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Editors Notes ' -

Nearly a decade ago and by an act of good fortune, I came to Washing-
" ton, D.C. and the National Endowment for the Humanities’ (NEH)
Ofﬁcc of Plannmg From this well-placed site, I see a stdaas' flow of pil-
grims performing the rites of a Washington passage. visits with their
congressmen and the appropriate federal agericies, such as NEH, short N
stops at the relevant association, and then excursions to.the Smithson- «
ian and other locales to pay homage

Shortly after arriving, I received several individuals from com-*
munity colleges. They’instructed me on the critical role their institu-

. tion's play in providing high-quality, low-cost’postsecandary education.
This servicg, they hastened to add, included the liberal arts.

Like Chaucer’s narrator in Tlxe Canterbury Tales, 1 played the role
of host. I listened intently, I made sure the pilgrims were comfortable, I
asked sympathetic yet probing questions. I knew these travelers pos-
sessed a wealth of information that rarely finds ltS way into periodical *
literature.

Among‘the visitors were a community college administrator, a
faculty memher, a representative from another government agencys
and a researcher. Their opinions, anécdotes, and statistical data per-
suaded me that I did not know anywhere near enough about these insti-
tutions. . .

I st confess that my conversion to their view did not occur

-with that visit." The visitors persuaded,me of my ignorance. I wanted to”
know more.

I recall thinking at the time that these individuals were wise to i
the ways of public policy. Their rhetoric was appealing, but I knew -
very little; in fact, I had not been to a community college othér than for
social visits when I was a student.

My site visits produced a furtlier confusion. When I was host, I
tended to listen, I closed my office door and asked for my calls to be

. held. On the campus, there was no such qunet dlalogue The colleges
, vibrated, the messages were as much nonverbal as verbal. Yet, energy
and rhetoric alone were still not all that persuasive. For one $o used to_

*

While the editor, of this volume directs the National Endowment for the
Rumanities’ research on conditions in the humanities, this volume does not necessarily
reflect the views of the agency and should not be taken to suggest current, past, or .
future directions in pohcy,or funding. .
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sheets of paper and quieter encounters; num})ers helped immeasur-
ably’ g
Let me cite the most recent American Council on Education sur-

, vey of four humanities disciplines—English and American literature,
history, modern languages, and philosophy — revealing the real stake X
this nation has in its community colleges as providers of liberal learningg

1. In the four disciplines, it is estimated that 21 million credit
hours were taken and, of these, 87 percent {nearly nine out
of every ten) were in the lower division or first two years of

college. ) - .

2. Of the approximatély 18 million lower-division credit hours,

- ; 7 million, or 40 percent, were taken at two-year colleges.

3. Specifically in English and American literature, nearly half _
of the 10.2 million lower-division credit hours were taken in
two-year colleges.

These numbers have a presence that rhetoric cannot achieve.

Rhetoric invites our fleeting attention; the foregoing statistics com-
mand more than a passing nod. But once.our attention is gained, what

" then? .

My hope here is that the concerned individual will be instructed
by the voices of experierice. These voices tell tales of the ourrent ways
in which community colleges gre providing services and offer adyice to
those seeking té(upgrade their approaches to liberal learning.

. Included here are accounts of the efforts of individuals and insti-
L tutions to serve liberal arts education. All share a belief that liberal
learring is important and that community colleges have a responsibil- -
ity to provide this form of education. R

What constitutes the liberal arts? Here, the authors, more often
than not, agree. The liberal arts encompass those inir(?ductory courses
in the basic disciplines— mathematics, natural and sdcial scienes, the
arts, and humanities— while embracing both substantive knowledge
and general skills and also serving to enlighten individuals’ pursuits.

What works? What is needed today? What are the inherent as 7
well as the contemporary impediments to liberal arts programs? These .
questions receive divergent answers. ’

The authors speak from their own experiences; chapters are not
limited to description. They are tales, then, in the best sense of the
term. Each conveys a set of facts, impressions, and values about liberal
learning. ' .
The first two chapters provide a context for those that follow.

Myr\on Marty’s chapter, “Mainstreams and Maelstroms,” reviews the

many institutiondl, financigl, and demographic forces — the maelstroms — -

challenging the established préctices, structures, and outlooks ~the
. x

N

-

ERIC N TV ~ N

Aruitoxt provided by Eic: .
P .




.

~ .
-

mainstream — of community colleges. Then, Jack Friedlander reviews

the extant data on students and their participation in liberal arts coutses.

= The next four chapters (by Ruth Shaw, Sharon Thomas, Ste-

phen Curtis, and Donald Barshis) describe how particular community *

colleges are treating the various aspects of the liberal arts curriculum —
what individuals should know by the time they graduate, special efforts
to serve the influx of academically talented studentsy the role of inter-
disciplinary courses, and mastery Iearnmg There is much snmllarlty
among these institutions in tHeir concerp, commitment, and innova-
tion. These institutions are attempting to espond to some of the basic
challenges and domg so where! it counts —in the classroom. For each,
the term community is not a misplaced modlﬁer

In Chapter Seven, Dennis Peters emp, hsizes the critical differ-
ence community participation can m‘gke in both the formal business of
pedagogy and the informal, ad hoc activities that infuse renewed spirit
in and purpose to the lives of educators. Pelers’ “Humanizing the
Humanities” is a tale that pl:o pts optimism.

Apart from the comsfQnity, where can thd faculty and adminis-
tratprs of a community college turn for advice ang guidance? There are
three forms of support systems. For the faculty, there are the learned
and professional societies, for the thstitutions and administrators, there
is the professional community college association, and finally, for
everyone concerned, there are public and private agencies, funding
institutions, and the media. It is these institutions to which the commu-

- nity colleges’ claims for service mustbe directed.

e

ERIC
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Donald Schmeltekopi’ s chapter might well be titled “Présent at
the Creation.” It is the voice of purpose and commitment ‘that retells
the reasons for and services provided by ‘a new association, and directly
addresses the professional status of community college faculty.

The reader is invited to Tead and compare the accounts of
Schmeltekopf and Roger(}a-rrington’s and Judith Howard’s description
of the American Association of Community and Junior Colleges proj-
ect. One is a tale of a new association, the other a tale of an established
service organization. Both organizations are attempting to serve a com-
mon purpose —~the revitalization of the liberal arts. The variance in
methods, strategies, and energy reminds us of the underlying coinplex-
ity in seeking innovation. Different institutions require and can use
quite diverse language and means to achieve complementary ehds.

Next, John Terrey rerhinds us that attempts to compete for
available funds have dimensions that are bureaucratic. This need not
be construed as good or bad; it is simply a fact of life. *

There are spirit, ideas, and variance of opinions presented in
this sour'cebo?k. My hope is that these writers’ exgeriences will help
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serve the reader to play host for other pilgrimages toward a bt;ftep

ihformed, miore intelligent order. The authors and I believe that greater
exposure tb the liberal arts will insfill greater respect for past achieve-
ments and a more inférmed sense of \'Nha£ constitutes progress, things
of value, and a‘-pr(\)gltxctive use of one’s time.
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The five mainstreams that have characterized the commumty college
philosophy for several decades need to be Jjoined by a sixth— -

- a general education mainstream. Maelstroms evident in community
college waters could lead to such an eventuality.

7 L)

Mainstreams and Maelstroms

Myron A. Marty : ~

»

P

-

Students in community colleges test the limits of the community college
philosophy every day Does the community college have enough back-
bone to serve the interests of the large middle mass in the community
college populations? Is it resilient enough to work effectively for stu-
dents at both ends of the spectrum — the able and eager student as well
as the academically disabled, the indifferent,.and the overextended stu-
dent? Is it adaptable enough to take into account the needs of the young
andythe old, the full-time students and the part-timers? Is'it capable of
responding to changing concerns through the years?
Teachers, too, put this philosophy to the test, some by hontoring
" it too unquestioningly, others by ignoring it. So do those who lpro-
pound it in formal orientation meetings and in-service seminars (as I
did during the eight years when the division I chaired grew from thir-
teen to thirty-one faculty members), as well as in books and articles
where it unfortunately -acquires a mystagogical quality. This philoso-
~ phy has been transformed on occasion into something static rather than
dynamic, rigid rather than flexible, dated rather than timeless. In some
mstanccs, mindless advocacy of the community college philosophy
strips it of its meaning entirely, because it is put forth as an abstraction
and shows little. regard for the students who ws integral con-
+ cern.

N ~
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Mainstreams ’ . '

The community college philosophy encompasses five program
offerings that make community colleges distinctive institutions. Refer-
ring to these offerings as mainstreams provides the metaphor for evalu-
ating them and arguing for the introduction of a sixth mainstream, A
number of maelstroms evident in community college waters could lead

: to such an eventuality. Before examining these maelstroms, there are

some questions about the existing mainstreams: Where do the main-
streams flow? How deep are they, and how broad? How fast do they -
flow? What are their origins? To what do they lead? What happens
when they cross? Who travels in them? What do they carry with them? _ |
How do we maintain their channels? How do we handle the difficulty;
of navigatirig their varied routes and currents?

But raising these questions strengthens the metaphor by which
we review them, First, there is tke college paraﬂ%?iprogram main-,
stream. The irony in that term is amusing: If community colleges are ]
colleges, how could our programs be college parallel? This is probably
the least carefully conceptualized of all the mainstredms. The emphasis
in this mainstream is supposedly on a liberal education in preparation
for transferring to a four-year or senior institution. Through the years,
this mainstream has come to resemble the Platte River in' my native
state of Nebraska: It is mile wide .and an inch deep. The questions
posed above do not yield satisfying answers when they are applied to

. ﬁft’his mainstream. ‘ « ,

e ' The second mainstream is called by various names— career,
occupational, vocational, and technical. At first one might think that
the questions about this mainstream can be answered more satisfactor-
ily, since it flows along like the Wide Missouri. But where I grew up,
the Wide Missouri was known gs the Big Muddy, a characterization
that is not inappropriate. Viewed from a distance, this mainstream
seems more the product of gnthusiasms and expediencies than of clear
thinking. '

. The compensatory/remedial/developmental mainstream seems \5 N

to be half basis, half delta. It draws water from everywhere and flows

slowly, at the mercy of thg tides and deterred by silt deposits, into the ‘
: ocean. Too oftengthose who have traveled in it become missing per-
’ sons. The tides of opinion today seem to emphasize this stream, but

they will turn, patience will be lost, and even community colleges will

find it difficult to justify spending large sums to keep the channels

open. Responsibility for education in the basics will necessarily be

assigned to earlier levels of schooling,

‘ Toxt Proviaed by G

' ‘ t 14 »




The community service/continuing education/adult education/.
. hf.eh)ng learnmg mainstream seems to be made up entirely of tributar-
ies. The springs of interest that feed its tributaries in one season dry up
in the next. But néw springs and new tributaries will appear elsewhere.
This is a stream, such as it is, that essentially serves the moment,
although.the way it serves the moment may play an important part in
achieving the long-term goals‘of tHose who row in it.
The fifth mainstream, counseling, never seems to fit with the
. other four. It is a streim without water of its own, but it is vital (6ithe
others because it puts students into other mainstreams. Given the var-
ied nature of the streams and the students, the counselor’s jgb is an
awesome one. Counselors know, as everyone should, that the streams
do not floy separately or independently, that the direction, speed, and
volume of one affects thedthers, and that all of them are affected by the
‘ maelstroms today found in all thesstreams.

Needed: A New Mainstream

It would be all to the good if the maelstromis could create a sixth
mainstream, one that could give community colleges a new mission
and a new distinctiveness. This new mainstream, which does not
necessarily displace the other ones, is the mainstream of general educa-
tion. Cohen and Brawer (1982a), who devote a separate chapter to gen-
eral edtcation in their new book, The American Community College, define
general education as “the process of developing a framework on which
to place knowledge stemmmg from various sources, of learning to think
critically, develop values, understand traditions, respect diverse cul-
tures and opinions, and most important, put that knowledge to use. It
is holistic, not specialized, integrative, not fractioned, suitable more for
action than for contemplation. It thus differs from the ideal of the colle-
giate function. The liberal arts are education as, general education is
education for” (p. 312). General education differs, then, in this sense.
The liberal arts are education as history, education as phllosophy, edu-
cation as literature. General education promotes the integration of his-
tory, philosophy, and literature into one’s daily life and work.

The ‘distinction between liberal education and general educa-
tion, and thus between the first and the sixth mainstreams, is drawn in .
another way by Boyer and Levine in 4 Quest for Common Learning (1981).
“General education,” they say, “refers to just one part of the undergrad-
uate program, Liberal education refers to the total experience. Ideally,
when all the pieces —general education, the major, electives, and non-
classroom activity —are combined, liberal education occurs” (p. 32).

Q .
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Maelstroms '

Py Four identifiable maelstroms are at work today, making it feas-
%ole for us to think that a general education mainstream might actually
take shape. One is the maelstrom created by those who act upon the
implications of the arguments -raised by Breneman and Nelson in
Financing Community Colleges (1981). This book challenges the conven-
tional wisdom of the efficiency, equity, and effectiveness of community

T colleges. On the matter of efficiency, the authors cite evidence that .

“attending a two-year college has a substantial negative effect on, stu-

dents’ educational outcomes. Students who start in a community col-

~ lege have a lesser chance of completing a bachelor’s degree in five .
yeags, if that is their goal, than those who start in another institution.
On equity,=tiie authors assert that community colleges are rot much

< different in delivery on the dollar titan other institutions. On effective-
ness, the questions raised are sufficient to question whether states
should continue to encourage transfer enrollments in community col-
leges, or instead pursue policies to assist as many full-time, degree-

. seeking students as possible to enroll directly in four-year colleges.:
Breneman and Nelson add: “We favor an educational division of labor
among institutions in the 1980s that would result in community col-
leges enrolling fewer full-timeé academic transfer students of traditional
college age and retaining a dominant position in those activitfes that
four-year institutions have not undertaken traditionally and are likely
to do less well” (pp. 211-212). The djvision of labor, they add, will not
be absolute, nor should it be. But it should be there.

, . My pointis not to defend or refute the evidence and conclusions
presented by Breneman and Nelson in their sophisticated .study. That
has been done effectively elsewhere (see, for example, Koltai's essay in
the Review and Proceedings of the Community College Humanities Association,
1982). The point, rathe¥, is to take note of the fact that these two econo-
mists, who have no vested interest in community colleges and no known
antagonism to them, have set in motion a maelstrom that could have
salutary effects on community colleges, provided the right responses
follow. To shape the right responses would require the responders to
tackle the questions of efficiency, equity, and effectiveness raised by
Breneman and Nelson—all of them tied to the matter of general edu-
cation. .

**" " The second maelstrom, most evident in California, is described
in Kissler’s (1981) report on retention and transfer. Community col-
leges, his evidence shows, are in danger of losing their transfer function:

We recognize that the role of the community college has changed
and that the transfer function is now much smaller than it once’
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) °  was. According to Sheld'on and Hunter (1980), 57 percent of the
students in the California community colleges are in vocational
programs, and one-half of those who were not in vocational pro-
grams indicated that they did not enroll for credit. Qf 1.1 mil-
lion students enrolled in California community college courses
for credit, [fewer] than 6,000 students transferred to the Uni-
versity of Caltforma in the fall of 1979. In fact, ‘the university is
now sendmg more students to the community colleges than they ,
send to the 'umvers1ty In the fall of 1979, 10,000 students en-
tered the commumty colleges after, last attending the University

” of Galifornia [Kissler, 1981, p. 4-1]
(It should be noted that, in 1979, about 60,000 students transferred to
the California StatefUniversity System.) /

The report created a maelstrom of some considerable force. I
visited California when its force was just beginning to dimirfish, what
one learned observer has called the DAD response had just peake(:l~
The first stage in this response is denial, the second, anger, the third,
dissociation: “It isn’t true. If it is true, Im angry about it. Well, if it is
true, I'm glad it is not true in my institution.” But  anger serves no pur- ,
pose and denial and dissociation are not very convincing."A po}l of his-
tory and English departments almost anywhere in the country would
no doubt show that the courses that thrive are the service courses, those
required for degrees in vocational areas, those courses that dlsappear
are Western C1v1llzatlorr, British therature, and the like.

Where is California headed? Kissler (1981, p. 2) argues .that if
~ the present downward spiral of the transfer fdnction continues, many ,
community college campuses will not articulate with the Umvers1ty of
California campuses at all because they will not be able to afford to
,offer the vocational and community, service programs to their students.
whlle maintaining the breadth and quality ‘of the programs required to
prepare stdents for trarisfer to the University of California. In_1978,
the Kissler report (p. 42) shows twenty out of the séventy-two commu-
nity college districts in California sent fewer than twenty students to
_ the University of California system, If California faces problems like
" these, can other states with large community collegc systems be mdch
different? .

The thn'd, maelstrom is descr:bed in Boyer and chme s A Quest

Jfor Coinmon Learning (1981) which argues that the time for a revivall

of general ediication is upon us. The authors offer a cycllcal analysis
of general educdtion revivals, and point particularly to the oge that
occurred nght after World War I1. It was then, as we know, that one of ~
the largest unemployment bills ever enacted was put mto effect. Callcd

.
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the GI Bill, it was intended to;l;eep its beneficiaries off the streets, but
what the GIs wanted was a real college education. So they enrolledein
traditional college courses and pursued traditional degrees. The cir-
cumstances that inspired that revival parallel some of the circum-
stances that prevail today. Chief among them, Boyer and Levine say, Is
the swing of the pendulum in a direction awgy from the “anything goes”
mood of the 1960s and a recognition that social bonds have been weak-
ened and need strengthenin‘f. Nothing will happen automatically, of
course, but the conditions ar' right for using the energy created by this
maelstrom to effect some significant changes in community colleges.

The report has not yet been written that will point to the fourth
and potentially most important maelstrom. Tt is a report that will dem-
onstrate the inappropriateness of an exclusively vocational education in
economically constricted times. It seems’reasonable that in times when
Jobs are plentiful students should pursue 'a narrow path of«study
because there will be a particular job waiting at the end. In economi-
cally depressed times, when jobs are scafce, it seems Just as reasonable
to advocate following as wide a path as possible, one with many alter-
natives at the end, so that if attainment of one Job is blocked, finding
another one isenot impossiblé\. ]

There is a risk of being characterized as a foe of vocational edu-
cation by raising such questions about it, but it is a risk that must be
run. Vocational education is inherently narrow, and the more voca-
tional it is, the narrower it is. In econgmically constricted times, partic-

ularly, education must be broadened. Training for entry-level jobs is . -

* not enough. Education for a range of jobs is essential. This can bespro-
vided only by endowing students with knowledge about their culture
and the skills that will enable them to advance ‘in it.

~ Shaping the New Mainstream B .
" So asixth mainstream is'needed. For ]t to take shape and serve
useful purpbses, however,.more than vocational programs must change.
Courses and curricula in the liberal arts myst also be presentediin dif-
ferent ways. As Cohen and Brawer (1982b) explain it, “It is futile to
hearken to a time when they were the domtnant curriculum, when sti-
dent3"intending %o transfer to universities omprised the majority of the
matriculants. The liberal arts must be fit to the realities of an irptifu-
tion that draws its students from the leas well-prepared groups attend-
ing college; in which part-time students outnumber full-timers by
nearly two to one; which offers special-interest activitiés to a wide
range of clients; and in which the notion of college-going as tantamount
to job-getting is pervasive” (p. 40). Cohen and Brawer then proceed to

4 H
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outline(ow the first four mainstreams of community colleges must be
adapted to foster education in the liberal arts in each mainstream.

What is needed to make the adapatations work is the develop-

ment of rationally integrated programs displaying four main features.
Such programs insist, first, upon the establishment of standards; they
reward only quality work. It is interesting to speculate on the effect of
the lack of standards at each level of edutation on those below it. Do
community colleges share some of the blame for the plight of schools
that has resulted from the lack of requirements in community colleges?
A former high school principal once told me of the advice given by his
counselors: “You really ought to apply at Williams, and then, to_be
safe, at SUNY-Albany, and j{iso be sure, drop off an application at
the community college.” Implicif in that advice is the recognition —an

\qappropriate one —that the community college is the college of last re-
sort, even fot students in occupational programs.

But if the college of last resort has no standards, what is theré in
the nature of sanctions as far as the schools that feed into it are con-
cerned? Also, practices at some community colleges impair the reputa-
tions of all of them. A thirty-two-year-old community college student
told me recently that an instructor in whose course he had been enrolled
in the spring term called him by phone to urge him to register for nine
credits to be earned by independent study during the summer. Earning
these credits, he was assured, would require no class attendance and
practically no work at all. Credits mea}?; a lot to this young man; who

" can fault him for accepting the offer? ™ _

What would imposing admission étanda;c%s for college-level
courses do? And what would be the effect of insisi(ing that instructors
place demands on students and eliminate the practices that make it
possible for. students to glide through their classes intellectually unin-’
volved? A survey I conducted ip my own classes several years ago pro-
vides some clues. I was devast'é'tqéd‘#'y‘the students’ poor performance
on a test, so I prepared a questionnaire thtended to elicit some explana-
tions from them. I listed all of the considerations I could think of that
might explain their difficulties. A few of the students indicated that
they lacked time to study, a few that they were not interested in the
course, a few that they did not understand me and the way I worked, a
few credited me with being a lousy teacher — but the most frequently of-
fered explanation was this: “I am not accustomed to having demands
placed on me.” Being forced to read, write, speak, and think was a new
experience for them, and they did not know how to handle it.. It would
be foolish and wrong for me to claim that I was alone in making demands
in my own instit,ution, but I vividly recall countless remarks of students,
that let me know I was in the minority.

