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FORWARD .

Los Medanos College has had great.leadership\and support In the developmetit-
, t

of its general education program from District Governing Board members,

William P. Moses,'t.loydarr, George R. Gordon, Lee R. Winters, William R.

t f )

Baldwin and from fo ler board-members, Glen Clementson and Bill .!,:etzmer.

\
,

The foresight o retired chancellor,' Dr. Kari wel, led him to initiate

;a program of planning in which the philosophical b ses of general education
N.

were explored in depth and were tied to the institutional goals of presenting

ethnic, women's, and interpational perspectives. Dr. Harry Buttlmer, the current
.4

chancellor of the Contra Costa Community College District,9has not only endorsed

Its philosophic base but has ten his full and continued support to'the Los
-

Medanos College general education program.
1

A great deal of gratitude must go-t6 every faculty member and administrator

who worked for many Long and difficult hours converting some basic concepts

aboutlgeneral education Into a working model. I know I speak for the Los Medanos
t

College staff in giving special recognition to Dr. Charles Coigns. We were

fortunatetohaveDr.Collinsas our teacher In this endeavor. The logic and

clarity of his concepts plus his untiring efforts have inspired us to overcome

some_ difficult sessions':

In my Judgment, the program is both exciting and is conceptually and

philosophicatly valid. We now have a total and comprehensive general education

program underway. As is true with-any new program, It will need some modifica-

tion and additional evaluation as we gain more experience. Yet I am confident

that students and staff members formany years to come will applaud the inpova-

-Ole general education model that was created in these opening years of Los

Medanos College.

o John 1. Carhart
President'
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.CHAPTER 1-

.Philosophle onsIderat-lonsk

In every age and in every genera ,Ion one of the\Tio important questions

that ever gets asked--or falls to get asked - -Is "Whaishould be taught ?" It is

thPs.questUon which gives education its importance andsometimes makes it'a
1

battleground. in a vague way educators sense that it is this question, If
.

kerlousfy considered, that would make their functi ©n the most vital one in:the

seiciety.

Educatars do not feel their preeminence very, often be.cause they do/lit,

really grapple with this question. They teach what they were taught. This

usually means the narrow ne
0

scipli which occupied their time and eff

during the most maturio/years of their own'preparation. This Is understandable

since it seems the easiest and most patural;way to go. It is notNall bad

either, since sometime in the recent or dim pasti their specialty, their

discipline, was a legitimate part of the answer to thequestIon "What lhould

be taught/"

Yet educators are expected to devisNe the curriculum that their- college

Is going to offer. They are expected to ask the question "What should.be,,

taught?" But to answer adequately requires that the answerer be a philosopher,

an analyst of the soCiety. It is a curious faCt that educe tors are not given

preparatolon as analysts of the qociety. Some, but not manyi'may have been

given a course or so in the individual needs of studeds. However, that i5

not the same thing as being prepared to 'Parse out the present andquture 'need6

of the society. ,As a matter of fact, Individual needs are often in conflict

8
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with societal needs, and to focus on the needs of the individual may blur the

perception of ,the needs of.the society.

Creating a new college Is like starting a new life, or like turning over

a new leaf. There !s time and opportunity to consider past mistakes and to

begin to forge a rationale for why the college exists and what it purports

to do. So it ways with Los MedanOs College. During the planning- years and

during the opening years a serious effort was made to answer the questIon
s-

"What should be.taught?" No claim is made that the participants were uniquely

qualified to makes an analysis of the society, or that' It was definitive.

Yet educators cannot Jr, gold conscience sidestep the issue. They have to try.

They have to say these are our aSsu tIonS, these are our philosophic bostulates,

these are our perceptions of the' w ld and this is the logic by which we put

it all together and arrived at this curricular. model,

The thinking and planning for the Los Medanos College curriculurament

on from the late.1960's,to the .present (1975) and followed the pattern of an

expanding Spiral, including, more and more people. It started with Superin-

tendent Karl D. Drexel and Assistant Superintendent for Planning, John I.

Carhart, and, as administrators and instructors were hired, grew to include

the whole professional staff. All the debate, all the false starts, all the

' compromises, all the insights and breakthroughs cannot be recaptured and,

even if they could, are probably only of local interest. The attempt,

particularly S.thls first' chapter, will be ,to lay out the larger philosophic

*
consideratiOs that lei, to the general ed6cati6n model now being used and

evaluated at Log Medanos College. There will be some return to these'consid-
J

eratiOns and some backfilling and adding on in the subsequent chapters

describing the model,its81f. - Bt:the starting point is educational philosophy.



A Necessary Disclaimer

This booik wjil justify,
4

describe, and give beginning evaluation,of a

general education model. The opening chapter will preset a detailed philo-

414,

sophic argument In favor of general education as a principle and In support, of .

the innovative aspects of the-Los Medanos College model of general education.

Srhce the spotlight will always be on generalt education, he reader may get the

impression that a case Is berg made for general education and agaSinst special

-...
.

\'
r

education--that
--

L s Medanos College has abandoned careertraining, pre-professional

1training, prepare lonifor transfer, exploration of Individual interests'and other

such traditional functions of the community'College. (
t

Such an'impression, though understandable since attention will be focused on

gneral education, would be absolutely false. The argument will be for general

education as ahub of.tha-totakturriculum and as a requirement/18r the Institu-

tional ehdorsement of a degree. However., the reader should un that, .to

continue the metaphor, there are many spokes leading out from this hub and that

the whole wheel of the curriculum should include the many programs 16 career

training, pre - professional training, preparation for transfer, and so on.

Certainly, Los Medanos C4)lege has full-blown programs In technical-vocational

occupations, In human service.Occupatlons, In business occupations, in allied

health occupatioRs, In the performing arts, Iii physical education and sports, In

all the traditional transfer programs, In continued education 16 professional

fields, In developmental or remedial training--and even this list Is not exhaustive.

Yet It would also be misleading to Imply that gene/al education Is only one

among equal functions In a community college, or In any ccllege. it is mor(---

basic. It does have centrality. It does have priority. It does, or at le st

sixould, apply to all. So, with this disclaimer of any ire that the Curricular

10 A
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hub Is the whole wheel, attention WTI now be foctAed onthe-cse for the Los

Medanos College general. educaildn

The Justification for Public Education

Community colleges are tax-supported Institutions. In California roughly

60 percent of all costs are paid by district property taxes, a d the remaining

40 percent are paid by general stat axes. Any high school graduate or any

person over 18 years old who can profit from instruction may attend, tuition-free.,

The basit rationale for tax support of public colleges Is to develop a knowledge-

able citizenry prepared to work for the common good. Every other reason for the

existence of a tax-financed college has to be secondary: pre-professional
LI)

training Is secondary; career training Is secondary; preOaratIon for. transfer Is

secadary; student exploration of individual interests Is secondary. AT1 of

)

these are commendable objectives, yet they have ta give way to the overriding..

Objective of preparing this society of human beings to advanci the welfare of

, A 'a*

humanity.

If the major objective of colleges were to train-a competent labor rce, then

the costscosts sheuld be bo5ne by those indostries flia will profit from the competence,

the knflw-how, of these well-trained workers. The s e argument,a0plies to the

Individual. If the major objective of a college education were to prepare the

Individual to earn a better living (which It does), 'then that individual should

pay for this means toward greater profit--in advance If the parents, can afford .

It or In arrears If the parents cann9t. There Is equity In everyone's paying

for education°Only if everyone profits from education. And everyorte profits

from education only If education serves th4 gener:al welfare, the common good. .

11
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Certainly, the first obligation of an educational institution to the society

which supports it 19 not to increase theiGross. National Product (nor the Net

.) 1

l',

-

i individual Product) biAto improve the quality of life of the people In the society. .

1 1.

G.N.P. and quality of life are not synonymous terms. °Perhaps Gross National'
f

.
.

1
. .

Ser4ices hould be the area of expansion. There is mounting evidence to suggest

that G.N.P. must be curtailed to avoid ecological disaster. Themisk may be to

help the "have-nations" and the "have-people" see tht pragma c and ethical merit

in more equitable sharing of material goods with the "J ave-not. nations" and

"have-not people", rather than in elevation of the -own standard of living.

a

-Whatever the rigt ess or wrongness of this societal analysis, it makes the

point-that an educational system oriented toward improving tia quality:of life

Is significantly different from an eduCational system oriented toward knO'reasIn*g

the Gross National Product/ The justificatjon for financing colleges by the

taxes of all tg,- people is the expectation. that the education received at these

colleges will ImproVe the quality of life of all the people.

Establishing Priorities
IT

Some knowledge, witki its attendant attitUdes and values, is-more crucial

for everybody to know than other knowledge. Consider the adjectives used. to

-----

modify the noun knowledge:,, arcane, esoteric, special, basic,cfundamentali

general. It-isl.elf-appareril that no one can learn everything, and it Is equally

obvigus that no college, .partiCularly go community college, can teach everything..
.

,Prborjtles have to be e'iltablqieci,'and that which ha,s 'general value must take

first place.

The Curricular offerings of a college and they; rricular requirements imposed

by the college reflect a collective judgmen$ of what is important to learrf and to

L 1l,
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. .

know: .It is doubtful if any...societY can afford a laissez-faire educational

system, any more than it can afford a truly laissez-faire economy. It .1,s an

e

absurd misreading of freedom to tolerate teaching as the instructor's "doing

his thing" or to tolerate.learning as the student's "doing his thing". To move

quickly to the ultimate in this argumentii if human survival and/or planet siAlval
, , ..

A

is in jeopardy, then every college must become a college for-survival. The

,

judgment has to be on how perilous the threat, not on whether there should be

total response to a total threat.

If'then it is true that some knowledge is more important for everybody to

. ,

know theivother knowledge, this justifies colleges' having certain curricular

requirements. Requirements are not a violation of personal freedom if the peopl,

..

involved have a voice in. saying why, what ancrhow much should be required. Those

\ :

In lved are not just the students who will meet the requirements but all repre-

sentatives of groups who stand to lose or gain by imposing the requirements. The

judgment on what is important enough for all to learn has to have input from those

who are kost knowledgeable in varus fields (scholars), from those who will do

the teaching (educators) and from those who will be taught (students). The

decision on whatimportant enough to teach to everybody must have its, genesis

in the-thinking of serious social analysts, be initiated by administrators and

faculty members, be endorsed by members of the board of trustees as elected

representatives of the people and be constantly reviewed and evaluated by the

whole academic community including the recipients, the students. This process

oUcollective Judgment and decision generates the authority to override individual

freedom in the interest of the general good.

13
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The criteria for determining what should be classified as general education

are these: The subject matter provides foundation-knowledge necessary for under-
,

standing the world, the society and the culture in which people live. jt encompasses

that content which all people need to know in order to 'lead self-fulfilling lives

and be responsible contributing mimberl of the society. The content will be

intradisciplinary in that any one general education course will be based on

conceOtsvprinciples, attltudes.,and beliefs which are common to the other

disciplines, within that area. The content will be interdisciplinary in that it

is related to all other knowledge and is basic to moving to higher and,higher.
.

levels of synthesis. The subject matter will provide knowledge which will

directly help the student,cope with a Omplex changing world. The knowledge to

be gained will increase the options for action and will. thereby extend the

freedom,to choose wisely. And finAlly, the knowledge learned will lead the

student easily and directly into consideration of the ethical implications of

this knowledge. Admittedly, these are sweeping criteria, but they will become

more precise as their philosophic groundings are developed, and they will be

translated into course names as the general education model itself is described.

The General Welfare and General Education

The most important human functions are to live and be accepted as a decent,

human being; to act as an intelligent, concerned citizen; to lead a meaningful

life ("The life which'is unexamined is not worth living'!); to fulfill potential;

to relate with minimum harm and Maximum benefit to other people and to the self.

These crucial functions are not limited to any elite. They apply to everybody.

Neither should preparation to perform these functions be limited to any elite.

The preparation should be available to all.

14
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_These human functionsi, if performed well, add. up to the common good, to the

general welfare. However, they don't Just occur, like breathing. They have to
*

be learned. The common good can only be served if the pepple.Seriously think

about what it is and bow to achieve it. People can't think in a state of mental

vacuum. They have to have the medium:of thoughtsymbols)., know how, to manipul-
,

ate symbols (thought processes know the gravity and dimensions of problems and

have knowledge to bring to bear on the possible solutions to these problems.

Every knowledge is not enough. Knowledge is the basic Ingredient, but wisdom

is integrated know)edge in which the maximum'number of interrelationshipi is seen

- and understood. Wisdom is probably even more than that. It seems to. involve t4e-
,

character and personality of the knower as well as the integration of the knowledge,

for most learning is an affective as well as a cognitive experience. Mind cannot

be separated froM-body, and everything coming into the mind is filtered,through

the.personality and character of the perceiveh. To the degree that the brain is

a thinking machine it 1$ oiled and fuelled by emotional Juices. The human being

1$ all of one piece, and emotions, attitudes and values are part and parcel of

the total, person.- ..Not much has been gained if the mind has moved beyond racism

lout emotional attitudes have not. Knowledge-without ethical character development

may onl make the person into a-more knowledgeable villain.' Certainly the most

destructive criminals in history have been "educated" ones.

But colleges cannot simply present an all-embracing course, Wisdom 1A; they

can't even present a course, Knowledge ,1A. Everything cannot be taught or learned

at any one moment. it is convenient to treat knowledge in what appear to be Its

natural subdivisions. Unfortunately, this often leads both the teachers and the

students-to perceive only one segment of knowledge. This kind of narrow focus
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can result in distortion, can impose rigid boundaries hinking and can

the move to a higher level of sxnthesis.' Yet interrela lonships cannot be made

If people do not know preciSely what is being related to what. It is an age -old
, .

and unsolved problem. Perhaps the human penchant for breaking things down into

sizes that can be handled needs to be respected but at the same time compensated

for. Maybe the big, broad-stroke picture and the fine-stroke, detailed pfCture

need to be presented-In a constantly alternating sequence. Perhaps the students-
.

have to be directed back and forth from common principles to detailed knowledge

and from detailed knowledge back to-common principles.

)
So,Aalthough -knowledge is-interrelated and has a basic unity, it Cannot all

be said In one interminable-sentence. Human communication requires that it be

divided into some logical order. It is possible to parcel knowledge-into an

almost infinite number of sub - divisions and to act as if each; fragment were a

discrete, self - contained bit. Indeed, most college catalogs are tangible evidence

of this possibility. But to truly encompass know ledge this way students would

have to take an impossible numberof courses and have a genius for integrating them

Into a meanginful whole. instead, the history of education is a chronicle of

-efforts i't,aarr lye at,some natural groupings and priority system of knowledge:

the trivlum, the quadrivium, a classical education, 'a liberal education, a

,, general education. No claim is made that. Los MedanoS College has arrived at

the definitive, immutable sOb-division. of knoWledge. _Even so, thereis both

history and logic to support parceling knowledge into these broad and rather

obvious areas: the behavioral sciences, the social sciences, the biological

sciences, the physical sciences, the language arts and the humanistic studies.

It is necessary for all people to'have some knowledge and beginnin wisdom in

each of these areas if the general welfare is to be promoted.

16



10

Intradisciplinary and Interdisciplinary Knowledge

It has been asserted that all knowledge is interrelated.. TAls can almost be ,

taken as a given, for who can deny it? even the researcher on the arcane subject

of emblems embossed on medieval-shields would soon find-himself touching upon

biological species, the chemistry of metallurgy, art, human myths and demonology,'

soci 1 sttius,4pie pokier of symbols, religion and so on and so on. However, it

Is not as if any.one thing is equally related to all other things., Some things

are more related than others. If this were hot true, it would not be possible

to categorize. Yet, it Is possible to categorize; e:fy the physical sciences

and the behavioral sciences are two separate, meaningful categories.

The human mind appears to be capable of conceptualizing a category and pinning

a name on It The word - symbol "social science" becomes a meaningful concept. To

be sure, people Opuld argue about what rightfully belongs within that category and

that symbol. But such an argument demonstrates the next point:, things are

related and can be categorized to -the degree that they have commonalities. The

disciplines. history, political science and geography can all be called social

sciences because, they have some elements in common. The disciplines psychology,

. cr
Sociology, and anthropology can all be called tkehavioral sciences because they

have some elements in common. The disciplines chemist;-y, physics, geology and

astronomy can all be called physical sciences because they have some elements

In common.

The fact that there are disciplines-which can be named (reading, composition,
o

speech) and the fact that the combination of these disciplines into a category

can be named (language arts) must mean that there are some discrete qualities to

each and some qualities common to all. The commonalities are concepts, principles,

generalizations, attitudes, belief systems that,apply, or are as germane, to one as

to the others:' These commonalities are generic and if extracted and taught in a

17
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generic.course wouki, when coupled with the,:study_of individual disciplines, give

a better, a more intrarelated foundation'to each discipline course and would

reduce redundancy as students moved from one 1113cipline course, e.g., psychology,

to a related discipline course, e.g., sociology. Within the context, of this mo$.1

then, intradisciplinary will mean the relationship of disciplines within a category

or area of knowledge. ,Inte'rdisciplinary will mean. the relationship of disciplines

across categories or areas of knowledge.
2()

intradisciplinary knowledge resides Within the commonalities of related

disciplines. The task, then, is to agree upon the generic factors, extract them,

assemble and present them in a sequential way and keep showing the connection

between what is generic and the discipline'and the discipline and what is generic.

a
interdisciplinary knowledge is not.so much arOinherent overlap of one area

with all other areas as It is mutual applicability-to problems that transcend

any one discipline. No doubt there are overlaps or commonalities between, say,

chemistry and economics, but these are difficulf tosee, extract and teach. Now-

ever; if an outside problem that calls for the contribution of both disciplines

is posed, e.g., the use of DDT, then the interdisciplinary nature of knowledge

pops into foods. Solt appears that the pedagogy of,inttadiscIplinary and inter-

disciplinary teaching has to be different. intradisciplinary teaching calls for

finding and highlighting the common elements and showlng,their connection. Inter-

disciplinary teaching 'calls for applying the knowledge of disparate disciplines

to problems that have their roots in disparate disciplines.

Coping in a Complex, Changing World

DemoCracy in the American, as opposed to the Athenian, model is predicated

upon a level of universal education equal to the growing complexity of the society.

18
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Both democracy and univergal education take as\a giyen that t e ordinary citizen

12

has fundamental competence tb learn to direct his/her own destiny and to partici-

&

. pate In direiiing the affairs of the society. To deny thii.S assumption is to argue

that there is a nitt.tial aristocracy and that the educailonl investment should be

heavily weighted towafepreparIng the superior to direct the lives of the inferior.

Not many people want to admit to this last statement--at least not out loud--yet to

divide a curriculum.into vocational trainingfor the'many and general, liberating

education for the few is a behavioral acceptance of this assumption.

The obvious fact is that the/world grows and will continue to grow more complex.

It is a paradox that great complexity requires more intense specialization, yet at

the same time more highly developed ability to integrate knowledge. The level of

competence required of citizens to choose wisely among known alternatives and

thereby direct their own and their society's destiny rises in direct proportion

rr

to the society's increasing complexity. if the fluoricarbons in aerosol sprays

are destructive to the ozone layer whici..protects against excessive ultra-violet

rays, the citizens in a democracy have 'to know this and set up a hue and cry to

keep the short sighted-and greedy froM sacrificing the ozone layer for their.own

immediate profit.

Most people are aware that scientific and technological knowledge rapidly

Multiplies, and particularly those who have an ec omic and nationalistic orlon-

tation are usually willing to support increased educ tion to keep such knowledge

multiplying. However, many of these same people are less willing to see.that the

.political, social and ethical complexities of the prisent society have already

outgrown the sophistication of the general citizenry and that frightful dangets

lurk behind oversimplified answers to complex problems. An example: Who should

If)



'13

decide the issue of theldanger of proliferation of nuclear power generators vs the

need for more energy? if it Is to be the citizens of a'democracy, they need not.

be experts in either nuclear pollution or ,in energy generation, but they do need

some general knowledge in both fields; they need to grasp the definition of the

problem and the possible options for solution within the context of a thought -out

world view.

It is not Just mystical to say that the average person may have a better

head for wisdom than for detailed knowledge, for wisdom probably flows aS much

from character and ethicssas it does from a vast storehouse of facts. Since

-

mastery in many subjects cannot be expected of the average citizen, great

reliance on building staircases of facts up to inductive conclusions may be

misplaced. Those with average intellectual endowment may be better served if

first helped to extract and understand basic principles, and then given clear

statements on the application of these principles to the process and problems of

living. Command of a great array of facts may be less important than understanding

of the implications of Such facts. One does not need a Ph.D. in biolcigsy to under-

stand that a polluted world'becomes uninhabitable. Yet one does need to know

the gravity and imminence of the problem ,and the options for pOssible solution.

Neither does one need expert military knowledge to know that major wars In a

nuclear age can only be lost, never won. Clemenseau was right: "War is too

important to leave to the generals." The point is that general education must

deal with the basic principV of the major fields of know/edge and must concern

Itself with ,the implications that these principles, and the backup knowledge which

supports them, have for the problems which put human society in such Jeopardy.
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'Actually,,the more "rapid and profound the changes in a society, the less

reason there Is for early specialization In education. There is no way.to teach.

specifically for occupations that have not yet been created. There Is no way to

teach specific eolutions to social prOblems that havenot.yet been clearly

perceived and defined. However, the constant factor In this/fluid situation Is

thinking. It is possible to develop the means of thinking; the media of words,

numbers, graphics, Images, and othe'r symbols; thecloglcaland pycho-logical methods

of analysis; the attitudes of approach; the exploration of what Is worth the doing;

and, of course, the use of the known In dealing with the unknown. There can't

be specific preparation for an unknown future, yet It Is hard to imagine any new

occupation or any new problem that will not be rooted within the general education

categories of behavioral sciences, social sciences, biological sciences, physical,

sciences, language arts and humanistic studies.

Education for Freedom

There are, of course, several levels of freedom. The basic freedoms from

bodily confinement and from discrimination and oppression are not directly

dependent on education. In addition to such freedoms-from is the freedom to make

O

behavioral choices among known alternatives on the basis of probable implications

and consequences. In this sense a person Is not born free nor able to fight to

become free; men and women must be educated to be free. They must have knowledge

of the options open to them and must be able to analyze what the personal and

social consequences of each option are before they truly have freedom of choice.

If people have knowledge only of option A and are unaware of options B, C and D,

they do not have the freedom to chose options B,.0 or D. Similarly, If people

have a vague awareness of choices A, B, C and D but do not know the ethical and

2.1
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other consequences of,each choice, the freedom is without msponsibility. Looked

$

. ,

at this way, extending education for choice-making to the matey not only.makes

15

more,people free but also 4hecksthe cap clous license.of the powerful and the

blunders of the unknowing. Knowledge of choices makes responsibility integral

to the definition of freedom.
2

Part of the education for freedom is learning t1b see that freedom is never

absolute, for in any social order the state must exercise some abridgment of the
oa.

P- will of every indlvidual'in order to broaden the freedom of all IndividualL

As a social Institution, as an agency of the state, the college may make rules,

may endow certain people with power over others, may establish priority of values,,

may require that all students be exposed toNdertaln bodies of knowledgeoand in

many ways limit the unbridled exercise of the individual's will. Suchoconstraints

certainly do reduce the choices for action of the Individual. The college can

stipulate that the student must takeiftch and suchattern of general .education

courses or forego the institutional endorsement of an academic degree. There

can be no alternative to this if the welfare of the many is 'to be served equally

with the welfare of the Individual.

This paradox, this conflict of the individual vs the, state, can'only be

resolved by seeing the individual as part of the state, by involving all those

who are affected by decisions as actIve.participants'In the decision-making

process. In terms of the general education requirements of a college, the spiral

of involvement in defining and developing the general education program must

expand from the initial planners to include the teaching, staff and, at least for

evaluative Input, the'students. Restrictions on the individual student's freedom

to learn what he pleases and on the individual teacher's freedom to teach what
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he pleaseshaVe Legitimacy when the whole academic community has some voice in
,

(

Impoilng t restrictions.

Education for Survival

In the past, colleges have been looktd upon as institutional means by which.a

society maintains14-4'enhances .There Is overwhelming evidence in this'

last quarter of the.20.0 Centurylo argue that maintenance and enhancementmust

become secondary to a much more Chilling and dramatic Societal goal-- survival --

survival of humanity, survival of the social order, survival of the earth upon

which humanityabides.

It is recognized,'of course, that people have always faced mortal dangers

and that the individual perSon invariably succumbs to one or another of them.
*T.1

o

Yet there Is a categoriCal difference between Jeopardy tovime person's life or

even the tives-of large groups.and Jeopardy to lifeltself; between threat to

the social order of a nation and threat to the social order of the world; between

destruction of personal property and destruction of the earth.

In varying degrees all institutions of higher education have become aware.

that they are colleges for survival. The palpable imminence of the dangers has

made even the timid bold. Educational planners have come to ste.that one of their

primary tasks Is to help students educate themselves do cope with the world

problems which put their generation and future generations Min such Jeopardy:

, with the clock of hIstory ticking toward nuclear annihilation,

with the physical and psychological inundation of population,

with the possibility of irreversible ecological disaster,

with the impending vlolentstruggle over the redIstrIbuPon of the world's g;ods,

with the failure oreconomic theory to give direction to a post-Industrial

corporate state,

23
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with the limits of national sovereignty, in a nuclear age,

with the alienation and illnessesof-the spirit,

:with the erosion of credibility and faith in the democrdtic, or any

governmental, procesS,

- with the loss of conscience and the dimming of outrage toward evil,
A

with the dangers of an unbridled science and technology,

with the fat lure to accept-a pluralism of race, of,culture;,of, life style,

with the need for accommodation to new modes of creativity'reativ and self expression,

with the creation of a new morality and a new ethic to fit a.different social

order,; R

Certainly, highly specific vocational training and/or highly specific academic .

training in a discipline do not appear to be very prOmising-preparation to deal

with this formidable array of societal issues. Nor can these societal problems

be solved by any elite; they are woven' Into the fabric of the livesof all people

and therefore have to be faced by all people. Edch requlrei intradiscipirnary

knowledge for its understanding, and the interconnectedness of all these societal

Issues mandates an interdisciplinary approach to their possible solution.

From Cultural Pluralism to World View

NO.one of the societal issues listed.in the previous section is limited in

its effect to a locality or to a state Or even to a nation. Everyone of them I

a world problem, and world problems require a world View among those who are

going to fry to solve them. Developing a world view as a mental frame of reference

among coMmunity'college students is a tall order. They are by age, by previouS

education, by experience and by social class both callow and parochial.. Yet they

24
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are capable of-learning, of undeestanding their own peril's, of examining options

and of making Judgments on the Bide of good sense. A beginning has to be made.-
,

One such beginning Is to help community-college students accept.and undere.

stand sub=cdltural diversities. Peehaps It Is Just ai well that the Unitediatesr -

never became the melting-pot prf nationalities and aritures.that it was supposed

to become. Even In 1975 there temains a Joseph's coat of rich and colorful sub--

cultures. If students can be helped to accept and honor their own sub-cultural

differences' and to relish and appreciate the sub-cultural differences among their ,

fellow students, then they have taken the first steps toward a world view. It Is

both unrealistc and Ironic for colleges to develop Imposing programs of .African

Studies or Latin-American Studies without 'first, or concurrently, developrlig

acceptance of cultural pluralism in this society. Anglo-Americans Are not going

to have much to Say to, nor will they be heard by, Africans and Latin-Americans

until they can talk to and be heard by Bla&-Americans and Chicano-AmericanS.

But this last statement is not to give uncritical support to ethnic studies

as they have typically deVeloped In community colleges. They have often become

Black or Brown bags- in which 'both ethnic Instructors and ethnic students get

trapped. The same criticism can be levelled at women's studies. Although they

may have merit In consaousness-raising and In developing self-love, they
.47

frequently become separatist (and educationally dead-end) programs which really

let the majority Whites males off the hool if-however, a college systematically

sets out In a, compensatory fashion.,to hire Black and Chicano and Latino and

Asian and women instructors, then there will be a built-in tendency to make

ethnic studies and women's studies pervasive throughout the whole curriculum.

,There will be models who will contribute toward consciousness-raising and the
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,development ofself-love, and there will.lchamplons to disabuse the Angl

and male'majoritof at least their most flagrant chauvinistic notions.

Of cOuse there is na'reasOn to believe that ethnic instructors or women

instructors have .a more fully developed world view than Anglo male(instractorn-.

They. d or, Owever, contribute to that first step of acceptance of cultural diversity.

From there on It Is up to the college planners to make expansion of perception

toward a world view part of th professional staff development program and t© .'"

insist that content with a,worl orientation be incorpo4te4 into all those course

outlines where it has fit and legitimacy. Most important, If the college really

addresses itself to societal Issues, and if students are forced to face up to

them and to try to educate themselves to grapple with them, it will inevitably

follow that they will broaden their "perceptions to understand at both an intellectual

and an emotional level the essential wisdom of John Donne's famouS assertion that

"no man is an island" and Marshall McLuhan's quotable insight that "the world

isa.,41sofbal village."

The Ethical Im licatIonS'of Knowledge

It has fast become a commonplace observation that the world faces not a

crisis in knowledge but a crisis In ethics. In most areas of concern 116manity doge

not suffer from a dearth of knowledge, nor dOes gew knowledge hold much promise

for getting people out of the, trouble they have created for themselves. Further;

it does not do much good for only a,few, an ethical elite If you will, to.think

out the ethical implications that follow from knowledge. The big decisions on

societal issues require that most people understand the implications of knowledge

even if they don't know the details of that knowledge. No one can be an expert

on everything, and some do not become experts on anything.

21;



If the above statements are granted, then the priorities for the edudator

becoftle clearer: emphasi* the implications of knowledge to the many and emphasize

;the details of knowledge to the few. The "many" and the "few", will of course,

constantly keep changing positions depending upon'their interest, and commitment

to different areas of,knowledge. Hence it is not always the seine people who get

the depth treatment (facts). and the same people who get the breadth treatment

(implications). It is not only absurd but also dangeroustoJP6us primarily on

knowledge for the-few,while the ethical wisdom°of the many goeS undeveloped.

it is absurd because only the few become experts, and it is dangerous because in

a democracy the many make the fateful decisions. Admittedly, this makei for

difficult teaching since depth knowledge and broad implications are not easy to

teach at the 'same time to a mixed class. The solutions to tough probleths are_

never easy and are sometimes impossible. Nonetheless, the struggle has to be made.

To hAlp students see the implications of knowledge involves the instructor,

willy nilly, in the issues of ethics. As the biblical allegory warns, to partake

of knowledge is to assume an onerous burden, or to know of good and evil requires

that one act for good or for evil. It is d ficult, if not impossible, to get off

the hook. "The great end of life is not nowledge but action," said the biologist

and teacher Thomas Henry Huxley. W.H. uden echoed Huxley's dictum in his poetry:

"Act from thought should quickly fo low: What is thinking for?" The conventional

liberal says that the end of this line of argument is violation of the objective

neutrality that is supposed to: be an attribute of academic freedom. But is this

true? If the teacher exercises cientific rigor and professional responsibility

in the collection of data and the analysis thereof, thenIdoes that teacher not

have the obligatibn toeforcefully state both the Conclusions and the ethical
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implications of his thinking? It is hardly an act of responsibility to present

only facts and to build no bridges allowing the student to cross, over to conclu-

sions. It is certainly not an act Of responsibility to hide safely behind a

facade of objectivity or to simulate neutrality by pretending that all points of

view have equal validity.. 'There simply arenot two equal sides to every, question.

Resolving conflitts between nations by threat of or use of nuclear bombs is not

a viable option. Organizing a society along racial lines is not a viable option..

Uncontrolled population is not awiable option. Countenancing pollution of this

fragile planet is not a viable option. An ever-expanding dross National. Pl.oduct

Is not a viable option.

Autonomy Within the Framework of Structure

Education should be viewed not as a discrete phase in life but rather as a

process that goes on thrOughout life. It is only tradition and the restriction

of available time among older adults which have fostered the qow waning notion ,

that education'is an enterprise only for youth. Labor analysts are fond of

saying that the production worker in the economy of the foreseeable future will

be obliged to change his occupation several times ln his lifetime. Will not this

worker as a citizen also be obliged to periodically update his conceptualization

of a complex and changing world?

Occupational and societal flux argues for education as a lifetime process.

But lifetime education implies eventual self-education, for the student'cannot

have his education structured by college mentors throughout his entire life. As

a matter of fact, unless education becomes more and more autonomous it resembles

Indoctrination more than it does education. However, designing one's own educa-

tion is a difficult task. It is like being a curriculum maker for one person,

namely the self.
ro
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Prefessional educators don't find curriculum designing easy, and the amateur

A
student hardly knowt where to begin. Further, community, college students as a

group have beep shown to register low when tested on autonomy scales. They are

often those whom Erich From described as seeking escape from freedom. A person

learns to be autonmout (telf-direCtive and self-responsible) by having experience

in autonomy. What.appears to be,needed it a highly structured learninM,experience.

within catIth the student is increasingly fcirced to take more and more res0'onsibility.

for. Its design, its process and its product Such;experience of autonomy within' a

framework of structure is needed in both the special education and the general

education of the student. The student's own special interest and his,closer.

relationship to instructors teaching his specialty make it more likely Aat his

autonomy will develop spontaneously in that segment of his education. In the

student's general education this move to autonomy will occur only if.it is made .

.tooccur. Thus, a means must be found to build it into the structure of the

gehral education model..

All of the philosophic considerations discussed in this opening chapter add

up to yet another pu;tulate: .A community college should serve more as a change

agent in the mmunity than as a: mirror of the community. The general educations

model being used and evaluated at Los Medanos College proposes to make the college..

a changl agent in the community. ,Before desCribing this model and detailing all

its dImensiOns perhaps It would be well to try to draw a word picture of the

community- -the community outside'the wallt of the college and the academic community

'inside the walls.
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'CHAPTER II
/'

The Local Cbntext

The title,of,this book is General Education: The Los Medanos College Model.

the term "model" carries the connotation of transferability"that the general

feducatIon program to be described could, with reasonable adaptation, be used by

other colleges. Of course'no model, in education Can be used "like a metal

template in a factory to stamp out exact replicas, one, after the other. For .

complex organizations,-a model can only be expected to have general fit. If

it operates within a roughly similar context, and with adaptations that.aM.

take account of differences,: it should work elsewhere. On the other hand, if

the context is completely singular no model can be drawn from it; it is unique,

It is one of a kind, it is the' environment of Earth compared to the environment

of Mars,

The local context of a college includes many factors, some 'of which are

inside the buildings and'some outside, some of which are obvious and some very

subtle. For example, vital statistics on the faculty can be reduced to numbers

and are there for all to see, but the morale of the faculty or their psychological

readiness for change are intangible and have to be inferred. The subtle,factors

can only be reported subjectively, and that always requires that they be taken

with more than one grain of salt. As far as possible the.description of the

context will be objective. it will tell what is known about-the cotiMunity, the

student body, the college, and the faculty. It will however also attempt to

deal with more subtle factors,in particular, the symbloticlrelationship baiween

23
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the Los Medanos College Genei-al Education Program and. 1) its Professional

-Staff Development Project and- 2) its - unusual governance model.
.

The Community

Los Medanos College is lOcated on .the boundary between the towns of,

-Pittsburg and Antioch and serves the ,eastern portion of Contra Costa County.

-The weather and agriculture of this area nelate ii to the Sacramento Valley:

but the orientation of the indUstry and allegiance of the people is directed

more toward the San Francisco Bay Area. To the north of the college the
cF

.

dominant geographic feature is the confluence of the two great' rivers which

drain the Sacramento and the San'Joaquin Valleys. To the south the Countryside

Is physically beautiful with smooih, undulating hills turning een with the

first rains of fall and tawny with the sun and heat of late spring and- summer.

The river, though seriously polluted by industrial and agricultural drainage,

still lovely to-look at and err the delta regiod is attractive to tourists.

To the eastisfarm country and the two very small agricultural towns of
,

(

Brentwood and Oakley, and to the west, across atmall range of hillswhich local

wags call the Himalayas, is the ever-expanding suilurbla of Concord and Walnut

Creek.

Within a five mile arc from the college are any number of huge industrial

plants, the most notable being U.S. Steel, Union Carbide, Dow Chemical, Pacific

Gas and Electric, Dupont, Continental Can, Fibreboard and Crown Zellerbach.

These are multi - million dollar-industrial complexes and therefore contribute

heavily to the property tax which pays approximately 60 percentof alb; college

costs. These industries and the rather high assessed valuation of homes in the

o

Contra Costa Canmunity College District make it one of the richer districts tn
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California. .Los Medanos College, like its two sister colleges Diablo Valley

College and Contra Costa College;, was built without bonded indebtedness, and

the same year that it opened the District Governing Board actually lowered the

tax rate for support of the colleges.

There are really three subrcommunities within the area zoned for Los Medanos

College. There are the farm communities to the east, the industrial, blue-

,collar communities of Pittsburg and Antioch, and the outreaches of suburbia in

Concord and Walnut Creek. There are marked differences among these sub-

communities even though the social class range, to use the sociologist W.L. Warner's

categories, is no broader than from lower-lower to"middle-middle. This is another

way of saying that there are some people who are poor in every sense of this term,

many who get by financially but who lead rather impoverished lives, and few who are

rich in either money or cultural background. The owners and top management of the

big Industries do not live in the area and have only invisible political clout.

Actually, Ihe richest and most politically prominent residents are the business

people and real estate develdpers, many of whom can proudly say that their

parents or grandparents were immigrant fishermen from. Italy.

There are also notable ethnic differences. The Chicanos or Mexican-Americans

come from the farm communities and from Pittsburg and West Pittsburg. Since the

total number of Blacks is not great, their high percentage in Pittsburg and West

Pittsburg (45 percent in Pittsburg High School) is really misleading. With the

.-'exception of some old Mexican-American families Antioch was for years almost

completely White Anglo Saxon., Only recently have some middle-class Blacks and

,more middle-class Chicanos moved into this ,growing town. The most middle of the

e middle-class students come from White suburbia in Concord and Walnut Creek.
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These ethnic differtnces loom larger In the minds of the people than reality seems

to warrant. Pittsburg is perceived by many in Antioch and in Concord as being a'

4

small-Harlem,which is a considerable stretching of the truth. On the positive
0,

side, many residents perc ived the coming of Los Medanos College as the means of

Integration and reducti of racial tension. Happily, It appears that this is

coming to be a self-fulfilling desire. The zollege has, in fact, tended to

bring the ethnic cultures. together.

Except in the rather small white-collar contingent and the older and richer

,- families, the education and general sophistication levels of the people in the

'area, are not notably high. It isn't that the elementary and secondary school's

areinadequate,fortheyarerlatittakestimean4.,out -of -

school cultural enrichment moans for people to elevate themselves educationally.

This is mentioned not as an educator's complaint or in disrespect for the people

of the area. It is said frilybecause a benchmark is needed from Which to

measure the progress of the students toward sophistication of world view, a major

goal of the general education model.. Such a goal for such a student population

reflects the faith of the planners in the democratic,assumption of the competence

of average .people to learn to guide their own and their society's destiny. The

ambitiousness of the goal also speaks to the urgency of the need for developing a

world view in the minds of the world's citizens.

