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editor’s notes ¢ myrona marty

mtﬁyfa‘&-m )  robert a. whisnant
For the commaniry college educatof - getting ready for 2 new mission can

be hopeleasly frustrating or exhilaratingly challenging. and this chap-
nmhudluﬂlmmhxhaemm

M is cgllege for? « bette slutsky
Faculty members of community colleges. reacting to thtfnnnnu-d
mnhvhumptnnvedxw:ndunmymbthm

-poacnltgum uthndnpternlluanus comerpedabund:w

a valencian phoenix: S j- louis schlegel
new life for humanities . :
The frantic classroom race through the philosophy. art. music. and lit-
erature of the Western world Jeaves many students wandering aim-
lemly in the backsretch or even dazed a: the marting gate

while the facuky. like disciplined geldings. trotdnhpmlybmmpo—
tently around the track. cromsing the finish line alone )

indeaendem l\uman studies S suzanne kaplan
. gordon wilson

This chapeer presents an academic alternative chat is uuetduaplunry
and independent and also offers faculty guidance and group iferaction.

the community college mdr)’ a. stevens

mupmdout

Community college faculty help to create and strongly cuppon new
methods to meet community needs in nontrpdmonal ways.- .

community servicein a L. . donald w. green
semirural conynunity college . john shepherd
v commodore craft, jr.

An extensive community services program.is certain to have a profound

impact on the entire college. As this chapter demoastrates. 2 commu-

nity colleg® in a rural area with 2 comprehensive community service

pm‘nmumat I:hlywhttheomyampnmdm‘vocamaland
avocational services to the community.

enviconments for learning - I. mark ludwig

The mom effective instructional system provides environments that
accommodate learners’ cognitive styles. academic deficiencies. and cul-
tural backgrounds.
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* . sensitively ¢o the community’s educacional needs while che
: dounuveq:oodwtlnno(thccdlgemchap(ﬂrxplotu i,
m copes with this double bind. . _—
L . . .
cognitive therapy: a new wooo . robert g. mar't: , 63
for community dolleges _ e ' .
Cognitive therapy, a remedial concept offers ways to teach |mdkctuz| -
skills while at thenm.mtmhmg the com:mohducqiﬁm \\
) . . .:-.
) intimtiomol immortality ' - - billie dziech A ;
from recollections of ‘ ' _ : i
Thndnpttr prescnus a criticgl.view of ptqrsaluatwn in the commu- AT
nitycollege setting. - . R Y
. ) \ . .,‘
v -opinions about . trudy haffron bess 77
evaluation ‘mary olson.
As this chapter indicates, student evaluation can help hculty improve | .
tuchmg and clamsroom pesj'ormancc N\ . P ’ .
» 2 - ! o . .
- . the dynamics of ) K hannaweston ‘87 :
S collective Bargaining:  ° charles nadler .
N challenge of the future : -, sarah klinefelter
' The challenge of collective bargammg which lies in jts usefulness as a
. positive force in changing the structure of governa s discused in « T
: this chapeer. ) "
legitimacy and the promise " myrona.marty 97°
of community colleges .
- . To move lmo new directions and missions, community colleges must
. regal a sense af legitimacy —a sense of being integral to the commu-
. nity — that it has lost in recent years.
\ ] -
-~ sources and information: _ ., andrew hill 10
y view from the faculty o '
In this chapter. recent ligrature on the toplc of new missions in com- .
mumty collegu is reviewed. ‘ Cale
-8 im . \ ’ . /7 X ‘ 107
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<N Yonkno‘hownh-ppem The questioner gets theangnmem!d.

aﬁeduammgofabcadmoqboudo((bcmmﬁur
br]umCoﬂtgu.meydothemmpmyofpubh
> on community colleges em concerns or
uﬂectuhmnmeponuofmz faculty members have
-sémething to saylon issyes facing the institutions in which they teach.
* Why don’t we bhear from them?
' o bere are good Yeasons. Community college teachers do not
write for publication as a required part of their work, few forums are
vpén tp them: .and there are no rewards for it. Furthe®more, there is
dittle dme for it, given the heavy teaching assignments typical in com-
munity colleges. Thus, there is no cadre of among
mumquﬂbguwmhmmuomwpubhshlihly Who is more
anonymous outside his own institution, and maybe within it, than a
community college teacher? To whom, then, doqanedxwrofapur
nal turn for help? ‘

; thnthegoodfolhwhoednthumpacdthepmbdnyof
. a volume that would exhibit faculty interests and concerns, they were
. ofthednfﬁcnlua that would b€ encountered. The only way to
'newbnhenhouednfﬁmluacuﬂdbeovercomewuwgweuatry —80
_the task was undertaken. ] o
*+ In addition to identifying potemhl writers on selected topics, 1
initially planned to désign a survey instrument to asess faculty interests

and conceriis on key Sisues. The purpose would.be to see if there is any*-

such thing as a faculty point of view. Lack of time, regrettably, forced
nntoabandonthemmyndea but that abandonmént made it more
nnponamwﬁndmmbmonwhaemnclavouldmﬂeamoﬁhc
thnpthumondnmindsofcommumtyoolkgefacultymembas
. To find potential contributors, I sent an appeal for help to about seventy-
Tive friends and acquaintances in community colleges and related @m-
.. ches and institutions. lxuthemdcrthmkzhnutobeananuadmmn

..+ 1 asked these people to identify community college
mgmbefs who are regarded as extraordinary teacbenmdw
actmnotmﬂymcolkgeaﬂ'am but in’ perspective-broadening activi-
ties in highes education. Approximately forty replies yielded more
than two jundred names. I sent letters to those named, ‘requesting

Mmmalmofpmpaedtoplalzhwgbtdnmmgln
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deal with, nnd asked them if possible to assess their mllcagua a(tk
tudcsandopmmnsondmwp:a And I asked, of course, about their
willingness to write on a topic of spegjal interest to them.  ~

The seventy-or-so responses included polite exprcmons of disin-

. terest, eutbursts of indignation at the thought that such an issue could -
serve any conceivable purpose, beg-offs for busyness reasons. and
claims of mi #dentity (who, me? write?). But there were also some

, long and thoughtful answers, and offers to submit articles far exceeded
the number that could be accepted. .

In due course, invitations for articles were.sent to the likeliest
contributors: others were put on standby. Articles were submitted on
schedule, reviewed, edited. returned. rewritten or touched up, and re-
submitted. Because my secretarial assistance was almost nonexistent
and release time for editing the issue was not considered, I was unable
to circulate the manuscripts to those who had expressed willingness to
read them critica}ly before publication. To these people. my apologies.

As editor, I tried mainly to belp contributors sharpen their-
thinking and tighten their writing. My discomfort with such jargon as
“iaput” and “interface” and with educationese like “delivery systerps”
was communicated to contributors before they started writing. Whether
they shared that discomfort or simply accommodated my preferences,
I do not know: in any ease, | hope such blemishes on clarity have bee\‘
held to a minimum.

" 1did not seek to |mposc my beliefs or valua on the-content of
the articjes, and in sclccung articleg I tried to ensure that a wide variety -
of ideas would be advanced, father than a single, consistent set of
argumcnu

The result of all these cffons is in your hands. The issue leads
off with some thoughts by Robert Whisnant on three tasks community
colleges face as they prepare for new missions. Then comes a skeptical,
cyebrow-raising piece by Bette Sluwsky. In calling for a recovery of old
missions rather than a quest for new ones, it counterbalances some of
the gusto for new missions dnsplayed in other articles. It expresses a
point of view that is widely shared, l believe, by many community col-
lege faculty members.

The next five articles fit together rather neatly. Louu&hkg!l
shows, with a highly personal touch, how traditjonl courses can be
rescued from the doldrums ahd how new ventutes inspire further
adventuring. Humanistic concerns gre given ano(h/ kind of creative
‘eeatment by Suzanne Kaplan and Gordort Wilson, Accountings of
efforts in new areas continue in the articles by Mary S(cvegs Donald
Green and his colleagues, and Mark L‘hdwng

What is the nature of the syst¢m in which community college
- faculty members dg their work and hdw can their creative endeavors

»
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.best be.described? Malcolm Goldberg calls these faculty members en-
- treprencurs, and he shows how their working environments both help -’,
. ." and hinder their entrepreneurial approach. e
. ' The notion of cognitive development explored by Mark Ludwig - -
- comes up for further consideratiom\in the ayticle by Robert Manin.
Cognitive thegapy, Martin argues, d&entheﬁeuwaywmaneaca
. demic deficiencies so common umtycollegcuudenu
The next two articles e but nonctbele- ' /
mission-sielated topic — famkyevaluauon Bi Dziech offers a unique
* perspective on peer evaluation, and Trudy Bers and Mary Olson report
ou their research oa student evaluation of faculty performance. Hanna i
. Weston, Charles Nadler and, Sarah Klmcfcltcr discuss collective bar-
gannngaapomm.-forcemchangmgtheurucmreofgmmme In .
the final article, 1 attempt a look at the future with this question in

mind: Are community what they seemed ‘to be a dozen years
ago to,many who worked injthem? That'is, are they the last best hope
for revitalization of hxgheteducauon or was that n illusion?

1 deeply appreciate the help given to
people who have had a hand in the preparation of this

a word of thanks to the weather. Two snowbou in January,"
two rain-drenched weekends in March, and a miserable heat wave the
last week in June removed the distractions that would very hkely have '
led me to do dther things. It was at those times that I worked most ¢on-
centranedly at tying®together the edmng tasks that were done, for the
most.part, on the run.
. -

: sMyron A Marty

’ ’ - 4 Guest Editor

‘h *
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getting ready for new missions
robert a. whisnant -

) . . ]
For the community college educator, getting ready for new missiqns
can be hopelesly frustrating or exhilaratingly challenging. Many
prophets of dbom are eager to tell us that the future of education is
hopelesily condemned by problems that are geyminating and maturing
to monstrous propomons .Others are more hopeful. Priscilla Griffith,
for example, cites Kenneth Bo?ﬂdmg'(lQN p 197) who assesses the
future and present thus: ) .
Nevertheless, in spite of the dangers, it is a wonderful age to live
ink and I would not wish to be born in any other time. The won-
derful and precious thing about the present moment is that there
is still time — the Bomb hasn’t gone off, thepopulzaoncxplonon
may Ye caughe, the technological problems' can, perhaps, be
solved. f¥ the h nraceuwsumvchowcvcrnmllhaveto
change more in its ways of thinking in the next twenty-five years
than it has done in the last twenty-five thousand.

-&noetlncamnumtycojlétmnenfwubredmtheo nisnfof a”

democratic ideal,-it seems reasonable to expect its. leaders o adop(
Boulding’s stance and eagerly attack those crucial twenty. nve years
with insightful and incisive preparation.

If community college educators accept the challenge of getting

ﬁotncwlmmom nlcmthmushmunbcdealtmth
fov Community Collages, 24, 1978 1: 1
-, " . 1 -
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sitates a ‘grass-roots survey of the goals and objectives on which the

movement was based. Promethearn as the task has been,.the commu-
nity college seems to have fared well under its various challenges. We
-have made great in all curricular areas. We have estalflished
Jearning resource centers that effectively manage hard* and software.
We have provided developrpental studies programs that keep the open
door from revolving by providing students with constructive gkills and
self-concepts. We have given occupational education a status, -
‘effectiveness, and accessibility, providing the commumty with needed
labor forces. We have supplied the community with services that stim-
ulate imagination, fester creativity, and make lifelong learnjng feasi-
ble. Wehaveprovlled‘ndlwnal cwneworkfonmdcnuwhowuhto
transfer o universities. And we Kave even meekly attacked the problem
of general education based on the belief that the community of man
needs to have had some learping expériences in common. The commu-
nity college has generally bz:nnc an fective island of i innovation.
Undenlying the efforts to succeed at each curricular area was a
veiled motto: *Innovate, innovate, innovate —change is progres.” So
valued was innovative change that it became an unexpressed curricu-
lum, a hidden agenda. Community colleges characteriitically seized .
their unique freedom from tradition and experimentdd and innovated
with a ferwor ‘sometimes envied by more established institutians of

higher education. Certamly much of the community college move- -

ment's success can be attributed to this virtually unbridled spirit of in-
novation. )\

The corpmunity college mast now determine the success
cost of innovation. For years, educators have vglced the value”of
lynéms approaches that include diagnosis. prescription, and evalua-
tion. But has evaluation been approached with.the same fervor or can-
dor reserved for the implementation of the innovation? Manycritics
would apswer, “Nol” They would instead note_a-trend of community
college “band-wagonism” —the tendency for community colleges to
adopt and implement each other's innbvations before adequate evalua-
tion determines the value or effectiveness of the program.

In some cages, innovation band-wagonism has cost the college

. 12
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the confidence of the very community the ihnovation was deslgned to;"_ .
serve. In other words, the community college may have inaccurately.” .
amemsed the community's desire for change and innovation. Suzannede -*
Lesseps (1976, p. 3) notes that the public tends to blame innovative |
teaching for a decline in students’ basic skill levels in reading, wmmg. s
and arithmetic. She asserts that the public also tends to'equate a return.  *
- to basics with fiscal conservatism, demanding that the educational i in-" *
stitution do a more effective job more cheaply. The: communlty_, e
- college, in fact, may have lost its license for freedom to lnnovate and:  ;
may be experiencing “innovation baciash.” : o
o The community college is in a dilemma. It is, on the ong hand,
. devoted to meeting,the needs of a dynamically phangmg commumty""
and, on the other,, being admonished .by a- community that resists
N 'change in its institutions. Obviously, the days of innovation for mno?a.* "
tion's sake are @ne. and a new’ day of accountability has arrived. Edu:
Cators must master “proactive” as well as “reactive” evaluation tech-
niques. Creative change must be morecalculated and deliberate than
' ever before, and a thread of tradition must be maintained to balance
innovation. The community college must learn to discard the present .
with as much consideration as it givesito the’ ]ustlﬁcauon of newness.

Asl mtcnn‘red fellow faculty concerning change. innovation,
and new missions, I discovered a recurrent theme in their responses.
Faculty often lack a strong concepual ]usuﬁcauon for the innovative ... -
programs and methods they are asked to execute. The result is lack of -
commitment, resistance to change, and the development of programs - - .
that are somewhat superﬁclal Innovations seem to be stopgap meth-
ods to alter symptoms. Real issues are sometimes lost as teachers learn
thg logistics of ney methodologies, and the result is grass without roots.
How we teach qiiicures what we teach, and the conceptual foundation
of curricula has ignored.

Students often misunderstand the new programs and enroll in
those ill-suited ta.them. One student I know, after two weeks in a self-
paced instructional television course, decided to drop it because he
preferred “a realgteacher and a real classroom.™ There are probably
teachers in ¢ of self-paced courses who would prefer to be real
teachers tea in real classrooms.

I ion that is not directly tied to the most basic objectives
and philosophies of our institutions is supedluous And since the most

. basic component of the comtnumty college is its target community,
educators must evaluate innovatiom in terms of its constituency. Is the
commumty college's role to change-the community or to respond to the
commumtys changes? With typical democratic diplomacy, the
oommumty college educator will probably say that the institutions role
is dome of both—to be aemuive to the commumtys changes as well to

13
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be a change agcnt Educators must dctermmc which of tpese chal-

. lenges their irinovations are designed to meet.

' If commumty colleges are to assess how well they are accom-

plishing their mission, they must face their own innovations with more

candor. They must be willing to evaluate how well they meet commiu-

nity needs and desires, ot simply whether they incorporate current -

educational trends. They must learn to assess the present with a keener
~eye to the past and an almost flawless intuition of the future. '

. redefining “community”
o 'I;lmo'st two decades ago Paul Goodman, in Growing Up Ab-
,surd, all but pronounced the “community" dead — at least in its Aristo-
* . - telidn sense. Goodman attributes youth's resignation and cynicism to
"+ growing up in a world with no true- community, no polis, a society °
" “deficient in many of the most elementary objective opportunities and
worthwhile goals that could make growing up possible” (1960, p.-12).
If “community” no longer exists, it can hardly be expected, like the
polis, to be educative, and Goodman adamantly claims that the school
as ‘we 'traditionally know it cannot replace the community. In’this
sense, students of the sixties were “unschooled,” and many of Good-
man’s predictions were ‘realized in upheavals, demonstrations, and
endless numbers of movements, as youth demanded an education on
their terms.

o Goodman was not alone in his desire to approach an Athenian
sense of education by which all citizens were brought to their fullest
potential. Other critics began to say education should not be a segre-
gated activity bound by time slots, rigid curricula, and specified sites.
John d notes this narrow concept, “Schools and teachers have
‘been wiff us for so long that we now equate them with education and,
worse, with learning” (1973, p. 214). Rgurning the educative function , .
to a base broader than that of formal infitutions of educi¥on seems to+
be a pérvasive direction. Willis Harman (1973, p. 66) notes the follow-
ing from the President’s Commission an National Goals:

The paramount goal . . . is to guard the rights of the individ-
ual, to ensure his development, and to enlarge his opportunity.
All of our institutions — political, social, and economic —must
further enhance the @ignity of the citizen, promote the maxi-
mum dcvclopmcnt & his capabilities, stimulate their rtsponS|blc
exercise, and widen the range and effectiveness of opportunities
for individual choice. . . . The first national goals to be pur- .
®.sued . . . should be the development of each individual to his
fullest potential. Self-fulfillment is placed at the summit [of the

14
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order of values].“A)l other re rclcgated to lower orders of
pnonty The central goal, therefogd; puld be a renewal of faith

in the infinite valu® and thc unhm t

ibilities of individual
devclopnﬂm o

. & .

The democratization of,%«ipn means more than increasing
enrollment figures. It may comq, to mean “everybody .educating
everybody andeverything.” To adopt.the name community college in,
the midst of such expanding definitions of both education and commu-
nity was, at the’ very least, qulxouc Obviously, community college
educators are still coming to grips with-the scope ofthis challe

g The college cannot afford elitism, since it exists in a theorcucal
paradnqn that claims all institutions are educative. Its resources are
adequate—but cenamly not as extensive as the combihed resources of
the entire commumty it setyes. As educators continually define their
community—a polis filled with hardware, software, ;and human:
ware — their role of service-becomes clear. The community college' is
not a panacea; it is merely a part of the function of commumty- It
shares hopefully in the commonalities and communications that bind
together the members of the community.

The coMimunity college that feglects to uuhze the resources of .
its target community demonstrates an embarrassing ignorance of the
meaning of its own name. Utilizing the resources of a community
necessitates an ongoing investigatioq aimed at discodring ways people
and institutions may be mutually constructive in helping each other -
realize their potential. Fifth-century Athens we.are not. But the quality P
of life in America today greatly dcpcnds on our ability to effect asense .
of cojmunity — and the community college must model the desire and
- me for doing this. :

- committing to an adaptive mode

o \£ In addition to locating ourselves in the present and redefining
" comnunity, we must commit ourselves to ‘moving from selective.to
adapuve modes if we are to cope with new tions. In an article dis-
cmng schooling of the future, Robert Glaser (1975) makes a clear dis-
tinction between selective” and adaptive education. Traditionally,
schools have been selective in that they use various psychometric de-

" vices to predict student success and subsequently offer educational ex-
periences that involve only those skills and aptitudes tested. In this
sense, selectivity narrows both instructional modes and curriculum and
ultimately cannot meet the expanding needs of a changing commu-
nity. More importantly, this mode of educating cannot accommodate
the individual diffgrences of students. In the adaptive mode of educa-
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tion, the institution attemnpts to meet students’ needs, rath(cr' than ex-

pecting students to changé to meet the s¢hool’s needs.

Accprding to Glaser, there are ag least three essential character-

. isfics of an adaptive mode. The {if§s is that learning experiences are
tailored to match student modes of ing based on aptitudes and ex-
periences. The second is that individaal coghitive style in pacing is ac-
commodated, which naturally requires dissolving the arbitrary sched-
uling that has typified traditional educagion. The third essential is that
traditional classification selection. such as placement and aptitude
assessment, is abandoned. Glaser's objection to such instruments as
they now exist is that they are only descriptive and offer little or no
-prescription fot the meangafydeveloping new educational experiences.

In discussing an impending instruction revolution, Harold E.
Mitzel (1973, p. 229) echoes Glaser's prediction: I predict that the
impending instruction revolution will shortly bypass the simple idea of
individualizing instruction and move ahead to the more sophisticated
notion of providing adaptive education.” _ ‘ Y
Certainly this transition ‘from selective to adaptive modes of
. education js a continuation of the concept of community mentioned
. earlier. Since the goal of the polis is to help every citizen realize his‘or
her maximum potential. it is necessary to avoid.prescribing desired po-
tentials. In other words. what is learned comes from the unique poten-
tial of the individual learner. not frofn the institution doing the teach-
ing. The future survival of the community college is contingent on its ', -
ability to be adaptive. Aghough thl corfcept is certainly not new to the &'
- community college. piWosophy. it represents a scope grander than the +**

* founders of the movementdreamed possible. _

Adaptive education seems a lofty extension of the community
college commitment to thellerhocratization of schooling. And just as it
is difficult to question the inherent value of baseball, hot dogs. and
apple pie, it seems unwise to resist the impending instructional revolu-
tion. But if change is tg be improvement, it must be effected with fore-
thought, caution, and insightful conceptualization. Are there, for
example, potential dangers in the transitidn from selective to #daptive .,

- modes of education? Is it possible that a pervasive commitment to di-
vefsity will dissolve the sepse of commonality on which community ig )
based? Will a singular focus give way to a blurred vision lacking clar,@ ,

‘of direction or purpose? In a‘recent article (1975, p. 48) and in his - .

carlier The Reforming of General Education, Daniel Bell reminds us'of v

the importance of the centrality of conceptual inquiry as the base for -

knowledge. He also reestablishes the importance of “normative ques-
tionpas a rationalgifor liberal education. General education cannot be
bn%- diversity a¥ne and must direct some of its inquiry to what
people have in common. The value of adaptive education seems obvi-

) . ¥
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 ous: less obvious, howevcr are thé potential dangcn of cmbracmg I( |
with a lack of mnght in band-wagon fahlon

y conclusion
- The community college is assured of remaining an exciting in-
_ stitution since it has always thrived on challenge, and never has the
challenge been more aweiome. Commumty college edwcators must
prepare for the future by candidly assessing their institution'in the
present, defining contmunity and responding with deliberate innova-.
tion, and cautiously making the transition from selective to adaptive
education with a ﬁrm'co‘ncep(ual rationale for doing so.
Asa commumty college instructor, lycnd to think that getting
" ready for new missions is not my concern. Leave it to the thinkers, the
theorists, and parhaps the administrators, I say to myself. I also think
the community college movement can stand on its own —it will take:
care of itself. But this, attigude is responsible for the few things | now
dislike about the movement. If I am part of the polis, | am responsible
to it and myself. I cannot afford td be retiring. I must demand of my
collegt that it be a place where I realize my paténtial and in tum give
back of my abilities and energies. My students will be dcmandmg the
same of me—and I of them. .
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Faculty members of commgunsty colleges, reacting to .
tlnﬁwm:omojcom-uhwhuanmdwda b

excessive and unnecessary roles thrust upon
tA¥ colleges, are concerned about their futurs
as wable mstitutions.

what is a collégé _fBrL , .

| bette-sluts;ky

-
-~

Let's be candid about the major issue in the community college today:
the low academic achievement of its students. The majority of our stu-
dents are eyphemistically called nontraditional. Most of them are .
dnadnnu;cd Whatever the cause of this ‘disadvantage, thehctn-
" mains that our students are disabled—yes, crippled —
Manylfnumdthtﬁghschoolgnduatamdothenndmmedto,
ditcollegéarenmbktorcadbeyondthcgndexhoollevd There has
bcﬂrg“ 36t in the scudent body from the well-prepared, baccalau-
reatcirigfive mdmutothemprepand Thid shift has resulted in -
theoouunumtycollegeukmgonadd roles to meet the needs of
this newer type-of studefit body. We have 30 many diverse roles
that we are floundering for a sound of who we are, while seem-
mg!ymmgmtmmummndbythcnumbatof&udcw
enrolled. However. students are disillusiondd: they expected o be in a
college, hnthcyﬁndfewmepmgntm Faeulty members are de-
moralizedl: ‘they expected some students of college-level ability, but
dnyﬁndthatmouableuudenunolmgeraumdtbenmppootcd
lege. The reputation of community colleges in American higher educa-
tion. always a bit shaky from lack of idestification, unotonlydedm
ing. but for some has reached bottom. | .