\
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Community colleges could take some first steps toward estab-
lishing higher standards by eliminating practices that lessen demands
on students, such as waiving prerequisites, allowing curricula to be
completed out of sequence, awarding degree credit for remedial courses,
permitting easy withdrawal from casses, permitting easy repeat of failed
courses, allowing (without close monitoring) such contrivances as inde-
pendent study and granting credit for work experiences, and tolerating
easy grading practices. =

‘Second, a rationally integrated program begins with aims that
are more challenging and sights that are higher than preparation for
entry-level jobs. If the aim of education is to get students to like apd
dislike what they ought, as Aristotle thought, one must consider how
programs should change. Or, if education’s aim is to, train students to
know a good mind when they see one and to want one themselves, one
can imagine how program requirements would change.

John Cardinal Newm@an wrote that the aim of education is not
to satisfy curiosity but to arouse the right curiosity. On this, George F.
Will (1982) comments. “Education, [Newman] believed, is the thread
on which received knowledge, jewels of the great tradition, can be

_ strung. A university should be, primarily and for most students, a
place that keeps people from getting lost rather than a place whege they
find things. A university, like any community, presupposes some pur-
pose all members share. As Newman said, ‘Greatness and unity go
together and. . .excellence implies a center.” The center of a university
should be a rigorous curriculum of reqired, studies of proved sub-
stance” (p. 27). The center of community colleges will.of course be dif-
ferent from that of universities — but will it be so different that it amounts
to no center at all? ’

Third, a rationally integrated program gtresses teaching that is
rooted in academic disciplines. Knowledge does not come organized in
disciplines, but it is pursued and learned through them. It is through
disciplines that knowledge is organized and assimilated, without orga-
nization and assimilation, knowledge will not be readily apprehended
by students. Interdisciplinary teaching may be essential, as Cohen and
Brawer (1982a) insist, but much of what is called interdisciplinary learn-
ing is little more than idiosyncratic weavings of formless stuff. Good
interdisciplinary teaching genuinely draws on History, literature, phil-
osophy, and other disciplines in substantive ways. No matter how the
threads of the disciplines are woven, their separate colors remain
apparent. Indeed, the wéaving brings out the colors,\rfxthqr than sub-
duing or éliminating them. ' :

Fourth, imaginative teaching ligs at the heart of a rationally
integrated program. Imaginative teaching is teaching that recognizes,
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among many other things, that what one is doing has much in common

with what others are doing and pursues its purposes with that recogni-
tion in mind. Remarks by Lewis Thomas (1982) reinforce this observa-
tion. He has written of his distress over scientific illiteracy in terms that
parallel my own concerning illiteracy in the humanities, and he blames
scientists for their own condition as I would blame my fellow humanists
for ours. Rather than concentrating on the known and delivering it as
canned fact, he urges science teachers to start with the imponderable
puzzles of cosmology. Describe to students as clearly as possible, he
says, “that there are some things going on in the universe that lie still
beyond comprehension, and make it plain how little is known. Do not
teach that biology is a useful aiid perhaps profitable science, that can
come later. Teach instead that there 'are structures squirming inside
each .of our cells that provide all the energy for living” (p. 89).

When I read Thomas’ essay, I was struck by the consistency of
objectives among teachers of sciences and of the humanities and how
important it is to build alliances between them. Both seek to identify
and understand relationships, although of different kinds. Both try to
foster a sense of perspective. Both aim to have their students expand
and refine their ability to read, write, speak, observe, and think. Both
encourage responses to their natural and cultural environments. Imag-

inative teaching, with goals like these in mind, lies at the“Heart of a

rationally integrated program.

.

Creating 2 New Maelstrom

To hope for such a program to come to pass is to hope for another
maelstrom, one that could capture the force generated by those mael-
stroms that have precedﬁ it — the book by Breneman and Nelson, Kiss-
ler’s study, the.general education revival cited by Boyer and Levine,
and the incipient maelstrom that excessive vocationalism will in due
course create. If the force of the new maelstrom can be containéd, it
can be used to shape a genuine and widely appreciated sixth main-

stream in community colleges. But those who share the hope that it will

appear should be under no illusions. Nothing will happen without
great effort. The obstacles are formidable. . .

) What are ths: obstacles? Exhaustiyon, for one, and low morale;
also a sense of isolation, the lack of time, disillusionment inspired by
indifferent and ill-prepared students, insufficient incentives, traditions
and trappings in institutional operations, insensitivity, and more. A
faculty member told me of his conversation with his dean as he pre-

pared to leave for a meefing on the humanities, and this story reveals |

the nature of the problgm. Just receiving an invitation to participate in
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the.meeting had filled the teacher \Nith‘excitement, and he had plans for .
what would follow. The dean listened as he told her of his plans. Then
came her parting words: “That’s all well and good, but don't forget thatk
I think basically in terms of FTE's.” Think of the incalculable damage
done by remarks like that!

Institutions wishing to overcome the obstacles must construct
alliances to improve their prospects. Infernal alliances between faculty
members, administrators, and the governing board should ordinarily
come first. Then alliances with community groups, perhaps through
formally constituted community advisory boards, can come next. In-
velvemnent of state legislators or state boards may not be out of the
question. An alliance with a funding agency like the National Endow-
ment for the Humanities (NEH) should be given serious consideration —

* and I would say that even if I were not on the NEH staff. These alli-
ances, in one measure or another, can provide institutions with the -~
*courage, wisdom, and resources they need to create and harness a
maelstyom for general education.

These alliances can affirm the validity of institutional quests for
quality, and can offer moral and tangible support for efforts to raisc — ~ - . s
educational standards, establish a sense of legitimacy for serious aca-
demic undertakings, provide encouragement and nourishment for new
igeas or the reincarnation of old ones, support opportunities for growth
and renewal of faculty members and administrators, foster opportuni- .
ties to benefit from the experiences of others, and make possible access AW’
to materials produced by others.

Of course, there will be resistance and criticism. Change, espe- )
cially if it demands effort and commitment to greater rigor, rarely wins -
unanimous support. But by meeting, writing, organizing, and perse-
vering, resistance and criticism can be overcome. The community col-
lege philosophy needs revitalizing, not overhauling. A general eduga-
tion mainstream holds the promise of revitalizing the existing streams
and infusing community colleges with a new sense of mission. This is a

. 8 good time tb make the most of troubled waters. ' -

»
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What reasons do community college students give for enrolling
or not enrolling in various liberal arts courses? What steps
can educalors lake lo increase student participation in the
Hberal arts? Recent research pertaining to these questions

will be reviewed in this chapter.

{4 ad

.

Increasing Student Participation o
wn the Liberal Arts N

Jack Freedlander Lo
~

This chapter seeks to analyze research related to community college
students enrolling and completing courses in the liberal arts« The
desire is to asyist faculty and administrators with their instructional and

‘ «curriculum planning.  ° :
‘ The research speaks to such questions as:* What reasons do
community college students give for enrolling in various liberal arts
courses? What are some of the characteristics associated with.students
_who avoid taking classes in the liberal arts? To what extent does the
curriculum serve to inhibit enrollment in the liberal arts? What steps
can community college educators take to increase student participation
and-success in liberal arts courses? Recent research pertaining to each

of these questions will be reviewed in this chapter.

Such questions are not new. They have received considerable
‘attention. To illustrate, the Center for the Study of Community Col-
leges (1978) conducted case studies in {wenty community colleges to
identify why humanities enrollments were increasing at some institu-
tions and decreasing at others. Results of this National Endowment for
the Humanities (NEH) sponsored study showed that at those colleges
where humanities enrollments had increased, the establishment of
hurnanities requirements was most, often cited as the major cause.

Q ,
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Additional factors identificd as having contiibuted to the increase in
humanities cnrollments incdluded faculty cfforts to—recruit students,
administrative support, the addition of more class sections, and gowd
departmental leadership.
. Colleges experiendcing decreases in their humanities enrollinents® /
cited increased growth in vocational programs as a major cause. Other
factors identificd as having an adverse effect on humanities cmollments
included lack of faculty initiative, the diopping of university require-
ments, and competition for degiee-secking students fioan the local uni-
versity, While such findings are valuable, they are based primarily on
iformation obtained fyom faculty and administrators, Research on
factors associated with participation in liberal arts courses is needed
from the perspective of community college students. P

The emphasis of this chapter on increasing student participa-
tion in the liberal arts is based on several well-documented findings
about attainment of traditional general education objectives, namely,
that what students know is if:lated to what they study and how much
they have studed it, and that undergraduates know moie about sub-
Jeuts dlosely relatee to their major ficld than about subjects less cosely
rclated to it (Pace, 1979),, )
. * "

Why Students Enroll in Courscs . '

Answers to this question come from g survey uf‘(i’l()() students
enrolléd in twenty-six of the twenty-seven community colleges in
Washington in fall 1981 (Friedlander, 19824) and from a survey of
6,400 students enrolled in the nine colleges of the Los Angeles Commu-

“nity College District in fall 1980 (Fricdlander, 1982¢). In both studices,
surveys were administered to students enrolled in o randomly selectéd
sample of all class sections offered at 10 A.M. and 7 P.M. on Wednesday
of the seventh week of the semester. Completed surveys were obtained
from students in 338 classes in Washington State (93 peieent response
rate) and 268 class sections in Los Angeles (72 pereent response rate).

. Inboth studies, respondents were asked to identify the primary
reason they had for enrolling in the pasticular course they were in at the
time of completing the survey. Student responses to this item are pre-
sented in Table f. ’

The highlights of Table 1 can be summarized as follows:

1. Thergwas much variation in the reasons students had for
enrolling in dj types of courses. For example, within the humans
itics, 35 percent of the students in Washington State enrolled to fulfill a .
general edueation or distribution requirement, 18 pereent did so be-
cause it wils required for their major,-and 26 percent did so for personal

entichment, ) X

. ) .
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: Tab\i Reasons Studc\nts Gave for Enrolling
-in a Particular Coursc

“Course tn Which Studemt Was Enrolléd

N Reasons fof Soctal . Matly
Enrolling in Course , Saences  Humantties  Sgpences  Gomp Sct Bpaness
General Education R(-quir(-t;u-m ~
Loz Augeles 27% 29% 17% 15% 8%
Washington S‘.m 3 35 30 19
Major Field-Requiretient .
" Los Angeles 30 19 53 55 K
* "Washington State 30 18 43 44 35
Personal Enrichment
Los Angcles . 32 % 7 16 " 14 26
. Washington State 16 26 10 10 14
« " Develop Job-Reluted Skills : D ‘ . .
¢« * Los Augeles . 6 9 13 / 10 3
Lo Washington State | - b "7 , 1 20 35
Develop Basic Skills . +
/ Only Asked in _
Lox Augeles 7 8 I S 8
" Course.Deseription . !
Sounded lateresting * ‘ .
Ouly Asked in .
. Washington State 6 ) o2 2 v 3
Euncournged by Counselor ) v a
or Faculty Member { .
“Only Asked in ° .
[ - Waghington State 4 5 2 4 3
Recommended by ’
" Another /?vaﬂcm
Only Asked in .
Washington State 3 2 2 0 1

¢ In order to present the data in a sture parsimonious fashion, courses wore grouped inty the
following five categories, (1) sucal sciences = anthropulugy, ccumumiis, geugraphy, istory,”
political science, sociology, (2) bumanities - foresgh lnng\mgrn humanities, literature,
philosophy, and the history and appreciation of art, music, theater, and filni, (3) sctengen =
biological aud physical, (4) uiath -m(lu(lmg camputer science, and (5) bussivesy’

2. The majority of students in both samples were taking liberal
arts courses to fulfill a gencral education or major*ficld requirement.

3. Only a small percentage of those enrolled in a liberal arts
course did so to acquire or improve occupational skills. Thisfinding is
significant in that oyer onc-half of the students who responded to cach
of the surveys reported that they wcr): attending college to prepare for
of advancé in & carcer. . : "
— 4. Only a small percentage of the Washington State students
| cited counselor or faculty cneguragement, student recommendations,

O
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or interesting course descriptions as the most important reason they
‘had for enrolling in a particular course. '

" 5. Comparatively few students in the Los Angeles Community
College District were participating in a liberal-arts course to develop
basic learning skills such as reading, English, or math. This finding is
particularly significant in that over one-third of the students who re-
sponded to the survey did not feel confident in their ability to utilize
such basic skills as reading, writing, and mathematics.

6. Comparisons of the two data sets reveals that students in Los
Angeles w\¢re‘more likely to have enrolled in a liberal arts class for rea-
sons of personal enrichmént while those in Washington were more
likely to have ‘done so to complete a general education requirement.
One possible explanation for these diﬂ"grences is that a greater percent-
age of the students in the Los Angeles sample were older and were en-
rolled on a part-time basis. Another explanation for this difference is
that the range of courses that #atisfy a general education requirement is
greater in Los Angeles than in the state of Washington. Thus, students
in Washington who take a liberal arts course would be more likely to do
so to fulfill a general education requirement than those in Los Angeles.

N -

Reasons Students Give for Not Enrolling in Courses

Y ' s
S & 3

: bt
Respondents to the survey given in the state of Washington
were asked to indicate the most important reason they had for not
enrolling in a particular type of course. The response categories were
“not required for my program,” “caurses do not interest me,” “too much
required reading,” and “too much required writing.” The responses to
this item given by those who had completed sixteen or more credit
hours are reported in Table 2. It was felt that students who completed
fewer than sixteen units may not have had ample time to enroll in a lib-
eral arts course. ’ )

Table 2. Reasons Students .(iéve for Not Taking Courses .

Not Not Too Muck  Too Much
Required  Interested  Reading Writing

* Art/Music/Theater 68% 30% 1% 1%

Foreign Languages 63 3 4 1’
. Literature/Humanitics/Philosophy . 51 30 13 5
Political Science/History - 57 32 9 2
ciences - 54 3 <12 3
Mathematics” 49 4% ' 5 1

27 o




T : 21

The most frequently cited reason for not taking liberal arts
courses was that they were not required *Lack of interest in the course
was the second most common reason given for not having participated
in liperal arts courses. Too much rcqunred reading was cited by about
10 percent of the students as the major reason they. had for not enroll-

ing in courses in literature, humanities, or philosophy; the social,
natural, biological, or physical sciences, and political science or his-
tory. Very few respondents said that they did not enroll in one of.the six
subjects areas considered because there was too much required writing.

. L .
Reasons Given for Not Taking Liberal Arts Courses_

About twice as many students attending college to prepare fora
career as those preparing to transfer indicated that the primary reason
they had for not participating in ceurses in literature and humanities,
philosophy, mathematics, sciences or social sciences, and political sci-
ence or history was that the course was not requnred for the major.
About 70 percent in each group noted that they did not gartlupate in
art, music, theater, or foreign language courses because the courses
were not requnred

It is important to note that a high percentage of those preparing
to transfer noted that too much required reading or too mucﬁ)required
writing were the primary reasons they had for not taking courses in lit-
erature, humanities or philosophy (32 percent) sciences or social sci-
ences (29 percent) and political science or, history (20 percent). It
should also be pointed out that close to one-half of the transfer program
students who had avoided mathematics and 40 percent of those who
had not taken courses in the sciences or social sciences did so because
they were not .interested in the subjects. Findings for those students
who completed sixteen or more college units are reported in Table 3.

.

Why Students Don’t Participate in Liberal Arts Courses

L4

Results of surveys conducted at the Los Angeles Community
College District (Friedlander, 1982c), Clark County Community Col-
lege, Las-Vegas (Friedlander, 1981), and Washington State (Fried- _
lander, 1982b) showed that academically underprcpared students dif-
fered from those who were better prepared in that they were less likely
to enroll in liberal arts classes and they felt that they had made less
progress toward the attainment of important objectives of a traditional
liberal arts education.

- . <
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Table 3. Reason Students Give for Not Enrolling in Courses
by Primary Reason for Attending College
~ Prepare for ) . Prepare for
Career - Transfer
-(N = 1,396) (N=129D
. An Music, Theater i . )
NotsRequired 3% 69%
. Not Interested ! 26 « 29
" - Too Much Reading or Writing 1 ¢ 2
Foreign Language
Not Required 70 - 66
Not Interested . 26 29 &
Too Much Reading or Writing 4 ‘5 )
Literalure/ Humanities/Philosophy ~ , -
- " Not Required - 60 31
{ Not Interested 27 . . 37 '
’ Too Much Reading or Writing 13 32 :
Mathematics . )
Not Required 60 34
Not Interested- ‘ 30 O ©]
Too Much Reading or Writing 10 . RY
.+ Sclences/Social Sciences »
Not Required 67 31
Not Interested * 23 40 -
Too Much Reading or Writing 10 29
Political Science/History . .
Not Required | ! 65 ° 49
. Not Interested 29 31
. Too Much Reading or Writing 6 20

Information obtained in the Washington State survey provides
some evidence as to why the academically’ur%erprepared tend to avoid
taking liberal arts courses. It was found that about 20 percent of the
students who rated their skills in reading or writing as fair or poor cited
too much required reading as the major reason they had for not partici-
pating in ¢ourses in literature, htm\apnitieé, or philosophy, sciences or
social sciences; and political science or history. In all instances, those
students who rated one of their skills as fair or poor were much more
I{Rely than those who rated the same skill as good or excellent to'say
they did not participate in a course in which that ability was required
because thiey were not interested in the subject. For example, 51 per- .
cent of those students’ who rated their skill in the arts as poor, com-
pared to 14 pergent who rated themselves as good, said they did not
participate in art, music, or theater courses because they were not

\‘1“ ) . ’ .
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interested in those in those subjects What such data suggest is that stu-
" dents tend to avoid classes in, which they thmk they will not do well.

4
v *

Liberal Arts Curriculum T . '

The Center for the Study of Community Colleges is engaged in
a prOJe(ct with six large urban community college districts — Chicago,
Dallas, Los Angeles, Maricopa, Miami-Dade, and St. Louis. The
thirty-eight colleges in these districts represent 15 percent of the stu-
dents enrolled in community ‘colleges nationwide. One of the activities
of this project involved calculating the percentage of,fall 1980 enroll-
ments in liberal arts areas by course level. developmental or precollege,
iftroductory courses for which there are no prerequisites, and second-
level courses or courses for which there are prerequisites. ,

Table 4 shows that there were no precollege courses in the hu-
maiiities or social sciences and just a few in the sciences designed espe-
cially for students who needed some assistance>with their reading,
writing, mathematlcs, science or study skills. Thus, students who were
weak in one or more of these ablllty areas and who wished to take a lib-
eral arts course would have no choice but to enrell in one for which they
were not adequately prepared. Many of these students avoided taking
courses needed to fulfilltheir stated educatjonal objectives because they -~
did not feel they could succeed in such classes (Friedlander, 1982c).
Many other of these academically underprepared studentg who enrolled
in a liberal arts course experlenced academic difficulties and failed to
successfully complete the course.

At the other end of the course-level continuum, only 15 percent
of enrollments in the humanities, composition, and mathematics were
in courses for which there were prerequisites. 'Thg’mizﬁciences had
21 percent of its enrollments at the upper level, 30 percent of t}xe-
enrollments in the sciences were in courses for which there were pre-
requlsnes : - .

Course Attrition
| M N

Two factors that ark respofisible in part for.the limited number
of students eligible to enroll in second-level liberal arts courses are the
decline in the students’ level of literacy and high course attrition. The
steady decline in the academic preparation of students has meant that
large numbers of studénts who begin their studies in community col-.
leges do so in remedial or developmental classes rather.than in liberal |,

arts courses. The magnitude of the remedial effort is reflected in the
. L
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‘Table 4. Percéntage of Total District Engollments
in Liberal Arts Areas by Course Level, Fall 1980

Five District = -
‘ .. Average
Humanilties
Developmental 0% -
No Prerequisites 85
Prerequisites 15 .
Social Sciences i .
. Developmental 0% . ¢
No Prerequisitess . 79
: Prerequisites 21
Seiences ’ T,
. Developmental ) 5%
No Prerequisites 65
Prerequisites 30
- Mathematics _ °
Developmental 60%
N . No Prerequisites 25:
’ Prerequisites 15°
Composition - )
. Developmental - 3% -
* No Prerequisites 507% -
~ . "Prerequisitgs lg
’ Fine Ants < N
Dcvclopmcntel 0% \\
No Prerequisites 60
Prerequisites ‘ 40 ’ '

-

data presented in Table 4, which shows that 60 percent of the enroll-
ment&in wlathematics and 35 percent of the enrollments in English
compositiop were at the remedial level. : "\

“ High cdurse attrition rates, especially in the introductory (;las\s‘es, v

also shrink the pool ,of students available to enroll in second-levél

. courses. The results of a Center study showed that in five large urban

commiunity college djstricts the course attrition rates in the humani-
ties, mathematics, sciences, and social sciences were each in excess of
30 percent. . .

.

Recommendations for Increasing Enrollments

The liberal arts have a unique contribution to make to the lives
of all students. Research has demonstrated consistently that liberal arts
. courses promote the atainment of desired goals of general education

such as gaining a broad general education, developing an enjoyment of

. . .
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art, music, and drama; writing clearly and effectively, \?ecoming aware
. of différent points of view; and developing the ability to think analyti-
cally and logically. ~ *
: Liberal arts enrollmients are faring swell; howeVer, they still
fmight be improved. Some of the steps that can be taken to make com-
munity college students aware .of the positive benefits of ehrolling in

liberal arts courses are presenf:d below. /
‘= Attracting Career-Oriented Studepts. The primary factor deter-
. mining student participation in a liberal arts course was whether or not

the course satisfied a”degree or certificate requirement. F/e»(v students
viewed their partieipation in liberal arts courses as a means to develop
job-related sl}ckil!s. This was particularly true with respect to courses in .
the humanities. What these results,suggest is that most &students,
whether they are attending college to transfer or to prepare for,a career, ,

are not likely to enyoll in‘liberal arts courses unless they beljeve that

™~ such courses will help them achieve their educationgl objectiveF. Thus,

' one step liberal arts instryctérs can take to increase enrollmehts is to, -
provide information on how the knowledge acquired in their cqurses is
related to personal, educational, and career development,.