Los Medanos College was a promise to the people In its area long before it

was a.reality. Many thought it would never come or, if it did, that corners would

be cut and that it would be a poor man's substitute for Diablo Valley College, to

which the richer residents were already sending their children. Contrary to this

expectation, a beautiful campus was constructed, an architectural complex that has
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become a conversation piece among educators throughout the state. What was-

awaited so.long and turned out so beautifully captured ;instant pride and loyalty.

This is an important "point because the people in the area, as is true of most

people in the lower-middle class, are essentially conservative, and without

their immediate positive identification with the !lege it,would haVe been

much more difficult to launch a bold, non-traditional program.

The Student Body

Los Medanos College is small relative to many community colleges, but because

of all the plus factors noted above, the first year's enrollment was much larger

than projected. The projection was for 2,400 or 2,500 students with a division

of maybe 1,300 in the day and 1,000 to 1,200 In the evening. The fall 1974 total

enrollment was 4,106, and again contrary to expectation, the number climbed to

over 5,000 at the peak level in spring 1975. After-all the dust of.adds and

drops had cleared, an April 26, 1975 census showed a total of 4,529 students. Of

these, 1,864 were enrolled in day classes only, 1,360 were enrolled exclusively

in evening classes and 1,305 were enrolled in a combination of day and evening

classes.

Other surprising facls sUrfaCed. There were almost as many women enrolled

as men. Actually there were more women than men in the day classes. It was a

surprise to find that 30 percent of the student body split class loads between

the day and evening. It was somewhat disappointing to discover that only 30

percent were carrying 12 units or more. Over 48 Percent were carrying 6 units

or lest. These facts are recorded in Table 1.
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TABLE; 1

LOS MEDANOS COLLEGE ENROLLMENT FACTS, APRIL 1975

T2 or

_Unit Loads 0-6 r 6.5-8.5 9-11.5 more TOTALS

Sex M ''F M F m F M F M' F TOTAL
...,-

Day Classes ,339 528 67 89 99 96 338 308 843 1,021 1,864

Evening Classes 523 577 52 46 57 6 ,6 8
1

668 637 1,305

Combination Day
6 Evening.Classes 88 96 98 114 184 116 430 234 , Finn 560 1,360

TOTALS 950 1,261 217 249 340 218 804 550 2,311 2,218 4,529

".../ N.//

PERCENT 48% )0% 51% 49%

The popular notion,ls that community colleges are populated by the high school

graduates of the preceding two years. To be sure, these youngsters are there

but so are their older brothers and sisters, sometimes their parents and,

occasionally, their grandparents. The median age of Los Medanos College students

extrapolated from data In the spring }975 census was 26.- The age distribution

for students with one Or more classes In the day, and for students In evening

classes only are given in Table 2.

TABLE 2

AGE DISTRIBUTION OF LOS MEDANOS COLLEGE STUDENTS, APRIL 1975

Age 17 18 19 20 21 122 23 24 25-29 30 -34 35 6 up TOTAL

Day 5 70 478 327 167 10. 94 106 574 482 816. 3,224

Evening 5 33 45 45 52 37, 43 57 300 215 473. 1,305
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In the day classes 1,872 students of the 3,224 enrolled (58 percent) were 25

years or older. Although the overall percentages of men and women were about

the same, the percentage was higher for men In the 25-29 year bracket, less In

the 30-34 span, but then the balance tipped the. other way for the 35-andup

category. This-can be seen in Table 3.

TABLE 3

AGE DISTRIBUTION OF LOS MEDANOS COLLEGE STUDENTS BY SEX, APRIL 1975'

Aga ' Female
I.-

25-29

Number Percent Number

.

Percent

338 59% 236 41%

30-34 473., 57% 209 43%

.35 & up 330 40% . 486 60%

The ethnic classifications used In Los Medanos College record keeping are

Black, American Indian, Aslin Chicano and Other (Caucasian). 'The ethnic dis-

tribution by sex for the April 1975 census Is given In Table 4.

TABLE 4

ETHNIC DISTRIBUTION OF LOS MEDANOS COLLEGES STUDENTS, APRIL 1975

Black

Ci3

American
Indian

Asian Chicano Other
(Caucasian)

All Students

Male 191 26 18 261 1,815 2,311

Fe le 2j6 19 25 266 1,672 2,218

,TO L 427 45

1%

43

1%

527.

12%

3,487

77%

4,529

PERCENT
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it is of some Interest to note that among all ethnic minority groups except

American Indians, the number of women students exceeded the men. It will also
. , I

be interesting to compare the percentage of ethnic minority students with.the

percentige of ethnic minority instruciors, the figures for. which will be given

In a later section of this chapter.

Several of these sets of data suggest that Los Midanos College has a

working student body. The fact'that only 30 percent of the students were

carrying 12 or more units suggests that many students are too busy working for

money to carry a full load. The fact that 30 percent of the students split

their class loads between day and evening section's also suggests that many

students were adjusting their schedules to fit wrth their work. Although

accurate records on studeAt,employment are not yet available, the staff at

Los Medanos College testify that many if not most Of their students tell them

that they have full or part-time Jobs. Further, staff members are 40sconcerted

to find that students almost always put their Jobs ahead of their school work.

When students tell Instructors that-they missed, or are going to miss class

because of work-schedule conflicts, they almost always act as if this were a

completely legitimate excuse and as If nobody should qUestion.the.priority of

work for money above learning. in many cases students do need to work to be

in colleie at all,.but when work actually keeps them out of classes, it goes

beyond meeting a need; in fact it becomes self-defeating. A subjective

conclusion: such students are from the working clash and they have working-

class values.

'Another strong subjective impression should be.noted s-ince it bears, on

"plural pursuits," a concept Integral to the general education model. As a

group the students at Los Medanos College seem lacking in autonomy. They have
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not been measured by the Omnibus Personality Inventory or other such instrument,

but their behavior seems to confirm consistent reports in' the literature that

community college student's tend to regiSter low on scales of personal autonomiL

They are not likely to take the initiative-1n their own education. Most want

education to be packaged for than like meat In asupermarket. They tend to

expect the instructor to tell them exactly what to do and how to do it. Too

many of them see education.as.a more-, or less unpleasant, but happily brief,

means to achieve the end of earning a better living,(mare, money). Most are

eager, even demanding, for the extrinsic rewards of units and grades while often

remaining indifferent to the,Intkinsic rewards of bettir tnderstanding and richer

consciousness.

The College

Los Medanos College is one of the 103 public community colleges In California.

It is the youngest and smallest of three colleges developed within the Contra

Costa Community College District. It opened in the fall of 1974 with an en/oil-

ment of 4,106, whereas Diablo Valley College and Contra Costa College both

opened over a quarter of a century ago and had fall 1974 enrollments of 17,030

and 8,345 respectively. As is true of all California community colleges, the

doors of Los Medanos College are open, tuition-free, to any resident high-school

graduate orto any resident over 18 years old who can profit from instruction.

There are only exit requirements for institutional endorsement, and no entrance

tests for adMIssion--or for placement In academic tracks.

The philosophy and goals of Los Medanos College, as printed in its first

catalog, read as follows:

38



o

...Present curricular programs consistent with the interests,

values and needS of students of all ages.

...Offer a comprehen.sive'program of general education to include

the behavioral sciences, the social sciences, the biological

sciences, the-physical sciences, the language arts' and the

humanistic studies.

...Make respect for cultural pluralism pervasive throughout the

entire curriculum and a subject of focus in the general

education program.

.,.Encourage students to'design their own continuing education by

providing plural puriUlts of individual. Interestslwithln'each

general education course and, where feasible, in all other .

courses.

...Make students aware of the relationship of the knowledge they

learn to the great'S etal issues which they and the coming

"generations face.

students'greatly, extend elaborate and'refine their

World,view.

...Provide lower division preparation for a wide variety of careers

requiring baccalaureate and post-graduate degrees.

...Offer a whole range of technical, vocational, business and other

career programs that lead to immediate employment.

...Present in-service, up- grading and other continuing education

curricula and services at times and places appropriate to

student needs.

...Develop a comprehensive program of enrichment services which

will appeal to the diverse Interests and needs of citizens of

thecommunity.

...Provide services to students such as counseling, career information,

financial aids, Job placement, student activities and tutorial

assistance which support their educational endeavortk.

..Create a climate for learning which is enjoyable, not punitive,

which is more cooperative than competitive and which fosters

critical thinking and independence of mind.

...Encourage student-faculty relationships and student-student

relationships which are based on mutual respect for the dignity

and worth of each individual. a
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...Provide a system of adMission, placement and registration that

encourages and facilitates formal enrollment in courses or

informal participation In the community offerings of the

College.

The college' does not oblige a student to take anyc.prescribed course or

courses. However, to secure the institutional endorsement of 611 Associate in

Arts or Associate in Scienc degree, the student is 'requIreCto have a C average

or betlO in 60 units, to have m the highly structured 25-unit general educa-

tion requirement, to hove a minimum 1.8-unit major, to have 2 units of physical

education and to have met the proficiency requirements in*bading, composifion.

and mathematics. Actually all required general education courses contribute to

the general edUcation requirements of senior colleges for the student planning

transfer and; of course, there is also wide overlap between general education

and major.requirements, e.g.,
Psychology 5TG is a discipline course within the

general editratIon requirement in behavioral science and is also a palit of the

major in psychology. An example of a general education course contributing to

a non-transfer mijor would ,be Anatomy and Physiology 35TG for th.e student °

majoring in nursing.

The academic functions of the college-are general education, transfer

education, career education and continuing education or professional upgrading.

Since the focus of this-book is on general education, It is easy to overlook the

other functions, particularly career education. To avoid any misunderstanding

let it be said here that in addition to all the career fields that call for

.
transfer and additional training in a senior college, Los Medanos College

offers a minimum 20 unit Certificate of Achievement in the following careers:
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Appliance Repair Technology
Banking and FLnance
Cosmetology
Dietetics
Early Childhood Development
Fire Science
Food Services Technology
Management and Supervision
Vocational Nursing
Radio-TV Service Technology
Real Estate
Secretarial Science.
Small J:ngine Technology
Welding Technblogy

cb

The Faculty -

in.its first operational year (1974-75) 29 of the College's 58:contract

,
instructors were teaching the general education courses and were deeply involved

in the training program of this General Education Project. All other faculty

members were involved-at a peripheral level but not directly enough to be

included in this snapshot picture of th'e faculty.

Of the 29 general education instructors, 16 (55 percent) were men and 13

(45 percent) were women. This faculty division by sex is not quite the same as

,

the sex division among the'students: 51 percent men and 49 percent women.

However, it. doesn't miss it by much and is incomparably more equitable than the

usual sex ratio among faculty in Bay Area community colleges: 72 percent men

ancl 28 percent women. it should be added in self-criticism that none of the

women newly hired for Los Medanos College was middle aged. This takes on signi-

ficance in light of the current movement of middle -aged women returning to college

for training.

The aqe distribution of the general education faculty is bi-modal with most

instructors new to the Contra Costa Community College District being in theft 20's
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or 30's and with instructors transferring from Diablo Valley 'College and Contra

Costa College being in their 50's. Even so, the average age in the first year .

was 36.7. If the four general education instructors who transferred are not

counted, the average age of the tnstructors would not be much higher than the

average age (26) of the students whom they instruct. Of course agejs not

being equated here with rigidity, nor Is the plus value of experience being

. -

xliscounte44 It is true that there ls a certain indelibility in long-sustained

perceptions and that those who have perceived general education in-one may for

,a long time have to be remarkably flexible personalities to erase the old

(

perceptions and substitute non-traditional ones. However,,whatever foot dragging

there was did not appear to be a function ofage. Commitment by faculty members

to an innovative approach to general education seemed to be most correlated with

critical .thinking about. their own general educations and about what they had

previously taught under the general education rubric.

Ten of the 29 general education instructors.came from Black, Chicano/Latino

and Asian cultural backgrounds. This represents 34 percent ethnic instructors

h eas the percentage of ethnic students at Los Medanos College in 1974-75 was

23 percent. All ten of these ethnic instructors were newly hired by Los Medanos

College, and among the cHteria for hiring was the perspective of cultural

pluralism that they could bring. The reasoning was that ethnic-perspective,

particularlrin,a college that had rejected the viability of separate ethnic

studies, was every bit as valid a criterion as advanced degrees,or grades earned

in college or even years of teaching'experience. As a matter of fact, teaching

experience per ser was not weighted very heavily since the experience could-not

directly parallel that anticipated in this model and, more Important, because Los

Medanos College had its Own built-in program for the induction and professional

4 2
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.
development of instructors. Fifteen of the 29 general education instructors

(52 percent) were Kellogg Fellows which, as will be seen', means they had little

or no previous experience but underwent an intensive program of professional

staff development during their induction year at the college. Eight of the 10

general educationv.Instructors- from ethnic minorities were Kellogg Fellows. Nine

of the 16 women were Kellogg Fellows.

The Professional Staff Development Model

Running concurrently with the year of planning (1973-74) and the first year

of operation (1974-75) of this General Education Project,awas a program funded by

the W.K. Kellogg Foundation for the induction and professional development of

instructors. This too was a model developed and now being tested by the Los

Medanos College staff. It takes as a given that neither the credentialing process

nor graduate training in the universities in any significant way assures the

professionA training of ,community college/ instructors. Both do give reasonable

assurance of,prenaration in the subject area but nothing beyond that. Mastery of

a discipline is only the starting place for becoming a professional teacher.

In'this model professional staff development is centrally important, so that

the program is one of induction of new instructors plus continuing development of

all staff members. The college's commitment to staff development is both symbolized

by and centered in a new professional position, the Professional Development

Facilitator. At Los Medanos College this new position in the ranks of education

is being defined and molded by Dr. Chester Case. He is-a college staff officer

responsible to and In constaneconsultation with the president. This positioning

in the administrative structure.is important because as a staff officer he is a

help, not a threat, to faculty members, and. as a direct extension of.the president

he symbolizes the highest administrative commitment to the centrality of staff

development. 43
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It was not so planned but it turned out that the general education model and ,

the professional staff development model were mutually reinforcing, that they

held each other up, that each served the other's purpose. Every concept within

the general education model became content in the program of professional staff

development. Likewise; the curriculum construction, the learning strategies,

the teaching tactics and all other aspects of staff development were applied to

the planning and first -year execution of the general education program. The

importance of the role of the Professional Development Facilitator will become

very evident in the chapters dealing with evaluation. All this should not be

interpreted to mean that the general education model will only work if a college

has a professional development facilitator to make it work. It should be inter-

preted to mean that radical departures from traditional ways of doing things in

education require that staff members be prepared first to'understand these

departures and then to develop the means of carrying through on them in a very

structured way. Educational models have to be transmitted from the model-maker's

head to the heads of those who are going to test and use the model. In this

process the model will no doubt get changed a bite-probably for the better--but

will at least not be foredoomed to initial incomprehe ion. early fracture and

disorganization and ultimate failure.

The Governance Model

The relationship between the governance model at, Los Medanos College and the

genesateducation model,w4s.also symbiotic, except this time it,wasn't just

4' discovered after'-the fact: it was planned that way. The basic postUlate held

from the very beginning was that the governance structure should reflect the

curricular goals of the college. For example, if a curricular goal is to/erase

the sharp demarcation between transfer education and terminal training, then
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there should be no dean of technical-vocational training and his tasks should be.

. .

assumed by deans with broader jurisdiction. If the goal is an interdisciplinary

curriculum; then the governance- model should assiduously avoid departments and

divisions, for they are by-their very nature little discipline baronies,and

larger discipline dukedoms. IfIthe goeisan lntegrSted curriculum, then the

governance model should- be structured to channel everybody's ideas into the flow

of information about.the curriculum; the curriculum committee becomes the committee

of the whole.

Several excerpts and the Table of Organization from the position paper "A

Statement of Governance at Los Medanos College" ShOuld be enough to Illustrate

the mutual dependency between the general education model and the governance model.

All members of the academic community will have, a voice in the

initiation, discussion and final recommendation of policy. The

academic community is, made up of students, faculty and administra-

tors. All will be involved in the governance of the college, but to

different degrees and in different capacities.' All three segments
will have voices In the formulation of recommendations for policy%

However, the executive function will be performed by.the adminis-

trators.

The formulation of recommendations for policy should be and

will be as democratic as circumstances allow. The administration

of policy, hopefully fair-minded and even-handed, should not and

wilt not be subject to continuing debate and a striving for

consensus. Within the framework of due process and redress of

grievance, policy will be carried outbby the administrators- -and

with dispatch.

""The organizational structure of Los Medanos College will

refleek the interconnection and open-endedness of knowledge and the

integrative nature of the ledrning process. Hence, there will be

large and loosely defined study areas but there will be neither

departmenti nor divisions. There will be programs that prepare

people far immediate employment, but these will not be dead-end nor

'separated attitudinally nor geographically from related studies that

prepare people for transfer,to senior colleges. There will be

specially trained counselors and student personnel workers, but

since their function is college-wide so also will their concerns be

college-wide. There will be courses and other learning experiences

offered in the evening,, but since time of day is only an incidental

factor to learning, there will be no artificial organizational

separation. between the day and the evening operations.

4;



The thematic and overriding principle is that good communication

makes for good governance. It is both disrespectful ana a foolish

waste not to )iste to what involved people have to say. The internal

structure of LRs Medanos College, as can be seen in the organizational

table which follows, will be a/system of input and feedback. There

will be opportUnity for,each person to contribute his ideas, at a

level of participatory democracy within the advisory cluster and at

a level of representative democracy within the Educational Policies

Committee. Once policy has been decided, it will be carried out by

the administrative officers of the college. The implementation of

policy will, of. course, be evaluated by those affected_by it, and

they will haveemery opportunity tokfeedback their criticism into

the input side of the cycle.

A rw

39



L
O
S

N
E
D
A
N
O

`'1
11

11
1/

-
T
A
B
L
E
 
.

5

S
C
O
L
L
E
G
E
 
.
G
O
V
E
R
N
A
N
C
E

M
O
D
E
L

T
h
e
 
f
l
a
t
t
e
n
e
d
 
h
i
e
r
a
r
c
h
y
,
 
t
h
e
 
d
e
c
e
n
t
r
a
l
i
z
e
d
 
s
t
u
d
e
n
t
 
p
e
r
s
o
n
n
e
l
 
f
u
n
c
t
i
o
n
,
 
t
h
e
e
r
a
c
e
d
 
d
e
m
a
r
c
a
t
i
o
n
 
b
e
t
w
e
e
n
 
t
r
a
n
s
f
e
r
 
e
d
u
c
a
t
i
o
n
 
a
n
d
 
t
e
r
m
i
n
a
l
 
t
r
a
i
n
i
n
g
,
 
t
h
e
m
o
v
e
m
e
n
t

t
o
w
a
r
d
 
I
n
t
e
g
r
a
t
i
o
n
 
o
f
 
t
h
e
 
w
h
o
l
e
 
c
o
l
l
e
g
i
a
t
e
 
e
x
p
e
r
i
e
n
c
e
,
 
a
n
d
 
t
h
e
 
s
h
o
r
t

c
o
m
m
u
n
i
c
a
t
i
o
n
 
l
i
n
e
 
b
e
t
w
e
e
n
 
t
h
e
 
p
r
e
s
i
d
e
n
t
 
a
n
d
 
h
i
s
 
s
t
a
f
f
 
a
r
e
 
a
l
l
 
s
h
o
w
n
g
r
a
p
h
i
c
a
l
l
y
 
i
n
 
t
h
i
s

i
n
i
t
i
a
l
 
t
a
b
l
e
 
o
f
 
o
r
g
a
n
i
z
a
t
i
o
n
.

I
l
i
t
i

-
-
-
i

P
r
o
f
e
s
s
i
o
n
a
l
 
D
e
v
e
l
o
p
m
e
n
t

F
a
c
i
l
i
t
a
t
o
r

D
i
r
e
c
t
o
r
 
o
f

A
d
m
i
s
s
i
o
n
s
 
a
n
d
 
R
e
c
o
r
d
s

A
D
M
I
N
I
S
T
R
A
T
I
V
E
 
O
U
T
P
U
T

D
i
r
e
c
t
o
r
 
o
f

L
e
a
r
n
i
n
g
 
R
e
s
o
u
r
c
e
s

B
u
s
i
n
e
s
s
 
S
e
r
v
i
c
e
s

O
f
f
i
c
e
r
*

1

1

D
e
a
n
 
o
f
 
H
u
m
a
n
i
s
t
i
c

S
t
u
d
i
e
s
 
a
n
d
 
R
e
l
a
t
e
d

O
c
c
u
p
a
t
i
o
n
s
:

H
u
m
a
n
i
s
t
i
c
 
H
e
r
i
t
a
g
e
,

L
a
n
g
u
a
g
e
 
A
r
t
s
,

C
o
m
p
o
s
i
t
i
o
n
,
 
R
e
a
d
i
n
g
,

L
i
t
e
r
a
t
u
r
e
,
'
S
p
e
e
c
h
,

D
r
a
m
a
,
 
F
o
r
e
i
g
n

L
a
n
g
u
a
g
e
,
 
A
r
t
,
 
M
u
s
i
c
,

P
h
i
l
o
s
o
p
h
y
,
 
J
o
u
r
n
a
l
i
s
m
,

T
e
c
h
n
i
c
a
l
 
W
r
i
t
i
n
g

I
 
G
O
V
E
R
N
I
N
G
 
B
O
A
R
D

C
H
A
N
C
E
L
L
O
R

I
 
C
O
L
L
E
G
E
 
P
R
E
S
I
D
E
N
T

C
o
u
n
c
i
l
 
f
o
r
 
t
h
e
 
C
o
o
r
d
i
n
a
t
i
o
n

o
f
 
A
d
m
i
n
i
s
t
r
a
t
i
o
n

P
r
e
s
i
d
e
n
t
 
a
n
d

A
d
m
i
n
i
s
t
r
a
t
i
v
e
 
S
t
a
f
f

[
D
i
r
e
c
t
o
r
 
o
f

F
i
r
e
 
S
c
i
e
n
c
e
'

S
t
u
d
e
n
t
 
C
l
u
b
s
 
a
n
d

C
o
m
m
u
n
i
t
y
/
C
u
l
t
u
r
a
l

A
c
t
i
v
i
t
i
e
s
 
O
f
f
i
c
e
r
*

D
e
a
n
 
o
f
 
B
e
h
a
v
i
o
r
a
l

S
c
i
e
n
c
e
s
 
a
n
d
 
R
e
l
a
t
e
d

C
o
c
u
p
a
t
i
o
n
s
:

B
e
h
a
v
i
o
r
a
l
 
S
t
u
d
i
e
s
,

P
s
y
c
h
o
l
o
g
y
,
 
S
o
c
i
o
l
o
g
y
,
 
.

A
n
t
h
r
o
p
o
l
o
g
y
,
 
E
a
r
l
y

C
h
i
l
d
h
o
o
d
 
D
e
v
e
l
o
p
m
e
n
t
,

H
e
a
l
t
h
 
E
d
u
c
a
t
i
o
n
,
 
H
u
 
-
a
n

S
e
r
v
i
c
e
s
,
 
G
r
o
u
p
 
a
n
d

I
n
d
i
v
i
d
u
a
l
 
C
o
u
n
s
e
l
i
n
g
,

P
h
y
s
i
c
a
l
 
E
d
u
c
a
t
i
o
n

I
A
A
s
s
o
c
i
a
t
e
 
D
i
r
e
c
t
o
r
 
o
f

P
h
y
s
i
c
a
l
 
E
d
u
c
a
t
i
o
n
,

I
n
t
e
r
c
o
l
l
e
g
i
a
t
e

t
h
l
e
t
i
c
s
 
6
 
R
e
c
r
e
a
t
i
o
n

1
I

I
C
o
o
r
d
i
n
a
t
o
r

A
s
s
o
c
i
a
t
e

o
f
 
C
o
u
n
s
e
l
i
n
g

D
i
r
e
c
t
o
r
 
o
f

A
d
m
i
n
i
s
t
r
a
-

t
i
o
n
 
o
f
 
J
u
s
-

t
i
c
e

D
e
a
n
 
o
f
 
S
o
c
i
a
l
 
a
n
d

E
c
o
n
o
m
i
c
 
S
c
i
e
n
c
e
 
a
n
d

R
e
l
a
t
e
d
 
O
c
c
u
p
a
t
i
o
n
s
:

S
o
c
i
a
l
 
S
t
u
d
i
e
s
,
 
P
o
l
i
-

t
i
c
a
l
 
S
c
i
e
n
c
e
,
 
H
i
s
t
o
r
y
,

G
e
o
g
r
a
p
h
y
,
 
E
c
o
n
o
m
i
c
s
,

B
u
s
i
n
e
s
s
 
A
d
m
i
n
i
s
t
r
a
t
i
o
n
,

B
u
s
i
n
e
s
s
 
S
k
i
l
l
s
,
 
M
a
n
a
g
e
-

m
e
n
t
 
a
n
d
 
S
u
p
e
r
v
i
s
i
o
n
,

F
o
o
d
 
S
e
r
v
i
c
e
s
,
 
R
e
a
l

,

E
s
t
a
t
e
,
 
C
o
s
m
e
t
o
l
o
g
y
,

O
i
e
t
'
c
 
a
n
s

F
i
n
a
n
c
i
a
l

A
i
d
s

O
f
f
i
c
e
r
*

P
l
a
c
e
m
e
n
t

O
f
f
i
c
e
r
*

A
s
s
o
c
i
a
t
e

D
i
r
e
c
t
o
r

D
i
r
e
c
t
o
r
 
o
f

C
o
o
p
e
r
a
t
i
v
e

E
d
u
c
a
t
i
o
n

P
O
L
I
C
Y
 
I
N
P
U
T

E
d
u
c
a
t
i
o
n
a
l
 
P
o
l
i
c
i
e
s
 
C
o
m
m
i
t
t
e
e

P
r
e
s
i
d
e
n
t

A
p
p
o
i
n
t
e
d
 
A
d
m
i
n
i
s
t
r
a
t
o
r
s
 
(
2
)

A
d
v
i
s
o
r
y
 
C
l
u
s
t
e
r
 
C
h
a
i
r
p
e
r
s
o
n
s
 
(
6
)

S
t
u
d
e
n
t
 
C
i
u
s
t
e
r
 
R
e
p
r
e
s
e
n
t
a
t
i
v
e
s
 
(
2
)

T
a
s
k
 
F
o
r
c
e
s

A
p
p
o
i
n
t
e
d
 
a
s

N
e
e
d
e
d

A
d
v
i
s
o
r
y
 
C
l
u
s
t
e
r
s
+

A
d
v
i
s
o
r
y
 
C
l
u
s
t
e
r
 
R
e
p
r
e
s
e
n
t
a
t
i
v
e

F
a
c
u
l
t
y
 
M
e
m
b
e
r
s
 
f
r
o
m
 
t
h
e
 
S
i
x

S
t
u
d
y
 
A
r
e
a
s
 
(
1
7
)

A
p
p
o
i
n
t
e
d
 
A
d
m
i
n
i
s
t
r
a
t
o
r
s
 
(
1
 
o
r
,
2
)

E
l
e
c
t
e
d
 
S
t
u
d
e
n
t
 
M
e
m
b
e
r
s
 
(
2
)

A
l
t
e
r
n
a
t
e
 
S
t
u
d
e
n
t
 
M
e
m
b
e
r
 
(
1
)

0

D
e
a
n
 
o
f
 
N
a
t
u
r
a
l

S
c
i
e
n
c
e
 
a
n
d
 
R
e
l
a
t
e
d

O
c
c
u
p
a
t
i
o
n
s
:

B
i
o
l
o
g
i
c
a
l
 
S
c
i
e
n
c
e
s
,

A
n
a
t
o
m
y
 
a
n
d
 
P
h
y
s
i
o
l
o
g
y
,

B
i
o
l
o
g
y
,
 
P
h
y
s
i
c
a
l
 
S
c
i
e
n
t
e
s
,

A
s
t
r
o
n
o
m
y
,
 
C
h
e
m
i
s
t
r
y
,

P
h
y
s
i
c
s
:
7
!
 
G
e
o
l
o
g
y
,
 
M
a
t
h
e
-

m
a
t
i
c
s
,
 
M
e
d
i
c
a
l
 
S
e
r
v
i
c
e
s
,

A
p
p
l
i
a
n
c
e
 
R
e
p
a
i
r
,
 
R
a
d
i
o
:
a
n
d

T
V
,
 
S
m
a
l
l
 
E
n
g
i
n
e
s
,
 
W
e
e
d
i
n
g
,

D
r
a
f
t
i
n
g

A
s
s
o
c
i
a
t
e
 
D
i
r
e
c
t
o
r
'

.

N
u
r
s
i
n
g

L
e
g
e
n
d

A
d
m
i
n
i
s
t
r
a
t
i
v
e
 
O
u
t
p
u
t

P
o
l
i
c
y
 
I
n
p
u
t

*
N
o
n
-
C
e
r
t
i
f
i
c
a
t
e
d

+
T
h
e
r
e
 
w
i
l
l
 
b
e
 
s
i
x
 
c
l
u
s
t
e
r
s

u
n
t
i
l
 
s
i
z
e
 
w
a
r
r
a
n
t
s
 
a
d
d
i
t
i
o
n
a
l

c
l
u
s
t
e
r
s

0



The model of general education being described in thit book represents

planned change in a complex social organization. There are certain conditions-

that must prevail if planned change is to occur with much chance of success.

Theie conditions are: 1) resources, 2) institutional readiness for change,

3) establishment of priorities, 4) strong advocacy, and 5) broad paeticipatiorh

Happily; for Los Medanos College all of these conditions did obtain. The

college applied for and received a two-year U.S. Office of Education grant to

award honoraria to the participant instructors for their extra hours of planning

and preparing. The basic general education schema was developed before the

college even hired a teaching staff so that readiness for curricular change

couldand. didbecome-a criterion of staff selection. There was philosophic

acceptance of the idea that general education was the core of any curriculum- -

hence the priorities were established. The Superintendent of the District,

Karl 0. Drexel, and the President-designate, John I. Carhart, were personally

convinced that traditional "cafeteria-style" general educatiOn was not philoso-

phically valid. They were willing to be strong advocates in the academic and in

the wider community for a more solid, less permissive, more structured general

education program. And finally, 29 of the original contract teaching staff of

58 were assigned to4plan and to teach the general education courses. Even this

broad pa-rticipation grew broader, for those instructors not teaching general

education courses became insistent that there be mutual understanding among`'

those engaged in general and special education.

All Of this then was the context in which the Los Medanos College model of

general education was conceived and developed. Attention will next be turned to -

sketching the outline and filling in the details of this model.



CHAPTER ill

The General Education Model /
The first step in the conceptualkzation of this modals was to subject tradi-

.

tional general education programs to a rigorous critique. Many colleges were

found to give general education credit for virtually all academic, transfer

courses. This was rejected. Some colleges were found to giVe.general education

credit for certain technical/vocational courses. Even in 1975 it was seriously

proposed to the Board of Governors of the California Community College System

that they mandate the acceptance of technical/vocational courses for the state

general education requirements. This was fought in 1975 just as it was rejected

during the critique stage in 1971. Most colleges were found to operate with a

"cafeteria-style" plan of general education. Students were allowed to apply

almost any course that had even tenuous connection with the categories of science,

social science and humanities toward the general education requirement. This

was rejected. Some colleges were found that justified the absence of a.pattern

of general education, courses by the dubious argument that all ipstructors brought

a general education perspective to all courses. This toewas rejected. -A few

colleges were found that espoused the "issues approach," arguing that inter- .

disciplinary issues raised in all courses, or at least key courses, would, when

fully explored, have a general education effect on the students. This was not

rejected flatly. Yet it was assessed as being unstructured, dependent upon the

questionable assumption of the solid general education of each faculty member,

lacking In institutional direction, tending to make general education incidental

42
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rather than core learning, and, all In all, as leaving too much to chance.

It is easy enough to reject what experience and logic demonstrate to be

inadequate. it is much more difficult to come up with the right answers.

As a matter of fact, it isn't too easy even to come up with the right questions.

Right or wrong, the questions which began to formulate themselves were these:

What ore the areas of knowledge of which all students need basic

understanding?

Will an introductory course in any discipline within an area of 1

knowledge cover the fundamental concepts of that whole area?

Are there indeed fundamental .concepts which are common to all the

disciplines within an area of knowledge?

Is there redundancy of coverage of basic concepts in the various

disciplines which fall within an area of knowledge?

Does knowledge of basic concepts allow a student to move easily and

quickly from one discipline into any other related discipline within

an area of knowledge?

If there is generic,content that is common to disciplines within an

area of knowledge, can that generic content be extracted anditaught?

Is it possible for instructors to first separate generic content

from specific disclpline content, arrive at reasonable consensus,
and then teach each in at coordinated fashion?

If the process is to extract commonalities and to relate disciplines

only within a circumscribed area of knowledge, Is that not Intro-

disciplinary, rather than interdisciplinary?

Now can the relationship be movedup to an interdisciplinary level?

Can a general education program be planned and taught in such a

way as to obviate the need for ethnic studies programs and women's

studies programs?

If Log Medanos is to be a "college for survival," can the societal

issues which put survival in Jeopardy be incorporated into the
required general education program?

Can- students be taught how to design and carry out their own

continuing education within the framework,of a mandatory general

education program?

50
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How can a general education program be designed to move students first
to acceptance of cultural pluralism and from there to beginning
development of a world view?'

\N,
How can the process of planning and executing a general education
program be designed to break down the-discipltnary barriers between
faculty members and to facilitate their constant communication one
with another?

Can, the general education prOgram be made economically viable? Can

it increase the economic viability of the whole College?

Only operdAjonal, not definitive, answers to these questions were foith-

coming. The answers, tentative as they were, began to shape themselves into

,o
an order, into an internal logic, into a meaningful whole, into a model whose

plausibility.laqd promise were great enough to warrant an institutionally

supported experiment.

The Basic Concept

When Los Medanos College enrolled its first class of students in September

1974, the core of the curriculum offered was six intradisciplinary packages

covering these.categories of knowledge: behavioral sciences, social sciences,

biological sciences, physical sciences, language arts and humanistic studies.

Each of these packages was designed to help students interrelate knowledge

within a broad area and to help them see the implications this integrated

,knowledge has for them and for the world in which they strive,to survive.

The word'"package" is used advisedly, for the total learning experience

includes four aspects which are mutually dependent yet distinct. These are:

llthe concepts, principles, generalizations, theories, attitudes and values

that are basic and common to the several disciplines that make up the area;

2) the interrelationships of the various disciplines and the societal implications

that flow from the knowledge of these disciplines; 3) the substantive content

r
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of the specific disciplines; and 4) the plural pursuits of special interests

stipulated in a contractbetween a student, or a small group of students, and

the instructor. The first two aspects, commonalities and interrelationships

plus societal implications, are centered, but not exclusively, in what came to

be labelled the generic course. The second two dimensions, substantive Content

and plural pursuits, are to be found in what came to be'called' the discipline

courses.

Students are advised that each semester they will be expected to enroll in

one, or preferably two, of these general education approaches to interrelated

knowledge and to the overriding societal Issues of this last/quarter of the 20th

Century. Students are also advised that to receive the lnstituyonal endorsement

of either an-Associate in Arts or an Associate in Scien ;e degree, a graduate will

be obliged to have sa,tisfactorily,completed all six of these fields of study.

Although Itis not yet a graduation requfreMent, students are strongly encouraged

to take a capstone,course in which the next step is taken from intradisciplinary

connecting of related fields to interdisciplinary approaches to the solving of

problems that transcend discipline boundaries. This capstOne course is called i9

the Interdisciplinary Colloquy, or more popularly, the Sophomore Colloquy.

Elaborations

The basic concept condensed into the above paragraphs sounds complex and

may also be obscured by the local jargon'that has developed to describe it. It

is really quite simple and, straightforward. Start with a picture in mind of two

clOsely related yet separable courses. The first course (generic) lys out the

concepts, principles, generalizations, theories,. attitudes and val'ues which are

commorto all the subject areas within that field, The second course (discipline)



concentrates on the basic subject matter of a triditional field of knowledge,

while also providing time for student-designed projects of special interests

(plural purs4its). The implications of the knowledge learned for pressing

societal issues are drawn from both the generic and the discipline courses.

Using the example of the behavioral sciences area, a rough,outline would look

like that pictured in Table 6. 1.

TABLE 6

INTRADISCIPLINARY SCHEMA FOR GENERAL EDUCATION IN THE BEHAVIORAL SCIENCES

ar
GENERIC -COURSE IN BEHAVIORAL SCIENCE

DISCIPLINE OF PSYCHOLOGY

Plural Pursuit:

(Example)

Psychic
phenomena
mysticisms

DISCIPLINE OF SOCIOLOGY

Plural Pursuit:

(Example)

Sociology of
the barrio

46,

DISCIPLINE OF ANTHROPOLOGY

ura Pursu t:

(Example)

Women's roles
in primitive
societies

Thus: There is a generic course that treats the concepts, principles, generali-

zations, theories,,attitudes and values which are Common to all behavioral sciences

and which have implications for trying;to solve societal problems; 2) Students in

the generic course must concurrently choose to concentrate on the specific content

of psychology or sociol.lgy or anthropology; 3) Small groups, or even individual

student's, contract to pursue In depth a special interest of their own selection

and design; 4) The progression in siee is from large group, to middle sized

group to small group; and 5) The progressioh in content is from general and

abstract to specific and concrete.

5 ,3
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But behavioral science is only one of six general education areas. Before

going further, perhaps it would be well to see the sub-divisiong of all six.

This Is s n, minus complicating detail, in Table 7.

TABLE 7

DISMLINES WITHIN EACH GENERAL. EDUCATION AREA

BEHAVIORAL SCIENCE

Anthroporogy
Psychology
Sociology

PHYSICAL SCIENCES

Astronomy
Chemistry
Physical Science.
Physics

SOCIAL SCIENCES

Economics
Geography
History
Political Science

1.

LANGUAGE ARTS

Composition
Reading
Speech

BIOLOGICAL SCIENCES

Anatomy & Physiology
Biology
Human Biology &

Heal&
Ecology

HUMANISTIC STUDIES

Art
Dramatic Art
General Humanities
Literature
Music
PhIlosorhy

There is complicating detail, however, and that will be the next level of

explanation.

The Generic Cour4e

a)

As can be surmised from Tables 6 and 7, there are large generlIc course

sections which feed into much smaller discipline course sections. ThA usual

4

package'ls one generic sectIon to three discipline sections. There are.no-

fewer than four and as many as seven or eight such packages offered each semester

In all six of the general education areas. These are literally "package deals"
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since students must have, concurrent or prior enrollment in the generic course

along with enrollment in one, or possibly several, of the discipline courses.

This last point raises some complications that should be explained. Many

students opt to take two related discipline courses the same semester, o perhapt

to, take one discipline cotrse in the fall semester and then a related discipline

course, in the spring semester. Obv4usly, the Student should not be obliged

to-repeat the generic course to which these two disciPline courses are tied,

hence the phrase "concurrent or prior enrOpment in the generib course." Another

explanation is in order and then an example will be given: At Los Medanos

CdllegetIl courses that are transferable totenior colle es carry a I after

their numbers. Further, courses that meet the criteria of nefW1 education

requirementsalS6 carry a G after their numbers. Since all general education

courses are transferable, they all carry the TG designation after their numbers.