\

What. then, should a community ¢ollege be? What can it do for
college-age stud .whodonothanthequaliﬁ‘catiomtomcacdin
{ P ¢
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most of the programs it offers? What should the goals of the college be?
Should we attempt to be all things to all people? ‘
‘When the junior colleges embraced comprehensiveness and
became community colleges. they expanded their mission to include
adult education, career educatiory vocational edutation, community-
based education. and skill-training education, as well as the traditional
academic freshman and sophomore transfér programs. The ideal of
the democratization of postsecondary education was thought to have®
‘been realized. As the programs increased. qualified students continued
to enroll. The quality of programs was high. regardless of type. {(What"
is apparent but frequcmly overlooked, is that in reality success in any
one of these prog'rams rcqunres rcading beyond grade school levels.)
f -With the’shift in the types of students.attending and as new
'hiulom were added. there was increased need for remediation, finan-
cial aid. tutoring, and other assistance programs. Each new mission
and auxilliary function®was an attempt to-meet the necdy of the new
- type of community college student. Each has had very limited success.
Some say the lack of success can be attributed to the academically
trained and change-resistant liberal arts faculty who may be less than
. eager t dPal with unprepared students.
But as’'a rule community college faculty members are not
against innovation. They-have been enthusiastic supporters of new pro-
grams. However, they are now angry, it the manner in whith these new

programs are introduced and u‘Qlcmcmcd Many of the programs are -

thrust on the college by state legislftures and state and'local boards

‘without regard fok, the consequences. The result is ill-conceived -

programs, elimination of course requirements. lowering of standards,
. and increased interference in courses and curmcula. This continual
invasion has produced a profound frustration in many of the faculty.
All that seems to matter to those governing the colleges is the number
of students. As a result, what the faculty thinks a college should be and
what the college really is are at opposite poles. Social justice and equal
educational opponunny are ideals shared by the entire educational
community: it is the perversion of. these ideals that 1dgds to difjiiteling
that the college is being debased. ! .

faculﬁ concern oyér missions seen as inappropriate

" Some faculty may be arrogant and continue to five under the il-
lusion that they are upiversity professors who through some siege of
bad luck-are teaching their specialty to freshman and sophomore two-
year students. Ariothéy group of faculty have no emotional or profes-

sional commitment ta thgginstitutiori. However. a majority of faculty
merhbers are concemed ’.\nd;m\rolved They are anxious asjthey sce the
» A
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trends that have made the collegeauocial agency. an arm of the
money-dispensing bureau . The college is no longer a place for the
college-level student. The facillty see the decline in such students as a
threat to their jobs. They do not believe that this decline is inevitable
but rather one that is encouriged by present policies and the lack of
domdmhberdampnpanuonhumdncummpb market. .

So we liberal arts faculty moan, \mng our hands. utter many
“oh dears” apd other stronger remharks. give new, suggestive titles to
our courses, try to “recruit” students (Are you a plant freak? Try our
botany coutse and see lots of freaky dungll) lower our standards, and
just try to hang in there.

What are these new missions that produce annety and angerin _

c ? Is it true, as bome say, that community colleges have
%ﬁny houses for all kinds of adults who canndt,cope with the * »
rea Is it true that the major guideline for determining course
‘offerings is how much money they will bring from the money-givers?

Unable to afford to go to college? That's all right. The College

. wnll pay you to attend. While many of the students rightly benefit from

’ the financial aid given, many&unetoschooljunto collect a check.

Litde_attempt is made to see whether these students are regularly

meudiqg class or making academic progress. Students continue to

receive checks long after they haye stopped attending. The ones that

mmmcdtoachoolb,thepfanueofcuhonthehne. are not the

ones motivated to learn. Paper work increases. staff increases. rules

and régylations increase. Student ability decreases. The ideal of being

_open to all regardless of abilijy to pay has been achieved. But it has

~ been perverted by the lack of :cmnmg for the barest essential skills for
*  seccem.

Uublctomdorwme' That’s all right. You don't have to
know how to read or wnite. We do a tremendous job of remedsation. In
some community colleges. up to 30 percent of the students belang to
this remedial group. Why do we assume that we can remedy what
twelve years of schooling has not been able to remedy? In his article
“How to Kill a College: The Private Papers of a Campus Dean,”
Theodoge Gross, dean of humanities at the City University of New
York, says that it is a mistake to think that giving language training will
prepare students for college-level work. Why do we permit remedial
students to enroll in chemistry, anatomy, literature, humanities? Why
do & require proof of financial need to qualify for tutoring? What

we do about the impact the large numbers of remedial students
haveoncollegelevelcmna?ﬂrendcaofbangopentoallregardle.

of ability to succeed has been achieved. But we have perverted this
ideal, too, bynoto(fcnngappmpnatcpognmsfotthelevdsofabdiq
of our students.

k]
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fine vocational programs. But there is a mismatch between the stu-

.dents, the programs. and available jobs. According to Bureau of

Labor Statistics projections} occupaupm netdmg the most workers in
the nexx ten years are health. engineering. drafting, accounting. secre-

-tarial. and publkc service. Jobs in these fields gd™begging for latk of

compe(en( peoplc to fill them. But each requires a level of competency
that most of our students cannot and do not attain. In each of those

"". fields. reading and writing above grade school levels is an absolute

necessity. ’

Unable to keep up -with your class wark? Don’t drop out. We
lose money if you drop out. We will do everything possible to retam you
as a sfuden{. The faculty wall be grvew responsibility for keeping you on
the class list. A recent faculty committee study on student attrition in
our institution listed several reasons for student withdrawals. sranging
from personal problems to lack of motivation. to poor self-concept. to
inadequate skills. to the students’ incorrect perception of their colle-

«giate commitments. Each of these has some basis in the student, yet the
- remedies called for addressed on {v

what the faculty must do for the
students. The ideal of providing qualified. competent teachers has
been realized. But it Was been perverted by allowing the students to

. take no responsibility for themselves.

implications and suggestions

Most everyone at one time or another may be tempted 0 try
what is currently in vogue. In the matter of dress, hair length. of games
pt‘ople play. the consequences may be shght or great depending on so-
ciety's reaction to them. The community college is nét immune to em-
bracing fads in education. We have had our hula hoops and pet rocks.
When you do not know who you are or what you want to be, it is easy to
be misled into believing that new is better and that because everyone is
doing it. we must do it too. The new directions, the new missions, the
new programs are not discussed. planned for. evaluated in terms of
consequences. Cost, and contribution to society. Nor are basic ques-
.tions raised: What is a college for? What effect will this involvement or
that program have on the existing institution? Is this something that
will enhance the school as an educational institution? Will it add to our
pride in the institution? Should this program be part of a college or
some oth®r institution? Our colleges are being 'debased by the
abandonment of merit. standards, and competency. We are no longer

.even mediocre. It pains those of us who have had a long commitment

to the community college to see what has happened to a-once-proud,
exciting. and first-class institution. The very trends that have seen the

-

0.

. Ungqudlified for employment? That's all right. We offer many
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demise of the commanity college as a’ quality institution are the ones
.that have resulted in the loss of uudcnq with college aspirations and -
qualifications. Let it be a:new of the community college to
ectve those adults who qualify and chn benefit from college-level work.

For those who do not qualify: a mew kind.of institution with
‘< realiic programs geared to the many different kinds of students, may .
*  bethe answer. As it inow, the community college is a femedial center, *
a vocational center, an adult center, a career centér, a community cen-
'teT, a senior citizen center, a center for non-English speaking people. a
local recreation center. and last and least of all. a college. Perhaps we
need some restructuring so thai the centers and the college are recog-y
nized as having different missions. Perhaps it is time to evaluate how
) appropriate to a college are all the missions we have uncritically
accepted. No doub all these missions need doing. but one institution

* cannot do them all.
. reference -.
’ Grom. T. L. “MHow to Kill 2 College: The Private Papers of 2 Campus Dean.” Seturday
Revew. February 4. 1978, 12 20,
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On Aelping Aumanities programs
rise from the ashes.

N e . ) '
, ' avalencian phoemx
; new Ilfe for humamtles

j. louis schlegel

L4
]

The encounter with classroom reality has caused many teachers,

like Abelard meeting the relatives of Eloise,

to lose their bearings.

—Herbert Gold. * ‘A Dog in Brooklyn. a Girl in Detroit:
Life Among the Humanities”

7—‘s\
'As

’ﬁkcr be quit teaching humanities, novelist: short: “story writer, and

« e-lynt Herbert Gold wrote an esmsay to explain that it was impossible
for him to make “the History of Everything in Culture” relevant to stu-
dents’ lives. Hepotmedwtthat@cfranucclamnncethmughdn
philosophy, art, music, and literature of the Western world left tgo
manyxudenunndcnng;mﬂedymthcbacbtmchotmnghdmg

¥ dared in the sarting gave. Meanwhile, the faculty, like disciplined

. "geldings, trotted diligently but impotently around the track, crossing
the finish line — alone.

‘ Despite his protest that he was not a low to the teaching.
profession, humanities insgructors of Gold's breadth, vision, and style
are indeed rare. Mmaghttobeabletoﬁndaphcemmchmg
Unfortunately, too many faculty are thrown into the humanities class-
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3

- &-mhc.-—-i,‘caq-.u. 1978 2

<)

18 .

L ]



16 . .
-room with ligle or no idea of what they can do for students who seem
more conccmd'about malung the payments on their Firebirds than in
bn:akmg the chaiins that imprison them in the caves of ignorance.

This is the way it was at Valencia Community College when we
started our humanities program in 1967. For the first few years, the lot
of us — faculty and students — burned ourselves out in an emasculating
tradition that too frequently produced, not knowledge, but the cinders

*of failure. But it is not that way here anymore, for we have, like the
phoenix, risen from our own ashes. We think that at Valencia we have
begun a new life for teaching and learning humanities. -

While Valencia Community College is not an educational
utopia, we enjoy several assets. Phrst, we are only in our eleventh year—

_ a relatively new institution.- We do not haye to storm the bastions of
tradition to present a new idea. Sécond, our administration is commit-
ted to constructive innovation. All faculty are encouraged to plan and
implement new courses and fresh approaches to old courses. Third,
humanities at Valencia are conceived as ingerdisciplinary. In fact, fac-
ulty in the humanities department have been selected for their ability
to integrate the various disciplines under the umbrella of humanities.

" These asset® have provided a rich academic environment
cooperation and shaning that has fostered personal, departmental, an
institutional growth. Humanities faculty at Valencia have tremendous
rapport within both the department and the college. Every project
mentioned in this paper is a result of the direct involvement and coop-
eration of more than one instructor. From the beginning in 1967, the
. humanities faculty members have shared concermns about student
learning and curriculum develpprfient. We have shared both success
and failure. Our success. m ct, has been in great part a result of our
" willingness to admit at yrfies that we tried but failed, but we believe
that a dynamic faculty muk feel free to take calculated risks. So as we
grew. we talked about new ideas and approaches in teaching: we
shared our enthusigsm about what we had read; we got excited about
what other institutions were doing. AtValencia, cooperation smoothed
somewhat the rogh ascent from our gradua(c degrees to the glare of
classroom reality.

»

_finding problems

Our insight into problems and solutions was not a gift from God
or the graduate school. Our university study had not prepared us to
solve the problems; it had not prepared us even to find them. It had. if
anything, been responsible for our committing the errors that caused
the problems, for it had —as it should have—focused on content.
Protected by the armor of a signed contract and the shield of a course
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outline, w¥charged into the community college classroom — discipline .
at the ready. We came to rout the philistines with'logic and fact. We
were ill-equipped to defeat the heathen hordes. :

My own first semester is a ftudy for the deademic tactician.

During my first five weeks at Valencia, 1 had given inspiring
lectures on Greek civilization. It wai, 1 felt, time for the first emamina-
tion. Always a fge of the objective test (too concerned with rote learn:
ing). 1 had decided to give an essay test, one that:would “cover the sub-

«  jeer.” | wanted content and synthesis. My-question would ask the stu-
dents’ to. bring - together lecture notes, text assignments, outside
readmg and their own |deap all in a neatly writtef essay. My ques-
tion was comptfehensive: *Define Greek humanism and show how it is
reflected in the literature of the llsad, Orestia,.and Bacchae; the phil-
osophy of Plato and Aristotle; wnfl the ant and architecture ‘of the

period.’;

* The results aut o"we classes? Ninety, Fs, sixty pahmg grades;

not many As or Bs.

Having re’umed the exams, | asked evcry uudcm with a D or {
below to schedule a conference. Using a tape, I recorded the confer-
ences. Most gf the students confessed that they had not been reading
and had nat prepared for the examination. They thought they would  *
be able to pull it together from the lectures. They admitted that my
instructions were clear.

Whose fault? I had organized and delivered‘my lectures; 1 had
given clear test directions; 1 had given the test academic mtegnty

+ They had not read the material; they had not studied; they had not, in
short, tried.

The ‘:encr commued Some students became true believers;
they knew I meant business. They took notes, read the text, studiefl in
the library, and drew a lot of it together on the tests. But more than
half continued to fail. :

Academic integrity intact, 1 approached the eud of the*
semester with half my students making Fs. Integfrity notwithstanding, 1
knew I had to do something. I leaned heavily on serviceable but
nonacademic standards: good atterdance. participated in class discs-
sion, really tried, smiles frequently. pretty little girl, goodwol’ boy. .

In their evaluation, students emphasized the disaster; they were
not happy. Some faulted the material (too much suff go cover), some

‘denigrated the organization (could not take notes, could not follow
lecture), some criticized the presentation (talked too fast, dldnotmake
assignmenty clear), many quibbled about evaluation (never could take
essay tests, ngt an, English course). The few “tough but good™ accolades
took away some.of the sting. My colleagues’ confessions that they had
the same problems were small comfort.

2z :




o ’k

Thus the real problem was to spot the rea] problem. Instead of

: blaming lazy studechts, public schools, negligent parents, 1 started to

dlame myself and to look carefully at what I was doing. The student
succese: | knew. was directlyrelated to good “teaching. and good
teaching was a product of careful selection, logical organization, clear
presentation, and sensible evaluation. Student evaluations had already
told me that.-And they had told me something else: The course as | was
teaching it did not relate to students’ lives. ~

-

some solutions ° |

, The dismal results of the first semester made me doubt the rele-
"vance of humanities study to oug students. I was not sure that all
sldents needed to apprexiate the masterpicces of spainting. music,
literature. architecture. sculpture. b wondered if after this exposure
they would. indeed. appreciate the masterpieces we studied. 1 doubted
.if someday those students. especially the failures, would look back and
thank me for opening their eyes to Western culture. Because I tend to
be a here and now persor® myself. I knew L had to figure out a way to
make my humanities course have personal mdaning for stidems — here
and now.

It took me about a year and a half Yo cope with the major prob-
lems. For og® thing. | fo::}out' that I had little sense of direction,
assuming that saturating the students with facts would somehow bring
about t'fe synthesis | really wanted. For another, the course was too
sweeping. To charge from early Greek civilization to the Renaissance

: \ ? a semester virtually assured a cursory examination. It was impossible
o

r the student to distinguish the important from the unimportant.

So'l began to ask myself questions. What were my goals? What
did I want the students to do? Is this selection reglly necessary? Will this
eshay. story. play, poem. painting. sculpture have personal value to the
student? What can I leave out? What must be included?

These questions forced e to examine everything and to ask
more questions. Is this lecture really necessary? Is thig much of this lec:
ture necessary? Do 1 have to give a historical backgrouggd. a biographi-
cal sketch of every author. an analysis of writing style. dramatic struc-
ture. philosophical background. dates. names? My questions made me
aware of the heavy content in a regular lecture. [ began to understand
why my students were confued. R

. Their confusion was evident in their answers on my tests, It was
clear in the papets of those who. when asked a critical question about
a play. answered by telling the story. It was evident in the answers of
those who ignored the question and wrote down everything they could

sremember about the tc:bic. It was evidentin the unorganized spate of
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stated ideas. It was evident in answers
nndngeuedmucalcanmcnumum to
plndethem to want. <
.+ "It occurred dnthnmmacouldbutbcunduuoodxf~
the students mastered 2 few basic concepts. These concepts, once:
understood,. could becdme a solid foundation for the examination of
* facts. These facts could cope from primary material: the essays of
-~ Montaigne, the plays of Sophocles, the poetry of Dante. Students could
use the concepts as a pegboard, gather from carefully selected primary
materials a limited number of basic facts, and hang those facts on the
correct pégboard. Scudylhg for a test would mean simply arranging the
_facumthepegboaxdmmordcrlyformthat madclemetotbe
student.
K Unfortunately, I discovered that many available hnmamnel
textbooks have too much lntroductory material filled with vatered
" down descriptions and summaries. These texts' virtually ignored
.prinary matter. Mnythatdldcomamprunarymatmal%rtuan‘
: inundated students with too many and too lengthy selections.
Ihadnettledonpnmarymatenalasthebamofstudyfoncver
al reasons. First of all, the writing of originators challenges the students
by making them think critically for themselves. Tbcyarcbmdtolook
ior_tclanomhlps. not merely to absorb pamvely connections and
interpretations made for them by textbook writers. Second, primary -
material, even in translation, puts the readers close to the writer's
original language and thus closer to the original organization. Careful
study of the primary text forces students to take a close look at the .
meanings of words, both denotations and connotations. It makes them
, awmofhowlanguagehuchangedandhowthatchangchuaffected
- our understanding. A fringe benefit is that students become acutely
‘ ..muofthﬂrownuseofwordsandt}wnecmtyforclcarorganm
tiot. Third, investigating primary sources puts students in intimate
touch with both logical illogical thought processes of the minds at.
~ work. The work of organjzed minds provides models on which students
' :..anbegmto form their own styles of thought

vhﬁkwdledby

looks Iil(e a dream realnty tome

."How can students examine primary spurces lmelhgently when
they have sérious reading problems? How g gtudents orgamzc the
ideas and facts they get from these sources whcn thcy orgamzc and®
write their own ideas and’ facts poorly? It is no; easy, but it can be

“dome. & S

o .. Forc one thing, start \mh a clear and simple concept and let t.hat
o ooncept establish the boundiries, be the orgamzauonal pegboard on

. . . ' t b ‘ - C ‘
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which to  the supporting ¢ and facts. Second, find a meta-
phor that ; the students to see, ¥mell, touch, taste, hear the con-
cept. THird, begin with primaty material that has a reading level
students can handle. It does not have to be a traditional elassic, for you
are after process, not content; an approach to learning, not pedantry.
In fact, starting with a traditional “classic” reading assignment merely
proves to the students that instructors are unreasonable and makes
clear to instructors that students are illitgrate and uninformed.

Let me illustrate how we at Valencia approached the probjem.
In an introductory humanities course, we started off with a lectureon .
the concept of an objective and subjective reality. We had assigned
Richard Bach's Jonathan Lsuingston Seagull as primary material.
Although critics may disagree about the value of Bach’s best seller, we
knew that (1) most students would enjoy readingit, (2) most students
could read it with understandx/ng and (3) most stiidents, therefore,
would read it.

We read Jonathan and examined it from the point of view of.
objective and subjective reality. We looked closely at Bach’s word

~ choice, studied his ideas, and discussed thc objective and subjective
possibilities of his ideas. :

By refusing to allow the students to wandcr dutside the general
boundaries of objective and subjective reality as we defined them, we
were able to restrict the potential for choice that had before over-
whelmed and confused the students. As a result, some exciting things

happened. First, students were talking about what they did find, not- " -

Nhat they thought they were supposed to find. Second, students found
that different people have different perspectives and that many indi- -
viduals produce many perspectives. Third, students found that an
answer wag right when it was adequately supported, not when it hap-
pekedito agree with what they thought the teacher thought.

Our early classroom activity was highly structured. Working on

the pegboard of objective and subjccuve reality, we used the ideas and - ’

facts from Jonathan as the pegs. A typical classroom activity will -
_illustrate. A student would discuss a passage he or she liked. The class-
room routine was simple: (1) explain the context in which the quoted
passage appears, (2) define the concept as it appears to.you, (3) show
- the relationship between the quotation, the context and the concept.
By insisting that the commernits be directly related to the concept, we
were dble to focus the students’ discussion and thus keep them from the
. confusion ¥Mat frequently wastes their time and energy. Assured that °
we would be guided by the structure, the students knew how to prepare
for the examinations. We loosened the structure as the course devel- -
oped and the students matured. Sjahen, howcvcr. the students were
providing their own structure. -



We gave esay examinations*of course, for we believe that stu-
dengs often write themeelves into understanding, thae writing is discov-

| - ery. Weho'thattheqmbeuwcmafwofmndoamtoomrnnﬁl

T

&euﬂmm

4Akhonghwcmfmetotolam:habbywnnng we do not at first

expectm:ndu.!venthoughwctelluudcnntbeymmm

~ acceptably, we know the first test is likely to feature unclearly stated
. idibas (or no ideas at all), inadequate details, confused organization, in-

adtqnmcohemnoe wordiness, and erratic spelling, capmhzauon

Toaptpthenndcaclcaﬂy they must choose their
- When students plan and write, they act; whentbcy
act, nkcagumnepwwardmzcllecmalmmmy

ablanklheetofpaperforcasmdcnutownfrontd!cm
odves The student writing is the student in anguish. Even though edu-
cationists have worked hard in the last few years to remove anguish

from leaming, Kierkegaard makes clear that “Ornly he who is in .

anguish finds repose.” Concerned that our students eventually must

find repose, we feel they should suffer the proper amount of anguish, .
theanguuhofthcwhneshcet Outofthuanguuhemergulelfz_'

o Reg.dleuofthenudemvnungpmbleuu wcmnnedthat
theywrhe fotwhenuudcnumte.theymrryonanmnerdnlogne

confidence in‘their ability to read, think clearly, orgamzc and express

themselves lucidly. ,

To those who question the academic i mxegmy of a humanities -

course that includes Jonathan Livingston Seagull, we have an answer.

We are more concerned with the concept of ebjective and subjective -

reality than we are with the example that illustrates the concept. And

- we know that this concept was developed by Plato in “The Allegory of

the Cave,” a challenging dialogue indeed. From Bach to Plato is not an
impossible leap. Jonathan's flight, we discovered, allows Plato’s dia-
logue to come alive, for the ideas and facaofbothcanbeputmplaoe

‘on the pegboard.

True, most students enrolling in Valencia's humanities courses

" do not read, write, or think as accurately as we would like them to.
- Therefore humanities instructors have three options: They can take an

exalted position, remain there, and leave the students where thgy are.
They can discover the students’ level, go there, and stay. They can
dmrtheuu‘cnu level, go there, take the students by the hand,
andtbenbycanﬁxlstepobnngthemuptoahxgherlevel The
instractors’ early descent in our courses lasts about five weeks of a
fourteen-week session. At the end of five weeks, however, most students

can handle both concepts and facts. From this foundation, the stu-

dents find their own way to an understanding of the humanities.

2%
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- Whatmﬂymnuuwhanhcnudcmuablcwdoathcendof
the course. Wedmtdthatvewmformmgckarobjecmesmd
goals. We were also discovering that careful structuring was necessary
to reach those goals. Paradoxically, as the structure became more
rigid, the method of reaching the goals became less important. For ond
thing, no two classes had the same tastes. As a result, 2 method that
wo with one group might very well fail with another. But no
what method we used, we discovered that all students benefited
wbe'tbefoundamnwemblubedcouldbearthcwctghtofdmr
questions, irrelevancies, skills deficiencies. personal idiosyncrasies.
a¢ The key to success is to establish a pegboard structure on which
to hang whatever content scems relevant. For motivation, we dangled
bait we felt the students Id take readily and waited patiently for
_ them to grab it and run. w“kept the drag of content loo until they _
swallowed the bait. When the basics had been swallowed, we set the
@ hook solidly and adjusted the drag; thus the sweet and tasty bait of
Jonathan could be followed by the saltier, more challenging, more
substantial Plato. We did not care what bait we started with; we did
care about the-haul we brought home.

This new approach caused student evaluations to improve. It
was clear that the students thought they had learned to read, 'to think,
and 1o express themselves clearly. They said they were sharing new per-
ccptions with each other, and had developed confidence in their abili-
ties to express themselves to others.

Meanwhile, we were growing ourselves. For one lhmg the posi-
tive evaluations were flattering, a real lift to our personal and profes-
sional egos. For another, we were confident enough in the general suc-
cess of what we had done to risk agreement on department goals—a
task virtually impossible for most humanities departments. Finally, we
had become aware of humanities’ special potential for allowing stu-
dents to share in the culture of the Western world.