To illustrate, the foreign language faculty at St. Louis Qniver—
sity have prepared a slide-commentary presentation in order to acquaint
students, counselors,’ parents, and instructors with the benefits of
studying foreign languages (Johnson, 1978). The presentation cc?ns:sts
of slides-taken mostly from newspaper job ads, magazine articles, and

*  Tteferences in the media which document the demand for employees
with foreign language skills in such areas as business, social work,
nursing, medieifie, translation, government, law, and library science.
The presentation, given by a college faculty member, attempts to show
students that foreign language skills are wanted and needed in the real
world, that different skills are needed at differgnt levels of proficiency,
and that foreign languages are related to othcr%ubjects. The interest in
career education, especially at the high school level, has provided the
foreign language faculty with many opportunities to make their presen-
tation on the value of sttdying foreign languages in high school and
college. '

. Work with High Schools. A national study of junior and senior
high schools showed that student liking for the arts, foreign languages,
math, and science decteased at the highér levels of schooling (Klein,
Tye, and Wright, 1979). The investigators found that physical, voca-
tional, and career education were liked by the largest percentage of stu- ,
dents; foreign languagés, science, and'social studies were reported to be
liked by the smallest percentage. This relatively low level attraction
foward liberal arts subjects has been accompanied by a decline in the
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total proportion of high school students who enroll in courses in regular
English, foreign languages, general mathematics, and general science
(National Center for Education Statistics, 1975). ,

The message from such findings is clear: Community college
educators will need to work cooperatively with their counterparts in the
high schools to help increase student interest in and appreciation of the
liberal arts. Several cooperative school-college programs are in effect
(Friedlander, 1982d). These efforts include. assisting high schools in
improving student skills (Kaufman 1979, Luxenberg, 1977), weorking
with high school teachers in developing effective instructional strategies
(Kaufman, 1979; Stanfield, 1981); improving program articulation
between secondary schools and colleges (Hellstrom, 1979, Shuman,
1980; Webb, 1979), teaching of college-level courses at the hlgh school
by current high schoolstaff members Campion, 1981; Hayes, 1977,
Wilbur, 1981); and encouraging high schools to increase the number of
academic courses students mustggomplete in Q{;ler to graduate (Hell-
strom, 1979; Kissler, 1980). ,

Serving the Academzcal!y Underprepared. A high proportion of
students are entering community colleges with defici iciencies in reading,
wntmg, mathematics, science,"and study skills needed to succeed in lib-
eral arts courses. F mdlqr)gs from the Washington state surve§ and other
surveys revealed that a sizable percentage of students who felt they were
weak in certain ability areas avoided taking classes in areas in which such
skills were needed, in many instances, the courses they avoided were
required for completion of the studenf’s stated educational objec-

- tives. &

In an effort to increase the likelithood that academically under-
prepared students will enroll in and successfully complete liberal arts
courses, a number of colleges have initiated programs that incorporate R
reading, writing, and study skills instryction into college-level content
courses (Friedlander, 1982a). Such arrangements are offered as an
alternative to denying students access to the humanities and sciences
until they complete developmental courses or programs.

, Increasing Course Completion "Rates. Much of, the effort in
increasing enrollments in the liberal arts has centered on recruitment.
Attempts to expose greater numbers of students to humanistic and sci-
entific thought have run the gamut from marketing courses to restruc-
turing curricula to fit the needs of students in the various constituency
groups served by community colleges. However, the success of these
recruitment efforts in attracting new participants is oftén cancelled out
. by the high numbers of students who faijto successfully complete the”
liberal arts courses in which they enroll. In many colleges, course attri-
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tion rates in the humanities, sciences,*and social sciences are often in
excess of 30 percent.

The consequences of course attrition are substantial. Students
who withdraw from their first course in a discipline area are much less
likely to enroll in and complete additional courses in that area than stu-
dents who successfully complete their first course in that subject area
(Friedlander, 1982c). Although some stidents who withdraw from a
class do so for reasons over which the college has little control, most do
so because they ave experiencing academic difficulties in areas in which
college staff-can exert a high degree of influence and for which the col-
lege may have supportive programs. ° ", '

Increasing course completion goes-hand in hand with increasing
student interest and participation in liberal arts courses. Furthermore,
if successful, the increase in the number of students who successfully -
complete their introductory-liberal arts courses will enable faculty to
offer more sophomore-level courses. ' )

.One method of increasing course completion rates is to inte-
grate academic support services with particular content courses. This
method is successful because most students, if it is left up to them, will

not take advantage of the support services available to them.
PR

Conclusion .
A .
The primary reason the majority of students ga\?é'for enrolling in
liberal arts courses was to fulfill a general education or major field require-
ment. The major reasons students gave for not enrolling in lieral arts
courses were that the courses were not required, that they were not inter-
ested in the subject; and, in the case of the academically underprepared,
that too much reading and writing was required. Thus, if educators are
to increase the number of students who are exposed to the humanities
and the sciences, they will have to increase student interest and appre-
ciation of thé'liberal arts,, restructure courses to fit thé educational objec-
tives of students in career programs, and reconceptualize courses to
accgmmoi:late the ability levels of the ac:;_demically underprepared.
Cohen and Brawer (1982) have characterized the liberal arts as
“the part of the college that seeks to make people reflective and respon-
sible; to relate art, music, and literature to their lives; to increase their
understanding of the past, present, and future of the society of which
they are' members; and to bring them into the culture” (p. 283). The
challenge facing educators is to devise methods of imparting the finest .
principles of the liberal arts to students ifi the career, compensatory,
and collegiate education programs.
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The Dallas County Community ‘College District embarked on
@ project in 1977 to identify some specific educational outcomes
Jor its graduates. Such endeavors contribute tg strengthening
the Tibéral arts in commupity colleges.

»

«j . S
¢ e

.

‘What Do Our Graddates o
Need to Know?.

' Ruth G. Shaw

-

L

In the current flurry of projects, articles, and presentations about the
revitalization of liberal arts, general education, and tfansfer education
in the community college, there is an aura of clarity and purpose.
\il'here is also an atmosphere of urgency. No such clarity, purpose, or
urgericy marked the inception of a project in the Dallas County Com-
munity College District (DCCCD) that has the profound prospect of
strengthening not only the liberal arts, but our overall college curric-

- ulum, ) . ’ Lo .
” For those inhibited by the apparent organization of efforts to
enhance the liberal arts, this chapter may prove inspirational. For
#  those who would like to avoid the chaos which we.in Dallas have inter-
mittently encountered, perhaps the saga will be instructional. This
"chapter provides a candid look at an honest effort to strengthen the
, community college curriculum; it is a story with no conclusion. The
focus is on the “how” rather than the “what” of gogls for community col-
lege graduates, for it is here that the real pitfalls lie for those who would
" strengthen the liberal arts. | ; o
Essentially, this chapter describes the history of a project in the
Dallas County Community College District known variously as Skills
for Living, Educa'tiorial' Outcomes, and Common Learning. It is not a
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_ glossy print, but rather a grainy photograph about the realities of cur- .
ricular'reform in a cdmplex; multicampus community college district.

&

_ A Brief History “

In the fall of 1977, the cpllege vice-presidents of instruction and
the vice-chancellor of academic affairs launched a project to identify
exit competencies for a number of transferable liberal arts courses. The
impetus behind this effort was concern that common DCCCD courses
with common descriptions, numbers, and credits should have common
outcomes, At this time, one college was assigned the task of developing

" a broader set of values skills, and attitudes that wfere called Skllls for
" Living.

The competency project, despite its noble intentions, was ill
fated from the outset. Faculty were concerned about.a robotlike stan-
dardization of courses, administrators were uncertain about the level of,

* specificity the competencies should have, the timeline was too short,
“ and the problems multiplied. When the dust settled, competencies had
indeed been developed for each of the assigned courses. But one course .
had twelve competencies; another had one hundred and twelve Clearly,
_ the assugnment had been understood in dlﬂ'erent ways. The compe-
tency project was quietly shelved. > .

One aspect of the project, however, would not go away. Skills
for Living, developed by an interdisciplinary groupof faculty and staff,
seelned to have some value that went beyond the competency project.
Skills for Living was designed to give specific form to the basic purpose
of the Dallas County Community College District, which is “to help

" students equip themselve, for effective living and for responsible citi-
zenship in a rapidly chan ing local, state, national, and world commu-
" nity” (Dallas County Community College District, 1977). The relation-«
ship of the Skills for Living goals to the ageless goals of both general
v and liberal education is evident without a recapitulation of the specific
’ goal statements. The eight initial goals of Skills for Living were divided
into three broad and somewhat indistirnict categories. Under the head-
ing of relationships, these goals and aréas were identified. living with
the developing self, living with others, living with environments. The
roles and functions category included the following: living as a pro-
" ducer, living as a consumer, living in the commumty In orientations,
living creatively and living in the future were addressed.

Each of these areas included a goal for the colleges to address
and a set of competencies for students that defined the goal. The specif-
ics of the goals themselves were less important than their relationships
to other goals for general and liberal education. Their relatives can be
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found in the 1947 report of the Truman Comrhission, in the Assogia-

tion of Governing Boards’ statement on “Improvmg Public Under:
standmg of Liberal Learning” (1982), and throughout the literature of

both general and liberal education. The problem is not with defining. -
goals for community college gradiates, the problem lies in what is done -

once these goals are defined. Staff members from throughout the

DCCCD had the opportunity to review Skills for Living. Support for

the goals was widespread. Indeed, many of them were already being
addressed. But the problem remained. How could Skills for Living be
organized and incorporated into a student’s educational experience?

'In a typical, orgamzatlonal response to a knotty problem, a new
committee was formeéd. The Educational Outcomes Committee was
resppnsible for organizing a series qfcommumty forums in which com-
munity leaders were invited to join faculty and staff in a critique of the
Skills for Living goals Were the goals approprlate for community col-
lege students living in Dallas, Texas? Did community mymbers sup-
port these general educational goals? The answer was_ resounding
yes. But that led to another question. Just how would the formidable
task of acquainting students with these Skills for Living, much less
helping them achieve competence in these areas, be accomplished?

As the Educational Outcomes Committee explored this ques-
tion, it became clear than an examination of the curriculum, and’spe-
cxﬁcally of the degree requirements, was the place to start. It also became
clear that faculty should have the primary role in any such examina-
tion. Thus was born the idea of the Committees for Comnton Learn-
ing, composed primarily of faculty groups from each campus.

. A

\

Rationale © ‘ L

* Essentially, the Committees for Common Learning were asked
to undertake a major curriculum review and possible curriculum revi-
sion. The obvious question was, Why bother? Were students or faculgy
complaining about the curriculum? Were employers or other colleges
indicating problems with degree requirements? Was the administration
Just trying to shake things up, or was this a guise for some yet- -to- be-
determined cost-cutting measure? The answer to all of the above was
no. Then, what was thereason? . -

. A significant reason for revxewmg DCCCD degree require-
ments was that it had never been done. Since the degree requiremehts

. first went into the catalogue in ¥966, they had undergone little or no

" change. Meanwhile, there had been technological revolutions, signifi-

* cant shifts in the student population, curriculum modifications through-

out higher education, social evolutions, growing criticism’ of publlc

Lo




edyéation, and other changés tao numerous to list. But the core curric-
ulum of this dynamic, responsive community college had gone essen-
tially unexamined by its faculty. It was past time for such a critilal
review. , ‘ N
" Another compelling reason to examine common learning in the
DCCCD was to determine what learning, if any, should be common to ,
occupational and écademig transfeggstudents. For a number of years,
these twd student groups had been aimed in divergent curriculum,
' directions. Within the »¢alm of academic transfer the degree require-
ments are the same for all students. These requirements, however, are
little more than a list of discrete courses. For occupational students,
there is little semblance of any common core of learning. Too fre-
quently, the occupational curriculum has grown narrower and nar-
rower. This pattern, too, called for comprehensive faculty .examina-
tion. It emerged, in part, because of a curriculum development process T
that allowed occupational curricula to go unexamined by faculty out- '
side the occupational area. The time for a broader review had arrived. \
The most abstract reason was perhaps also the most important
one. Genefal education and liberat education are undergoing national .
revivals because of a widespread belief that, in this period of rapid
change, fragmentation and self-absorption have become compellin
probles—AT a time when we desperately need a sense of the conned
tion betwegn things,.we find ourselves increasingly oyerspecialized a(fc;
compaftmentalized, Boyer and Levine (1981) say it well: The agenda
for tommon learning “js those experiences, relationships, and ethical
concerns that are common to all of us simply by virtue of our member-
ship in the human family at a particular moment in history. General
education is an institutional affirmation of society’s claim on'’its mem-
“bers” (p. 29). They quote Lewis Thomas, who says that “if this century
does not slip. forever through our fingers, it will be because learning will
have directed us away from our splintered dumbness and will have
. helped us focus on our common goals.” This, they add, “is both the pur-

.

pose and the urgency of general edutation.” .

€ )

Context for the Problem ' e

One premise that we have corne to accept in Dallas is that tradi-
tional, university-oriented' models for general or liberal educatio
never will have widespread effect in our colleges. The traditional mo:l?
els are familiar ones. T}fgy are centered around a core pixt‘riculum fro
—the humanities, the social sciences, the physical sciefices, and the bio-
* logical sciences; they focus updn distribution courses.from these core
areas in a cafeteria-style, studcnt-selection[appro'a.ch; or they include
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~ some combination of these two basic models. For the degree- seeking

academlﬁ%fer student — indeed, for the student seeking a degree of
_any sort—such a curriculum model may be perfectly acceptable. The
“structure of this model offers 2 manageable approach. It is administra-
tively tidy and pedagogically neat.

Unfortunately, such rational, sequential, curricular logic sim-
ply does not apply to large numbers of community college students.
Students .tend to be irrational, nonsequential, and illogical in their
course choices. They refuse to be routed through the orderly boxes of
curriculum flow charts. Qur students are not clean slates, coming to us
to be written upon. Instead, their mental chalkboards are full of the
scribblings and erasures that characterize adulthood..The students are
part-time, drop-in,_drop-out, night, day, degree holding, nondegree
seekmg, skﬂls oriented masses-of heterogenelty

Given the tremendous challenge of identifying, much less pro-
viding, what should constitute general or lieral education for this
richly dlverse group of students, it is little wonder that community col-
leges have been somewhat slow to accept this fundamental role. Loftier
academics may wrestle with the question of what is to be common or
liberal learning;.those of us in community colleges are destined to grap-
ple long and hard with how it is to be achieved.

. Let me hasten to say that I do not intend to demean the value of
a core curriculum. After examining one curriculum model after another,
I have become.convinced that a clearly defined core curriculuin has
great valué for community colleges. Not only does this core fulfill its
traditional integrating, liberalizing, and liberating functions for
degree-seeking students, but it also provides a clear, curricular state-
ment about the values of the college. Regardless of whether or not all
students enroll in.the core courses, the values the core reflects will per-
-meate the curriculuni, Certainly, what a college defines as essential for
common learning goes to the very heart of the institutional purpose and
priorities. But the task-issmugh larger than defining thécare. To serve
.community college stﬁdents” general education and liberal education
must be integrated throughout the curriculum, the extra-curriculum,
and the hldderg,cumculum .

wg‘

Dncovenng Fundamental Principles

Simply defining the core is not an easy task. I am no longer
. abashed to admit that we have not defined a solid core in the DCCCD
after nearly five years of fitful, sporadic attention to this issue. Once we
recognized that a core, 'in and of itself, would not begin to resolve the
gcneral educanon 1ssue, we ‘immersed ourselves in several other areas’
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-of activity. While I am certain that we had no guiding principles as we
" movedin these directions, I believe that some sound notions developed
~—from our struggles.

Ownership and Commitment. We spent endless, or seemingly

endless, hours in discussion of Skills for Living in coffimittee meetings.

The genesis of Skills for Living is critical: It was developed by a faculty .
== group, revised by another faculty group, and circulated throughout our
+ district to a staff of more than 2,000 emplbyees on at least three occa-
sions. To nobody’s surprise, we found great overlap between our Skills
for Living and countless other sets of general education goals. This is as
it should be, but no other set of goals would have worked as well for us.
The two principles that have emerged from these experiences are sim-
ple and familiar ones, and they are imperative in general or liberal edu-

cation development or revisior.
Principle 1. Eack college must develop its of directions and goals.
With the redféwed interest in general and libetdl education, it will be
- more tempting than ever to search for a set of prgmising goals to adopt.
In our concern for efficiency and productivity ™ higher education, it
seems wasteful to reinvent the wheel. But the fact of the matter is that a
- wheel that does not fit ‘properly will cause its vehicle to lurch along
rather awkwardly. College goals must be designed for a unique fit,
despite their commonality with other such models. Lo
' Principle 2. Faculty and staff throughout the colleges must be allowed the
time to become familiar with and ultimately committed to goals. This process .
carinot be hastened. It requires repeated, varying, and not necessarily .
systematic exposures to the goals. It requires infinite patience from
those eager to, press on and fight the good fight for general or liberal
education. But without it, general and liberal education will remain in
the attic’of community college education. If, as Levine and Boyer
(1981) say, common learning has been the spare-room in higher educa-
- tion, it has been relegated to a loftier, mdre obscure, more clutteted
- and even more frightening room assignment in the community college “
attic.

Community Support. Certainly one of the isolating characteris-
tics of the community college is its community base. We pride our-
selves on responsiveness to community needs, but we limit this respon-
siveness to technical or occupational program offerings or appropriate
noncredit course offerings. We often involve the community in career
program advisory committees; we rarely invite them in to discuss gen-
eral and liberal education functions, despite our recognition of the criti-
cal roles that general and liberal education play in shaping society.

If community colleges are’to fulfill their roles ag comprehensive,
community-based colleges, then their general and liberal education é

)
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goals and directions must have corllmunity affirmation. It was this
affirmation that we sought and found through the community forum
structure. We began this adventure with a forum of top district execu-
tives and Dallas County leaders, The group of sixty-four convened for
a luncheon, seated at eight tables of eight. Each table had as its discus-
ion topic one of the eight areas of the Skills for Living goals. We invited
Ken Ashworth, Texas commissioner of higher education, to address
the group. After we described our commitment to general and liberal
education and our need for their critical review, the groups set to work -
with vigor and enthusiasm. Their suggestions were insightful, their
support was nothing short of overwhelming. During Texas Commu-
nity College Week, each of our seven colleges held a community forum
for the leaders from its respective service area. With each iteration,
Skills for Living became a stronger statement about:what general edu-
cation should be in the Dallas County Community College District.
Before the forum series ended, nearly 500 community members and
stafl members had deliberated together over what constituted common
learning. This deliberation was not an academic exercise. It promoted
2 new kind of involvement that our community welcomed.

Principle 3. The general or liberal education goals and programs of a com-
munity college must reflect its unique dimensions. Not only did the forums
involve community members, they reinvolved faculty and staff who
had become disengaged from the endeavor. Too often, general educa-
tion not only is relegated to the college attic, but is the faculty stepchlld
Community colleges have some advantages over senior institutions in
this regard for the traditional, professional identification with a disci-
pline is not so firmly entrenched in the community college setting. But
administrators can do little more than provide direction and support
for general and liberal education, it will ultimately sink or swim with
the faculty. And I do mean all faculty. High interest from liberal arts
faculty alone will not carry the day, all faculty must be involved in gen-
eral and liberal education.

Principle 4. General and liberal education must be facully commitments if
they are to be meaningful. This fourth principle will surprise no one. We
are still very much in the process of building faculty commitment. I am
confident that this process will be a never-ending one. There is along °
way to go, but the signs are encouraging. General education may yet
become a faculty issue in the DCCCD. It is imperative that it do so, for
general education is, in no small measure, a state of mind which
depends upon faculty models of behavior for its transmission and trans-
lation to students. )

Institutional Priority. One of the major efforts of the Educa-
tional Outcomes Committee was the incorporation of the eight funda-
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mental Skills for Living goals into our district goals. This effort grew
- out of our belief in a fifth and final principle: . :

Principle’ 5. General and liberal education goals must be internalized

institutional priprities if they are to have significant effect. Certainly, the sup-

port of top leadership is fundamental to.the general eduegtion effort,

we have had such support from the outset. But it is crucial that these

broad goals be incorporated into institutional planning structures if

. they are to be addressed not only through core courses, but through all

credit courses and through student activities, noncredit offerings, cul-

tural events, and the like. Skills for Living has become an integrating

force for development of our own staff and our sense ‘of institutiopal
identity. . :

-

Current Status

Where are we now? Interdisciplinary faculty groups, such as the
Comnmittees for Common Learning, are developing plans to address
the common learning needs of Dallas County Community College Dis-
tritt students. These plans may include a core curriculum, but they are
expected to go far beyond the core. The committees are building uypon
the Skills for Living goals, but they have found that these goals must be
expanded. Basic skills, for example, may need to be added, as may.
other specific content areas. ,

Once a districtwide plan has been adopted, a period of training
and development is anticipated. By the time the project is concluded,
we will have spent nearly a decade in the discussion and debate that
surround such curriculum reform, This decade of effort has taken place

education: “It’s so that, later on in life, when you knock on yourself,
somebody answers.”