The generic courses in each of the six areas esignated ITG. Nr for the

example: Suppose a student wanted to tak: ge6ral education course in both

psychology and sociology during the e semester. Such a student would be

obliged to enroll in one generic section (Behavioral Science 1TG) which would

serveas the companion course to both discipline courses.(Psychology 10TG-and

Sociology 15TG). If that same student then wanted to take Anthropology 5TG the

following semester, he or she would be allowed to do so without repeating the

generic course (Behavioral Science 1TG).

4t,
Five of the,tix generic courses are organized as one-unit courses meeting

one hour per week. The exception is Social Science 1TG, Social Order and

Institutions, which for reasons unique to the American Institutions Requirement

of the Statelof California meets two hours per week and carries two units.

ti) r t)
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Each section of the generic courses enrolls from 90 to 120 students. The

usual sub-division is three discipline sections with either.30 or 0 students

each. The language arts such as reading, composition and speech usually have

30 as the Optimal number, as is also true of the science courses that involve

laboratories. The discipline sections in the social sciences, the behaviorai

sciences and the humanistic studies are most often pegged at an enrollynt of 40.

, Teaching to a group as large as 90 to 120 students isa difficult task, and

it is not made easier by the fact that the content is at the most abstract level.

It requires the generation of motivation and the stimulation of every sense organ

by which students learn. This was anticipated from the beginning; hence the

generic courses were planned to exploit every possible audio and visual medium.

initructors plan each class hour with detaPled care and are offered the technical

assistance of the staff of the Learning Resource Center plus help in generating

learning strategies and 'teaching tactics from the deans and the Professional

Development Facilitator.

As the term generic implies, the whole notion of the course is based on

assumption that there.are concepts, principles, generalizations, theories,

o

attitudes and values common to all of the disciplines within an area. This seems

self evident, for if courses are related, e.g., psychology, sociology and'anthro-

,--
pology, they must be related by their commonalities. Experience has demonstrated

that -with enough searching and discussion, instructors can arrive at reasonible

consensus on the basics.which arekommon to all'the'disciplines within an area of
Ca

knowledge. It was also found that these commonalities could be extracted, brought

clearly into focus, and their application to each of the member disciplines

demonstrated. This became the content of the generic courses. This content

5G
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should be, and is, subjected to periodic review and revision, but so far there

is a central core which coMmands continuing agreement.

The model'also calls for the instructor in the generic course to lead

students to think seriously about the implications of the knowledge gained for

the issues of individual, societal and planet survival. It was thought that

in both the generic and the discipline courses, each general educatior packae

would be addressed to.one, several or all of the issues of population, ecology,

nuclear war, alienation, erosion of credibility, racism, sexism and the other

evil contents of the future's Pandora's Box. Instructors do try to draw these

Implications and have &One yeoman service. In moving students toward cultural

pluralism And a world view. However, giving students a structured understanding

of.the major societal issues has proven to be an.ambitious undertaking, of which

more will be said in the chapters dealing with evaluation.

The generic course and the discipline courses.are interconnected and mutually

dependent. Therefore it is absolutely essential that all instructors lh every

general education area be directly involved in the detalled.plannIng of the

6

generic course. In this Way, communication among colteagues is built into the

model. The planning of all the generic courses depends on and stimulates

communication, which is often carried over into the planning of the discipline

courses as well. The'way in which the generic course is actually taught has

varied from area to area. some have opteceto follow the original plan of having

one instructor coordinate the input of his colleagues but to teach the course

by himself. Others have experimented with a team,,,of three instructors partici-

pating actively in each class hour. The instructional method to which most are

turning after almost three semesters of operation is to divide the topics among

57 A'
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all instructors in that particular general education area and then let each '

-Individual be responsible for presenting his or her-topics to all sections of the

generic course. The movement has, been in this direction because a. highly

mediated presentation of a topic requirei many hours of preparation and a style

of, presentation unique to an individual. However,both the group planning of

content and the group critique after the presentation sustain the original

intention of an Intradisciplinary approach.
6-

The Discipline Courses

Asmentioned. in the preceding section ancea,s depicted in Tables 6 and 7,

the discipline,couetes are breakdowns from the generic course. The generic

course provides the foundation knowledge for the whole area, and the discipline

courses provide opvion4of concentration so that students can elect to move

into the channel(s) of their own needs and interests., Further, discipline

courses provide options within options since plural' pursuits of special interests

are built.into the structure of all discipline coursesthat carry the TG desig-

nation-

To fit into the general education package, a discipline course must share
A

fundamental commonalities with other disciplines within the same area, must be

basic, beginning course in'a field of study, must-span a broad,spectrum of know-

ledge, And must meet thscriterion of presenting content which all people need

to know in order to lead self-fulfilling lives and to be. responsible, contributing

members of the society. Ordinarily, theoiscipline course in the general education

paOkage ivhe introductory course to that disgipline._ Certainly, second level
fi

courses in a field, e.g., the traditional Economics 1B, cannot bee part of the

package: The prerequisite system obviates most of such questions of admissability.
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a ,

The same reasoning applies to narrower, more'advanced courses In any field. The

question of their admi;sability nas been made moot sinceothe broader course

will be the first course, and once the first course is taken, the general educe-
,

tion requirement in that area has already been met.

There are three or more options of discipline courses for each of the six

general education areas. The intent has been to keep the number limited and to

hold strictly to the criteria of,general education. If this were not the policy,

there would be bids to define more and more courses as general education discip-

lines in order to insure sizeable enrollments, and soon there would be a return

to "cafeteria -style" general, qucation. One built-in deterrent to such prolifera-

tion is the fact that instructors who teach the discipline courses are required

to participate in the planning, development and teaching of the generic course.

Likewise, the content of every discipline course is subjected to the critique of

colleagues teaching related discipline courses.

Mast ilsclpllne courses carry three units and meet three hours per week
%Ina,

throughout the semester. The three language arts courses, 'reading, compositiOn

and speech, meet four hours per week and the laboratOry science courses call for

five or even up to eight hours per week. When the-generic course is coupled to

this, then the package amounts to a minimum of four and a maximum of nine hours

per week. Since each generic and discipline package always involves more class

hours than a traditional course meeting the general education requirement for

upper division courses, Los Medanos College has experienced no difficulty in

articulating these'non-traditional packages with *he colleges and universities

.to which students transfer.

One of the reasons that discipline-course instructors are required also to

teach the corresponding generic course is that the content lof the disciftine
4
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courses is related--where possible even synchronizedgo the concepts, principles,

generalizations, theories, attitudes and values taught in the generic course.

This makfs-communication between the instructor, in the generic section and the

Instructors in the discipline courses a constant two-way flow, for each has to

know what the others are-doing to be able to build upon and reinforce the learning

that Is taking place in the others' sphere. To generalize upon this, both intra-

disciplinary and interdisciplinary.teaching require that faculty members engage

In a neverending dialogue. Realizing this, the two-way flow of communication was

built into the structure of this model wherever possible.

The content of the discipline courses. should also be related to the societal

Implications that are Introduced in the generic courses. It is difficult, perhaps

pointless, for the Instructor in the generic course to talk about the implications

of the knowledge being presented for societal issues if his colleagues in the

discipline courses fall to pick up the generall2ati,ons and reinforce them with

the specific content of their courses There is no doubt that this sort of

for=rd 'pass from generic to discipline course is occuring as the content relates

to racism, sexism and certain other societal issues. Here also, the movement'

from cultural pluralisM to a world view has begun. More doubtful,,and this will

be treated In the chapters on evaluation, is whether the students are being

taught enough of a structured understanding of the whole array of societal issues

for them to relate the knowledge they are learning in the generic and discipline

courses to possible solutions of these problems.

Plural Pursuits

If students are encouraged to make beginning effoqts at autonomy in designing

their own educations, it Is reasonable to expect that they will come up with

61)
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unique ways to get from where they are to where they want to be. They will puruse

many'different goals down many different paths; hence the term "plural pursuits."

!Sierra) pursqits.is the contractual part,of the discipline course which provides a

wide range/of options and which gives students an opportunity to.experiment in

designing their own educations. In other words, plural pursults.provides freedom

for students to follow their own interests but within the boundaries of strong

structure.

For some students, plural pursuits provides an opportunity to go deeper into

aspect'of ethnic perspective or women's perspective which has beer)' introduced

In the gendric or discipline course, e.g., women's liberation as seen by Black

women. For some students, plural pursuits becomes a means of exploring how the

knowledge in the discipline course, relates to the career which they are planning

to enter, e.g.., physical principles involved in welding. For some students,

plural pursuits encourages depth investigation of a societal issue that is

directly connected to the subject matter of the discipline course, e.g(., should

there be limits to genetic research? For still other students, plurl pursuits

allows the study of any subject which they and the instructor can agree is

intrinsically valuable and fits within the objectives of the course, e.g.,

grafitti as mural painting and public art. It does not take much imagination to

envision the creative possibilities that would offer themselves in each of the

disciplitle.courses within the six general education areas. Here are some off-the-

cuff examples of topics drawn from various disciplines in three of these areas.

Obviously they would need paring and refining before they would become feasible

plural pursuits:

61



Behavioral Sciences

Wazeas a Perceptual
frame

The psychological factors
in over-population

Variant, life styles

The Black perspective
In psychology

Sex roles in Mexico

Man's nature and
nationalism

The Yippies: politics
of the absurd

The paradox of freedom
and order

Sociology of the barrio

Statistics in behavioral

sciences

Rationalism and
mysticism

Macho males and
castrating females

Biological Sciences

Racial genetics

Ecological field study

The ethics of science

Extra-terrestial life

Malthus and the pill

55

Humanistic Studies

Black poets and play-
wrights

Pocho as a creative
language

Afro-American films

Mathematics' in music

and art

The interface of chemistry
and biology Grammar as a form of

logic

Abortion and mercy killing
The roots of Jazz

The frontiers of medicine
Art as an international

Ecology of the San Joaquin language

Delta
Themes in current

The population-productivity literature .

race

Biofeedback

Third world art movements

The movies as social

The physiology of meditation criticism

Mexican muralists

Women, photographers

As noted before, the progression in all of the general education packages is

from large group to small group as well as from abstract and general to'concrete and

specific. The 90 or 120 students in the generic course sub-divide into 30 or 40

students in the discipline courses, tahich in turn sub-divide into groups of 10 for

plural pursuits and, more often than not, reduce to the educational ultimate of one

student talking to one instructor. One hour of the three or four hours in the

typical discipline course is given over to plural pursuits. The usual procedure
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is for the discipline Instructor to meet with all students during the plural-

Pursuits hour for the first couple of weeks of the semester., fri-t-hese sessions the
A

rationale for plural pursuits is explained and students are challegged to start

thinking of a topic of special interest to them. After about the third week the

class. Is divided into broad interest areas and a schedule is set up,which has one

third of the class coming every third week on d rotational basis'for this one-

hour_poTtion of the discipline course./ The other two-thirds are instructed to
2A

work In the Learning Resource Center or on their own on their plural pursuit,

projects. Out of these small group sessions and/or individual sessions comes a

written contract signed by student and instructor and stipulating the plural

pursuit goals and the means to be used In achieving these goals. From that

point on the instructor becomes a resource person, a critic, a gadfly and an

evaluator. Since the plural pursuit.is roughly a third of the discipline

course, about one third of the final grade in the discipline course Is dependent

upon it:

All that has been described so far is intradlsciplinary; it Is a model for the

'relating of knowledge within each area of six arbitrarily defined areas. This in

itself Is ar ambitious undertaking, but it need not be assumed that to ascend

from intradisciplinary to interdisciplinary would call for an equally complex and

ambitious program. Actually, only one more step Is needed: the pulling together

of knowledge toward the solving of problems whose dimensions are bigger than any

one area of knowledge. Before describing one way In which this synthesis might

be made, an outlined review of,the much larger intradisciplinary portion of this

model is offered in Table 8.
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An Interdisciplinary Colloquy

The Idea of a sophomore colloquy predated the formulatron of the rest of

this general education model. The notion was based on the need of more advanced

students to bring together all that they had learned In other courses and apply

It In some meaningful fashion. Although oversimplified, it Is still essentially

true that students can't be interdisciplinary in their application of knowledge

unless they first have some knowledge.from different disciplines to interrelate.

For that matter,,neither can instructors,.for even though most Instructors know

the basics in fields of knowledge other than their owe, they have not-been educated

as generalists nor do they see themselves at "renaissance melt." Fqg these

..reasons, there was initial reluctance to make the Hterdisciplinary colloquy a

part of the general education graduation requirements or to commit other than

volunteers to teach it. It Is an experiment that has taken theoretical shape but

has not yet been carried out.

The plan is to invite students who have completed two or more of the general

education packages to participate In a class where knowledge from diverse

disciplines will be brought to bear on some large societal issue. This colloquy

will build upon the constant investigation into societal Implicationt that should

characterize all the general education courses, and it is envisioned as a continuing

and deepening dialogue on the societal Issues, their ethical dimensions and the

options for social change. This Interdisciplinary Colloquy Is designed to bridge

the disciplines, so that the teaching teams would, for example, pair instructors

from behavioral sciences with instrtgrs from biological sciences on the issue of

population, or instructors from social sciences with instructors from the humanistic

studies on the Issue of planning a post-Industrial society. This kind of inter-
.

///
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,disciplinary cross-over would also describe the student mix. The goal Is to get

Instructors and students'of varying interests and,speclal knowledge to band

together to creatively attack societal problems that cut across the whole

spectrum of disciplines and, being international in scope and effect, require a

world view on the part of those dauntless enough to face them.

O

A first attempt will be made in the spring semester, 1976, using one instructor

from biology, one from philos'ophy and one with equal preparation in both psychology

andlphysids. The class will zero in on the question of the inevitability of

progress and will useas its vehicle Jacob 9ronoWski's "The Ascent of Man." It

will be a three-hour,' three -unit course with one team-taught large-group session

and two seminar sessions per week in which the three small groups can have an

instructor-qApdent dialogue. Whether this format will become the standard for the
1r

Interdisciplinary Colloquy and whether this top of the general education pyramid

will become a graduation requirement remain.as policy questions to be submitted

for future consideration by the Advisory Clusters. (See Table 5, Los Medanos

College Governance Model, page 40.)

Student Requirements

For the institutional endorsement of anAssociate in Arts'or Associate in

Science degree, students at Los Medanos College are required to complete the

generic and a discipline course in each of the six general education,areas. In

the area of social science this comes to 5 units and in all-other areas 4 units,

making a total of 25 units: In addition, students are presently required by

district policy to take 2 units of physical education activity, bringing the total

graduation requirements to 27 of the 60 units minimum for the AA or AS degrees.

If a 3-unit Interdisciplinary Colloquy were added to this, graduates would still

have one half of all course work (30 units) as completely free electives.

(3(3
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Community colleges In California have the right to stipulate on the student's

transcript those courses which are at the baccalaureate level. They also have

the right to'stipulate for students transferring to the California State Univer-
\

sity and College System that their 40-unit general education pattern has been met

If, Indeed, It has.. Suffice It to say here that the 25 units In the Los Medanos

College general education program do all contribute toward this CSUC requirement

of 32 units in the 'four areas of humanities, basic subject, natural sciences and

social sciences -and/or'towardithe eight elective units. This detail, local to

California, ins OVen to demonstrate that for the transfer student- -and Los

Medanos College all students are potentially transfer students--a 30-At general

education program is all plus and no minus. The student who at any point decides

to limit his or her educ tipn to the two-year degree would still be able to take

at least 33 units In a majoi or field of career training. Actually, the 33 units

Is minimal, for It is hard to conceive of a major or 'career Field where one or

several of the general:education courses would not also be required for the major,

e.g:, anatomy and phystOlogy for nursing orpsychology for police science or

physical science for rallo and television or economics for real estate and so on

and so on. If such students, later change their minds and decide to pursue upper-
.

division education, they will have'already meethe transfer requirements In general

education, and hence be well on their way.

Instructor Load and Schedule

Instructor load In a college Is a funrridn of class hours, preparation and

number of students. The typical teaching load at Los Medanos College ics fifteen

lecture hours. It Is tly policy of the college to keep the number of prepdhtions

to a minimum. Class size varies from an opening minimum of 20 to a maximum equal

(3 7
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to the number of seats in the largest 1 e-e ture hall (120). The financial con-

stralnts of the district require the weekly student contact hours (WSCH) to

average about 540. The college policy against proliferation of cpurses,
Ca.

particularly general education courses, helps to make for minimum propeations

and for a viable WSCH total. In most cases teaching general-education

courses assures minim parations although prodigious effort Is required to

prepare properly, p ularly for the generic courses.
vt

The instructor oa 44 terms of asV_calw, pre rations and number of

students as well as 'the economics of weekly student contact hours'can be

Illustrated.w10 the hypothetical e mp/le, shown in Table 9, of an instructor

who teaches one:generic, section in social science and two sections each of two

different tilscIpline course's in history.

TABLE 9

SAMPLE INSTRUCTOR LOAD IN SOCIAL SCIENCE

!0

Course
Number

Section
Number

Course Name Units Hours Maximum
Enrollment

WSCH

SOCSC 1TG 2 Social Order & Institutions 2 2 120 240

SOCSC AFG 1 History: The World From A
Non-Western.Pors ective

4

3 3 40 120

SOCSC 3OTG 2 History: The World From A
Non-Western Perspective

3 3 40 120

tOCSC 32TG 2 Histor : United States 3 3 40 ,20

,

SOCSC 12TG 4,

.

History: United States

TOTALS

3 3

14

40. 120

720
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The Instructor tri this example would have three preparations, would teach 14 class

,hours per week and would generate 720"weekly student contact hours. to actual

, -,,p
.

.

,
.

.

.
experience these hypothetical maximums do Abt usually hold, so/he WSCH only v

._ , .

approXimates the total given. Even so, experience has shown that general

. ry

so, 1

education instructor's, carry more tnqn their fair share of the load and in doing so

help to sustain important, -but low-enrollment courses in specialty subjects.

. A Recapitulation
,

,

le outline of the general educationoprogram at Los Medanos College leas been

sketched in this chapter. The progression is from the generic course to the

.

discipline course to plural pursuits in each of the six areas of knowledge:

behavioral sciences, social sciences,. biological sciences, physical sciences,

language arts and humanistic studies. There are therefore six generic courses.

each coupled to one of three or four disCipline courses in each of the broad

areas. .The generic courses attempt to extract the concepts, principles, generali-

zations, theories, attItudes and values which are common to all the disciplines

within that area. They also'attempt to interrelate the disciplines within . each
a

category.of knowledge end, where possible, to draw the implication's that each

field has for the societal threats to survival, e.g.,.populatiO4, nuclear at,

national sovereignty, environmental pollution, alienation, etc.

The discipline courses are 'traditional in that they cover the essential and

specific knowledge of the various disciplines yet are also innovative in that they

are heavily oriented towarcCIndividual and societal implications,and have built

0

into them a feature called plural pursuits. This forces students to begin to

design their own educations, so that one hour ter week of each discipline course

is devoted to planning and carrying out individual or, gmall-group contracts to do

projects, investigations', field work, surveys, sbecialized study, etc.

10

9



a

63

01 7

'The'goals of this model are to help students develop an interrelated view

of the world as seen through the humanities, the language arts, the biological and

physical sciences and' the social and behavioral sciences; to give students a

broad, integrated approach to contemporaryworld problems; to help students become

More understanding and accepting of cultural diversities and to begin developing

a world view. The Intent is to bring the world in all of its complexity to the

minds. of 'the students and to help them see how they can educite,themselves to

cope'with its threats and to enjoy its pleasures. Judgment.op whether these

10 goals and intents are feasible first requires a more detailed. picture of the major

elements of the model and then a report from outside evaluato#s onJts planning

nd'carrying out. Providing this basis for judgment .w111 occupy the remaining

chapters of the book.

S
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CHAPTER IV

Generic and Discipline Courses

The rudiments of the model described in the preceding chapter were sketched

in a position paper in early 1972. More elaborated and refined editions of this

paper were written and used as points of departure in the planning process.

Applicants- for teaching positions in the general education curriculum were given

copies ofthis %eveloping position paper and were asked to respond with critical

reactlons,jand with statements on their views of general. education. In-this way the

original cadre of staff members who were chosen had 'a beginning hand in developing

the generaledutation model and registered their pledge'to general education as a

,.....---/' .

concept atTeast, if-.ot td this particular model of general education.
7 k 7

.

Throaghout the efttc year 1973-1974 instructors who, were billed to teach
i l .

\'
in the general education areas met for several hours each week for intensive

planning. At first these were general meetings devoted tibiexplication of various

aspects of the developing model. Once staff members became familiar with the

overall plan, the general meetings broke into area meetings and became task

oriented. The first task was to try to separate the generic from the more specific

content of the disciplines.

On occasion, as a matter of fact on frequent occasion, the instructors in

each area-would reconverge into meetings of the entire general education faculty.

Sometimes this was necessary to regain a common focus on the whole enterprise.

Sometimes the general meetings were used to allow the Professional Development

Facilitat9r to share his insights on the planning-process' itself, to suggest

64
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widely applicable learning strategies and to pull from the group ideas on related

teaching tactics. Sometimes theinstructors reconvened in general meetings to

-.hear consultafits on ethnic perspeCtives, on women's perspectiVes, on cultural.

7pluralism and world view and on how to interject all-of these into teaching.

.Periodically during the planning year of 1973-1974 and the first operational

year of 1974-1975, one or two-day faculty retreats were held for summing up,

stock-taking, reaffirmation of commitment and energizing for new stages of

planning. These retreats were restricted to the general education staff until

it became apparent that the non-general education staff wanted both to know what

was going on and to have some say in it.

The area meetings were chaired by their respective deans (behavioral sciences,

social sciences, natural sciences, language arts and humanistic studies), and two

of these administrative areas were sub-divided further into their constituent

subject areas, biological and phystbal sciences in the one case and language arts

and humanistiC studies in the other case. Each group began with the task of .

--"
extracting and agreeiriq upon the concepts common to the member disciplines. The

process was one f f brainstorming and noting on'the_chalkboard or on big strips

of butcher paper very concept that came to each team member's mind. This resulted

in literally "walls full" of 'concepts. These then had to be pared down, rephrased,

combined or telescoped, articulated and put into some kind of logical order.

All of this meant debate, and forced instructors from different, if related,

disciplines to talk to each other about seriou professional concerns. Each had

to defend his or her Ideas and to expose bot)( knowledge and ignorance to colleagues.

Instructors could not escape f involve ent since all knew that the generic

courses would to some degree determine tfhe contents of their discipline courses.

7 2
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,Further, each knew that colleagues iflould be sitting in during the presentation of

his or her pprtion of the generic course. It was originally thought that all the
.

generic courses would also be team taught. In fact, this'only occasionally

occurred in the sense of three or four 1-Instructors interacting together within

any one class hour. Instead, the team members taught sequentially, one taking

one topic and another taking another topic. However, if not team taught, all

-generic courses were--and continue to be-7team planned. Indeed, thikeWeral

education model could not have been developed without team planning.

Developing, the Generic Courses '

The instructors in science appeared to extract common cohcepts with greater

facility than instructors in other areas. Perhaps science by its very nature is

more'preCisely structured and more definite; The content seems to be more

conceptual--it is made up of concepts that can be reduced to names, e.g.,

biogenesis or energy. Even in science, however, the original notion of common

concepts got expanded to include the principles that follow from these concepts.

The subject areas that found'the articulation of generic ideas the most

difficult were language arts and humanistic studies. Perhaps instructors in

these fields have not been trained to fthink along such highly structured lines.

Certainly, reading, composition and speech instructors knew they were all dealing

with modes of language, but they found it difficult to come up with namable

concepts that were common to all three language skill's. Discussion and inter-

action soon made it evident that they were often dealing with affective aspects,

such as common attitudes, and before this group was finished they had broadened

the common elements to include concepts, generalizations, principles, attitudes

and values.
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During the planning year the instructorg 1n humanistic studies were all from

the visual and performing arts. They knew they hadto accommodate philoslphy and

literature in their generic course and.disl their best to do so. Considering the

fact that such artists are notusually well prepared in philosophy and literature,

this original planning team was gratified to learn that their late-coming philo- r

sophy and literature colleagues could tie in with minimum disruption to the common

concepts which thes; instructors In the visual arts, music and drama had extracted.

Eventually they, like their colleagues in the sciences, found that they could

arrive at namable concepts, e.g., form, movement, composition, rhythm. But by the

second year they, like their colleagues in language arts and humanistic studies,

had expanded the commonalities beyond pure concepts and into common affective

aspects.

Neither the instructors in the behavioral sciences nor those in the social

sciences had serious difficulty in arriving at common concepts., In both cages

they grouped these concepts intgli)odules which built toward higher levels of

abstraction, which then appeared as topical units. An example drawn from the

social sciences may make this clear. The concepts liberal democr6cy, pluralism,

totalitarianism and fascism were tied together in a unit labelled "Increasing

Role of Government and Problems Associated With It." Where instructors in both

of these areas experienced difficulty was in themselves to one general

education (TG) course per discipline. Whereas all of literature within humanistic

studies was telescoped into Humanistic Studies 30TG, The Nature of Literature,

the historians could not bring themselves to condense the story of humanity into

such a course as "History From a World Perspective." Neither could the psychologists

settle .on one course such as "Human Behavior," nor could the sociologists settle
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on. one course such as The Dynamics of Social Groups and Institutions." In both

the social sciences and the behavioral sciences there did turn out to be some

proliferation of general education courses. More 011 be said on this in

Chapter X.

Illustration of Generic Course Content

The criteria used in selecting subject matter for the generic courses were:

.1) each concept, (principle, generalization, theory, attitude and value) to be

taught must be a fundamental one and, 2) the importance of this concept musebe

common to all of the discipline courses that derive from the generic course. It

would be difficult to prove that the truly essential concepts were always selected

and that all txperts would agree that they are common to the discipli,nes

within an area. The illustrations that follow simply give those concepts agreed,

upon by Los Medanos College instructors.

The first illustration given in Table 10 lays out the concepts and principles

first presented in Physical Science 1TG, Exploration of the Physical World, and

then picked up and treated in the discipline courses in astronomy, in chemistry,

in physics, and in general physical science.

7,5
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TABLE 10

CONCEPTS AND PRINCIPLES TAUGHT IN PHYSICAL SCIENCE ITG,

EXPLORATIONS OF THE PHYSICAL WORLD

WEEK '

1st Orientation .

2nd
and
3rd

CONCEP1 Matter and Its Meastirement

PRINCIPLES:
I. Matter can be Interpreted through the perceptions of characteris-

tics and properties of a structural unit. ,

2. Once perceived, these properties can be classified.

3. Regular patterns of relationships within and between structural

units can be developed.

4th,

5th,
and
6th

CONCEPT: Structure of Matter

PRINCIPLES:
I. Patterns of structure can be identified through the process of

perception.
2. Once Identified, structure can be perceived by fhe inte?pre-

tat Ion of patterns and regularities.

7th
and

8th

CONCEPT: Forces

PRINCIPLE:
I. interaction and communication exist between structural units, and

these processes are called forces of interaction.

2. All matter experiences attraction or repulsion with other

material objects.
3. A "force law" exists when these forces can be characterized.

9th
and
10th

CONCEPT: Matter In Motion

PRINCIPLES:,

I. The state of activity or movement of material objects can be
specified or identified.

2. Systematic observations reveal the existence of patterns of

motion of material objects.
3. Interpretation of these patterns reveals a force of inter-

action which gives rise to patterns of motion.

4. From these patterns, models can be structured which explains

matter In motion.
5. As a result of matter In motion, the concept of time Is perceived.

filth,

12th,

and
13th

CONCEPT: Energy

PRINCIPLES: I
1. All matter contains an abstract characteristic which allows

"vital forces" to be associated with and transferred to
other matter.

2. This force Is known as energy and is expressed only In terms

of other observed characteristics.

14th,

15th,

and
16th

CONCEPT: Transformation

PRINCIPLES:

I. Physical laws and forces operate to change the state of matter

In the universe.
2. Energy Is constantly being changed from one form to another.

3. An energy system- -atom, molecule, organism -- undergoes change

and evolves over time.
4. Changes In the characteristics of space and time are Identified

as motion.
5. Changes In the matter Itself and the interconversion of the

energy characteristics are called transformation.

6. The understanding of transformation provides a unifying (foun-
dation which Is a basis for interpreting processes which"
occur In the physical world. _r

3

1
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Of course a much more detalledplanthan a listing of concepts and principles

is needed for teaching any one unit. One concept agreed upon by the lariguage arts

instructors was that of perception, or to put it in its unit title, The Influence

of PerceptionOpn Language." The outline of the lesson plan given to the students

to help them follow the highly mediated presentation is reproduced in Table 11.

Equivalent outlines exist for each of the 15,unItS presented in Language Arts 1TG,

Language and Thought.

TABLE 11

OUTLINE OF THE UNIT ON PERCEPTION TAUGHT IN
-LANGUAGE ARTS 1TG, LAgGOAGE AND THOUGHT

UNIT: The influence of Perception on Language

CONCF'PT: Perception

GENERALIZATIONS: \

1. Verception is the meaning that we give to the sensations which our sense

organs bring to us. Perception includes gur way of seeing, hearing,

sensing and experiencing.,

2. Our perceptions are the determinants of our behavior and control our

reactions to the environment in which we live.

3. The boundaries of our language also establish the boundaries of our

perceptions.

4. Language is the means by which we transmit our perceptions to' others.

5. Language is largely determined by an individual's cultural environment.

Thus, we express our perceptions in the language of our culture.

6. Perceiving the reality of our experiences involves three main factors:

A. The external world of people, objects and happenings.

B. The internal view we have of the world around us.

C. Words and other symbols by which we talk (think) to ourselves

and to others.

7. We do not have to be perpetually enslaved by the adverse effects of

traditional Perceptions: it is possible to gain insight into the/

reasons that cause us to act and react, and so to make ourselves

available to new modes of perception.

GOAL: To encourage the student to look inward and grasp the meaning of his

or her own perceptions so that he/she will be more considerate and

alert to the perceptions of others.
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How this particular unit on perception fits into both the generic course and
.

into one of the three. discipline courses can be seen by examining Appendix 1,

Course OutIine for Language Arts TG, Language and Thought and hppendix.2,

Course Outline for Language Arts TG, College Composition. Both of these

appendices illustrate the format used-In all course outlines.

By the end of the first semester of operation of the general education

model, the president of the college, John 1. Carhart, became intrigued with

the possibility of reinforcing learning by scheduling related concepts that

might appear in the various generic courses, perception perhaps, at approximately

the.same time. To test this possibility for future use, and to get a bird's-eye

view of all concepts being taught in the six generic courses, he prepared a table
it

showing the calendar of presentation and the unit titles (concepts) for.all

generic courses. This is reproduced as Table 12. Re-thinking'and refinements

haVe occurred since that ,,time, but this does illustrate the totality of the

generic courses.
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Teaching the Generic Courses

The assignment to teach concentrated concepts' in a one hour a week course to

a class of 90 to 120 students is a diffLcult one. It would be difficult for very

experienced teachers working with highly motivated students with rich academic

backgrounds. 'At Los Medanos College it is being done by some teachers who are

right out of the Kellogg Program fOr the Induction of Instructors (see Zhapter 11,

pages 36 and 37), some who are in their first few ears of teaching, and by a few

who are truly experienced old hands. This abstracted material is being presented

to a crosscut of the Los Medanos College student population,' only a few of whom

could ,be described as "highly motivated students with rich academic backgrounds."

From the beginning, the learning strategy was to make the content as palatable

and as memorable as possible by presenting it in a highly mediated fashion, using

08,

every kind of visual. and auditory aid to carry the message. Instructors were

expected to vivify their lectures and to illustrate each point with slides or

filmstrips or motion pictures or video clips or projected outlines or charts or

graphs and to reinforce their voices with the voices of outside authorities and

with the emotional catalyst of.music. Instructors have indeed done this. Many

have worked closely with the Professional Development Facilitator and the

Learning Resources Director to plan scenerios 114 every presentation. They have

learned to Jse the photographer, graphic artist and other technicians on the

Learning Resource Center staff. They have demonstrated that highly mediated

teaching can be done. Whether all this makes for effective teaching will take

longer than one or two years to determine, and opening statements on evaluation

will be reserved for later chapters.



711

The original intent was for eack generic course to be team planned but for

each section to be taught in its.entirety by a different member of the planning

team, or in some cases, taught as a team venture. This original intent is still

carried out In some areas. Others, particularly language arts and humanistic

studies, found the preparation so overwhelming that they convinced their dean to

let,all members of the planning team divide the units among themselyes. Each

then, was responsible for preparing three or four fully mediated lectures, which

they presented to all sections of their geneilc course. This system depends

less on thrichness of the individual instructor's own gene'ral educatiowend has

the plus value of letting each cover that material which he or she knows bestt

It has the minus values of decreasing the likelihood of each instructor's dealing

adequately with all generic material in his or her discipline classes and lets

-Instructors off the institutional hook of furthering their own general educations.

Since other colleges do not teach anything even resembling,generic courses,

there are no generic course textbooks. on the market. It is apparent that students

do need an introduction to what will be covered in the generic class hour. Further,

mediated lectures cannot offe'r too many points or much elaboration and detail,

which make./ some coverage by pre-reading more necessary. Obviously, the best

answer to this problem would be for instructors to write their own 5 to 10-page

essays weaving in all they want covered that they cannot touch upon within the

50-minute lecture hour. Timgonstraints and the usual reluctance to reveal one's

self on the written page have\locked this "best answer." No group, to date, has

k,41.

undertaken to v ,ite its own text. Instead, the reading,hasOeen largely a collec-
t

'f

l4'

tion of hand- ts, or collected hand-outs In he form of a syllabus, or a biblio-

graphy of textupl and Learning Resource Center materials. In courses with such

81
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unique content -St is difficult to find printed material that is right on target.

Of course In some areas this is less of a problem than In otherS, and some

Instructors have had better luck, or more.dillgence, in their search for readW

material that will directly reinforce what they are going to say and do In their

generic sessions.

Most Instructors have concluded that quizzes are necessary at each gerleric

session, or at least periodically. They serve as an Incidental but convenient

way of checking on absent students and of reducing absenteeism. If properly

constructed, they are also an extrinsic motivator for doing the assigned prepara-

tory reading. However, the success of properly constructing quies has been

mixed. The encroachment.on the class hour by the time taken to complete the quiz

has pushed instructors to prepare objective-style tests that can be done very

This puts a premium on true-false and multiple - choice questIons,which,

are often either too easy or, if made to test for more difficult subtleties,

often too ambiguous. This problem can and must be solved, since students soon

devalue any course that is seemingly not serious enough to challenge then' best

efforts. Also, It is fast becoming apparent that students at Los Medpnos College

need constant experience in writing, so at least a small block of time in each

generic class hour is going to be set aside for writing a few sentences or a

short paragraph that will serve as part of the student evaluation. One of the

language arts Ins0tructors, ii6ss MacDonald, has devised a hIghly,structured reading

guide and reaction sheet which could be used as a learning tool In .the preparatory

reading assignment, then be turned in to Inform the instructor of who was present

and, more important, whether the students got everything that they should have from

the reading. This Study Guide for Reading Assignment is presented as Appendix 3.

89Soo
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The Discipline Courses /

The discipline courses carry more of the stamp of the.,,individual.instruCtor..

than the generic course g. However, there is still much team planning and team

critiqueing since it is essary to make/the disCipline courses, mesh with their

respective generic courses. When several instructors teach different sections,

of the same discipline course, it is college operating procedure for the course

outlIne"Ao be prepared as a common task by all instructors who will teach it.
o

In this way the goals, the objectives,. the cbritent,agd"the learning materials

to be used/areiarrived at by argument to consensus, thereby putting constraints

on instructors with a penchant for wandering too far into -the thickets of

academic individualism. This check and balarkce system'is not so automatic

when the discipline course is only taught by one instructor. It becomes more

incumbent on the dean of the area to serve as.the colleague in planning and as

the checker to see that the discipline course is coordinated with the generic
. ,

courfee. /

To a large extent the Professional Deveiopmerit Facilitator has,been the

teachers' teacher throughout this whole enterprise. One reason'is that he is the

,

resident expert on teaching, and another is that in his nor-evaluative role he is/
easier to approach than the deans with the admission, "I don't really know how

to make a course outline or "I need some help in developing this unit" or "I

don't know how best to get this idea across." Most of the group meetings of the

general education instructors were planned and ltd,bythe.Professional Development

. ,

Facilitator, Cir. Chester .Case. It was he who, laid out the, format for course /

outlines to be used in structuring the generic and discipline courses- -and later,
r

all Los Medanos College courses: His position paper, "A Model Format and Definition

of the Course Outline," is reproduced as Appendix 4.

83
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Problems Associated With Planning The Discipline Courses

It was never expected that the discipline courses would be completely syn-

chronized with their respective generic courses. It was argued that to insist

such synchronization would often violate the internal logic of the discipline

courses. What was expected was a reasonable coordination of the discipline

.content with the generic.content. On the occasions when;the two were disharmonious,

then discipline instructors were expected-to speak briefly on the general relevance

of the current generic content to the,discipline course and to indicate specific

return to it at a later point.

The other side of the argument is that there is no one internal discipline

,logic, that the Catent of any discipline course can\ be organized in any number°

of sequential orders. If this is true, then the discipline courses could be

structured to 'correlate much more closely with the generic courses. The difficulty

in taking this firmer posture, in insisting upon a tighter coordination, that

Instructors already have a mind-set about how their specialty
4
is supposed to be-

taught. pas notion, like all entrenched notions, becomes a roadblock oinnovation.

Putting this in the context of this model, less time was spent in Planning the ill

discipline courses than the generic courses (and the whole process of plural

pursuits) because the generic course loomed more frormidable, and because those

involved - -even new instr tors--had inherited from. past teaching or past college
. "

work:at least rough scenarios for teaching their respective discipline courses.

The college president realized early o that if the generic and diScipline

courses were allowed to drift too far aw from parallel preSentations, they
L

would not form a coordinated "package" at 1-1. The genera courses would be

left as isolated collections of abstra Lions, complaints o

students and instructors would follow and there would be a ''reversion from intra-

irrelevance by
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sciplinary teaching to the traditional teaching, of the disciplines.. To counter

this he enjoined any discipline course from being taught until a fully developed,

course outline was available for comparison with the outline of its generic course.

Further, he asked the general education staff members to stretch their imaginations

beyond even intradisciplinary teaching to interdisciplinary teaching. He suggested

that not only could the,discipline courses be coordinated with their respective:-

gendr1c courses, but that, possibly, the generic courses themselves could be

coordinated one with another (see Table 12). Further, he challenged instructors

to begin thinking about how to teach the Interdisciplinary Colloquy, constantly

making the points that intradiscipll.nary experien'Ce for them and for the studerits

was the best preparation for interdisciplinary teaching and learning.

