the midst of an

agricultural recession.

Development in Saskatchewan

The Minister's Advisory Committee on Community Colleges in Sask-

atchewan was established in Febuary, 1972. From the two invitational

4
4 4

corﬁeren}es 13 rﬁe f"',ll of 1971, seven principles of college development
regirdlng~a cdllege' sxgovernance and operation were developed. These

v princxpLes became the basis of discussion in 54 meetings across

0.-“

the rovincei

The Rep-~zt on cummunity colleges almost completely revers~«d
the direction ol the orizinal draft legislatién. The draft legislation
had proposed thc creation of rolleges in the four major citics of
Saskatchewan. Thc_AdbiSﬂry Compittec recommended priorities for college

development in rural regious 'nd that the last areas for college

developnent would be the four major cities with already existing technical
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institutes or university resources. The draft legislation recommended
campus development in the larger centres. The Advisory Committee
recommended that existing facilities be used and that a minimum of permanent
staff he acquired whenever possible.

College councils composed of people representative of a region
would be responsible for developing a college which would be chiefly a
coordinating and facilitating agency rather than a programming institution.
Existing educational resources of a variety of government, voluntary
agencies and provincial institutions would be used whenever necessary.

College councils, fo. instance, would contract for any univerxsity
programmes from tue two campuses of the University of Saskatchewan.
Technical inst;tute programmes would be obtained from the three existing
technical institutes. Great emphasis would be placed on the use of
existing resources within a region such as the well-endowed and under-
utilized i:condary schools and a host of community facilities such
as community halls and church basements.

The Report, which was submitted to the Minister in August, 1972,
recommended that a number of pilot college developments be immediately
{nitiated. In a number of geographically dispersed locations such
projects would be the means of determining factors influencing the optimum
size of college regions. It further recommended the formation of college
boards reflectin, different socio-economic segments of the community.

Snch boards would be responsible for general governance as well as
experimenting with different methods of delivering university and.

technical extension services to rural communities.
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Four college pilot areas were announced in October of 1972. One,
the Cypress Hills College,is to serve the sparsely populated southwest
corner of the province around Swift Current and Maple Creek; another,
the Carlton Trail College,is to meet the neceds of the more intensively
farmed wheatland around HYumboldt and Watrous. A third college, the Parkland,
is to serve the large mixed-farming country around Yorkton, Melville and
Esterhazy and a fourth college, LaRonge, is to serve the native and
white population in the Lac La Ronge-Stanley Mission area of northern
Saskatchewan. Four more colleges have been announced for 197; and plans
are being laid to develop the remaining two or three - ° ges in the
near future.

Another major recommendation of the college Ra2port was that planning
and preparation for the development of a coordinated system of educational
media be undertaken by the Department of Continuing Education to "permit
maximum'accessibility and optimum delivery of learning programm~s to
Saskatchewan adults". Thus in October, 1972, a study of the means by which
educational communications could most effectively and efficiently promote
learning in Saskatchewan was commissioned. The Chairman of the Minister's
Advisory Committee on Community Collegzs, who had produced several educat-
ional radio open line and television series, was chosen as the investigator.

In June of 1973 the SASKMED1A Report on the development of an inteérated
educational communications and community college system was preser*ed. Chief
among its recommendations was that the Saskatchewan Educational ‘Communication
Cor poration, *> be known as FKSKMEDIA was established, and that the highlv
regionalized Provincial Library system be integrated with SASKMEDIA to act
s the library-media cistribution system for coamunity colleges. Further,

it was recomncended that colleges play a major role in the creation of local

programmes for the community and educational clanncls of the co-operatively
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operated cablevision system develcping in that province. Last month the
Saskatchewan Educational Communications Corporation Act was passed in “he
legislature and some of the first steps in implement.ng the SASKMEDIA Report

are to be taken.

Development in British Columbia

College and educational communication development in Saskatchewan has
taken place in a planned but speedy way over the past three years. College
development in British Columbia’which has been characterized as sporadic,
is presently entering a new stage. In November, 1973, Educaticn Minister
Eileen Dailly establisted a Task Force on the Community College to work within

the following terms o’ reference.

To recommend changes in legislation leading to the
creation of a Community Collecge Act.

To examine existing college-gcvernment relationships
and to recommend any needed changes.

To prepare a statement on the role of community
colleges in Britisan Columbia.

To rec- nmend a form of governance which is
representative of a region and which reflects
a balanced regional and provincial concern.

LT T |

L 4
To reccmmend the steps by which college serv}hes )
can be extended to all areas of the province. .

)
. -

In addition, the Task Force will examine the problgms
of college firancing and college-university relatiqgs.

b
The Minister asked the Task Force to interpret these terms broadiy

and to develep a public process which would provide an opportunity for all
interested citizens to contrihute towards the Task force's effort. The

Task Force agreed upon a process which would enable people in the community

{

colleges and their communities to assist in the development of a Working

(S )

Paper and later to participa e in a series oi public hearings bosed on that

Working Paper.




The first opportunity for public participation occur.ed in a two-

week period in January when Task Force members visited all colleges and
several non-college communities. Colleges were requested t> estublish
w.2tings with all elements of their internal community: college councillors,
administrators, instructors, support staff and students. The meetings

were generally of an informal nature providing ar opportunity for the
expression of the chief concerns of each group. Task Force members also
visited a number of non-college communities to gain a greater understanding
of the problems of extending educational opportunities. In all, some 2,000

individuals in over seventy-five meetings expressed their ideas to the

Task Force.