’
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Miami-Dade - - o
Community College
Emphasizes Excellence S

Fd

Sharon Carter Thonias 'O

The strength of Miami-Dade Community College’s commitment to
provide quality and equity in meeting the educational needs of the
community is evidenced by the manner in which Midmi-Dade recog-
nizes, respects, and valﬁ‘@ the comimunity’s diversity. The college has
sought creative ways to provide unique services and educational oppor-

. tunities- for increasingly diverse categories of people —the traditional

student, the new student, the ipadequately prepared student, the
returning student, and others. Now the collége secks the challenge of
serving the superior student more adequately. .

The college has always attracted substantial numbers of high-
ability, highly motivated students. It has always bgenapparent that
among Miami-Dade students were many who could read and write
with:exceptional facility, who could think mathematically, who were

" gkilled in technical areas, or-who exuded creative talent and facility in

the arts. Among these students are represented a multitude of interestsy’
majors, backgrounds, hopes, and fulture plans. These students demon-
strate the kind of creativity and responsibility that often surface in
leadership positions in the professions, businesses, and the arts.

In recent years, Miami-Dade has had to gomemplate the ques-
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tion “Are we doing all we should for our better students?” In responding
to the question, we realized that, if they are to develop and ultimately
~ achieve their optimal levels of excellence or to find and free their tal-
.ents, excellent students need more rigorous. challenges than those pre-
sented by the usual techniques of instruction. Miami-Dade College
could not afford to fail the challenge of helping these students to fulfill
their highest intellectual promise and to develop their capacities.
Miami-Dade is meeting the challenge through its newly estab-
lished Emphasis on Excellence program. The Emphasis on Excellence
program is an assertive, well-defined effort for initiating, preserving,
and strengthening the mechanisms for a demanding, intense, and
scholarly pursuit of excellence, both for high-quality students and for
the college community at large. Establishing this program has helped
the college dispel any notions that pursuing excellence is philosophi-
cally incongruent with the mission of the community college. Quite the
cpntrary, the program has become a catalyst for the development of
multiple kinds of excellence. .

* In developing the Emphasis on Excellence program, the college
established some clear goals, structures, and parameters for providing
high-quality educational experiences. The Emphasis on Excellence
Program defines these experiences in terms of type, rigor, content, and
organization. The program communicates the college’s ability to
dttract and serve superior students. Through the program, high-ability
students are offered scholarships, honors classes, seminars with distin-
guished visiting professors, opportunities for program acceleration,
cultural events; creative activities, and special services and recognition.

The Emphasis on Excellence program actually serves the col-
_lege and the community in a number of mutually beneficial ways. Most
important is the fact that the unique needs of superior students are .
being met. The program encourages local high school graduates to
remain in the area foftheir higher education experiences, thereby
enriching the life of the community. The program attracts and retains
faculty committed to quality educatiqp. Because faculty and students
require and meet demanding standards, the highest quality of educa-
tion is assured, and thus serves the entire academic community.

Emphasis on Excellence Program

In its broadest meaning, the Emphasis on Excellénce program
consists of the set of approaches taken by Miami-Dade to meet the
educational needs of its ablest and most highly motivated students.
Any faculty member who spends extra time and effort responding to
the interests, needs, or questions of an inquisitive student is promoting

QL . - 46 T
CERIC . 0 /

IToxt Provided by ERI , , r




. - 41

excellence. The same can be said for the adviser who helps students
select courses that will call forth their best efforts. On a more concrete
level, the program includes the follovo’mg
1. Scholarsflips to superior students who are just entering the
college.
2. Scholarships to students already at Miami-Dade who have
achieved high academic goals. .
- 3. A formalized college honors program.
4. A series of lectures and credited seminars by nat’ionally
known speakers.
5. A wide-ranging Creative Focus entertainment series to spot-
light the performing arts."
6. A summer program for gifted and talented high scheol stu-
. dents.
7. Intensive language and cultural study in foreign countries.
Each of Miami-Dade’s four campuses has an Emphasis on

Excellence coordinator. The role of the campus coordinator is to facili-
_ tate the administration of the program on individual campuses. In

addition to the administrative responsibilities associated with Emphasis
on Excellence activities, the coordinators monitor the progress of schol-
arship rec1p1ents serve as advisers for honors students, and provide
assistance in transferring from Miami-Dade to upper-level colleges or
universities.

High School Achievement Award. Recogmtlon for outstanding
performance in high school is given through scholarships covermg ma-
triculation fees for Dade County high school graduates who rank in the
top 10 percent of their graduating class. These scholarships, known as
High School Achievement Awards, provide approximately $1,200 to
students who earn associate degrees at Miami-Dade. Since the college
began this scholarship program in August 1979, over 1,500 Dade County
high school graduates have enrolled at Miami-Dade as scholar’s grant

) recipients. ’ .

_By meeting certain requ1rements these md1v1duals continue to
receive scholarships until completion of the Associate m Arts or Asseci-
ate in Science degrees. The college provides spccnal assistance to High
School. Achievement Award recnpxents by securing additional scholar-

ship assistance at transfér institutions.
William L. McKnight Scholarskips. One hundred students at

' Miami-Dade who demonstrate outstanding academic performance

during their freshman year are recognized by receiving a William L.
McKnight Scholarshlp from the college. This scholarship covers
matriculation fees of $18 per credit for a maximum of forty credits dur-

) mg the sophomore year. The scholarshlps are dlstrlbuted among the
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four campuses in proportion to campus enrollment. The selection pro-
cess for each year’s recipients occurs during the spring term. |
m. At the foundation of the college’s com-
mitment to serve superior\stddents is the development of its College
Honors Prograjn. The majqr goals of this program are to challenge, to
stimulate, and to involvé s perior students who have high academic
standards and ambitious career aspirations. The College Honors Pro-
gram offers:
1." An academic scholarship. College Honors Program students are
guaranteed academic scholarships covering.in-state tuition.
2. ‘A faculty mentor. College Honors Program siudents receive

) the personalized attention and expertise of a faculty member

in their major areas of interest. The mentor assists with reg-
istration, classroom problems, and career preparation.

3. OQutstanding academic experiences. Cdllege Honors Program stu-
dents have the opportunity to pursue a rich variety of honors
courses, interdfsciplinary, and team-‘taught courses, semi-
nats, and special projects. They are able to acquire a level of
competence that will enable them to excel in the upper-divi-
sion school or on the job,

4. In-depth study. With the guidance of honors faculty, mentors,
and project directors,, College Honors Program students are
able to pursue individual honors explorations and complete
capstoneé projects that utilize and develop the critical skills
for success in their fields.

5. College Honors Program graduation. Special note is made of Col-
leg Honors Program graduate status on the transcript. Each
honors course completed is noted on the transcript by the let-
ter H. .

6. University transfer, transfer scholarship, and job placement. Before
graduation, College Honors Program students receive assis-
tance in exploring university and Jjob options. The Emphasis
on Excellence Program students seek scholarships and place-
ment in upper-division colleges or in jobs.

Graduation with Honors. Graduation with honors in four grade

point categories is possible. Students awarded Associate in Arts or
Associate in Science degrees are eligible for the following jhonor desig-

nations: . ~
* Honors—requires a cumulative grade point average of
3.5-3.69

* Highest honors— requires a cumulative grafle point average
of 3.7 or higher , '
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* Honors and distinction - requires a cumulative grade point
average of 3.5-3.69 and at least fifteen credlts earned in hon-
ors courses -

» Highest honors and/ distinction —requires a cumulative
grade point average of 3.7 or higher and at least fifteen cred-
its earned in honors ¢ourses. '

Honors graduates receive special recognition during graduation cere-

monies, and the appropriate honors designation appears on transcripts

and diplomas. -

Program Acteleration. There are a number ai;"épportunities that
allow outstanding stydents to accelerate their academic programs, This
enables students to complete Miami-Dade studies in less than the tra-
ditional two years, These time-saving opportunities include concurrent
enrollment, whereby ‘students in Dade County high schools can be
admittéd each term to take college ¢redit courses, and early admission;
whereby superior high school students may leave hlgb school and be
admitted as full-time Miami-Dade.Community College students, after
an intensive selection process and with parental, high school, and col-
lege approval. . :

Program acceleration may also be accomplished through the fol-
lowing testing program: (1) Advanced Placement Program (AP); Col-
lege-Level Examination Program (CLEP) ~ students may, be granted
credit toward an associate degree at Miami-Dade, based on Miami-
Dade-approved course equivalents; (3) departmental credlt by exami-
nation; and (4) directed independent study (DIS).. .

Distinguished Visiting Professor Series. To provide students and
faculty with the opportunity for communication.and interaction,with
persons who have gained international reputations in their Yields,
Miami-Dade Community College offers a series of lectures and semi-
nars by Distinguished Visiting Professors. The people invited to the
college as Distinguished Visiting Professo represent a wide range.of
academic dlsctplmes occupations, and arlecs of special interest. Each
appearance is structured to provide different kinds of personal confaats
and learning experiences. Through exposure to people with demon-
strated excellence in their fields, the college hopes to inspire students to
excel in their studies and to encourage all participants in their quest for
knowledge. As time and space permit, selected guests from local high
schools, neighboring «olleges and universities, and members .of the
community at large are invited to share these special learning experi-
ences. |

Edward Teller, one Qf the world’s foremost nuclear physicists,

and Luis Adolpho Siles Salinas, former president of the Republic of
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Bolivia and chairman of the Human Rights Commission of the United

Nations, were among the first to appear in this series. Teller visited the

college in March 1979 and presented a wegk-long honors seminar pro-

viding an overview of the physical scierices. The interrelationships

among mathematics, physics, astronomy, ant chemistry were explored

and discussed in the light of modern technological advances. Salinas

visited the college in May 1979 to lead an open-forum panel discussion
concerning the changes that have occurred in Latin America during the ’

past twenty years. Since the start of the program, the college has engaged

an impressive number of distinguished guests, in¢luding Edward Albee — )
playwright; Alfred Eisenstaedt— photographer; Robert Geddes, Ed- N
ward Logue, Paolo Soleri, Jacquelin Robertson— architects; Alvin
Poussaint—educator and psychiatrist; Luis A. Siles Salinas —former
president of Bolivia; Edward Teller—nuclear physicist; Maya Ange- »
lou = playwright, novelist, and journalist; Lerone Bennett, Jr. — histor-
ian, novelist, and editor; Paul Ehrlich — populatidn expert;, Charles Sil-
berman — political scientist and criminal justice e)fpert, O. Carl Simon-
ton— cancer researcher; Lendon H. Smith— nutritionist and learning-
disabiliti€s specialist; Michael Tilson Thomas— symphony conductor;
Michael De Bakey—heart surgeon; and John Hope Franklin— his-
torian.

Creative Focus. Special cultural events of interest to all students
are coordinated through the college program known, as Creative Focus.
Each campus participates in a joint effort to provide learning experi-
ences through art, musig, theater, and public forums scheduled at Gus- - {«
man Cultural Center in downtown Miami.

Creative Focus serves as the developmental, experimental, and
educational vehicle for.the performing arts at Miami-Dade Commu-

. nity College. Its primary role is that of advocaey of the arts through
professional and college produictions, classes, and community collabor-
ations. It seeks to further enrich the cultural experiefice of the college’s
students and county residents by offering another source of quality
‘entertainment in a rapidly growing downtown area. .

In addition to Miami-Dade’s faculty and student productions,
nationally and internationally known performers are part of the Crea-
tive Focus program. Recitals, dance, comedy, and drama are part of -
the diverse cultural programs scheduled at Gusman Cultural Center.

Creative Focus has featured such presentations as “Salute to
Hispanic Heritage”; Pat Carroll in “Gertrude Stein, Gertrude Stein,
Gertrude Stein”; Renaissance Festival with Madrigal Singers, Joselo-
vitz's “Hagar’s Children”; “Don’t Bother Me, I Can't Cope”; Mummen-
schanz, an international Swiss mime troupe, Maya Angelou reading )

«
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her poetry; an evening with Mozart; Coleman and Field’s “See-Saw”;
and master classes with Vinnette Carroll. :

Over an eight-year period, the Lunchtime Lively Arts Series
has brought world-renowned artists and performers.to Miami. As one
aspect of Creative Focus, the program continues to be successful in
attracting students, faculty, government workers, senior citizens, shop-
pers, and international and seasonial visitors to spend their lunchtime
in a cultural setting.

In addition to meeting the needs of its students and community,
Creative Focus acts as supplement.to the fine arts courses offered by
the Dade County public schools. High school students and faculty are
provided open admissions to performances. Development and sipport
of special projects designed for talentéd high school students are inte-
grated into the plan. ) ¥

| Creative Focus was devised to be an actiVg, artistic forum at
Gusman Cultural Center with quality productions, projects, and com-
munity outreach to provide an environment of learning and enjoy-
ment. | ,
Summer Program for the Gifted and Talented. Two hindred of
Dade County’s gifted and talented high school students will be chosen
through a rigorous selection process to participate in a summer pro-
gram for the gifted and talented’te be conducted by the college. This -
program represents a commitment on the part of Governor Graha ;
and the educators of Dade County to provide personalized advanced
instruction for those young people who represent Florida’s most prom-

- ising future resources.

For six weeks during the summer, intense study opportunities
will be offered in the areas of television, mathematics and physics,
drama, music, journalism, creative writing, and computer .science.
Each applicant competes for selection in only oné&%rea, all students
competing must be in tenth or eleventh grade.

The program is designed to provide high-quality, college-level
instruction with a blend of theory and hands-on experience utilizing
modern equipment and facilities. The summer program will culminate
at Gusman Cultural Centér with a presentation showcasing the prog-
ress and products of each student in the program.

Out-of-Country Study. Another opportunity for special learning
experiences is available each year through various programs for out-of-

|

country study sponsored by the college. Generally, the programs are .

offered during the summer term and provide three to nine semester
credits for participants in courdes such as foreign languages, humani-
ties, social scienee, art, or music. The study of a language or a culture
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*  in the native milieu provides a complete immersion experience with
advantages for learning and practice beyond those found in_the local
classroom. In-addition to the travel and study experlences while out of
the country, students may be required to complete various reading and
written assignments before or after the travel programs and to partici-
pate in orientation sessions. The following out-of-country study pro-
grams are usually available to students during the summer terms.

1. Summer Term in France—five weeks of residential study in.
Aix-en-Provence and one week in Paris. Students may earn a maxi-
mum of six credits from among courses offered in intermediate or
advanced French, international relations, humanities, and modern
language field trips and seminars. The seminar course emphasizes the .
life and culture of the country visited.

2. Summer Study ‘Program in Mexico— four weeks of residential
study, with students attending the University-of Tlaxcala, and two
weeks of travel to various Mexican cities. Students will earn six cred-
its—three credits in conversational Spanish and three credits for a
modern language field trip and seminar.

3. European Odyssey—~ a twentil-one—day tour with visits to music
and art centers in England, France, Austria, and Italy. Students may
earn up to six credits for courses in art or music appreciation or
humanitigs. * -

4. Summer Semester in Spain— three or five and one half weeks of
resident study at the University of Madrid, with two quonal weekend
excursions to other Spanish cities. Three- week participants may earn
three credits in the modern ‘¥inguage field trip course. Five-and-a-
half-week participants may enroll for six to nine credits in Spanish,
humanities or social science courses. .

Summer Program in France—five weeks of resident study in
Avngnoi{i and one week in Paris. Participants may earn six credits from
among various art courses or the modern language field trip course.

s

Conclusion

The college is proud of the continual evolution of the Emphasis
on Excellence’program. Each phase of its development shows the
Miami-Dade commitment to providing services and opportunities for”
the students who are better prepared more highly motivated, and
more talented. The ultimate hope is that the Emphasis on Excellence
program will help these students realize their potentlalmes and that
they in turn will contribute to this society by becoming part of its lead-
ership. .
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Shaton Cariet Thomas is the Sformer college cbrdinator of
the Eimphasis an Excellence program at Miami-Dade
Community College. .
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Interdisaplmag’ courses are an zmportant component. . ‘ k
of the qgademig axpmmce, ang the tommunit college offers '
. unigite opportunities in which'they may be utifized. - > .
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In recent years, interdisciplinary courses have become a vital part of

the instructional process at the three campuse "of St. Louis Commugr——-_|

nity College. The Florissant Valley, Forest Pagk, and Meramec cam-
puses offer a varlet)g?f programs, but throughout the olleg@@s a whole
there has been a commitment to }tje larger and often rhore illuminating
perspective that can be gained t ough an interdliscip mary approach.

The interdisciplinary courses that have been tailght at our institution
have served to stimulate students, increase awa enest of the connec-
tions that exist amorig’ dlf}’erent fields, and enable aculgy to re-evaluate

their own teaching techniques in fight of the methods employed in
other disciplines. ° s

-
[

Teaching Strategics‘ : [(

»
P

- »

A vanety of,t%achmg strategjes can be seer} in tﬁe ‘courses that

_are offered within the college. At Forest Parks the humahities course is
team-taught by three instructors. These instructqrs each represent a.
specific ﬁeld—art rmusic, and phllofophy, respe’;l cly—:and two of the
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Interdisciplinary Studies Program

.Literature.

three deal with the segments on literature. The course is approached
chronologlcally, each of the two-hour class periods treats related topics.
An hour on impressionism in art will be followed by an hour on impres-
sionism in music, for instance. An effort is made to relate appropriate
topics to the students’ immediate St. Louis environment. A discussion
of architecture will include slides of particu]ar examples to be found in
St. Louis.

¢ The Black Humanities course at Forest Park exhibits a different
approach. This class is taught by a single instructor; guest lecturers
may be invited to provide additional expertise, While the content here
is rooted in the black experience, the methodology js.similar to that of
the general humanities course, except for the single-instructor format.
Another course taught in this manner is Future Worlds. Politics and
Society. It, too, utilizes one instructor —a political scientist— but draws
on experts from other fields, such as philosophy and sociology, as well.
The class is designed to mtroduce alternative approaches to the future
and deals with a variety of political, economic, and ecological problems.
Students must ultimately engage in technological, economic, political,
and'social forecasting, and must of necessity both distinguish between
and also relate disciplines. | )

~

A very ambitious interdisciplinary project has been undertaken
on the Meramec campus. Under a National Endowment for the Hu-
manities (NEH) Pilot Grant awatded in April 1977, Meramec insti-
tuted an Interdisciplinary Studies program. The program seeks to
stimulate student interest in the humanities through a set of courses
supplemented by lectures, films, and roundtable discussions. The con:
tent and methodology of the courses are drawn from two or more aca-

demic disciplines, and the emphasis is on primary source materials.,

The program emanated from a small group of Meramec faculty mem-
bers who wanted to give students a chance to study the humanities in
an integrated fashion. Most of these classes are taught by a single in-
structor, But they make use of films or lectures that provide specialized
expertise. The series of courses offered in the spring 1982 term provides
examples of the Kinds of offermgs available in the program. Biomedical
Ethics, German Culture in the Nazi Era, Humanities, Human Sexual-
ity, Introduction to French Culture, Introduction to Latin American
Civilization, Missouri Folklore, Sociology and Literature, The United
States in the “Twentieth Century Women's History, and Women in
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These classes are supplcmcnted by a lecture/film/roundtable
series, which can relate directly to given courses, but which also pro-
vides events of general interest for the cam and the community. As
one example, a number of films were gresentettin conjunction with the
Women’s History class. These included “How We Got the Vote,” an
account of the struggle to win the vote for American women; “With
Babes and Banners,” a documentary dealing with the role of women in
the 1937 sit-down strike at General Motors; and “Antonia,” a biograph-
ical film depicting the life of the conductor Antonia Brico. A related
roundtable discussion was entitled “Women at War with America:
American Women in the 1940s.” .

For the Biomedical Ethics course, a number of relevant lectures
and discussions were held. New Modes of Human Reproduction: Arti-
ficial Insemination and In Vitro Fertilization, Can Psychiatrists Pre-
dict Dangerousness in Patients?, Sickness and Sabotage. How the Health
Care System Controls Women; and Human Experiments. The Price of
Knowledge. These events are open to the public and provide citizens
who would otherwise have no affiliation with the college an opportunity

_ for intellectual stimulation and cultural enrichment. In addition, the
" lecture/film/roundtable series has drawn on the program faculty "who
) " may not be directly involved in the project as teachers of interdisciplin-
" ary courses. These faculty members have been invited to be guest le¢-
turers or to participate on a discussion panel.

Another aspect of the Interdisciplinary_Studies program has
been a series of faculty workshops, most of which are designed to acquaint
. faculty with interdisciplinary teaching techniques. Some of the topics
have included Oral History and Oral Testimony. Methods and Philos-
ophy; Interpreting Historical Photographs,.Hlstoncal Objects as His-
torical Sources, Research on, Women’s History and Local History in
St." Louis; and American Studies, Interdisciplinary Studies, and the
Two-Year College. In a more general way, the Interdisciplinary Stud-~
ies program has provided an environment that encourages faculty to be
innovative and allows them to view their own disciplines front a broader
perspective. In short, it has served to stimulate faculty as,well as stu-
dents. Z

PLACE Program ‘

At the Florissant Valley campus, staff members have developed
an innovative program to meet the needs of adults who would like fo
enroll in a college-level program but whose schedules do not permit
them to attend class several days or evenings each week. The Program

.
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‘of Liberal Arts College Education (PLACE) is designed to offer a full
liberal arts cufriculum at tinjes that will not conflict with work hours.
The courses are divided into blocks of four classes each. Every block
includes one weeknight course held once a week; one telecourse offered
in conjunction with St. Louis’s Public Broadcasting System station,
KETC-TV; and two courses coordinated and team-taught on four week-
ends from Friday evening to Sunday afternoon throughout the semes-
ter. With few exceptions, students take the blocks intact. Administra-
tive details for a particular block are handled at the initial weeknight
class meeting. At that time assignments are made for the first weekend
conference; students thus have a month in which to prepare for these
conferences. . .