Curricu |um breakthrough

These discoveries suggested curriculum changes. It was clear,
for instance, that we were trying to cover too much material in two
semesters. In the first we tried to gallop from Greek civilization
through the Renaissance; in the second wefattempted to tear from the
baroque period through the twentieth c:f ury: Unfortunately we never
‘had time to cover the distance. In Sesfion I, we dallied so long in

s " Greece and died so thoroughly in the Middle Ages that we barely had.
time t reborn in the Renaissapce. During Session I we lamented
the fact that we hardly had time g enter World War I, let alone fight
it. We left the electronic age, tHe one our students lived in, to Alvin

3
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. Hwein future shock.
- Awazeof the irony, -edﬂdopcd.ammmnnedrmy
" lousmamities. As a result we reduced the fisst course tp Greek through
gothic and reduced the second to Renaissance through romanticiem.
Thadnpnllovedmwuuﬁmdxcmhwthcﬁah canter
* onmm to the end of the nineteenth cenfury; and lope
through the seventy-cight years of the twentieth century. Reducing the
* pace gave the students a better chance to view the scenery. -
. . »
Ihehventiedlw'_

a course in twentieth-century humanities was not
easy. Because | had been most vocal about needing it. 1 was asked to
develop it. It did not take me long to discover that 1 knew very little
about the twentieth century. Textbooks were scandalously short of up-
to-date material on our own century. Mot included nothing beyond

~ the nineteenth: a few covered the nineteenth and the early, very early,

. twentieth. I discovered that my twentieth-century graduate work had
been very thin. It had consisted of slick critiques of twentieth-century
literary classics, oudinempamphleu anddcmledlectuum
from grad courses. «

After much frantic searching, I found what seemed 10 me torbe
the most suitable text available. It covered the nipeteenth and eafly
twentieth centuries. 1 prepared frantically; my students cooperated; 1
soon found out that both my background and the text were inade-
quate. We got bogged down in the nineteenth century and only by
sheer strength of will did we move into the twentieth century to about
1926, the year of my birth.

.. The second semester was not.much better, for 1 had.sill not
found the general concepts that linked twentieth cemtury facts. .
Material on the twentieth century abounded in periodicals, but it was

- virtually impossible to select without first setting up a concept peg-
board. kwudeuthunoungkmmldhdpmedowhulfeh
nceded to be done.

During the third semester, “another humanities ‘indtructor
audited my coarse. Following virtually every clas meeting, we
exchanged ideas about what 1 was doing. Our discussions created an
atmosphere that led to insight and synthesis. For one thing, we both
read voraciously in the period. Realizing that the traditional humani- .
dabundlrnmwourmfathnekctmqe we branched
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in our readmg
plc,.vhiknudymg(&umabewcenchemmid
hdd:had;npcnodmdommuedbzwbatwecaﬂthe )

“Mytho(lnevublelhmmll’rogru “This concept, a ghost from the
Age of Reason, wubutdonthemlnptbnthumcanwlvem
ptoblelmbynnonal means. Our class assignments, lectures, and dis-
cussions included examples from twentieth-century literature, music,
an. and architecture that illustrate and atack that concept. T. S
Eliot’s “Wasteland,” for instance, points out that a culture dominated
by such-a utopian myth becomes a sterile intrllectual desert. We dewel-
oped this wastéland coflcept by using dadaist art, selegions from
Alfred North Whitehead's Religion amd Science, a shory story by
Hermann Hesse, the spatial music of Edgard Varese, and the architec-
ture of LeCorbusier and others. By affixing these particulars to our
pegboard of the “Myth of Inevitable Rational Progres,” we got the
students (o see that the expressions of individual geniuses of the time
give voice and form to this underlying intellectual framework.

By the end of the semester. we were sure there was no single text
on the rmarket. We also kngw that traditional material and yellowed
notes were irrelevant. We kmw\tha utnructors of twentieth-century
humanities courses were on their own. R
. - The next semester another faculty member and us. We com-
bined our material and began developing our own text’: Commument

and Creatsuty (1975). which is now published.

) Our work in twentieth-century humanitieg paid off in one other
way. Because we have been able to see our own timne in perspective, we
have been better able to see other times in perspective. It is fairly easy,
for instance, to look back at Lysistrata and Teming of the Shrew if one
looks from the viewpoint of today's women’s liberation movement.
Because our perspective is more realistic, we have been able to help
students understand their own times and thus se past times in terms of
what they understand. Fhere was a time (a8 many textbooks prove)

" when humanities faculties virtually ignored the twentietlr century, per-
haps because they felt that time was needed to allow the good to come
to the top. Thus they’ignored the recent past in favor of the remote
past. We think our program makes clear that to understand the past,
students and instructors must sec its relevance to the present.

s :

on the drawing board
" In addition to the efforts deggribed here we have developed a humani-
ties component for inclusion occupauonal education programs; we

have ah' helped shape an interdisciplinary studies program for general

3%
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Y. and students, we have plans for further devel-

dinciplioa: Sud'ﬂ(mkﬁmkyhmbepmtodnp
JOS program’ for scudents in techmical and programs.
mathehmmmfxukymdﬂdopngamiorthe

asking contemporary quegtions and by attempting to show through pri-

uymhovthemmpwdwmmm‘lyth:m-

) quegtion in their times. .
Through cooperation and hard work, Valencia faculty have
al:hnﬂedpeuonal departmental, and institutional growth. This

ongoing, exciting process has established an evolutionary development
that we feel has kepe the faculty from stagnating and tistudents from

being fed from yellowed notes of the past. Whether we have taken a
new direction or merely reawakened some old ideas is not important;
what és important is that our program and our faculty and students are
.uvemdlivingwimmidmmdfmzmhmbmapm'd
their lives.’

The Harvard Experiment, thepub ‘which seems to be
recking the academic boat, has been a deve g reality at Valencia
for the past several years. The waves caused by that prestigious institu-
tion’s experiment, likely to be widely hailed and much admired, may
tell us at Valencia wbcthctwchavebeenchamngafavonblecouncm
the humanities.
: °
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and group intevaction; wherever you want to go, :

’um‘dumﬁmiac.

O -

mdependent human studies

L I
suzanne kaplan

gordon wilson

The Independent Human Studies (IHS) program was begun three
years ago at Schoolcraft College as an alternative method of earning
academic credits. It was developed by two faculty members who had
come t0 the realization that, traditionally, instructors leam a great
' dalfmmthcptepnnnonmdmurchthqpmmomd'tmd
- that students, no matter hbow competent and motivated, leam. some-
what less. It follows, then, that the students should probably be doing
what teachers have always done — delineating the area of study, posing
research questions, gathering resources, synthesizing information, stat-
ing the theses, choosing the method of presentation, asking and angwer-
. ing questions, setting the schedules, and taking responsibility for meet-
iqdeadhnu

‘[lmeod:trmmeolcoﬂmdxnmual g and
* have remainéd focal points throughout the program’s

Oneildldnﬁonofkmwkdgeuuofudyarbnnrym

. and departments, which is more the result of school taxonomies than
of a natural segmentation of the material itself. Just how arbitrary this
is is demonstrated by the variety of clasification systems in different
Wyet.-hamenhuyuem it is inviolate.
mmo.&mnuthealnmmlmanphmmpou
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secondary education on comcm“oppacd to skills. There are almost
zs many textbooks @5 ther€ are teachers teaching a given course and
. yet, to pa.raphraac Pope, “It is with our textbooks as with our watches;
none go alike yet each believes his own.” At the semester’s end,
most st coine away with a few dates, names, and a stray
quogatién, all of which rapidly evaporate, and no knowledge of how to
learn. In fields other than the libéral ans, the resulis of content
emphasis are even more extreme; in many technological areas, factual
knowledge is obsolete almost as soon as it finds its way tnto course out-
lines. What's needed is a graduate who knows how to cvnuamly teach
himself, not one who has a head full of facts. - .

The third issue IHS addresacs is the human one. Schools today
cater*to the masses; students are classified by numbers; they take
courses adio and television, and even when alsey sit in classrooms

.« they rarely Rnow each other by name. Peer intefaction and group sup-

>

port are not encouraged and may even be discouraged by competition
for grades. Environments are ofsen studies in sensory deprivation —
windowless. no-color rooms, rows of plastic desks with attached chairs
that are usually too small, each cell the duplicate of every other one. ™

Independent Human Studies was designed to deal with these
issues. Its name reflects its concerns: Independent Humans, Human
Studies, Independent Studies.

3
establishing the program

Beyond convincing our own faculty and administration to
accept our proposal, we faced two major probiems in establishing this
alternative. The first was, finding*other schools that had had some
experience with similar programs. both to learn from their experience
and to demonstrate that, while what we were proposing was different,
it was not radical. We began by sending letters to all community col-.
leges in Michigan, describing our ideas and asking if anything similar
had been attempted on their campuses. We received one paitivc
response; Bob Badra. at Kalamazoo Valley Community College in
Kalamazoo. Michigan, had developed a program called + 20 (more
than twenty years hence. the students will still be learning). Although
that program is quite different from IHS, it addresses many of the
same concerns and its existence gave credibility to our efforts.

" Since Schoolcraft is a two-year community college, a second
problem we faced was in establishing IHS credits as transferable to
four-year schools and universities. We met with admissions people of
all the major transfer institutions to explain our proposal and to deter-
mine how transcripts would describe our students’ work. We have
developed a system in which credits age‘assigned by IHS number and

45
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. A of Michigan's Single BusinessTax including the legisia-
peocess through the inception of the SBT and the laws ig
repealed, contact with legisiators and departmental bureaucrats
conBerning amendments to SBT and the process being instituted:
for repeal of the tax, detailed information concerning the effects
ddnhwaxppﬁedmkpdumandthebmmmnnuy

. insight into various business concerns and their involvement in
. ‘thesrl'eonumsy Interviews and business letters as commu-
mtmwuhkplamandmembcndthcbmmm

' compnbcnnvepapcrontthmgieBumTumdud
X , criticism, evaluation, effects, andphpoallfot
’

or of thetax,  _
IHS 204. English Composition 3 Credits A
THS 276. Business . > 3Credits A
IHS 212. Political Science 3 Credits A

L]

Each transfer institution determines how those credits will be
applied, just as it makes that determination for any other credits being
transferred. If the student has received an Asmociate Degree from
Schoolcraft and is trandferring to an institution that accepts such a
degree as the basis for junios status, IHS credits are computed no dif-
ferently any other. If the student has not completed a degree at
Schoolcraft but is simply transferring accumulated credits, the senior
institutions evaluate THS credits as they would any other credits,

. amigning specific course equivalency, giving elective credit in a specific
area’or giving general elective credit.

how the IHS program works

Students interested in joining the IHS program arrang:"f'or per-
sonal interviews during the semester before they plan to enroll. During -
the interview, we try to stress the frustrations as well as the rewards of
self-directed study, answer questions, giving examples of work previous
students have done, question the student’s reasons for choosing this
alternative, assess his or her academic background, help him or her
explore interests and possible project ideas. A student is usually not
admmedtodaepmgnmunulatkmatmuugprqectpmpaal-
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. nature of the project and how much time is to be devoted to it. During
the first weeks of the semester, each project is discussed in a seminar
sesting with the two faculty coordinators and the rest of the IHS geoup.
Mm-mdugoaq)eaﬁcpmspemuthammm
the study , the form it will take, and the subject areas it will
is followed by a contract that Lists the
acadamcdepnmnenumwhnchuedmmhmgearmd the number
of credits in each department, what will be done to eamn these credits,
when the work will be completed, andwhatbclpnneededfromfu-

ulty members in these areas.

At this point, thelHSoootdmam(andituperhaplmpmunt
to'note that these are the same people who developed each stage of the
program) contact faculty members in each deparunent in which IHS

- students want to work to arrange for faculty advising. Faculty advisors
arcpadanhomunmn but those who participate do it more for the
demﬂngmthhnghlynmvatedmdenuthanfambe-
nominal fee they get. Each faculty advisor works out requirements and
_ schedules with each THS student: in instances where a student is work-
m"madmplmemwhnchheorshehasnothadanlmmductory
course, we recommend that a basic text be required, but all require-
ments are determined by the faculty member and the student.

lHSeminanoominuetomeeuwiceamkduoughauthe
semester. One meeting each week is devoted to project updates and
journal sharing, two activities that often overlap. Each student is
required 10 keep a journal; these often reflect specific experiences
related to the study under wity, but thcyjustasoftenrcﬂectumghu
drawri from other learning experiences as well. The objective is to help
students become aware of their own learning styles and patterns, the
senses on which they depend most, the emotional patterns that precede
or follow specific insights, the frustrations and-elations that accompany

- . Jeasming. A second objective-is-w0 make cach student aware of the other
. people in the group and thcdxﬂerencuandnnnlanuamkarmng

,  The second seminar each week is dcvoted to a workshop in a
particular skill —interviewing, listening, rese@rch techniques, paper
writing, evaluation. For two weeks during the semester, this schedule is
suspended and individual conferences are held with the coordinators,

’ and additional conference time is avanlable whenever a student’
requests it.

P
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nected gfifler with south-facing windows, carpctmg. a nned and
reference books cunfotublcanvaandchrune aroundalov"

kinds of students

There are no prerequisites to enrollment in the program and a
&:ﬂymdermgcofuudcnumatfunexpeaedwthovuumm
enrolling. Indeed, we have had students from seventeen years of age to

pant fifty, but our most succemful students have been mature, self-
dimcwdpeoplewhou}undwdeaﬁngwith responsibility add frustra-
nonandwhomhighlymouvudmthctrpumm of formal educa-
tion. Since Schoolcraft's student body is increasingly composed of
returning older students. more attention will bbdmnﬂwthnmp
in the future.

Widespread appbcauom of this leaming model are possible.
Discussion hys included extending this experiencé to the college’s Com-
mumty Service Division, offering it to local businesses and industries,
@corporating it into an honors curriculum. lts goal —to produce inde-
pendent learners capable of constantly teaching themselves @ough
the application of the learning tools they have mastered + is consistent
with the aim of education and absolutely mecessary at a time when fac-
tual information is expanding so rapidly.

Wherever it is offered, the student who will benefit most is the
student who wants to go deeper and further than the typical cfroom

: nudy requires, the kind wlo seek questions as well as answvn
v

Vv
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Suzanne Kaplan and Gordon Wikson are members of
the English department faculty of Sthoolcraft College,
Livonia, Michigan. They have developed and
coordinated the Independent Human Sgudies

~ program, which to thegr knowledge is the only
program of sts kind on the community-college level.
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Black Hawk College is a commuriity college with the community cen-

'

tral to its mission even though not to its name. Our title dates from

dayn when we were secking academic credibility. Although

most of s 1i .the elitism of our name then, many of ts now feel
slightly blewuh it. Regardless of institutional label, how-
ever, in abeut 1971, administrative leadership at the college's larger,
Quad-Citles Camphss began pmlungallofmmothumm
world of nontraditional and community-based gducation. Wi started
offering courses over cable television; mally rtments accepted the
. coooeptofmyumuvcgndmg many faculty, some begrudgingly,
began to implement individualized instruction; and a new afociate
degree program in liberal studies and a new dean'’s position were estab-
lished to serve aglult ptudents with greater flexibility.

Somehow or tther, the admmmntmmudthndcpu
program without faculty mtc approval; tuuoml nooep-
tance of the College Level Examisation Program
mmutmua\ewayofmngmdnhdu-‘lfw
and, appamdymmgoldcollegeproﬁaencymmm Pnauzdmu
established a method to allow a student,
mmymm-&gmmdhnoﬂmw nonlpo-oted
hrnh{ in 1975, B‘a&}hwkCollgembluhedaooopenme
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program with its local state libsary*system 10 offer college-credit
courses iy means of imstructionil tecBology in area public libraries.
In all these arrangememts, the adminidtrative approach was quiet but
pervasive. Aj a ltlult by 1976 the Black Hawk College facuity gt the
Quad-Cities Campus hyd a fairly comprehensive and well-established
set of nontraditjonal pracwnd many seemed to be happnly involved

in them. ]

_ \

faculty accepbnce *

It was at thnl time that the faculty senate at the Quad\Cities
Campus determfided that an investigation was necessary and] that,
without malice, it needed t6 set everything in order. It stu and
modified all degree programs. In this work. which ultimately led to

. senate approval of the Associate in Liberal Studies degree (A.L.S.),

surprisingly most of the changr centered on.the traditional Associate in

Ars (KA. program. The A.L.S. degree remained esseiially

unchanged — a contract degree based upon a student's goals and per-

,1 ceived needs with more flexible residency r:ﬁhircmenu— but with new

' ppvisions to ensure that the program of planned courses had breadth
as well asdepth.

Next the senate took 3 closc look at those courses designed for
the A.L.S. degree program, which at that time could not be used with-
in the college 10 satisfy any of the requirements for the ‘A.A. degree,
but which, paradoxically, were accepted in transfer by senior institu-
tions. The senate found that most of these courses were interdiscipli-
nary; that many. such as a two-semester humanities sequence, were
¥ ttadxuonarzﬁm all were taught by full-time faculty in the univer-
sity parailel program in most cases by our most respected facuhy

g) ,. members; and that, in both statement and practice. all were college-
‘ level in évery sense. The senate concluded that these courses should
become a pant of the university parallel program offerings prowded
+ that they met the 1llinois Community College Board's requirement that
; they parallel existing lower-division courses in state univemities and
i provided that they were placed urider traditional faculty responsibility

" .Aand control within the college’s organization.

\ In the end. the senate created a new division of interdiscipli- .

4 nary study, prepared a position description for its chajirman, developed
rules to govery(yhe election of that chairman, and then notified the col-
lege administragon that such an election should be held. Perhaps the
" miost startling'ligke in this continuing chain is that the administration
n. There is now a fourth division in thesuniversity
par —the division of interdisciplinary and_akemative

4l .
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ltudy This division has mponnbnhty for CLEP; coordmauon 3? a stu-
_ dent’s efforts to gain credit for prior, nonsponsored learning through
. college, departments; the college’s library-based program; academic
advnemcm for the A.L.S. degree; and interdisciplinary courses—in
short, most of the college’s innovativeefforts to serve adult students. .
Thie division js intended to provide a common mcoung place where all
facuhy can work cpopcnuvely '
In this way, nontraditional or altcmauvc study has been offi-
i.:cogmzcd the faculty at Black Hawk College, is a part of its’
ibility, and has therefore beeh moved into the college’s main-
- ' stream. The senat®, whick at the beginning probably did not fully
. nndmnd the ngmﬁcancc of its.work, in less than six manths gave the .
. college the type of organization that many institutions have been work-
- ing long and hard to achieve. As a result, it will not be necessary at
Black Hawk College tq operate: -all nontraditional’ study for new stu-
" dents from the adult continuing education program. Students who
need regular college credit through flexible hours and off-campus
-opuons can be assured that they will receiveiitin courses taught by fu.ll-
' time, college-credit f*ulty. C
In retrospect, such acceptancc of nontraditional study at Black
Hawk College can be seen to have resulted from foresight and persis- g
tence on the part of the administration, from basically sound early .
dmlopmcntal work by both faculty and administration, from admin-
istrative practice to involve, whenever posslblc underloaded, full-time
faculty and not to 'hire new ‘part-time faculty for nontraditional
programs; and from faculty interest and ability in dcvclopmg ingova-
t.we options to serve the needs of new adult students.

~

, respondmg to commumty needs in new ways °
In its first year, most of the efforts and acc%plishmcms within -
Black Hawk College’s division of interdisciplinary and alternative study.: -
haye involved the dcvclopmcm of procedures for the* assessment and
... validating of a student's prior, nensponsored learning; vontinued - -
- -daefopmcnt of ‘the library- -Based program; and new exaencncu m 4
' cdmmunity-based education and service. : '
Crediting of Prior Learning. In March of 1977, a study was, .
made of faculty atuu‘es toward the crediting of prior, nonsponsored .-«
expenenual learning— that is, toward the granting of college credit for *
a student’s pre\nous collcge -level learning that has occurred in mon-

» - academic settings and withous.planning amtl supervision. Iz this stud(y R
- considergd a part of suchdearning were skills or knowledge from casual
- M(llng qr stndy. on-th‘e ng expencncc and leadership work in com--

- ‘e « . . . . ! s '.
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mumty organizations. Excluded were all thosc areas of prior, nonspon
sored experiential learning that could be assessed by CLEP examina-
tions. In general, the results of the study demonstrated that the faculty
was ignorant of current college procedures. For example, only 12 per-
. cent knew that credit granted through departmental examination of
students is clearly identified as proficiency crediton the transcript, and

" ~:only 36 percent knew that students do not pay regular tuition costs for

such credit. On the other hand, the faculty reacted positively to the
concepts that college-levélglearning could occut outside the,classroom

* . and that it could then be evaluated after the fact. The survey found

- that this positive reaction was not statistically related to the mdlvndual s
academic rank, to the program area in-which he or she. teaches to an
individual's positive or negative attitude toward the necessity of behav-
toral objectives in teaching, or to his or her attitude toward the relative
importance of a teacher-centered learning situation. - °

At this time, the faculty was also surveyeéd to determine what
procedurcs they believed to be necessary in the assessment ofsuch learn-

- ing. The results suggest that they view the following as essential: (1) stus
dents must be given clear, written gundelmes and must be required td
complete a short course of instruction in preparation for-assessment
and teaching the methods of portfolio compilation; (2) credit granted
in this way should be made applicable to all degrees and’ to general
education requirements within degrees, but it should be ljmited to
learning clearly represented by existing Black Hawk College courses;

*(8) assessment should be agreed upon by the majority of a three-member
committee from the appropnate college department; (4) the processg
should include at least one interview of the student by this committee;
~ (5) the committee’s thairman should prepare a written statement

. explaining the credit granted, the basis on which it is granted, and the

type of examination that was used, this statement to become a part of

the student’s-permanent record: (6) the portfolios upon which credit is
granted shodld be retained in a central file &en to all faculty; and

(7) students should receive prompt written notification ofthe results of

the assessmem and an appeal procedure should be available. .

_ 1n F'ebﬂ)ary of 1978. the faculty semate approved procedures
based upon thése findings and farwarded them t6 the administration
fo_s actionAlso at that time it @pproved a new fee schedule for the
. “agsessment of prior. nonsponsored experiential learning, based in part
upon the results of the survey and in part upon genéral recommenda-
tions for good practice. This schedule includes an application fee paid
at the time a portfolio is submitted for preliminary evaluation; a fee: .
paid prior to assessment and after the portfolio has been judged to be
well prepared and to promise the student a reasonable chance of
serving as the basis for the awarding of college credit by assessment; an

A< -
~



-
. A 1

.37

" assessment fee based, ,uot"upon actual hours of credit granmd but .
upoh wide rangu of hours; and a transcnpt rtcordMJec for each
.. course. The purpose of the proposed inarease in fees to the student is to
. ,comp’ute the faculty more adequately for the time involved in’ the
. process and to pass on to the student the full cost of assessment, pnnc1
pl#s that the faculty strongly supported in the study.

- Study Unlimited. At this time, perhaps the strongest part of the
division of mtcrdxscnphnary and alternative study is its library-based
program, Study Unlimited. Modeled on a similar program of the same
namgin Chicago, it is a cooperative project of the Quad-Cities Campus
of Black Hawk College, the River Bend Library System, and six of its
affiliated libraries. In Study Unlimited, college-credit courses, prepa-
ration for the GEL) examination, and assistance in preparing for CLEP
are made available at public libraries located in Rock Island, Moline,

.. Silvis, Mineral, Erie, and Orion. College-credit courses in the program
. are also offered in the independent learning center on campus.

Study Unlimited courses are prepared on videocassette or
audiocassette, in multimedia, or in printed form. Included are “Tak-
Hom-A-Kourse” packages that may be checked out of libraries for

» home use. All course are taught by regular, full-time college faculty,
Mt of whom have developed the courses that they teach, and all have
the same objecnvu and content as campus-based‘courses. Many use
the same examinations and some of thesame textbooks. All courses are
variable-entry and self-paced; a student can enroll in a course on any
day and then take up to twenty weeks to complete it, with a “stop-out"
option in case of vacation or emergency.

Students enrolled in Study Unlimited courses attend dnscusslon .
sessions either on campus or in libraries; in fact, they need never come
to campus but can enroll‘in courses, order texts, complete all instruc-
tion, and take examinations cnnrely at libraries. Also available there.
are academic advisement services provided by part-time advisors hired -
and trained by the college and living in the library's community. Thus,

. Study Unlimited aims to be a complete community college located -

#  entirely off- campus in the college’s community. Obvnously, the
program-serves to break the barriers of time and place for new-adult
students.