In early February, Task Force members visited five Canadian provinces:
Alberta, Suskatchewan, Manitoba, Ontario and Quebec, co discuss with the
Department of Educevion officials and grouys within a number of community
colleges, the development and opevation of thei fzg%cctive college systems.
Later in Februa y the Task Force welcomed the presentations of eighteen
provincial interest groups. In addition, the Task Force met with senior
officials of British Columbia's Departmeunts of Educa:ion and Labour as well
as specialists from several universities in Britisht ¢olumbia and elsewhere
in Canada. Individuals involved in experimental educational projects
also met the Task Force. .

Subsequently, a Working Paper on the Community College which
contained some eighty-two recommendations, was prepared. 10,000 copies
of the Working Paper were distributed througﬁout the province in mid-March
with the cooperation of School Boards, Trade Union Locals, Chambers of
Commerce, Credit Unibns, Home and School Associftions, and other community-
based groups. Newspaper advertisemen.s throughout the province informed

citizens of the availability of the Wurking Paper and of the hearing

locations. Radio spots for several days before each hearing velped to
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increase local awareness. In May, one hundred hearings in some sixty-three
locations were held to gain reaction to the Task Force recommendations.
Some 3000 people participated and with these findings the Task Force hopes
to complete and §ubmit its Report to the Miuister by the end of June.

The Working Paper is based upon two basic assumptions - first, that
it is possible to develop a recurrent education system which promotes and
enables lifelong 1learning. Second, that colleges in British Columbia
should serve the total education system in varying degrees as educational
resource centres by playing five regional roles. They should play a
regional role in the production and distribution of educational film, video
and audio tape and associated print materials. They should also have the
capacity to evaluate the effectivenéss not only of their own programmes but
also programmes of surrounding scliool boards, or community educational
associations which wish to so contract fcr their services. Colleges should
play a re%ional advisory or counselliug role and assist many educational and
voluntary associations in helping adults who have general educational
concerns as well as related personal and family problems. Colleges should act
as Legional centres for community educational development and provide people
trained in the art of social animation or community development in order
that local people might be assisted in identifying and meeting their educ-

ational needs. Finall’v, colleges, in cooperation and coordination with

surrounding school boards, should assume either a total or joint adult
education respnnsibility for adult and continuing education depen@ing on local
school board decisions. Several community célleges in British Columbia
already have the total responsibility fqr formal advit education programmes
while others share responsibility for adult continuing ecducation with about
forty of the seventy-four school districts which have of fered, in varying

degreces, programmes in adult education.
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The Task Force is making many recommendations to reduce the effects
of economic and geographic disadvantage. It is urging that a priority be
giveh to the establishment of colleges in several presently unserved rural
regions. It recommends that provincial financing for the operating costs
be raised from approximately seventy to one-hundred percent and that there
be a free flow of students to colleges and programmes which meet their
needs.

The Task Force is attempting to operationalize the :oncept of
lifelong learning. As a first step it is recommending that any resident
of British Columbia receive tuition-free education up to and including
Grade 12 at any time of his or her life. It is further recommending that
0ld Age Pensi&ners may enroll tuition-free in any college programme for
which they qualify.

Worker study ieave, which enables industrial workers to receive
study ieave for educational purposes, has beén in operation for a number of
years in several European countries. The Task Force is recommending that
the Department of Education in British Columbia undertake a feasibility
study of Worker Study Leave for that province.

The Task Force recommendations may alrecady have had some effect.

For example, a month and a half ago, for the first time in British Columbia,

financial aid to part-tire students has been granted. Last week, aid to

full-time college znd unversity students was more than tripled. There are
many more reasons for optimism regarding the future develcpment of colleges
aq§ education in the province'of British Columbia. Until this year the
number of senior professional staff of British Columbia's Department of

Education has cqualled that of the senior professicnal staff of the ~rovince

of Prince Edward Island, a province with just over 100,000 citizens.




The Department is now being restructured to meet new roles and is obtaining

sorely needed staff. For instance, the Province of British Columbia, with an
educational budget of over half a billion dollars has had no Research and
Development Division. A Research and De-elopment Division has been created,
and the Working Paper on the Community College is one of the first fruits
of this unit. )

There are other reasons to believe that colleges in British Columbia
will receive an even greater share o the educational dollar in the future.
This year the provincial share of operating budgets rose from twenty-eight

to forty-one million dollars. 1In addition a commitment was made by

Cabinet for a.minimum of 120 million dollars on capital expenditures over

the next fiv. years. Thus the public process in which the Task Force is
engaged affords an opportunity to develop a new spirit of cooperation and
sense of direction at this critical juncture.

If one compares college development in Saskatchewan and British
Columbia there are several obvious similarities. In both provinces, the
role of the community college has been defined broadly and placed within
the context of a wider lifelong learning system.

In both provinces the process by which colleges are to develop,
has been recognized as important. Citizen involvement has heen emphasized
at the provincial as well as local levels. Both the Advisory Committee and
the Task Force on Colleges were composed of a cross-section of perople
involved in adult education ard college affairs. Few, if any members of
thdse two advisory bodies, would be placed among the educational elite of
their province. It is rot surprising that both groups produced recommend-
ations which challenge the conventional wisdom of some professional
educators.

One of the things one soon learns when engaging in a public process
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is that Task Forcc members themselves go through a learning process

which is not shared bv fellow educators or the general public. Task Force

members, with a provincial perspective and more infermation than most citizens,
must take care that the rationale for any recommendations be clearly stated
to enable shared understanding.