It is thiy last segment that involves an interdisciplinary experi-
ence and that requires a carefully integrated approach in a very con-
centrated time frame. In the spring 1982 term, three PLACE blocks
were offered; each included an interdisciplinary pairing for the week-
end sessions, such as: ’ )

1. Humanities, and Rapid Reading;

2. The Modern World, and European Literature After 1700;

3. American History After 1865, and American Literature

After 1865. .

Such pairings offer opportunities for innovative teaching meth-
.ods. In a weekend setting, classes can travel to the St. Louis Art Mu-
seurm, or be taken on a historical tour of St. Louis. Appropriate full-
length films can be shown in class. In one combination, American His-
tory and Literature, the instructors chose Conflict in the Twentieth
Century as their central topic. As the courses dealt with selected sub-
topics —war, for instance — the historical perspective was reinforced by K
appropriate readings, such as Heller’s Catch 22 and Hemingway’s The
Sun Also Ris'éf""Thus, the students made constant and iminediate con-
nections between disciplines. The success of this program can be seen
not only in a steady rise in enrollment, but also in the students’ desire to
find a complementary program at four-year institutions upon gradua-
tion from Florissant Valley. *

National Endowrhent for the Humanities (NEH)
Consultancy Grant R

‘Two other interdisciplinary projects are under way at St. Louis
Community College. In the first, an NEH Consultancy Grant has
enabled a committee of Florissant Valley faculty to begin work on an
interdisciplinary core course to be implgmented at that college. The
interdisciplinary approach is an attempt to revitalize what has become
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a declining interest in traditional Western civilization and hurhanltles
courses. The principal consultant has completed his on-site v1snt&to the
Florissant Valley campus. Related workshops have also been held. The
participating faculty have examined a variety of alternatives and are
moving toward a team-taught integration of the Western civilization
and humanities programs. The pilot course will be a six-hour class
involving both lecture and discussion sections. Curriculum planning is
currently under way. ‘

International Studies Program

A final area of interdisciplinary interest is thé International
Studiés, program, inaugurated by St. Louis Community College in
1977. Administered by the Institute for Continuing Education, the
program provides off-campus credit courses involving travel and field
study of the life and cultures of foreign countries. Humanities in
Europe was the offering for the summer 1982 term, The course included
visits to bondon, Paris, Rome, and Florence. It introduced students to
the art, architecture, history, and customs of the countries visit t
allowed students to experience first-hand each country’s traditions4dnd
to learn about each country’s significant contributions. The *format
included lectures prior to departure, during the trip, and on return to
St. Louis. These activities provide for a shared experience that can lead
to a broader understanding of the humanities, with the world serving
as the classroom.

The interdisciplinary experiences at St. Louis Community Col-
lege have been positive ones. Faculty and students are enthusiastic
about many of the interdisciplinary projects and the administration has
been supportive of many of these courses and programs. Not all inter-
disciplinary courses have been successful, but those that have been so
have provided an innovative and challenging environment for students
and staff alike. New mterdnscnplmary core, courses are being consid-
ered; implementation of pilot projects is bemg planned.

Where Are We Headed?

The interdisciplinary experiences at St. Louis Community Col-
leges Have been positive ones. As our efforts have proceeded, we have
become more convinced of the potential of these projects and more
aware of the considerations involved that require further refinement.

The college is presently seeking to integrate interdisciplinary
courses and programs into a larger framework in a better-defined way.
Our current liberal arts curriculum is being re-examined, with an eye
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to providing a sounder and more relevant educational experience for
our students.” ' ’

As part of this re-examination, the role of interdisciplinafy
courses will, ke an important factor. A program such as Meramec’s
Interdisciplinary Studies program needs a clearly established relation-

-ship to the liberal arts curriculum and requires a thoughtful coherence
among its own courses. ‘ ‘

In terms of teaching strategies, we recognize the necessity for a
close appraisal of the needs of interdisciplinary courses in order to
détermine whether team or single-faculty instruction is more appropri-

«~ate. Along this line, we also see the need for more workshops in teach-
ing techniques.. -

Finally, for a program like Florissant Valley’s PLACE pro-
gram, weekend courses require careful selection of faculty, these teach-
ers must work in an intense academic environment and must be able to
adapt to the special demands of that environment. These kinds of pro-
grammatic and administrative considerations are important to the suc-
cess of interdisciplinary courses. Our faculty and students are enthusi-
astic about many of the interdisciplinary projects and the administra-
tion has been supportive of many of these courses and programs.

Not all interdisciplinaty courses have been successful, but those
that are provide an innovative and challenging environment for stu-
dents and staff alike. New interdisciplinary core courses are being con-
sidered; implementation of pilot projects is planned. Interdisciplinary
studies are alive and well in St. Louis.

e -
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Stephen M. Curtis is an instructor of music at the .
Forest Park campus-of the St. Louis Community College.
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If we look at some of the key assumptions underlying
mastery learning, we may be able to determine whether
theré.are basic contradictions between the pedagogy and
any assumptions of humanistic education.

‘:4 .

The Art of Teachz’ng Versus
Teaching the Arts

Don Barshis »

When he walked into my office, portfolio clutched like a lance at his
side, I knew the City Colleges of Chlcagos faculty development pro-_
gram was about to be tilted at once again.

“I have something I would like to share with you, Dean Barshis.
You see, I've done some reading on your mastery ]eammg and have
prepared this little paper pomtmg out some of the major problems such
theories of teaching have for us in the humanities.”

I thanked him for his concerns, escorted him to the elevator,
returned to my office, poured a stiff coffee, and began reading. Twenty
minutes later, I began drafting a new version of my letter of resignation
for filing in my next morning’s tickler file. What the good professor of
humanities had concocted was a venomous condemnation of mastery
learning, culminating in the memorable sooth: “Therefore, mastery

learning forces our students to abandon their individual values in favor

of a regimented, fascistic notion 6f administrative truth, which ulti-
mately deprives them of their freedom to be, to choose, and to appreci-
ate.” I was tempted to burn my Bloom and Block for such treachery, but
returned to my resignation letter when I failed to find a single footnote
reference in our humanist’s attack. ’ .

After a fitful night’s sleep, a good breakfast, and questionable

S, F. Turesky (Ed.). Adooncrng the Libersl Arts New Directions for 6‘ (} -
CpmnmmtyColkm 1. 42. San Francisco: Jossey-Bass, June 1943. . : 55
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judgment, I tore up my resignation letter and began to assess my col-
league’s arguments in light of where we had come with our mastery
learning program at the Cimlk'ges of Chicago (CCC), what I knew
about faculty attitudes toward innovation and development efforts in
general; and how I had organized our faculty development program to
respect the integrity of both faculty and curriculum while furthering
administration aims for improved teaching, especially in our general
education core courses. I would have liked to dismiss our opposition as
the frightened reaction of an incompetent suddenly threatened by
administrative interference and possible accountability for semesters of
poor retention; but in addition to being a cheap shot, such a dismissal
would have been unfair: This fellow was not such a bad teacher,xagk-
ing in the upper end of the middle third of CCC’s 1,300 full-time fac-
ulty. His degrees were from reputable schools; he was quite active in
the faculty union and in several college and district committees. In
short, he was representative of.a certain type of faculty attitude toward
mastery ledining in particular and educatjonal technology in general.
- Variations of this critic’s concerns had appeared throughout the
inception and nine-year development of CCC's mastery learning proj-
ect, one of the country’s largest community college programs. For a
number of reasons, the system’s humanists had not been impressed.
Although more than 400 faculty had.taken one of the semester-long
mastery learning workshops, no more than 25 were from the humani-
ties. Of the 200 active users of mastery learning strategies in their
classes, only 10 taught humanities survey courses, philosophy, art, or
music. Yet among the 10 humanists using mastery learning, 2 serve as
college coordinators for the program and three of the others are re-
garded by their peers and the administration as being amgpgthe very
best teachers in the system. This leads_to the interesting question of
whether mastery learning is, indeed, compatible with the humanities.
' Can mastery learning do anything to enhance the quality of humanities
instruction, or does it interfere?

If we look at some Of the key assumptions underlying mastery
learning, we may be able to determine whether thére are basic contra-
dictions between-the pedagogy and the assumptions of humanistic edu-
cation. In the event there are none, the question of why humanities
instructors are indifferent or opposed to using mastery learning in their
classes must still be answered. First, let us emphasize that mastery
learning is not a specific teaching technique or collection of techniques.
Itis a theory about classroom teaching and learning that suggests that
students’ learning can be increased dramatically within the constraints
of group instruction if the teaching they receive has certain functional
characteristics, including: -

Q
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J. The instructor’s expectations about course outcomes are
communicated clearly, openly, and comprehensively. Students need to
know what they are expected to do, feel, and understand.

2. The instructor will design the course into units that provide
for manageable learning and that allow the student to see interrelation-
ships among content items and course objectives. ‘

3. The learning units will be organized so that any prerequisites
for new learning will be addressed beforg the learning takes place.

4. Instructors will systematic&ﬂy}and regularly evaluate stu-
dent progress during the term by using the stated objectives as criteria
for evaluation. Students needing further instruction or"practice will be
provided with those opportunities to reach criteria levels constituting
unit mastery. : ~

5. A second evaluation will be given as needed to determine if
initially deficient students can perform at criteria levels after complet-
ing their individual corrective prescriptions of additional instruction or
practice. The evaluations must be essentially diagnostic and nonpuni-
tive. :

6. St‘udents are- graded only on ability to perform at criteria,
level on the stated objectives for the course. They will not be judged rel-
ative to the other students in the class. -

The emphasis throughout these functional characteristics of
mastefy learning is on the conditions for learning, not on specific pres-
entation techniques for course content. Mastery learning instructors
systematically focus on creating a learriing environment in which stu-
dent mastery of course content is demonstrated by specific student per-
formance on tests rooted in course objectives and content actually
taught. Hypothetically, all students can succeed or achieve mastery in

" such an environment; in fact, many more students do.achieve higher
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levels with greater personal satisfaction in their mastery learning classes -

than in comparable courses taught by conventional methods.

Our own CCC research shows that instructors who compared
their mastery learning-based classes with control sections during the
sameé semester got consistently higher achievement, retention, and stu-
dent satisfaction in their mastery learning sections. Yet, reiteration of
these findings is regularly greeted in some faculty quarters with indif-
ference or charges of grade inflation, standards dilution, and the like.
All of this points not to a basic conflict between pedagogical and huma-
nistic goals, but to a different set of motives underpinning faculty oppo-
sition to professional consideration of a potentially useful instructional
system, . ‘

Is mastery learning’s emphasis on clear course objectives, norm-
referenced grading, sequential learning units, and the other character-
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istics of a highly structured system of teaching at the heart of opposition
to mastery learning? So much humanities instruction is bound up with
valuing (appreciation) and creating (invention). Singe humanities
instructors must judge and certify student competence in areas that do
not lend themselves to precise measurement, it may be that they oppose
mastery learning’s rigorous practices in student evaluation. Yet these
practices do not automatically translate into machine-scored, multiple-
choice tests, as so many faculty critics love to argue. Multifaceted tests
that assess all the appropriate higher mental processes, discussed by
Bloom (1956), are just as appropriate in mastery learning-taught
humanities courses as they are in mathematics, biology, or electronics.
The course objectives library has several excellent examples of mastery
learning materials in the humanities, complete with ynit objectives,
formative qujzzes, essay-objective summative exams, and alternative
correctives. Two CCC faculty members have even produced some
excellent affective development objectives to aid their students in sys-
tematically approaching the problems of values development basic to
so many humanities programs. -

Mastety methodology itself is not inherently inimical to huma-
nities instruction and evaluation, even though our humanities critic
observed in his diatribe that “feedback and correctives — note the mech-
anistic jargon — are the kind of narrowly focused trial-and-error think-
ing more suited for the auto mechanics shop than for a class in world
literature or the understanding of multiple levels of meaning in a
Socratic dialogue.” There is a clue in this nt that I will touch
upon in a moment as we look at another 6oss1blz explanation for our
humanist’s dlsaffectlon with mastery learning.

Mastery learning is a product of “school of education” thinking,
and much of its publicity —both good and bad — has been connected to
its use in American primary and secondary schools. No matter that R
between thirty and fifty million students worldwide, many in colleges
and universities, receive their instruction through mastery learn-

.ing-designed curricula; there is still a disdain on the part of “regular”
graduate school types who teach in colleges for the work of their coun-
terparts in education, especially if that work is applicable to common
school ‘environments. -

CCC humanists are no exception. Most were hired more than
teri years ago, with at least master’s degree$ from a liberal arts graduate
program, Most have had no formal training in pedagogy, since teacher
certification is not a condition for hire at the community college level in
Illinois. The required in-gervice programs for untenured faculty receive
good ratings from their current partlupants but attract very little vol-
unteer partlmpatlon from senior faculty whosg own in-service.experi-
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ence includes virtually no training in pedagogy. In short, CCC faculty,

_especially those trained in traditional liberal arts areas such as humani-

ties, have rejected mastery learning and other educational technologies
as a consequence of their own lack of experience in and professional
devaluation of teacher training. ‘

What are the underlying motives for this devaluation? Some
amalgam of the many different explanations is probably closest to the
truth. Most of the explanations contain the underwhelming conclu-
sion, so favored by staff development literature, that faculty are resis-
tant to changé, especially change proposed by superiors or outside
experts. Unfortunately, such insights bring us no closer to folutions
than, in “psychobabble” terminology, that faculty must be given thelr
chance at psychological ownershlp of a new idea. The elusivé “how” is
tfarely pinned down to the point of usefulness by those of us facing fac-
ulty characterized by sole proprietorship thmkmg in matters of class-
room management. e

It appears that the humanities faculty’s resistance to change is
linked first to a kind of professional snobbery about the findings of
teacher trainers that have applications in the common schools as well as
colleges. We also need to look at other common explanations for resis-
tance. Personal motives, such as faculty concerns about the value of
teaching the liberal arts in community colleges to increasing numbers
of ill-prepared students, also contribute to those defensive postures we
interpret as resistance to change. Social motives, centering around a
concern that society views teaching as a low-esteem job, a congern fed
by the frequent media attacks on faculty effectiveness and by public
indifference or hostility to teachers’ quest for financial parity with the
other professions, provoke faculty to react to administrative-sponsored
improvement programs that suggest that teachers are not doing the job
very well. Finally, political motives, reinforced by the attitude that
administrators are something other than educator colleagues in the job
of instruction—a view nurtured by system size, impersonality, and
penchant for cost-effectiveness at any cost—lead teachers to distrust
methods embraced by their. administration, whether these methods
work or not. ‘ -

Another reason to oppose change is a teacher’s sense of personal
and professional frustration and sense of futility that comes from pre-
senting traditional content in traditional ways to nontraditional stu-
dents. Additional frustrations arise from trying to encourage these
students to do the requisite reading and wriling that demonstrates
some kind of learning. The result, after blaming the administrators
who let such students in and the students themselves for being so differ-
ent, is to distrust and even fear an instructional technology that has as
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its basic premise the notion that 90 percent of all students can achieve
mastery of course content if it is presented in the right way.

Such an array of attitudes and beliefs poses quite a challenge to
a curriculum design and staff development operation, particularly one
charged with selling the idea of mastery learning as a major instruc-
tional improvement. Although we have had a number of years to work
on developing our mastery learning program, our relative lack of suc-
cess with the system’s humanists has mandated a change in our approach,
not only with this group but also with our general faculty population,

, which has remained fairly constant in numbers using mastery learning
strategies.

We are moving into our new approach incrementally, with an

. eye toward the effectiveness of each step. The three principal areas that
we have defined as needing special attention are (1) faculty perception
of mastefy learning as a comprehensive approach to teaching that -
addresses both cognitive and affective development for all students in
the Chicago City Colleges, (2) the range of personal and professional
incentives we might provide to faculty for work in curriculum develop-
ment and the classroom use of mastery learning, and (3) the methods to
assess the effectiveness of mastery learning use among our faculty, giv-
ing special attention to those exemplary users in humanities and other
low-use areas. : ‘

. The first step in our renewed effort to present mastery learning
to the City Colleges faculty has been to change the image of mastery
learning from a testirig system concerned with student cognitive devel-
opment, especially for remedial-level students, to that of a comprehen-
sive instructional system that addresses the total development needs of
sfudents at every level of ability. This has been done by emphasizing in
teaching improvement workshops the essential features of a total effec-
tive instruction approach-creating a supportive learning environ-
ment, providing frequent positive feedback, encouraging group partici-
pation, forming student support groups, as well as using mastery learn-
ing course structure. Mastery teachers are also encouraged to recog-
nize student accomplishment and have even been provided with copies
of recognition certificates to give to students who successfully master
unit and course objectives.

We are currently designing g pilot study for systemwide appli-
cation at all levels of our various programs in which we combine sev-
eral elements of effective instructional practice with exemplary mastery
learning-structured curricula. Faculty teams from the same discipline
will use the curricula and practices in one class and compate their results
with those of a control class taught in a conventional way. We are look-
ing for significant improvement in student achievement and persis-
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tence as well as in both student and teacher attitude. We must continue
to attack our faculty’s perception of mastery learning as a teacher-proof

_system of instruction, with all the attendant mechanistic implications

that give faculty a reason for damning the entire enterprise. If faculty,

_especially those in the liberal arts who see themselves as defenders of o

academic freedom and the art of teaching, can be convinced that masy-:
tery learning is a systematic way to practice the teaching arts, we are -
confident that we will inCrease the ranks of dedicated mastery learning
users with a corresponding improvement in teaching and learning
effectiveness throughout CCC’s academic programs.

Staff developers soon learn to overcome naivete about how to
get people to try new ideas. The second step of renewed effort to improve
the CCC mastery learning program is in the area of faculty incentiv?s.
We have for years offered semster-long mastery learning workshops
that grant salary lane advancenfent credit as a substitute for graduate
credit in one’s field. This practice ensured healthy enrollments in the
workshop during a time when there were larger numbers of untenured
or less-senior faculty. But those days have passed and enrollment in the
workshops has declined in the last years. We have continued with the
practice of offering lane advancement in-service courses, but have
decided to diversify our approach. Mastery learning is now a compo-
nent of semester-long seminars in effective instruction, using learning
support systems, authoring learning modules for our PLATO compu-
ter-supported instruction program, and the like. We have created spe-
cific curriculum development projects using a mastery learning approach
for which we offer a stipend and solicit faculty applications. Plans have
been made for mastery teacher recognition ceremonies and we have
selected mastery learning faculty to repjesent the colleges at various
conferences. In short, we recognize that some form of official acknowl-
edgment or reward by the administration is still a strong motivating
factor in building the kind of professional identity that will overcome
the change-resisting motives mentioned-earlier.

Finally, we are moving to improve our research effort to assess
the effectiveness of mastery learning teaching in our urban community
college setting. With the exception of the previously mentioned pilot
study on effective teaching, our staff researchers are shifting their focus
from classic experimental-control studies with individual teachers,

because so few of our instructors wish to continue with conventional

instruction in their control classes after experiencing good results in the
first units of their mastery learning-taught classes. Instead, they are
concentrating on particular research problems within mastery-taught
classes and conducting serious studies. Of particular interest in the
humanities and the liberal arts are problems of teaching the higher
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mental processes, designing cdrrectives that address different student
learning styles, and developing learning-to-learn skills that will transfer
both to subsequent and concurrent traditionally taught classes taken by
the student. If we can actively involve our current mastery learn-
ing-using humanities faculty in a highly visible way in these interesting
research.efforts, we anticipate that they will serve as change agents who
will involve their departmental colleagues who have all teo few oppor-
tunities to participate in higher-level professional problem-solying
activities. -

Our Intention in all these staff development efforts ‘is not to
dupe our faculty colleagues or to sell them some kind of bill of goods
that is shoddy or ineffective. Mastery learning works, whether the set-
ting is a common school reading classroom or a graduate seminar in
Aristotle’s Topics. We are trying to overcome resistance to this student-
focused instructional system that transforms teachers from deliverers of

content to managers of student learning. To accomplish this, we mu§t’

work to find a common ground where administrators and faculty can

* suspend hostilities long enough to talk about those issues of mutual

interest to educators — their common role. Staff developers have, to be

willing to start wherever is needed with faculty to open channels of
communication grounded in respect for the other. Only when people
are willing to listen to each other will wild allegations, misperceptions,
fears, and distrust be corrected. And all of us, especially our students,
will benefit. :

Reference
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Humanists who want to work more closely with: those in other )

ot disciplines must consider another point of view. We humanisis

« ‘have moved too slowly to mlarge our defingtion of a truly

- educated person.
1y ~
Humdnizing the Humanities
N T
. Denms Peters. : #

A short while ago, we at Shoreline Communi y College Witnessed an
extraordinary event — the arrival on campus of the world-famous Phila-
delphia Stnng Quarget. They came not as performers but as perma-

. nent residents. Their arrival was filmed by a local television crew

which only an hour before had recorded their ignominious departure

from their previous home, the University of Washington. Perhaps

unfairly cast as the villain, the University had dropped the quartet in a
draconian slashwf the budget If the New York Yankees had decided to

~ relocate in Tacoma, Washington, they would not have caused a greager ¢

stir than this recent acquisition. In the crowd to meet them were physi-
cists and mathematxcxans, machinists, dental hygienists, a supply -side

_ economist, and members of the humamtles faculty. Everyone on’cam-

pus rcg‘ards the presence of the Philadelphia String Quartet as an

_incredible*coup.