Study Unlimited is pcrhaps the fastest-growing part of Black
Hawk College. In its first year, enrollment totaled 850 semester hours;
in its second, 1650 hours; and in its third, 3000 hours. With the excep-
tion of oné speech course, a student can now complete an A.A. degree
entirely in the program. Over thirty-five courses are available, and
approximately 15 percent of the college’s full-time faculty are now

teaching in the program.
A dcmograpluc midy of students enrolled in the program sug-
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gests that it serves new student populations in the college’s communpity.

More than 82 percent of its students are part-time; over 65 percent are

employed; over 61 percent are married; over 60 percent are aged 25 or

older; and over 46 percent have never before enrolled at Black Hawk ™\
Community Forums. During the 1977-78 academic year, the

division.of interdisciplinary and alternative study involved faculty from

the university parallel program mare fully in off-campus education -

and service to out-of-school adults by sponsoring two community dis-

cussion forums, paralleling Courses by Newspaper (CBN). In this proj-

ect, Black Hawk College served as one of eleven national demonstra-

" tion community colleges. In the fall, under a grant from the American
Association of Community and Junior Colleges with funds from the
Nation#t Endowment for the Humanities, nine. town meetings on the
topic of the fall CBN course “Crime and Justice in America” were held
throughout the district, almost entirely at off-campus locations,
including public libraries participating in Study Unlimited. In_the
spring, under a grant from the Illinois Humanities Council with funds
from the National Endowment for the Humanities, ten community dis-
cussions on the topic “The Impact of Mass Media on American Life”
paralleled CBN's “Popular Culture: Mirror of American Life.” Both
interdisciplinary CBN courses were also offered within the division for
college credit, and the division’s chairman served as project director.

In these community forums, Black Hawk College shared
responsibility with many. community cooperating groups—clubs,

« agencies, and other organizations. The fall forum used a panel of three
community experts to guide the project; inthe spring, there was an
advisory committee composed of a répresentative from each co-spon-
soring organization, and the discussion gnaderators were from the col-
lege’s-humanities faculty. The objectives of these forums at Black
Hawk,College were to involve members of the humanities faculty from
the university pssallel program in community-based education and
discussion and to demonstrate that community college faculty teaching
in-the humanities are a genuine commupity resource. The role of the
college as catalyst in these projects may well represent still a new trend

- for intreased interchange between community and community college.

‘Most of us in the community college grobably would rank the
establishment in 1901 of Joliet Junior College, pur first public.commu-

* nity college, as an event a8 significant In the hiftory of American higher
education as the founding of Harvgf® or the passage of the Morrill
Act. At the same time we would have to insistfhat the relative yolith of ..
the community college makes it difficult -t ticipate its ultimate.
impact. This impact will prbably be bess_ reflected in the ﬂex,ibility

et ‘ . i - -
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and mpomvem to 'communky tluﬁ-runlts in so many new
- approaches to education. It is this special mission of the community.-

mllqethamhoﬂfmodm'pmcondarycducu d makes
its adventure 30 exciting.
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Impact o]ﬁd attitudes f‘-vnrd the influerice of
community services on community colleges.
4
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community service in-a
semirural c,'qmmunity-'ccblleg'e

~

[

R donald w. green
| . john shepherd
commodore cfaft, jr.
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3
impad of comnuuty seka'e mam

.. An extensive community services program ﬂ certain to have' a pro-.
found i oa the entire cpllege. In amnuun}qu a community

* college’ mpnhcmwcommumqnﬁammnmﬁkdy
,b-bctheaﬂyam‘ptmndingm&no‘ulandamumalmw
the condmunity. Typically, therefore. therd is considerible competition

+ So'the use of the college's facilities and résources. College officials
mmmthawbuanmlmﬂuxoﬁropk usually after five Pm.,
when scheduling credit classes or extracurricular activities for students
invalved in credit programs. Mare administrative and supervisory per-
‘sonnel may-have to work during the evening hours in order to accom-

. modate the people on campus: custodial schedules may need to be ad-
justed; and more money has to be budgeted to cover the utilities costs
during a time when the physical plant wouki otherwise be claved.

A good community services program also places demands on
the speciiilized knowledge of the faculty. At New Mexico Junior. Col-

" lege. for emmple, facukyr_tomthebtologyandchunmydepammu -
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serve as consultants for the city water departments in the community
college district. These faculty members use the college facilities and
equipment to run water treatmemit tests on water samples. The results
are used to improve the water quality in the district. The college
faculty may also be called on to assist in training people from business
and industry to help meet specific job requirements of their own com-
panies or even the federal government. At New Mexico Junior College
the community service division organized a program in cooperation
with the local chapter of the American Red Cross to help certain
workers in industry meet the Occupational Safety and Health Adminis-
tration requirements that they be trained in first ud Classes are held
both on campus and at industrial sites. In a n®ral aveg the community
college is likely to be the only institution capable of and mlhng to
tender such a service. ,

[ 4 .

Institutional shifts

As community colleges mow toward becoming full-service
educational brokers several major shifts occur: (1) the ‘community
service function of the institution is expanded; (2) the average student
load decreases with more persons enrolled part-time: (3) additional
part-time faculty are utilized: (4) the ratio of part-time to full-time
faculty increases; (5) the number of students served in off-campus cen-
@n and in evening and weekend programs increases; (6) increased
enrollment occurs in college by newspaper and television, individual-
ized instructional packages. tours, and other nontraditional teaching
and learning procedures; (7) a wider variety of people is served; and
(8) there is a dramatic increase in the total number of contacts made
and the numbers of people served by the college.

amtudgs toward d\ange

In light of some of the changes ukmg place in commumty
services and their impact on the college, New Mexico Junior College
faculty and administration were surveyed in March of 1978 to measure
their awarenes of the changes taking place and to measure their atti-
tude toward the changes. The resulis indicated that all administrators
were aware of the chinges and the faculty showed a high degree of
awareness. To determine their attitudes toward changes or amlclpated
changes, the faculty and administration were asked to respond to six
attitudinal questions and express their response-on a seven: point scale.
“The questions dealt with the following:

1. How do you view the shift of i#aching loads to more evening

classes?
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2. How do you view the possibility of your full-time teachmg
»load mclu*ng an asignment or two in the community ser-
. vice area?

3. How do you view the shift in service hours for counseling,
business services, agd boakstore 10 provide more evemng col-
lege hours?

4. How do you view the trend toward more part-time faculty in
place of full-time faculty? _

5. How do you view the possible g@onversion 6f many courses now
offered for no credit to credit courses? - .

6. How do you view the future possibility of two-thirds of all
future offerings of the college being in the community ser-
vice/continuing education area?

Resuls of the mrvey showed a significam difference in the
mean scores of the faculty and administration. According to the scale
devised, both groups gave only qualified approval to the possibilities,
with the administration being more favorable than the faculty. The
faculty tended to take a more negative view of several issues, particu-
larly those dealing with the questions of part-time versus full-time fac-
ulty, the pomibility of having an assignment or two in commuhity
service as part of their full-time load. and the possibilty that two-thirds
of all future offerings by the college will be in the community service/
centinuing education area. The4aculfy-did. however, express a more
posRive attitude toward the shift of teaching loads to more evening
classes and the conversion of courses now offered without credit to
credit courses.

.~ . Each respondent to the attitudinal survey was also asked to
define community service and then distiriguish between community
service and continuing education. The respondents showed that, while
mant faculty had a general undcmandmg of community servicg and
continging education, more in-service tmmng and staff development
will be necessary as the community service concept becomes a larger

- part of the institution.
<

ltey\conceph foc implemenhtion

_ Flenblhty service and creativity @re the . s W
planning, organizing. and implementing of a f;glmmmﬁmly’
college. The curriculum, faculty and staff, fadilities, andl.edministra- -
tion must be able to adjust to rapxdly changmg needs and' démands o‘
the various groups served by the institution. Service mus bé of great -

diversity, designed to reach people from as many dlfferent aoooeco-» a .

nomic levels as possible. The success of the college will fitpend on the
mmmmmwtdtmmm’hmhy
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) the full-service institution; only when faculty and staff are trai
»  the unique demands of confmunity education can the quest for excel-
lence be maintained.

Creativity in teaching and learning techniques. programs, and
activities will also be paramount todnsucce-ofthecolkgu The
number of people served, not credit hours generated, will become the
measure used by local and statewitle coordinating agencies in evaluat-
ing the college.

The community college in semirufal areas will in thé future
become the educational leader of the comﬂumty providing or coordi- "
nating most nf not all of the postsecondary activities and services in the -
college’s area. The expansion of community servicesis vital if the col-
lege is to carry out its mission.

" and staff developmemt programs are nggﬁmponam to the fu:x of
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The most effective mstructional :).nm prowdes
environments that accommodate learners’ cagnitive

’ . styles, academic deficiencies, and
- ‘ cfltural backgrounds.

-

-

N
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+  environmen? for learning

|. mark ludwig .

[] N :

One major function of education is to help the learner develop new
modes of interaction with a variety of cnvnrpnmcm:&ﬁi&hb in higher
education have spent their lives interacting-with other quite

environments and have dmloped their own’ plttcrm of dealing¥with
them. Each learner brings his or her own talents, interests, abilities,
attitudes, beliefs, predispositions, and styles of interaction to the envi- -
ronment we typically. provide. It is naf possible for us to assume tha

« their interacgjve patterns will be completely in accord with our expec-

tations. This fct is particularly true in community colleges and in
open-door institutions, which have seen the greatest enrollment of non-
traditional students.

Learning success in traditional school settings for has been
the result of an exceptional match of socialization expenences with
specific environmental conditions such as teachers, classrooms, build-
ings, activities, books, vocabulary, and interactive Ryles. Failure for
others May frequently be ascribed to a poor match, where the learner
finds the educational environment an alien world fraught with
dangers, threats, hostility, and little chance of succems.

Today's community college students come, for the most part,
fmm different backgrounds than traditional college enrollees; they

different skills (and generally fewer academic ones); they use dif-
fttenc forms of éxpression in the English language; they may choose to
aolve'mblummhlaux_nlyuc processes; they frequently do not pos-

N-mpc.-—-\,cmn 1973 ;J.O : 45



46

sem knowledge of basic concepts with which we expect familiarity: they
are generally poorer and older and more likely 10 be members of
minority groups; and they are less accustomed to college environments.

-~ The environment we offer may be terribly threatening: demands and
expectations like ours may have led to their pa® frustrations and
failures. Many of them do not share our goals or values or evep our’

&  perceptions of the purposes of higher education. Thesc are the New
Students (Cross. 1971; 1996). .3
o Learners are of course not grouped at one pole or the olher bi
are distributed randomly at all points between both extremes. tradi
tional and nontraditional. As traditional students exhibit great
variation among themselves. so do. nontraditional ones. We must
recogmize, then, that a match between learner characteristics-and
learning environments will provide the best possible conditions for
learning.

conditions for kaM

In order to cregge an environment for effective learning. it is
best to focus on the conditions under which learning takes place. Dale
Brethower (1977, pp. 25~29) has identified and described eight condi-
tions for learning that may $Serve as starting points for the creation of

~ learning environments.

Ob]eawes Students ought to be aware of what knowledge,
slulls, and/or attitudes are being developed. “»

Evaluatiqas: Tests and other evaluation procedures ought to
measure s(udg‘m attainment of the objectives.

Orgamzauon Instructional activities should be integrated and
related to the objcctlvcs : »
Learhing Strategies: Students ought to be given useful (and per-
haps varied) strategies with which to attain the objectives.
Indrudualization: Procedures should be designed which accom-
modate individual differences among gudents.
Illustrations/Examples: There should be frequent and system-
atic use of examples and illustrations (as well as non-examples)
rather than reliance on verbal descriptions.

Grading Methods: $tudents should be aware of procedures by
which they will be evalu

Feedback; Students should receive frequent, umcly. and useful
information abou( their progress toward achxcmg the ob-
jectives.

&
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'!ceun postible to develop programs, ‘*d . and situations which
meet these conditions, anpd they may be to develop an environ-

ment to make the learning of cach person most effective. The condi-
tion of individualization ought to lead to the development of proce-
dures that consider the leamning approach and academic background
of cach learner. Learning strategies that meet and attempt to make a

- match with learner characteristics should be made available. lllustra-
tions and examples will be most effective if they rédfer to experiences
with which the learper is familiar.

It is essential to consider the elements of environmental needs
posed by the individual's often idiosyncratic learning characteristics.
To establish just how varied and idiosyncratic these needs are, we

. should pursue théir nature from some research on cognition.

cognitivf style °

Rescarch in recent years has shown that learners differ from one
another not only in their abilities to absorb and q\ampula(c educa-
tional content and in their rates of learning but also in the sgyles with
which they think or prooess information. Evidence from cogni le

® research clearly démengrates that learners differ as to thei
“characteristic mades of functioning [whnch are] revealed throughout
[their] perceptual and intellectual activities in a highly consistent way'y
(Witkin, 1976, p. 39). Cognitive style refers less to typology or to cate-
gory. but rather to-a somewhat random distribution along a line signi-
fying a cfgnitive dimension. St{idies show that individuals occupy
places between opposmg poles, such as “field-dependence vs. field-
independence.” “reflection vs. impulsivity.” or “conceptual vs. per-
ceptual motor dominance.” The field-dependence/independence
dimension has been the most-sudied variable in cognitive style
research and seems to be most profitable av present for predicting
academic performance.
“Field-dependem™ people tend to observe situations ‘ands -

" phenomena holq(g;(ly while their counterparts identify things inde-~ ~ -
pendently, or in rete elements. Studies have demonstrated that
field-dependent people are interested in and sensitive to what other
people are thinking\and-doing. they tend to conformity and want to
have other people aroutfid them. Having well-developed social skills,
ﬁcld-dependcm persons are drawn to fields where they will-typically
. have interaction with others, sich Hm health care, teaching, and the
social sciences. They tend to be guided by authority figures or their
peer groups and use external sources of information. On the othes
hand, field-independent individuals seem to be more mtcrnally
oriented and are not as sensitive to the surrounggng social fields These
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people tend toward scientific fields. especially mathematics. biology.
and emgincering. and they seem to be much more comfortable with:
analytical tasks. . .

The cognitive di ension of field-dependence/independence
has interesting implications for instruction..It is m\ponam to note that
neither this nor any other cognitive dimensioh is related to general
cognitive competence or intelligenge. However, developmental stu-
dents in community colleges tend to be field-dependent: it may be that
their holistic view of the world and themselves and their strong group
orientation does not serve them well in educational situations that
place great emphasis on systematic. analytical, and individualistic
problem solving. Higher education really has never emphasized group
problcm solving. probably to the detriment of field-dependent learners.

The way ipdividuals learn is of course influenced by their char-
acteristic mode of thinking. Research indicates that students will do
better in fields that fit their cognitive styles and with teachers and
teaching methods appropriate to their modes of cognition. The
amount of knowledge gained through specific instrtictional methods is
also related to style. A teacher's approach and methods will also be
influenced by his or her cognitive style. including the area of speculty
Rewards offered to students (exmnsac or intrinsic) will be more rein-
forcing if matched to the learner’s cognitive style. It has been shown .
that the field-dependence/independence dimension is largely deter:
mined through early socialization, with little evidence of genetic fac-
tors: it might be inferred that most cognitive style dimensions are
‘strongly influenced by the close interaction of the first few yegrs of life
in the family. (For a more complete disgussion, see Witkin, }876, agd
other contributors to the Messick volume.)

. Marching of a leamner’s cognitive style with elements of the in-
structiomal environment would seem to offer benefits for both the stu-
deng and the instructor. It seems far too early to begin any prescription
of mstructional aggivity for a specific cognitive style, but cognitive
mapping has demonstrated some success. Knowing the cognitive styles
of learners muay perit counseling for better choices of instructional
strategy ot teacher. While ma(chmg may offer some tather important
gains ander some circugnstances. it is still not possible to conclude that
some opposition. dissonance, or conflict in the lcamlng environment
will inhikit learning.

\

culture and cognition
One influetice on a learner’s cognitive style that is receiving

some attention among researchers on learning is cultural background
or subcultural membership. Cross-cultural studies in anthropology and

S
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.plychologyhavedﬂmntcdackarﬁnkbetween modaofthought
and the cultures in which persons develop. Michael Cole states that
“people whose lives are dominated by concrete practical realities have

a different method of thinking from people whose lives require
abstract, verbal, and theoretical approaches to reality” (Introduction
to Luria, 1976). Cultural differences apparent in thinking are thus
largely the result of the sitiations to which groups apply their skills,

and ‘may be‘further demonstrated from wresearch on language and

One hypotbaa proposes that each language and its symbol
patsertis reflect & unique cultural contéxt that determines

perceptions
& uliimately’ behavior patterns of the members; thus, language
shapes thought. As cognitive patterns are related to cultural contexg, it
may be expected that language patterns extant in subcultural groups
would also Tpact on styles of thinking and kn#wing. Within American
socicty, sandard “middle-class” English s ®en described as “ab-
sractive.” a rational, objective, easily understood. and ‘kyle
of communication, rtcopmd by all, and typical of complex societies
in which subcultural differences are leveled and the memage is of
major impertance. Nonstandard Enghsh “ghettoese” —én the other
- *hand, may ‘dambcda “associative.” It is intimate, emotional, and
human communication, chanctemed by wholeness, belonging, and

group identity; ex group experiences (Weaver; -

"1975). Neither forth may be dacnbcd as superior, but Arfferican soci-

ety typically operates with and teaches in abstractive language. and the

educational system is dominated by middle-class thinking and values,
‘and “has rendered differences into deficits because riltddle- -clasg
behavior is the yardstick of success” (Cole and B . 1974, P, 245).

. Studies that show that subcultures te differing pat-
terns of cognition have been reported by Lesser. He shows that among
JChinese, Jewish, Black. and Puerto Rican children in New York, “each
* ethnic group displays its own distinctive pattern of mental abnhnes.
ngmﬁcamly different from that of other groups, and that social clas
variation within the ethnic group does not alter the basic pattern spe-

ific to each ethnic group. In other words, ethnicity affects the pattern”

of mental abilities.” These findings have remained consistent over

many years of schooling and are still present among high school

seniodd; no studies have been reported for higher education, bat it may
be concluded that the patterns tontinue to cxist (Leseer, 1976).

.. The question for higher education is whether to socialize
learners to the dominant language and cognitive patterns of the cul-
ture or to meet individual and subcultural differences, and possibly
magnify the differences and further isolate the subculture. Cole and
Bruner put the same question in these words: “The task is to analyze
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. the lbumbof cultural differences so that those of the minority, Ehe less
powerful group, may quickly acquire- the intellectual instruments

necessary for success in the dominant cukurc should they so choose”
(p. 246; emphasis added). . -

Environments that aré adapted for the cultural factor in cogni-
tion will be difficult to describé or develop. Thit the differences exist *.

has béen nstrated; precisely what instructional activities, strug-
wures, strategies, conditions for lcarm.ng. or even what philosophy ‘o
adopt to b instruction with cognitivepattern is not now knawn.

Research mpst demonstrate specifically what'the relevant patterns of

- clgnition are—in a dtscnpuvc and analytical process, and not just a

smglc qualnaqvc compgrison. Before we can prescribe mstrucuonal
activities, we must know what cggnitive modcs are dominant in which™
subcultural groups.- A strategy for creating learning environments
through prowdmg mul le options and: expanded: opportumue(\for '
achievement and success may possnbly offer greater benéfits to the
diverse group of New Students irf’ commumty colleges. We propose that
these concerns can best 'be ‘)rovrded for in a systcmauc program of
mdmduglrzcd instruction. . Lt

e
5

individualizing insttuction s :
e w .
*Among the instructional innovations in higher education in

técent yéars, none has ghown mpre promnse- for learning improvement ‘

tharf that of individualized instruction. Several different approaches
have been attempted and some have produced'temarkable gains, espe-
cially with respect to measured achievement, and most programs have
been well received by students. One systems that has shown extraordi-

- nary success is Fred Keller's Persohalized System of Instruction or PSI.

Because its emphasts is on reinforcement theory in learning, on small
modules for insgructional delivery, self-pacing, mastery reqwrcmcnts
and individualized feedback from peer proctors, PSI's focus is"
decidedly on the learner, and the system does prch for each of
Brethower’s, conqub +for ‘learning. . The environmént in a PSI
approach &crs attitides of success through having no penalues for

>+ failure on mastery evaluations, provides. for efficiency in’ study by

paving statements of requirements (objectives) at the-outset, and takes

- 1nt3{onsrdcrat|otf individual differences among learners by holding
- @ sta

ards of quality constant while permitting the time to vary. Other
forms of individualization contain similar elements, some emphasizing
* th& learner in: the ways matefial is presented; others focus on specific
prescripti ing about desired outcomes to overcome identified "
dcficus. w others combine elements of different programs mto :

é‘? q.. ' : .
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: program offejs the potential foy mlaang“‘stud
~ ments together into the creation of learmng

A

:.:' f‘s."
A

4

lurmngcemeu nmalprognmgdr“qfetenﬂoflnrmng 'I'hc
Iocmof(hunall.howcvcr is the learner as an individual. - "

While most individpalized”progrims offer enyironments tlmt )

mmeappn@nautommhecondxqomforhrmngthanlecmrem
Mdﬂmmau,theynﬂldonotpmﬂﬂeforaﬂthe
wrmopdmumlmmmg Maclyaelfpacmgmw'wm
* ;M0 greadly help the poorly prépyted reader who requifes 2

pmfelnonalraoumto bring about eomprchcnmpofbanc oonccpts
‘Requiring mastery (at whatevet levelof competence) probablywjl not *

changethcthmkmgpattemxofastuﬁemwm tocgl !ﬂld}'rqimenu “_ w.

" an exercise in rote tion:. Greater. ditention must be paid it

. specific. learning proHems to unique lgarning’ patterns,~to 1dimyn—ﬂ
. cratic thinking styles, to social. and cultural, bickgrousd variales, to
personal preferences, andmfheumc avaxlabb'o(.hqlamer

A systcmauc approdch to 4he develspmens of an mstrucuona"

3

.eptimally appropriate for each indfVid Récogn
, needs and characteristies of lcamers ead to the dcyelopment of

speafic learning activities dcsnsned to match or mcel-thosc needs and

characteristics. Each elemént may be systemaucally researchcd forjts- *.*

. value to the’ program; noftessential parts miy be abandoned, worth- -
while aspects may be enhanced .and pew. elemcnt; my be addcd to
m'cngthcn the entire program. -

. In our application’ of Kellers P&l modcl mmtroductory socxal '
.science classes at Cuyahoga Cd‘nmumty College, wé have often had to
dcvelop new techniques to meet sp&xﬁc”“lcaming needs and local con-
"ditiogs (Ludwig, 1975). Most of the hte:ature on PSI suggests one peer

- | proktor for each ten or twélve students, but we have generally not had

the resources to pay the number needed to serve 300 to 400 students
per tétm. As thc.coursc is seldom taken by a student who will | major in
any of the social science dlscnp}mcs we have no upper ‘division or social

@ science majgrs available; .we must operate with majors from other

~ fields or those who express an interest in the subject. We strive for a

mix of types among progtors, but look for mature people and make an
effort to match-them to the diversity of students in the classes.

. Another innovation has been the use of a pnntod rgnedxal
.worlheet. Students who do rfot achfeve the mastery criterion on ;h'

initial attempts will typically score exactly the same on subsequent

~ efforts unless some physical activity of study takes place between

. attempts. A workshegt —afong the liries of a warkbook exercise—has

been’ developed for each unit and students are required to complgte it
before funhcr attcmpts are made to check for,mastery ‘The physlcal

., e ‘ L .'
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and fitting thc ele-
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ity of wnung down specxﬁc statements and of answcnng related
quesuons has led td enhanced performance on later quiz attempts; for
some students a s;mctum of study activity, even of required regimenta-
tion, is necgssary to solidify the abstractions and concepts.
W  We have at times abandoned the lecture altogether and have
subsmutcd personal tutoring by the instructor in order to provide as

- muchr assistance to poorly prepared learners as possible. No significant

differences in mean achievement resulted from abolition of the lecture,
but tirere was some demand for it. It does provide help for those who
learn best from verbal presentations, and it offers a schedule for those
whe ‘cannot face the responsibility of self-pacing. Remsmuung the

lecture resulted in a decline in attrition and less procrastination; Ny

seems that many students are more likely to put off responsibilities in
an entirely gelf-paced course than when demands are pressed in more
traditionally oriented courses. The time framework built around one
fecture pcnod per week is sufﬁcxent to keep more students current and

active in the PSI course.