We have explored college development from the wheatfields of Sask-
atchewan to the forests of British Columbia. The two college systems vary
greatly in terms of their history, form and style. Both, however, are
undergoing rapid growth and change. Both have developed within a specific

social-historical context. If both are to be reclevant they should be in

tune not only with the history but also the spirit of the people they are
to serve. The two Advisory Committees with which I have had the pleasure
of working have attempted to respond to these imperatives as they struggled
with the task of making practical and positive recommendations for college
services in their provinces. They have looked at the experience of

]

college @nd adult education sysgtems in a number_of countrie§land other
ev

College development has taken severa’ directions in Saskatchewan
and British Columbia. Quite different systems are developing in diffe{ent
contexts to meet different nee‘::sﬁ. In both provinces a.ttempts have bee:l-‘
made to develop colleges by rational and respensible pyblic processes. We wil

make our quota of nistakes, but they will hopefully be few, und, like our

children, they will hopefully be our own.
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"It is commonly assumed that America has to choose between one or

another of two patterns of higher education: mass or elite. |

would deny their assumption. It is America's prime educational

challenge to devise a coexistence of both patterns. -

Sir Eric Ashby, 1971

The title of these remarks* i5 a succinc* statement of the purposes
behind the emergence, in the last fifteen years, of an alternative sys-
ten of higher education in lllinois-~to provide universal access to post-
secondary education. The words placed inside quotation marks are, at
the same time, the decisive words in the purposes.of the Morrill Act
which established the land grant college system in 1862. The alterna-
tive system** in 111inois consists of the 47 public community colleges
together with the two new upper division and graduate universities
{Governors State and Sangamon State Universities) who were mandated at
their creation to be the ''capstone' universities to the community colleges.

The concept of an alternative system in Illinois recognizes that the
community colleges are the most sign.ficant higher education invention
since 1862, and that together they and the upper division universities
have the opportunity to bring that terribly important task begun (but
not finished) by the land-grant colleges much nearer to completion.

————

This discussion builds upon a statement presented on November 16, 1973
at Moraine Valley Community College, in Palos Hills, Illinois before
an assembly of faculty representatives of the Chicago area colleges.

* The concept of the alternative system is developed more fully in vol. 1,
no. 2 of Community College Frontiers, 4 ff. To make the concept an edu-
cational reality, its protagonists need to formulate and answer many
hard questions,

0
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What is it that they shall try to bring off together? {f they
succeed in doing nothing more than what the rest of higher education has
been doing for centuries, then they will have failed their purpose and
there will be little excuse for their continued existence.

Their challenge is to discover meaningful and effective alterna-
tives, not to imitate the existing patterns which clearly are not geared
to meet these new demands. Their challenge is to find ways to make the
people's college ideal a reality for those parts of our society whom
higher education has neither been intended nor able to reach. It has
been suggested that the greatest need at this point in time is for
scholars and educators to learn how to give away their knowledge to
those who need it most.

While an alternative system of the sort envisaged will have to
direct grea§ effort toward learning how truly to serve new and diffe-
rent groups of people who want to learn, it needs at the same time to
support and teach respect for those segments of the total higher edu-
cation system which know how to select and how to educate those learners
who want to dedicate their efforts to the advancement and creation and
dissemination of knowledge. Society needs its strong, dedicated uni-
versitics and institutes no less than before, and all of us need to
help guara them against foolish, short-sighted attack.

This suggests still another dimension of the task which a group of
institutions pretending to offer alternatives needs to keep prominent
in th2ir thoughts and deeds: because they are new and are serving new
clieriteles, they are in a unique position to make fresh starts and to
create and invent new and variant models for conceptualizing and plan-

ning and organizing and delivering and evaluating knowledge and learn-




ing. Those of us in the alternative system have the obligation to

learn as much as we can about these matters, before we ourselves be-
come locked in by the system we are now creating, and to share our fresh
experiences and knowledge with all of higher education and thus contri-
bute to the enrichment and revitalization of the total enterprise.

The temptation is great, in times like these when public disillu-
sion and the biologic urge cause appropriations and enrol Iments to
shrink, for the new institutions to exploit their special know-how in
the interests of self-preservation,and for the existing long-estab-
lished system to try at all costs to emasculate these competing new-
comers. What all of us need to understand and to act upon is that the
.systems--traditional and alternative--perhaps for the first time afford
us a realistic opportunity for a relatively few years to bring off the
needed fresh. starts so terribly difficult to achieve when things are
neatly in place and prosperous.

By this time--in the ninth year after the creation of the commu-
nity college system, and in the fourth and third years, respectively,
of the two new capstone universities--the institutions are beginning
to identify a whole series of hard questions to which they will have to
provide their own answers if the object is to provide méénipgful alter-
natives, not merely to invent new names for the same old cugtoms. What
are some of them?

(1) A professor at Governors State University wrote three months
ago: ''Thank God, we are at last beginning to talk sense about the man-
dates of our two universities. But how do | teach these new students
of ours? 1've been a pretty good teacher for a long time, but | am

lost with many of my students now. Who are they? How can ! teach them?

. 1C1




What makes them different? How do | reach them? What do | need to
establish as my minimum expectations? Who can help me? Why can't |
get my present students to accept what | know to be good and valuable
and important? | used to be able to."

We need to know a great deal more about our students than colleges
and universities long have been satisfied knowing. How do we get at
the understanding that can let us make wiser, more sensitive decisions
about curriculum, pedagogy, evaluation, communication, individualiza-
tion, and all the rest? What can we do to replace the widespread dis-
illusionment with learning? The questions we are in the habit of ask~
ing about our studgnts and what they are presumed to need are the ques~
tions of a different era and a different concept of learning. We need
first of all to figure what our relevant questions are in today's con-
text. And when we know our students in these new terms, how do we
develop new educational strategies that are also appropriate?

(2) We need to reexamine our ow. educational philosophies in
terms of the information we get about these students. What kind of per~
son do we want to help our students become? The highly developed per-
son who possesses broad, sensitive intellectual and emotional resources
and skills? Or is it the person conditioned to produce specified beha-
vior by means of reinforcement conditioning based upon a scientific
technology of behavior?