This good fortune comes on the heels of another event that took
place a short time ago. Over half the faculty attended several perfor-
mances by the College Chamber Chox of Johannes Brahms’s ¢Liebes- &
lieder Waltzes.” The four-hand piano chompamment was provided by
a mathematician, who is the college president,’and by a professor of
speech. Both are extraordinarily talented amateur musicians.

" Music, in fact, does seem Yo be a bond that brings together fac-
ulty from several dlscxplmes We have biologists and philosophers who

S. F. Turesky (u) Advencing the Liberal Arts, New Ditections for :68 oL ‘
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play woodwinds, fnathematicians, who strum, and a forestry teacher
who plays his handmade panpipes; clearly, we share a genuine respect
for the place of musi¢ in our lives. )
The climate created by these examples of versatility is a pleas-
ant one in which to work. But it is not sufficient to conceal the fact that,
_like~ humanities divisions across the country, we have been toiling
through hard times. The litany of woes is familiar: reduced state fund-
ing, declining enrollment in humanities classes, pressure from the state
legislature to increase vocational training. As at any community col-
lege, the temptation prompts humanitfes departments to deplore the
rise of vocationalism and to mourn the lamentablé state of liberal arts
But in a state with an unemployment rate of almost 14 percent, few
* people will fault a college that proposes to train people for steady work.
Nor should they. Humanities divisions will not increase sympathy for
their cause if they defend it with arguments once ethployed by English
* universities to exclude the study of physics and chemistry. i .
. = T If a mood of cooperation exists heresbetween the divisions, it
may derive both from decisions made at the foundation of the college
and from some recent programs and projects. By 1979 it was clear that”
something had gone wrong with the health of the humanities division.
Enrollments had been slipping since the early 1970s and everd some
. imaginative new courses had not checked attrition. .
This declirie was doubly perplexing, coming so soon after the
unprecedented popularity of humanities classes in the 1960s. At one
point in 1968, we offered multiple courses in literature, music history,
foreign languages, drama, and cthers. By 1974, we faced the specter of
watching a college of 4,500 be hard pressed to .offer one section of o>
. English and Arherican literature. 'The same held true in other areas as ’
well. Alarmists foresaw the end of the republic. Wise old heads smiled
‘indulgently and calmly predicted that the wheel would turn inexorably
on and one year soon,,deliver, back to us our devotees.
The chagrin of some humanists was harder to bear as.they
" " watched the business division come back from the grave. In the 1960s, -
even Forfune magazine recognized that captains of industry and com- .
merce had’ become pariahs among college students. Ads of the Bime
sighed, “Unfgrtunately, ,college students don't even dislike business, .
"They just ignore it.” Who could blame business divisions if they became
smuyg as they ‘w the tide turn fo the point that, if finances allowed,
) A . PR
. “they could o the number of business coursé sections and fill
" them all? , . . . ' ;
~ To adegree, the wise old heads were right about the forfunes of
the humanities. The wounds once thou%tl. fatal have been stanched
and some courses have grown modestly, Bhglish and American Jiteffd-
] . ‘
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ture are staples. The history of civilization course fills two large sec-
tions, and drama and music survive, lean but healthy. Perhaps the
wheel has simply turned.

More likely, it seems safe to suppose that a statewide program
called Revitalizing the Humanities has had some influence. I will
describe this important three-year project only briefly by saying that it
originated with John Terrey, state director of community colleges.
Working with Arthur Cohen of the Center for the Study of Community
Colleges, they applied for,and received from the National Endowment
for the Humanities a grant of nearly $500,000 to stimulate a vxgorous
rethinking of the humanities throughout the system. The project’s chief
accomplishment was the support it offered to local initiative and the
ability to build morale.

~ It may be too strong to say that the project was born out of a
siege mentality, but some pretty strong forces had drawn up the batter-
ing rams. The economy of the state depends on the sales tax. In a reces-
sion, revenues fall off and programs begin to fall. Unable to agree on a
compromise method of taxation, a badly divided legislature wearily
reinstated the sales tax® on food, and still the state. coffers remained
empty. In such an atmosphgf®;debates about core curricula are driven

by expediency.
g‘gThe éfftire community college system has lost mllllons of dollars
and local campuses must wrangle over the little that remains. But the
resultant tug for limited finances only aggravates some long standing
sttesses that exist between humanities faculty and those from other
divisions. Not all faculty in other divisions are prepared to concede that
humanities stood right at the core of the curriculim. And students, of
course, continued to chafe under the prescribed requirements of” hberal
arts. Never havmg heard the notion of a liberal education, they not sur-
Pprisingly find it hard to swallow, From their common sense view, any
< humanities requirement beyond writing and speaking skills seems an
intrusion into the smooth, no-nonsense progress towafd a solid job.
The community at large tends to think of community colleges as
trade schools. Our own community, which is almost totally suburban,
seems to hold this view. An even more dispiriting reality is that even to
our closest nelghbors we are literally and metaphorically invisible. An
informal survey of the ad_]ommg nelghborhood disclosed that some long-
time residents do not know we exist. Few have ever been on campus.
Although it is a painful subject, many faculty are learning that
even though we have a good reputation in some quarters, where it
counts we lack credibility. Among many local high school teachers and
s counsefors, we are seen as, a last resort. Bright students afe steered
Doty {”aWay, t0ward state and private universities.
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We can find many reasons for this lack of regard for éommunity
colleges. Yet there remains the nagging conviction that we in the
humanities cannot escape some responsibility for our own decline.

At Shoreline just now we enjoy a growing, amicable feeling
about the connection between humanities and other divisions. There is
a shared conviction that in spite of all the issues that separate us we have
one important thing in common — our students —whom we all want to
become humanely educated and to be employed in meaningful work.

What follows are some of the steps we have taken to bring about
that feeling and descriptions of some of the cooperative programs that
have evolved in the last two years. Some of them can be replicated else-
where, others may be too home-grown to travel well. What made them
* possible was a ruthless look at how the humanities measuréd up in theg
eyes of our colleagues. It is this relationship with colleagues that
deserves elaboration.

. To begin, those who read the description of the humanities divi- .
sion in the catalogue for the first time express surprise or amusement to
discover that we embrace several programs which on other campuses
are clearly vocational and segrégated as such. From the beginning,
Shoreline has tried to break down such logical, but potentially -
demoralizing, compartments. Food services, photography, printing,
dietetics, fashion merchandising — these programs are an integral part
of our division. Accordingly, vocational and academic faculty partici-
pate fully and equally in our curriculum.comiittee. We all recognize
how difficult licensing requirements make it for teachers of vocational
progréms to open up their curricula. They, in turn, understand the
importance of a solid liberal arts education for every student. In fact,
some of the strongest arguments for liberal arts requirements in techni-
cal programs have been voiced by directors of these programs.

But sharing among vocational and academic teachers extends
beyond official meetings. This is so because of the unusual physical ar-
rangements within our carhpus. Unless I had visited several other cam-
puses, I might have discounted the daniage to morale that results when
colleagues are rigidly segregated and housed in widely separated build-
ings. At Shoreline we assign offices randomly so that neighbors come

" from different disciplines. I cannot overstate how this access to cols”

leagues from other disciplines has allowed us to find a sense of shareJ
values. A )

Still, when all these advantages have been described, there

remains a residue of misunderstanding and resentment over the way

some humanities teachers seem to regard themselves, Before describing

some of the pyograms which have developed out of the revifalizing proj-

A ect, it is important to consider some of the things that the humanities

add

T

.

SERIC A

Aruitoxt provided by Eic




“Jeaguies in technical programs. % . -

. | 67

division learned about its image in the eyes of many of our colleagues
The process by which we learned these things began two years.ago.

In the autumn of 1980, several of us attended the first workshop
in the state sponsored by the revitalizing project. Olymipic College
assembled faculty from all divisions. We were impressed by the degree
of interdisciplinary participation. We also noted that faculty from
science, business, and vocational programs had come much further in
understanding humanities than we of the humanities faculty had in
understanding the importance of the other disciplines. We were eager to '
organize such a program at our campus.

With a touch of megalomania, we believed that the entire fac-
“ulty and staff would like to become involved in a frank discussion of the
role of the liberal arts in a rounded education. We were not far wrong.
With typical openness, the adrginistration agreed to participate, as did
most of the faculty from all disciplines. We(a;lso invited citizens from

. the comm),mity. We arranged for participants to earn up to three cred-
its. The cbllege president and the Association of Higher Education pro-

vided funds for a fine meal. The confefence took place in an atmos-
phere of genial fellowship, but there were plenty of rough edges that
came to light. . " '

»  The small group discussions turned up a great reservoir of good-
will for the goals of the humanities. Those who earned credit for the
seminar wrote proposals for integrating humapities into many of the
other degree programg. Most deplored the fact that tightly controlled
requirements frustrated attempts to offer humanities classes. Encour-
aging as this agreement seemed, it did not conceal an undercurrent of
resentment against the humanities. On examination this resentment
fell into several categories. )

he first resentment expressed by nonhumanists was their per-
ceptigp that humanities teachers seemed to feel superior to their col-
leagues. Humanists acted as though they held all the keys to really es-
sential learning. A mechanical drawing teacher showed me a striking
example of this haughtiness. The opening chapter of a new book on
Greece sneeringly repeated the old tag, “Greeks were famous for their
braim, Romans for their drains.” Meant to praise the phifosophical
genius of Greeks, it is a tired slur on the engineering génius of Romans
who designed serviceable sewers and aqueducts. Ihis attitude reflects
the way in which too many humanists depfﬁrété the importance of col-
"In his book, Connections, James Burke pointed to the folly to
which this arrogance ha$led. First to discover artifical dyes, the English
failed to exploit the potential of this discovery because the classical edu-  +
cators who ‘dominated the universities refused to allow the academy to '
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‘be contaminated by such practicality. This same scorn for the practical

compelled Plato to exclude from'the'Academy students who presumed

to build working.models of theoretical discussions. I could repeat more

examplesiand my nonhumanities colleagues have done so. -
Of all the grievances nursed by scientists, business faculty, and

others, none is quite so painful as the assumption by humanists that

they are custodians of moral values. This Pposition is often advanced

with a self-righteousness that excludes other disciplines from the ethical
realm. The humanities emphasize that. the unexamined life is not
worth living; scientists and social scientists often declare that their work
is and must be value free. Instructors outside the humanities, however,
rightly insist that they regularly discuss and inculcate moral awareness
as an integral part of their classes, Cosmetology instructors, for ex-,
ample, tread most sensitively around the quest. for ideal beauty. Here
aesthetic judgments merge with the need for utmost subtlety and tact;
this poses an ethical task as challenging as the specific skills of cutting
hair or applying cosmetics. An oceanography instructor refused to
‘approve a student for a three-month research cruise until he was con-
vinced of the student’s probity. If a student failed to take his assigned
instrument readings at precisely the right times, the data of.the entire
voyage wouldghe invalid. This care on the part of the instructor far
transcends his teaching on how to calibrate instruments,

In many more programs, nursing, automotive repair, account-
ing, to name only a few, moral considerations have long been included
by ethically punctilious instructors. No wonder they feel the injustice in
being considered merely practitioners of techrique. Imagine the cha-
grin of biologists and chemists who take ethical pride in the patie}n, rig-
orous pursuit of the scientific method, -

Mention of the scientific method leads to the next point which
tends to diyide humanities teachers from colleagues—namely, the
importancefof precise measurements. Most technical programs, busi-

~. ness progims, and all the sciences. depend on specific measurements,

Mistakes) of infinitesimal dimensions can have devastating conse-
quences; they cannot be tolerated. To those schooled in this stern
responsibility, the mark of a mature person is the ability to make these
meaSuréments and the wisdom to know why they are necessary, In
their eyes, the methods of humanities seem Ijke sheer impressionism.,
Humanists content themselves with approximate statements, ballpark

"' ‘estimates, Humanists speak in billowy terms of human nature and
P y

thereby bafile social scientists who spend years crafting precise instru-
ments to measure behavior. Humanists deal with issues which they
claim’ must remain unresolved, They use words which sometimes pur-
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posely do not convey precise meaning, per\;ersely claiming to admire
poetry whose purpose s actually to frustrate meaning. ’

Humanists can quickly retort that the curse of precision lies
across the lives of its practitioners like a shadow. Worse, one can come
to expect of human nature an equal precision, even in those areas
which humanists have learned to treat as sacred mysteries. Precision is
the enemy of mystery. ;

I mentioned the impatience that colleagues can feel when they
encounter words that do not behave themselves. But around this i lssue
of words even moré anxiety hovers. The humanities depend largely

upon words for their existence. Of course, art and music have their
own languages. But literature, philosophy, history are words—all
words—and there is a rock on which many*hopes for interdisciplinary
work have foundered.

Without reallzmg it, some people have divided the world into
two'large categories. reallty and words. To an economist, a machlnlst
a dentist, reality is largely material. Theoretical physncnsts of course,
often write like Gérman poets, but the world remains malleable and
ductile eVen if its basic structure is dancmg energy. To a person proud
of shaping, pulling, grinding, and improving the world, words can
seem like insubstantial puffs or so much “hot air.”

But hot air or not, everyone must use words, and nowhere do
our colleagues become more vulnerable than through their use of lan-
guage. Over angd over, many of my colleagues admit that they feel awk-
ward around English teachers, particularly when they must use formal
language spoken or written. This anxnety can be ‘especially humiliat-
ing to one who has established eminence in another field. One of the
nursing instrugtors who regularly assists at open heart surgery and who
works with the terminally ill is taklng a course in higher education at
the university. Her inability to satisfy writing demands of the instruc- -
tors has left her humiliated and shaken. Any effort to draw humamsts
and others together must face this feeling directly.

Humapists who want to work more closely with thode in other
dlsc1p]mes must consider another point of view. When C. P..Snow
(1963) delineated the two cultyres, stientific and humanist, he pointed to
the lamentable inability of scientists and humanists to understand even
the rudiments of each others’ disciplines. He argued that not to know
the Second Law of Thermodynamics was as glaring a flaw in one’s edu-
cation as not to have read Balzac’s Cousine Bette. Among my colleagues,
I’know more scientists and technicians who have read Balzac than hu-
manists who have grappled with the Second Law. We humanists have
moved too slowly te enlarge our definition of a truly educated person.
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Humanists wotild do well to add another consideration about
their colleagues. Totake the example of scientists alone. Far from arro-
gantly desiring to control the world, they are more often moved by a
sense of awe and’majesty as they probe into the workings of the uni-
verse. In fact, they exhibit a healthy, humble approach to knowledge.
Our physics teachers, for example, patiently explain to their classes
that they wilPnot be studying reality but instead a model, a picture of
reality. It is a picture which is a human invention and it will change,
perhaps drastically. Indeed, if it does not, the searchers will be deeply
disappointed.

After rehearsing this catalogue of obstacles, it might seem that
no common ground is possible. But‘o(n' our campus that has not proven
.to be so. Personal contqéts have made the exchange of ideas and infor- -
mation more common than it once was. .

One of the first programs grew from a practice whigh had
»+  already been in existence, namely, of faculty giving guest lectures for

colleagues. One of the mathematics instructorgdesigned a lecture on
the mathematical basis of music. An#structor from the machinist pro-
gram visited a history of civilization course to describe his vocational
odyssey from a career in anthropology to a fascination with stone tools.
This encounter led him to recreate for himself some of humanity’s prog-
ress in technology by building his own forge and working with a state-
of-the-art computerized drill press. From this shared class, the two
developed a lecture/demonstration on the history of tools, called whim-
sically, “Toil of Two Cities,’”contrasting the differences in technologi-
cal progress in Athens and Alexandria. They also gave this lecture to

enthusiastic audiences at the state prison. )

Two volunteers agreed to systematize this program of guest lec-
tures. Nearly everyone agreed that ideally we should design new inter-
disciplinary courses but that we should not hold back until that became
possible. Since nearly a third of the faculty had offered to exchange lec-
tures, the logistics of coordinating these exchanges have defied the re-
sources of volunteers. It is difficult to adjudicate a balanced quid pro
quo and some lectures have been much in demand while others lan:
guished. Still, the spirit of cooperation that emerged has remained high
and led to other gains. '

Some divisions have long had interdisciplinary courses; some
have recently created such courses and others are being planned. Hu-
manities and social science offer History of Civilization. The nursing
and humanities divisions offer a team-taught class called Perspectives
on Dying. Stimulated and funded by the Revitalizing the Humanities
* °  project, several interdisciplinary teams are, at this writing, completing
the last stages of their projects: A professor of physics and a professor of
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literature will be doing a class on Science and Human Values, the team
from the Perspectives on Dying class has prepared a series of one-hour
videotapes to be used in classes that want to incorporate short discus-
sions on issues touching on death in our society.

‘Three years ago two humanities instructors organized a series of
public lecture/discussions on the origin and development of the work
ethic and its consequences in Western culture. They have transcribed
and edited the recorded lectures and prepared a textbogk for a new
course on working. Sections of the book will also be used in some of the
occupational classes. A sociolo&t. has joined a biologist to create a
series of lectures and readings on the implications of genetic interven-
tion and on the future, of sociobiology.

The projects are small but unmistakable signs that the faculty
recognizes how closely related are the subjects they teach.

—
Humanities Advisory Council -
\ .

. Early in the Revitalizing the Humanities project, Arthur Cohen
suggested that humanities divisions consider forming lay advisory
councils modeled on the advisory councils that for years had guided
occupational programs. No one quite knew how such a council might
fit in with the college governance structure, but the idea seemed worth
trying. Two years later, it still seems a worthy idea. Shoreline now has
what, by all accounts, is one of the most productive advisory councils in

=~ the country.
The council began by suggestion of the division chair, but it was

clear that unless it had the support of the entire division it would perish

as just another level of administration. Two faculty members took the
Py prgposal to the divisional planning committee which thoroughly de- -/
bated it and devised working guidelines. With the committee’s approval
the entire divisional faculty was urged to submit names of potential
members. Fifteen names were to be selected from this list.

The actual function that the council was to perform raised con-
siderable controversy. Some faculty believed that its purpose remained
too vague and urged deferring the selection of members until there was
a clearer statement of purpose. Others believed that the decline in
humanities enrollments demanded bold new steps and urged the for-
mation, of a group with very loose guidelines. Pressure groups were on
the minds of some who feared that noneducators might try to interfere
with the selection of textbooks or, to object to unpopular views. The
debate about forming the council ended. with the decision to select a
council, invite it to help examine our offerings and our image with' thegw
community, and suggest practical steps to improve ouf image. ¥
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What kind of people did #ve invite to join? We wanted people
who had a concern for the humanities but who did not necessarily work
in humanities jobs. For instance, a bookstore owner comes to mind as
someone very likely to be a strong advocate of humanities. But a

, *foreman of a large construction company, a physician, or'a football
" coach are equally attractive and credible members. We also wanted a
council that was prepared to act decisively, so we selected some mem-

‘%Cbers with a reputation for determination, even brusqueness.

Nearly every person accepted our invitation. It was then that
the faculty organizers decided to make the first meeting an important,
even prestigious event. The administration provided funds for a dinner
meeting to which the humanities faculty and secretaries, the college
president and deans, and the state director of the community college
system were invited. The message was clear. The community college
system was, for the first time, inviting the public to aid directly in re-
building the prestige of the humanities. "

After the euphoric beginning, it was expected that such an en-
thusiastic group would immediately set about creating specific pro-
grams. Instead (and fortunately), the council insisted on learning the
' intricacies of the college governance. These energetic people, it seems,

had a much higher respect for process and deliberation than we had
supposed. T,

Some of the early councils in California and Florida had sug-
gested that groups meet once or twice a year. Our council demanded _
twice-a-month meetings at which they listened to faculty members
describe their dreams and frustrations. During this early period, we
arranged a tour of the entire campus for the council. For a day they
looked into the workings of the little. théater, the media center, the
mysic facility. They poked into recesses most_of as had forgotten or
never seen. At the conclusion, they expressed their delight at the pro-
fessional quality of the,programs and the dedication of the facultyand
staff. Already the council had provided us with a benefit we had not
anticipated. A group of talented, concerned community leaders had
validated our work as professionals, and not in a perfunctory way. The
uplift of our morale from this experience has continued, but modestly.
Not all faculty members have met with the council but those who have
are impressed by their meticulous knowledge and concern for the pro-
grams. ’

However, action comes slowly. As the months passed, some fac-
ulty and a few council members began to worry that no specific pro-
grams had yet emerged from the deliberations. No one doubted that

* the meetings had become exhilarating debates about the purpose of
modern education. No fewer_than forty specific proposals were dis-
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cussed. But in every instance the council wanted to know how each
preject would mesh with collegc pOhCy They took great pains to reas-
sure the faculty that they were not going to interfere with the college
but that they would gladly, support us to do our wdrk more effectively
and in the light of public awareness. .

The measured pace of this deliberation took its tall on the coun-
cil. Two frustrated members’ resigned. Another found it insufficiently
deliberative and kept demanding that no action be taken until we had
hammered out a master plan. Another member, a successful business-
man, confided to me that he felt intimidated by so many widely edu-
cated people He said he felt out of place with M.D.s who quoted
Klei'kegaard and construction foreman who wanted to know who had
replaced Cicero in the curriculum and why.

At this point the division chair did a remarkable thing. He in-
vited the council to take part in the division’s self-study pursuant to the
accreditation report. At every stage of the report, the council offered
penetrating insights, suggesting greater precision here, less modesty
there. The council believed that we should boldly declare that we were
a first-rate institution. In the sectiom on the future of the division, the
council urged a strongly worded statement that we would broaden the
definition of humanities to embrace traditions outside Western culture,
that we make a-special effort to reach out to the values -embodied in
scientific thought and method, and that we work harder to broaden our
awareness of the role of Women in history. In addition, they asked that
we do mare to overcome the distaste that humanists often harbor for
the business community and to deal patiently with the scorn often
shown by business for the humanities. .