Recognizing that rog memorization &f concept deﬁmuons and
of importang textual dag was prevenung"many students from develop
ing higher-level cognitive processing abilities, we experimented with
study guides and ‘mastery quizzes that systematically applied four levels
of Bloom’s cognitive taxonomy to force learning at higher levels of
application and analysis, The findings showed that the experimental
group had loyer co,§rela{10ns between measured aptitirde and achieve-
ment at all four levéls, and significantly so at the comprehension level
\‘hem the correlation approached zero (Ludwig, 1976). It seems that
some impact can be made on ;:ogmuve functioning at higher taxo-
nomic levels. .

.
o

donclusion

Individualization in instructional programs can offer the basic
framework for the creation of effective environments for learning. In
such environments the conditions for learning may be effectively
matched wish learnér characteristics; self- paced instruction can let the

“student learn at his or her ownspeed; and a Structure is provided in

which the environment can be continuously studied, refined, and
adapted to a changing student population. Additional elements based
on learner characteristics may have to be considered if the instruc-
tional delivery system is to create the optimal .environment for each

. learner. K ‘S 4

But it is necessary to exercise caution with app11catxon of some
of the new. 1echnol§gy in educatlgn Thepossibility of using computcrs

4
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for some of our interactions, of differentiating staff and placing bar-
riers between instructors and students, of systematizing without synthe-
sizing so that pambecomcgreatcrthan the whole —these are genuine
concerns that - must be addgessed in the systematic design of instruc-
tion. The teacher must remain available for discussion and feedback.
The best support is found only in personal interactions; empathy, con-
cern, and caring must remain in the act of instruction if these pro-
grams are to succeed. Nontraditional students often want traditional
‘education, and no feature of such an education seems more important
than that someone is actually teaching them. The wreplacéablc and

indispensable element in any learning environment is a human’
teacher. °°
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Fafulty members, as the organizers and promoters of the uutruc{:onal
process, are in the role of academic entrepreneur. As entreprencurs,
they facilitate the acquisition of knowledge and skills required by their
students for effective leaming. Successful entreprencurship requires a
nurturing college cne'uonmcpt. It is useful to examine some of the fac-
tors influencing the faculty role in community colleges and go discuss
some options for enhancing that role.

. factors affecting the faculty role,

Enhancers. The vitality of competent faculty members comes in .

as entrepreneur
},alcolm goldberg

I

pant from their own seif-perceptions and from their reactions to the =

ingtitutional setting in which they work. Factors affecting their role can
be classed as internal or self-generated in origin, or as external or insti-
tutionally generated in origin. The intemally generated factors —such
things as feclings of pride and an individual sense of prpfemionalism —
show themselves in enthusi or work. Even thougH these are rather
intangible, there are positiveWctions that faculty members and their
institutions can take to encowgjge and develop them. ,

The externally generated factors include opportunities for
advancement, recognition from peers within and outside the college,

- New Directions for Community Colleges. 24, 1978 4 60 . _ (1]
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poﬁﬁw student response, and institutional support for the faculty’s
efforts. In order to maintain the enthusiasm of many faculty, it is
emential to have an institutional system of recognition including the
‘reasonable expectation of advandement. An adequate and equitable
recognition and reward mechanism may be a2 more important factor
than a generous salary scale that distributes benefits unifggmly regard-
less of merit. Unreasonably late recognition often will not result in
increased enthusias;. If glich recognition seems long overdue it may
reinforce perceptions mistreatment.. Since community college
faculty often experience a substantial rate of attrition and failure
among their students, those notable student successes they encounter
~ are remarkable in energizing the entreprencurship. However, the
primary way for a well-managed college to enhance the faculty role is
to provide support for faculty-originated efforts.

Institutional support should include both financial and
emotional components. Financial support is needed to provide ade-
quate equipment and supplies, the time for experimentation and inno-
vations, and special experiise when it is needed. Academic deans,
instructional developers, master teachers, and outside consultants can
- provide this expertise as long as they are cast in roles that are not
threatening to faculty members. In addition. adequate suppont ser-
vices and efficient administration free faculty members from tasks that
dtain their time and marale. .

. - Impediments. The impediments to successful faculty entrepre-

oeutships include the absence of the conditions discussed above —or
even their opposite. But there are additional impediments. One lies in
the demoralizing gap between the real college environment and the
ideal to which colleges claim to be committed. Another impediment is
inadequate fiscal support. Funding is critical. of course, but not only
because of the many things that cannot be done without funds. The
true value of the institution to the community, the community’s not-so-
hidden agenda, is reflected in the college’'s budget. A tightfisted
community does not value its institution. This message is readily appa-
rent to the faculty. who feel their work is unappreciated and unsup-
ported. Their inability to accomplish reasonable professiohal goals and
to fulfill reasonable expectations for recognition and advancement
impede the faculty entrepreneurship.

The university community is an outward-turning professional
society. Professional interaction. verification. and recognition span-
ning state and national boundaries are essential clerpbnts of the research-
oriented university educational system. Two-year colleges are commu-
nity-focused, and in a sense turned inward. Faculty isolation is com-
mon. Recognition of this should inspire special efforts to promote inter-
campus interaction, travel to professional meetings and workshops.,

by
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.and external rewards for achievement. and opportunities for
i advang . Effective leadership to create an environment that en-
0 hzm broadly based faculty profesnonal growth is greatly nceded.

‘tbln ‘and improving (cachmg conditions, act as constraints on faculty
. sxod sdministrators, limiting os inhibiting their efforts o provide better
thisction to students.
iy «0 Frustration that exists over a period of time must find an oudet
‘Fqcuhy are generally creative and hnghly trained individuals who
’-'_- tﬂjuil: a means to express their creativity. Once they see the education
mcm as nog providing the satisfaction they seek, they look for other
;avenues. Energy and efforts that could go into effective teaching are
duplaccd into altetnate vocational or avacational interests.. Long term
fms(rauon and the faculty’s self-activated creation of new. noninstruc-
"~ tional opportunities to obtain financial and emotional rewards
'lmp«#e the academic entrepreneurial role.
In ¢community college teaching an additional consideration
compounds the effect of frustration: the lack of faculty mobnh(y. the .
N mablluy to change jobs as a release mechanism. Mobility is low in part
_ because new colleges are not being built as the era of great expansion
. has ended. F unhctrnoqc longivuy based salary sructures make exper-
. icnctdfacul(y more ¢ ive g0 employ. and new openings are often
-+ filleds with junior iny ors or part-time teachers. The narrow com-
. muriity fiséus and; 142K &f importance given to professiorsal lcholarshnp
- decreasex Mmp of cwgonabﬂ;ty that-comparable facubty in univer-
*_sities have-hadglhe decurity of tepure and long-term contracts greatly
reduces the oo :ha;{;cu}(y will maintain their academic vitality

members,: and admmuxrnors are different.
of course, and thefs: u.mqué ' ¢, be respectedsin any analysis. But
shere are probltms of common ong;t\ fn e yw ceﬂtgc faculties
across the country, . >~ '

.....

* ' The great urength and mczn'dn ft)r commuink.r colleges is
their focus on local. cdncmmal nnda, Fo. rcspond a;ﬁ'angﬁdy to local
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population compared to the student enrollment. Too often these polit-
ical emtities lack the sensitivity, values, judgment, or expertise to make
effective educational decisions, but they control the purse strings and
that control manifests itself as the money crunch of the 1970s. Broad
political considerations and ambitions affect the funding that commu-
nity colleges receive far more thah the use and need for whichrmoney is
mMWmMWMmM(Manfanm
removed from the educational scene than, say, a local primary-second-
ary school board, is the basic rdot of the'fiscal problams affecting the
environment in which instructors work. Thus, the entrepreneur works
in 2 system that requires the college to respond sensitively to comngu-
nity meeds, while the community does not respond to the college’s
needs. This extremely difficult situation is not likely to improve. Malq
over, if the predicted enrollment détfines of the early 1980s occur
things will only get worse. v

A second source of dnfﬁcul(y n two-year colleges lies with the
admipistrators. Effective administration demands competent institu-
tional managers who, intimately understand and deeply value the
learning process in the two-year college. One might hépe that such
managers would come from the ranks of those who, dedicated to the .
practice of instruction, have substantial experience in teaching in two-
year colleges However, community college administrafion often seems
* to attract machiavellian types intent on leadership through authori-
tarian control. The result is often management without effective lead-
ership. Such personalities create continual conflicts over governance
issues that result in diminished collegiality. It is rare to encounter a_
dean or president of a two-year college whose ultimate goal is to return
to teaching his discipline in a two-year college. Too often the basic on- .
going process — the learning process—in the college is ‘not highly
valued as a personal experience by the most powerful administrators of
the process. Power and privilege rather than love of a discipline and
the joy and satisfaction of helping students learn are the principal
motivating factors for many administrators. The resulting gaps of
understanding between faculty and administration’impede and dimin-
ish the faculty entrepreneurship. The remainder of this article will dis-
cuss ways for the institution and the individual instructar to cope with
these conditions.

ways to enhance successful teaching
Admmmraliw'épnbm. The overall picture for vital instruc-
tional programs is changing, and not for the better. Fiscal constraints

limit faculty and administrators in many ways, including those just
owtlined. The greatly increased use of part-time faculty u-.Tl(’xg from
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diminishing the full-time faculty’s importance. Diminishing the role of
full-time faculty may seem desirable 10 some harried administrators,
- but in fact it only exacerbates the college’s problems and diminishes
~ part-time faculty ignores the central role the full-time professional
faculty must have in a quality instructional program.
izing the need for positive long-term action to support
the faculty role is an essential first step,for administrators and govern-
i *_igg boards. Faculties, _largely tenured, are slowly aging, byt are not
2.7 veryold yet. The adpinhtrauvc and instructional personnel mixwill
» Dot change greatdy | with’time. Passive acceptancg by administration,
without efforts to reinedy the effect of time on the facul(y will only
- provoke further deterioration in t)n instructional setting. Responsibili-.
ties ta 8¢t to enhance instruction as the primary process to be ongoing
at the college fall on college administrators and on the faculty, col-
lectively and indNidually.
Administrators when possnble should exert creative leadership
to promote the faculty role. Efforts at faculty dcvclopmen( and revital-
~ izatién sgquire support anid careful facilitation to be effective. Ways
t}f_ need to bé found to bring the ideas and experiences of other colleges
o7 and. proluuonals to one’s campus and to encourage facul(y to reach
;.out and: explore other settings. Alternatives to expensive sabbaticals
exist: f’acaity exchange programs are alrcady available. Administra-
“tors cap olfer Jea ership in arranging participation and provide direct
financial and otBer indirect assistance to facilitate such exchanges.
*  The cost should be very low compared 1o sabbatical leaves, and com-
_pared o havmg a dpcouraged clock-punching facul(y they are even
Tower. -
Facylty, éhould also receive nonthreatening support to update
thefr knowledge Hysheir own disciplines. Suppont for continued educa-
- tion for facuhy shesifd'be easy to ;usufy for an institution that promotes
... continued educatwli for the local cmzenry Assistance in formmg
tccommodaung work schedules, tition reimbursement, and recogai-
.~~_- .jtion and reward for an cmployce s efforts to upgrade his or her skills
,,"v d zanr ‘all well-established practices in industry. Applying them to the
et mnmum(y colleges seems logical and appropriate.
-« Seeking money from outside the regular funding channel for
- changing and improving the educational program can be an effective
mechanism to ease the fiscal crises while promoting the cause of faculty
development. The faculty member's role as entreprenelir is advanced
by the process of seeking grants. Such resource development efforts &
usually require the central involvement of interested and committed
faculty. But the likelihood of success in securing funding is greadly
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increased when the administration participates. For example, adminis-
tration can make a competent instructional developer and consultants
to assist in profipsal formation and writing available on campus. The
administration is also responsible for facilitating budgeting for fund
matching and for providing expertise and assistance in budget formu-
lation. Budget formulation is one of the areas in which most creagive
faculty innovators lack expertise, and it is one of the areas where
administrative knowledge and experience should” be available.
Proposal-writing workshops. fund-secking handbooks, collections of
resource papers from groups like the National Council for Resource
Development. and model collections of funded proposals from similar
institutions should all be available to faculty. Reductions in normal
teaching loads can be used as a device to encourage grant seeking for
selected faculty. Such time release serves as a signal that the adminis-
tration recognizes and values efforts to improve the quality of instruction.

The college president and governing board should take action to
stimulate collegiality in order 1o promote a flourishing a¢ademic en-
trepreneurship. Intrafaculty cooperation and assistance at the de-
partment. division. and college-wide levels can be fostered by appro-
priate leadership. Administrative decisions on specific issues should be
weighed carefully to determine their impact on collegiality; in the long
run, actions thar support the faculty's professional self-image will
result in better faculty leadership and increased responsibility for pro-
viding education. Collective bargaining. the industrial an8 business
background of many governing board members, and the insecurity
and inadequacy of some administrators and faculty — all lead o polar-
ized positions. Such positions and attitudes are too much like the in-
dustrial polarization of management and labor, and are counter-
productive to teaching in the best learning environment possible.
Many of the fiscal shortcomings of the community college are at least
in part beyond the control of the college’s admunistration. Recognizing
that (jgese financial deficiencies exist and joining together to reach
. toward common goals is a beneficial process that requires bold, risk-
taking. governance-sharing initiatives on the part of the president.
Tokenism will not pass the scrutiny of a wary faculty; only genuine
. cammitment to joining together in a resource-poor time to achieve
* common goals will create the climate in which the gcademic entrepre-
neur can effectively grow and flourish. )

Faculty Options It is essential torcope creatively with the reality
of the teaching and institutional gnvironment if faculty are not to
become casualties of the systems in which they work. Some well-
defined administrative actiongs for nurturing the instructor’s role have
been described. But whethef or not these adminstrative respgnsibilities
are being met. there are things that faculty members can do to meet
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“their own responsibilities as instructional leaders in the learning * .’ ..
process. Some community college faculty do § consideraple amount of t
grumbling and griping: there are more fPoductive hings to do— ?
creative and challenging things. that will result in better teachfig in a

better environment. First, a realistic appraisal sho@ld be made of the .
institutional envi expectatians should be “adjusted to {
bring them in line with real community college environment. It is
important to recognize  of-administrative impotence and to

east out wishful thinking. & ive outlook is essential to counter the
poeentially demoralizing i ional context. This can best be done

- by focusing on the mair the institution; that is, to teach stu- st
dents well. The following agrfgeveral specific approaches toward
accomplishing that goal as a ghccessful academic entrepreneur. r

Funds. The primary responsibility R)'n.';btaining the funds to
aecomplish educational goals does not rest with the faculty, but there is
a rale for faculty to play in view of the tight financial circumstances of
®ost cofleges. First, as members of the cc nity in which they teach,
faculty can articulate needs, provide in;:ﬁ.;tion. and solicit support
for college programg. In this era it is not good enough to say it is some-

. one else’s job. Secondly, sources of funding in the form of grants
" awarded on a competitive basis afe available to help faculty and insti-
tutions attack the problems that they perceive. Only competent faculty
. can c@Prectly assess instructional neegs and devise solutions and strate--
+ gies. Writing competitive grant proposals requires a lot of work and is
~ very time consuming. The success rates in any given competition are
small. usually between 10 afd 30 percent. But there are benefits to be
gained from such special activities on the part of faculty. Effective pro-
posal writing requires self-evaluation as a first step. Self-evaluation of
existing programs is of itself profcssionally worthwhile, regardless of
the eventual outcome in the award competition. Furthermore, by
documenting needs carefully. funds from conventional internal sources
may be easier to obtain in the event that a proposal is unsuccessful. If
+ the proposal is successful. then funds become available for the entre-
preneur to accomplish instructional objectives. Energy and time must
be committed. but especially when the administration is supportive,
professional growth results.

Self-help. As an academic entrepreneur the instructor's pri-
mary capital is his subject matter knowledge and instructional skills.
Experience may make one a more effective instructor. but time takes a
toll. Knowledge decays and becomes outdated; boredom and compla-
cency are enemies of vital instruction. The responsibility for maintain-
ing oneself as a top-quality professional is the instructor's. Revitaliza-
tion, upgrading. experimentation, and innovation are all paths to
better teaching. Fellowships are available from many federal, state,

fi .-
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also the instructor's.
Professional grganizations andpto(euonalpnnahprunde
mmm rather than mere dues

mumnhfoncstomtheﬁxﬂba‘eﬁt Often local agtivi-
nuofduo?hnc bandorgamummmmbeneﬁaa]becauofthe
potential for continuing interaction among the participants.
' The academic teaching year offers a wonderfully flexible time
schedule. It permits one to enjoy a very pleasant and producuve life-
style. Some of the summer recess can be devoted to experiences that
result in better teaching, better organization of, course work, or better
management of instruction. Whether the summer is used in this man-
ner often depends largely on whether the institutional environment
supports the faculty entrepreneur’s efforts during the rest of the year.

conclusion

The faculty member can assume a passive role and get away
with it in the present community college environment. Bu( the true
faculty entrepreneur recognizes his or her responsibility to provndc stu-
dents with the best education possible. A totally passive approach to
instruction is impossible. The varied nature of the instructional process
and the broad role of the faculty member as entrepreseur support
many worthwhile activities that can result in better instruction for sm-
denes. In the reality of the present-day community college. creative - -
coping is a responsible and valid course for (l'ﬁfacpl(y member ¥ho
sces himself as an entrepreneur. '
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. :  Cogmitive therapy, & remedial concept, offers ways
g + t0 teach intellectual shills while @t the same time -
' teaching the comtent of a discipiine. -

-» ¢ e . )

cognitive therapy: a new mission - f
. for community colleges . -

. Py . -~

. robert g. martin

- . ‘ ®
Everyone who teaches knows that altogether too mang students cannot
read with comprchdldon. write . coheremly. or think analytically.
Large numbers of sdents suffer from serious cognitive deficiencies. If
community colleges are to be mponnve to student needs they must
provide specific kinds of instruction designed to overcome thde intel-
lectual disabilities. Community colleges must provide cognmvc
therapy. The concept of cognitive therapy refers to instructien
da:gncd §0 teach intellectual skills and ways of processing mfomn :
tion— the basic components of intelligence, while at the same time
teaching the content of a discipline. This article will that therels.
a need for cognitive therapy, that the intellectual ski "Imnd processes
that comprise intelligence can be identified, and that ways to teach
content and process can be devised. Of course, cognitive; isa
remedial cencept. Too many students are thinking vat flevel below -
_ S where they, should be —or could be. Providing cogmuvc d\crapy mast
‘g 2 new mission for community colleges.

..‘\ . ’

e . ’ why cognﬂive therapy is needed

o % .

‘g, Various research studies nmply document what instruct »
d.nly confrom SAT scores illuserate a ‘continuous decline i in student . .
M-um-tvmcwps 24, 19% ' & a : "-’f
-6U . ‘_} “! . "f: X - '}
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' knowlcdgmand aputudc over the past fourteen years. There'is no-clear .

explanation for the decline. Various reasons ranging from the influ-
" ence of television to changesin teaching methods have been advanced.

Ee ‘The most common reaction has been to focus on what the schools have

‘been doing or.not doing: But there has also been another rcacuon, and - .

~* _that.is to deny the vahdny of the SAT, charging that it does fot mea-.
e mr&*e{ullﬂrange of.skills students are_learning and that it does not .
- measure. abilities of studems from outside the mainstream of whue :

majonty culture. : 2

There may be some vahduy to such charges but the cvldence of

_a decline is not confined to SAT scores. There isa great deal of statisti-

"oal evidence, garnered by a variety of testing devices, that lends sup-  °

‘ port to the conclusion of a serious decline in the intellectual perfor-
mance of students of all classes, ethnic groups, and parts of the coun-
| try (Armbmster. 1975). This deglin® is tpo compelling to ignore. A

‘new mission for community colle@es must be to find ways to overcome.

thac intellectual deficiencies. What is called for is cognitive therapy.
., That. cogmuvc therapy is needed implies that nermal or
cxpccted cognitive development has not ¢aken place. Special treatment

s necessary to overcome the deficiencies. But why should providing .

~ cognitive therapy be a new mission for community colleges? Cognmve
thcrapy is, of course, needed at all levels of educatién, but it is an espe-

.cially important mission for community colleges since they serve an

) esptcxally diverse student populauon Over the past decade commu-

nity collegesshave sought to accommodate the needs of this diverse
~ population by ‘providing a wide range of programs ‘and courses in
_ transfer; vocatisnal. and community service areas. Yet all students
" have a common imtellectual need, even if they are unable to perceive it:

" the need for cognitive development, 3 need that can be served by all &

acadcmlc areas and dlsaplmes .

i
&L

theback-to-baslcs movement ' oo

The quesuon is: How are 1me|}ectual deﬁcnencnes to be ‘re:

dressed? Two interrelated movemeiits have begun, one. at the precol: 7
* . lege level and one at the college level. The existence of the back-to-
. basics movement at the precollege level does not obviate the.need for
* cognitive therapy at the college fevel. The movement is too diverse to, '~
expect, rapid xmprovement in student aptitude. Even when we succeed ' -
in teaching basic skills, it will be years before better prepared students: .
‘reach commumity colleges. In any case, a large number of students who

enter community colleges-either do not comiplete high school or doso -

in an environment that cannot assure normal cogmtﬁc dcvelopmcm
B o s

"~ .
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* " " Atthe college level back -to-basics has most often, assumed the 4

form of establishing a co curriculum and/or, remedial reading and ¥
writing' courses. Tse clgctlve system of the 1960s and 1970s, tlre-system

that_held that students should be free to make their own—even if

~ foolish— choices, is bein questloned on virtually every campus, {§on- DU
‘cern over SAT scores partly explains the reevaluation of the eléctive " .

.. system, but there is also a concern with the trend in hngher edtcation .

.+ toward mtrcasmgly narrow voc‘?mon@ cducatlon the fear is that $tu- "i.,, 4
~ - denss are being taught more and more about ksmd less. Many edu- - |
Ear

Ors are: renteratmg arguments thft a liberal edu'&amon b&er serves £

o studcnts(Murchland 1976).
K - The core -curricy mis, (iesngned to issure that students are. ¥
brdhdly educated. The Tationale for Harvard's cére curgiculum; for ‘
cxamplc is th ery educated person stfould “acquire basic literacy
in major fozms of intelléctual discourse.” To assureshat students are so
educated, core requitements— a basjc seg of céurses.in the humanities, -
the social sci and the n%tural scierices—are astablished. The
rationale for t%se core coilrses is cognitively based. The emphasig,is on
the acquisition of*intellectual competcneles rather thar simply on
. course contenit. Few would take issue with. the characteristics- of the
" educateds person outllned‘m the Harvard Report (Scully, 1978) How, ~
o t‘@ugh are studenis to acqulre these chgracteristics?
' " To focus on a new mnssnpn fo? commumty colleges, there is wlthm
both (glthesc reform mowements, back-to- -basics afl the core curricu-
e potentlal for reversing the declining intellectual abilitiegyof :
.'students But thas potential can only be realized when instructors
% - reconceptuahze the procgss of.ﬁmmg and “their own roles as' discipjpne *
v;pecnalxsts and instyuctots within communlty colleges. That reconcep-
tualization’ mult take cog'nlzance of the ways people develop cognitively, g &
the componen',sli’@s of cognitive th@mpy, and the need for msﬁ‘uctors 3
tg.hecome cognmve theraplsts e »

o ' “ e ' T
. teachmg arnellectual skills and cogmhlre strhtegnes :; S
. % - 3‘. . \ 4 , 3 .