(3) What do we, individually and as institutions, seally expect
of open admissions? Numbers? New challenges? We need to decide
whether education can really influence the unequal distribution of wealth;
whether education can really make people more equal; or is the purpose

of education now to ''give more people the chance to participate genuinely

-
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/
in the life of their times, to achire the skills and the perspectives
that will give them more real power over their own lives, that will

keep them from being manipulated by forces they bareiy understand and
therefore could never challenge'? (CHANGE, Summer 1973, page 10). Why

do we put some things in?o our curricula and not others?

(4) When, and hoyglwill we evaluate the students who come in uader
open admissions? Hi?her education, as we have known it and as its cus-
toms and attitudes still reflect, has long really evaluated its students
through its processes of selecting them; it likes to work with students
able and willing to learn and do what the professors themselves like
to learn and de, and it knows how to select them accordingly; and it
knows how to/move sizable percentages of them thoward those same goals.
But with opcﬁ admissions, that avenue is closed to all but a few insti-
tutions; increasingly, we will get students only if the; have confi-
dence in what we do and the way we do it. This means that our main con-
cern must be with motivation and learning and individualization, and
evaluation becomes a learning activity and an end-activity for which
students themselves increasingly will take major responsibility. Do
we know how to plan and conduct education under these terms?

(5) What are the implications of open admission for curriculum?
for the organization of knowledge? for pedagogy and scheduling? for
counseling? for evaluation? Some say that open admissions is leading
us into open curricula ‘'where anything goes.'' If this does happen, is
it irevitable? Is 'h- ‘der'" the only definition for quality? What do
we really mean by acceptable quality? Do we simply forget that there
was once believed to be something called excellence? Are we kidding
ourselves when we try to take students who see no connection between

self-discipline and learning, who think it is the diploma that as-

" 103
-96~




sures success, and expect them to believe that true learning involves
sel f-imposed standards and discipline and the readiness to acknowledge
facts and act upon them? Are there other legitimate values?

(6) We used to think that we knew how to educate leaders for our
society. Does open admissions mean that the alternative system needs
to forget about educating leaders? Or does the alternative system have
the obligation to seek leadership talent in new places which just may
bring about a new, fruitful relationship between man working (the vo-
cational arts) and man reflecting (the liberating arts); and, just maybe,
in the process make possible the development of the new kind of respon-
sible citizen which Watercate shows us we so despgrately need if our
kind of society is to survive? and accomplish the reconciliation and
the blending of the liberal and thgpractical which the land grant col-
leges did not achieve?

(7) what are we talking about when we use the word 'articulation''?
It has become a largely sterile concept aimed at self-protection and
with limited relevance to the notion of an alternative system. It
tnok its meaning at a time when the universifies largely dictated the
junior colleges' offeringsthat were to be acceptable to various disci-
plines. The alternative system came into being because today's world
and today's student require a different sort of continuity; the disci-
plines often think of themselves differently now, too; the old-fashioned
lock-step is already replaced by a new cadence, if we will only learn
to hear it; people seem to want to learn for many reasons other than
just to become more learncd.

In today's alternative system, students come to us for an array of

valid reasons that is concerned with much more than narrow, disciplinary
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specialization. The old kind of course-by-course articulation alone
doesn't make muzh sensc any more except for certain definable purposes.
Human lives also cry out for articulation, and for growth and develop-
ment, too.

What criteria do we have to take the place ot that constricted
way of thinking about the growth and learning of people over time and
at different levels?

(8) There is the poignant need for revitalization of teachers
within fhe alternative syst which brings us back tc the cuery raised
by our colleaguc at Governors State, duoted earlier: how do we learn
to teach these new 'students? Can we change ourselves from what we were
carefully trained to be, and become the different kind of teachers
which our students are looking for?

I quoté’from a recent editorial in CHANGE magazine (Summer, 1973,
p. 10):

... There is a substantial reservoir of good will among
people who simply don't know what to do, and it would
be folly to underestimate the professional and personal
difficulties of those who are required to make open
admissions work. Men and women who went to college
before the activism of the sixties were largely educa-
ted ir, an academic tradition that paid little attention
to any kind of education other than a purely intellec-
tual one. It assumed the rightness and fixity of dis-
ciplines, of the master-apprentice approach to learn-

tng, of the integrity of what we call Western Culture.

It can be a devastating experience for such people to
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stand before a class that does not accept the validity

of that tradition, a class that hasn't the skills that

oncc were taken tor granted--skills in the use of a

certain Lind of exposition, argumentation and .ogic, a

class that is dubious...of the moral and aesthetic, and

even the intellectual claims of that way of ‘learning.

Such an experience calls into question years of study,

and, finally, what is--or was--a whole way of life...

Lan those whose first allegiances were to the old style

of academic life learn effectively how to teach these

students? (an they resist the temptation to despise

those who have heen called the new barbarians and glo-

rify what in retrospect must seem to them a remarkably

genia{'professional lifo?"

(9) What is it really like when two groups of colleagues in the
alternative system (from the community college and the university,
and with all they have in common) do sit down together and engage in
serious talk about courses and curricula an¢ faculty exchanges and
teaching? It is not easy, and it is often painful. Once the polite
sparring is out of the way, the gut-level questions and attitudes
begin to emcrge. On a recent visit to a community college the univer-
sity people were asked: Why do you bother to come to us to talk about
innovation and educational improvement? Are you wanting to reform us?
to steal our students? to maneuver us into teaching our students ac-
cording to your reouirements?

't was not easy for the university professors to respond in a

credible way that they were there wanting to learn fror: col leagues, to
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examine tdeas and experiences together, to look for wiays together in
which both groups might bette: sgrvo their students. Thewe word
scunded strange to the ears of the community college pecpic, and the
professors secretly hoped that they really did mean what they were
saying.