These early movements of thé council have been described in
somedetail because it is likely. that, where they pave not occurred, the
councils have falzii: Members need to understand, debate, and con-
tribute. Some, it must be confessed, need to sulk. But the debate of
ideas is essential. bne member joked that the process rather mimicked
the generative prodigality of nature itself: To ensure IW ea-
turtles survive, hundreds must perish in the beaks of sea birds. Those
ideas that survive to become real programs have an excellent chance to
flourish. We are justly proud of these programs, somé examples of
which follow. o

e
o
o ' '

Salons. One council member was dismayed to learn how seldom
the faculty met informally and socially to discuss ideas. He could not

“belleve that we dld not spontaneously seek each other out to debate
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‘important issues. He had found our company so stimulating he found
it hard to believe that we did not find ourselves equally so. Out of this
came the practice of gathering a small number of faculty from several
disciplines, council members, and community members to discuss one
or two issues in great depth. After a light dinner, the group discusses
the designated issues. The results have been intellectually exhilarating
‘¥, and have led to greater insight and understanding between people who
previously only knew of one another. °
Symposia. The council wanted to sponsor a series of public lec-
tures and debates of crucial issues in higher education. What emerged
was a trial symposium which was so successful it has ensured the con-
+  tinuance of this type of activity. One of our members from Pacific
Northwest Bell organiz%ia panel of speakers from the business world
to describe the importanck of a humanistic education in getting a good /
job in a large corporation. Students and faculty attended in large num-
bers and lauded the presentation. . puy
Newsletter, Some council members subscribe to professional
journals. They often bring clippings to meetings describing issues of
concern to the humanities. The articles are collected and later distrib-
.uted to interested faculty members. As a result of this amassed and -
growing collection, we decided to publish stimulating excerpts in a
newsletter together with comments and criticism from faculty. The
newsletter is called Everything Human. It has been well received. Judg-
ing from requests from gther colleges, we suspect that this newsletter
reaches beyond Shoreline.
’ Library Donation. One of the council members is a p ian
whose passion is to humanize science and to educate humani sci- 1
ence. He has given the library over one hundred spedial volumes to be ’
used by science faculty and students The books are imrt (200 pages),
authoritativé{(written by eminent scientists), and explain the essence of
science. This council member has spoken to most of the science faculty
who enthusiastically endorse his objectives and service. As one would .
expect, humanities faculty are now interested. The donor has just com-
pleted an annotated bibliography. Other colleges have requested copies
of the list. ' i
‘v . State Humanities Convention. One c;fso%mcmbers served on the
- p}aﬁning;gpmmittee’fgr the State Humanities Convention. From now on
. . advisory committee ‘members from all colleges will be an integral part
7 of the Huinanities Association and will participate in all confererices.
<, *Guest Lectures. Several council members have visitqd other col- .
' leges urging indecisive departments to organize advisory councils.
. Their testimony has persuaded three colleges to do so. !

’
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" Darwin Centennial. As the centennial of Charles Darwin’s
* death approached this year, one of our members asked us what the col-
lege was planning for a commemoration. Nothing, it turned out. A
retired biologist and historian of science went to the biglogy depart-
ment and gently chided them for the ovexsight. She also volunteered to
give a lecture on the importance of natural selection, The bitlogists
here have long been noted for their broad interest in the humanities.
With our council member, they designed an interdisciplinary sympo-
sium during which instructors from anthropology, geology, American
literature, speech, and sociology explained the influence of natural
selection in their respective disciplines. It was heavily attended and
“'genei'ously praised. Without our council member it would not have
happened. - L T )
High.School Qutreach. We at Shoreline, or course, feel we offer
quality education. Some in the commfnity disagree. We have learned
from our council that many high school'teachers and counselors advise.-
students not to attend community colleges. Too many high school stu-
dents think of us as a Jast resort. Two of the council members have set
out to reverse this trend. They think the college should concede that it
bears some of the responsibility. Clearly, the college must become a
visible and positive force in the high schools. y
After surveying our efforts iff public relations, a member an-
nounced with shock, “Do you realize that you do not even_have a bro-
chure to describe the humanities division?” We did not. In one after-
noon-she designed a handsome and'effective brochure, which was
printed and hand-delivered to counselors at neighboring high schools.
.As a follow-up to that brochure, each of the departments in the
division is preparing its own brochure. It seems a small matter, but this
incident illustrates how a sympathetic outsider was able to point out an
obvious flaw in our dealings with potential students and with the com+
munity we serve. This process of reaching out to the high schools is a
high priority next year. We have arranged meetings between the prin-
cipal of a local high school and our college president, the first such
meeting to take place. . s
Reception for Authors. Six faculty members have written text-
boeks, an accomplishment for which they have never received any
~formal recognition from the cotlege. Our cauncil is hosting a reception
for them in theautumn. (It will not be a small affair!) ,
~Essay Contest. The council has raised two hundred dollars to
" offer as a prize for the best essay writtén by a faculty member, excludng
humanities, on the felationship between humanities and that writer’s

v
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Conclusion’ oo

These few examples of the activities of the council illustrate that

our members understand very clearly some things we need to 'hear.

Even though we are a neighborhood college we are not a household

word. We have rested on our laurels and been content to let the com-

munity discover us. Our council has helped us to understand that we

can brighten our image with some hard work and imaginative out-

* reach. We do not have to depend on an expensive public relations office
to call attention to the excellence of our program. -
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Many community college faculty do not yiew themselves as -

participants in a sel of activities that extend beyond the

isolated classroom. They may or may not be good teachers;

the point here is that they accept no responsibility for the
« profession itself, in leacking or in their disciplines.
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Those who teach in community colleges have béen notably inactive, by
* and large, in actiyities and organiZations devoted to enhancing the pro
fessional status of. faculty. By profess;onal status, I mean primarily the ~
attainment of those features of a professnon which enable its members
ot only tp be In control.of the fundamental aspects of their work, but -
also to be accountable for the effects,of that work. This situation holds

true for most jndividual faculties and, in parth ular, with respect to ,
_their involyement in external professxonal associftions. It is common- |
place in contragt, for community collegé faculty to be involved in’
cmployee organizations, igmups—both mternal and external —that
serve primatily as (mstruments of power to secure the: be§t Pomble C .
terms and conditions, of empldyment for their members. ?I . . -

"

As important as. these organizations are, this chapter examines

the " questlgns surrounding commumty college faculty (es pecnallyﬂarts

. and sciences$ faculty) and nofunion professional activity. ‘Why has the

N level of partncnpauon in professional organizations been comparatwely
low. among community college faculty? What have professnonal associ- .

. atlens done to address the problems of commumty college faculty"’
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What have been the consequences for the liberal alrts and for the<faculty
3 as a result of the inadequate professional status of community college
~ faculty? And what must professional associations, those that emerge
- specifically from community colleges, be apd do in order tp make a sig-
*  nificant contributier}0 an enhanced professional status of their-eon-
stituents? > . . . >
The dimensions of the problem~—that is, the lack of credible
. professional activity by community college faculty —should be under-_
' stood. Two recognized authorities on community colleges, Cohen and
‘Brawer (1972, p. 145), place the problem in the following context. “The ~

aware, self-directed, professional person— the individdal who specjal-
¢ izes in his arka of professional competence, assesses the effects of his
" " efforts, and engages in similar Iratters relating to tru profgssioﬂal
_ responsibility. These associations would set standards r. their mém’
¢~ bership, identify the practices they. alone can do hest, proviffe and
] interpret data regarding the effects of their own effoP, reward their
Lo ‘membership‘fof truly professional activities, impose sanctions,” and
* work toward building the professional image. Unfortunately,, this type
of professional leadership is rarely seen among [cqngmunity] college
instructors’ groups.” " o O
. Although these cominents are made with campus faculty associ-
ations in mind, the assessment accurately reflects the situation in pro-
fessional associations génerally. Membership figures in such associa- .
tions reveal the extept of the'problem. Forjexample, of the 12,000 cur-
rent members of the American Historical Association, g@ly 326_are
from community colleges; the Community College So Science

only 1,100. = ‘ 3 ,
" What accounts for this insufficiedit activity in professional asso- |
ciations on the part of community college faculty? Onesreason is that
manytominunity college-faculty do hot view themselves as participants
in activities that extend beyond the classroom. Since-it is not ndi-
“tion of employmeni—or gontinuation of Multy
. engage in wider professional activities, many never bother to do so.
. They may ot not begood teachers;.the point is that they accep{;{.
responsibiljyy for the profession itself. |y " Voo '
g Y ‘Another factor is connected-to faculty promotion and advance-
"+ mentin corqmuriity colleges. Although community colleges have paid
e ‘lip service to competitive promotions, the norm for advandement tends
to-be length of serv\i e to the college and graduaje work beyond.the
master’s degree. Few substantive differentiations are made; the princj *
- " ple of equality dominates. There are fio generally récognized criteria,

Q T . -~ \.\ . - 8 3

goal of the professional association should be\lﬁz development of the , .

Associatiofl, which has been existence since 1970, has a mémbership of =
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such as research and publications in the uni\'ersity, that can be apt)lied
to distinguish faculty member A from facujty member B in community
colleges. Teaching effectiveness, a rdther hackneyed notion, is usually

. advanced as the distinguishing criterion. The problem is that what con-

stitutes teaching effectiveness is a matter of much dispute. To the
extent, therefore, that faculty advancement is genuinely.competitive in

.community colleges, it tends to be an institutionally idiosyncratic ple-

nomenon. Given this overall situation and the ever-present factor of
human inertia, it is not surprising that the American Historical Asso-
ciation has only 326 members from”community colleges. ’

Moreover there is a notable lack of administrative support
within communlty colleges foy’serious, independeyy, professional activ-
ity on the part of faculty memibers. Professional work and achievement
hy faculty outside their own institugjons is simply not recogmzed as im-
portant by many administrators. In addition, suth activity is not sup-
ported in the budgets or with the résources of the institution, such as
secretarial, telephone, and other ordinary administrative services. In

" the eyes’of admifistrators, legltlmate faculty development is too often

limited to in-service days devoted to speeches about the mission of the
commumty college, the latest _teaching techniques, and other related
programs imposed by admlnlstrators AlthouglL there are important
exceptrons, most community colleges seem to create barriers rather
than incentives to.the development of the professlonal consciousness of
their faculty. AR . ‘
y These observations lead.to a fourth reason for the absence of
significant professional activity among communlty college faculty. The .
lack & appeal of the traditional discipline associations. While commu-
nity college faculty have not been very interested in participating in the
major discipline associations, these associations have been, until re-
cently, evenless interegted in attracting such faculty. The basic reason
for this has been the fact that these associations are dominated by indi-
viduals and activities that correspond to the chlture of the university.
Advancement in this context is dependent on contributions to the aca-
démic disciplines, notto teaching. Hence the publications and the an-

. nual meetings of the dlsclpllne associations reflect a preponderance of

theoretical problems and specialization in the dlsclpllnes. ed to this
state of affairs is.the peryasfve pecking order that exists in higher edu-
cation. A commumty college faculty member needs to be extraordi-
narily dedlcated to'the discipline and those associated with lt to partici-
pate actlvely’m the dlsc1plme association.
A final reason, .and perhaps most i’mportant of all for the insuf-

ficient professmnal mvolvement of community college faculty has to do’
with their lack of professional identity. What does it mean, from-a-pfo-
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fessional point of view, to be a faculty member in a community college?

" This is a particularly difficult question for community college faculty to
answer because of the unprecedented nature of their task. They are
part of the work of higher education, yet the university professor is not
entirely an appropriate model. Few community college faculty are
engaged in research for @lication‘; few teach advanced courses; and
the prevailing institutional organization of faculty in community col-
leges, by divisions rather than by disciplinary departments, blurs the
disciplinary connections common to the university. .

However, the community college faculty member is not merely
a teacher of the thirteenth and fourtebnth grades. He gr she is being
asked to be responsible for a set of educational goalsfar more‘complex
than such teaching implies. Thus, although most community college
faculty members are deeply concerned about professionalism; their
natural ties are neither with the secondary school teacher organizations
nor with the traditional discipline associations. To date, their most ‘
active affiliation has been with the local faculty organization or union.

o While such activity may provide short-term satisfaction — in the form of

‘ collective-bargaining victories, for example —it does not contribute sig-

~ nificantly to the genuine professional identity that most community

college faculty seek and that all should have. Such identity is dependent
upgn standards and responsibilities that those within the profession

impose upon themselves. This result has not occurred, by and large, 4

among those who teach irgommunity colleges. L

Most discipline assOciations were founded around the turn of

the century: for example, the American Historical Association in 1884, o

the American Philosophical Association in 1900, the Modern Language

Association in 1883, the American Sociological Association in 1905,

and the American Psychological Association in 1892. All of the disci- ;]

pline associations had and continue to have similar_purposes: to ad-

vance scholarship in the respective disciplines and to support the pro-

fessional work of those in the disciplines. ‘The standard activities of

these groups ‘are the publication of scholarly journals, the holding of

annual meetings, and the recognition of members for works of original -

scholarship. Most of these organizations have, until recently, given

only limited attention to teaching. The respected contributions of the

profession are not of the spoken but of the written work.

The leaderdhip Af these traditional academic discipline associa-

tions is drawn from se.high up in‘the profession, in other words, from

those who have made significant scholarly contributions. Hence, to hold.

office in such as association is,®n part, a form of recognition within the

profession. Given these circumstances, community college faculty are \

rarely, if ever, involved in the leadership of these organizations.

Q ‘ . — . . i :-,': . ’1‘.
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There has been some question in the discipline associations as
to how to include community college faculty. The American Sociologi-
cal Association (ASA) until 1973 effectively excluded most community
college faculty by making the Ph.D. the criterion of membership. (The
ASA has since changed the requirement to the ABD [All But Disserta-
tion] in the field.) While othér discipline associations have had no such
requnrements ¢ommunity college faculty who join them are, with few
exceptions, only marginally involved and feel a sense of isolation. -
However, most of the dlsclplme assoCiations’ have tried, over
the past few years, to recruxt more mg¢mbeérs from community colleges
’ and to give attention to issues that concern them, Two approaches are
bemg used to involve cammunity college faculty One.approach is to |
sponsor activities relatetl to teaching. For example, the American Phil-
osophical Association is ripw conducting a series of philosophy-teaching
workshops. Participants have included philosophy teachers from com; *
" munjty colleges. The other approach is fo include community college .
" faculty in'the association commlttee system. This approach not’ only m-
volves community college faculty fn. .professional association activities
but also develops contacts that can lielp further the goals of the associa~
tion as well as brmg important resources to community colleges »
» Two discipline-related orgamzatlons that have been particu-
larly attive in working with corhmunity college faculty are the National
Council of Teachers of English (NCTE) and the College English ‘Asso-
c1atlon NCTE, founded in 1911, originated as a protest movement by,
. some college and high school educators against the' dominance by col-’
leges of the J)UbllC secondary school curriculum. Because of this mutual
concern of the founders,'NCTE, from its beginnings, has involved edu-
cators from colleges and schools, including elementary schools. As now
. constltuted NCTE is ant umbrella organization composed of three sec-
'tions: the elementary school, the secondary school, and the college.
Within these sect!ons are seyeral constituent groups, one of which is'the
two-year college. Many English faculty in community colleges par-,
ticipate actively in the activities of the organization LFor example six
regional conferences are held annually for teachers 8f English in two-
year colleges. Another subgroup of NCTE is the Conference on Col-
lege Composntlon “and Comiunication (CCCC). CCCC has regular
meetings drawing from two-year college faculty as well asfrom others.
A common clement of all NCTE activities is tHe concerrf for issues of
the curriculum and of teaching (Hook, 1979).
"The College English Association (CEA), founded in 1939,
béganasa Splmter group of the Modesn LapguageAssoclatlon (MLA)
The reaction in this easé was against the research and scholarly orienta-

tioh of the MLA. The leaders of CFOA wantcd to establlsh a profes-
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sional organization®that, while not shufining research, would give seri-
ous and regular aftention to the concerns of the classroom teacher. <In
the past few years, CEA has made a concerted effort to attract faculty
from community tolleges. A committee on English in two-year colleges
has been formed; several two-year college people hold positions n
CEA, including membership on the board of directors, and faculty of
' tommunity colleges participate regularly in the meeting programs of
CEA. Indeed, community college faculty are sought for professional
leadership in CEA in the area of teaching English in the first two years
of college. - .

Arother category of nonunion professional association— the )
kind that links instjtutions and educators from a variety of fields— has
had virtually no appeal to community college facuilty. Although specific
numbers are not available, all such’organizations —such-as the American
Council on Education, the American Association of Higher Education,
and the Association of American Colleges—repéri minimal involve-
ment in their activities by community college faculty. Even the
American Assogiation of Cammunity and Junior Colleges (AACJC),
whieh is the major associatidn for the institutions themselves, has not
involved faculty. Of the thirteen affiliated councils of AACJC, only one
has its roots among faculty. The AACJC. serves, as its.councils and
other activities reflect, as a link among administrators and between
them artd the field at large. To date, AACJC has not been inclined to
assist community college faculty with the Problems they face. One note-
worthy exception to this was a recent progral sponsored by AAC]JC
and funded, by the National Endowment for the Humanities on inte-
grating the humanities and vocational education. The resporise of com-
munity college faculty to this program was strong in numbers and effect.

The most active of all professional associations in attracting
community college faculty are those directed toward employee-related
Eondems: salary, job security, and conditions of employment. The
American Federation of Teachers (AFT) and the National Education

Association (NEA) are the leaders in this area among community col-

lege faculty. Of the 568,000 members of AFT, 58,700 are from colleges

and universities, approximately 35 percent of which are from commu- .
" nity colleges. Of the 1.6 million members of NEA, 21,462 are from \

two-year colleges. The American Assocjation of, University Professors

has substantially less membership from community colleges than AFT

and NEA. However, the membership of the community college faculty

in this organization still far exceeds that in the discipline associations or

an)" other professional groups to which community co{ege faculty

belong. . C - ’
Oimizations devoted to the bread~/and;butter issues of the
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profession are obviously important and have their place. Among their
benefits are the resources they can bring to faculty as employees and
the ability of the faculty to act in a unffied capacity regarding matters of
salary and the like. But such benefits do little for the professional status
of faculty As Cohen and Brawer (1972) explain, “the inducements of
the trie professional person are more likely to be in other spheres [than
salary increases] — achievement, intrinsic quality of work, professional
growth, and development, for example, with concomitant reward and
recognition for their attainment. Money is nice, but it does not lead to
professnonal status.” What the mature professnon needs, they go on to
say, is its own internalized justification for its work.

Thus, in spite of the involvement of community college faculty
in employee organizations and, to a much lesser extent, some tradi-
tional professional groups, the overall pattern reveals a history of sub-
stantial neglect by both the faculty and the associations of the elements
that contribute to meaningful professional status. This failure has had
its consequences for the liberal arts faculty of community colleges and
the institutions they serve, One consequence is the current, widespread’
malaise among liberal arts faculty Many teachers in commumty col-

‘leges feel that their work is not going well and that their careers are at a

dead end. The problems they face — systematic course repetition, large
numbers of madequately prepared students, few meaningful rewards —

. are matched only by their sense of powerlessness to address these prob-

lems. Isnlated in their clagsrooms, faculty in*community college slog
along from one semester to another. Neithér the local’campus nor the
profession as a whole has provided sufficient standards by which fac-
ulty may assess what they do and be recognized for their achievements,
indeed, to become renowned teachers and educators in their own right.

Another effect, in part, of the lack of professional status of com-
munity college faculty is the decline of the liberal arts. For example,
when the tremendous increase in vocational and technical education
occurred in community colleges in the 1970s, liberal arts faculty were
without coherent and persuasive arguments for the importance of lib-
eral arts subject matter in such programs. The professional conscious-
ness of community college: faculty nationwide was so low that hardly
anyone noticed the long-range effects for the curriculum and students,
the few who noticed did not have the standing afid the means to be
heard. As a result, the' construction of career programs was in the
hands of professional curriculum planners, technical experts, and
industrial lay-advisory groups. ConspicuQus by their absence were
those who woyld make the argument that the best vocational/technical
program was the one that was appropriately integrated with the liberal
arts and had a well-conceived core curriculum.
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One other important consequence of the inadequate profes-

sional status of comfnunitycollege faculty is their lack of authority over
what is within their province to influence and control in' their institu-

. tions. Other factors contribute to this phenomenon, such ag the public

school heritage of many community colleges; nevertheless, the fact
remains that thé identity, mission, and governarite of these irfstitutions
is, by and large, a function of their administrations and boards.