The more general and encompassing the discipline course, the easier it is
a

to coordinate with the generic course. This follows logically since both are

dealing with the essence, with the whole rather than with the detailed parts. For

example, the discipline course General Biology is easier to coordinate with

the generic course, Drama of the Biosphere, than is the discipline course. Anatomy

and Physiology. The latter is much more detallethand requires a more inflexible

sequece of content presentation. In coordinating with the generic course in

behavioral sciences, The Nature of People in Society, the sameocould be said for

General Anthropology as opposed to Cultural Anthropology, or General Psychology

as opposEd tp Functional .Aspects of Psychology, or Introduction to Sociology as

opposed to Social ProbleMs. In the social sciences, this same issue of deter-

mining what is general and what is specific arises in regard to' Wifornia History

or even United
4
States History as opposed to History in a World Perspective.

8 5
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. 1

As can be surmised from this discussion, the problem of coordinating discipline

courses with generic courses that surfaced even in the early stages of planning

raise questions on the definition of general education. It Was discovered that

some cour es are obviously general education and others are obviously not, and

there are some that fall in the indeterminate grey area. The looser the inter-

pretation of general education, the greater the', likelihood of proliferation of

general education courses. Acceptance of courses on the'borderline of speciali-

zation subverts the generic courses a nd the coordination of the discipline

courses with them. If the generic courses in fact are not presenting concepts

fundamental to their respective discipline courses, or are doing so in an

uncoordinated fashion, then they lose their meaning and value, presaging the early

return to'th<cafeteria-style" presentation of disciplines as general education.

Several of the objectives of this general education%rogram were to be met

in both the generic and the discipline courses. Most notable of the overlapping

objectives were the presentation of ethnic and women's perspectives, acceptance

of cultural pluralism and movement toward a world view, and explication of

societal issues with implications for eir possible solution. As noted before,

selection of ethnic and women instructors contributed toward a1suring that their

peespectives would be offered. These 'points of view Just naturally rub off on

the students. The same could be said for, the objective of acceptance of cultural

pluralism, but it does not follow that being Black or Chicano or Asian,or being a

woman gives an instrjctor a world view or helps lat instructor to tsach students

how to develop a world view. If anything, the ties of these instructors to their

own sub-cultures, life styles and roles may make them parochial and, may circum-

scribe their own world views. Neither does ethnicity or feminity make instructors

8G
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more aware of societal issues other than those of inequity by race and sex. It

was for these reasons that during the planning year and the first operational

year consultants were engaged to talk to the general education faculty about these

objectives. Of course they could do little more,than plant seeds which, hopefully,

time and fertile surroundings will germinate.

In regard to "societal issues" there is a criticism that needs to be levelled

now which will be developed later in the evaluation of the project.° In the model

as it developed there was a vagueness about how and where the societal issues

would be taught. It was always clear enough that in both the generic courses and

discipline courses instructors would relate the knowledge being taught tq..,societal

issues as the instructor save them. However, there was no time when the student

would get a systematic definition of these issues themselves, supporting evidence

.

of their gravity and a presentation of the options open for their possible solution.

To explain these issues in the generic course would indeed pre pt time

which instructors already felt wa7 too limited to allow full cover e of fundamental

concepts. To seriously treat societal issues in the discipline courses would seem

to require the instructor to move far away from the subject matters of the course,

would call for knowleldge which the instructor might not have and, again, would take

time which, if used for this purpose, could not be used for coverage of the basic

)1discipline content. Actually, instructors never raised the questio of time for

teaching societal issues since they seemed to see their function as limited to

drawing implications from the knowledge they were presenting for the issues which

CY
they apparently assumed were already clear in the minds of the students. They did,

however, question the time subtracted from the discipline courses for plural

pursuits. 'This question on plural pursuits will be treated as part of the next

chapter, and returrii mill be made i4 Chapter X to correction of the model to assure

systematic treatment of the societal issues.

83 '7



CHAPTER V

Plural Pursuits

In Chapter 3 the idea of plural pursuits was briefly described and was called

Integral to the whole general education model. it deserves, and probably requires,

much more explanation'than was given, for the concept of plural pursuits is com-

plex, hard to get a handle on, subject to easy confusion and difficult in its

execution. It has stirred more controversy than 'any other aspect of the program.

MaWstudents have balked at the initiative and the work that plural pursuits

forces upon them. Faculty members have complained a bit, particularly about

the demand. plural pursuits puts on their time. Some have remained skeptical

about certain aspects, and a few question the basic concept. in light of this

criticism, what is the case for plural pursuits as an integral part of this

model? This chapter will make the theoretical .case by means of explication of

the concept. Judgment on its, present and potential worth will be delayed to

later chapters dealing with evaluation.

Rationale

Plural pursuits is a means to provide the student experience in autonomy

within the bounds of structure. As a group, community college students are

characteristically lacking In autonomy; they seek escape from freedom. A person

learns to be autonomous (self-directive and self-responsible) by having exper-

iences. In autonomy. However, if students are abruptly thrown into the deep

water, of freedom and are left to sink or swim, most of them will sink. If they
0

81
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are blithely told "do your thing," it simply ends in chaos and, for most,

nothing gets done. What appears to be needed is a highly strugtured learning

experience within which the student is obliged to take more and more respodt

sibility for its design, Its process and Its product. Plural pursuits does

Just that: it forces students to take increasing responsibility for the goals

and the design of their own educations.

A student does not become educated b . ending classes for two years at a

.community college, or indeed by going for two, four or six more years to a

university. Education Is not a cargo that one takes on in youth and then uses

up throughout adult life. A student simply embarks on an education in college

and then continues that education throughout a lifetiMe. 44,this assertion

is true, then it is incomparably more important that the student learn how,to

pursue knowledge than it is to get a two-year (or four-year or six-year) package

of knowledge. The package of knowledge will become'obsolete and will suffer the

erosions of memory. Learning how to search out knowledge and ,gaining-Confidence

that one can do it contribute toward making the person a lifelong student. And

It is only the lifelong student who 14S' truly educated.

Definition

A plural pursuit is an integral part of the discipline course which obliges

the student to select and pursue a topic of interest directly related to that

particular discipline. The institutionat bias is to"prefer thatAthe topic be

concerned with 1) ethnicnd /or women's perspectives, or 2), career exploration or

3) societal issues. However, any topic related to the discipline which is agreed

I
upon by Instructor and student is admissable as long as ftHe pursuit provides the

IP
student an experience in designing his/her.own education. 122

CF .

8 9
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The process In each intradisciplinary package is progressive narrowing from

the general. to the specific. The generic course where abstracted knowledge Is

-addressed to - 100 students narrows to a plural pursuit where very concrete

knowledge Is sought by one stuLt (or by a small group) on a highly specific

topic. In diagram form, this looks like an upside -down pyramid.

GENERIC COURSE

DISCIPLINE COURSE

PLURAL
,PURSUIT

I

4,

9

Concepts, pr ciples, generaliza-

tions, theor s, attitudes and
values commons o all disciplines
within an.area

Systematic, logical velopment

of the most essential data
within a discipline.

Specific topic within a discipline
selected by a student in which the
method of exploration is also
designed by the student.

tbs



84

This same process of progressive narrowing takes place within the plural

pursuit Itself and can be Illustrated with a similar diagram.

A
Goal: Identify and direct a self-selected topic of study

Select a topic of high individual' Interest

a

Narrow topic and Identify learning

objectives
Se

Design the learning experience

Develop contract wi h
Instructor

Work toward completion
of learning objectives

Assessment and
evaluation

Presentation

To avoid possible misunderstanding, It should be noted here that this process of

progressive narrowing will be reversed In the interdisciginary Colloquy, where

specific knowYedge wP1l be brought to bear on general societal problems.

91
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Plural pursuits gives instructors and students' an experience In contract
ti

0

education. Students and instructor are obliged to explore the question "What

Is worth learning?" and to communicate their thoughts one with,another. This

part of the student's education thereby becOmes tailor-made. The student Is

pressed to first translate a vague interest into an articulate statement of goal

and then to push on toward designing specific objectives and the means'of

achieving these objectives. The instructor sets the boundaries, sharpens the"
/%.,,....

focus, suggests sources and resources, warns against blind alleys and in other

ways imposes quality control. All of this can onlj be accomplished by,the

instructor't first talking tofris90ehts in small groups and by eventually talking

to each on a one-to-one basis. Thus plural pursuits Was designed to build an

element of personalization throughout the generdl edueationprogram.

In 'the summer session 1975 student uncertainty over plural pursuits prompted

a project in which they posed some key questions, to which instructors gave their

impfromptu answers. Several of these speak to the point of defining plbral

pursuits.:

Q. What is a plural pursuit?

A. (Stanley Chin, Chemistry) A plural pursuit Is a project which

allows a student to relate knowledge obtained in.the classroom.
to some aspect of,personal interest and relevance.'

Al. In what form can At be presented?

A. (Kate Brooks, Astronomy) - The plural pursuit may be In any form

as long as it Is consistent with the original agreement. These

might include art, slides, or written or oral forms.

A

Q. What Is the difference between a plural pursuit and a term paper?

A. (Henry Lawson, Political Science) - A plural pursuit Is an opportunity
for the student to have an active learning experience by searching out
answers to questions which InteresCym. It Is more process-oriented

than product-oriented.

9 2



Q. What are the reasons'for doing a plural pursuit?

A. (Olga Arenivar, Speech) - The reason for doing a plural pursuit is

to enable a student to teach himself how to learn.

Elaborations
. \

The opportunity for small-group and individual interaction between students

and instructor Was not left to chance.' The concept of plural pursuits was designed

as the third of.a.three-part plan. of large -group (generic course), medium-group

(discipline course) and small-group (plural pursuits) instruction.. The grouping

is typically from - 90 students meeting once weekly in the generic course to 30

students meeting twice weekly and covering the traditional content of the discip-
/

line course to rotating groups of 10 students meeting once every three weeks

In the plural pursuits segment of the discipline course. Daily office hours and

the propiximitycof instructors' offices to the students encourage easy access .

and allows the ultimate narrowing to one instructor vis A vis one 'student: This

format makes it .1 ikely that each general education instructor will know each

student personally and at a level of intellectual intimacy. This is a goal which

Los Medanos College seriously tried to build into its curricular structure.

It is understandable that a few instructors and many students would misperceive

plural pursuits as a project over and above the usual requirements f the discipline

-/ course. Not so; It simply means the student pursues one of the plural options
0 .-/-

(hence the term "plural pursuits") by which objectives in the discipline course

can be achieved. To be sure, the Institution places a.=premium upon plural

pursuits contributing toward ethnic and women's perspective and/or relating

general education to career education and/or applying the knowledge of the

dIsCipline to one of the great societal issues. However, students may follow

9a
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other interests if they choose. Tht key criterion is that the student's inquiry

into a special interest will move that student toward achieving the objectives

of the discipline course. This is the justification for allowing plural pursuits

to represent one third of the grade awarded for the course. If the instructor

dots indeed misperceivotplural pursuits as an "extra," then the student objection

that the discipline course has been expanded to 4 /3 - -to greater than U'rfityis a

.,/,,valid complaint.

Using discipline course time for plural pursuits appears to require that

the instructor cover necessary discipline content in less time --but does it?

Remember that the generic course and the discipline course are a package deal

and that the basic concepts, principles, theories, generalizations, attitudes

and values of each general education area are being covered in the generic

course. If they are indeed being covered, then-less time.has to be devoted to

them in the disipline course. Further, no one of the general education packages

meets less than four hours per week, and those in the language arts, in the social

sciences and in most of the sciences meet five hours per week or more. Compare

this with the typical three hours of most tradkional general education courses,.

Remember also that the plural pursuit itself should contribute to the coverage

of the basic context of the discipline course;lt is content being learned within

the content of the 'special iverest of an individual or a small group. But take

the most negative view and assume that a little of the course content does get

whittled away. is that content more important than -the students' maximum oppor-

tunity'to learn to design their own educations? Couldn't a small loss of content

coverage be made up by judicious assignment of readings or listenings or viewings

in the Learning Resource Center?

9 4
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The timetable for plural pursuits calls for continuous activity extending

from orientation In the first week through evaluation In the eighteenth week.

Their'value resides more in the process than in the product. As a matter of

.fact, If the process Is demonstrable and can In itself be evaluated, there need

not be,any product at all. In this and other ways, they are substantively

different from a term paper. Plural pursuits means that the students are

following parallel paths, yet their own individual paths, toward the objectives

of the discipline course. It completely subverts the point to think of these as

either term papers or supplemental projects to be done after the content of the

course has been covered. They are part of the content of the course and

should be woven In concurrently.

Los Medanos College is committed to making ethnic and women's concerns a

central part of the educational enterprise. Since the viability of separate

ethnic and women's studies is not only questioned but rejected, the college

accepts the special obligation to select staff members who are eager to make

ethnic and women's concerns pervasive throughout the curriculum. For this reason,

there is an institutgonal bias toward making plural pursUits contribute toward

development of ethnic perspectives and women's perspectives. Of course these

perspectives are also of great concern in the generic courses and in the convert -'

tional part of the discipline courses. However, in the latter cases It is the

instructor dealing with ethnic and women's perspectives. In plural pursuits it is

the student facing upto the Issues of racial and sexual roles in this society.

It isn't likely but It would bepossible for a student (say the student who objects

to the absence of separate ethnic studies or women's studies) to gear his or her

plural pursuits to ethnic issues or to women's issues In all six of the general

education areas.

9 5
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. The college also takes an institutional position In encouraging students to

use plural pursuits to bridge over from general education to career'education and

In the process to explork their relationship and relevance to each other. This

kind of emphasis is possible in the plural pursuits connected with any one or

V1 six areas of general education. There was an anticipated dividend which

should, and in fact does, accrue from this: it prompts, indeed obliges,vienerbl

education and career education instructors to collaborate, and in their communi-

cating and working together they come to understand and appreciate each other's

contributions.

Of course'no one plural pursuit can serve every purpose, although it is

true that several purposes can be merged. Be this as it may, in meeting all six

general education requirements, the student will engage In six different plural

pursuits. Perhapsbne or two of them could be oriented toward ethnic or women'ip

perspectives, one or two could connect general education with carter education,

these or still another could gently push the student off the campus and Into

involvement, with the community, and the remainder could be self-challenges on

the part of the student to study some relationship between the knowledge of the

discipline and a societal issue. Hopefully, this last direr ion would lead the

student right Into a Sophomore Colloquy, where he or she could apply the special

knowledge gained in the plural pursuit to the societal issue under scrutiny in

the Colloquy.
.

Return is made now to some of the important questions posed by students-and

answered by instructors.

'Q. How can I go about doing d pluralpursult?

A. (Kate Brooks, Astronomy) - Step 1: pick topic; Sept 2: decide on

objectives; Step 3:.choose Content; Step 4: do project (and be

willing to accept discouragement).

9 1;
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Q. What are the restrictions on topics? Boundaries?

A. (Stanley/Chin, Chemistry) - The topic should relate to the subject
material and to some aspect,of learning activity,in_the classroom.

Q. Suppose a student is stuck for a topic. What would you suggest?

A. (Henry Lawson, Political Science) - My suggestions are: sit down

and braidstorm; write down topics (don't evaluate),;'do something
you like; ggt agreement of instructor. As a last resort, instructor

will help you pick a topic. c.

Q. HoW do you evaluate plural pursuits?

A. (Henry Lawson,,Political Science) - The major factor in evaluating

a plural pursuit is whether or,not-the student did what was agreed

upon. It is important for students to follow the steps of the

process defliled In the contract. The epki-product is very seldom

the major weight. r- .

.
Thus-far the rationale for plural pursuits has been developed, their meaning

defined and elaborations, on both rationale and definition Have been detailed

What will be discussed next is how the instructors organize for plural pursuits

or what Dr. Chester Case, Professional_ Development Facilitator at the college,

calls the teacherly task.) Because it is right on target and because it illus-
.

/

tates how curriculum development can become the content for staff development,

the next section will be a paper written by Dr. Case and used by him in wor'king

with instructors.

Organizing for Plural Pursuits by Chester Case; Professional Development Facilitator

There is,considerable range in the way instructors Introduce the plural

pursuits concept toCtheir classes. Some prefer the detailed handout (see Appendix 5,

Plural Pursuits in Anthropology by Gall Boucher), some outline the total process

and provide a structure by which to begin (see,Appendix 6, Plural Pur§ults for

Physical Science by Stanley Chin) and still oters Simply broachithe subject and
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-then invite continuing oral dialogue (see Appendix 7,Plutal Pursuits for Humanistic

Studies 20TG by Connie MIssimer). As to the cogent of the plural pursuit, some

4///

instruct &s prefer to weave it In tight with the.sulrject matter while others, as

reflects their subject matter, encourage a wider and looser application. In ny

event, experience has shown thee the instructor is well advised to think through

how the plural pursuit is going to be incorporated in his/hir class and to intro:.

it with care, so as to both motivate the student and give 4 sense of

direction.

Actually, the introduction to plural pursuits and the handout-to the students

comes at the second stage of a time line schematic depicting,the sequence of

events for the instructor and the student. Such a schematic is presented in Table 13.

It is presented both as -an Illustration of what is occurring and what, in my

judgmerit, should be occurring. This schematic is referenced by number to tile,

Items in the accompanying explanation and discussion.

6.

a



9 \
TABL4 13

A SCHEMATVC FOR THE PLURAL PURSUITS PROCESS

Showing the Activities of the Instructor
and the Student and the Interactions Between them

1 :

MEEK .M

.

\
INSTRUCTDR JOINT

,--- STUDENT-
INSTRUCTOR

STUDENT
.

Prior to:
opening of

class
0

1 0
,

2- 3
r 0 0

3 0 ,.

3-4

,..

0 0
4-12

i 0

12-15
0 0

16-18 10
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I. Prior Planning by Instructor

At -this stage, before the opening of class, the Instructor thinks through
the plural pursuits component and relates it to the content of the course and

Its organization. For the first few times around, it is probably better.to
be flexible about decisions made at thi'S stage since surprises,may occur.
Here are some tasks to think about at this stage:

3

9 9
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...how to organize the content of the subject to make room for the

plural, pursuits.

...how to explain the concept of plural pursuits to students.

...how to motivate students.

...how to articulate the content of the generic course with the
discipline course to the pluralkOursult.

...how to deal with logistics pr2blems, suc as class meetings,

conferences, developing contrbts, reco de.keeping.

...how to bring students along in developing their own learning

experienCe in respect to 'Identifying an' interest, narrowing
the interest to a manageable' focus, stating learning objec-
tives, planning a time line.

...how to evaluate pli4a1 pursuits and what weight to give a plural.

pursuit in the cours grade; what to do if a student does not/

will notcomplete a plural pursuit.

.

...whaticind of contract, to use (see'Appendix 8 for optional

contract form).

...look at examples and approaches from other instructors.

...think up some ready-Made topics fkr students who get stuck.
v I

2. Openin of Classes

Practices vary on the matter of when and how to get into plural pursuits

at the opening of classes. Some prefer to get right into it in a big way,

others go into It gradually, and some find it useful just to establish

that there will be plural pursuits, Oen let students get a feel for the

substance of the course for two-three weeks before getting into it. There

are pros and cons for both the "get right into it," and the "hold off for

awhile" approaches. The main variable seers to be the nature of the

subject matter. There Is no argument to this though: it is disaster for

the student and instructor alike to ignore the concept for weeks then

suddenly dump it on students after routines of the have been estab-

lished and students' expectations are well on the way to Jelling. Whatever

degree of attention is paid to the concept at the outset, these are among
the premiere understandings to get established:

...introduction to to the concept of-plural pursuits in the context

of the general education plan.

...the rationale for plural pursuits.

lop



...clarification of expectations levied upon the student.

...sketching in of the four concerns prefered by the college (ethnic

concerns, women's concerns, vocational concerns, societal issues)Cor.

...parameters for the plural pursuits such as emanate frotiany

particular subject matter.

...description of the plural pursuits calendar and logistics.

...encouragement and allaying of .anxietyl stressing the positive

'advantages of self-planned learning and the offer of Instructor

°assistance."

...perhaps an inventory of potential interests, forming of small

groups, launching of projects for self-starting and plural

pursuits -wise students.

...perhaps an indication of prospeCtive topics some prefer not to

influence student choices too much by giving examples of prior

experience). 4

3. Instructor Planning

Sometime in the first 1-3 weeks the concuri'enttprocesses of instructor

and student planning begin. The opener of the process is instructor

initiative in asking students to identify areas of Interest to them. .Among

other things, the instructor:

...appraises the nature of the class and persons in it (have some,dope-

plural pursuits before? what was their experience? does there

seem to be any clustering around areas of interest that might make

workable groups?).
,o

...adjusts the plan as appropriate

54

4. 'Student Planning
z

4

The"siudent 'is getting used to the idea, exploring possible topics,

narrowing the topic boundaries, exploring materials and resources.

5. Developing the Project

At an appropriate time, probably somewhere betweeri the second and fourth

week, class time is u ed to develop individual projects. ,This isa crucial
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step. It is also frustrating for student and instructor alike.because It

forces the issue of translating aarge, general Interest into a workable

plan which 1S to be put in the form of learning objectives in a contract
format. The instructor: -

...helps individuals (maybe small groups) develop ideas by brain- °
storming, con.ference, giving examples, suggesting resource

`'people and resourcematerials.

...reviews,the possibilities, stressing the flexibility of the

concept in respect to being product oriented and/or process
oriented.

...helps students state objectives, plan a time line, anticipate .
needs in terms of resources.

..-.heps students move\Out of stalemates, avoid dead ends, generate

new ideas.

...helps students write the contract.

...explalnd the significance of the contract. r,

...cquaints' students withl.esources available and how to make use of
them, e.g., other faculty members, Learning Resource Center,
personnel and materials, community agencies and persons.

...explains the role of and how to make contact with Mr. Edwin Boles,
Resource Librarian for Plural Pursuits.

...arranges for Mr. Boles to familihrize students th the Learning

Resource Center and with auto-tutorial materials pecially developed

for plural pursuits, such as:

...how TO make graphs for presentations

...how to conduct an interview

...how to design a survey

...how to write objectives

...how to prepare a mediated presentation.

6. Instructor Assistance

Com?nencing at an appropriate time, perhaps as early as the second week-or

as late as the fourth, the projects move into earnest pursuit. Instructor

assistance can be most helpful to students at this stage, since many
students unfamiliar with the concept and untried at self-directed learning

may assuage their apprehensions by ignoring the assignment and procras-

tinating endlessl* This Is dl so the phase that ushers In the logIstILal,
problems of meeting with students and keeping track of their activities,

which are going on concurrently. In this phase, the instructor can:
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...review and, help rewrite unw rkabie contracts.

...meet with indrviduals and/or small groups to,clar,ify project
objectives, to hear progress reports or-to provide good cheer'
and encourageffivt.

' A
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7. Student Activity

The student launches out in pursuit of his/her project. He/she may:
,411

...locate materials, resource persons.

...initiate process experiences.

...consult with other faculty members.

...consult wipri Mr. Edwin Boles, Plural Pursuits Librarian, and search
vertical files which are a treasure trove for plural _pursuits.

zlo

..:keep in contact with the instructor.

det
....redefine objectives, rewrite contract if necessary.

8. Periodic Conferences, Consultations, and Progress Reports

Continuation of instructor assistance/student activity, for perhaps
another eight to nine weeks. One third of the class should be meeting
with the-instrUctorevery'third week fOr small groups. Again;experience
has demonstrated that the logistics of plural pursuits can become onerous,
even devastating, unless provision is made for timely and helpful inter-

.vention by the instructor.

a

9. Studentsieport Sack and/or Share'butcomes of Projects.

Many instructors are finding it useful to set the due date 12-14 weeks

Into the semester. This allows time for student reports and/or sharing,
either In writing or in oral presentations to theinstructor or to the
class. Only projects of surpassing value to all class members should
take up- class time for oral presentatiorf. Setting the due date several
'Weeks before the end of the semester also allows for repairs to faulty
projects.

10. Evaluating Projects and Computing Final Course Grade

Since plural_ pursuits is a semester-tong activity which absorbs at
least one third of the student's time, it is reasonable to base one third
of the grade given in the discipline course-upon the quality of the plural
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pursuit. Again, the point is made that since plural pursuits are most

often process oriented, the grade should reflect the quallt of the process

and not necessarily the quality of the product.

Examples of Plural Pursuits Projects

During the fall of 1975 a call went out inviting Instructors' descriptions of

..
.

plural pursuits projects done by,students in their spring 1975 classes. An

example from each of the 6" subject areas was dawn from this collection,and is

presented here.to give the substance and flavor of,plural pursuits. Further exempt

of plural pursuits drdWn frdm the 23 discipline courses are presented In Appendlx

3,EHAV1ORAL SCIENCES
'I*

Example 1, taken from an anthropology class t ht by Gall Boucher:

After a recent visit to her newly relocated' parents home in the Clear Lake

area, one woman became interested in the Native Americans who inhabited -the area.

Her project, to study the Pomo Indiaps of Lake County, California, resulted in

several visits to Ole reservations there and a sensitive relationshi$01tHone%

of the elderly indi n men, who told her stories and myths passed down his

own parents: She w s able to see some of the famous Pomo basketry, and from her

review of Pomo histo y (written research and interviews) she has become aWare

of the whole Native American movemenfOand Is pursuing this interest further on ,

her own. The emphasis really changed from a research project to fle4d-work

with some of the Native Americans themselves. She has stated that she would never

have thought to,approach a reservation or to talk to the people there withour-a

reason such as her project g her.

BIOLOGICAL SCIENCES

EXample '2, taken from a biological science class taught by Paul H risen:

Two students In Biological Science 10TG made a microminicourse orOhe

vocational pursuit of medicine, including the average casts of education,

location of medical colleges on the Pacific Coast, number of years needed to

complete an education In medIcine etc. *The unit Included a printed study guide

supplemented with a cassette tape, which are now available for general student

use in the Learning Resource Center
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Example 3, taken from an art appreciation course taught by Larry. Howard:

Two Chicaniwomen '(returning housewife/middle aged/part-time students) began

with a very traditional research format to study work of pre-Columbian Mexico.

,Stumbled across "Los Tres Grandes" and changed project to Mexican Murals. Then

when Introduced to slides of a group of women muralists working in the mission

distrfct of San Fr'ancisco, they again changed project to try to identify the

influence of traditional Mexican art and culture on contemporary Chicano

artists born aria working in the United States. I was able to hilp them set

up interviews with two youngfChicano artists (Mike Lopez, Walnut Creek and Louis

Guiterriz, San Jose) which they taped and used in their report. They then

became Involved in the setting up of the La Riza Artjxhlbition that we had last

year and spent a lot of time and energy doing the-leg work between the qct area,

La Raia Club and the artists and actually assisted on the Installation of the

200 -piece show when it was hung.

LANGUAGE nTS

Example 4, taken from a composition course taught by Ross MacDonald:

candidate for the RN program, who was orfyinally in the right-to-live/

right-to-die debate group, was interested mbre In the human side of "pulling

the plug" than in the sociolOgical and political aspects of the problem. She

wrote an imaginary diary of a dying patient to effectively demonstr4 the need

for a humane approach to euthanasia. Although fiction, the diary was based on

the nurse's experiences as,an LVN in a terminal ward. The diary traced the

decline of thelimaginary patient from happy grandfather throUgh incredible,

inhuman pain, to a long overdue death. Not only did the student learn more

about the changes in a dying person's world view, she underwent the agony of

re-experiencing a painful event in order to recreate it for others. In,other

words,, she learned, effectively, of the tremendous giving required of any

author transposing private experience into public.

PHYSICAL SCIENCES

Example 5, taken from a chemistry course taught by Stanley Chin:

A student, aspiring to be, a pharmacist, decided to study several types of

"home brew rehedies." She obtained some recipes from individuals and-some from

references books in th Learning Resource Center and the local public library.

After preparing seven 4f these remedies, she tested them out on her family for

pharmacological effectiveness. Four of the seven were Judged to be effective

in providing relief for the common cold. Next, she attempted to idemtlfy the

%active component in the Ingredients used in the four preparations and to

correlate the activity of these components with their molecular structures.

1o%

Ir

4
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SOCIAL SCIENCES

Example 6, taken from a history class taught by Jane Hunnicutt:

One student wrote a fully d9cumented, personal history of her family's

immigrationi(rom Mexico to the United States. It.described'living in Southern

California, problems, Jobs, joys and eventual residence in Contra Costa County. '

The philosophical basis for the general education model, the context In which

It operatesthe overall description of the model and explaKatio4 of the

particular generic, disciptine and plural pursuits'elements have been covered.

Attention will n be/turned to the method of evaluating the project and finally

to'the results of this evaluation.

)'
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The Design for Evaluation

Even at the conceptual stage, it was realized that the general edu6atIon

plan was a bold and innovative step for any college to take. -It involved risk--

would the teaching staff ,be willin and able to do the planning and to make the

plans work? Concurrent with the ecision to commit Los Medanos C611ege to thi*

general education model was a second decision to begin evaluation immediately.

To this end, overtures were made to Professor Leland L. Medsker*, who agreed t

to develop A design for evaluation and to-assist In carrying out this evaluation.

Pcpfetsor Medsker was quick to stipulatwthat In the two-year trial period

(1973-74 for basic planning and 1974-75 for elaborative planning and beginning

execution) It would be impossible to seriously measure the educational impact

on the students. Instead, his-design for evaluation focused' om the planning

process itself. This can be seen from the -three overall objectives which he
O

established ft:iv- evaluation durinrthe two-year trial period.

Objectives of the Evaluation Plan

1

Based on statement's in the General Education Grant Proposal and in other college

documents, the following objectiVes should be.subjected to evaluation:

1.. To demonstrate that it Is possible to plan In a systematic fashion both an

intradisciplinary and an interdisciplinary program in general education.

The;college has specified several objectives for its ptanning efforts, among

*Professor Emeritus In Higher Education, Un versity of California, Berkeley, and

former Director of the Center for Research nd Development In Higher Education.
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which are the following:

. a. To provide a systematic calendar of events leading to the development

o.) 'by the staffie.4an Innovative cum ulum in general education.

b. To proVIde experlenceAn team lannIng and cooperative decklon-apkIng
. . 1

.

(
In the design of this core ridilum.

fl

-

c. develop intradisclpilnary course outllees In the generic courses

for eaeh,of the six general education areas.

d. 406 develop course Outllees in the discipline courses which relate

directly to their respective generic, courses.

c. To provide in-service training (staff dev, opmcnt) for the infusion

of CultUral diversity and an internatfopal perspective into the. general

education courses.

f. To inform general education team memberspf media resources and

application.

g. To provide in-service tralping on the theory and practices of,planning,

presentation and evaluation of mediated teaching/learning.

h. To offer opportunity to prbctice skills in such simulated teachieg//

learning situations as teaching/critique sessions with-Peers and
.

presentation of units of instruction to selected students.

Note that all of these objectives apply directly to the instructors and only

indirectly to the students. The focus is on the process of planning, not the

'product of the planning. Anyverall term for this phase of evaluation might

be The Process of Planning. It IS an important aspect of the entire experimental

. rirogram because careful long:terog planning in curriculum development is rare
4,-

and difficult: if the labs Medanos College planning process is successfully

completed, tlie'process alone would became exemplary.
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. To.eValuate the extent eo which the planning. process itself'influences faculty

competence in achieving the objectives of the general education prOgrav

Whilespecific planning steps would presumablyllave an impact on faculty,

this should notbe takeri-for granted. An attempt shoUld be made to determine

by self-repot whether there ls.a relationship between'the planning process

and faculty development, even though cause and effect relationships may be
6

difficult to establish. This phase of the evaluation may be appropriately.

designated a Relationship of Plan to Faculty 'Development.

3. To lay the gloundwork for later evaluating student development in terms of the

Ste

prOgram's objectives'. Neither the length of the project nor the calendar of

1
.

.

events will

1

ermit a substantial evaluation of how planning affects the ,t
.. ,,

target'group, namely, st4dents. Yet eventually the college will have to
a'

evaluate the

in establish

program in light of its effect on students. Again, the difficulty

ng cause and effect relationships is recognized, but it is

proposed that a modest evaluation of impact on students be made during the

197006 acad mic year and tha this experience constitute a background for

later studie of students. ThiS phase of the evaluation process may be

referred to :s the Relationship of Planning and Faculty Development to

StUdent Deve opment.

s-in the Evaluation Process

In order tha

program--faculty and administrators alike--know precisely the ingredients and the

expectatiOns of he planning process, it was necessary to develop a schema for

4
each person engaged in the development of the general-education

meeting the objectives of the evaluation plan. Professor Medsker did this by

providing the staff with the following three tables. As can be seen, they were

organized along the lines-of the three major objectives and are self-explanatory.
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r
 
i
n
f
u
s
i
o
n
 
o
f
 
c
u
l
t
u
r
a
l

5
.

E
x
t
r
a
c
t
i
o
n
 
o
f
 
c
o
m
m
o
n
 
c
o
n
c
e
p
t
s

d
i
v
e
r
s
i
t
y
 
a
n
d
 
f
o
r
 
t
h
e
o
r
y

a
n
d
 
p
r
a
c
t
i
c
e
s
 
o
f
 
p
l
a
n
n
i
n
g
,

p
r
e
s
e
n
t
a
t
i
o
n
 
a
n
d
,
e
v
a
l
u
a
t
i
o
n

6
.

a
n
d
 
p
r
i
n
c
i
p
l
e
s
 
f
o
r
 
g
e
n
e
r
i
c
 
c
o
u
r
s
e
s
.

C
o
o
r
d
i
n
a
t
i
o
n
,
 
e
v
e
n
 
s
y
n
c
h
r
o
n
i
z
e
/
.

4
.

C
D

t
i
o
n
,
 
o
f
 
g
e
n
e
r
i
c
 
c
o
u
r
s
e
s
 
w
i
t
h
,

6
.

I
n
f
o
r
m
 
f
a
c
u
l
t
y
 
a
b
o
u
t
 
s
o
u
r
c
e
s

o
f
 
m
e
d
i
a
 
a
n
d
 
t
h
e
i
r
 
a
p
p
l
i
c
a
t
i
o
n
.

t
h
e
i
r
,
r
e
s
p
e
c
i
v
e
 
d
i
s
c
i
p
l
i
n
e

c
o
u
r
s
e
s
.

5
.

7
.

P
r
o
v
i
d
e
 
o
p
p
o
r
t
u
n
i
t
y
 
t
o
 
p
r
a
c
t
i
c
e

s
k
i
l
l
s
 
i
n
 
s
i
m
u
l
a
t
e
d
 
t
e
a
c
h
i
n
g
!
,

l
e
a
r
n
i
n
g
 
s
i
t
u
a
t
i
o
n
s
.

7
.

C
r
i
t
i
q
u
e
 
o
f
 
g
e
n
e
r
a
l
 
e
d
u
c
a
t
i
o
n

c
o
u
r
s
e
s
 
b
y
 
n
o
n
-
g
e
n
e
r
a
l
 
e
d
u
c
a
t
i
o
n

i
n
s
t
r
u
c
t
o
r
s
.

A

.
-

0

6
.

8
.

D
e
v
e
l
o
p
m
e
n
t
 
o
f
 
a
 
p
a
c
k
e
t
 
o
f
 
c
o
u
r
s
e

o
u
t
l
i
n
e
s
 
a
n
d
 
u
n
i
t
 
p
l
a
n
s
 
f
o
r
 
a
l
l

g
e
n
e
r
a
l
 
e
d
u
c
a
t
i
o
n
 
c
o
u
r
s
e
s
.

7
.

P
r
o
d
u
c
t
s
,
 
O
u
t
c
o
m
e
s
,

C
o
n
s
e
q
u
e
n
c
e
s

D
e
t
a
i
l
e
d
 
d
e
s
c
r
i
p
t
i
o
n
 
o
f
 
t
h
e
 
c
a
l
-

e
n
d
a
r
_
o
f
 
e
v
e
n
t
s
 
t
h
a
t
 
a
c
t
u
a
T
y

t
o
o
k
 
p
l
a
c
e
:

w
h
a
t
,
 
w
h
e
n
,
 
a
t
t
e
n
-

d
a
n
c
e
.

D
o
c
u
m
e
n
t
 
s
o
 
t
h
a
t
 
c
a
l
e
n
d
a
r

r
e
f
l
e
c
t
s
 
T
e
a
g
i
t
y
.

P
e
r
h
a
p
s
 
p
r
e
p
a
r
e

i
n
 
b
r
o
c
h
u
r
e
 
f
o
r
m
 
a
s
 
a
 
p
o
s
s
i
b
l
e

m
o
d
e
l
.

C
o
m
p
i
l
a
t
i
o
n
 
o
f
 
i
n
t
r
a
d
i
s
c
i
p
l
i
n
a
r
y

.
*
.
c
o
u
r
s
e
 
o
u
t
l
i
n
e
s
.

O
u
t
l
i
n
e
s
 
f
o
r
 
g
e
n
e
r
i
c
 
c
o
u
r
s
e
s
.

W
r
i
t
t
e
n
 
e
v
a
l
u
a
t
i
o
n
 
(
b
y
 
f
a
c
u
l
t
y
 
a
n
d
.

-
.
o
t
h
e
r
 
s
t
a
f
f
)
 
o
f
 
i
n
d
i
v
i
d
u
a
l
 
f
a
c
e
t
s

o
f
 
t
h
e
 
p
l
a
n
n
i
n
g
 
p
r
o
g
r
a
m
:
 
r
e
s
o
u
r
c
e

p
e
o
p
l
e
,
 
r
e
t
r
e
a
t
s
,
 
w
e
e
k
l
y
 
s
e
m
i
n
a
r
,

i
n
7
h
o
u
s
e
C
o
n
s
u
l
t
a
n
t
s
,
 
e
t
c
.

O
y
e
r
a
l
l
 
e
v
a
l
u
a
t
i
o
n
 
b
y
 
'
s
t
a
f
f
 
o
f

w
h
a
t
 
w
#
s
 
a
c
c
o
m
p
l
i
s
h
e
d
 
d
u
r
i
n
g
 
t
h
e

y
e
a
r
.

; E
v
a
l
u
a
t
i
o
n

b
y
,
 
t
h
e
 
n
o
n
-
g
e
n
e
r
a
l

e
d
u
c
a
t
i
o
n
 
i
n
s
t
r
u
c
t
o
r
s
.

I
m
p
r
e
s
s
i
o
n
i
s
t
i
c
 
e
v
a
l
u
a
t
i
o
n
 
b
y

o
u
t
s
i
d
e
 
e
v
a
l
u
a
t
o
r
s
.

S
e
c
o
n
d
 
Y
e
a
r

1
9
7
4
 
-
7
5

P
r
o
d
u
c
t
s
'
o
f
.
1
3
7
3
-
7
4
 
E
f
f
o
r
t
t

E
f
f
e
c
t
i
v
e
n
e
s
s

A
c
t
u
a
l
 
P
r
a
c
t
i
c
e
.
'

E
x
p
e
r
i
e
n
c
e
 
i
n
 
t
e
a
m
 
p
l
a
n
n
i
n
g
.

C
o
u
r
s
e
 
o
u
t
l
i
n
e
s
 
f
o
r
 
b
o
t
h
 
g
e
n
e
r
i
c
 
a
n
d
 
d
i
s
c
i
p
l
i
n
e

c
o
u
r
s
e
s
.

.