For so long, change and new ideas in higher education ceme about
almost as a by-product of growth in size and income., |t is irorical
that now, when true change and innovation are most urgently needed,
it is most difficult to achieve because the financial cushion pro-
vided by arouth is gone and change has to be underwritten through the
reallocation of limited resources. Do the two faculties have the
courage and the will to seek earnestly what their students may need,
if need be.at the c«pense of their own private interests? or wvill they
become rigiﬁly defensive and thus make it inevitable that others,
probably non-educators, move in and make these fundamental decisions
vwhich they are unwilling to make?

(10) An alternative system was created in response to the need
for change, and for a time it can be expected to be more at ease with
change than are traditional institutions. Yet a recent examination of
the curricula and instructional patterns in a number of community col-
leges reveals an amazing similarity among them and between them anu
other, more traditional higher education institution,. Thiv is, at
the very least, a disconcerting discovery. Can we do no moure than
imitate?

(11) Next, the temptation becomes almost irresistible to place
the blame for resistance to change upon ''them' and to claim that ''they"
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(meaning the local administration, or the layered decision-making

authority, or accrediting associations, or someone) don't want things

tc be different. In point of fact, there is considerable evidence
that these 'higher authorities' are entirely receptive to sound, con-
structive, fresh ideas tha. are carefully thought out. It is not

enough to stop with conceiving and giviag birth to even the best of
educational ideas; as individuals and as faculties we must learn to
take a responsible part in implementing them even in competition with
our other cherished needs and good ideas; and we must be prepared to
accept graciously the certainty that we will not always win,

In conclusion, the constellation of colleges and universities
called an alternative system has three further characteristics whose
very presence predisposes them to try to make courageous starts. Both
types of in}titutions are young, eager, not yet hopelessly set in
their ways, and they can make + uny changes and adaptations fairly

easily before rigor academicus sets in. But they don't have muchk time=~-

Both types of institutions are in no way rivals or competitors; there

is no occasion to engage in undignified competition for students and

curricula; while they serve the same students neither can control the

| others' curricula; they are different and they supplement each other,

and they can expose their students to the experience of seeking con-

tinuity in diversity-- Finally, both typesof institution are in the
happy position of not needing to fear each other's best educational
ideas for they are mutually both dependent and independent. The con-
cept of an alternative system makes no sense if it is merely to be a
mechanism that transmits curricula and goals only from the senior to

the junior partner. Each one needs the best educational thinking of




the other. The universities have already learned a great deal from

the colleges, and they are approaching the time when they can give in

return. There are no inherent linits on what they can learn and ac-

complish togetner.
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INTRODUCT ION

The disadvantaged adults reject the abstract impersonal

institutionalized structure of society; consequently, they may reject
the school as an agency for further learning (Vernor, 1967, pp. 16-31).
In addition, their own prior experience in the school which were such
as to induce them to drop out reinforces their rejection of the school.
Any efforts to persuade the disadvantaged adult to "return to school' in
the traditional sense often meets with failure. In view of this, then,
the school may not in some cases be the focus for initial educational
programs for the disadvantaged. After some satisfactory experiences
with learning in an alternate setting, it may be possible to reintroduce

via a re-entry program the disadvantaged to the school building.

The disadvantaged adult has been alienated by our present
institutional programs and has rejected them as a means of developing
his talents which would enable him to contribute to society. As a result,
he is a part of the low income group, has a low educational level, has
little self worth, is unemployed and is generally dependent on welfare

agencies to sustain himself in society.
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NLEED FOR _THE PROGRMM

The Now York Department of Education (1967) states that
the number one priority for research appears to he the need to
discover wvhat changes are required in school functioning to bring
about substantial changes in the education of the disadvantaged.
Further, the§ state that if research in the area of the dis-
advantaged is conceived of as ore of edvcation's greatest
challences, the solution to this problem will contribute signifi-

cantly to the improvement of society (Giroux, 1970, p. 10).

There is evidence that children of low-income families are
more likely to drop out of school, iess likely to take the
academic curriculum, and, therefore, less likely to go to college
than youngsters of higher-income families (Goldstein,. 1967, pp.

62-613).

It is no surprise to the informed educator that, by evevy
conceivable measure, children of low-income families do not do as
well in school as children from more affluent ones. The evidence
has been presented in full and dramatic detail for the essentially
white population such as those in FElmtown or River City (Goldstein,
1967, p. 31); for the essentially Negvo population of Harlem
(HARYOU, Inc., 1964); for the mixed popnlation of Big City
and New York City ( Sexton, 1961); and for cities in general

by Conant (1961).

Life skills are needed by everybody yet they are not

taught in school. Rather, they are learned at home, on the
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street, in the gang, and other places. Depending on the nature
of family and friends, these like skills may lead to a successful
life, to a life of crime, or to a life of poverty. The teaching
of Life Skil's to adults is nceded in retraining programs, in

welfare programs, in work training programs, and other projects

dedicated to the improvement of human living.

To get and kecp good jobs, people need at least a good
basic education, social skills, job skills, and, of course,

job opportunities.

Over 1,000,000 Canadian adults have had no schooling, or
attended elementary school only. Because education is so
important to getting and keeping good jobs, many of these
people need. training or retraining. Many adults, however, are
excluded from present retraining proqrams because they do not

have the minimum education standard for ~dmission te retraining.

»

There is a need, therefore, to implement more economic and
effective human resource training programs geared to adults

so that all who need training may obtain it.