;. T instruction is to facnlltate cogmtlve development what is to
be the “core” of the curriculum? The attempt to redress cognitive deﬁ-' P

‘5:1enc1es by reachmg@ core of content is misdirected. An instructor “has.
wa commitment to a discipline and believes it to be valuable if not vital, = .
to #htellettual development. "a course of study that’ adopts asits &
primary objective the transmlttlng_pf a body of information will be -
only margmally effective in improving intelligence or- aptltude Cogm-
o que therapy necessitates focusing.directly on teaching-cognitive pro-
ccsscs Oﬁcourse the teachmg of cogmtlve processes does not take placec v @
: xF TR S =
Vi e U - - L o -‘- - i ‘,;} ‘ ‘U . . . ' ] . iﬁ i *
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- mdependcnt of content. In fact, the leammg of content will not be '
iy sacrificed by®an instructional approach that focuses on the process side
- of cognition.
Instruction so qpnceptuahzed begins‘with an assumpuon that a
major teaching objecuve is to facilitate learning how to learn. A
- rationale for an emphasis on cognitive. processes rather than content
: ‘ rests on facxluaung transfer of learning. There is lmle need to .
', rationalize the value 3f transfer,_ Few would dlsagr# with the proposal
4, that a primary function of formal education is to prepare students for -
life outside the classroom; debate centers on' the most effective
~ methods of transfer. Educational theorisgs have dl.ffermg views, but
“there is commgon agreemeny that what promotes transfer, involves the
gcnera'llzmg of insights, uﬁderstandnfgs attitudes, inte¥ectual skills,
and cognitive stratagies. Much of what is generalized remains too gen-
“£ral to be defined, except for skidls and strateg1es There is, perhaps, a-
sabtle distinction between intellectual gkills and cognitive strategies,
but the distinction is this: Ifitellectual skills are those skills identified by
« Bloom and his associates in their taxonomy (1956). and cognitive stra-
tegies are identified as basic infor@tion- proccssnng§ystem such as are ®
_ explicated by Farnham-Diggory (1972).
{‘ The gloom taxonomy employs a ﬁvdold dnnsxon of intellectual
skills and these in turn are subdivided. @ghers have modified Bloom’s
y. taxonamy. But hoy is the taxonomy to be used for ipstructional pur-
poses? Are the skills-to be taught in a hierarchical manner as the
»  taxonomy seems to suggest> Two gorsiderations need be kept in mind.
The taxonomy is an invariant sequence; that is, each higher-level skill
contajns ‘withindt the thidking of preceding skills. And second, the
complexity ¢f a question, problem, gr situation is a concern separate
ffom the kind of thinkgg involved. Each skill can be employed at dif-
ferent levels of complexity. It is.not ‘necessary for students to handle ,
complex comptehension-problems befqri they auetnpt thinking that
invglves synthesis. The entjre ragge of intellectual skills can be devel-
oped at the same time. Complexity can be varied to meet the develop-
mental need. ' .
s - However, clarifying these twoifeatures of the’?axonomy dqs Rot,
S prowde much guidance:for desngnmg curﬂculur?, The taxonomy con-
 tains many implications f§r instruction, but i} 1s not easy to apply ”All
gy Kinds of debates develop when someone attempts to explidate the char-
acteristics of ,a specnﬁc skill. There can be value in isolating such char-
.. acferistics, bat instruction # cognitive therapy need no§become in-
» “voled in the cumbersome nomenclature of- lndmdu skills and
componerlﬁs of ‘skills. Students can be taught’ mtellectual ‘skills asgross

: sets ratherthan vxsolated skills, & ® , .
r\/ ! A c L -
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Herber (1970) offers useful guidance for.teacl'iing reading in the
content areas by providing models that teach the Bloom skills without
concern for the specific skill being taught. His model of levels of
comprehension is based on general agreement that comprelrension can
take place at different levels of cognition. Students can be asked ques-
tions at three levels of comprehension when reading, whether the
‘material is written, visual, or auditory. Questions can be asked at the
literal level (What does the author say?), at the interpretive level (What
~ does the author miean?). and at the applied level (What does what the
author says mean to you?). Using this model, curriqxlums ¢an be devel-
oped at various levels of sophistication and in a variety of ways to meet
both content and process objectives. ¢
Similar models for teaching writing and thinking have been
developed that obviate the néed for trying to sort out specific skills. |
The functional writing model developed by Van Nostrand (1977) is an
effective, workable method for improving writing while learning con-
tent. Reading and writing. of course, require thinking, but thinking
skills can be more directly taught after students have mastered the
three levels of comprehension. For example, analysns is a particularly
neglected but vital skill that deserves special attention. It is central to
what constitutes intelligence. Herber provides an organizational
pattern model that is simply a gross set for teaching aspects of analysis.
Beyer (1977) provndes additional practical and readily adaptable ways
o teach analysis Skills. (First read Beyer's Back to Q’chs then refer to
his bibliography for additional scurces:) '
A focus on jntellectual skills, however, daes not pronde a fully
adequate explanation of how people think. Because large bodies of
information must be dealt with, there is a need for more than specific
thinking skills. Students must be able to generale concepts, solve prob-
lems, and devclop synthcsns To do sothey need strategies for processing
informa®n.’ , When, congn nted with a problem, academic or other-
wise, a strategv for hand e ‘or processing the pralem is néeded. This
- strategy may range from simply maklng ‘a guess to employing a formal
process of inquiry. Information-processing strategws are far less precise
operanons than are intellegtual skllls They are’ heuristic systems —
human programs analogous to computer programs. A specific gyster
. for problem solving can be dev 1sed and taught, but students will mod _
. ify that systemta suit their own needs and dispositions. The argu
_is that students will trarn better. they will have a “better mind,” and
- they will be more intelligent if they have learned heuristic strategies.
" While no two people think entircly alike, Farnham-Diggory .
- (1972) argues that information is processed in five different systems:

scanning‘alil holding, remembering, generating and classifying,
» (4] . .
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- problem solving. and ordering and relating. Individual systems are

modifications of these five basic systems. :

Instruction in information processing takes the form of suggest-
ing models and ways of dealing with information. For example, .
concept mpdeling has proven to be one useful approach to assisting
students in processing information by ordering it into concepts (Beyer
and Penna. 1972). And a teaching strategy known as inquiry is
especially useful as a way to get students to think through a problem or
issue (Beyer, 197]).

' )

intelligence can be tayght

If intellectual skills and cognitive strategres ¢an be identified,
the question. remains of Whether instruction designed to teach these
can impyove learning. Whimbey (1975) argues that just as an instruc-
tional method that regards swimming as a pattern of skills can make

-most anyone a competent swimmer, so an instructional approach that

regards intelligence or aptitude as comprised of learned information-
processing skills can teach most anvone to be competently intelligent.
Intelligence is not some innate capacity: it is a specific set of learned
skills. While many people lcarn these skills in a developmental fashion
from childhood. and it is desirable to do so. these skills can be taught

directly to a'd(ﬂls. ) .

_ Finally, is it the responsibility.of community college instructors
in the content ageas to teach these skills? Students have always acquired
and improved their intellectual skills and cognitive strategies through
the study of the content of the academic disciplines. But it has always
been an indirect process whereby “through some combination of inde-
pendent learning, serendipitously good teaching. and elbow rubbing
with peers and faculty members.” many students ‘have made note-
worthy cognitivipstrides. This indirection, however. is no longer ade-
quate. It cannof be assunfed that these skills “will spring full jplewn
into the heads of students by some happy accident of college alghemy”
(McGanagill, 1977. pp. 102 106). . o

This article has argued that a large nun\.(-r of students clearly
suffer from cognitive deficiencies and the only way to relieve that suf-
fering is to provide cognitive therapy —that is, to directly teach intel-
leciffal skills and cognitive strategies in the content areas. No more
vital’mission faces community colleges today than providing instruc-
tion aimed toward assuring that students can read with comprehen-

“sion, write coherently, and think analytically. To fulfill this mission,

community colleges must provide instruction designed as cognitive
therapy. o
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Aotifally. she douk ¢ “fiise Thc pﬂ)p[(‘ at Harvard and Yale
are 100 busy woryving alid ,, (h‘hr P}( to be (ona‘rm‘(l OVET 3@ minor
detail like teaching cf f$
admmmrauun m'm( 'i’& ‘
An (he hierarchw ghm hc was h(‘mg taught
et Id nm write in sentences or speak simple,
Y :»_’:’(r‘ Js 30, she (lnos not know what all the
rnbs(-nmg and f_us" ik ayhu( She could <casly have volunteered the
% dqmn\m‘m aloné there are two alcoholics. a
REE 315t et class’ spor.nh(ath when his hvpochon:
’ ‘,r f{r‘f‘mc who mamf(‘u\ at'least thtee distinet per:
nd an hviteric who constantly verges pn col
iping with a ladv ml‘m«ms(raml and f(';u‘cxpo
conewho is widely 1umnr(‘d 1o be a homosexual,
becadse. she docs ot fike Anita Bryvant's smgmg
;’\(s appmr to fes xmd pu\m\(‘h to the person’s
wa(hlng _ i*x.&”'~ ‘
S k 18 ), i

X3 som(‘nn(' frnm T ¥ A lh(‘ pmfﬁ\mns nl)wr\ cd to (ho’prml-
S PR B .

£ hat unlm\ they wanted 1o lose lhnr
B out how one teaches well. So he told
ghereby dthey would send everyone into
e hope that sooner or later somcone
vmuld < I Oves \gh.n' i Rt g(xxl u‘.n(hmg and (h(‘n come and u‘ll
‘them ., This t(‘(hm‘(f CiuloRy
though they ,haw
knows tha( 1

¢ of cdma(um on (h(‘lr campus. evervone
iV There s composed of pariahs and charlatans,
ey mean himself by asking their advice.
_ flc there are those who contend that peer eval-
e ¥in the deepest rec (*w*s of the facultv inferiority com-
@,i:,_ students wete. not” adequately intimidated and
{ ré&geWihe horrible truth on smdcm evaluations, the faculty may
- g}mnd evanescent gestare’ of solidarity, won the ngh( {e!
d-cf(‘nd 1y o agamx( the plebiars. But the bliss of this moment, like all
vicfories in minor skirmishes, 'was soon forgotien in the extremity of the
t war. No one takes the ssadents very seriously anvway. Everyone
bhat the real cnemy: depcndmg on the hour. the day. and the
m'whu h one findionéself . xs the administration or most of
ol the faculty. - S . .
_ So here she s mda\ tra_ppcd in a room with six comatose stu-
dents. wililRg she were youpg rnough to be able respectably 1o raise
~her han ask 1o be excused 10'go 1o the bathroom. The lecture is
Q\ Words prih’s “Odes lmlmauom of Immertality from Rccollccnons
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of Early Childhood.” Had Wordsworth been required to take this class.
he would probably have expired from bgredom before he had time to
recollect his early intimations of immortalicy. '

Let us begin with an indisputable observation. No one but a
really exceptional teacher can mutilate the “Intimations Ode.” It is
filled with imagery so gorgeous that one feels he can almost touch its
beauty. Its themes are 30 relevant and familiar to the student that he
can, without a word from the teacher, explicate limes such as "Shades
of the prison house begin to clase upon the growing boy.”

One thing is obvious — the prison doors have definitely closed
here. With a flash of insight. she realizes why the desk tops around her
are marred by obscenities laboriously carved by years of students. It is
the same principle that motivates prisoners who have been incarcer-
ated for fifteen years to write on the walls of their cells. She conjectures
that this would be an appropriate topic for an article in Psychology
Today but abandons the idea because people who denigrate their col-
leagues are not promotable in academe. (Denigrating one’s colleagues
is acceptable only if done privately and not in the presence of the col-
leagues.)

Back to the “Intimations Ode™ - or what passes for it. 1f the
teacher were not staring directly at her. she would stick a pencil down
her throat. Surely unarrested gagging would be a respectable reason
for leaving the room. But the teacher is watching her. As a matter of
fact. the woman has not taken her eyes off her since the bell rang.

Now there are two ways to survive peer evaluation. One. that
which she herself has employed. is to say to oneself. “What the hell!
" They're here. there’s nothing I can do to prevent it, I'll pretend that 1
know what I'm doing even though I've never been taught what I'm
supposed to do. and maybe I'lf carry it off becawse 1 know that they
don't know-what I'm supposed to be doing anp better than I do.” This
technique works quite well if the evaluator is more passive than the
evaluatee.

However. if Jas in this case. the pcrsonalny traits are reversed,
_ the best course is for the individual being evaluated to appear as piti-
able as possible. If he succeeds. no matter how poorly he teaches, the
evaluator will feel obliged to protect him with a carefully word
com tary: I went to the class. It was held in a room on the univer-
sity c#mpus. Students were there. (It is important not to specify how

many; in this case. for example. 80 percent of the class is absent.) The =

instructor demonstrated organizational ability by beginning the class
on time. She used the blackboard. Once she walked to the window,

which proves that she is ambulatory. I believe that it is essential for -
teachers to write on blackboards and to be ambulatory. Although sev—

eral of the students slept during class. the instructor remained awake

Y
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the entire time. I think this 1s an indication of her perseverance and her
dedxcatlpn as ateacher.”

. The problem that has arisen recently is that the provost has
detected the decepgion. After seven years. the administration has con-
cluded that writing on blackboards. carrying books into class, and
looking at students occasionally do not constitute good teaching. They
still are not certain what does, but at least they have eliminated some
of the more obvious possibilities.

‘ The result has been that now the evaluator is as much on trial as
the evaluatee. This constitutes the saicidal or Catch 22 element in peer
evaluation. One can satisfy the administration and tell the truth about
what occurs in a classroom. If it 1s bad (it frequently is), then ane can
be assured that the evaluatec and all of his friends (bad teachers gener-
ally have more friends than good ones have) will consider it a sacred
duty to "get” the evaluator sooner or later. Since promotions often
originate from the department. accomplishing this feat is usually quite
casy. On the other hamll. one can prevaricate about observations of a
colleague’s wortk - in whigh case. if the dean or some janitor in the pro-
vost's office has knowled f(he mediocrity of the evaluatee’s teach-
ing. the evaluator ends up in trouble because promotions must be
approved by the dean and the provost. and they frown upon faculty
w}ao.lic about other facafgy members’ ineptness. (They do not, of.
course. object to anvone’s Iving about administrative ineptness.)

So here she is to shadow box. bait. and commit suicide. This
particular teacher has either raised the act of feigning humility to an
art or is genuinely threatened.- It wquld be easier if the former were
true. but it is not. The woman is embarrassed. confused — terrified.
Someone long ago. somcone very like her. taught her how to scan the

“Intimations Ode.” how to recognize the allusions, how to placg it in
the Romantic Movement. how to relate it to Wordsworth's friendship
with Coleridge. But no one ever told her how to teach it to others.

That was supposed to come from association with her own
tcachers - sort of like one contracts hlack lung if he spends enough
time down in the coal shaft wjth oldet miners. Or. in special cases.
teaching ability is regarded a5 a genetic endowment., This principle is
usually espoused by those who assume that one day when he was ten
. Michael DeBakey walked over 1o an ailing neighbor's house a‘ per-
formed flawless open heart surgery or that when she was three Dorothy
Hamill strapped on her ice skates and went zipping across the Atlantic
Ocean to compewe in the Olympics. Somehow something has gone
wrong here. There is no inborn talent. There is no evidence that the
lady has bfcn affected by the communication abilities of Socrates or
whoever served as her pedagoglcal model. -
She herself is frequently unsure about what constitutes “good™



scansion, dcﬁni(iom of Romanticism and biographic

. cedence over the vitality and beauty of Wordsworth's WBrds. "Bad™ is
disthembering thought from feeling and playing word games with the
reality of art. It is manipulating gniversality into elitism. relevance into
extrancousness, life into death. Mterature into science.

And the woman is (crrﬂcdl From time to time her hands trem-
ble. (This has to be authentic bécause trembling hands are not permis-
sible in (hc classroom. The gnly people who are allowed to have shaky
hands are the two akcoholics, and My are usually so well plastered by
the time they ge o class that their hlnds never tremble anyway.) Her

~ consternation is W in her'eyes. which resemble those of a lab-

" oratory dog about to-tfave its throat sfafor a purpose it cannot com-
‘prehend. T . -

If she, the teacher, and their careers were the only considera-
“tigns. she could easily decide about the evaluation she must write. One
altemative would be to overlook her own career temporarily and hope
the\pw the dean, and the honest members of the department
would die or quit so that she could fabricate a ple t story about her
experience here today. /Even if she damaged her c‘t& she could con-
sole herself with the thought that she had abided by the, Golden Rule
and performed a great humanitarian sacrifice. On the other hand, she

® could plead professionalism and tell the truth. Her reservation in this
case would be not simply repercussions from the woman's allies but also
her own pagging pity for this pathetic. puffy-looking. middle-aged
spinster who is a victim of the negligence of her own profession.. '

Their careers are not. however, the only salient factors. There
are also the students, Wordsworth, and the “Intimations Ode." Now it
is one thing to assassinate Wordsworth and the “Intimation$ Ode.”
One is an inanimate object and the other is already dead. But what
about the students? My God, the students! What is her obligation to
them? Here they sit while this appalling performance drags on. How
long has it lasted? Forty minutes? Twenty years? Change the clothing
styles a litte. and who can tell? Their faces. their postures. their bore-
dom are precisely similar to those of the people who encountered thxs ]
woman on the first day she ever entered a classroom.

, And no one has done anything about it! No'one has told her (he
truth. No orl has advised or urged or compelled her to improve. She
has spent twenty years dismembering the “Intimations Ode” and suffo-
cating students, and there is no one with the cou#agc to say, “Stop!

. Enoughl”™ No one with the compassion to say. "Let me show you how . . .”
And even if someone had. how can one be sure that she wquld listen?

The instructor glances briefly out the window. Unobserved, she
carves meticulously with her pen in the {0y bare space in the desk's

. ~ *
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upper right corner: “Crap.8 It is not cathartic. But she wonders cheer-
fully what the department. the dean. the provost would do if, square in
the middle of her evaluation. she were to describe this experience with
that one explicit word. Crap. It is delightfully ambiguous. It could

apply to the teaching. it could be a message to the administration, it

could be a description of the students. For all any of thempknow. it -

could, be a synopsis of the goddamned Bill of Rights.
There is much to be said for brevity. Twentieth-centyry litera-

ture has also demonstrated that there is much to be said for obscurity.

Crap. In the corner of a desk or an a clean white sheet of paper neatly

centered under the university's letterhead: 1 have evaluated Professor
"X.Crap,” N ‘

¢
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Billie Dz1ech teaches English at University Colldg® of
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What do faculty want to know from their students to help them im- = *
prove their teaching and classroom performance? This question is “ §
often posed, but rarely investigated. This article addresses thiy ques:
tion by focusing on one procedure by which studengs can inform fac-
ulty: student evaluation surveys.: The use of, these surveys has become
widespread. yet there is.often amb|guny and sometimes even conflict
about thelr purposes. I§ stydem cvaluation intended ‘to help an in-
“sgructor identify strengths and weakpesses? 1 it (0 provide predie mea-
~ sures of how "good" a teacher is. or to compare relative degrees®f
""goodness” among colleagues? Is it to be used 10 glpc admmmramn
information with which td judge instrugtors? Is it to hebp seudents
decide whase courses to ke and what to expect fram their teachers? .
are just some of the wsé 10 which student evaluation cal\ be pat, .
- and we suggest that deﬁmng.objccum for ftudent evaliation 8 a pre- - \
requisite to designimg a. form an® pr*l and’ having it M wnh.fac-
@ ulty acceptance. N v '
¥ In thevast literatyre shout’ studcm evajuation, ‘\f;cre nmmnlly .
no mention®f how instructors view it. In most msmuuom ij apgedps *

L & ¢ . ¥
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~ that evaluation forms havé been developed by only a handful of people
representing the entirg faculty. In some, class evaluation instruments
re from above. and faculty have virtually no opportunity te.
“ affect them. Clearly this is an edsy method for conducting evaluation®
. a few interested parties write an evaluation instrumeny. departmental
or divisional deans or chairmen decree that it be used. and faculty
. submit. . ‘ -
This article describes a different *approach to student’ evalua-
tion, one that begins with faculty concerns an@ builds these .into’an
»cvalzation ins¢rument that addresses these concerns. The guiding prin-
ciple of this process is that ssudent ev aluation is ghost appropriately and
usefully viewed as a tool to help faculty assess and improve their perfor- ¢
mance as téachers.

student evaluation and faculty comcerns - . (

Student evaluation of faculty fits into current concerns of com-
munity college teacher in a saricty of ways. Firse. community cglleges
are primarily teaching institutsons. andy community college teachers
are dedicated to quality imstruction . Commuaity colleges are the pri-
mary benaftciaries of twe postsecondary trends the graving of the
campus. and aspirations for college education held by many students
academically unprepared for college fevel work  In ghe tlasggpom the
effect of these trends is the wide chionological and academic diversity
of communit§ college students. Instructog must not §nly be competent
in their subjects. but able to teach a wide variety of s"u;amt.'».

Student cvaluation can provide faculty with clues about tha
quality of their performance and point to ar€%s that need work or are
sugcestful. Vibes in the chissroom provide such clues throughout the
scmgier. but some students are noticeably poor in sending vibes and
Some instructors are noticeably dense in receiving them. Thug student
evaluation is one means of providing information to insgructors,

- pre
2.4\ s though we by no means suggest it 1s the onlv means. .

e 'y .
e . Stucteng cvaluation also addresses concerns of accountabilige.
‘&Li,- Theedt®®m with which educators have been held in the pasghas waned

L

<

in the last two decades. and now cdu'cmn is-being challenged to prove

. its effectivene<s Students, pareres. and fgnding sources demand

accountability. Law suity agamst.sch(x)ls and gfofessors for failing to

teach what was promised ard taxpavers’ rejftiogg of tax referenda

reflect public unwillingness to accept educatigh and educators yagues-

tioningly. Student evaluation can be ope means for maintaining ac-
countability.

In the pational rudh to “involve” students in the late 196Us and

. L . -

. - ot . :
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:l! 1970s dcnt evaluation was a symbol of the recognition that, as
onsu f\their educations, students-should have a say in what

~ occurred imn ducanonal institutions, especially the classroom. The
shrillness of this argument has. softened now, but the premise that stu-
dents have a right to shape their educauons remains, and student eval-

uation is 2 means by which students can have a say.

Another current faculty concern is that of professional develop®

thent and -its corollary, personal renewal. The expansxon of profes-
. sional development programs is. in part a recognigen that faculty mo-

bility has been greatly reduced since the 1960s, and that whereas pre--

violsly faculty turnover was one mode for keeping institutions and in-

dividuals fresh, longer penods of service at one school and fewer new .

‘faculty are recipes for stagnation, Faculty remain fresh by attempung
new teaching approaches, and students’ rea to new ways of orga;
nizing subjects can help faculty dlfferenuate between -empty B
mlckry and lnnovauve substance. : : '

accoumablhty involvement of students, and professnonal growth.\W

have at the same time been careful to specify that student evaluauqn R

can affect these. However, npt aluaculty believe student evaluation is
valuaple, and in some cases;xt is viewed as clearly dangerous These

+
views also must be examined. - o

'

.. repntive aspects of student evaluatifn

v One concern expressed by faculty about student evaluation is
" _the tendency to assume more is better; that is, the more classes that -

_evaluatg instructors, the more helpful the information ‘obtained’ will
be. Amassing large amounts of data may be i xmpresswe to board mem-
s and outside accrediting agenqes but it may in fact get in the way
&ccessful teaching.
Quce students catch on that a particular week is desngnated for
evaluauon and once they have submitted two or three evaluations,
~+ oveikill sets in. To aveid cqmpleting additional evaluations, they stop
com to. classes alwgether which means a small group of students
who do not represent the entire class ends up evaluating instructors.
/\gf/urthermore since it takes more administrative effort to disseminate
“and collect evaluations from large riumbers of classes, personnel may
~ be tied up with this task and be unable to perform other, more routine
“'work. Irritabjlity and inéfficiency result, neither of whicly help faCulty
 JoBk kindly upon their evaluation resulgs,

A second faculty objection to student evaluauon is basetl gm‘the '

o 85 o




s ghprcmtsc,that stnﬁents are not appropriate Judges of thc educatron they
B 'nfco t is, some mstructqs ®Wgue that students do not have suf-
8 ficient 'knowleage aboyt $b]ects %ird teaching to evaluaté how effec-
 tive instruction has béen, Thisisa phnlosophical arguaent and we mll
;uggest hQW ta.deal withit = -
T WA thnrd fegt%ltyconcem is the method by ‘which most evaluatron :
lﬁstruglent.s are processed. Each question is scored separately, r& -
. sometltﬁes a c#Mhpesite score is calculated to'serve as #summary “rank-
ing.” For* exzu,pple, a]ge percentagc»of students expectlngxs Bs, Cs,
and s0 on 4wlil be calculated; Bkewise, the percemdﬁ! of students who  °
rate the instructor’s. abiljty to’ ‘explain assignments clearly as cx@ent.
» very good, and s6 on, will be provided. But virtually never is,thie per- - =
"~ . centage of students who rate abiligy as excellent and who expect high
marks provided. Yet many faculty feel Mey-cannot evaluate:what stu; » 1
dents say about them without Knowing something about the kinds of
students saying these things. Collecting helpful data without analyzxng
them properly is little better than not collectingthem atall:*

Finally, and perhaps most seriously; some-faculty believe tm :
purpose of student evaluation is reallly"w.glvec‘mml ators informa-, "
tion to use as justification for rewarding favorites an - ammunition to - %
use in pumshmg opposxgzon ’ B S S

Fo summarize, the negatiye aspects of seudent evaluatlon in-
clude a®tendenay to assume that ’lot of evaluation 15 eqmvalent \to

, quality evaluation, a pefeption that students are not approp Nalt’/‘
judges of their own educational experiencegga tendency fordatdy 40 be
collected and then not appropnately analyzed and the f!ar that eval-
uation results will l]p used for or against faculty. o

W*‘"(é’ how to make student evaluatior‘vorkfor facu'lty
No matter what steps: admlnrstrato'rs and faculty take to allay * '

'susprcrons some faculty wil continu€ to believe that studengevalua- -
tion is at best a useless exercise pretending to improve instruction. At

“worst, some faculty wrllgee studentg evaluation as a’potential sword
with which to rationalizé&punitive actions against them. We believe
‘that any school wishing to Qake student evaluation at @l helpful must
recognize that it will be impy sgssible to convert all faculty to the benefits’
of this mocess Enormous afpounts of energy-and. frustranon w1]l be

N saved if admrmstrakprs and f'aculty accept this at the outset and con- .

ngp  centrate instead on'developing evaluation processes and forms best
" suited to the largést fossible number of faculty :
In followrng the procedure described below, we accepted this
" % caveat. To put it blutgtly, we beheve that faculty whq want to know
-3 . s

o

‘§ 84 PR T




O

ERIC

Aruitoxt provided by Eic:

‘;' - . . ’ . ‘. : ’ .
.. . - . |
’ . 81

B

' -what thezr students think of them%.s tnstructors deserve tnstitutional

R

_support for developmg instruments to help them find this out. Facylty
‘who do not believe in student evaluation will not make use of the data -
anyway. We reiterate ouf conviction that it can best be viewed as an
indication to faculty of areas that should be repeated"or revised¥n their
classrobms. -

- development of student evaluation
] o . .