S
t
a
f
f
 
r
e
s
p
o
n
s
e
 
t
o
 
q
u
e
s
t
i
o
n
n
a
i
r
e
-
t
y
p
e
 
i
t
e
m
s
 
o
n
 
t
h
e

a
d
e
q
u
a
c
y

o
f
 
o
u
t
l
i
n
e
s
,
 
t
e
a
m
 
c
o
o
p
e
r
a
t
i
o
n
 
a
n
d
 
o
t
h
e
r
 
p
r
e
s
u
m
e
d
 
o
u
t
c
o
m
e
s

o
f
 
t
h
e
 
p
l
a
n
n
i
n
g
 
y
e
a
r
.



T
A
B
L
E
 
1
5

E
V
A
L
U
A
T
I
O
N
 
D
E
S
I
G
N
:

R
E
L
A
T
I
O
N
S
H
I
P
 
O
F
 
P
L
A
N
N
I
N
G
 
T
O
 
F
A
C
U
L
T
Y
 
D
E
V
E
L
O
P
M
E
N
T

F
i
r
s
t
 
r
e
a
r

1
9
7
3
-
7
4

G
o
a
l
s
 
f
o
r
 
F
a
c
u
l
t
y
 
D
e
v
e
l
o
p
m
e
n
t

I
n
d
i
c
a
t
i
o
n
s
 
o
f
'
F
a
c
u
l
t
y
 
G
r
o
w
t
h

1
.
 
S
k
i
l
l
 
i
n
 
t
h
e
 
d
e
v
e
l
o
p
m
e
n
t
 
o
f
 
c
o
u
r
s
e
o
u
t
l
i
n
e
s
 
a
n
d
 
u
n
i
t
 
p
l
a
n
s
.

2
.

I
n
c
r
e
a
s
e
d
 
c
o
m
m
u
n
i
c
a
t
i
o
n
 
a
m
o
n
g
 
f
a
c
u
l
t
y
 
m
e
m
b
e
r
s

r
e
g
a
r
d
i
n
g
 
t
h
e
i
r

c
u
r
r
i
c
u
l
a
r
'
 
p
l
a
n
n
i
n
g
 
a
n
d
 
t
e
a
c
h
i
n
g
.

3
.

W
i
l
l
i
n
g
n
e
s
'
s
 
o
f
 
f
a
C
u
l
t
y
 
t
o
 
s
u
b
o
r
d
i
n
a
t
e
 
t
h
e
m
s
e
l
v
e
s
 
i
n
 
t
e
a
m

p
l
a
n
n
i
n
g
.

0

4
.

A
n
 
i
n
c
r
e
a
s
e
d
 
r
e
s
p
e
c
t
 
f
o
r
 
c
u
l
t
u
r
a
l
 
d
i
v
e
r
s
i
t
y
 
a
m
o
n
g

f
a
c
u
l
t
y
 
a
n
d

a
n
 
i
n
f
u
s
i
o
n
 
o
T
 
t
h
i
s

c
u
l
t
u
r
a
l
 
d
i
v
e
r
s
i
t
y
 
i
n
t
o
 
t
h
e
 
c
u
r
r
i
c
u
l
u
m
.

5
.

D
e
v
e
l
o
p
m
e
n
t
 
o
f
 
a
 
c
o
m
m
i
t
m
e
n
t
 
t
o
 
t
h
e
 
i
n
t
r
a
-
i
n
t
e
r
d
i
s
c
i
p
l
i
n
a
r
y

a
p
p
r
o
a
c
h
.

6
.

S
k
i
l
l
 
i
n
 
p
l
a
n
n
i
n
g
 
f
o
r
 
l
a
r
g
e
 
g
r
o
u
p

i
n
s
t
r
l
i
C
t
i
o
n
.

7
.

I
m
a
g
i
n
a
t
i
v
e
 
p
r
e
-
p
l
a
n
n
i
n
g
 
f
o
r
 
t
h
e
 
p
l
u
r
a
l
.
p
u
r
s
u
i
t
s

b
y
 
i
n
d
i
-

v
i
d
u
a
l
 
s
t
u
d
e
n
t
s
.

8
.

S
u
b
s
c
r
i
p
t
i
o
n
 
b
y
 
t
h
e
n
o
n
-
g
e
n
e
r
a
l
 
e
d
u
c
a
t
i
o
n

i
n
s
t
r
u
c
t
o
r
s
 
f
o
 
t
h
e

g
e
n
e
r
a
l
 
e
d
u
c
a
t
i
o
n
 
c
o
r
e
 
a
n
d
 
t
h
e
 
I
n
t
e
g
r
a
t
i
o
n

o
f
 
t
h
e
i
r
 
c
o
u
r
s
e
s

w
i
t
h
 
i
t
.

1
P
o
s
t
.
 
s
e
l
f
 
-
 
e
v
a
l
u
a
t
i
o
n
.
 
b
y
 
e
a
c
h

f
a
c
u
l
t
y
 
m
e
m
b
e
r

o
f
 
t
h
e
 
i
n
f
l
u
e
n
c
e
 
o
f
 
t
h
e
 
p
l
a
n
n
i
n
g
 
y
e
a
r
 
o
n

h
i
S
 
o
r
 
h
e
r
 
r
e
a
d
i
n
e
s
s
 
t
o
 
b
e
g
i
n
 
t
h
e

g
e
n
e
r
a
l

e
d
u
c
a
t
i
o
n
'
p
r
o
g
r
a
m
.

T
h
e
 
g
o
a
l
s
 
(
a
s
 
o
u
t
l
i
n
e
d

o
n
 
t
h
e
 
l
e
f
t
)
 
s
h
o
u
l
d

b
e
 
s
p
e
c
i
f
i
c
 
e
l
e
m
e
n
t
s

o
f
 
t
h
e
 
s
e
l
f
-
e
v
a
l
u
a
t
i
o
n
.

T
h
e
 
s
t
a
t
e
m
e
n
t
 
c
o
u
l
d

b
e
 
.
s
t
r
u
c
t
u
r
e
d
 
o
r
 
o
p
e
n
 
e
n
d
e
d
.

2
.

E
v
a
l
u
a
t
i
v
e
 
s
t
a
t
e
m
e
n
t
 
b
y
 
t
h
e

n
o
n
-
g
e
n
e
r
a
l

.
e
d
u
c
a
t
i
o
n
 
i
n
s
t
r
u
c
t
o
r
s
 
o
f
 
t
h
e
 
e
f
f
e
c
t

t
h
i
s

p
l
a
n
n
i
n
g
 
y
e
a
r
 
h
a
d
 
o
n
 
t
h
e
m
.

3
.
.

S
u
m
m
a
r
y
 
o
f
 
l
i
b
r
a
r
y
 
m
a
t
e
r
i
a
l
s
 
o
r
 
n
e
w

m
e
d
i
a

r
e
q
u
e
s
t
e
d
 
b
y
 
f
a
c
u
l
t
y
 
a
s
 
e
v
i
d
e
n
c
e
A
l
f

i
n
t
e
r
e
s
t

a
n
d
.
p
r
b
f
e
s
s
i
o
n
a
l
 
g
r
o
w
t
h
.
'

S
e
c
o
n
d
 
Y
e
a
r

1
9
7
4
-
7
5

G
o
a
l
s
 
a
s
 
o
f
'
 
1
9
7
3
-
7
4

E
v
a
l
u
a
t
i
o
n

S
a
m
e
 
g
o
a
l
s
.

1
.
.
 
E
v
a
l
u
a
t
i
o
n
 
b
y
 
p
e
e
r
s
 
(
f
a
c
u
l
t
y
 
a
n
d

a
d
m
i
n
i
s
t
r
a
t
o
r
s
)
 
o
f
 
f
a
c
u
l
t
y
 
p
e
r
f
o
r
m
a
n
c
e
 
i
n
 
t
e
a
m

e
f
f
o
r
t
s
 
a
s
 
w
e
l
l
 
a
s
 
t
h
e
 
u
n
d
e
r
s
t
a
n
d
i
n
g
 
e
a
c
h

m
e
m
b
e
r
 
h
a
s
 
o
f
 
t
h
e
 
o
t
h
e
r
s
'
 
d
i
s
c
i
p
l
i
n
e
s
.
,

2
.

S
e
l
f
-
e
v
a
l
u
a
t
i
o
n
 
b
y
 
e
a
c
h
 
m
e
m
b
e
r
 
o
f
 
h
o
w
 
h
e
 
p
e
r
c
e
i
v
e
s

h
i
m
s
e
l
f
 
i
n
 
t
h
e
 
p
r
o
g
r
a
m
 
n
o
w

t
h
a
t
 
h
e
 
i
s
 
i
n
t
o
 
i
t
.
 
-

3
.

S
t
u
d
e
n
t
 
e
v
a
l
u
a
t
i
o
n
 
o
f
 
e
a
c
h
 
f
a
c
u
l
t
y
 
m
e
m
b
e
r
 
a
n
d

o
f
 
t
h
e
 
p
r
o
g
r
a
m
 
i
n
 
g
e
n
e
r
a
l
.

U
s
e
 
a
n

e
v
a
l
u
a
t
i
o
n
 
i
n
s
t
r
u
m
e
n
t
 
w
h
i
c
h
 
t
h
e
 
f
a
c
u
l
t
y

h
e
l
p
s
 
t
o
 
c
o
n
s
t
r
u
c
t
 
o
r
 
p
e
r
h
a
p
s
 
t
h
e

S
t
u
d
e
n
t
 
R
e
a
c
t
i
o
n
 
t
o
 
C
o
l
l
e
g
e
 
i
n
s
t
r
u
m
e
n
t

d
e
v
e
l
o
p
e
d
 
b
y
 
J
o
n
a
t
h
a
n
 
W
a
r
r
e
n
 
o
f
 
E
d
u
c
a
t
i
o
n

.

T
e
t
t
i
n
g
 
S
e
r
y
 
"
i
c
e
,
 
o
r
 
t
h
e
 
s
t
u
d
e
n
t
 
e
v
a
l
u
a
t
i
o
n

i
n
s
t
r
u
m
e
n
t
 
d
e
v
e
l
o
p
e
d
 
a
t
 
t
h
e
 
U
n
i
v
e
r
s
i
t
y
 
0

o
f
.
G
r
e
e
n
 
B
a
y
,
 
W
i
s
c
o
n
s
i
n
.

4
.

S
u
r
v
e
y
 
o
f
 
e
a
c
h
 
f
a
c
u
l
t
y
 
m
e
m
b
e
r
'
s
,
p
a
r
t
i
c
i
p
a
t
i
o
n

i
n
 
c
o
m
m
u
n
i
t
y
 
a
f
f
a
i
r
s
.



E
V
A
L
U
A
T
I
O
N
 
D
E
S
I
G
N
:

R
E
L
A
T
I
O
N
S
H
I
P
 
O
F
 
P
L
A
N
N
I
N
G

A
N
b
 
F
A
C
U
L
T
Y
 
D
E
V
E
L
O
P
M
E
N
T
 
T
O
 
S
T
U
D
E
N
T
D
E
V
E
L
O
P
M
E
N
T
'
-
 
1
9
7
4
-
7
5

S
e
l
e
c
t
e
d
 
G
o
a
l
s
 
f
o
r
 
S
t
u
d
e
n
t
s

S
t
u
d
e
n
t
 
O
u
t
c
o
m
e
s

T
o
 
a
c
q
u
i
r
e
 
a
m
o
r
k
i
n
g
i
v
o
c
a
b
u
l
a
r
y
 
o
f
 
c
o
n
c
e
p
t
s

a
n
d
 
t
h
e
 
b
o
d
y

o
f
 
s
k
i
l
l
s
 
b
a
s
i
t
 
t
o
 
s
t
x
 
b
r
o
a
d
 
a
r
e
a
s
 
o
f
 
h
u
m
a
n

k
n
o
w
l
e
d
g
e
:

b
e
h
a
v
i
o
r
a
l
 
s
c
i
e
n
c
e
s
,
 
s
o
c
i
a
l
 
s
c
i
e
n
c
e
s
,

b
i
o
l
o
g
i
c
a
l

s
t
l
e
r
i
c
e
s
,
 
p
h
y
s
i
c
a
l
 
s
c
i
e
n
c
e
s
,
 
l
a
n
g
u
a
g
e
 
a
r
t
s
 
a
n
d

h
u
m
a
n
i
s
t
i
c

s
t
u
d
i
e
s
.

T
o
 
s
e
e
t
h
e
 
i
n
t
e
r
r
e
l
a
t
i
o
n
s
h
i
p
s
 
o
f
 
t
h
e
s
e
 
-
s
i
x
 
a
r
e
a
s

a
n
d

t
o
 
d
e
v
e
l
o
p
 
i
n
t
e
r
d
i
s
c
i
p
l
i
n
a
r
y
a
p
p
r
o
a
c
h
e
s
 
t
o
 
t
h
e
m
.
_

T
o
 
w
o
r
k
'
t
o
w
a
r
d
 
a
n
 
u
n
d
e
r
s
t
a
n
d
i
n
g
 
o
f
 
s
e
l
f
 
a
s
 
a
n

i
n
d
i
v
-

i
d
u
a
l
,
 
a
s
 
a
 
m
e
m
b
e
r
 
o
f
 
s
o
c
i
e
t
y
,
 
a
s
 
a
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Other Evaluative Measures.

Evaluation of a developmental Program also becomes developmental. Experience
#

, .

suggests. dimensions that can at least be assessed if not accurately measured. FOr

examples,\If infusion Of ethnic and women's perspectives is one of the goals and

"if the ass nption is that minority and women I ructors are more .likely to be

compfitted to.such cultural pluralism, then noting the number and Percentage of

Black, Chicano, sian and women instructors who have been hired by the college

becomes an evalyat measure. Another example: If the evaluators become

observers at the retre is and Uf they occasionally attend the weekly seminars,

they begin,to get a feel or the progress, the problems.and the prospects of

th4 whole enterprise. in th chapters that follow, the more subjective comments

115. and opinions of the evaluators'can be traced back to the many cues, overt and

subliminal, which they picked up by simply,observing the staff members at work.

It was initially inten4ed to use only the second-hand measure of faculty

report on the impact of the general education program on students. However,

during the first operational year (1974 -75) it became apparent that it would be

of value to simply ask the students for their reactions t9 the generic cdurses.

This was.,done and the results will be reported in Chapter IX.

Still another evaluative measure grew out of the president's insistence that

an important assumption be double checked, the assumption that colleagues within a

broad area of knowledge could extract and agree upon the concepts and generaliza-

tions common to all disciplines within that area. Once it haebeen tested in

practice, it was no longer-en assumption; the listings of concepts and generaliza-

tions became evaluative data showing that this key idea for generic courses was,

a viable one. To be sure, this task was not done in a definitive or final way,
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but it was demonstrated that instructors in Telated disciplines could argue out'

#
and come tb reasonable agreement on commonalities that deserved emphasis within

their generic course.

And finally, course outlines, which are required to be on file before any

course is taught; became evalative data. Scrutiny of these course outlines for

goals and objectives, for content, for learningstraiegied, teaching tactics and

for instructional materials reveals whether these courses offer general education

or special education, whether they are intradisciplinarv, whether they address

thentelves to societal issues in short, whethei- or not they effect the Objectives_

of the General EducatiOn Project.

Evaluation Instruments

..,The year 1973-74 was used for basic planning 'by theinstructIonal staff and

for development:a an evaluation design by Professor Medsker. During that year

the Los-Medanos College staff was temporarily assigned to Diablo Valley Coll#ge

ancrwas teaching the,more traditional offerings of that college. By fall semester

1974 the instructors had movedsto their new campus and were engaged in day by day

testing of the generic and discipline courses which they had spent a year in

planning. tke evaluation also moved from 04' design to the operational stage.

Professor Medsker secured the assistance of Karl O. Drexel, Hon. D.H.L. and

former Superintendent of the Contra Costa Communty College District, to colla-

borate with him on the evaluation of the total project. Both evaluators had

considerable contact with the general education faculty throughout 1974-75 in

the informal settingd of retreats, seminars and meetings. In addition, they

developed three evaluation instruments to gather more systematic data.

114 .
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The first ,o6f /hesemave questionnaire which combined forced-choice ratings
A

and open-ended questons. it was divided into three parts: 1) Focus on the

OF
PPocest of Planning; 2.) 'Focus on.the Influence of the Planning Year 1973-74 orp

3

the Development of Participating faculty Members; and' 3) Focus. on Overall

Accomplishments of the Planning Process, (See Appendix:10 for a detailed

reading of,this questionnaire.) This, nstrument was admiAstered' to general

education staff members 1974 after ,they Had,had'time to develop some

perspectiVe on the 1973-74" planning year. The responses to this ques,tiondaire

make up the.basic content of Chapter VII2rEvaluation of the'Planning Phase.

The second evaluation instrument was a highly structured interview with two

parts, the first for general education instructors and the second for nongeneral

education instructors. Within a four-day period in May 1975 the evaluators were

able to interview all contract members of the Los Medanos College faculty.. 'The

r.

open-eAded questions posed to the general education instructors were designed

to assess th impact of the:toneral education planning process, on 1) the indivlAual,

2) the general education'prOgram, and the institution. The questions addressed

to the non-general education faculty asked if the planning for the general education

program 1) resulted in institution-wide knowledge about 2) had any
.

effect upon the teaching of the non-general education faculty, 3) had favorable/\,

unfavorable impact upon the don-general education faculty, and 4) whether

the general education program itself'had been favorably/unfavorably received.

(See Appendix 11 for the questions and format used in these interviews.) The

generalizations ,drawn by the evaluators from the responses to these questionsc

make up the substance of Chapter VIII, Impact of the Planning Process. ak

The third evaluation instrument was also a combined forced-choice and open-

ended comment type of questionnaire which was administered in June 1975 to the
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studentsin the generic courses.. This was done in all areas'except that of

humanistic studies. (See Appendix 12 ,for a'copy of the questionnaire Used.)

The 'results of this very preliminary and partial attempt to measure student

reaction to the general education program are .reported in the last section of

Chapter ik,Beginning Evaluation of Other Aspects.
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CHAPTER VII

Evaluation of the Planning Phase

,

The previous chapter presented the three major objectives of the evaluation

of the general education program: The Process of Planning,,, The Relationship

of Planning to Faculty Development and The Relationship of Planning and Faculty
5

Development to Student Development. in this chapter and the two that follow the

results of the two-year evaluation will be reported.

It should be pointed out that the evaluation of the Los Medanos College

General Education Project deals primarily with the planning process and Its

effect on the instructors, its effect on the general education program and its

effect.on the institution. Only a beginning was made in evaluating the impact

of the general education program on students. To be valid, student evaluation

must be done on a long-term basis. Los Medanos College has only been operational

for one year, 1974-75.

Evaluation of the planning depended largely upon two processes. The first

was a questionnaire entitled "Participant Evaluation of the Los Medanos College

General Education Planning Project," which was administered in October 1974. The

second consisted of ijnterviews with both the general education faculty and the

non general educatlo faculty which were conducted by the two outside evaluatorS

in May 1975. in a Lion, the evaluators' subjective impressions of the Project

'were considered important and deserving of report.

The "Participant Evaluation" questionnaire, referred to In the preceding

chapter, solicited responses from faculty members participating in the General

Education Project. The phase of the Project to which these instructors were



responding was the planning year 1973-74. During this time the general educe-

lion faCUlty and the administrators met to develop currieila., course outlines,

methods and materials.

This evaluation insitrument follows the plan of evaluation',developed-by

Profe5sor Leland L. Medsker and uses the "forced-choice" format for better

focus, obliging each respondent to answer the same queStions. In additfon,

however, the pa'rticipanewas encouraged to make elabohtive comments. They did

this, and the gist of their comments will be reflected in this report.

Focus On The 6ocess of Planning

There were several different activities that made up the planning process

during the year 1973-74. On the'questionnaire given in fall 1974 the general

.education faculty members were asked to give their respective judgments as to

the
4helpfulness of each facet of the planning process.. Before responding, they

were instructed to think of each facet of planning in terms of its contribution

to the accomplishment of the goals of the Project.

As might be expected, the weekly two-hour meetings of the separate

academic areas (i.e., humanities, language arts, social sciences, physical

sciences, biological sciences, and behavioral sciences) were rated as the most

helpful. Similarly, the Presentation by the respective areas of 30-minute

samples of their generic courses at the 1973-74 mid-year Boulder Creek

retreat were judged to be very helpful. Apparently the faculty members

Were anxious eir generic courses and therefore rated as most helpful

those activitles'that allayed this
t

anxiety. The informal discussions and
1

the informal socializing that occurred at the mid-year retreat were also rated by

all as being helpful or very helpful. In many different ways throughout the
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the questionnaire faculty members indicated that the input to the general

/ education program by their colleagues was of maximum value. As one faculty

/ member put it: "WithOut question we never could have achieved the feeling of

,togetherness,,the need for cooperation, the idea! of common purpose, the mutual

respect for others and their opinions, Were it not for the development of the

general education program through its retreats, seminars and area meetings:"

It is noteworthy that this anonymous questionnaire', which was tabulated by

the outside evaluators, showed that almost all of the faculty considered every,

facet of planning either "very helpful" or "helpful " -- including presentations

by guest speakers.

The tabulation of the ratings of activities during the weeklvvneral

education seminars and the mid-year retreat are given in Tables 17 and 18.

TABLE 17

FACULTY RATINGS OF ACTIVITIES IN THE WEEKLY SEMINARS

Helpfulness of Program Facets No
Answer*

Not
Helpful Helpful

Very
Helpful

Weekly plopping meetings by area 5 21

.

Meetings of the whole for "business,"
e.g., clarifications, directions,
planning

20 5

.,

.

Meetings orthe whole for discussion
and exchange of ideas, presentations
and progress reports

1

.

2 16. 7

Meetings of the whole for presentations
by guest speakers and resource persons

-6 14 6

*This column was added by evaluators.
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TABLE 18,

FACULTY RATINGS OF ACTIVITIES AT THE MID-YEAR RETREAT

.

..,

*,,.: .

No

Answer*
Not

'Helpful .Helpful

-4

.Very

Helpful.

17

... ,

Presentations by areas 4 1

.,...

group'Discussions by group as a whole "4 1 13

Discuskions'by areas -

.

2 2 ii, 10 12

Informal discussions 3 10 13

informal socializing J _15

*This column was added by evaluators.

It was important to discover whether the'balance between general meetings and

meetings of the six subject areas was a reasonable one. Ten faculty members

believed the proportion was overbalanced toward meetings of the whole; twelve

faculty membePs believed the proportion was about right; two believed the pro;

portion was overbalanced on the side of the area meetings; and apparently two

couldn't make up their minds.

The questionnaire had some-open-ended questions as well as 'Forced- choice

ratings. The summary of the responses to these questions, as well as some

typical individual responses, follow.

1. Which aspect, or aspects, of-the planning process'do you feel were ,Indispermible

during the planning year?

Again, the majority believed that the planning, the sharing, the thinking

through of curriculum, the exploration of teaching methods and instructional

media, all done in the weekly area sessions, were the most indispensible.

The faculty also-believed that the informal and formal small group meetings,
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styled qs "think tank meetings," retreats, freedom of sharing meetings and

114

meetings to explore and exchange ideas were essential to the success of the

program.

. Which aspect, or aspects, were most signifitant.to. you personally?

a

Again, the leader was "the weekly planning sessions and the development of

un' topics." However, four thought that the mid-year retreat was the most

signicant effort made, and, interestingly, three believed that stimulus

to idle ectual growth was the most significant. Some others responded with

"the scope f societal implications and ethnic perspective," "interaction

with colleagues and the existence of an intellectually sound rationale and

framework for the general education program," "learning" to work with my

- colleagues in language Arts area," "learned to respect their creativity,"

"every aspect essentlarto the whole" and "willingness to divide the labor

and cooperate."

3. if you had it to do over again, what would yourecommend for improving the

1573-74 planning process? What was missing from the 1973-74 planning process

that you would like to have seen included?

The responses to these two questions could not be grouped into neat categories.

However, the general education faculty members were not without criticism. Flier

believed that more emphasis should have been placed on demonstration of model

lessons, while three felt guest speakers should have been more relevant. Other

interesting comments were, "all bases were touched BUT did we overkill?", "more

work type sessions to clarify terms," "more sharing of general education

courses and exchanging ideas across disciplines on one-day retreats," "Instruc-

tional strategies for large groups," and "should have spent more time on

general education." 121



4. Thinking In terms of the planning process,'what in your opinidn are the most
de&trable attributes In a guest speaker/resClurce'person? \

The majority believed-that the, speakers and/or resource perstris should have

been more knowledgeable about Los Medanos College and the Gen ral EducatIgn

.

Project: Six exprested that concern with statements like "something to say

(;.,

thatis relevant and intellectually stimulating." dome typical responses
1._

e

were "we should have more -munity college people," "be more specific;

rarmaggressive and decisive re ding general education Rr9blems," "the ould.

understand the concept of team planning," "should be accessible after their
or

presentation," "local people who are aware of local problems," "should function

In a workshop setting" and "be prepared for dialogue which might engage

conflict."

The Influence of The Planning Year on the Development of Participating Faculty Members

The evaluation plan called for "post self-evaluation'by each faculty member

regarding the influence of the planning year on his or her readiness to begin the

general education program." To this end, each participant was asked the general

question "to what degree did the planning year influence your feelings of readiness?"

To generate specific responses the participants were asked to rate areas of pre-

paredness in which they felt unready, ready or very ready. As can be seen 1n
0

Table 19 there were only two areas ikwhich the faculty overwhelmingly believed

they were very ready, and both were attitudinal: "willingness to participate 1n

team planning" and "devekbpment of a commitment to an interdisciplinary approach."

Approximately half of the group believed they were very ready In respect to

"their skills in developing course outlines,yrespect for cultural diversity

among students" and "capacity to integrate societal issues into instruction."
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All participants believed they were either very ready or ready in all of the

ten areas of preparedndt except one. The majority believed that the planning_

year failed to give them "the capacity to pre-plan imaginatively for Plural
o

Pursuits by individual,students." Apparently, helping students to design self,

selicted aspects of their own education Is not within the usual repertoire_of

,teachers, nor is Lt a concept.ora skill readily picked up by instructors.

The planners and leaders of the ieneral education progtasimply did not have

the time to do ad much as hoped for during their first year. This is understand-

able since they were also engaged in all the other aspects Of launching a new

college. Further, Los Medenos College was located duringthis time on the campus

of its sister college, Diablo Valley- College, which led to any number of.dchedullng
tit

and'other problems fiii the faculty? Nevertheless, the Inability to give more

attention to planning the plural Pursuits aspect of the general'education program.

had negative results, parligularly during-the fall semester of he first, opera-

tional year (1974-1975). More will be said on thid sub ct later.

The responses to the question, "to what degree id the planning year influence

your feelings of readiness ?" are tabulated in Tab e 19.

123
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TABLE 19

FAULTY SELF-RATING ON AREAS OF4REPAREDNESS

117

. .
.

.

.

As a result of the planning year,' I felt

unready, ready, or very ready in respect to my:

*
L

3
In
c
cc

0=

>'.
-0
co
a
L
C. =

.

),..

-a
(13

4)

I CZ

>..

-a-
m
a ,

cc

>.
L.
0>

Skill tn developing course outlines 2- -if 11 11' I

,

skill in developing unit plans :2 16

willingness Wparticipate in team planning 1 4 21

'

development'of a commitment to an interdisciplinary

approach ,..,

1

,

2 3

1

'20

skill, in preparing for large group instruction 4 19 3

respect for cultutal diversity among students 6 1 8 .11

awareness of ways to infuse cultural diversity ,

into the cprriculum . 1 3 15

,

7

capacity to pre-plan imaginatively for plural

pursuits by individual students , 1 15 6

.

4

capacity to integrate societal issues into

instruction 3

;

2 9 12

other teaching /learning strategies
' 1

*This column was added by evaluators.

It should be noted that most instructors scheduled to teach the general educa-

tion courses were young, and in most cases, quite inexperienced. However, their.

confidence was not based on their simply not knowing what was in store for them.

In the Judgment of the evaluators the overwhelming preponderance of "very ready"

or "ready" responses to most of the items identified above was an outgrowth of
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the fact that the majority of the general education faculty.thembers wereYiKellogg

Fell:Ws." Although mentioned in Chapte- II this calliJor a further word of

explanation-
p

Los, Medanos-C6Ilege received a three-year grant (1973-.1976) froth the

W. K. Kellogg Foundation 'to testa Model of staf/development. All facultY

members who 'have either no teaching experience or limited teaching experience at

the community college

//level

are classified "Kellogg Fellows" and given reduced

teaching loads and maximum help from a Professional Development Facilitator during

their first year of employmint, The Professional Development facilitator, along

with the four'deans, offers a Year of intensive profes Iona! development to the

Kellogg Fellows. The Fellows are given three hours of released teaching time to

compensate for.6+-hours of seminar and other work designed to make them into

skilled and dedicated community college instructors. It was clear to-the evaluators,

after attending retreats and after interviewing the general education faculty, that

the readiness of the Kellogg Fellows for the general education program wa.indeed

high.
.1

elf-ratings do not, of course, always jibe,withratings by others. Twelve

faculty mem, ers said theyfwere "very ready" and nine said they were "ready" ire

'respect to "capacity to integrate societal issues into.instruction." There was

some question on the part of the evaluators (as a result of subsequent interviews)

as to whether the faculty were in fact "ready." The president and some of the

deans shared this concern. The evaluators strongly recommended that the deans

explore with their respective faculty members the eXpent to which they are inte-

grating societal issues Into their instruction. To do so properly demands that

instructor's be analysts of the society and be able to relate theirdisciplines

12'
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0

to the problems which their analysis,reyeals. This is an unending task, ndt one

that can be completed In one year.

Other interesting and relevant comments from faculty members on the questions

posed deserve mentionih. Two be that the program did.not help them to

prepare to teach the 90-120 students ass ned to generic course sections. Several

44)said: "planning process had more to do th confirming a commitment to go with

the program and to feel right and -good doing it;" "really became aware of how

;unprepared I was--as we progressed' I felt more ready but not yet skilled enough;"

"too little attention given to the integration of societal issues into instruction--

also much confusion about plural pursuits;" "planning year provided the opportunity

to finally culminate those skills that were evolving."

Overall Accomplishments of the Planning Process

The aspirations for the planning process were large and diverse, covering

major aspects of the whole learning /teaching eq6ation. The planners said that

they hoped for accomplishments in:

Curriculum: Identification of.key concepts and general4ation; societal

issues and implicatioris; production of course outlines for

generic and discipline courses; development of materials

and intradisciplinary approaches.

Instructional Strategies: Large group instruction; coordination of

D

generic and discipline courses; use of plural pursuits to

foster student autonomy; development of mediated instruction.

Evaluation Procedures: Measurement of affective as well as cognitive

learning.
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Interpersonal Skills: team planning; sharing resources; giving and

receiving feedback."(
f.

Personal Awareness: Cultural Alver:ity and a world views, perspectives

of minorities and,womeN.apecia1 needs of students.

To get some measure of faculty perception of Achievement of these aspirations

after one year of planning, the following question was asked of general education

faculty members: What do you believe, in terms of the above aspirations, have been

the ach'4vements of the planning process:

...for the Institution
y.

...for faculty and administrators

...for you personally?

The responses showed a strong belief that the most important aspect of the

plapning process fothe college was in'the most important area, namely, curriculum.

The faculty generally believed that identifying key concepts, considering the

Implications for societal issues, exploring different interdisciplinary approaches,

etc., "paid off." One said "an esprit de corps' developed that probably would

never have happened without the efforts expressed in the General Education Project."

Others responded: "A greater degree of cross correlation between discipline

courses" that would not ordinarily be achieved--consequence: totalcurriculum

hangs together;" "institutional image is one of cohesiveness ;""we made giant

strides in finding ways to translate the ideas of general education into learning

_experiences for students."

There were some who believed that instructional strategies for large group

Instruction werr slighted and that more attention should have been given to
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evaluation procedures. Bob), of these criticisms are undoubtedly valid. Teaching

large-groups is difficult and requires specialized instructional strategies.

Evaluation is not a-solved problem within education, particularly evaluation in

the affectiveaffective domain to which this whole project Is pointed.

Probably typical of comments. on the effect orthe planning process on the

Institution was "amazing and most gratifying to behold! An entire general educa-

tion cdrridblum spelled out in course outlines- - uniform in format and reflecting

shared goals- -all concerned about the students' learning experience."

In response to "for faculty and' administrators" there was a, belief by many

that there.1104 been significant movement by both faculty and administration

.toward common objectives. Some faculty raised a cautious "we must be aware of

.what others are doing to avoid doing 'our thing' and avoiding duplication."

Further, "we need more encouragement to visit other generic areas."

The following comments capture the flavor of the .responses of the general

education faculty to the achievements of the planning process for the faculty as

a whole. "Undoubtedly the most Important outcome for the Los Medanos College

faculty is the free flaming spirit of sharing, helping and getting to knowyeach

oilr." "The planning'stage forced people to give ground, give support and

generally break down old disciplinary boundaries and territories." "Curriculum

articulation has helped with the accountability of many aspects,of the general

education program." "I think the project helped draw people together--at least

to where persons could agree to disagree, but let's not be extravagant or

inaccurate; the process was not magical nor uncanny and there were real gaps and

unresolved conflicts- -and time misspent--BUT it was a gaining experience where

' individuals gained confidences, found strengths and shared." "The faculty were
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forced to come up with completed course outlines dod-damned if we didn't! We also

learned to work with one another, to respect each other and to oppose each other.

Adminlitrators and faculty gained in commitment to.general education."

.The planners also w shed to know what the achievements of the planning

!'for 41process were !or you (rsonally." While there were asmany different responses

as there were respondents, it can generally be said that t1-4 majority belieyed

that It gave them, the opportunity to work, plan and share with professionals."

They were overwhelming in their desire to say that this was growth rewarding

experience," "that personal awareness made us explore," "I am enriched as a

professional," "I was challenged and it was invigorating."

There were many more comments that reflected what that first year did for

them peronally.. A few more might be cited. -"! could 'not teach a generic

course successfully without having gone through the 'labor pains' of giv'ing

birth to the total currIcua, and Individual conceptual packages." "It has been

an .exciting growth experience for me in terms of new ideas the opportunity to

develop a new course that is meaningful to me--to rethink and reorganize other

courses that were getting to be old hat." "I felt that I grew a lot 7-especiallY

in the area 'of curriculum and instructional strategies. Kellogg, the communica-

tion among faculty and administrators have given me the strong feeling of flexi-

bility--to be able to try for new things. It has been great! I am enriched as

a professional and still feel that I have a lot to learn." "The most hard work,'"

frustration and thoroughly exciting educational experience of my life. The

working sessions in my area, the sharing of plans with other'areas, the help in

developing course outlipes--all haC/e made me feel that I'm becoming a hell of a

lot better teacher than'beforeln a tremendously exciting professional climate."
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"The regularity of the meetings, almost grindingly regular and uninterruptIble;

kept the issues in the center Aof my awareness." "Awareness of cultural. diversity

and minority issues."
r,

The final questions asked were these:

...What do you judge NOT to have been accomplished?

and

...How might the planning process have been Improved to bring about these

accomplishments?

A complete summing up of the responses to these questions is not possible.

HOwever, the majoi-ity of participants-raised concerns that might be grouped

together under each of the following comments:

..."We need more direction in the planning for plural pursuits."

..."A cohesive working relationship with the Learning Resource Center--its

operations, function and helpfulness."

..."Need more work on generic course, class by class and Its relationship to the

discipline class. We need more time for an honest, on-going,-evaluation of

the generic course."

..."We only talked in general about societal issues and had not spelled these out

even at a full definition level--ceitdinly not at a 'evel to incorporate

them in the course."

While there are other concerns, e.g., more integration with the non-general

education faculty, scheduling problems, etc., the four issues articulated above

are at the heart of the concerns registered by the participants in the General

Education Project.
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The evaluative comments; the issues and the problems raised in this chapter

were all taken from the responses to the fall 1974 questionnaire covering only

the planning year, 1973 -74. In May 1975, after a year of actual operation, the

outside evaluators conducted standardized interviews with both the general educa-

tion faculty and the non general education.faculty. These provide the substance

of the next cha ter.
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CHAPTER VIII

impact of the Planning Process

At the end of a one-year trial Los Medanos College is not prepared to give 11,

full-blown evaluation of the operational phase of the General Education Project.

That will have to come later. However, it is not too early to begin to evaluate

planning as rt has been translated into operation. Interviews conducted by the.

outside evaluators in May 1975 assessed the impact of planning as perceived by

both general education and non-general education instructors. It should be

noted that this assessment is quite different from that reported in Chapter VII.

Though many similar points are raised, the difference is that the questionnaire

administered in the fall of 1974 measured-the readiness for operation given by

planning, while these interviews offer a beginning measure of the operational

payoff itself.

The responses of the general education faculty will be given first--their

assessment of the impact of planning on themselves, the program and the

institution.

On the General Education Instructors

Without exception, all general education instructors'interviawed said they

believed that the overall planning efforts did indeed pay off. Of course some

D
thought they paid off more handsomely than others. And of course they thought

some phases of the planning process were more helpful than others.

Plably the most important single aspect was the weekly seminar. While

admitting that time was often given grudgingly and that general sessions were
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sometimes called at times when area planning was More important, nonetheless, the

faculty generally agreed that the weekly meetings were essential. They provided
4

the one time when the parts could be related to .the whole. They were an

Indespensable means of helping staff get organized. They made faculty members

knowledgeable about fields outside of their own areas. The subject area meetings

were, of course, an absolute must. it was here that faculty efforts really

blossomed into curriculum. As one instructor put it:. "Area planning is the

heart of the program; if it "stops the entire effoi1 will suffer Immeasurably."

Instructors' confidence in themselves and. in each other seemed to Kaye a,

spurt 8rgrowth at the retreats. At the Santa Cruz, the Boulder Creek, the St.

Mary's and the San Damian° retreats faculty beCame better acquainted by observing

what others were doing, sharing, learning and teaching. One faculty member's

statement sums up the responses from nearly ali of her colleagues: "without

question, we never could have achieved the feeling of togetherness, the need for

cooperation, the Ideal of common purpose, the mutual respect for others and their

opinionr4vere it not for the development of the general education program through

its retreats, seminars and area meetings."
o

the planning process also improve faculty members' ability to work. as members

of a'telim and resulted in their becoming more at ease with the governance structure'

of thcollege. "New ideas, new approaches, new strategies have given ?he a sense

of strength as a teacher and as an individual" was an interview response which

summed)up the whole planning effort for more than this one faculty member.

Contacts with outside lecturers, speakers and consultants were of minimal

value in the opinion of many of the faculty. They didn't know our program,"

"They didn't know Los Medanos College" and "they didn't know us" were the negative
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comments:" A few believed that moreshould have been done In the early stages to

make the concepts of the program clearer..

From their interview statements it Is safe to say that-all faculty felt they

had matured professionally and personally during the entire planning, process. '"The

most hard work, frustrating and energy demanding (bask) I've ever encountered, BUT

it is the most exciting educational experience of my life: The' working- sessions

In my area, and the sharing of plans in other areas must Contributataithe success .

of 'this educational ventureso said one tired but enthusiastic ins uctorin the

Spring of the General Education Project's first operational year. While this point.