THE_PROGRAM

The major aim of the Vocational Preparatory Program is
to assist the disadvantaged adult to re-enter the world of work
by preparing him for immediate employment or for Iurther

vocational training which would provide employmen: opportunities.
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The impleme~*ation of this program enhances the human potential
of the disadvantaged by combining a program of (a) Basic

Education and (b) Life Skills supported by a relaked field

| .
experience.
- a. §g§ic Education Defing§

An 1individualized course of instruction in mathematics
and communication skiils designed so that an adult can progress

at his own speed.

b. Life Skills Course Defined

the Lifc Skills Course provides the students with
cowpetence in the use of problem-selving skills to manage
thcir perscnal affairs as suggested by the terms self, family,
leisure, community and job.

c. Field Experience

»~

Learninqg theorists continuilly expound the need for

expericntiat learning. This can best be accomplished through
real 1if expericnces. Part of the remedial design to habilitate
the disadvanicjed adult is to establish "Reality testing."

This will be accomplished through work experience, field trips,
tours, rolc aodels, visiting the program and other activities
which arsist development of new attitudes and sense of self

worth.

The curriculum cof the programs defincd above provide
individual learning experierce and maintain sufficient flexibility
in order to accomplish the objectives of the program. Generally,

the objectives can be summarized as follows:
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1. To provide sufficient learning experiences which
raise the educational level of disadvantaged adults and may
lead directly to employment.

2. To provide essential skills which will prepare the
disadvontaged adult for further vocational training which would
lead to employment.

3. To create an environment and climate where the self
worth of the disadvantaged is enhanced.

4. To assist disadvantaged adults to develop realistic
aspiration levels and goals which are consistent with his
skill through intensive counselling support programs.

5. To provide the human relations and problem solving
skills to help the disenfranchised to live their lives

responsibly and objectively.

To design learning experiences which are conducive to

the learning style of the disadvantaged adult which will

assist him in becoming a functional member of society.

Therefore, the objectives of the program should assist
each participant to achieve a more dignified and satisfying life
style by means of securing productive employment as measured

by the individual and society.
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In late November, the 1973 Assembly of the American
Association of Community and Junior Colleges, consisting of
slightly more than 100 representatives from throughout the
community college field met at Airlie House (Virginia) to
consider the topic: “"Educational Opportunity for All: New
Staff for New Students."

Although much of the discussion at the Assembly center-
ed around the need for faculty to develop new skills for use
in meeting the needs of the "new"” student, there was agree-
ment that “staff"” included all who gerved in the two-year
college, and that the need for training extended beyond the
mere acquisition of competencies for serving the "new" stu-
dent. "What is needed," the Assembly concluded, "is for each
college [to] identify its staff development needs in the light
of its own missions, its own clientele, and 1its obligation
to the community it serves." Concurring that "the staff of
the college 1is its greatest resource," Assembly participants
urged in the "most" vigorous terms that all community and
junior colleges accent staff development as a "first rank
priority,."l

As one might expect, the major recommendations of the
Assembly were neither unexpected nor new, for the critical
need for community college staff development has been a pro-
found and growing concern in educational circles for two

decades. The time for debating whether or not a need for
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ataff development exists has passed. ™he issue is "how."

As trustces, deans, presidents, division/department chairmen
and faculty 1in community collepes across the country are ad-
dressing the question, "how?" there are a number of questions
and issues which should he considered. This article was
written to provide a checklist of those topics. Hopefully,
consideration of the following questions and issues prior to
initiating a program will significantly improve the results
achieved hy that vrogram.

l. What answer.can be given to staff who ask, "Why do
ve need a staff development program?"

2. Who will be responsible for doing the planning?

3. llow will specific staff development needs be ident-
ified?

4. What 1s the balance between institutional priori-
‘ties and individual needs?

5 Which staff should participate?

6. How flexible will the nrogram be?

7. llow can staff be motivated to participate?

8. llow should the nrogram be scheduled?

9. Who vill conduct the program?
10. Wwhat instructional technique(s) work(s) best?

J1. What publicity should be made of the program and
how should the program be disseminated?

12. Should the program be evaluated, and 1f so, how?

13. How should the program be funded and what other
kinds of supnort, besides funding, are needed?

Staff bDcvelopment Defined

In the discussion which follows, staff development is

-~
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defined as inservice pPrograms designed to improve the pro-
fessional competencies of those already serving in the
community college. The article focuses on staff develop-
ment activities conducted by a college, at, or near, its
campus. Not included are the wide variety of activities
often considered as part of in-service programs such as:
one or two day orientation activities at the beginning of
the school year, sabbatical leaves, short term leaves,
visits to other colleges, attendance at conferences, etc.

Questions and Issues

1. What answer can be given to staff who ask, "Why do we
need a gstaff development program?"

The enthusiastic support for in-service education voiced
by the Assembly participants, most of whom were not faculty
members, ﬁften is not shared by the average community college
instructor. jHue to nrevious experience, many faculty look
uponr in-service education in much the same way as some people
view their in-laws -- something to be endured. Too often,
"in-service" is associated with memories of long winded
speeches delivered at inopportune times in crowded class-
rooms by visitors who make a speech, then run to catch a
plane to another consulting job. Faculty are not the only
ones with doubts ahout staff development. Many administra-
tors have memories of fruitless and expensive in-service
program failures which "retarded" rather than "improved,
and board members tacing the financial exigencies of the
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19/9's can logically be expected to raise penetrating ques-
tions. Consequently, the development of a rationale for in-
service activities acceptable to faculty, administrators,
and trustees 1s essential.