Since its inception, Oakton Community College has prided it-
self on being an innovative college committed to the learning process.
In a facdity resolution passed in the fall of 1971, only one year after the
school began, formal student evaluation was officially declared to be a
constructive mcaﬂs of determining the degree to which courses age per-
tinent, relevant, and stimulating. As a result of this resolution a com-
mittee of four students, an. instructor, and an administrator was
formed.

The chargc of this committee was to design a form for students
to use in evaluating faculty. The committee conducted a studerit opin- .
ion poll that determined that students were in favor of rating instruc-
tional performance by their teachers. Students believed these ratings
shouldsbe. used to help faculty improve their classroom performance,
but were skeptical about thc;ir use in affecting salaries and promotions.

The committee designed a form with ninety-eight objective
questions and several open-ended ones. Students objected vehemently
to the length of the survey. What they did not realize —and it would
undoubtedly ha\‘g made them even angrier —was that he computer
processed only. twenty questions; for all pracucal purposes, the other
_ seventy-eight questions wergignored. This experience points to a cru-
“cial aspect_of successful student evaluation: excessively long instru-
ments alienate studénts, and not using all available data compounds
the disservice. _
At this time the college was operating on a merit system. Fac-

. ulty were divided into three rntt*rdnscnpllnary clusters and cluster deans

were responsible for evaluating faculty in three areas: college effective-
Jess, cluster effectiveness, and instructional effectiveness. Results of

- Student evaluation were part of the information u,sed to rate the lauer‘

>

@ -

ey

Deans” final evaluation determined faculy promotions and, even
‘dearer to the heart of faculty. their raises.

The evaluation form used has undergone several revisions since
the long form described above was designed. A faculty governance
committee has taken primary responsibility for the design of new
forms, and two major revisions oceurred under its leadership. The

T '.‘ . 8 .
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most Tecent instrumerit, was written in 1975-76; it consists of fourteen -
objective items asking. about the course and instructor, and an addi-
tional five items asking about the student.
Dunng the 1975-76 revisjon the beard of student affairs was
. asked to' review the instrument, but they were unenthusiastic about the
&) pb They could see no payoff for themselves in making an investment
* in this area; studerits were not given the evaluation results, and evalua- '

» tion was done late in the semester with faculty receiving results after
the term ended. Thus classroom changes that might have occurred in
response to student evaluation could n instituted- during the

- semester. '

second principle of student evaluation is suggested here:
without direct payoffs for themselves, students do not appreuate and
may in fact resent student evaluation. The student view of student
evaluation must be kept in mind as administrators and faculty design
evaluation instruments and _processes.

- The purposc and methods of studcnt ‘evaluation at Oakton
came under new light following the 1976-77 school year. The mer#t
evaluation system was. after much debate, eliminated. Though not the
topic of this article, the school’s experiences with a merit system
deserve scrutigy as a case study of the clash between idealistic theory
and hard reality. A central objection to the merit system by faculty was
the absence of clearly defined. objective measures on which to base
faculty;atmgs Many faculty members viewed student evaluation with
susp}clop blaming negative maluatlon for their own poor ratings and

q “agOuéing seme administrators of ignoring poor student evaluation if

‘deng 3oisuited their biases in favorably rating some faculty.

: / .. * - Twa developments cleared the way for our investigation of fac-

'éh)boplmohs about student evaluation. The first was a study of the

J' mos&ecmt evaluation form. The study demonstrated that the ques-

oﬁtloxgmre {hcncd only positive responses from students and did so little

R - distin: 5h between excellent, adequate, and poor faculty perfor-
)

s

ce tHegs was virtually useless. This study documented what fac-
ad 'ecﬂ daying \hkgrmally the objective quwxons were of little
vatue d any stiglent ong nions that were usefdél to faculty were
expressed in the open- q\dtdv}tt?oivf the form. -

The second dcvdopnwnt llowed the first: a moratorium on
student evaluation was dtCldJ(‘d for all faculty except new faculty,
part-time instructors.*and those who requested formal evaluation. The
moratorium cleared the air. student annoyance over exdessive evalua-
tion receded, faculty gained perspective about the process, and a newly
formed committee found out what faculty wanted to know from stu-
dents. This brings us to our present subject: how to make student eval-

5.




uanonworkforfzcalty wworhngforfaculty. we do not mean that
bcnkywmbeund‘ormlypnucdbyxhem wemcanthasmdmteval
uation should provide faculty with information useful to'them in the

. classtoom. To do thns wefhave to know what faculty consider’ uscful
. mformauon
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icul(y opinions about student evaluation

ke ln ordet tolamess c-.ny views of student cvalum& an ad hoc
b ‘committee of faculty designed a qucsuonnaﬂe to distribute

- to all faculty at thé school. Responses were obtained from two.thirds of -
the faculty; some who did nét respond to thewritten: i instrument ver-
bally related that they did not behcvc in student cvlluanon However,
we do not know why all of the orp third who did not respond refused to
do so. Therefore; assumptigns cannot really be drawn about #hems and
‘we have used responses from the other faculty as general statements
from all faculty. With-these ggveats ip mmd we wurn now to a brief’
summary of faculty views. 'l’vsnmphfy this, wc have listed the main
¥ issues in the form ofiquestions and answers. *

t. Haw should qmllgatton be administered? ?culxy are divided
aboug who should administer evaluations. One quarfer believe faculty
should not adrginister, form® to their ow?classcs while 40 percent
helieve xhcy should. More than half x' aculty want to implement
evaluation early i¥f the kgxcs(cr so results can be used to improve the

)~ same clggses. Despite facult&:mplamts about saturation, nearly half
the faculxy want clages gvallated gvery semester, and another third
want it dfery gther term. Further st&for evaluation is provided by

) the fact that one quarter of thé faculty Want every single class to evalu-

at®them, while another 40 percent want at least two or three classés to
do‘so (nggmal tegching load ffour or five classes per semester depend-"-

8 ing on credit hours). The cpnclusion from these responses is that fac-
uly do want students to evaluate them regularly and frequently, much

§ moje regularly and frequently than the committee had assumed.

2. Whe should obtain evaluation results and how should these
bg presented? It must be remembered that, although Oakton js no
longer on a merit evaluation system. feelings ran high during the time
the systerm was in effect and residues of bad feeling undoubtedly
remain. Recalling the sometimes bitter complaints about subjectivity
in merit ratings, the committee was surprised that three quarters of the

' faculty believe results of their evaluation should be made available to:
their clus(cr deans (their immediate supervisors). Less than a third be-

~ Yeve gesults should go tolgm dents, and only 11 percent believe they
s shquld go to other faculty in the pa‘avcragc scores for thg entire




facn:}ty and for each imcrd&ipliﬁaty cluster have been calculated and -
cacK person could compare, his or_her score with these group $cores. o
Faculty did not find these group averages helpful: however. mare than -
half tHe' facul(y believed comaring. their individual scores to group O
« - rankings fos.those teaching the same course Fnd. for those in (hr same
djscipline would be helpful. = . % V¥ e
‘ 3. Can wudent: adequat aliate facalt)’ Surpnsmgly R
1 three quarters of t respondents 3 d that studenys know whether = .~
~ or not:they have been effcﬁnr teaeh and only ‘five percem dis--. -
agreed with thisrAgain it must be red at some nonresppidents . - -
were strofgly. agﬁmzn sud.tm‘ cvaluatidl hopmclsc grounds. dxac" el
students couldi not judge teaching; the 118 grement noted: ')cze Is ~ .
prohabh amﬂcnalh mﬂa{cd-:b‘s (he non '

ﬁhhs of the facy
4. What
% onstrated” surpr

books asstgnm( nts, ted
s(m(mrs demonstratad
most indicated that cigl
than ebjecpive sectinpsy
supported some wayv 3ty
writng then :)Mya(kl 1(;0.:’,

» a1
pre putd questions.~ 0 0%

' uf%uonnalre Fm\ﬂj\( Tac_
.‘d'dllllni{ qu&lmnmr 2.

SRR N )
Inswn faculty smn);,l; sapporte -d (h(' pracuu‘ qfs(udc'm nal
;u‘mm'md« ¢ d their support was greater thanhad’ b;‘en;x)_ig:tcd Dis-
agreement. \uhrr( ILeXins; ui&’ probably be ae mmmnddtfd through a- ‘("‘
» e xlhlm)\u . such s one meiwineh u.sludlwn n(ﬂ’i not, be required Tk
caph s cyger, but Those Lac ulty desihage ie ¢an. re(lutsrn )
, . \h; the spport for de g1 nmg‘gviluyu)g#esuhs‘ We
may su SCpC ral reasong Figst” the deans” job dNn 16N SUEESSCS
that 4 ©> X){]\Ihl“ for &clping faculty improve L reir teaching
effec uﬂ(l('\s nnote done unle sdcansghave! I()m‘y)llon o
howhbhg are, pe rf"n;’md how studengs are fraumg tofhem. N
onger: abbursplu y safavies. deans mn&\lcw(d' by fag ully as Iess
3 able to impose punaishment. ‘thi helpful Ygects of déans’ fﬁ()omnb;ll
“dics mal - mare salicnt Secopd e may be that fdg}ﬂq awa
others, itgompetendies and theit®Mesire to weed out bad’ a[xh-sagcncr

*ates apprmal for s «mhhr)q .ulmnwmuns to do s 4 mever,
. thisis probably the ogonly .L&h fac jceTns iu '
generally ove tride the desive o ‘mnnm neo Y Ls
. A
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facnltyhay*xltvethﬁtnhne : b o
. abosit’ their subordinages™ pq-fonmnpe and tlut
. &cqpcofuiormamnmthnsprocep
n o psi gu;delma mgzrdmg»the ontent and aﬂmmlstnuon o
-auden vilusyi 1hould bemabb:ﬁcd but- faculty members want . Lo
. Dexibility i what ucrm ‘ars on the :hsenrmmt the ummg of impic L
mcmanoﬁ*jnd the&equcncyof evalua-uonsx N .

o7 ;,Smdcml arainet a‘fng for access. 10 cvaluauon dat. and fac-»
- ulty dondk support their obtammg them. Ther¢ geems to be litle point
| in trying to ate itmerest where there ‘is ‘nori¢ and where conﬂnc{ .
may result. no'evidenceé wo-explain ~why students are not\re
questingrhefresult of evaluationProbably the fact that they do e
see results cogtributey gp cheir curreng.dmmeres( g \ A
. 'thtvaluu:on resudtstdn be |¢std by individual fgcn,lty SRR
'hncudn with aeam snd other mdxmj% lcachmg the same cou &u o
' xmpro?eﬁu‘t*s and instrudion: Comparu-ons can be made of collvses -
 that appca;to.bc,pamcﬁarly difficaht e m,'lch such. asdrv:lbpmcn}al
* courses, \@ dgcrmlhc ;bcgp&t fecuvc’atathm any lqammg straté .
' _.v,gu-s th more flexi llly in t 1gn andﬁ.dm nistration;of :vahu'i
- tiom, parucd‘lu\cou ‘or dnab%ncs maa/bctg%'?ed %wnd atgen: 145 7
_ tion in a given, néemgcr Facultf cotild be'encourage 10 ¥y innpvatiye. [t e
.- approachey s aluaum TS mdvtmrk tradmonal B
" sayles. ;
! ’ Although thc qyﬂon of tcm"lmo.logy waano( gﬂdﬂ% rﬁ(}u‘ o
" study. we m(ﬁn}nﬂid 2t the wor lwghion w1t.h 10,dgmcmal im:
»plications: be replaced pinidiiahen referring 1o Phe sassessmer
- process. The notlon of evdliation necdﬁ be rtplacrﬁ i
- of a mutuai Yearni prot‘cd’ in which' student - and tgaichéf""
“engaged. Then'if the dean can l’ perceived as one aclhqtes O
munication betw“n:‘wcﬂhu an tructors, his ey pargpclpau%,
in cnhancing’nstmcuongj qu Sl be p!'rcelvcd as a uﬁqﬁqﬂ d.;" :
naturgl phenomenon. - ' :
Finally. we reiterate dhat. (h bjf(‘ll\es of cﬁluaw)n ne& mbe ¢
clarified Yefore aay ms;rurhem w:ll {e accgprable to fac.t'y apd t 'ht :
in.no case is it rea.\on to ex at al Culty wxll,appu')v&;of_-
‘value studeny cvalu ion. %‘ ve fa l gﬁ‘mljom.)gol comimiiitty
_college instryctors ﬁ ed about t n‘.’kuhmg )ad given: an
s oppor(unwy to- shapc (hc' metbod.s for evalujting chemselves in the 8,
classroom, " will: qpprt;lmt rh technique_for improving their own , .".
teachlng At our mstmg wﬁg student evalaation f’orms f'

’ﬂ '

? T 0




o 'fmm the. bouan up. Wty concerns. We believe ;ur
... end ptodnct will be more accepta more helpful to facuity than
Can tmymed qucmonnmrc Faculty are concerned about guality in-

» lu'uttnon mmmnons must be willing to mppon the qucst to improve .

i
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the dynamics of
collective bargaining:
challenge of the future

B ‘hanna weston
, | ~ charles nddler
sarah klinefelter

) The development and growth of co,munity colleges and the increas-
ing challenges tq traditional governance patternsdaave changed ghe
landscape of higfier education greatly in cthe lagt ten years.New organi-
zational models have had a particular challeng® in taling hold in two-
year colleges because of their lack of tradition. The issue of governance
was raised in the 1960s because of the expansion and then rapid ught
eniing of funds, because 8f agministrative styles imported inappropri-
ately from other educatigpal contexts, and because of a growing neces-
sity to build a%onsens dec‘o became tougher. All of this was
intensified by the inflationary s d, in sgates now, legisla-
tively endomed collective r employees i @ pablic sector.

; Collective bargaig among academicl—both faculsy and
administrasors — has not casy or ¢ rtable. Professional educa
oh IZ likely find thems@jves as adv es in a battle for control at
level. The irony is that most funding saurces, the real points

of power, are not local .and tend to be far remdved from the bargaining

New Directions for Communty Colleges. 24, 1978 Q1 g <@
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.- skirmmishes. The real issues often become clouded in battles for short-

. range goals; and, yet collective baygaining goes on and gai M\iﬁég,‘,.
adherents daily. The purpose of this chapter is to examine the &rtn e
status of the bargaining process, to assess that process, and to address
the long-range challenges-and implications of bargaining for twe-year

.. colleges. ‘

» ; malni _ i
status of collective hﬂﬂwg \: ¢

Though the rate of giowth has slowed slightly in the last two

s years, new enabling legigiptioh continues to increase the pool of those
legally able to bargain collectively;-and faculties seize the opportunity.
Since 1975 (Sumger, “1975). four states have passed laws ing

» collective bargadning for two-ycar colleges, among them ia”
(1976). where already in 98 community colleges there are 25 bargaip-=
ing units representing 37 campuses, and lowa (1975) where there are
11 new pnits covering 16 of 22 campuses. Two-ye llege faculties
are now representeg by 220 bargaining agents (up'Trom 167 in 1975)
on at least 326 cam (up from 242 in 1975). During 1977 (Direc-
tory of Bargaiming Agents, 1977), at least 13,408 facaliy joined those
already organized, Wringing the total bargaining in twe-year insticu-
tions to at least 51.430. Of these new members, approximately 12,200
are from California (Garbarino and Lawler, 1978).

Nor is the trend likely to halt or reverse itself. Only twenty-six of
the states now have enabling legislation, and faculty unions have made
more or less strenuous efforts in almost all states to pass legislation
where it does not yet exist. The goals and lobbying intentions of other

t‘ public employee unions. even when the groups are not formally allied,
are often the same. The legislative Battles in some large states ha
been heated. especially in Ohio, Indiana. and Nlinois. When ghe gteat
junsdictional battles between AFT and NEA are resolved in New York
and California, probably in the next two years, resources ig both orga:
nizations will be freed up to lobby and organise in other states, At the
same time the NEA has begun to work for 3 federal collective bargain-
ing law. Meanwhile. the nvalry between, the organizations intensifies
the organizing effort and focuses faculty attention. R

' . In addition. conditions in the economy and within the schools

themselves that encourage unionization are not likely to abate. Contin-
~uing inflation. sh‘king treasuries. and the nising concern for ac-
éountability that ac®ompanies dedlining budgets are putting increas-
ing pressure on commuaity college administratars and faculties. If on
top of these conditions efirollments decline in she 1980s, more faculties

$ill very likely organize to protect their jobs. T .
Tbﬁpvisiorbof a mechanism [rr dealing with the unavoidable

° .
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facus of life in the 19808 is of the many gec - roles of a con-
structive administration-facufty union relatio ar too often,

however. the adversarid selationship is acrimonious instead of cooper-

atiwe. and mutual interests are buried under suspicion and recrimination.

In the following pages we shall trace the ible development

of a collective bargaining relationship from its ings in fear and

Hostility thremgh the first contract. Then we will eliborate upon the

varjous likely outcomes of that first contsact. Finally we will illustrate

the apprapriateness of a more mature collective bargaining relation-

y -ship@pr mecting a likely crisis of the 1980s and explain some of the fac-
tors that will make such a relationship possible. '

development of a bargaining relatipnship
: .
Regardless wf the many varied arcumstances on a particular
~campus lha‘-lcad to the organization gf a faculty union. it s likely that
the two partrees will share a certain psvchological set with their peers on
other cL\puses once the faculty organizes. The human landscape has
changed. A new power center has been established thag threatens the
uneasy coopetation between the public board and (g administration
in directing the school. New pressures are placed 8n the admingstra-
tigh. which until now was p‘)bably hierarchical but with independent
spheres of power acguing to its members. A large, unanswered ques- |
tion is whether this ngw power center will be congained. will be inte-
¢ grated into the existing power structure. of will uteerly overwhelm the
traditional power structure. Neither party can yet know the answer.
and it is possible that neither evegggnows which outcome it prefers. Yet
tiye relationship must go forward. .«
Meanwhile. the very process of organization itself may well pre-
ispose the early dealings of the parties and shape the eventual rela-
tionship. People are creatures of habit. and they are happier with the
known than with the unknown; so it is with school administrators and
faculty members. For a faculty to h'\‘c overcome its habinual prefer-
ence for the known #nd comfortable 1o the extent necessary to organize
and achieve legal recognition can only be gaterpreted by the adminis-*
tration as the result of discontent. either witl’. specific actions or with
the entire power structure of the institution. The mere fact of prgani-
zagon is ghus read by the %miinmration as a challenge to its authority
and its past actions. The very possibility of a master contgact where
there was none is viewed by'The administration @a potential loss. and
thus a union Mctory. regardless of its congent. l("ill n be argued here &
th® this is mot a plausible and appropriate interpretation. but this
response may be less than consuctive. Whengghallenged. institytions

and individuals defend themselves: in' the process they may loek therg:
-
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The aims anditactics of the anion ate unknown to the ad'mxs—
' < tration beypnd what tge grapevine on their own or other campuses may
1 have pased on. The Wnknown is feared. At best, the claims of the
. union can only be perceived as tending to undermine administrative
authority; at wors. (hey are seen as wending to shift authority, or sig-
nificant portions of it, away from the administration and w the fac-
ulty, The resmlt in gither"case is seen as a narrowing of ‘optiogffor ad-
ministzagjve action. Ultimately the process is seen as leading g0 a reduc-
the very reason for being thag sustains the administsmtion and .
of itself. Self-critical as an inistgration may be, it must st
believe in itself. its mission, and :kcc om the campus. It believes in
its own informagion systems, its administrative h:crarchy and its own

g broad view of msmlmgnal needs. Further, it is certain that the admin- -

istrative view is broader and more comprehensivk (han 2t of a single
part of the instRution, the faculty. «
For their part, the faculty often challenge the admimsmmon s

view of its role. The process of union organization and lbe"frequent e

. of an organizing issue result in the focusing of all dissatis{actigns on a
tpeclﬁc source, the ‘drmmstrauon and the vcsunfof hape for solu-’
tions in a specific agency. the union. The union and its Ieadcrshnp
focus all aspirations on a single process. collective bargaining, and jm
one inirument. the contract. Thus the negotiation of the first con- ~
tract by inexperienced parties on both sides of 'be‘tuy‘——isv seen by |
the union as the ocrasion for-the redress of all accumulated grievances.
At the same time it is seen by the a:i?is(ra(ion as the time gghold the
line, and to give away as little as possible. Negotiations may very
quickly become a test of strength® The: uﬁ:m is determined to wrestle
concessians from what it sees as an unwilfng administratfign while the -
administration fights what it sees as a usurpation of power. The union
insists; the administration resists. Sides are drawn and colleagues
become adversaries, often antagonistic ones. While this may be a posi-
tioa both parties wish to avoid, the iniial cxpcct‘a(ions d fear, agwell

the bargaining itself. may propel things in that dn tion. Fzy »

. the bargaining rtlylonshlp the parties are inclined to see the contract
®%nd the bargaining that precedes it as a means of adjusting (h(’pmer
relationship between them.

Yet the fact is that the collective bargaining process, despnc all
expectations to the contrary. 18 a very conservative processgWhether
disagreements about the terms affthe contract are resglved via the deci-

. sions of labor courts as in Nebraska. nonbinding fact finding as in
California, binding arbitration as in lowa. or by, wrikes. study of the . v
contracts reveals that the terms of collective bargaining agreements are ' .

Ve T 3
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taady far &maamcm ptacuc;at public- moycax colltga-.’l'hc
majpe changes lic jn the modifieation of practice, quantification of

* expectations. formalizadon of gricvance procedures, and uniform and ’
m&mm{m Thesa changes, chmpaun.as(hcydopas
“informal practices and ‘procedures. may-actually’ “cdlie Yo a 10
f; as morg restrictive than previous pragtices. Yet they e
ﬁ:‘l:a for while faculty may not seek prmlcge nelther may FY
ministration offer it.