,,of view might not be shared by everyone,. It is safe to say that"mo(f the general

education faculty would agree. 'k
1

On the Program -,.:' If

1
" .

4

. ?

. ,
.

.

As was pan'ted out in the previous chapter, the goals and aspirations for the.
...

,

planning process were many: I) the, development of a _new curricular concept, 2) the

development of new and Innovative instructional..strategres, 3), the development of

interpersonal skills In dealing with the abo$A and 4) the development of a

persohal awareness of cultural diversities, Of ethnic and women's perspecliveb

and of other student needs

Naturally when goals and aspirations are as large and diverse as these,

'problems inevitably follow. The generic courses in each of the six subject

areas were always team planned and sometimes team taught. Developing them

demanded reasonable consensus on what Is Important enough to teach (content) and

how to go about teaching it (strategies). Team efforts are difficult and often

require head knocking as well as sharing, agreeing, disagreeing, demanding effort

from others, giving in to others, hanging tough and so on. However, team efforts
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were indispensable to.development of the generic courses. Most instructors

believe d that success In this effort had been achieved, the m important

and relevant concepts were identilled for inclusion in the.generic courses and

that the methods of presentation developed by one teacher. were offered for

sharing.by the others. ,A few believed thatthe team approach, while essential,

might also stifle creative efforts on the part of individuals.

An important concern among all general education faculty and administrators
6

6

was the interface with faculty members who are not teaching in the general

education program. While ef orts to avoid a split,between these two groups have

been successful to date, (facultrwTde retreats and the Kellogg Staff Development

.Project have helped mightily to erase this potential for split), a continued

emphasis on the mutual dependency of general and special education must be made..

The sharing of ideas, goalS and objectives among the whole faculty is required

for the'continued success of all curricular efforts at Los Medanos Coll

There was some diversity of opinion among the faculty as to:the effectiveness

of plural 'pursuits on the educatiqp of the students. As described earlier, plural

pursuits often involved the non-general education faculty, and since at first

they were not intimately acquainted with the notion, they were sometimes frustrated

by students, seeking their help. Most faculty members said it'was a promising

approach but had some misgivings. Some comments should be cited: "needs more

working at by the entire faculty;" "needs more depth in some projects;" "too

many Plural pursuits per student;" "needs better coordination between faculty and

Leirning Resource Center,"

Complaint about lack of time was a major faculty criticism. Since so much

was attempted in the first operational year, this criticism was valid, but the

0
1 3 5



129

probability of its continuing to be a majoi concern should be lessened as the

time devoted to genei-al education planning and preparation diminishes. In this

respect faculty members.during the'spring semester of 1975 showed improvement in

handling the total task and showed particular improvements in their efforts to

enhance the learning of students through plural pursuits.

Although most faculty members wore impressed with the initial success of the

team effort,in the developme of the generic courses, some registered concern
. ,

about the future success of this effort. Some negative comments were: "too

difficult, in my area, to make the generic course very meaningful"; "can't relate

generic course to discipline course In a significant way"; "very difficult to

bring new faculty into the 'generic mold' established by the first-year faculty";

"too much--or too little--work demanded by faculty"; "an Incredible load to

prepare for."
0

As in'the case of plural pursultS, the Interviews reflected that

the majority believed in the generic course concept and'very much tented It to

work. More time and effort need 'to be given to Its dmieloOment.

Similarly,the majority of faculty members thought that ethnic and women's

perspectives were being given full attention within the Instructional program.

A few indicated that this was being done "to such a degree that sometimes it is

frightening." They were concerned about student and community "backlash."

There was some evidence of student backlash, but It was not a serious problem,

and there was no negative response from the community. It seemed that In general

the perspectives of Blacks, Chicanos, Asians and of women were being included

in most areas with a fair balance. Of course some fields lend themselves to

these perspectives better than others. It has, for example,'been more difficult°

for the physical end biological sciences to incorporate ethnic and women'sconcerns

into their generic and discipline course even though the instructors wanted to do so.
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The majority of faculty members registered belief that they were Including

significant societal Issues- in the generic and discipline courses. Quite a few

instructors indicated, however, that they were experiencing considerable difficulty

in developing a smooth and natural integration Of these ethical issues into the

subject content of their courses. They realized the need to ask for more discussions,,

more sharing and more helpin using the content of the generic and discipline

couries,'to raise the societal issues, and to suggest options for their solution.

On the Institution

Perhaps the section above on, the impact of planning on the general education

program has sounded more negative than positive. There are problems, and the task

is not finished. Yet it was the sincere belief of the outside evaluators that the

collective effort and the struggles during the years 1973-74 and 1974-75 have
am

resulted in an esprit and a faith in self and in others that will shape Los

Medanos College for years to come.,

The evaluators found it significant that, with few exceptions, the faculty

believed that efforts expended by all in developing the general education program

had brought to the college a unity; a team approach and a shared aspiration that

gave great promise for the future. When asked the question "does the general

education program at Los,Medanos College give,it a 'spirit' that otherwise might

.not have obtained?" the answer by one faculty member-was--"Four Stars!" While

staff spirit does not equate with' education there is that undefinable. something

that dictates that with the former,. the latter becomes both more possible and more

significant.

Up to 'this point, all the evaluative responses reported have come from the

general education.faculty. The evaluation of the planning process and its impact
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on the individual instructor, on'the program and on the institution have come from

. the questionnaire completed by,the general education faculty %and the evaluatois'

interviews with:the general education faculty. But what do faculty membefs who

are not teaching in the general education program think of 10

S.

The General Education Program as Seen by the Non-General Education Faculty "

As mart of-the evaluation of the general education program it was thought.

essential to determine the reactions, the ideas and the concerns of faculty members

not teaching this program. Interviews were organized to explore the following

four areas.

1. The extent to which 'planning for .the general education program 4

resulted in institution -wide knowledge about the program.

2. Whether or not planning for the geperal education program had
O

any effect upon the teaching of non - general eduCation faculty.

3. Whether or not the planning process had any favorable/unfavorable

impact oh'those not teaching general education courses.

. The extent to which the program has been favorably/unfavorably

'received.

Number 3 above, the impaCt of the general education program on the non-general

education faculty, will be treated more fully than the other three areas because

it has more immediate and also long-term Implications for the institution.

1. The extent to which planning "for the general education program resulted in

institution-wide knowledge about the program.

beyeved that the retreats and the faculty meetings went a long way

toward bringing-everyone into the general education schema. The retreats were

the most important factor in unifying these two'groups. Through structured
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sessions, bull sessions and socializing the.ficulty became a whole. However, thd're

were those among the non-general education'faculty who believed that throughout

the planning session the "careerrtypes," as they called themselves, shotild have

been more involved. Not so oddly, those who wanted more involvement were those

who were very familiar with general' education co6cepis and the efforts to implement

them. In this case, familiarity bred not contempt but rather a certain amount of.

envy, a feeling of being left out.

From the interviews the evaluators concluded that nearly every non- general

educatiofi faculty member believed in the overall general education concept. However,

most had serious questions about their inadvertent involvement in plural pursuits.

They were not against being used as resource persons in students' plural pursuits

but felt they had not been briefed properly on how they were to play this role.

further'they felt their first contacts should have been with the general education

instructorehso that they would have been well oriented before students' came knocking

on their doors,kfew also questioned the relationship of ''the generic courses to

the discipline courses. Both of these concern's were based primarily on student

reaction that they were hearing.

The non-general education instructors Joined. their general education colleagues .

In believing that the institution must continue to hold retreats--at least for the

next year or two. Continuing dialogue about the general education concept Is

essential, they said. They also observed that the socializing fostered by; retreats

`helped break down real or imagined barriers.between the two groups. "Retreats

helped in understanding one another and in tieing faculty together." "Retreats

were very helpful in finding out what others are doing'."

It should'be'pointed out that those non-general, education faculty members who

were Kellogg"Fellows wereNery positive forces among their colleagues. Their
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year-long experience in the Kellogg Sta f Development erogram brought them closer

professionally and personally to the Kellogg Fellows who were general education

instructors. Actually, the majority of the instructors in the general education

program' were current or ex- Kellogg Fellows. This fact has been.a very important

factor in bridging the gap--if in fact there ever was a gap--betWeen specialists

and generalists.

2. Whether or not planning for the general education prbgram had any effect

upon the teaching of non-general education faculty. , 4

Except for the Kellogg Fellows, it was generally agreed that the existence of .

the general education program had little or no effect upon no -general education

teaching. However, some did indicate that in order to assists dents in their

plural pursuits they were obliged to gain more knowledge and more appreciation forll'

the general education concept. They also had to branch ou to reas.of knowledge

'other tha'n their own to make the interdisciplinary tie-in.

Working with students in plural pursuits and engaging in dialogue with

ee4league5 at retreats has given the non-general education faculty a deeper

appreciation for what the general education faculty is trying to do. This turned

into a two-way street, particularly after one retreat devoted largely to "career

education" programs. As a result, personal and professional relationships have

developed at Los Medanos in a manner that wouldn't have happended in any other way

3. Whetheror not the planning process had any favorable/unfavorable impact on

those not teaching general education courses.

While the favorable aspects have been alluded to in the previous two sections,

some will bear repetition. Faculty members teaching career education courses Were

impressed with and generally believed in the general education program. The
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retreats have been the most significant events during the past two years to bring,

this about. Interaction with colleagues has helped to, prevent the schism so

frequently found among so called "voc tech" and "general ed" instructors.

Other reasons for their appreciation for the program are cited. Among them

is the fact that the general education faculty have tremendOus enthusiasm. They

are a gung ho young faculty"--was the way one not-so-young faculty member described

them. Further, they believed that administrative leadership has given the entire

faculty a feeling of oneness. Again, the Kellogg ProgramWes seen as a very

Important factor in bringing about a healthy relationship among the whole faculty

as well as an appreciation for the educational approaches used by the general

education faculty.

The evaluators were impressed with the symbiotic rel'ationship among several

programs and facets of Los Medanos College. It has already been mentioned that

the Kellogg Staff Development Program supported the General Education Project,

but it should also be mentioned that the planning, the curriculum development, the

dIscussion'of, learning strategies and teaching tactics which were all a part of

the General Education Project became grist for the mill in the Kellogg Program.

This same mutually supportive relationship existed between the Los Medanos

Governance Model and the General Education Project. The Advisory Clusters became

the communication links and the forums for keeping everyone abreast of what was

going on in the General Education Projet'A.

As noted briefly in Chapter II, the Los Medanos College faculty are assigned

to six advisory clusters. They are grouped in an interdisciplinary manner, with

student and administrative representatives sitting in each group. They meet

three or four times per month to discuss and to recommend policies, curriculum and
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any other significant college governance matter. The cross-cut membership of

theSe advisory clusters, plus the fact that Los Medanos College has neither

-departments nor divisions, means the) everyone has a voice in everything that is

going on at the college. The non-general education faculty have said that while

clusters have no direct relationship to the General Education Project, they are,

nontheless, a.verje important reason why the excellent relationships exist between

the two faculties," between faculty and administration and betWeen students, and

staff members. By virtue of these relationships they do have a tangential

connection to'the General Education Project.

Before describing\thelr concerns, perhaps it would be well to give some

positive quotes from /non- general education faculty: "I was originally negative

on plural pursuits,/ now I'm very positive"; "this faculty is the most
1
gedicated

I've ever seen"; "I very much believe in the general education program but do hope

that the administration conducts follow-up studies with former Los Medanos College

students, transfer and non-transfer-7as to the value of the education received";

and lastly, 'what made the general education program 'fly' was the tremendous

enthusiasm, dedication and work of the general education faculty and administration."

As favorable to the program as these faculty members were, they, like some

of their colleagues teaching general education courses, had some very legitimate

concerns. They believed that more work needed to be devoted to clear definition

of plural pursuits and the generic courses. While,,agreeing that'in the second

semester of the first operational. year there was less confusion regarding the

plural pursuits, they also believed that the general education faculty were not

all saying the same things to. their students, noe were they demanding the same

effort from inkthelr plural pursuit's. Two or three believed that some

r
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general education faculty members have devoted too much time to ethnic perspectives--

particularly the Black perspective. A couple believed the same regarding time

spent on women's perspectives. A few believed, from what they have,heard from

'general education faculty and students, that the generic courses required' too much

effort. They thought this was particularly true in light of the fact that the

generic courses only carry one unit of academic-credit:

Here are some pertinent quotes_ Individual Ipstructors: "Confusion reigns:-

need more informationmaybe a General EduCation Handbook?"; "somewhat familiar

with general education program but need more- =can't advise my students as well as

I'd like"; "I'm totally ibnorant on general education--I can contribute little";

"not enough in-depth study being given to ethnic perspective but I'm not An favor

of 'separatism"; "because of the general education meetings I feel left out of

something very important- -but maybe it's our fault"; "at first I was offended by

the separation of general education and non-general education (general education

higher plane?) but, as time went on, I felt less,and less so. I believe I have

something to give to the general education ,facUlty and the general education

program."

4. The extent to which the program has been favorably/unfavorably received.

Generally the non-genera'education faculty agreed that it was too early to

evaluate the educational .impact of the general education program on staents.

Time must pasS to "Iron out bugs," as one given to the mixed metaphor said, and

'to allow students the exposure necessary for the continuity of the program'to

have Its effect. However, they were asked to comment and they did.

They raised the ever-recurring question of proper scheduling. Some said

, .

that they encouraged students to accompany their specialty education with general
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education. But scheduling conflicts were so overwhelming that many students were

denied that opportunity. Whether or not this was a widely-felt problem, the

administration acted upon it. In May 1975 they Instituted discussion of other

scheduling systems and did in fact come up with a different format for the fall

1975 semester.

Many non-general education faculty believed that some students enrolled in

the general education program were frustrated, bewildered and angry at the amount.

of time and effort involved. They judged that the students weren't sold.because

they didn't understand. They reported that in-the second semester the student

complaints were fewer and less vociferous, yet that they did continue. Comments

by Indlvidual.non-general education faculty quoting students might be of interest

here: "Plural pursuits area drag"; "too many plurdl pursuits"; "the generic

class sizes are too large"; "students can't put it all togetherpartiCularty

the younger students"; "many students favorably impressed with the general

efforts - -particularly after a delayed response." It may well be that the last

quote will portend the future, as the "two faculties" continue to engage in

dialogue, share ideas and playoff biases, agree and disagree and show the mutual

respect they have so far impressively shown for both special and general education.

Evaluation by questionnaires and 1w-depth interviews have been covered. But

there are other f.acets of evaluation, less systematically related and admittedly

mote impressionistic, that need to be addressed, in the next chapter.
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CHAPTER IX

Other Aspects of Evaluation

Chapters VII and VIII reported how faculty members perceived the planning

process of the General Education Project. This chapter will shift the perspective

from that of the faculty to that of the evaluators - -and,, In a section on the

generic courses, to that of the students.

The evaruators had eyes to see and ears to hear, hence were not completely

reliant on how others saw or heard. Of course they observed what was obvious.'

,T
The project lied for weekly seminars and periodic retreats,and the evaluators

can attest to the fact that these In fact met. The project called for resource

peOple as consultants in curricular planning, in international perspectives, in

cultural pluralism, etc. The evaluators can attest to*the fact that reputable

consultants were engaged and did bring valuable information and insights.

Some other observations were not so obvious; yet at a subjective level they

were discernable. For example, the esprit de corps that developed among most of

the general education faculty members was almost palpable. Further, it was easy

to see that instructors from diverse disciplines were seriously talking to each

other about what deserved to be taught and how to teach it--an uncommon phenomenon

in most colleges. Still another ekample: it was apparent that the administration

was sensitive to and took steps to skirt the danger of splitting the faculty into

two camps by heavy emphasis on the generaleducatIon program. A division Into

the we (generl education) versus the they (career education) was to be avoided.

The point is that the evaluators were often participant observers aild could see,

describe, count, check, think about and feel. And all of what they took in,
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objective and subjective, becomes legitimate data of evaluation. Attention will

first be focused on an objective factor.

Course Outlines for Generic and Discipline Courses

The project promised intradisciplinary team planning toward development of a

general education curriculum, The tangible outcomes of curriculum development

are course outlines: the highly structured contractual statement of overall

goals, learning objectives, basic content, learning strategies; teachrhg tactics

and rwiource materials. it was an obvious, simple, yet revealing task for the

evaluators to check whether these outlines were adequately prepared. The fact

was that at the end of the first year of planning and before any class was taught

there was on file in the president's office a fully.ePatiorated outline for every

generic and every discipline course. Examples drawn from language arts are

presented in Appendices 1 & 2 to show the format used and to give the flavor of the

generic and discipline courses within one intradisciplinary aret 1p

ler
A drawerful of course outlines is evidence that the work got done, but the.

outlines are mute on all the struggles that went into their making. The evaluators

observed enough of the process to know that it was not easy. imagine a faculty,

-* some with many years of experience, some with limited experience, some with,no

experience, a faculty with diverse educational backgrounds, a faculty coming from

widely differing life experiences, a faculty with heterogeneous ethnic, class

and cultural roots, a faculty whose teaching experience and/or academic training

gave them a mind-set and a dedication to "their" disciplines, a faculty hew to

each other and still struggling for role definition--imagine sucha faculty meeting

weekly to talk through to reasonable consensus what was worth the teaching and

how it was best to be taught. No,'it was not easy. But it was the evaluators'
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subjective judgment that all of the.potential negatives were to greater or lesser

-degrees overcome because most,of the participant faculty were philosophically

Cumnitted to the concept of general education, and were philosophically convinced

that the intradisciplinary approach was the best way to go. To be sure, there

were .a few who either remained skeptics or beame skeptics, and that is a problem

still to be resolved.

In comparing the Course outlines of the generic courses with their respecti'Ve

discipline courses, the evaluators acknowledged what one facultymember described

as "the necessity to work more diligently In relating the, content of the generic

courses to the discipline courses." .' This is an unfinished task which will

probably always be'ongoing. It would be impossible-to coordinate content and

sequence completely and once and for all. Yet the course outlines did reflect

a significant team effort in the generic courses and significant success in

achieving the project goals of demonstrating the unity of knowledge and moving

toward cultural pluralism and a world view. /EZZburse outlines also made clear

to the evaluators that the project was more successful in coming to grips with

the societal issues cf racism and sexism than any other of the major soc,letal

issues that put this nation and indeed the whole world In jeopardy.

Cultural Pluralism in Staff Selection

Another objective of the project that lends Itself to'easy and objective

checking is that of cultural pluralism in staff selection. The implicit logic

here follows, of course, from the defensible assumption that if more Black,

Chicano, Asian and women Instructors are hired,, they can be depended upon to

infuse ethnic and women's perspective into the curriculum.
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From the moment of decision to adopt this general education model, Los

Medanos College deliberately set out to select a faculty ,hhat would assure balance

in ethnic and women's perspectives. The grant from the Kellogg Foundation for

staff development made this selection process feasible. Young faculty members

from various ethnic cultures and young women.(White or non-White), who were

qualified by virtue of their educations and/or life experiences, but with either

.
limited or no teaching experience, could be, and were, hired as Kellogg Fellows.

It was a high-risk decision, but how else can past inequities be righted and

future inequities beprevented?.

Not all of the general education instructors were KellOgg Fellows, but 16

of the 29 were. Of these 16, only 3 were White males. In the ')first operational

year, the sex division:among the 29 general education Instructors was 16 men to

13 women. This means a ratio of,55 percent: 45 percent. if this is compared to

the sex ratio in Los Medanos College student enrollment (51:49), it is seen that

women faculty members were still not quite fairly represented. However, if it

is compared, to the sex ratio within the pool of qualified applicants (60:40)

then the corrective bias of the selection becomes very apparent. It is even more

indicative of the Los Medanos College commitment to compare thi results of its

hiring practice to those of other San Francisco Bay Area community colleges. The

percentage of women among the total instructional staffs at these colleges averaged

out at 28.5 percent.

The commitment to ethnic representation is equally strong. Eleven of the 29

instructors teaching general education courses during the first operational year

were from ethnic minorities. This represents 38 percent, whereas the ethnic

minority proportion of the student population was less than- 25 percent, and the
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percentage of minority instructors in other BaytArea community colleges only

12.3 percent. It might be of Interest to add that the three -way breakdown among

the ethnic instructors was 6 slacks (21 percent) 3 La Raza (10 percent) and 2

Asian (7 percent). The dIstrepahcy'between Black and La Raza probably reflects

the fact that more Blacks than Chicanos are within an emerging from the pipeline

of preparation (the universities). 11he distribution by sex and by ethnicity

within the four administrative areas 4s given In Table 20.

TABLE 20

DISTRIBUTION BY. SEX AND ETHNICITY OF GENERAL EDUCATION FACULTY
IV

Male Female (3-1Mack La Raza Asian

Natural Sciences 3 2 1
A

LanguageArts/HumanistiC
Studi.es 7 5 2 1. 1

BehaVioraLSciences 3 4 2 2

Social Sciences 3 2 2 . . .

Tbtal 16 13 6', 3 2

From Cultural Pluralism to World View

.
Probably the most ambitious goal of this general education program is to

fbster a world view in the minds of Los Medanos College students. Achievement

of this goal would be difficult to measure even If there had been a five--or More--

Year accumulation of student sample. With only'a one-year freshman class It was

'impossible to measure other than by inferdnce.
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From course outlines, from course reading lists, from films, records,

pictures, etc. It could be inferred that students were exposed. to a broader world

view. Some examples: the listening required in the general education course in

music drew from'india', Japan, China. Africa, the Near East and from American

Indians as well as from the usual source of Western Civilization; philosophy.

included Lao-Tse an Krishna Just as It Ancludea Socrates and John Dewey;

Oriental, African and La Raze art were part of the viewing done by all students

in art appr ciati , tht literature courses were all world literature courses

and were not segmented into American literature or English literature or European

literature; the anthropology and astronomy instructors'collaborated on a

planetarium show which illustrated the myth-S. of creation throughour the world,

with the Judeo-Christian and the scientific myths on"two-among a dozen others;

Other examples abounded, yet it could not be concluded that all general education

courses exposed studentS to a widening world view. Such exposure remains a goal

toward which much more thought ani,effort will have to be applied.

in the conceptualization of this general education program perhaps the

dssumptIon,was made that the faculty members themselves would all come with well-

developed world views, which they would readily transmit to the student's. it

was the impression of the evaluators that the ethnic diversity within the
of

faculty was remarkable, and that they were teaching each other and their students

to be accepting.and appreciative of cultural pluralism. This may represent the

. intermediate step toward'a world view. Yet, it is,also.true that first-generation

college graduates, who have usually had Ito struggle and Work their way to the

professional ranks, are not noted for their depth and breadth of sophistication.

The assumption that faculty, members come with a world view 1.4 only true in varying

degrees. If a college aspliNVo generate a comprehensive world view in the minds
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of its stddents, it mustdaiso work unceasingly to generate an evet-exp'anding and

clarifying world view in the minds of its instructors. This can'be achieved by

a formal program of staff development and by establishing a prevailing attitude

of approval and reward'for those who break free from the parochialisM their

lives.

A world view is certainly not a necessary result of world travel; yet for

people with any openness of mind, world travel does help. Teachers as a profes-

sional group are known for'travel and too much weight shoujd.not be given'to this

point, yet it is a fact that this young (also read low on the salary schedule)

faculty did an inordinate amount of travel in the two-y period of-the General

Education Project. Mexico, Central America, South America, India, China, Africa

and Western Europe were all on the itineraries of this peripatetic faculty. It

was the hope and the expectation of the evaluators that travel by some will

stimulate travel by all, that the "travel ;dg" will be catching.

Some Impressions of Seminars and

Each Wednesday afternoon the general education faculty met from 4:-00 pm to

6:00.pm. The meetings began in September 1973 and continued through May 1975.

In addition to these two hours per week for some 72 weeks, the instructors met

innumerable hours in unscheduled, sub-area planning sessions. it was no wonder

that after two years the general education instructors knew each other very well

and radiated the impression of high sensitivity to their colleagues, eagerness
E.

to learn from each other and willingness to continue to work together The.

Wednesday afternoon seminars were used not only for team planning but also for

critiques of the generic class presentations.

151



Since Rues part of the plan and since they had:lose most of their fears

about each other;rqnstructors sat in, or participated in) each other's generic

classes. That in itself was a breakthrough,"for most college instructors never,

have an opportunity to visit each others' classes and to have direct feedback'

from colleagues about what was taught and how it was taught.

In the early phases of the planning process, the seminars. were meetings of

the whole' general educaiion-faculty. 'At took some time just to get deal" in

everyone's mind the dimensions and the complexities of the general education model.
,

Also during the first year the seminar leaders were still impressed with the value

of outside consultants, some of whom the faculty later rated as very valuable and

some of whom they rated ,as poor.

To some extent the instructors were a little resentful of the general sessions

since they knew they were soon going to have to face 90 to 120 students in the

genetic sessions and were desperate to settle with their colleagues on objectives,

content, tesource -materials and methods of presentation% In'the sec9nd year,,

the operational year, they wanted to meet in small group sessions to do the

detailed, last-minute planning for the Upcoming generic sessions and also wanted

critiques on the last sessions and.to talk about tie-ins with the discipline

courses.

Even so, most of the meetings of the whole were important and the faculty
o

_knew it. They were particularly appreciative-of the contributions of Dr.hester

Case, the Professional Development Facilitator. It was he who developed the

format of the course outlines and gave group and individual assistance in thinking

through and structuring these outlines. It was also Case who taught the groUp how

to brainstorm; how to percolate the contents of the several- disciplines for their

.generic commonalities, and then how to extract these for the generic courses.
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As cap be inferred from this discussion of the weekly seminars, major attention

and most of the time was spent on generic courses. That is understandable since

they were the furthest from the instructors'. experience and loomed, most formidable.

But the point is alSo offered as a Criticism. Failure' to spend sufficient time

it

on the discipline courses resulted in their being more traditional and less inno-

vative. Further, it resulted in less coordination between the lenerjc andthe-.

discipline courses,.apd coordination is, of course, a major objective in an "intra-

disciplinary package..

Retreat houses in Santa Cruz, Boulder Creek, Saint Mary's College and

San DomianO were all used as locales for faculty retreats. Three of these were

two or more days in duration, and only the one at St. ,Mary's College was a one-day

stand. At first it seemed reasonable to restrict the retreats to the general

education faculty, but experience proved otherwise. As a matter of fact the

-fourth retreat at San Oomiano was used primarily for the non-general eduCation

faculty to tell the genera( education faculty about.their own programs and how

general education could be better related to special education.

These retreats brought (talue far in excess of theirtcost and in wayS which

were not fully anticipated. They welded the general education faculty into ,a

working unit. Instructors from different cultural backgrounds lost their strange-

ness to each other and became individuals, instead of types in a category.

Instructors who were essentially strangers ate together, worked together, drank

together and had fun together, and in this process, colleagues became friends.

Thelong blocks of time alloW-ed for real-sharing of ideas, for arguing out the

(---

relative importance of subject matter, for developing-learning strategies and for

0
testing out teaching tactics on each other, and finally just for structured and
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unstructured bull sessions on Los Medanos College and the validity of its

goals and objectives. 'The retreats involving the whole faculty played a most

'important role in forestalling the we-they split between general educatior,L and

career education instructors. These later retreats, particularly the one at San.

Damian°, in which the non-general education, faculty presented a "show and tell"

about their programs, midethe general education faculty more cognizant of what

their colleagues In career education were doing and gave the non-general education

staff insights ipto what the generic courses, the discipline courses and plural.

O

147

pursultswere all about.

Staff Evaluation of Generic Cou*ses

The whole notion of generic courses Is that subject disciplines are not

unique but cluster into families and that within any one family there are common

concepts, principles, theories, etc. The very fact that generic courses were ,

planned and taught was beginning evidence that this notion was sound. However,

the course outlines-for the generic courses did not always bring commonalities

.

--

into sharp focus. This concerned the president, so he asked the deans to have

instructors in each area extract and articulate the concepts and generalizations

..being/taught in their respective gineric courses. The. results of this effort

/lave been discussed In Chapter IV, The Generic Courses, and illust6ted in

Table 12.

It is mentioned again here because evaluation of this project was seen as

"action research"; hence when, the, president's evaluation gave a new lead and it

was follwed, even though it was not within the original eyaluatIbn design. From
t.J

studying the efforts of each of the s,ix general education areas, the evaluators

concluded that common concepts and principles do exist, that they can be
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articulated and presumably can be taught. It was apparent to the evaluators

that:some areas had more difficulty in articulating commonalities than others.

The sciences, for example, seemed to render common concepts and principles quite

easily. In language arts, a field in which instructors had not been taught to

think along these lines, the task was a difficult one.' As a matter of fact, the

process in language arts, humanistic studies and behavioral sciences resulted in

a new insight, to wit, that common attitudes, common values and common belief

systems were being taught as much as common concepts and principles. The con-

clusion emerged that if affective aspects' are being taught--which they are-.-then

'Instructors need to be consciously aware that they are. Students need to be

honestly told that teachUng is as directed to affective learning as it is to

cognitive learning. And instructors need to devise ways of assessing and grading

the affective learning that is taking place.

Student Evaluation of Generic ,Courses

The plan for evaluating this general edgcatlon model called for "laying the

grounerork,for later evaluation of student development in terms of the program's

objectives." The one-year operatic:sr-lel phise"was not long enough to warrant any

substantial effort toward evaluating the program's impact on students. However,

the evaluators and staff recognized that beginning a long-term evaluation of this

impact was the next order of business.

This will not be easy, for even when valid instruments for measuring learning

are devised, it is always difficult, to establish cause and effect. None of this

was attempted for the first-learstudents. The only Involvement in student

a
evaluation was a modest attempt to get at reactions to the generic courses.

.

In

the closing week of the spring semester 1975, students in all generic courses

t) t)
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except humanistic studies were asked to respond to six multiple-choice questions.

The queWons and the percentage of students responding to each choice are

reported In Table 21.

TABLE 21

STUDENT ENALUATION OF GENERIC COURSES BY AREAS

Question 1:
..__

My general' feeling about this course
.

(A) very po'sitive (D) negative

(B) positive, (E) very negative
(C) qo feeling one way or the other

Area

Total

Response Choicejk Choice B Choice C Choice'D Choice E

Behavioral
Science

. 195 12% 46% 22% 13% 7%

Social
Science

189 27% 44% 14% 11% 4%

Language
Arts

205 15% 56% 18% 8% 3%

Biological
Science

102 13%. 37% 20% 19% 12%

Physical

Science
177

.

14% 37% 24% 21% 4%

Question 2: The goals of
supposed to
(A) very clear
(B) clear. to

(C) neither

the course (what was expected of me as to what I was

do and supposed to learn) were:
to me (D) unclear to me

me (E) very uncler
clear nor anclear to me

Area
Ttal
'esponse Choice A Choice B Choice C Choice D Choice E

Behavioral
Science

.-.)

197 19% 5l 9% 2%

Sociar
Science

191 e'. 51% 6% 1%

Language
Arts

205 15% 9% 19 2%

Oofogical
Science

99
,

18% 44% 4% 20% 3%

Science
sical

.

158 18% 44% 24% 13%

.

A
1%
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TABLE-.21
(continued)
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.

. . .

Question 3: in'regard to the syllabus, the handoUts'and.other
this course, I can honestly 50:
(A) *always read what was assigned .(D)

(B) I usually read what was. assigned ,

(C) I sometimes read what was assigned (E).
.

readings

1 rarely read-what
was assigned
I never read
was. ssigneds

Choice D

for

what

Choice E
.

Area

Total
Response .Choice A

.

Choice B
. .

Choice C

Behavioral
Seence

195 4 % 34t 16% 3% r6

'social

Science
189 23% 44% 21%

.

11% I%

Language
Arts

° 203 . 23% 29i 19% 1,- 18% .11%

Biological
Science

100 21% 40%. 27%
/

7% 5%

Physical

Science
159 16% 40% . 28 13% 3%

Question 4: When I left

principles and
were: )

(A) arMost alwpys
(B) usually clear
C) sometimes

.

each presentation,
attitudes

clear to
to me

clear to me

Choice A

the

the instruct&

me (D)'rarely

(E)

Choice B

concepts,
was trying

clear

never clear

Choice C

generall;zations,
to get

to me
to me

.,

./,'
.

Choice D

across

)

.

Choice EArea

Tui.al

Response

Behavioral
Science

196 21% 43% 29% 6% 2%

Social
Science

188 34% 42% 18% 4% 2%

Language
Arts

206 24% 52% 22%
.

19%

Biological
Science ,

99
.

'h
26% 39% 23% 9% -. 2%

lrhysical

Science
167

.

29% 43% 25%
,

4%

c,
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TABLE 21
.(continud)

Question 5: The statement
(A)

I enjoyed,.

(B) I enjoyed

(C) I usually

. the presentations
(D) I didn't

vary muci.

that most closely fits my feeling is:
the presentations and learned a lot
the presentations but didn't always learn much

learned something, but I didn't especially enjoy

learn much and I didn't enjoy the presentations'

.

Area

Total
Response

.

Choice A Choice B Choicece- Choice D
No Choice
E Given

Behavioral
Science

185 30% 39% 16% If%

Social
Science

189 49% 23% 26% 2%

Language
Arts

208 39% 42% 13% 6%

biological
Science

98 34% 32% 24% 10% .

.

141Wcal
Science

.

167 36% 39% 15% 10%

Question 6: To me, the connection betweep the generic

. discipline course was:
(A) very clear and consistent
(B) mostly clear and consistent
(C) noiopinion one way or the other
(D) mostly unclear and inconsistent
(E very unclear and unconsistent

course and the

Area

Total
Response --Choice A Choice B Choice C Choice D Choice E

Be avioral
Science

131 15% 39% 19% 15% 5%

Social
Science

189 31% 38% ) ,

1.

15% 13% 3%

Language
Arts

206 13%
/

39% , 24%.4' 13 11%

Biological
Science

104 28% 28% 28% 11% 6%

Physical

Science
165

c
222 ) 40% 18% 16% 4%
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While these student responses do not add up to !'rave reviews" for the generic

courses, the fact that the majorlty of students responded favit,rably (Choice -A-or

Choice B) to all questions seems encouraging, particularly for the first-year

attempt. It appears that the generic courses in biological and physical sciences

did not yet enjoy an overwhelmingly positive image. Almost half of the students

in language arts Were not doing the reading they were assigned. All areas did a

reasonably good job in_making the course goals clear to the students, with the

social sciences having the highest'record in this regard: Language arts

appears to have had the greatest success in clarifying the common concepts,

generalizations, principles and attitudes for the students, which seems odd since

the instructors in this area experienced the greatest difficulty in extracting

and articulating these commonalities. TWo thirds or more of the students in all

areas admitted that they enjoyed the highly mediated generic presentations while
E.

not being nearly so sure they had learned much from these presentations. The most

consistently negative response concerned seeing clear connections between the

generic courses and their respective discipline courses.

As a final note it should be repeated that this evaluation was essentially.

directed at the planning process and the effect of the planning process on the

A

faculty. The full impact of the general education program on. students has-yet

to be measured. ,The soundness of conceptualization and the progress to date on

thiseroject seem sc) promising that full-scale evaluation addressed to the impact

on students is certainly warranted. It should begin in 1975-76 to capture the

first sophomore class and should be a continuing aspect of the general L

education program.
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CHAPTER X

Problems and Further Developments

In the building of this general education model there was always some appre-

hension that the word "model" would sound pretentious. The term was used as a

noun but the dictionary definition as a verb was closer to what was really meant:

"to wdrk into shape." It was never considered as "representation of designed

or actual' object proportioned in all dimensions."' It was not "proportioned in

all diTansions" and there is and will continue to be a need "to work into

shape. " In this last chapter the unfinished work, as seen at this moment, will

106,

be described and the next order of business will be indicated.

CurriculaP Evaluation

Community colleges have traditionally set great store on the evaluation of

instructors. This is as it should be since how an instructor teaches Is part of

the learning equation. However, another part of that learning equation is what

is taught. In. the latter regard, colleges have been more inclined to settle for

general agreement on course titles and then to give the instructors the academic

freedom to determine the content within that title. Such latitude Is not possible

in a curricular model that Is interdisciplinary In goal, that was initially

team planned and whose success remains dependent upon linkage between the geheric

and the discipline courses. Therefor:ie there Is an Institutional mandate to

periodically evaluate and revise the course outlines. This is being done syste-

matically In this the second year of operation of the general education program,

As a matter of fact, it is being done with non-general education courses as well

153
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as those in general education. It is bding done by a team which includes the

dean of the area anti those Instructors who teach that course or who teach courses

'directly related to it.
4

This evaluation and revision of course outlines is one way of institutionalizing

the team planning of curriculum. However, it is a periodic rather than an on-going

process. During the two-year grant, the planning year,andthe first operational

year, the general education instructors met weekly for team planning and team

critiquing. Under the terms of the grant, they were paid an honorarium for at

least two of the many hours spent each week in this task of curriculum development.

The point is that the need is still there while the grant money is not. These
cra,

Instructors teach an average of 16
+

hours per week and, by virtue of the demo-

cratic involvement called for by the Los Medanos College governance model, spend

another two or three hours per week in essential meetings. Some way beyond over-

burdening instructors needs to be found by which a return could be made to the

weekly two hour planning and critique sessions. Time Is'needed for total group

sessions and time is needed for subject area sessions.

The commonalities to be taught in each generic course (concepts, principles,

generalizations,theories, attitudes and values) were arrived at by brainstorming
\

among instructors who would teach that generic course. This was probably as good

a beginning way as any to answer the questions "What deserves. to be taught?" and

"What applies to all discipline courses within'thls area?" However, in the

philosophic considerations this point was made: "The judgment on what is important

enough for all to learn has to have input from those who are most knowle4geable

In various fields (scholars), from those who will do the teaching (educators),

and from those to whom the teaching is directed (students)." So far, the input
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has only cane directly from those who will do the teaching. What is needed now

is a critical review of generic course content by scholars in the respective

subject areas.' Los Medanos College is a-member of a Bay Area consortium of

colleges and universities. This would bean excellent resource agency to which

to turn for validation, or correction, by scholars of present generic course

subject matter. As to student.input, more will be said on this in the section

on Continuing the Evaluation.

' The critique by scholars needed for the generic courses is also needed for

the discipline courses. Here, the question'should be "What is the absolutely

essential'content that has to be taught?" Too often, discipline instructors

think that everything they ever learned about their discipline has to be at

least introduced. This Is patently impossible, particularly when they are

obliged to spend some time In the discipline course tieing the threads from

the generid course and also taking roughly one third of the time for plural

pursuits. Of course both of these endeavors contribute directly to the objec-

tives of the discipline course yet some instructors, still burdened with a mind-

set of a traditional discipline course, continue to feel derilict in their

coverage of content. They need reassurance that Judgment of coverage should be

based upon the total package (generic plus discipline plus plural pursuit). Or

if highly respected consultants agree that essential content''is being short-

changed, then the whole issue should be thrown open for re-thinking.