However, explaining the need for staff development
prosrams should not be difficult. To begin with, the major-
ity of the staff now working in two-year colleges were em-
ployed during the rapid expansion years of the 1960's when
thousands of new positions were filled by inexperienced
persons, most of whom had no previous experience in two-year
colleges. Further, few if any of them had received specific
training to prepare them for their roles, since, at that
time, there were few university based programs established
for this'nurpose and the small number in existence were of
dubicus value.

llowever, even if the majority of the staff had been
graduated from outstanding pre-service programs, the need for
staff development would remain. At best, graduates are pre-
pared to begin to teach, to counsel, to administer. They are
not finished nroducts. Much as an architect is licensed to
begin practice, a new faculty member is prepared orly to be-
#in to teach. The real task of learning begins with the first
day on the job.

The need for staff development is further accentuated
due to the constantly changing nature of the two-vear college.

The modern day community college through whose "open doors"
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have come thousands of so-called "new" students is not the
Junior college of the 1950's and early 60's. The "now"
college serves a new clientele: the convicted rapist or
murderer in the nearby prison; the 50 year-old accountant
desperately attempting to learn computer programming in
order to hold his job; or the 35 year-old housewife who,
now that all the kids are in school, is finally ready to
begin a career for herself. There is little in the back-
ground of nresent staff to suggest that they are equipped
to meet the needs of this new clientele(

Another r;ason for staff development programs is not
unlike the basis for gimilar programs in business and in-
dustry: the need for constant improvement in terms of im-
proved efficiency and effectiveness. Observed instructional
deficiencies such as high student failure or attrition are
obvious areas for improvement. HNot quite so obvious, but
of equal importance, are the ineffectiveness of many depart-
ment heads and the inappropriate career counseling.given
many students,

Howvever, perhaps the greatest reason for staff develop-
ment lies not in preparing faculty to teach more effectively,
Oor managers to manage more effectively, but in the need for
community colleges and those who work in them to become accli-
mated to the constant need for change. For if the past 70

years are any prelude to the next 70 years, the two-year
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college of 2044 will not resemble the community college of
1974 any more than the community college of 1974 mirrors
the image of the junior college of 1900N.

2. Who will be responsible for doing the planninz?

In ifnitiating a program of staif development, the issue
of “who should do the planning?" is bound to arise sooner or
later. No one decision is more critical than that of decid-
ing who 18 to plan. In fact, it is not being too presumptu-
ous to state that in some situations, the legitimacy in the
institution of those who plan a staff development program
will more likely determine the success of the program than
what is planned. This applies regardless of whether planning
is done by a line administrator, a group of administrators,
or a committee representing all those who would be partici-
pauts in staff development activities.

3. How will staff development needs be identified?

Closely related to the question of where the responsi-
bility for planning will be vested is the decision regarding
how staff development needs will be identified.

It would seem that a logical place to start is the in-
dividual staff member, for, in the words of one writer,
"Only the instructor can identify the training needs he
really wants to meet; only he can implement the changes in
his instruction resulting from training; and only he can

make the evaluation become an instrument for further develop-
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Involvement of participants in planning also has the
obvious advantage that it helps avoid some of the tradition-~
al reasons for staff resistance to in-service programs: in-
difference or, perhaps more commonly, resentment by s:aff
over not being involved in planning an activity very di-
rectly related to them. On the minus side, the cbvious dis-
advantages of this approach to defining a2taff ueeds are the
difficulties inherent in going to the constituency on any
issue -- the time .equired, the nossibility for polarization,
etc.

Other methods of determining needs which can be utiliz-
ed include the development of a 1ist of competencies (e.g.
College of the Mairland in Texas), the use of national or
regional.‘surveys,3 or the employment of an outside cons:lt-
ant skilled in in-service education.

Another approach to the nroblem being used by a few
colleges (most notably Miami-Dade in Florida and Central
Piedmont in North Carolina) is the establishment of an

office staffed by several persons responsible for both de-

termining needs, and planning, implementing and evaluating
staff development programs. Several smaller institutions
have elected to create a new position with the title of
Educational Development Officer, and have made this individ-
ual responsible for all aspects of in-service training.

4. What is the balance between institutional priorities
and individual needs?
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An area often overlooked in early planning for staff
development is that of balancing institutional priorities
and individual needs. Each institution has certain goals
o1 objectives, although not always clearly formulated,
which must bhe achifeved if its purposes are to be fulfilled.
The means by which this 1s done is through the efforts of
its staff. 1In-service programs offer a logical and appro-
priate means by which the staff can acquire competencies
necded to fulfill the everchanging goals of a college.

On the other hand, many individual staff members are
avare of areas in which they would like to become more
skilled. These staff are willing, often eager, to partici-
pate in ‘activities related to their perceived needs. low-
ever, thev will not be receptive to programs imposed from
above wvhich they terceive as being irrelevant to their re-
quirements.

An ideal solution appears to be: 1) to generate
logically derived programs of staff deelopment from clearly
formulated statements of institutional goals and objectives;
2) to combine theselwith training needs derived from the
identified needs of the total staff of the college; and 3)
to derive from this mixture a balanced staff development
program which meets both institutional ard individual
needs.

Unfortunately, this is most often not the case. Insti-

tutional goals are seldom stated in terms which can be used
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to derive means of accomnlishment, and staff are rarely 1in-
ventoried to determine their needs. The result is often
programs which are dysfunctional or an eventual confronta-
tion when the needs of the two functions are seen as con-
flicting. llopefully, early consideration of this situation
will lecad to avoidance of the problem.

5. Which staff should participate?

The question of who will participate is closely tied
.

to what is planned, in a "vhich comes first - chickeén and
egg sjituation.,” Does one select content first, then partic-
ipants, or participants first, then content? These impli-
cations aside, there are three hasic decisions to be made:
a) Will ‘participation be voluntary or non-voluntary? b)
Will all staff or only certain groups or categories (faculty,
counselors, etc.) be involved? ¢) Will only full-time per-
sonnel be eligible to participate or will part-time staff
also be included?