This kind of change daggmot in itself rcpresc a major ttahgn
ment of real power. Yet administrations tend rfo view it as such, for
every change won by the union appears to be a loss and is viewed by the
union as a victory. To win in any givensituation, the union has mere
to get somethigg more dr differént from what previously existed or was
offered. More for the umon means less — at leag.symbolically — for the -
administration. -

On the‘other hand. the union members. with thetr initial hngh .
expectations and traditonal bargaining strategy of asking three times '
what they expect to get. may not share the admlr&uauon s view that -
they have 'won. And the real disappointmens may come when ¢
administration publishes work rujgs or guidelines for implementing \ -
clements of the contract. Work rujes are essential for the administra-
tion's tonsistent and fais interpretation of the contract. but they are
ofteny not an¥cipated by inexperienced faculty umions, In one lowa

munity college tf first basgaining team refus®d o cooperate in
(hc development of work rules. little realizing that this was the way the
ntract would most immediately affect daily life, on the campus.

rulcs. often a sburce of gyeat frus(rauon 1@ the faculty. can be a
real gain for the administrati Umomzauon has provided a means of
estahlishing more discipline of the faculty” . I

However, a real potential dagger of unionization to the ingffgu- :
tion is ggldom perceived by either inexperienced faculty or administra-
tion in ghe carly dayg of a collective, bargaining relation$hip. Even,
whiile 2 ¢ Iact may bring ligtle change@in current gractice, the possi-
bilities fo{ fature change may indeed be limited by the existenge of a-
negotiatign coffact. This is why we call the procels a conxa(ive
one. liangc is most gften initiated by the administration. u‘aally in

-

to outside fortes to which they must be more rc.sponswc than

Y facul Il change$ make new demands on faculty and require modi-
" fication of Wrhavior and work habits. As a result. most change is resise
ed bré"cul(ks @ lcast initially. Organization of the f3culty provides a |

ism With which to resist the changes it sees as contrary to its

jnterest Tlys in turn, reduces administrative flexibility. Thus, While ,

K crcaun@htﬂc few, a contfact may become an instrument for pfevent- = .
.-1ng the. new. ' :

.',1"0 ' ‘9”
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.~ However. ilgre can be gains even here. Th¥ administration ean
find it very useful 10 have a “voice of the faculty” to speak with. gather
than many voices or none at all. Attseveral lowa comgunity colleges
“meet and confer” committees meet regularly to communicate on what

. . . ) . v
, 1s on their minds even things unrelated yo the contract. In these

forugns the administration can test the waters and buidd support for
change without either threatengng the faculey os making unilateral
pm‘nounccmcn(s. Through them it%as an avenue of communication
with the faculty through the union cognmunrkation and committee
systern. On their side, the faculty canMalk with the administration
about its comcerns. Requested to respond . the faculty is encouraged to
explain.its own desires and fieeds. and work toward satisfying themin a
more ;sysu'matic and effective manner. While tgse mmmur.\i(’;nions
are outside: the sphere of the contract. they are brought™nto Being
by the dvnamic of the broader bargaining relationship ‘a‘ can case
the incvitable stress of change. whether it directly affects the contract
ornot. - .. )
Remembered staff reductions. actual ones. or ones’only imag-

ined produce some ofghe most acriminious bargaining. &et even here.

where faculties are @ogt threatened, mature bargaining can continue
to reducqthe in(-\'itmlcmiun\ the situatiom produces. Faculty rarely
believe 1&urnun;in force are necessary. and so trv to negotiate proce-
dures that in effect prevent them from happening. Boards and admin-
istrations. on the other hand. insist upon maximum flexibility to;r
exernalPfinandal pressures. Forced to negotiate. faculty may Hisist

. . . . [4
upon the Tavofl criterion it sees as provuding maxithum  secunty

aight semonty, while adminmistratiog argues for criteria it *s as pro-
aing the mest 1itude  quabfication, conmpetency, and ability. Each
fears the other’s posttion as allowing the arbitrary exercise of power.
Arbitrators in fowa have tended o reject both 8f these extreme posi-
tions T faculty sees such terms as leaving the .uim'irﬁlrlunn free to
pick and choose . perhaps the most active umon, megbers: and the
administration sees its hands as absolutely tied®with respect to its tnst:-
tutiomal or programatk necessity. As the paftics bargain @hey arrive at
proerdures designed o protect both job and security and instivutional
intrests. T he outcome is usually an agreement that guarantees notie
of an impending reduction. assumessthe comsideration of various :[x
aific facto® such as part ume or tyil time contraces. peniority, quahfi-

~sations and_competency, and grangs eertain rights, such as & right 1o

segall or nght of teview Both aides lose. compated to where they began:
faculties @ccept Livolts. yet hc-le to d«-u-n“g\r the (nterta and proce
dures, whrle admimistrations accept Limitations on whom they may

terminate and on the pnm-dwc: they ety Use . ' Ao
In one college in lowa this year, notice was giverron Dew'nbﬂ 1.
-,‘ 1 (RN . ., K
. o, s .
. -
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the existence of §u1ngent layoff critedfa that the administration feared
they could- not meet led them to arrive .at the altefnative-cost-saving -

. dev!ce of reducmg contract length by mutual _agreement instead of

'termmaung any faculty members. Finally, the channel of commumica-

tion provnded by the negotiations led to miutual agreement on the

. protection of seniority, sick leave, and: other contracted rights for those .

whose contracts were reduced. This ‘event was not without rancor, but-

it was a process with parameters and responsnble spokespersons

.that‘the very exi
" review js actua

' 1nsmuuon In fact, it could be

ThrOugh the contract and the communications channel establlshed by
negouauons both jobs and money were saved. o v
" This resolution, it is to’ be noted, was arrived at without

) recourse to exte ernal decision makmgor appeal there were no lawsuits,
* no- arbitration; and no prohibited. practlce charges filed with the

Public. Employh}Reiauons Board. In fact, it appears to be the case
@é of these outside decision makers arid the nght of
"&A Incentive to. resolvc problems vmhln lnstltutlons,
because both pames have reason to fear solutions lmposed by individ-’

uals or agencies who are not fami ar with the mores and néeds of the
ed that one of the thmgs that ~
assures successful -barganmng is angeffective interest and grievance-
resolution system, ~ L :

re collective bargaining :

The larger framework -of the collecuve bargammg law and its
implementing agencies is just one of the factors that can affect the col-
lective bargaining relauonshlp The quahty of the negotiations them- .
selves is a vital factor in shaplng the relationship.' Mature bargaining~

-should be direct, honest, serious, and mutual. It should deal with real,

not phantom issues. It must represent a genuine exchange of 1deas,

problems, interests, and needs. The parties must deal with one anoth
er, not stereotypes; they must listen'to one another, not dismiss what

.the other says as empty rhetoric. In this kind of exchange the real prob-
lems will be faced, truly workKable solutions will be arrived at and’ they .

will'be couched i Jn language that is enforceable. As a result of this kind'”
of negotlauon the parties can build-a relauonshlp ‘of trust that will be -
carried into future dealings with one another, and they will arrive at a

- " contract, that will carry fewer implementation problems and thus fewer

causes of friction. If olfe or both sides see the negotlatlons' table as
merely a place to score on the other—to “hold the line,” or “push them
to the wall”—they may indee® end with a-contract but not with an

' agreement. ”

For successful bargalmng to take place, another set of condl—

‘
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tions is important. The spokespeople for both sides must be reliable
and trustworthy. They must have above all the trust and‘confidence of
their own sides. Having this, they w;ll be able to follow words with deeds
and'win the trust of the other side. A faculty spokesman who does riot
speak for the faculty will not be taken seriously, and should not be, any
more than will the.administration spokesman who reverses himiself or
herself at the next meeting Both parties must do%their hamework,
Wthh involves achlevmg i consensus among their members. -
This homgwork i is usually more difficult for the faculty. whlch is
probably less expénenced in working as a group, and which may -be
divided along campus, discipline, or vocational:liberal arts lines. Thls
inexperience may make it more difficult for them to reach conschus
and to invest conﬁdence in its leadérship. To woo their variaus consti-
tuents and to prove’ their mettle, the faculty negotiators may l'eel
_ forced to be more militant than they migh l’gthcrw:se be. This stance
may convince the administration of what jifears, that it is facing a
"group of wild-eyed. radicals, but the’ m%[ ricy may attually reflect
uncertainty, or political needs wnthm’; lty more than hosullty

_ toward the administration.

An administration may be tempted to adopt a ‘divide and
conquer barganmng strategy if it suspects divisions Within the faculty,
but in the.long run such a strategy will 6nly Jusul'y and reinforce mili-
“tancy! For the mature productive bargaining . needed to face /lhe
‘Riture, united, ‘confident parties ace essential. Both are then able to
bafgaﬁ; instead’of wasting time and energy bn posturing ta score pub
lic relatibns points. - 7 - ' ;

Some schools have succgssfully used outside consultams in their
baggaining, otHers, haVe not. Sincé fatulties. mast 6ften bargain for

themseﬁfcs“. they tend td’resepy the use of pros " whom they fear will try

" to swémp thém with- procedural t,ncks lnstcad of meeting their con-

cerns. Yet professioria] negotiators can sometimes move boards of
. directors more successfully“than local administrators. and can deflect

. some of the hostility produced by negouaﬂons away from the adminis-

“tration to themselves. Singé the union usually has outside staff support,

us staff can llkemse either facilitate a-constructlve relauonshlp or’ play
toughemng role. .- .

living with a co’ntract

- Finally, the real test ol' a collective barganmng relationship is in

the quallty of.the contract, and in the living with it. .Well-bargained

" contracts must be understandable,,’tnforccable have a minimum

of causes of friction, and have clearcut procédures for resolvmg dif-
fcrences that do arise. Appropnate procedures are those that protect

) , . © a4 . Y .
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- both sides and pravide for resolving differences in ways in which both

+ .  sides can have confidence. In this process, nothg so quickly erodes _.
trust as the exploitation of procedural niceties in order to avoid coming- -
to grips with a specific problem. Procedures should be the means for ~

., . resolving probkms not for avoiding them, and not an end in them-

selves.
Contracts are made to be rmplementcd by admrmstrauons and
v enforced by faculties. Administrators who do not fear to admrrirster are
respcctcd if they follow the rules, as-are faculty members who i{
grievances when aﬁpropnatc A mature and constructive collect
bargaining relationship should provrdc for foreknowledge and stability -
of sxpectation on both sides-throufgh a sharing of decision making. If

“trust and confidence grow as'a result of trustworthy performance and

greater communication, a mutual relaxation of rules — leaving the con-:

tract silent on certain points — m¥y be possrble to th@probable relief of

both pames .

It is possrble. where there is a mature bargarmng reladonshlp
. to see the contract as a truly mutual instrument, a living agreement,
growing and chahglng over time, and serving the interests of both*
parties. The genuine collective bargaining that is possrble once early
posturing, fears: and exaggerated expectations have been overcome
can result in a contract that anticipates institutional problems and
establishes procedures for dealing with them: The whole institution
will be affected in the future by problems such as budget cuts or
retrenchment, so the establishment of a forum and procedure for . _
approaching them is to the advantage of both parties. It is our convic- <
tion that the existence of forums and procedures for arriving at
mutually satisfactory solutions can prevent the arbitrariness or appear-
ance of arbitrariness that-so alarms faculties. They can at the same
. .time geduce defensiveness of administrations and create an atmosphere.
% of more willing acceptana of unpopular though necessary actions.

o Colléctive bargaining is now a fact of life. The perceptions of
those invplved in the process are ei:olving The challenge of the bar-
gaining process js to use it as'a posmve force for the benefit of two-year
colleges and their service coristituencies. ¢
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Ieglttmacy and the promise
: of commumty colleges

myron a. mart-yv -

Ten years ago 2 studenf’ called to my attention an article on the con- »
. cepe of -legitimacy. Written by the distinguished economist Kenneth
Boulding and published in the Bell Felephone Magazine, the asticle
- applied this concept to corporations, but it striitk me then as being-
applicable to community colleges as well. I believe it still fits — byt with
a difference. The difference is that in 1968 community colleges were
" high- legmmcy institutions; today they are not. The reason, in my’
jdgment, is that the legitimacy-conferring forces of a decadc ago .
‘Rave, for the most part, dissipated or disintegrated.
Legitimacy, as Boulding character¥tes it, has both internal and
: extemal aspects. Internal legitimacy, he says, is roughly equ:valcqt to
morale or perve. It grows out of the conviction of the principals in an
institution that their activities are necessary and worthy. It is a sense of,
- inner juniﬁcation without which action is paralyzed. External legiti
macy is the conviction on the part of those outside of the institution,
but near to it, that the mission and work of the institution are necessary
" and effective. Internal and external legitimacy support each other, of
course, and one will collapse without the other.
) Boulding identifies seven main sources of legitimacy:
1 Ponuve payoffs. Thex' he.says, may be surpmmgly unim-
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~_ yean of community colleges? And the meager libraries and fifteen fac-
a\ ulty members packed into'a mobile home made into an office?
o 3. Age. Because both newness and anuqu.ny confer legitimacy,
: there is often asag in middle age. -
. 4. Mystery and secrecy. alltheanrawmcf&ﬁz;glum
wrap around the “communky c movement”; and’look mys-. |

tiques that have come and

objectives, accountability, man
for example. Mystiques still
model suggests, they ital

14

t by objectives, and “planning,”
. of coursé, and as this legitimacy.

5. Symbols, rituals, and other specialized communicators of
legitimacy. New buildings, often on magnificent campuses, have been
the maig leglumacy conferring symbols of community colleges.

© 6. Amociation with other legitimacies. Community colldges could
share in’ the higher education boom of bygone years without being a

~ threat.to anyone. With dollars and bodies to sparé, othes msu(uuons
were pleased to skim off what they wanted and, wnh a rapectful wave, -

\_J leave therest 50 commumg colleges.

- 7. Expectations fyffilled or disappointed. Succes bpeeds suc-
cess. Dlsappomtmcm if it does not destroy, can cause an individual or
institution to dig i in, totry harder. If the causes of failure are known and
the respurdes for removing therp available, Wal}t till next year!” is a

‘ forfnlplﬁe watd’lword

) -e‘enamm A

™ . A decade ago legnfmacy ran high, and for good reason. The
payofﬁ at least of the short-term variety, were impressive. Sacrifice -
was almost welcomed; students, faculties, and adminlstrators bore in-
convenience cheerfully, knowing that better days were ahead. A look
out the window at the rising bricks was sufficient to confirm this knowl-
adge. The symbolic value of the new buildings was enormous. Many
things were new: faces, committees, programs, problems, and chal-
lenges, fo say nothing of books and equipment. Mystiques, too, boosted
legitimacy. So what if many of them proyed to be, like Kleenex, dispos-
\ able. There were more in the box. And community colleges were really
finding a niche inhigher educagion. Articulation agreements and trans-
fer arrangements, worked out amicably, were remnng qupon
from uate legislatures, advisory boards, and community orgamuuons

10:- - o.
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* -. eax refiremda ind bond issues. Soya’mall was the sense of fulfill- .
' mthuhemvanonecd&xukmvledm exphmmga\nydn—
o W ¢
' Whatnldtofthsedays?‘ﬁleumntodmthatwemakca
- differencyin the lives-of our students. Havmgknownthefztyean%
dlelnnonaatthebtgmmng willmgrutosaomﬂcconccpgmnu
-rare. Middle- agchghasoomecarly =0
‘ Se&rﬂmxbmthumchandmnthnthaemsdﬂ
that seem te work, né\ndcaycuobc(md ncw things yet to be
. Baut them’quuc box is nearing emptiness, and most of us are
lkepucal of what remains in it. New t!nngs today must prove themr ~ =~
selves. Litte is taken on faich alone.” « .
. . . _As competition with other colleges gd universities increases
and thcu' own serise of legitimacy slips, we derive little support from
" them it our legitimacy quest. Statg kgulatures furthermore, have
hesitated on fundigg, advisory boards have atrophlcd community .
ofginizations are themselyes in trouble, and voters are reluctant to
) panvmh another dime.
- So what have we come to expect? Decline, diminishing resoyrces, -
+ and dnappomtmem Legitimacy 8 in a tailspin. Those who have not

: yetexpatnccdthc cdmgdmcmtphavcsonmhmgwlookforwardto

3 - i
. responses

\_

Of course the loss of Icgmmacy lt is tough to hccp strug-
glirig without it. Perhaps the motivari n;da abilities of ¢ unity col-

lege studefits is in an accelerating decliné; or perhaps it afly seems that
way. Perhaps institutional support fot“difficult cndet has dimin-
ished; or perhaps it only seems that way. Perhaps the'community's in-
“terest and confidence in our efforts is lost; or perhaps it  only seerhs that
way. What does it matter if our perceptions do not coincide with
mhty since we tend to be guided by our perceptions.

Faculty members respond to the legitimacy crisén one of three
general ways or in combinations thereof. Some hardy spmu carffyonas .
if nothing has'changed (and perhaps in some places it had not). The
more. disillusioned drift into isolation, teaching tfir classes somewhat
perfuaktorily and cngagmg‘tcnuelvcs only minimally in the life of
their colleges. Their kicks come in the moonlight. And some — whether
*y are the more dwllusnoned ofr the less I cannot say—turn to collec-
~ tive bargaining. !

' * If we acknowledge that in many situations there is o alterna-
tive to collective bargaining, we should acknowledge that such bargam
ing not only does little to enhance an institution’ s sense of legitimacy, it
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also plays into the hands of bclc;gucrcd administrators and misguided
* boards, whose“response to the same set of problems faced by faculty
-~ members is {0 scandardize, ilgidify. concentrate power, centralize deci-
. * sion making. call for increased productivity..and demand efficiency.

o It is not uncommon for a new board or a2 new adminissration —

one that feels the obligation to “straighten out the'mess it has inherited.”
- - to be indifferent to tradition and insensitive to the legitimacies that
have been builtup-through the years. And so they treat their fragile in-
stitutions much likethe taker treats thdvaken in a corporate vake-over —
and legitimacy declines further.

the future N

~ In these circumstances it is easy for basic educational questions
to be shunted aside. Where in wrangle-wracked institutions does one
find discussion of ways to recover lost lcgmmacncs or to establish new
ones: How much attention. is given, fo mple, to the problem of
shaping wavs to produce enlightenied. 3ensitive. critically aware citizens?
That would be a quest for 4 long-term positive payoff. Who has askcd
candidly whether perhaps we hawgoversold ourselves on such short-term
payoffs as entry-level jobs without dnsungunshmg b’tvyccn ajob, a
career. and a life? '

And.who has come to gnp§.v~|(h the necessity of finding legiti-
macy- confcrnng ways ‘of copmg with the “new age of sacrifice” that
seems to lie ahead? Where is the evidence that community collcgcs‘
have taken steps to'd 7th the early afrival of middle age? Who has
found ways to show that disappoimmems ¢an lay the foundation for, .

New missions? .-
Answers to these questipns do exist. Evidence oftthat is found in
) the ardles in this issue. As long as there is such evidénce. the

promise of commumty colleges, tarnished though it may be, still sur-
vives. But those who have shared the hope in that promise have reason
to be worried. Without a rencwed sense of legmmacy new missions are
temporary palliativ¥s:
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« Because the scope of this issue of New Directions tends to reflect the
divergent attitudes and concerns of faculty. it is difficult to compre-
hensively coves further sources of information for any of the topics: In
many cases, thesé divérse topics of concern to faculty have been the

* focus of previous issues ew Directions, in which case these would
provide a wealth of igf a,ion for those interested in nfbre intensive
research. .\ o™

= ’ ) ' '
- new missions

2

The ¢hanging tides of society in general and the concomitant

- changes in education probably imp2et community colleges sooner than
@y other t of the educational system. Casey (1976) examines
¢some of the trends and directions for the community colleges) sug-

gesting the for a redefhition of ihi(utional goals. He also feels - .

that alternative instructional Jechniques, media, and personnel will be

required.

The formulatiorr of a'mission phi y is the cornerstone of
y attempt to redefine the direction of a collgge. It js a complex and

i t task, especially ip light of the variety of educational needs.and

political sentiment extant ih most college communities. Procedures for
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goal setting and definitions for Yritical terms such as mission, goals, -

objectives, priorities, role, and scope are presented by Lenping and -
. Micek'(1976), The need for concrete guidelinés apd alternative strate- =

L ‘gies for detérmining goals and translating the goals into specifigiobjec-

" tives is strongly emphasized. . e v «
oo Of course, one of the main difficulties in developing a mission
statement is that the ‘community college is called upon to address such
azdt range of educational tasks. The typical comprehensive college
encompasses transfer education. terminal education, general educa-

tiorr, occupational education, adult education, developmental educa- -

: _ tion, community services, and guidance. Yelvington (1975) points out

= -that these term{ tmio be vague and often”overlap one anétber. He
stresses that emphasizing the interrelatedness of the institutional func-

“tions will enhance communications within the college, leading 10 moré

imstitutional cohetence. |, - - )
" Poo 1977) ascr’that comhmunity colleges fall short of
expectations far thetg, not by design, but by lack of design. A number

of the critical areas shay must be attended toif schools hope to succeed®

. in their intended missions are' discussed.

b ' A wide range of problems involved in the changing r8le of the
community &bllege is discussed by leading community college authori-
ties (Delgrosso and Allan, {1977]). Some of the issues covered are fac-
ulty members’ perception of themselves: respansiveness to community
needs: faculty development; cooperative education; barriers to instruc-
tional change: and the past, present, and future roles of the commu-
nity college. . .

Hagerstown Junior.College has adjusted iss curriculum to meet

. the needs of its constituents (Parsons, 1976). Their program for meet-
ing the needs of the “new students™ is particularly interesting.

The issue of the new students is further developed by Cross

(1976). as she examines the faculty response to teaching the poorly pge-

pared student. Cross predicts massive changes in instructional delivery,

grading. and scheduling. as well as a major role change for college

v teachers, wherein they will become-as skilled in pedagogical diagnosis
as they are now skilled in their disciplines. Along these samcglge;,/
Young (1977) quesgions the lack of @ “human dimension” in highe

p " edugation ag the system becomes more cfficient.

: One of the variables that will influence the direty
community college movement is faculty attitudes toward various goals.
Weddington (1975) and Cohen and‘Brawer (1977) examine faculty
attitudes and values. .

+ Tighe (1977) provides a mission lt'atcmcnkr?a(ionalc. curricu-
_lum. and sitaff development plan for a ljberal edufation progra?n in
?}/o-ycar colleges. Gojlattscheck and otheys (1976) offer a source book

( {
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_ M 'llnng to bécom¢ more eommupty onemed. a wask
- hmwkmﬁuwngndm,urmﬂgu.

Regders ‘who enjoyed Shugtky's article on the dhnm atmo- -
q:l:atmhgbaedmmqahoﬁndﬂandkmans(lms)m- :
ment of the subject similarly to their liking. Those readers who desige
- further information oa rural colleges should peruse Nawjo County .
Conm College District: its History, Its Future, 1961-1985 (1976).

The New Dsrections is such-that virtually every publx
cation cogers an area that un}ﬁcuthefamltyaswellulh)colkgu

L8 ‘ :
\ : ‘
“ \— ) mstru‘dioty_.l change

. / @ . . .

° As one would naturally cx&tt faculty, to be concerned with
teaching, much of this issue covered new developments in fnstruc-
tion. rlier isswes of N rections have becn concerned with .
i iod— Garrison (1974), Voegel (1975), and Hammons (1977), 4
and they all contain valuable information dealing with the téaching-
%moceu particularly as it pertains to community colleges.

are many other sources for informatien on mstrucuonal
innovations. Bumns (1977) has compiled tweflty articles on a variety of
ingtructiohal i . and a Catalog of Exemplary Practices (1974) de- '
/ pribeg more than two hundred innovative and ithaginative c{:rograms .
'and practices in the twenty-eight community colleges in Flori .

For those vho want ta get a source for the recent literature in
community college instructiofyal mcthodology Berry (1978) reviews
the field from 1970-1977.

The trend toward individualized instruction seems to be gaining
momentum. Althoygh individualized instrucejonds usually haed as a

.catch-all phrase to describe a variety of approaches, most of them have _-~
a number of distintt chatacteristics. A sampling of these different
approaches is presented by Beyet (1976), Phillips (1977), Wade (1976)
and Weddington (1972). Independent studies, although sometimes

. thohghtofuanmnanuonforthencwuudenu is in most cases a
more tigorous course of study that requires highly internalized motiva- -
sion. Frazer (1975) describes the independent study program at Wau-
bonsee Community College and makes some recorfipendations bdpd
on their expenmce vgzh the program. -

-

AN

faculty and collective bargaining

Collective bargaining is a reality in community colleges, yet
there remains some question as to its effect on faculty. §.mst (1975) has
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- compiled a New Directﬁms devoted to collective bargaining, and it is

an excéllent source for further inquiry.
Scaller (1975) investigated the impact of unionigation on faculty \
in two-year colleges vn(h respect to compensation and workloads.
- While he found that unionization did not resalt in increased pay, it did
redu& teachmg load. Hence, he concludes that faculty are willing to
~ trade mlary gains for improved 'working: conditions, though it is prc‘
dicted that this situation wilkchange as the bargainigg process matures.’
Hansen and Petrizza(1976) present a case study examining fac-
ulty and administrative attitudes oward collectivé bargaining at&l
lege of DuPage (Illinois). Resultg indicate that both faculty and admin-
istrators are somewhat misinformed. As .a guide-to help community
college educators approach collectjve bargaining intelligently, Hanjdf®
(1977) reviews some of the myths: and problems of barg"hmg and
of{ers recommendatidns and guidelines. Howg (]977) attributes some
« very positive faculty ”d’tudc changes to the collective bargammﬁ pro-
cess. This document *may ke .comforting to thos¢ who are presently
engaged in heated negotiagions. :

-
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