, Curricular Developments

The planning of generic and discipline courses made the general education

instructors more sharply aw6re that they were often as intent on affective

learning as on cognitive learning. Their thinking and their experience made
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them receptive to recent researp that memory of facts is soon eroded away by

time. It is pattip of thought, it is process of learning, it Is emotional

conviction that has longevity. If this Is granted, then the question comes to

be howdoes one teach for patterns of thinking about content, for process of

'learning, for eMotkonal Impact? A second question follows hard upon the first:

how does one evaluate for molar patterns not details of subject matter, for

process not product of learning, foi- emotional not cognitive components of

knowledge? Hopefully, instractors are,going-to find their own answers within

the process of staff development and that Is what mhes staff development so

exciting. University professors may get their professional rewards Ii'the

gehiration of new knowledge. Community college instructors may yet their

professional rewards 1 he generation of new ways to transmit understanding.

Who is to say which Is more important?

The linking of the generic course to the discipline courses and discipline

courses to the generic course Is an essential part of this model. The generic

course is not self-contained and does not have an Internal logic Ihdependent of

Its discipline courses. If the linkage Is not connected It Is left floating as

a collection of abstractions. The discipline courses, If not linked to the

generic, are either heavy with redundancy or have gaping holes at the higher

levels of concept, principle, theory, etc. The tie-ins have to be made at bot
e

ends.
0

More has to be done to assure that this linkage is made. The instructors

in the discipline Courses have to introduce and make relevant that which will

next be taught in the generic course.mOn turn, the generic course instructor

is obliged to make vlv1d the implications of each concept for the respectk/e
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disciplines. Then In the class following the generic presentation, the discipline

1

instructors need to cihch the connections by pointing out the revelancy of the

generic material to present or iUture content In the discipline course. This,may

sound heavier with cohnectlon than It actually Is. The preface to the generic

content can be made in the last five minutes of the discipline class. The

implications for the disciplines can simply be the ill-ustrations used by the

generic instructor to vivify the concepts being taught. The recap of the

generic content can be the five minute opener of the next discipline class

meeting. This is the price of Intradlsclpllnary teaching and It may be the

price of any good teaching. To use the maxim of the architect Ludwig

Mies van der Rohe, "Less is more." it may result In more understanding to teach

less but to make more connections among those things being taught. Typically,

students fall down In their learning when instructors fail to provide bridges'

from one idea to another. it is the connection which makes the sense.
o

One of the goals of this general education program Is to help students

develop a world view

pective rather than

Perhaps Its meaning

for it does imply

This term Is used inthe sense of an International pars-

e philosophic frame for viewing the world, i.e., Weetan6chauung.

this curricular model falls between these two definitions

urposeful Interjecting of the non-Western to compensate

for the tradltiona rientatiop to Western Clv Izatlon. It also Implies on

accoptance of the pillosophIc assumption that sury val depends upon seeing and

identifying self as a member of the human family llv g In an interdependent

and fragile world.

Whatever the definitiOn, world view can come from t o sources within a

college, from the fa ilty and/9r from the curriculum. Or can compensatkfor the
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other. If the faculty's own education and experience is still a bit parochial,'

this can be balanced by an insistence that the content of the curriculum (the

pattern of cburses, the course objeCtives, the units covered, the reading
,...

,

materAal, the Sights and sounds of the media, the dutside speakers) be weighted

toward the nonnWestern in ordado.to achieve,a balanced world view. At the same

,time, ,the staff development pro-gram of t'he college should be geared toward

expanding_the faculty's world view.. Both of these sources are being developed

at Los Med;nos College since curriculum modification'is more immediate and

less Abject to the vagaries of i
idual differences it should take precedence;

Societal issues

There was aVagbe if not faulty conCegtualization of how societal issues

would fit into this'general education model: The first- part of the reasoning

was accurate enough, i.e., students need .to know the nature and'magnitude of

the problems they a e if they are to properly design their education to help

solve eh-ern. However, was never made clear where and from whom they_would

get a st'riletured oict of these societal issues. There were some,hazy state-

ments about how generic course instructors would use societal issues as illus-
.

r

trations to demonstrate the relevancy of what they were teaching. There wqe

V
equally cloudy references to how discipline course instructors would show how

the knowledge they Were teaching had implications for societal issues... In

retrospect it is a'parent that both of these assume that students come with

fully developed knowledge these problems or that students are getting a highly

structured treatment-of these issues from,some other source. The first operational

year demonstrated that neither of these assumptions was valid. Actually, Most

general education instructors made a valiant effort despite this poor conceptua

zation and on treatment,of the problems of equi.py by race and by sex were

1 G5
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eminently successful.

success more dubious.

te.
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09_ pt her_ Issues" the-treatment was.more.spotty and. the'

The societal issues number Tar more than thoierof race and sex and some

touch:, directly upon survival-- "survival of humanity, survival of the social

prde'r, suryLvalgof the earth upon which humanity abides." Most social analysts
.0.

would agree that the following is not a definitive listing I least

illustrates the Jeopardy which the on-coming generation faces:

The threat and the magnitude ofjnuclear war

The limits of national sovereignty in a nuclear age

The physical and lAychologicai effects, of population inundation

The possibility Of irreversible ecological disaster

Finite natural resources and the collapse of materialism

The "haves" and the'"haiie-nots": Redistribution of the world's goods

The role of the United States in a post-Vietnam world
s4

The erosion, of credibility and faith in the democratic model

The loss of nerve, 'confidence and program in the «Western World '

The national malaise: Alienation.and illnesses of the spirit

The loss of conscience and the dimming of outrage toward evil

Crime, terrorism and anarchy:' The collapse of order

The limits, of science and technology
>41.

Toward equality of sex

Pluralism in race, culture and life style
y.

The.search'for a new ethic and new values in a changing social order.

These societal issues are a heavy burden to load on, to students. They

require accurate definition,;, a marshalling of evidence to demonstrate the
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gravity of-each, and, if utter depression Is to be avoided, a full presentation

of thee options for possible Sesolution: in in this light, it is obvious Oat..

they 'cannot get full explication. in the generic courses. It is equally obvious.

that there, is neither time nor systematic way to assure their coverage in the

discipline courses. The instructors'themselves need a thorough run-down on

these complex issues. They need help from experts in seeing how their disciplines

relate to the 'arious issues and to the options open for possible solution. The

best that cam'belhoped for in the generic and discipline courses Is for instructors

to know these issues well enough for them to relate the knowledge they are

teachingto these societal issues. Actually, this flow of implidations can and

should go both ways: the implications the knowledge being presented has for

the societal issues and the implications the societal issues have for the

knowledge being peesented.

If it is admitted that a highly structured presentation*Of the societal

Issues cannot be accbmplished in the generic and discipline courses, then how

should it be done? It is proposed that the following be conducted as an experi-

ment during the academic year 1976-3977. Offer a 1/2 unit course meeting every

other week at noon on Wednesdays (College Hour) in'which experts defineceach of

the societal issues, marshall the evidence of their gravity and give options for

possible solutions. Needless to say, these authorities on each issue would

need to.be lucid and compelling speakers._ Their lectures would be presented

In the gymnasium/auditorium to accommodate perhaps 500 or even 1;000 students.

This series,of 16 to 18 lectures would really add up to a year's course'(one

unit) and would be highly recommended (If not made a concurrent prerequisite)

-
for all freshmen enrolled in any area of the-general education program. To

167
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lecture hour really pay off, a compilation of readings

ow the societal issues would be assembled for the students' preparatory reading.

"let

The general edUcation instructors would meet with these exphrts at 1:00 p.m,

after the Wednesday lecture for a seminar on how the knowledge in their respec-

tive fields relates to the societal issue. These would be Professional Staff

Development seminars led by the Professional Development Facilitator, Dr. Case,

and together with the preceding lecture would earn professional growth credit

on the salary schedule for ,participanf faculty members.

Plural Pursuits

11.

The confusion and resultant criticism of plural pursuits that welled up

during the first operational 'semester sapped conviction of their worth and

made supporters cautious. In the second semester much of the cnfusion

subsided and the instructors who had seriously tried to make the idea of

plural pursults,work found that it did work. Some of die student projects

were arresting in their creativity and quality and often these were done by

°students who were n &t typically "good students."
4

The demonstrated value of plural pursuits argues for becoming more insistent

that time and effort be allotted to them. Colleagues and administrators should

,. become less tolerant of those few instructors whose indifferent or unimaginative

approach makes it more difficult for other instructors to hold their students to

the Mark. One way this firmer stance can be institutionalized is to develop a

bare-bones standard handout which tells students what plural pursuits are, what

are the parameters of acceptapliftiy of projects, what is the calendar of

expectancies, what are the avrilqbleresources, to whom can they turn for help,

how the small group sessions will be run and how they will be evaluated on
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process'and/or product. To this standardized handout cari be added any variation

peculiar to the instructor or to the course- .Here again, the undergirding

philosophic postulate would be "freedom withina framework of structure."

Other ideas on plural pursuits have been voiced. Henry Lawson, political

science instructor, argues'that instructors sh?uld insist (and help) -students

think of plural pursuits projects that have immediate relevancy, a face-value

payoff, and that whenever possible their locus should be moved out into the

community. Some non-general education.instructors, particularly some nursing

instructors, have experimented and have found value in plural,pursults for their

own specialty courses. .Thi's is really not surprising since the basinotion

of giving students experience in designing their own education applies to

specialty education as much as it applies to general education- Ross MacDonald,

language arts instructor, thinks there should be a writing component in virtually

every plural pursuit. This is in no way a plea for return to term papers. He

reasons 1) writing )s a means of clarifying thought, 2) writing disciplines

students to organize that which they have learned, 3) the students need the

experience in writing and 4) writing leaves a product from which others can

profit. Edwin Boles, plural pursuits librarian, asks for the cooperation of

Instructors in his development of a compendium, or maxbe a vertical file, of

exemplary plural pursuits for the Learning Resource Center. These could be used

as models by new students still unfamiliar with what is meant by plural pursul
A

(4nd could be used as measures of quality, by all students. One final idea voi

by several instructors is that of a plural pursuits publication.. This would

.give additional extrinsic reward to those students whose plural pursuits were

judged by a panel of instructors to be of such worth as to deserve publication

to the student body and. to the wider community.

169
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r
Further Involvement of the Learning Resource/Center

At the beginning of this project some of the instructors were at the?Pshow

I ;

a movie" level of sophistica6 tion in media. They have'come a long way since then.

The generic courses particularly challenged thqm to develop highly mediated pre-

sentations. Some moved to completely mediated packages which had the negative

effect of removing their physical presence and, since they put so many hours

into preparation, made them reluctant to change one jot or tittle for the next

presentation. This, of, course, would be the media equivalent of using lecture

notes, yellowed with age and obsolescence. Even so, it was tfiose who were bold

and creative enough to try fully mediated packages who convinced others that

media could be used with great effectiveness.

The next step in medip'use calls for a plan whose outlines are just

beginning to emerge. The, Learning Resource Center has audio and visual equipment

whose potentialfar exceeds that of the learning material now available to,be

used through these marvelous macNnes. Canned learning material is,available

for purchase but most of it is'off-target for the goals and objectives of the

general education courses; it doesn't hit even in the vicinity of,t1* target

in the generic courses. Buying commercial material for any course, particularly

fully packaged material, does, to a greater or lesser degree, abrogate the

Instructors perogative--and duty--to shape the curriculum of that course. 'On

the other hand, to expect the instructor to know proper use of all equipment and

to' direct the still photographer, the video photographer, the motion picture

photographer, the graphic artist, and the sound man is to expect the impossible.

Los Medanos College is fortunate in having a Learning Resource Director who has

the skill and creativity to be such a.producer/director but again it is

r.
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unrealistic to expect him to do this for all the teaching hours of the hundreds

of classes which are offered.

The fact is N.B.C. and C.B.S. and P.B.S. are, in their better moments,

superior to Harvard, Yale and Los Medanos College in their capacity to teach

people. They have mobility,and access, and currency, and technical teams, and

taleq, and money galore, No college could-approach what C.B.S. did when they

had Dan Rather head a team to make a documentary on American Assasins. However,

television networks do not have a curriculum. They only cover that which'is

guaranteed" to capture the interest of the buying public. They present only

shadows on a screen. They are restricted to a one-way flow whereas education

is an interchange.

What is needed is a systematic way for colleges to tap the multi-million

dollar archives of television. This would call for computer-level complexity

in subject indexing for, to use an analogy, instructors only need a quote from

a book, not the whcle book. Another way to go would be for colleges to develop

their own archive. There are legal questions of copyright in this method and it

has the further limitations of starting from scratch (no accumulation of material,

from past years') and of being dependent upon instructors knowing in advance what

programs will be worth video-:taping for storage in the local archive.
,

At the moment, Los Medanos College is simply aware that in the immediate

future film and tape material will be collected Just as bo s are now collected.

Development of a modek for how this audio/visual material can best be made

available and incorporated into teaching is high on the agenda. Brief experience

has taught that pictures and sound make marvelous illustrations of ideas and carry

an emotional impact that words alone cannot. Experience also suggests that the
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instructor's presence is the constant and that the media needs to be woven in

and out but atway subordinate to, the presence of that instructor. To do this

properly, instructors need training and continued help in conceptualizing the

mediated unit, in storyboarding, in scenario writing and in editing. Some will

also need to learn better how to use the media technicians which the Learning

Resource Center has available.

There are other tasks associated with the general education program which

merit high placement on the agenda of the Learning Resource Center. There

seems to be a near universal problem when the media approach i-s used in making

proper prefaces, transitions and recapitulations. Maybe the instructors and

their media consultants and technicians get so close to the material as to be

blinded to the need for saying "This,is what I am going to do" "This is why I

am going to do it.","I am now moving from idea A to idea 8 and this is their

connection" and "These are the high points of what I just covered." A second

problem that needs thought and development is that of using media as a substitute

for reading and a method of teachingreading. Students with serious reading

problems need an immediate substitute for the reading they cannot handle. However,

a film or tape substitute is,no long-term answer to their problem yet film and

tape may be the means by which they reinforce and improve reading skills. Two

other problems deserve quick mention. Plural pursuits are fast becoming a major

activity of the whole student body. This will soon swamp the one person desig-

nated as the plural pursuits librarian. Giving assistance to students in their

plural pursuits is really Just a-variation on being a reference librarian.

Therefore, all Los Medanos College librarians can and should become plural

pursuits librarians. Closely allied to this is the special need for rapid and
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full development of the vertical files, Both plural pursuits and societal

issues call for the accumulation and 'packaged accessibility of highly .current

materiais.4apid growth of the vertical files will occur only f all faculty

members Join the search and become the gleanors of the fugitive material.

Continuing The Evaluation

To date, the evaluation of this general education project has been largely

evaluation of planning and process. This evaluation will be continued and will,

no doubt, turn.more to evaluation of effectiveness. There is some question

whether this model of general education can be evaluated by the usual measure

of amount of knowledge retained by the students. It is admittedly molar

and affective and ethical in goal. Simple measurement of knowledge retained- -

and this in itself is not simple--is an indequate assessment of whether such

goals were approached. It is also questionable whether this general education

mode can be evaluated by its long term, objective effect on the lives of

students. There Is no control gr:oup for comparison and there are far too many

intervening variables. What seems more promising is a periodic repeat of the

instructor evaluation of all facets of the general education program by outside

evaluators using depth interview. The depth interview approach by outside

evaluators should also be used with students currently in the program and with

studentgevho have completed all six of the general education packages and who

have the perspective that time affords.

There are some Immediate evaluative measures that should be taken. In

May 1976 there should be a re-check of the student evaluation of the generic

courses first done in May 1975. The same questionnaire could be usedito make

direct comparison easy. A similar Instrument should be devised to get at student
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reactions to the discipline courses. Some students are already doing their own

evaluation of plural pursuits. Actually, two different teams of students are

interviewing administrators, fa y and students about plural pursuits as their

own plural pursuits projects. elr results will be published in the college

pdper, The LMC,Experience,and w 11 be kept on file in the Learning Resource Center.

These student studies will be of value but more is needed. Particularly there Is

a need for some institutional form of quality control of plural pursuits so that

all instructors and all students know that the institution takes plural pursuits

seriously. One other immediate check needs to be made and that is a tudy'of

the articulation of the generic/discipline packages in general education to the

senior colleges. Finally, it is recommended that at the end of five years (three

graduating classes) there should be a full dress evaluatiOn of this general

education program planned and carried out by an outside evaluation team.
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LOS MEDANOS COLLEGE
Langu'age Arts 1TG

Course Description

APPENDIX 1

COURSE OUTLINE

1TG Language and Thought

Prerequisite: Concurrent enrollment in Language Arts 5TG or 15TG or 25TG.

1 hour lecture

168

1 unit

Concepts and principles. concerning thought and the communication process in

reading, writing and speech; language as a determinant in perception, thought

and behavior; language as a symbol system for both describing and holdingon

to reality; the effect of cultural divei-sity on the language arts; language as

a factor in ethnic and class relationships, in the erosion of credibility, in

alienation and in other society) issues.

OVERVIEW

The course is designed to reflect the multiplicity of language relationships'

and functions inbasic forms of communications. This one semester course meets

one hour per week and broadly fami liarizes the student with essential principles

and concepts that are dealt with in more elaborate detail in an appropriate

discipline course (Speech 25TG, Writing 15TG, or Reading 5TG) the student is

pursuing.

GOALS

1. To introduce and equip students with a broad knowledge'and under-

standing of the meanings and functions of language in ou%multi-

cultural society and throughout other parts of the world.

2. To.encourage and enlarge an awareness, appreciation and an

acceptance of various forms of communication and their impact

on our lives and the interpretations we attribute to them.

3. To promote growth In one's own ability to effectively use

language to clarify and express "self" uniquely.

4. To illu!),,eate how we use communication to test reality.

OBJECT$IES

1. To establish a clear definition of communication.

2. To review and observe the dynamics of communication.

1 '7 5
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APPENDIX 1

3. To see and understand man's need for language ps a symbolic tool of

expression.

4. To distinguish in a general way differences or similarities of

language patterns and sounds of various ethnic and ecomomic groups.

5.- To compare the simple language structure of a child with the often

times complex language patterns of adults.

6. To recognize relationships between perception and language.

7. To obser \e various changes in language.

8. To recognize and correct common fallacies In reasoning.

CONTENT

,i. The Language Art's Generic Program is divided into 15 units or presenta-

tions. Each 1 week presentation is designed for 50 mi.nutes of class-j

room-Instruction.

2. The 15 topics that will be presented at each class meeting are:

-UNIT 1: Pathways to Communication

UNIT II: Symbol Systems of Communication

UNIT III: History and Development of the American Language

UNIT IV: Psychological Development of Language Within the,Chlid

UNIT V: Perception and Language

UNIT VI: Relativity of Language and the Process of Change

UNIT V(I: Language and Culture kk

UNIT VIII: Logical Organization Or Ideas

tJNIT IX: Definition, Classification and Generalization

UNIT X: Reports, Inference and Value Judgments

UNIT XI: Listening for Meaning

UNIT XII: Corruption of the Integrity of Language

UNIT XIII: Language of Suppression

UNIT XIV: Barriers to Communication

UNIT XV: Language as an Art Form

0
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ACTIVITIES
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1. Strategies and teaching methods of instructor's lectures, medt

presentations and student interaction, when appropriate,.

4

2. Each class presentation is designed to expose the students t
A

new areas of learning or reflection of old patterns from a di ;erent

or new cultural perspective. 4
,111) )

3. p transition from each unit in the generic course to the ciltApline

course will be a point of emphasis.

MATERIALS

i. Ito text.

2. Syllabus pPepared by the instructors.

3. Slides, motion, pictures, audio and video tapes.

EVALUATION

1. Formative

Scored exercises pertaining to materia
in each class meetIng

2. Summative

POLICIES

1. Grading t/
-

-Based on a cumulative shore received at each class
meeting plus score on final exam

2. Attendance Is manda ry,

ti;
covered

w

A

6

The final exam will be drawn from it in the

tests, used to evaluate learning InA015ch unit.

Students will be advised to remernVer all corrections
since the items will reappear ythe final exam.
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LOS MEDANOS COLLEGE
Language Arts 15TG

APPENDIX 2

COURSE' OUTLINE

Course Description

College Composition

Prerequisite: Prior or concurrent onrolitent lq Language Arts 1TG

2 hour lecture; 2 hour lecture/practicum

171

3 units

Focus will be on expository writing with reading and speech as ancillary'and

supportive language skills. Course will reflect writing as an internal process

of vivifying one's attitudes, thoughts and ideas- through a patterned structure

and arrangement of words from mind to paper. Using the stimulation of literary

works (reading) audio expression (speech) as well as other multimedia, the

course will call for frequent exercises In writing logically developed expository

Papers that state and support one central Idea or several ideas or opinions.

The course will all time for plural pursuits of Individual interests in

writing with special encouragement toward 'research and writing in the areas of

ethnic and women's concerns and In the great societal Issues which the world

faces. Satisfactory completion of this course clears the writing proficiency

requirement of the A.A..degree.

OVERVIEW

This course Is designed to develop the student's capacity to`generate insights

and to express them in a written form which Is effectively organized, forcefully

worded and mechanically astute. A serious concern of the course then Is to take

the student from the basic skills into the more demanding considerations of

thinking and writing. By applying the concepts presented, students may eventually

learn to deal with more complex problems In language which challenge them to

implement the higher competencies of expression while, at the same time,

increasing their opportunities to apply the basic teak, of composition. A

major concern., then, IS that the course will provide college students of English

a means by which they may become aware of, define, and move toward those qualities

of thinking which form the framework of good writing.

GOALS

To enable the studAt to transform a blank page into a piece of effective

communication.

To expose students to a Variety of stimulating expository writings. on current

societal Issues from many cultures and.countries thus illustrating good writing

techniques and encouraging individual style and response.
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To strengthen the Student's confidence when faced with a/writing task.

To enable the student to develop a world view when thinking, discussing,

and writing about current issues..

To present non- ja on, simplified e lanations with respect to basic

grammar and rhetoric.

To encourage the full range of written reactions to the reading material

and to provide an opportunity for the student to apply his language. skills in

written composition.

lick convey the understandings that a writet often determines what he thinks

and feels as he is writing; in other words that writing not only expresses

thought, it creates thought.

To give practice in this kind of creativity:,,'

To stress that "cOerectness" in writing is relative to time and place;

that standard written English is one dialect oUt of many.

OBJECTIVES

The student will be able to demonstrate proficiency in the use of language

skills based on the criteria that obtains Fri the usage of standard English.

The student will be able to recogni3p and apply the various means of para-

graph development (example, narration, definition, and.comparison.and contrast).

The student will be able to specify some contemporary essayists representing

many cultures who speak to his own concerns.

The student will be able to analyze and criticize the form and style of

unfamiliar expository writing.

I

CONTENT

Each unit Of the course focuses on a current so etal issue. Each unit

includes the readini and analysis of written materi 1 by authors who communicate

from the persOctive of a world view. Each unit pr sents vocabulary building

exercises which' concentrates on words associated with the unit topic. Mpterial

on spelling includes both "demons" taken from the reading material and useful

spelling patterrs and rules. A key section ofoeach,unit deals with basic

grammar or expo rhetoric. The course is divided into twelve units

centered around the following themes:

I

Unit 1:
Unit,2:

The Troubled City
\Personal Relationships

Unitt7:
Unit 8:/--

Political philosophy
Religion

Unit 3: The Age of the Machine oUnit 9: Crime .

Unit 4: Ecology Unit 10: Genetics dnd Science

Unit 5: The Changing Role Of Women Unit 11: The Racial Revolution

Unit 6: The Drug Problem Unit 12: Science and the Human Condition
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ACTIVITIES

Students will be required to write approximately 8,000 words for the course.

Formal written essays will be Aue,every other week alternating with more informal

writing'assignynts. Students will contract to do additional readings in one

of the unit themes and respond in written form through a, journal, a series of

short essays, or a research paper, depending on the student's needand the agree-

ment of the instructor. Student 'papers will be reproduced and discussed by the

class. Class work will include structured exercises, lectures,,, discussions, use

of the writing workshop, and teacher-student conferences:

. MATERIALS

Textbooks: (0-Steps in Composition, (alternate edition) by L.Q. Troyka

and J. Nudelman. (2) Webster's New World Dictionary (paperback edition).

Supplementary handouts on the topic under consideration as well as appropriate

audio-visual material will be used.,-There should be a supplementary reading

list representing the unit themes to be covered.

EVALUATION

SinCe the standard of,proficiency in t s course is basically concerned with

written expression, student will be evaluated. on the basis of their petformance

In coMposition assignments, Standards for evaluating student themes should be

developed on the basis,of,the following considerations:

1.' With respect to content, the composition should have a significant central

idea ctearly defined'and,supported with concrete, substantial, and consis-,

tently relevant detail.

2. Organization of the Composition should be plannedso that it progresses by

clearly ordered stages and develops with originality and consistent attenti6n

to proportion and emphasis.

3. Paragraphs should be coherent, unified, and effectively developed.( TraW.tions.

between paragraphs should be explicit and effective.'

k. Sentences shbuld be unified, coherent, forceful, and effectively varied.

5. Diction should be-fresh (free of hackneyed expressions), precise, economical,

and idiomatic.

6. :Clarity and effectiveness of expression should be promoted by consistent

:446 of standard grammar, punctuation, and spelling.

180
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POLICIES:.

Since the standard of proficiency in this course is-basically concerned with

written expression, it is essential that an equitable evaluation systerrl'be used

which can be distributed to the Students for their reference.

Because a high correlation exists between 'regular student attendarfce anct

success in developing language skills, a record:of attendance should be kept.

Students should be aware that irregular attendance will adversely affect their

grades.

Instructors will be engaged in continuous evaluation of the course through

observation and consultation on matters of content; materials, presentations,

and activities.
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APPENDIX 3

LOS MEDANOS COLLEGE
Language Arts 1TG

STUDY GUIDE FOR READING ASSIGNMENT NAME:

TITLE OF ARTICLE:

AUTHOR:

175

Sore:

GENEW CLASS TIME:

DISCIPLINE INSTRUCTOR:

DATE:

TITLE OF UNIT:

UNIT TITLE:

cs

I. Vocabulary (with definitions):

1.

2,

3.

4

5.

6.

7.

8.

9.

10.

Summary of Article (two or three complete sentences)
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III. Author's Purpose (two or three sentences)

ep

IV. Author's Main Points:

1.

2.

3.

5.

5.

V. 1'x:iv Opinion of the Issue(s) Raised:
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A MODEL FORMAT AND DEFINITION OF THE COURSE OUTLINE

By.Chester CaSe

177

Forward

What is a course outline? A course outline is an evolving plan. Anyone

reading a course outline should understand that it is essentially a blueprint,
and that the real course will exist in the dynamic interplay of student, instructor,

course outline and academic environment. Thus, the course outline cannot be a
complete description, nor a final description. As a course evolves, the outline

will be revised in the light of evaluation and_ experience. A course outline

specifies the agreed upon objectives and content for a course,.but it does not
confine different instructors teaching that same course to identical methods of

presentation. Indeed, it would be strange if there were not quite different

approaches by different instructors in respect to unit and lesson plans.

There are strong and persuasive reasons for undertaking the disciplined
exercise of preparing course outlines. First and foremost, the process of

developing a course outline leads to improved instruction (and learning) by

bringing forth a clear, articulate plan for teaching/learning that is amenable to

evaluation. A course outline makes explicit the implicit. Taken as a totality,

a collection of course outlines is a very significant declaration by the college;

it puts on record-what the college promises to deliver by way of teaching/learning.

Further, such outlines are the expected outcomes, of curriculum development projects,

be they large scale ventures such as the General Education Project or smaller
scale, individual efforts. Course outlines are required grist for the accredita-

tion team's mill. And, of course, they are the evidence used by senior colleges;
and universities in determining all questions of articulation.

Criteria of a Satisfactory Course Outline

A satisfactory course outline will give an informed reader a generalized
understanding of what the course is all about, what it offers a learner, and
how the learner, the instructor and the material will interact. It will reflect

institutional commitments and philosophy. It will reveal that the content is
calibrated to an appropriate level for the student clientele, that expectations
are reasonable, and that the originator of the outline has a clear and defensible
persuasion as to what is worth the teaching and worth the learning. It will be

student oriented. It will be ,workable. -It will be credible. It will be fair.

Companion Definitions

In order to define'"course outline," a useful first step will be to stake

out provisional definitions for companion terms. There is a whole family of terms
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that are related to "course outline." The kinship tie Is that all, in one way

or another, tell about the medium of exchange that passes between learner and

teacher in the commerce of education. Some of the most commonly used kindred
terms will be defined here to help delineate what "course outline" is not.

1. Course Description-Catalog: This begihs with course name, unit value,
transferability, prerequisites, and otlher, such essential details.
Then, in telegram style, the basic goals and content of the course

rare described. This description travels far and wide. it is used

by students in making decisions on what courses to take. it is used

by other colleges and universites to interpret transcripts. It is

the basic description used for submitting program approval' requests
first to the District Board of Governors and then to the Chancellors'

Office in Sacramento. .

2. Course Description-Student Handout: his d scrlptton Is prepared for

a student audience. Typically, it is ki d of "hello, there" message.--
readable, brief, an invitation to a learn ng experience with a'clear
but succinct indication of what will be covered, Methods,,grading and
other policies, basic information like time, place, instructor texts
and/or other material, and a calendar of the.coUrse.

3. Course Syllabus: Syllabus means, by dictionary definition, "a,summary
outline of a discourse, treatise, or course of study or of examination

'requirements." By more common usage, it has come too mean a compendium
of materials for a course. A syllabus.is mainly the content por=tion

of a course. Some instructors so refine and elaborate a syllabus that
they use it as a supplement to, or even in lieu.of a text.,,

4. Lesson Plan: A lesson plan is a detailed guide for a teachlAg/learning.

ep sode. It is a scenario worked out by an instructor, telling how the
learner, the Instructor, experiences, and 'materials will interact in

order to achieve the objectives designated. Lesson plans are usually
made on a class-session basis, though coordinated intoa sequence that
comprises a unit.

5. Unit: A sequence of teaching/learning episodes designed to'bring the
learner to the attainment of stated learning objectives. At one time,

there was something of a commonly understood definitigp of unit, which'
distinguished it from the venerable curricular patterW of proceeding
in an undiffebntiated flow through an authoritative source (McGuffey's
Reader, for instance, or Gray's Anatomy). The unit concept was an

innovation in its day. Though meaning has'been considerably blurred
over the years, these properties seem to still have currency: a unit

has a beginning, middl6 and an end;. It combines experiences, materials,
methods and evaluation procedui9s to bring the learner to stated objec-
tives; objectives are clearly stated.

CF
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6. Course Corpus: Somewhere In almost every instructor's office is the
'course corpus, a rich archive of notes, plans, materials, transparencies,
-.tapes, dittoes, clippings, bibliographies, tests, quizzes, hdndouts...

all the detritUs of courses gdne before. It may,be found In folders,

. binders, or stuffed in a filing drawer.

Course Outline: A General, Description

A course outline can ae characterized as a. three to four-page document general
enough to [give an Informed reader an overall view of what Is supposed to happen

(For the learner, while still particular enough to Inform reader of what will

happen, how It will happen, In what sequence and Involving at substantive

subject matter.

The audience for the course outline Is fellow professionals The course

outlLne can be likened to a road mapthat schematically. shows how e traveller

(the learner) goes from point A to-point B by the main route, but doesn't enumerate
a detailed Itinerary specifying every stop, every byway, every optional side trip.

Course Outline: Components

It is assumed here that In basic structure every course In the catalog from
A to Z (Appliance Service Technology to Zoology) bears sufficient resemblance to
every other course.to warrant the specification of a standardized set of compon-

ents. These compdhents, when put together, comprise a course outline. These are

course outline components:

1. Overview: the overview Is the first component that greets the reader.
Th s component needs to include, as a kernel of information, the course
description-catalog. In addition to this catalog description, the over-
view Is a narrative statement of several paragraphs elaborating what
the course Is all about. It tells what body of knowledge, period of time,
set of skills; family of activities is to be covered. Further, it may

offer a rationale for the course, telling why the course Is offerec&-the
need to which It is addressed, Its place In a program or sequence of

courses.

2. Goals: The next component Is a statement of course goals. A goal Is a
general philosoph#tal statement of what a tours hopes to accomplish.

Goals (which are distinguished from objectives) an be presented In

narrative or outline fashion. The statement of goals informs the reader
of what the course Intends to hoppen. A paramount goal for each general
education course, generic and disciplinary alike, Is "to encourage the
student to develop a world view'." Another example; a goal for Small
Engine; Technology would be, "to bring the student t© entry level Job
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competence by developing skills, informational backgrourid and attitudes

essential to vocational success." A goal for Drawing and Composition
would be., "to expose the learner to the versatility of line forms as a

mode of aesthetic expression."

3. Objectives: Major objectives, or expected learning Outcomes, are stated

in this component. Objectives are what the. learner should be able to do,

or know, or feel as a result of experiencing the course. Only major

objectives need be stated. Space limitations will certainly preclude
the exhaustive listing of learning objectives that are better specified
at the level of the unit, the lesson plan, LAP, or audio-tutorial

package. An example of a major objective in Business Communication would
be, "the student will be able to distinguish between acceptable and

unacceptable practices in buslipess letter writing." Another example,
for Health Education, would be, "the student will be able to demonstrate
mastery of basic nutritional concepts by compiling a week's well-balanced

diet." For American History,a major objective might be, "the student will

be able to enumerate significant contributions to ethnic minorities and

women to the development of the United States." Another, "the student

will be able to present in-wriang a personal interpretation of the
origins of representative government in the United States."

Learner progress in a,course can only be charted in the movement toward

the attainment of objectives. Hence, objectives must be selected with

evaluation processes in mind. Objectives have to be susceptible to
objective or subjective evaluation and should reflect in some proporation
the cognitive, affective and psychomotor domain.

4. Content: Content can be a body of knowledge (e.g., facts, generaliza-
tions, formulas, definitions, theories), attitudes, beliefs, values to
be explored, perspectives to be infused,, sets of skills to be acquired
and practiced, a family of activities to be experienced. For some

courses, the emphasis may be on the cognitive, while others favor the

affective, and still others, psychomotor' skills. All courses should

include experiences in all three domains. (Some will attempt to balance

all three.)

A The conten of the course should be organized to show, in d general but

clear wa , he allocation of time segments for the units or activities'

or sub ivisions of the course. This rough calendar should depict the
the sequence of the course, and display the logic and/or developmental
succession within the course organization. It need not be a detailed.

specification of due dates, exams and the like: That information is

best, conveyed in the course description-student handout.
0
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5. Activities: Activities are the experiences and-learning tasks coupled

with strategies and teaching methods presCribed tocarry'the learner"

through_ the content to the attainment of the objectives of ti course.

Examples would be lecture,'discussion, group work, field trips and

observations, experiments, hands-on drills and practice exercises,

tutorials, auto-tutorlalp, Independent readings, al workshops. (This is

a suggestive, not exhaustive list.)

\S

The determination of what procedures to prescribe f r the attainment by

students of: the objectives of a course will depend pon severat'factos,

such as the objectives themselves, the content, the skills and interests

of the instructor.

6. Materials: What will the ,ptudent be working with? What will the student

U-eiii7eEled to do (required work), what Is recommended, what can be
listed as a kind of basic set of works that a curious and able student.

might gather in and absorb In order to become conversant with the

important writers and/or producers In a field ? In the course outline

it Is not Aecessary to explain in detail how, when and where materials

will be introduced nor how the studeht will` be expected to use them,

but required reading - listening- viewing materials need to be made explicit.

This materials component would list such materials as these:

a) textbook(s)

b) non-text readings, such as articlelocuments, clippings, case studies

c) bibliographies (for students, stating required reading-listening-

viewing,materials)

d) bibliographies (for general background'in the field)

e) equipment

f) . supplies

g) slide collections

h) films, audiotapes, video -tapes

syllabi

j) audio-tutorial packages

6

7. Evaluation: Evaluation techniques are those processes by which the

earner and the teacher are apprised of learner progress toward course

objectives. Formative evaluation is inprocess evatuatTon that yields
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feedbacICto the learner on a short-term, small-increment basis. Summa-

tive evaltation yields a Judgment to the learner and teacher of overall

achievement. There exists an institutional expectancy that all courses
reflectsome experience for the learner in written expression of

evaluation of -objectives. (fgote: Evaluation and grading are not
necessarily the same thing, though in common practice they closely

intertwine.)

8 Policies: Major distinctive policies other than college-wide policies
or workday regulations and/or agreements are set out in'this component.

For instance, grading policy (by which the results of evaluation are
translated into the grading symbol system) would be described. Rules

on attendance and tardiness as well as expectations for student parti-

cipation.would be included. 14,qgw the instructor plains to evaluate the

effectiveness of instruction, suitability of materials, procedures and
other aspects of the course would be described in this component.

a
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COS MEDANOS COLLEGE
Anthropology
Instructot': Gail Boucher

APPENDIX 5

Pt.b7tAL PURSUITS PROJECTS

I. What is Plural Pursuits?

"An integral part of a course whihallows a student to pursue area of .

interest concerned with ethnic studies, women's perspectives, occupational

exploration or other areas selected from a variety of learning processes.
The focus:of this plura.1 pursuit should provide students experience in '

designing their own educations." 1

II. How will we o about Plural Pursuits in Anthro ology?

A distinctive feature of anthropology is how anthropologists study human

beings. Since anthropology is a very broad field of study, your plural
pursuit topic can be chosen from almost infiniteossibilities. (We will

discuss some in class). However, your project should reflect some of the

methods used in anthropology. In other words,' you will approach your plural

pursuits project like an anthropologist would.

In a way, we are all anthropologists. We have learned a certain set of

skills which enables us to make sense out of people, places and things

which are a part of life, Anthropologists attempt to make sense out of

aspects of human life, whether it's prehistoric art or eating habits in a

college cafeteria. The process used is one that usually necessitate.

A. Deciding on an interest area and narrowing this area down to a "topic"

for study.

B. Determining what you'd like to learn by studying this topic.

C. Obtaining some background information on your topic area.

D. Collecting data. This can be done any number of ways, such as;

1. participant/observer role.

2. interviews,

3. research.

E. Drawing Conclusions.

'With this process im mind, your plural.. pursuit in anthropology Will

consist of:

1. A choice of ',An' interest area:

a.

b.

C.

Womens.

Ethnic.

Societal.
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d. Vocational.

e. Other.

184

2. Studying this area in some of the ways an anthropologist would

do.

III. Details and Specifics

Hopefully, this exercise will make all of your effort .rthwhile. Every-

thing from why and how you selected your topic (the reas ning, brainstorming,

and process of elimination involYed), through the conclus ve steps is art of

the process.

Keep in mind that with plural pursuits, there is no "rig answer. tomple-

tion of your project according to the - agreed upon process is the goal. You

may find that certain resources didn'4...provide the desired-information.

However, it still counts that you checked those resources. You will have a

chance to synthesize the"checking" into part of your project. Your efforts;

then, won't be wasAedl

A. Accounting

How much will this plural pursuit project be worth in the course?

The plural pursuit project is an integral part of each general education

course. Within the plural pursuit requirement, however, there is room

for some flexi'bility. Some of you may want to spend more time-on, a

plural pursuit than others. Therefore, the following options are

available. Everyone must become involyed with a plural pursuits prd-

ject. The choice is offered in terms of what proportion you wish it

to count, in relation to the overall'course.