A recently published report by the Group for Human
Development in Hiecher Education for Change magazine offers
some insights on the question of volunteers. "Organizers
of a faculty development program might start with a small,
well-sponsored and carefully organized program designed for
those professors who most wish to take advantage of it."4

The report cautiors, however, that "one danger of starting only

with volunteer faculty is that they might include a high
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percentage of professors most disaffected from the insti-
tution. The program could thus become known as a haven for
misfits.">

A similarly "sticky" topic is the focus of staff devel-
opment. In the past, in-service has referred almost exclu-
sively to faculty related activities. However, in recent
years tiere has been a growing recognition that staff devel-
opment is for all staff, from the president to the classi-
fied staff.

The issue of involvement of part-time staff is by no
means a minor one. Part-time faculty are especially numer-
ous on the community college campus and may well constitute
up to 40% of the staff in many locations.6 Although many
adjunct staff can benefit from in-service programs designed
for full-time staff (e.g. writing learning objectives), each
institution should consider the value of in-service activi-
ties specifically designed for part-time staff. Specialists
from business and industry with little teaching background
and experience may benefit significantly from tailor made
staff development programs directed at their particular
needs.

6. How flexible will the program be?

Ideally, once participants are selected, the needs de-
termined, and institutional priorities communicated, an in-

service program can be structured. However, several isgsues
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remain: to what extent may individual staff feel free to
add to, or subtract from, programs planned for their re-
spective groups? 1In other words, how much opportunity will
there be for staff to suggest plans based on their individ-
ual needs? Will there be several options to choose from?
Or, is it assumed that all persons within a particular
staff category (faculty, counselors, etc.) will all receive
the same training?

7. How can staff be motivated to participate?

Assuming that a{l of the questions and issues raised
in other parts of this article are resolved, staff develop-
ment is doomed to failure uiless the staff for whom it is
planned are motivated to attend. Tn the experience of the
authors, there are a number of questions, which, if satis-
factorily resolved, will significantly increase motivation
of staff to participate.

A. Will participation in in-service programs count
toward promotion and/or increments in salary?

B. Will credit %e granted for participation, and if
so, will it be institutional or transferable
graduate credit?

C. Will participants receive pay for attending?

D. Have institutional expectations been clearly de-
fined? 1Is participation in staff development an
expectation of all staff members, or a voluntary
activity?

E. 1Is satisfactory participation in staff developuent
considered part of the evaluation process?

F. What other recognition and rewards will the faculty

member receive for productive professional develop-~-
ment?
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The answer to this last question is especially im-

portant. Releascd time, opportunities to visit other

colleges, or to attend conferences and meetings all can be

aspects of a rewards policy which encourages and supports

staff involvement in the program.

8. Hcw should the program be scheduled?

Regardless of the nature of the nrogram, there are a
number of issues related to the scheduling of in-service
activities. For example, will programs he scheduled during
regular working hours, with staff released from obligations,
or will programs be held on Saturdays or after regular hours?
For group oriented sessions, will each program be repeated
morc than once to increase attendance possibilities? Can,
or should several days for in-service activities be built
into the college calendar during which there are no classes?
Or, can week-end retreats be planned in which participants
meet off-campus for a day or two?

Another and very significant decision related to
scheduling is that of continuity in the program. Garrison,
in his survey of faculty att{itudes reported in Junior

College Faculty: 1Issues and Problems, found that they de-

sired in-service education "on a continuing basis."’ This
is in sharp contrast to the majority of programs observed
Ly the authors in which "in-service" is a one day workshop

traditionally held at the heginning of the school year.
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A new, and as yet undetormined factor in the scheduling
of staff development programs is the influence of collective
bargaining agreements. An examination of a large number of
contracts filed in the library of the Center for the Study
of Higher Education at The Pennsylvania State Universaty
reveals a wide variance 1in provisions for staff development.
On the one extreme are agreements which are silent on the
subject, while others are vVery explicit regarding the num-
ber of "in-service days" which a member can be required to

attend.

9. Who will conduct the program?

In deciding who will conduct staff development activi-
ties, thought should be given to the comparative advantages
of the use of inside versus outside personnel. Some con-
siderations include: the relatively unbiased viewpoint of
an outsider, the difficulty of heing a "prophet 1n one's

own house,"

and the expanded array of outside talent avail-
able. On the other hand, an outsider is not "tuned" to the
unique aspects of the local situation, usually costs a great
deal more, and is often not available for follow-up activi-
ties. Further, use of local talent can be a morale booster,
and is, in the best sense of the word, "staff development."
Needless tc say, the final decision regarding who will
conduct the nrogram is crucial. This 1is especially true of

first efforts when failure can mean a setback of the entire

program for one or two years.
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Aruitoxt provided by Eic:

Meedless to sayv, the final decision reparding who will
conduct the nrogram is crucial, This is esveciallv true
of fir-t efforts when failure can mean a sethack of the en-
tire program for one or two years.,

Tvo of the most common mistakes in selectine outside
resoucce persons are the failure to check out adequately
credentials and the tendency to be unduly inf).:cnced by a
550 or 5100 difference in fees. When compared azainst the
intanoible costs ot an unsuccessful program, a few dollars
spent in tclenhone calls to other institutions rhere a
potential conéultant has worked or the extra exnenditure
of 550 or $100 a day 1s negligible.

Subsidiary concerns here include to vhat extent near-
Ly qraduﬁte schools will be involved with the collepe in
plannine in-service nrograms., Clese articulation between
graduate and community college educators can he of critical
importance in establishing relevant staff development pro-
grams that requirce input beyond the resources of the indi-
vidual tvo-year college. As J. L. Chronister has ohserved,
"the cooperative apnroach should involve the two-year and
graduate institution