B. Explanation

The course is broken down into units or areas of study. Each unit

represent6 a different area of learning and Will be worth a certain

.
chunk Of the overall course.

.

[Unit I ii Unit 21[Unit 311 Unit 1411 Unit 5i Ur2Ltl_.

OPTION 1 = worth
at least one unit
in terms of over-
all course.

OPTION 2 can
I be worth up to

two units in
terms of overall
course.

Your choice lies in how much you Wish your plural pursuit to count

(within certain guidelines). As you can see, option No. I (required)

shows it Worth. at least as much as one of the other units of study,:

within the course. Option No. 2 allows the plural pursuit to be worth

a maximum possibly 2 of the other units)of study in al arse.
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C. Option,Descriptions
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1.. Option No. I (Minimum requirement allowed).

185

a. Plural pursuit project torte worth approximately the weight

of one box or unit as shown above.

b. The project will stretch out over the whole semester and

consist of the completion of a number of part's these

parts, much like assignments, will be due at various times.

c. Guidelines

(I) You will choose-an interest area and topjc of your choice

and pursue this by fulfilling a certain set of steps.

(2) These steps or parts will be in conjunction'with cra(ss

material and learning. Time will bp. devoted in class to

prepare you to accomplish the various parts of your

project and to share and discuss your project with-

others..
4

(3) There will be certain completion dateS for these indi-

vidual parts- These dates must be respected in order to

ggt credit for that particular portion of the projAt.

d. Your project will-consist of these required parts:

Part One - Deciding on an interesting area

(1) Narrow thin) interest down to a topic.

.(2) Figure out some specifics) you would like to learn about

that,topic.

(3) Develop sonic pertinent question() or strategies.

(4) Develop a brief rationale US to why and how you chow

this topic.

Part. Two - Gathering background information

(I) Get a feel for your topic by checking' out what some

5ource( have to ()ay about it (iournak, magazine()

are very good sources) .

(2) Specific detail() will be given on this (v)()ignment.

Part Three eperi,ence of some start

(I) This is your "data-7 collecting" part and it can be

accompli(Ied in a number of obse rvation,

interviewing, survey or a combination.

(2) This may also consist of the participant/obwrver role

where you visit a place and partiripate as an objective

person -- watching behavior, overit(., etc.
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( 3 ) °Details andomaterial for this will be provided in a'

later class.

Part Four Drawing conclusions.

(1 )

186

This portion r4lects the final step or final assignment,pf

your project. It will be the culmination of the other

steps and .reflect what you have learned as a total experience.

(2) The necessary information for this parst-wi,11 be provided

later in class.

2. Option'No. 2

a. Plural pursuit 'project to be -worth approximately or up to 2 boxes

or units as shown previogSly.

b. As in optiop No. 1, the project will stretch over ths,yhole
semester and will consist of a number of parts.

c. Option No. 2 must include all the parts of option No. 1 (parts one

through four), plus any 2 of-the following:

(1) Writing up the projecj into a complete research paper.

(2) Read a book in conjunction witil your topic and write a book

review. (Format and specifis will be provided by me.)

(3) Design ipeconjunction with me and/or other gtudents a "learning

experience" with possibilities as a learning tool for the class-

/ room or Learning Resources Center.

(4) Create a fine) product of some sort which you feel expresses

some of the learning you'ye achieved.

(a) 'Tape.

(b) !)ides.

(c) -Diagram.

(d) Bibliography.

(e) ,Art work, etc.

(5) Keep a plural pursuits journal outlining pnd reflecting about

your experiences with the project, fieldwork, interviewing,,

etc.

cAti*Details andgu Ines concerning each part of the project will Be

available \from me. The plural pursuit project is a step-by-step

process.' This design- should provide a way for your plural pursuit to

be a real part of the course. Feel free to comment.
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o IV. .What Happens Next? e.
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will act as a resource person and coordinator along the way. This will

include giving wou the necessary information and guidelines that you will 4,

need.
° =

The four partsill be discussddan4 assigned in class, in a chronological-

order. Your 'first assignment will Ue given today., and explained to you so ,-

,that you canbegin to work on it.

-----.

'V. .Any Questions?

Understandably there
1 may be some questions or confusion about what or how to

study something. Some of these wilts be answered along the way and through,

class discussiOns and presentations. I canqe available to hetp,with probleMs;

suggestions, questions, etc. Please do not hesitate to consult with me on

any ideas you might have. .

Call or catch me after class and let me know if you need soma help o r intend

to tome by._ I am also always available during 'regular soffi hours!

SOME IDEAS FOR PLURAL PURSUIT PROJECTS (Out of probably thousands possible --

use your imaginatiOn!!)

Study women's or men's roles cross-culturally.
Marriage Forms: here and Abroad

Body language, customs, and traditions cross culturally'

Primates: are human.s really similar?

Evolution: is it'valid? 4

Ecology and the motern'wOrld
Religion and rituals: here and abroad
Cross-cultural family life and child-rearing

U.S. family life .
,\

Food: customs, 'traditions, variations, eating habits

Death: different'bellefs cross cultural
Psychic phenemona and the occult

Advertising: its impact on lifestyle

Changing values
Drug culture: here and abroad

NativeAmericans
'Black identity
La Reza identity
Homosexuality: Attitudes and practices here and/or in other cultUres

oTeghnology and Its effect on our'culture, values, expeCtations,

Prisons,:, our system/other culture's.means oftsocial control'

Analysis oroacorrrison of certain aspects in our society and/or compared to other

societies:

0

Suicide
Old Age
Drugs
Pregnancy and/or
Life cycle

Material wealth
War
'Clothes
Decoration
Homes/shelters

Play/fun '

Philosophies
_Communes
-Superstitions
Health
World-views
Concepts of time
Music
Language

Murcl'er , 4

'School/Education
Status

Myths/Folklore
' Art

Social movements
Politics
Sports
Recreation
Concepts of beauty

'.Concepts,of good/bad etc
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LOS MEDANOS COLLEGE
Physical Science 1OTG
instructor: Stan Chin

PLURAL PURSUIT. PROJECTS

Introduction

.Knowledge is always more meaningful if it is relevant. A goal at Los
Medanos',College is to insure that its educational programs are relevant for

students. To accomplish, this goal thy "relationship and Yntegration" of know-
ledge will, be developed and emphasized. .

\
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As depicted by the drawing to the
right; the student is first introduced
to concepts and principles which are
common to the related,physical sciences
by means of the generic course, Physical
Science 1TG: PExplorations of the
Physical World."

Next, these same general concepts
and prInciples are further elaborated as
to their specific applications and rela-
tionships to this discipline course in
the area of Chemistry'.

--Finally, the student is askeii to
complete this process of knowledge Inte-
gration by exploring some area of per-
sonal interest and concern in which
chemical °concepts and principles can be _

identified as playing a significant
role: This phase of the educational
process is called 510.alspursuits."

GENERAL EDUCATION-AT LMC

Generil

Knowledge

Specific_
Knowledge

Personal
Relevance

Student Education
A
Goaii

An integral part of this course is' to allow the student to "pursue" an area of
interest concerned with ethnic studies, women's perspective, occupatiohal or career
exploration, or Just about any other area of personal interest to the individual.
In this manner relevance of knowledge obtained in the Classroum.can be achieved.
An additional focus of thii plural pursuit project Is to provide the student an

:opportunity to deiign his or her own education and to gaim,experience with the

Implementation of this design.
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To satisfy the requirements for this part of the course the student should

Identify an area of interest through the development of a contract to accomplish

the following:

1. Select an area of 1 tereSt

2. Identify specific 1 trikg objectives

3. Design the leariningoexperiences by which the objectives will be met,

4. Assess the completion of the learning objectives

'5. Choose a method or, format for presentation of the project

6 The instructor will give general asSistance and 'ogi,41dance and act as a resource

.
person'to the student. To facilitate this role of the fnstructor,please fill out
the section below and return to the instructor next week.

o

NAME:

SECTION:

PHYSICAL SCIENCE lOTG: Plural' Pursuits

As an assistance tq both you and the instructor it would be helpful for

you to fill out thrs form. With this\informa'tlon both you and the instructor can t...

better arrive at the specifics of the plural pursuit project. what you need to
do now is to identify some area of personal interest which you wish to relate to
chemistry. N .

-1. Topic, or area pf personal interest;
/

2. ,-Possible title for the project:

3. List some of the specific points you wish to ma e:

4. The chemical concept or principles your project pertains to:

T."

NOTE: 'You are not bound' to this initial exposition regarding your plural pursuit
project. If you should change your mind regarding any aspects of this
initial proposal you ha've the option to make this change.
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LOS MEDANOS COLLEGE
Humanistic Studies 2OTG
Instructor: Connie Missimer

. APPENDIX 7

PLURAL PURSUITS PROjECT4.

Counts for 25 percent of total grade

Isuolves 20 or more hours of time. Keep a .log of your activities, impressions
and before each entry note the date and amount of time you spend op each

activity.

Go and do some looking or listening ( or 7), experiencing visual art, archi-
tecture, music, dance, drama (or ?), that is out of the mainstream of your
normal activities.

EVIDENCE: Take slides or tapes of these experiences.

Then think aboUl Ahe nature of these observations, experiences,
and ask yourself the question "Is this art? By what stAdards could I say

that what I have experienced is/is not good (great'47) art?" Then in your
logbook, put down leasons why /why not.

I am happy to be a facilitator of your idea for a project, but you must think up.

your own-project (that's the whole.point)..

0 197 .;
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LOS KEDANOS 0.OLLEGE
'\

General Education Discipline aurse

PLURAL PURSUITS LEAMPVIG CONTRACT

I. Statement of Plural Pursuits Objectives

Each course experience should offer cmeans Whereby a student may pursue a

.special interest within a course as related to ethnic, women's perspective,

Ooc4tional-technical perspective, Or.pocietal issue. The experience should,,,

ir4trelate the course objectives to an individual interest through the use

of a learning contract.

II. General Topic Area oS Plural Pursuits-:

III. Objectives (to be completed by student and instructor

1.

2.

3.

4.

5.

(others - use reverse side)

IV. Activities (suggested experiences to achieve the above objectives):

1.

2.

3.

4.

5.

(gthers use reverse side)

V. Sources and Materials (discuss with instructor and Plural- Pursuits Librarian):

2.

3.

4.

VI. Method of Evaluation (agreement between student and' instructor):

CLASS:

DATE ORIGINATED:

DATE COMPLETED:

GRAVE ASSIGNED:

198

(Student's Sinatu(Tr rInstructor's S(5717i1TJY

.

(Student's Signature) (Instructor'<, Signature)

BOTION: White:

Yellow:

Pink:

Student
Instructor
Learnin( Resource Center
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APPENDIX 9

EXAMPLES v PLURAL PURSUITS

DRAWN FROM THE TWENTY-THREE D,ISCPLINE COURSES

WITHIN THE GENERAL EDUCATION PROGRAM

BERAVIORAL SCIENCES

1. Anthropology: Gail Boucher

Anthropology seems to really invite "on location" interests in plural

pursuits. Last spring several students became interested'in primates,
particularly chimpanzees and decided to try their hands at observing in
the field. Several visits to local zoos as well as reading res carch and

some films by Jane Goodall really whetted their enthusiasm. Their project

took a final form of slides'taken of'various chimp behaviors (which they

found quiteparallei to human behavior). Their presentation was,a visual
shaw"capturing key chimp behaviors ane slides illustrating the same
°behaviors in humans. \

The finished project inpluded a 10-minute slide presenutton along with a
clever musical accompaniment (selections from some of the ape-man, gorilla

spoofs). The project reflected a great deal of observation, recognition,
analysis of chimpanzee behaviors, gestures, etc., and further (V the
student's" amazement) the parallels of these behaviors with human behaVior.

Very interesting and fdn.
-/'

2. Psychology: Estelle Davi

The first plural pursuit paper wittier, by 0..Chicana woman used the concept

of "Who Am I?7, She wrote separate chapters on the concepts "How-Do I Feel

About Being a Mother?" "How Do I Feel About Being a Mexican-American?"

"How Do I Feel About Being a Student?" "How Do I Feel About Being a Wife?"
She taped interviews she had, with her family members--she wanted to see how

'her sisters perceived her father as a person.
A

This student's primary goal was to make a report that she could save for

her daughter. She did an outstanding Job.
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Sociology: Alexander Sample

Two students.who are currently:emp' oyed as police officers in Concord and
Antioch decided to determine wheth r or not racism occurred in Contra Costa

County law enforcement agencies.

Their research involved participant observation and interviews with other

officers, victims, and suspects. The students concluded that racism does

exist to an alarming degree. They proposed that Contra Costa County law

enforcement agencies re-examine their hiring practices so that they cane
better identify and eliminate individuals with racist orientations.

4. Anatomy and Phyvtiology: Eric Yeoman

In Ahatomy and Physiology, plural pursuits seam to involve the students in
the socio-medical aspects of the course. 'As an example,a student selected
a terminal cancer pati6nt and visited the,person weekly until his death.

'The man had a family that though'cciacerned still found it difficult to

relate to him... The student shared small talk (both were avid fisherpersons

,discussed rogress of the di ease and in general provided supp rt,and

an emotional 'o let for the patient. In return, the student became re

aware of how to andle death and dying in her profession as aticensed

Vocational Nurse.

5. Biology: Paul Hansen

, A 15-minute super 8mm film'was made by a Biological Science 1OTG student
who was doing volunteer work in a speCial education class for mentally
-tetarded children: With parental consent, she filmed her work with a
particular mongoloid child, trying to show the behavioral differences from

normal behavior.

6. Ecology: Chris Meek
. \

One neology student investigated alternative life styles as they relate to
a person's mental and physical well-,being. The student.interviewed
iindividuat's who were experimenting-witeolar and wind energy as well as
urban food raising (vegetables, rabbits, chickens). Project presentation
was an oral report with slides, taped' interviews, and music.
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7: Human Biology and Health: Chris Meek'

Several students participated in a community health project involving lead

contamination. Lead was used as a paint additive until several years ago.
Thus, houses painted ten or twenty years ago could'have a potential health

-bazard to children who might eat the paint chips. The project consisted of

measuring the concentration of lead In the blood of young children in the
Pittsburg acne. if the concentrations were high, the child's house was

checked for cad- contaminated paint. The students assisted the public
health personnel and werq(actively involved in all aspects of the project.
The results of the.survey were presented orally and in a written report..

8. Art: Larry Howard

.Based on the recent controversy over "Mother Peace," a work of public
sculpture which caused a controversy in Oakland, a student:- 1) wrote a
short paper defininb the philosophical ijfferences between art works
designed for public consumption and.art works designed for private tastes,
2) then set up meetings with'Gnorge Neubert, curator of Oakland Museum, for
an interview which was taped with his comments on the work and the controversy,

3,) took a series of 35mm color slides of the work, 4) did a series of "person
on the street" Interviews of people passing by the food of the piece to
get public reaction, and 5) 'while keeping a folder of all of the media

coverage on the piece'until It was finally removed. A,

This student compiled this material into a 45-min'ute clas5room presentation
and discussilon session. The material was then made into a "learning packet"

to be used by students in the Learning Resource Center'.

9. Drqmatic Art: Marian Shanks

A student made-a chemical analysis of make-up thus combining the disciplines
Of chemistry and dramatic art. The results were very practical, Several

of the chemicals found in the make-up have been identified in national

. studies as being harmful. Since this plural pursuit was reported the
potentially harmful products have been removed from the shelves.

2 0 1/



APPENDIX 9

10. General Humanities: Connie Missimer

. 195

t

r.

Introductionto the Arts. I had loosely defined plural pursuits for thib

course as follows: "Go and so some looking, literally out of your life

style (20 hours worth) and ask wither what you experienced was art and

why/why not." One student went out in search of things which he could

consider "ugly,!,/and got himself into several very interesting problems;

e.g., is'the strictly utilitarian ugly? is moral ugliness also aesthetic

ugliness? These are questions which any student can only struggle with,

not solve. However, the result of this plural pursuit was a paper in

whilh the student presented all aspects of his findings and thinking.

11. Literatures; Sandy Booher )

In my "Nature of tclass, a Iroup of five students met each week

to prepart-' roject on 'Sozhenitsyn's novel, One Day. in the Life of Ivan.

Denisovich. fter, reading the novel and distussing its characters and

themes, thug ouR/decided to teach a class on Sozhenitsyn for ore'period.

Each student chose-a certain area of interest to develop, such as the state

of censorship in the Soviet Union, the growth of SezhenitsyfiLs.career,

the historical content of One Dav, the nature of Sozhenitsyn'ss,tyle as

shown in the novel, and the per4onal and political 'implications of his theme.

They presented this material to the class very effectively in a fast-paced

slide' presentation which combined scenes fromAussia, stills from the

film of One pat and pictures of Sozhenitsyn. As these were shewn the group

members took turns narrating the material they had researched. This was a

successful small discussion group whose autonomous-cooperative efforts led

to a learning experience for the eetire class. 71

12. Philosophy: Connie Missimer

In the interests of learning to be objective and to deepen thought, all

students are required to write an argumentative dialogue from eight to ten

pages In length. In order to be effective, the subject must be narrow in

scope, and the characters in the dialogue must respond directly to one

another. One of the best dialogues I've received so far has been one in

which the student took a.statement from.Bertrand Russell's book, The Conquest

aapuiness, had A propound it and B disagree. The statement: "To be without

'OM of thg things you want is an indispensable part of happiness." B's

position was that happiness consists in having everything one wants.' The

dialogue began as follows:

A. To be without some of the things you want, is an indispensable part of

happiness.

B. Nonsense. Happiness is having everything you ant.

A. That has to be a false statement. No one ever has everything they ant,

and. yet some people 5re happy.

B. *Well, that's your opinion,' but It is still no proof of your statem

that "To be without some of the things you want Is an indispensabi

part of happiness" is true. Give me some examp16.
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13. Music: Stanley Smith

Interdisciplinary work like plant growth and music or music as a therapy

or music's effect on factory production or music's effect on egg producti.ok

or milk producing in barns is popular for plural _pursuits Other projects

tend to be multi-media such as film or slides or other visual image work

with music. These tend to be artistically expressive. Others are music

producing such as performing, composing (there have been some fine

electronic compositions), compiling canned music. Others have been
historical, biographical, vocational, ethnic, on women and music, music

and its use in worship, changes inn contemporary church music,,,how music

affects the mind, and the Voice and how It works. This is only a smattering

of ideas in progress or that have been completed as plural pursuits in

Music Literature MG.
r

14. Composition: Jay Cameron

A plural pursuit that I particularly enjoyed was done by a fellow who

wanted to explore the behind-the-scenes of becoming and working as a

commercial artist. As a result of his pursuit of information about a career

in commerical art, Ile realized that this field was not at all a career that

heAould'be happy with. He changed his-idea for a major. I considered

this a definite enlightenment, for in allikellhood, this student'S,

class project saved him years of regrets. The glamor of the commerical

artist that he ha&sall in the finished productions on bill boards ,

magazines, etc., did not equate with the misery of routine he found the

field to be in reality. Since this was-.a composition course, the-student

wrote a paper describing how he starched out answers to his question and

what these answers were.

r
15. Reding: Ross MacDonald

A group of three male students packaged an instructional film on water

skiing. The project gave them an excuse to indulge in their favorite
past-time, obviously, but it also taught them the difficulties of:
1) breaking downsa complex series of physical abilities into its component
parts, 2) adequately and coherently describing these actions, and 3) piecing
the actions into the gestalt of water skiing. It should be noted that this

is the skeleton of the precess. of essay writing, 'critical reading, and,
indeed, the basis of all of our thought processes.'

I
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16. Speech: Olga Arenivar

Objective: Exg4re .the self concept.
Enhan*sqlf concept.
Expand others' awareness of the black woman

. 0

Elie black women explored their personal self image, co0Pared their
/individual eXperiences, found the commonalities and,the variances, then
designed and passed out a questionnaire to other black women to see how
they saw themselves. They distributed another ,questionnaire to non-black
women to seehow 'others" saw th.e_black women., Their findings motivated .

them to.put togethera media package (slide, music, poetry , other readings)

shows the black woman in'her many different roles. The objective was to
break Mown clome of the stereotyping and to make the listeners aware of the.

'beauty of the black woman and the significant part black women play and

have played In our society.

17,. Astronomy: Kate Brooks

One student learne4Lthat moon rock samples were available for,schools to
display, and decided to make that her project--obtaining a croon rock for
display at Los Medanos College. She,handled all the arrangements with
N.A.S.A. for obtaining the rock, directed all publicity, displayed the

rock in the foyer of the AdminIstration'Wing and gave talks to children's
groups who conic from elementary and junior hie schools to see'

18. Chemistry: Stanley Chin

This student, aspiring to be a nurse, was concerned about the flammability
of her infant's clothing. She decided to investigate what the chemlbal
Industries were doing about'this aspect of consumer safety. ,131 particula

she choose the Dow Chemical Corporation. the visited their research labs
at Walnut Creek and spoke to several individuals there, including a chemis.f.

From these discussions and the literature she received she learned about
the chemicals and the .processes which Dow is employing to solve this
industry -wide problem. An outgrowth of this project led her tb discover
some simple home-remedies which a housewife can prepare to treat cotton
fabrics in regard to their flammability. This she demonstrated to the
class in her presentation of the project.

4
0,
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19. PhyiCal Science: Ed Rocks

. '198

Hyperkinetic Children: The student, a mother of a hyperkinetic child, did

a great deal of research on the topic, consulted a number of doctors; dhd

found e group of parents of hyperactive children'. As a result of her

research into dietary causes of hyperactivity, she now regulates her chi.ld's

intake of fooas-contoining additives. tiie child is no longer on ritalin

and, seems to be doing better as a result of the new diet and his parents

new responses to his patterns. " 0.

20. Economics:' Bob Marshall

A studeht compared the cost of growirlg vegetables in water versus soil. The,

student Worked for a small company that produced the equipment'141120 for `

hydroponic farming and therefore he had_the experience, equipment; and

source of information necessary to carry out such a project. The project

included:

...construction of the required tank

...growing tomatoes andlcucumbers hydroponically

...completing graphs and analysis comparing the costs of various vegetables

produced in.waIer versus soil
,

...completing graphs and analysis showing the wholesale prices of various

vegetables throughout the'year (critical because of the extended growing

season's:3f the hydroponic method)
.

The plural pursuit presentation included:
'..-

...photos Of the tank "s- Y .

:..hydroponically grown tomatoes and cucumbers

.;..a report which Included gra' hs

a 40,scussion of-the above .

21.

\The student enjoyed doing it because he enjoyed plants, fresh, healthy

foods, and his ,job. He learned something about graphs, fixed versus

variable costs and seasonality.

Geography: Jane Hunnicutt

Instead of describing one plural pursuit in geography, the titles of several

are offered to give the flavor and diversity of them:

"The Wdmen Behind Geographical Explorati,oh"

"Relation Between Ethnic Migrations aneGeography"

i'lndian Women Guides"

"Segregation and Separatism in the United States"

"Ethnic Grdups in Spain, Emphasizing the Basques of the Pyrenees"

"California Indian Women.- Acorns and Basketry"
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22. History: Jim PrestOn

- One plural Rursuit project involved two students working jointly in the
area-of. traditional African art. They attempted to investigate the place
of ,African art within African society in a philosophical sense and a
practical level to actually create.pieces.of traditional African art based
on the acquired . knowledge of" the use to which Afric'an art was put in a .

traditional setting.

These students were at:the same time takimj'a course in art and thus
utilized two disciplines in tiers particular plural pursuit. They were

successful, I feel, in defining what traditional African art was and
very successful inrcreatjng several fine pieces of African art. They felt
a real personal satisfaction_from completing this plural pursuit.By
any measure it was a fine educational experience.

23. Political Science: Henry Lawson

The student, a black female, wanted to.explore the relationship between
religion and politics among Blacks in the city of Pittsburg, specifically
the non - participation by those Blacks because of religious beliefs among
Jehovah's Witnesses and the Nation of Islam (Black Muslims). -The student
herself was a member of a local Jehovah's Witness group,.and as such was
often questioning other Blacks about their participation in "politics."

She began by.identifying a *number of Black churches in the Pittsburg area.

. She then developed a series of questions for an oral interview with the
ministers of the churches as well as members of the respective churches.
She then attempted to hold a conference among the ministers for 4 discussion,
but was, never able to get it together. Her next step was to interview "

local Black leaders involved in local politics to their reaction to the

non-participation. Unfortunately, and unrelated to this project, it was
at this point that the student dropped out,of school.

:9416

I.
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.PARTICIPANT'EVALUATION OF THE LOS MEDANOS
GENERAL EDUCATION PLANNING PROJECT

December'1974

PART I: INTRODUCTION AND INSTRUCTIONS

This questionhafre Solicits the responses of partitipants in the General
Education Planning Project. The phase of the Project to be evaluated is the
planning year, 1973-4, during which ttme-general education faculty and admin-
istrators met to develop curriculum, methods and materials. The planning year
should be distinguished from the implementation phase,, 19741i which is now
under way. In the spring of 1975, evaluation will be made of the implementa-
tion phase at well as beginning measurement of the impact of the General
Education Program on students.

This evaluatfoh instrument follows the plan of evaluation developed last
year by consultant Professor Leland L. Medsker, outside project evaluator.
Also serving as outside evaluator will be Mr. Karl Drexel, who will be involved

in gathering data and evaluation reports requited by HEW under the
conditions of the General EduCation Planning Grant.

Goals for\the project are set forth' in the evaluation plan. Questions have
been designed to tap participant ,judgment of.the attainment of these goals,
whiih, as listed in the pfa are:

Goals and Objectives for Process of Planning

1. Demonstratejeasibility of planning.

2. .Provide systematic calendar of plannir events.

3.. Provide team experience:in:planning.,

4. Develop course °Clines.

5. ',Provide in-service training-for infusion of cultural diVersity and for
theory and practices of planning, evaluation.

6. Inform faculty about sourcesof media and their applitation.

7. Provide opportunity to.praCtice skills in simulated teaching /learning

situations.
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Goals of Planning, Process in Terms of Faculty Development

1. 'Skill in thedevelopment of course outlines and unit plans

'-' 2. Increased communication among `faculty members regarding their curricular

planning a IRcl teaching..

Willingness to subordinate themselves in team planning.

4. An increased respect forvailtu01 diversity among students'and an infusion:,4
of this cultural diversity into the curriculum.

5. Development of a commitment-to the interdisciplinary approach.

6. Skill in planning for large group instruction.

7. Imaginative pre-planning for the plural pursuits by individual students.

8. -Subscription by the non-general education instructors to the R.E. core and -
the integration.of their courses with it.

In this evaluation instrument, the forced choice format has been used where.
it has been important to focus responses, but spaces have been included for
comment and open-ended responses. Should 4ifou wish to write more than any

space allows, use the reverse side of the page. For items which you have no

basis for judgment, leave blank.
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PARTS I I: ON THE PROCESS.OrPLANNING

C.

. 202

There.were a number of facets to the planning process during the year 1973-

1974. What s your Judgment of the helpfulness of each facet? Think of each

facet in terms of its contribution to'the accomplishment by 'the 'Warming process

of the goals of the project.

GENERAL

1. Helpfulness of Program Facets '

1.1 Weekly planning meetjngs, by area

Comments:

1.2 Meetings of the whole for "business",'
e.g., clarifications, directions,
lanning

1

Not

Helpful

Very
Helpful Helpful

Comments:

1.3 Meetings of the whole for discussion
and exchange of ideas, presentations
and progress reports

Comments:
4

1.4 Meeting's of the whole for presentations
by guest speakers, resource persons

.
(see beloW for rating_ of individuals)

Comments:
kr
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-

#
.

. .

Not
Helpful

.

:Helpful

Very
Helpful

1.5 1973-4 Midyear Meeting: .

Boulder Creek Retreat
. ,

,

1.5.1. Presentations by areas ,

1.5.21 Discussions by gl-oup as a whole
.

.

.

1.5.3. Discusgtons by areas

,

1.5.4. Informal discussions
4 '6,7

1.5.5. ,informal socializing
''

Comments:'
a

. . ,

.

. ,

1.6 Inputs by Individuals (as consultants, presentors, in conversation, in

demonhtrations, and the like) ` .

...

1.6.1. .Faculty Colleagues
(Specifypindividuals if you wish)

, . ,
.

-
4,

.

u

Comments: . /

-

1.6.2. Jack Carhart (President) .

1.6.3. Chester Case (Professional. ,I,

Development Facilitator.) -

. /
i .

1.6.4. Charles Collins (Dean,
.

/
HuManistic Stmd1es)

,

. ,

1.6.5. Viace Custodio (Dean,
Behavioral Sciences)

1.6.6. Don Donatelli (Director,
Learning Resources)

1.6.7. Ricardo Ontiveros (Dean,
Social Sciences)

.

1.6.8. Joy Swan ( ,Sclentific
Studies)

.

1.6.9. Other . .

,
.

Comments: -

.

. . .
. .

.



ti

APPENDIX 10 .

2. Proportion of-meetings'of the whole to area meetIngs:

The proportion was:

( a. overbalanced toward meeting of the whole

b. about right
C. ,overbilance'd toward meetings of the areas

Comments:

3. Which aspect, or aspects, of the planning process do you fee,1 were indis
pensible during the planning year?"

3.1 Which aspect, or aspects, were most significant to Loupersoisally?

4

4. If you had it to do over again, what would you recommend for improving

upon the 1973T4 planbing process? What was missing from the T973-4
,planning process 'that you would like to have seen included?

5. What is your Judgment of the value to you
of the following guest speakers?

Not
Helpful Helpful

Very'

Helpful.

Hal Brown, Ethnic Perspectives

Jack Forbes, Ethnic Perspectives .

James Deslonde, Multicultural Education

Ray Schultz, International.Education
.

Nevitt Sanford, General Education .

6. Thinkingoin terms.of the planning process, what in your olAnion are the most

desirable attributes in a guest speaker/resource person?
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PART FOCUS ON THE INFLUENCE OF THE PLANNING YEAR 1973-1974 ON THE

DEVELOPMENT OF PARTICIPATING FACULTY MEMBERS

The evaluation plan anticipated indicatiohs of growth by individual faculty

members toward the goals for indlvidUals set out for che,planning process.
Specifically, the evaluation plan asks'for, "A post self-evaluation by each

faculty member in terms of what influence the,planning year had on her or his

feelings of readiness to begin the general education program." To what degree

did the planning year influence your feelings of readiness?

,

6.1 As a result of the 'planning year, I felt unready,

ready, or very ready in respect4to my:

>.
-0
to

V
t-

.13

>.
'0
a

m
m
ce

>
tai

6.1.1. skill in developing course outlines
.

.

6.1.2. skill In developing unit plans

6.1.3. willingness to participate in team planning

6.1.4. develOpment of a commitment to interdisciplinary
approach

.

6.1.5. skill in preparing for large group instruction

6.1.6. respect for cultural diversity among students

6.1.7. awareness of ways to Infuse cultural diversity
into the curriculum

6.1.8. capacity to pre-plan imag.inatively for plural
pursuits by individual students

6.1.9.

. 0

capacity to integrate societal issues into
instruction

6.1.10. other

Comments:

212
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PART IV: FOCUS ON OVERALL ACCOMPLISHMENT OF THE PLANNING PROCESS

O .

.
The aspiration for the planning process was large and diverse. Hoped, for

were accomplishments in: . .

t.

Curriculum; identification of key cOncepts and generalizatii;n, societal
issues and hnplicationS, production of course outlines for
generic and disciplinary courses, materials, interdisciplinary
.approaches 4

Instructional Strategies; largi group instruction; plural pursuit',
coordination of generic and disciplinary courses media

Evaluat4on Procedures

Interpersonal Skills; team planning, sharing. resources, giving and
receiving feedback

Personal Awarenesses; culturaldiversity and world view, perspectives-of
minorities and women, needs of students

What do you believe, in terms of the above aspirations, have been the
achievements of the planning process for:

7. The institution (LMC)

8. For faculty and administrators

For you personally

t.4

10. What do you Judge NOT to have been accomplished? How might the planning
process have been improved to bring about these accomplishments?

11. Open-end. Is there anything you would like to say that has not been touched

upon by the foregoing questions?
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INTERVIEW OF GENERAL EDUCATION FACULTY
AND NON-GgNERALIEDUCATION FACULTY

Part 1 - INTERVIEW.OF GENERAL EDUCATION FACULTY

Interviewer's Introduction

1. Realize interviewee completed quite a long questionnaire in December 1974 in

which he or'she was asked to evaluate the general education planning project
and tts impact on individual faculty members, as well as the program in

general. The responses were very helpful in the total-evaluation of the

planning process.

2. As part of the evaluation plan we would like now to give each person the
opportunity to talk about the,program on a personal basis.. Our conversa-

tion may duplicate some of the items in the earlier-questionnaire but that
is all right because 1) some time has elapsed since the questionnaire was
completed, hence some opinions may have changed and 2) it is often easier

to talk about shmethIng than to write about it.

Want to assure you that our role Js to assess the planning process and its
impact and not to evaluate faculty per se.

Questions

1. Now that the first year of the G.E. program and the planning for it is nearing

the end, how do you assess the overall planning efforts (weekly seminars,
retreats, conferences, etc.) in terms of its effect on yoU both personally

and professionally? Be as specific as possible.

2. To what extent and in what ways has the planning facilitated team efforts
In both the diSciplinary and interdisciplinary phases df the General Education

program?

a. To what extent has.it contributed to your knowledge of other fields and
your appreciation of what your colleagues do? Give examples.

b. Without necessarily mentioning names, how knowledgeable of your field
are your colleagues in other fields, particularly those with whom you
work closely in the program? Is the team effort really working?

. .

3. What do you consider to be the advantages and disadvantages of team efforts
as called for in the LMC program?

4. Could the General Education program at LMC "make it" without the nature and
extent of planning that.is being done? Elaborate.

t
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Part 1- INTERVIEW OGENERAL EDUCATION FACULTY
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o

-Wha aces of the planning process have been most helpful to yod and in your

opinion most,yital to the General Education program? Comment on'both.last

year and this year. Detail specific events, or actIvities.1LeastlIelpful?

6. How do you regard the nature and extent of interface between General Educa-

tion faculty and non-General Education.faculty? What effect has the rela-

tionship,had on the General EduOption program? On that part of the LMC

curriculum that would not normally be ronsidered general education?

What do you believe thould be the role// of the Professional Development

Facilitator in facrlitating'the General Educatiod'planning process? What

constraints, if any, exist which make such a roledifficult?

8.. Now that you are fn the second'semester of experience with the General Educa-

tion concept, how effective do you believe the plural pursuits aspect has

been for the education of students?

How do you feel the students view the General Iducation'program at.I.Mt?

What' phases of It are they particularly enthusiastic about? What don't

they like about'it?

10. Howdo you regard the impact of the General Edudation program on LMC as an

institution? Does it.make the college unique,among Community. Colleges?

Does Lt give the college a "spirit" that might not otherwise obtain?

11. What has been the impact of1the General Education program, and'the planning

. for it on your own feeling about being on the faculty at LMC? Do you think

tha't, as a result of the planning and participation, you identify with

,college more than you would have had you merely been engaged to teach and

been placed on your own?

Part 2 - INTERVIEW OF ,NON- GENERA).; EDUCATION FACULTY

As you probably know, part of the evaluation process of the General Education

program at LMC entails the eliciting of ideas and reactions from those of you who

are not teaching either the general education generic or discipline courses.

You are one of a dozen or so non-general education faculty that'have been

selected on a random basis for this interview. Aren't you lucky!

Some Questions

1. How familiar are you with the General Education program?

2. What do you think are its good points? Its questionable points?

?1 5
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Part 2 INTERVIEW OF NON-GENERAL EDUCATION FACULTY
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3.. Have the retreats and the "all" facility meetings helped you- to understand

the purposeS and thrust of the. General Education program?

*.

lkher than retreats and the "all" faculty meetings what association do'

lou.have with the general education faculty?'

5. If y96 had your 'druthers" would you structure an association with general

education faculty in a rather formal sense? If so - how? If no - why not?

6. Since you. are but one of a dozen or so, chosen for this intertieW ca/1 you give

us some idea of how your non general education colleagues woald react to some

of the questions asked?

7. In your teaching assignment do you geherally get closer to your students than

do' many other faculty? Because of this you probably can tell us how your -

students are'reacting to the General Education program - the generic courses

the discipline courses, and the plural Pursuits. What do, they say? .Do you

believe that, generally, the students reactions,are valid? Why? Why not?

8. As a result of whatever interaction that khere has been between you and the

general education faculty has there been SAy positive effects on what you

teach and how? If so, detail.

9. In many institutions, for a varietly of reasons; "never shall the twain meet"

between those faculty who are teaching in the so-called occupational type

programs and the faculty teaching in the so-called transfers program. Do

you believe that the interaction between the nongeneral education faculty
and the general education faculty has precluded any schism between you and

they? if so, why? if not, why?

10. How do you regard the impact of the Generl Education program on LMC as an

institution? Does it make the collegamnique among community colleges?

Does it give the college a,"sptrit".hat might not otherwise obtain?

216-



APPENDIX 12

GENERIC COURSE EVALUATION SHEET .

a

'-"To the stUdent:

Yciur responsei onihis sheet will be very helpful In evaluating the generic
course you have kik completed. This is-ran anonymous- questionnaire. Please use
the space provided on the reverse side of the, sheet feir any additional comments
you may wish to make.

Check the box that corresponds to the course you are taking: -

SOCIAL SCIENCE 1TG LANGUAGE ARTS 1TG (-7) BIOLOGICAL SCIENCE it (--)

BEHAVIORAL SCIENCE 1TG () HUMANISTIC STUDIES 1TG (1.] SYSICAL SCIENCE 1TG (7)

1. My 'general feeling about this course Is:

very positive
_,positive

no feelings one. way or the other
negative
very negative

2. The goals of the course (what was expected of me As to what I was supposed to
do and supposed to learn) were:

very clear to me
clear to me .

neither clear nor unclear to me
unclear to me

011=
very unclear to me ,

.3. In regard to the syllabus, the handouts and other readings for this course, I

can honestly say:

I always read thatwhich was assigned,
i usually read that which was assigned
I sometimes read that which was assigned
I rarely read that which was assigned
I never read that which was assigned

When I left each' presentation, the concepts, generalizations, prInciplep, and
attitudes the instructor was trying to get across were:

almost always clear to me
usually clear to me
sometimes clear
rarely clear to me

41.4.0

never clear to me
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4.

,,,

5, .The-statement that most closely fits myfeelings is:

I enjoyed the presentations and learned a lot
enjoyed the presentations but didn'A always learn much

......

usually learned something, bpt I didn't especialll, enjoy tIke presentations'

I didn't learn much and I didn't enjoy the presentations yeryimuch, ,
_
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6. To me, the connection between the generlp coarse and the discipline coUrse was,:
.
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-very clear and'gonsistent
mostly clear and consistent 4

no opinion one~ way or, the other
mostly unclear and inconsistent
very unclear and inconsist nt

ammo.

7. What for you were some of, the\ high points of the coursk,/

8. Whatfor you were some of the low points of the course?,

Additional Comments:
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