» Moreover, the traditional career movement in colleges-and uni-
versities from factlty member, to dean, to president occurs far less fre-
quently in community ¢olleges than elsewhgre in higher education. A
dual-track system operates in community colleges. one foythose whose
careers ar€ in administration and another for those who are faculty.
Not only has this encouraged adversarial relations, it has restrained the
natural and desirable movement between teaching’ and academic
administration. Another feature of this situation is the fact that top
‘administrators do not teach in community colleges, and that faculty-
who go into administration are viewed as suspect by their-colleagues. A
stronger and fiaturer professional status for faculty would surely con-
‘tsibute to making more of their members acceptable, indeed desirable;
administrators and leaders, as well as help overcome the us-versus-

_themattitude. A ,
m?Community college faculty view themselves as professionals.
The problem is that they do not possess the essential characteristics of
professional status as a group. Few, if any, of the recognized marks of
professionalism hold in their situation: self-imposed standards of entry,
self-policing, a recognized system of merit, a structure of autonomy.
This is not to deny that individual faculty members may follow estab-
lished professional ideals, but such individual efforts, though praise-
worthy, “are not enough. If community college faculty are to achieve
professional status, there must be a nationwide effort on their part to
interpret the distinctive features of thelr work and to establish the stan-
dards for those activities. Some models of the university and the dis-
cipline associations will be relevant; some will not be,

Since 1970 several professional associatioris founded by and
designed explicitly for comniunity college faculty have been estab-
lished. These include the Community College Social Sgience Associa-
tion and its offspring, the Eastern Community College Social Science
Association; the Community College Journalistn Association; the
Community College Humanities Association, and several state and
regional organizations in fields such as English, ‘mathematics, and
chemistry. There are salso groups formed for vocational and technical
educators, such as the Council on Occupational Education, but the
constituencies of these tend to be administrators. What the founding of
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all these organizations fundamentally indicates is the inappropriateness
for community college faculty of much of what the traditional discipline
associations offer and the desire to strengthen and be in control of their
own work. Thus, community college faculty are taking steps, however
haltingly, toward maturity.

The underlying assumption of this assessment of community
college faculty, particularly those in the liberal arts, is that there is a
direct connection between the professnonal status of a group and that
group’s capacity to establish standards for itself. Those standards must
be self-imposed and have wide acceptance. Two premises are essential
in this context. One is that while professionalism for the instructor is
ultimately dependent on a high degree of personal accountability, the
standards for that accountability are not the product of private, subjec-
tive states of mind. There are, after all, better and. worse curriculum
materials, teaching approaches and the,gllke and there are better and
worse uses of nonclassroom professnonal time.

The second premise is that since community colleges are a part
of higher educatlon-, the standards relating to those institutions cannot
be conceived in isolation from (l;xe"larger educational community. To
lgnore the elements of professionalism in other sectors of higher edu-
cation is not only a failure to take advantage of a rich resource but also
a form of inverted arrogance. There is, after all, much that is worthy of

"emulation outside _community colleges. As one community college .

leader said recently in simpler language, “If it's good enough for Dart-

. mouth, it’s good enough for commumty college.”

-
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Associations devoted to matters of the teaching Professio
commumty colleges need to be actlvely encouraged and strength;!ed
by all in a position to do so. Such efforts, properly concelved and vigor-
ously supported are critical for the achievement of professional status.
These. associations should emerge along two lines. One would be
campus-situated,; which should provide for matters such as the struc-
ture of academic governance, self-policing, definition of responsibil-
ities, and the criteria of achievement. The Amerlcan Assogiation
Umversrty Professors has many valuable gundelmes for use in thi
regard. The other kind of association that will aid in the achievement of
professional status is the external group that effectively combines intel-
lectual content and the discipline-of teaching. L -
This chapter concludes with an examination of the comions
such groups must meet in order to contribute to the professjonal status
of commuriity college faculty. The most important of all demands for a
professional association of community college’ faculty is. credibility. It
follows that if professional assoclatlons that focus on community college
faculty are to make a genuine dlfference these gréups must be serious
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about gaiping the respect of those inside and outside their colleges.
Every effort must be made to assure that the programs and activities of - .
the association are of qualitative importance. In addition, respected
individuals and institutions should he recruited for their support — per-
sonal, programmatic, and financial. And, certainly, the need for the
professional group must be evident and compelling. Credibility will not
be gained if the case for the professional association is either weak or is
not made persuasively. - '
Beyond this general requirement are several specific ones. The
foundation of any professional association of community college faculty
" in the liberal arts rests on the issues tha_t link teacher, student, and
knowledge. If such associations can effectively address these issues,
they will meet a real need among community college faculty and will
provide a framewdrk for professional status. This role is also unique,
Traditional professional associations have tended to focus either on the
advancement of knowledge, hence connected with the university, or on
the theory and prictice of teaching, hence associated with the schools.
Professional groups among community college factilty should provide
¥ for the active intermingling of these two concerns in the context of a
student constituency that is extremely heterogeneous. . - .
This means that professional associations of community college
faculty must systematically concern themselvés with a different set of *
questions than has been the case with traditional groups. Central
among these questions are those having to do with the theoretical issues
in teaching the liberal arts. What is the relationship between a particu-
lar discipline and the teaching of it? For instance: How is serious his-
‘ torica) inquiry to be understood as an object of teaching? How does a
teacher cultivate the critical abilities involved in historical study, such
as the seeking of information, the proper use of evidence, and the
assessment of interpretation? What should be the nature of liberal arts
curricula, courses, and pedagogy? What is the place of the liberal arts
in career and technical education? What special pedagogical problems
are there for the liberal arts in this context? These questions strongly
imply that the fundamental issues of teaching are always connected to a
body of knowledge and to the learner. Discussion of classroom tactics
certainly has its place in professional associations of community college
faculty, but its place should be a minor one overall. The basis need is
for faculty to see the framework for, and the criteria of, expertise in
what they do.
o Consequently, professionial associations of faculty should also
give careful attention to matters relating to teacher evaluatipn and to
assessment of student learning. Standards for both of these issues
should be items of regular discussion. Such disgussions shéuld focus
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not only on the generally recognized questions and crlterla but also on
matters frequently overlooked by community college faculty academic
advisement of students, certification of faculty, faculty career develop-
° ment, and codes of professional ethics. If faculty associations deal with
such issues responsibly, the professional status of community college
faculty —along with. their authority —will be significantly enhanced.
Another important requirement of professional associations

among community college faculty is to provide the means to overcome
professional isolation. Community college faculty, as noted and ex-

ally. Their work tends to be confined within the walls of their class-
rooms. Associations, therefore, must help break down this isolation
and bring the faculty member into a larger and more enrlchmg context
of professional relations. ‘ .

There are several ways that associations can achigve this com-

tions, clearinghouses for information and professronal contacts, and
specnal committ€es are some of the obvious means. A less-practiced but
cqually obvious’ heans is simply the opening of classroomdoors to
other professionals, particularly by those who are generally recognized
— " as excellent teachers. Of the various means noted however, publica-
tions constitute the mgst underused of all by community college faculty,

the professnonal status of community college faculty generally.

*One of the damagmg realities, from a professional point of
view, of teaching in a community college is that faculty do not have to
publish in order to be promoted, acquire tenure, or otherwise be recog-
nized. Not orily has this policy encouraged intellectual inertia, it has

" robbed community college fa/culty of credible contact with one another
ona large scale and it has left,outsiders unsure of the quality of what
goes on in community colleges. I am not arguing here for publications

"based on the university model; that is appropriate, of course, for publl-
cations of discipline associations. Association publications of the sort I
am._ suggesting should concern themselves primarily with the wide
range of theoretical and practical issues of teaching, grounded in the
disciplines, in a very complex student environment. Included among
these issues should be information on and analysis of new data,

.commumty colleges in particulgr. Such publications, if properly focused
and of high quality, would contribute immensely to overcoming faculty
isolation and to the encouragement of relevant professmnal standards.
A further condition of successful and appropriate ‘professional
associations of community college faculty is that such groups should

87

plained earlier in this chapter, are not on the whole active profession-

mupity: regular meetings, special workshops and conferences publica-

yet they have great potential for the isolated teacher and for enhancing ,

research, and trends having to do with higher education generally and _
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“have their professional and intellectual orientation not in'a particular
discipline but in a set of disciplines that have historical ties and conr |
mon, substantial themes. The great challenge today for liberal arts fac-
ulty in community colleges is to develop fundamental knowledge and
intellectual competence in their students. What professional associa-
tions can do is provide a plausible context in which the investigation
and discussion of core principles —whether in the humanities, physical
sciences, or social and behavioral.sciences — can occur. Thesg elements
of knowledge, although dependent to a great extent on the disciplines,
are nevertheless not bound by them. What is being called for, then, aré”
associations that promote well-founded generalists, individuals who
can interpret essential knowledge from the perspective of their disci-

" plines and in a scholarly manwer. : , .
*This orientation, of course, corresponds to the realities of teach-

ing in community colleges. Core curricula, general education, intro-
ductory disciplinary courses, interdisciplinary*studies, and the like are ,
the staple of what liberal arts faculty proyide in’ those institutions. | 9
Associations of a cluster of related disciplines should be in a position to ‘ e
exert greater influence on the profession and in community colleges
nationwide. These associations should not, however, try to usurp func-_
tiops that properly belong to, and are being performed by, the disci-
pline associations. Cooperation with them, not competition, is the goal
and should be promoted:ifi every posSible way. ' ¢

. A final requirement of professional associations of community
college faculty that merits discussion is the establishmgnt of contacts
with key individuals and institutions concerned with higher education.

. It may be regrettable that few community college faculty have reputa-
tions outside their own institutions sufficient for national leadership,
but it is rievertheless a fact of life. As our own professional associations
mature, this deficiency will be overcome. In the meantime, however, 1t
is doubtful that any community college faculty professional group will
make a genuine difference without the assistance of individuals who are
not themselves community college faculty members: dearﬁ}“presidents
or chancellors, url\‘.\;ersity faculty, other leaders in higher education,
officers of fundingnstitutions, and influential laypersons. These indi-
viduals must be recruited, not to take the lead in those. tasks that are -
essentially our own, but to lend their valuable and established resources. '

This is not simply political advice; it is important for the larger
reason that community colleges and those groups connected with them
will be ill-served if they undervalue the importance of their ties with
others, especially those throughout the higher education comunity.
Thus, while I strongly advocate professional associations specifically for
community college faculty, these organizations should not be separatist-
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oriented, rather, they should avail themselves of all appropriate links
within higher education and, indeed, create new ones. To do otherwise
is to imply the abandonment of the raditional collegiate function of
community colleges and with it the conversion of these institutions into
a way station of the socnally less fortunate, including the faculty of these
institutions. .

There are, of course, other vital considerations for professional
associations —strong leadership, , widespread participation, financial
resources, and the like —but these are not sui generis; they hold without

_saying for 'any organization. What this chapter has been concerned

with is what is uniquely required for professional associations of com-
munity college faeulty, particularly in the liberal arts and now these
requirements,_as attrlbutes might contrlbute to a heightened sense of
professional status.{*

There are enormous barrlers to the creatlo of a profess)onal

conducive to scrug,us professional activity, and many
early intellectual refirement. Yet, probably no group in
tion™is more desirous of professnonal status than those
liberal arts in commurrity colleges. Most want greater a

understand the need for more accountability than is prdscntly the case.

ho teach the

" They also want meaningful, recognition. There are important signs,

such as the emergence of a few professional groups, that a sngmﬁcant
number of community college faculty are prepared to’accept responsi-
bility for their futures as professionals. The overriding challenge for
them and their cohorts is one of will—the commjtment to be respon-
sible for a profession that is worthy of their best efforts and that can
bring horior to them and their work. , :

3 ‘.. . .
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There is broad consensus among educajors and employers that - y
emiployees need nat only'job skills but also the ability to read

and write well, to relate well to other employees, to see
the tmmediate job in context, and to understand the
human enterprise.

~
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Today, one can point to a number of reasons for optimism regarding
the future of the humanitieg.at American tommunity colleges. A
decade ago, the prospects l6oked bleak. Enrollments, were down and
institutional priorities were elsewhere.
account seeks only to describe some of the key actors and acfivities in
~ the revitalization effort. : -
At heart, of course, the movement relies upon the energies, ini-
’% tiative, and resources of the citizens and faculty at this nation’s commu-
nity collegcs This, then complements the emergence and growth of
community and community college concern for the hcalth and vitality
of the humanities.

. . -

* *+  From Rescarch to Action

' In the mid-1970s Cohen and Brawer prcsented a series of re-
search reports (Humanities in Two-Year Colleges. . ., 1975- 1978) indicat-
ing that study of the humanities in community co]leges was in decline.
A series of grants by the National Endowment for the Humanities

S.F 'ﬁuuky (Ed ) Advenceng the Liberal Arts New Directions for -
g CommumlyCdlegﬁ nd, 42, SanFrzncmo Jossey-Bass, June 1983 - . . , 91
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What happened? No list or history can be exhaustive. ThlS '




(NEH) to the American A:s's'ocgation of Community andjuniquolleges ;A
‘(AACJC), beginning in 1977 has helped to arrest and perhaps reverse B
L that:decline. ~ | 7 = e ¥ - -
"“Thé Endowment’s interest in community colleges was encour-
4ged by a number of other factors, not the least of which was the strong
voite of Leslie Kdltai, chancellor of the ,Los Angel s, Community Col- .
fege District, who served on the-NEH Cophéilﬁlgr?r%) 1970 t0 1976. Joe -. . .
" B.-Rushing, c¢hancellor of the Tarrant County Junior College District,  * P
in Téxas, followed Koltaj on to the cb_uncﬁ and served from 1976 to .
1982. The Endowment_was intrigued by the responsiveness commu-
nity colleges demonstrated to the NEH bicentennial progrant, Ameri-
* * can Issues Forum. Community colleges Jhad demonstrated they could. , .
produce community- forums on domestic issues, just as they had done
in the past on foreign affairs, using the Great Decisions miaterials “
. .dssued annually by the Foreign Policy Associgtion. . : '
. . The Endowment’s leadership invigorated.much of the effort. =,
" More than éven the money, NEH’s action clearly demonstrated the_
. * close and inseparable links between themis;lon ofhp;pmd,qity colleges
and that of the humanities: knowledge arid study of history, languages,
values: and culture were es§éntial aspects of all Americans’ education. .
. The Endéwment played the kind of leadership function-that the .
ot Congress envisioned for it t};?/ugh grants to the.Center for the Study of

xé <

T
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Community Colleges, the NAtional Humanities Faculty for consultant .
* services to tommunity colleges, some community colleges and state . -
agencies, the Community College Humanities Association, and through
¢major investments in programs at AACJC.+ ~  * | o
"~ ~"Let me simply enuriterate six of the major pxyjﬁs, undertaken
.by the Américan Association of Community and Junior Colleges with
) ‘NEH’s,suppog. L ’ . ' -
"« -1, In'1977 a reundtable directed by Roger Yarrington exam- =
Tx ihe'd’how to attract adult learners into humanities courses., .
- 2. Beginning in 1977, a séries of projects d&eloped community, L
" forums ground the Coyrses by Newspaper materials being produced by -
another NEH project at the Uhiversity of California, San Diego. These
AAC]C projects, directed by Diane Eiseﬁt’)erg, followed up on the En- -
‘"dowment’s bicentennial -American Issues Forum program. The last in
T2 the AACJC-NEH series, a set of forums on Energy and the Way We .
Live, also received major support ffom the 0.S. Department of Energy. .
3. Astudy of how community colleges and lpcal public libraries
could’ cooperate in presenting humanities..programs, completed in - .-
i 1978, was done in cpoperation, with the American Ljbrary Assoeiation
" (ALA) and was conducted by Sandra Drake of AACJC and Mary Jo , .
-Lynch of ALA. . i oL T
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4. In 1979 AACJC sponsoreda national assembly for which
Roger Yarrington was the moderator. A series of background papers
outlined the decline described by Cohen and Brawer (1980) and sug-
gested a variety of appraaches to turn the’?icture.a;ound.‘ Recommen-
dations formulated at the assembly were presented in the published
report. '

5. A project to strengthen the humanities in occupational cur-
ricula was begun in 1980. It was directed by Judith Jeffrey Howard
and was based on. recommendations from the 1979 assembly. '

6. Two institutes were scheduled for the summer of 1982 to plan
advanced leadership institutes by the AACJC Presidents Academy to

_examine how the humanities contribute to the qualities of leadership.

. 4.
Increasing Awareness of Humanities | L .

1 ~ ‘ ot

All of these programs hé‘ve helped increase the awareness of the
importance of the hurnanities and the various ways th which commu;
nity colleges can use the humanities disci;gines to strengthen curricula -
arid community services. The AACJC Boatd of Directors (Yarrington,
1980) has adopted a statement or the humanities which reflects this
awareness: “The AACJC seeks to underscore the importance of the
humanities for all students and for all degree programs in community,
technical, and junior colleges. It encourages the study and support of
the humanities whether that study be in the traditional humanistic dis-
ciplines or in interdisciplirary instruction. Moreove, it urges the inte.
gration of’the perspective of the humanities in all curricula whenever -
and wherever appropriate. The AACJC is committed to the idea that
the practical demands of life —both private‘and public — are illuminated
and made morg’valuabk: by the study of the humanities.”

Additional paragraphs describe the humanities and their contri-
butions. The Community College Humanities Association, now a
council affiliated with AACJC, formulated the statement for considera-
tion by the AACJC Board at the request of the board president.

The statement highlights the trends in society and in our col-
leges that encourage vocationalism in curricula. Preparation for work
has become a major thrust of community colleges. More than 63 per-
cent of our students are in occupational curricula. The statement em-
phasizes the place of the humanities in all programs of study, including

occupatipnal education. « '

AACJC’s most recent NEH project directly addresses the need
to strengthep the humanities in occupational education. It has been
especially important bscause it has involved teams from instifd§ions
representing administration, humanities disciplines, and occupational
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- programs. It has provided services to help such teams formulate institu-
tional plahs for strengthening the humanities in occupational curricula,

5

Humanities in Occupational Curricula
. * - - ) 4

'Begun in July 1980, the Strengthening Humanities in Qccupa-
tional Curricula project ipvolved a series of five regional curriculum /
development workshops Z help institutions integrate humanities and
occupafional programs. Colleges applied by submitting an assessment .
of their needs and proposing a three-member team to attend the work-
* shops —a humanities faculty member, an occupational faculty member,
and an‘administrator with responsibilities in academic policy making._
Applications were evaluated by AACJC and NEH staff, prin-
«cipally on the basis of college commitment, involvement with the
issues, and the strength of the proposed team. The program was highly
competitive: 430 institutions applied. Applications tended, to fall into
three categories: (1) institutions_that had.done extensive work in this
area anfl had one or more programs in place (2) institutions that were
in the ngidst of discussing and experimenting with curricular integra-
tion but had not yet implemented a successful program, and (3) institu-
tions that were just beginning to explore the issues involved,
Evaluators decided that the first group probably did not need
outside help and that the third group probably had not yet arrived at a v
=~point where a four-day workshop could be helpful. Thus, most accepted
“applications weré from institutions that appeared to be wrestling with
the issues in the early to middle stages, In the second grant year, a new
category of'gpplicant was eligible: ‘Colleges with model programs that
wanted help with plans to disseminate programs on a regional and
national scale were accepted as participants. The project was also
opened to other educational organizations or agencies and to consertia.
Workshops were held in Baltimore in Iﬁovémber 1980, Los An-
geles in February 1981, Memphis in March and April 1981, Philadel-
phia in November 1981, and in Los Angeles again in February 1982.
Each workshop consisted of general sessions, presentations of model
projects, and team-consultant meetings to devise a plan of action for .
curricutag, change at each institution. " y
General sessions covered a variety of common issues. The open-
ing sessions dealt generally with the definition of the humanities and
the presenfation of the®basic philosophy behind the workshops -«
(Howard, 1981, p. 28): “The antithesis between a technical education
and a liberal educatior is fallacious. There can be no adequate techni-
cal educgtion which is not liberal, and no liberal education which is not
technical: that is, no education which does not impart both technique
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N —
and intellectual vision.” S uent general sessions included presen-
tations on grant prograpss at NKH, pacticularly in the education divi-
sion; sessions on ins#futional chgnge, and panel discussions on issues
like increasing cooperation and communication among humanities and
occupational aculty

Model presentations enabled partncnpants to learn about
humanities and occupational -programs now in place. Presentations
represented all types of institutions and a broad range of responses to
the challenges of integrating curricula. Technical colleges and universi:
ties, juniofcolleges, comrfunity colleges, and four-year colleges were
all included among the models. Varied solutions included specific hu-
manities courses for designated occupational groups, such as literature
for technicians; humanities modules for occupational courses, such.gs
ethics'for nursing students, courses or dourse sequences on topics sitch
as technology and human values, and broad, interdisciplinary humani-
ties courses designed to attract bbth transfer and occupational students.

With these models as reference points, each team worked with a
consultant to draw up plans of action for their institution. Action plans
established specific objectives and outlined steps to be taken toward
these goals. While specific courses or modules sometimes constituted a
teamn’s fingl objective, joint humanities and occupational faculty activ-
ities needed as preliminaries to course development often formed the
first focus of team egfforts. )

While all participants found the presentation and consulting
phases of the workshops useful, many repor ;?that the most stimulat-
ing and helpful aspect of the project was the 6pportunity to talk with
participants from other institutions and with fellow team members in a
setting removed from the distractions of familiar surroundings and
conducive to concentrating on substantive issues. *

This networking proyed to be pne of the most valuable project
results. To extend this function further, jn the second yeat the project
published a newsletter titled Thought and Action, which was sent.to all
appllcants and to the deans of occupational education and humanities
in all two-year\—\stltuuons a circulation of over 3,400 copies. The
newsletter reported on new workshops on the(ﬁrogress of participant
teams, on selected model projects, and on current news and opportuni-
ties for further funding in the humanities.

Other project publications and activities included a summary
account of the first year, “Discussion, Debate, and Learning,” which
appeared in the September 1981 Community and Junior College Journal
(Howard, 1981), papers presented at AACJC Convention forums in
1981 and 1982; and talks by the project Hirector prepared for various
councils of AACJC and for other audiences.




The Strengthening Humanities proje¢t had” significant effects \-\

. .on participating institutions, on workshop staff, and on general ideas
about intercurricular course development. Effects can be read'll){ iden-

" tified in the case of individual colleges. For example, Snow College in
Ephraim, Utah, was represented at the 1981 Los Angeles workshop. .
The team returned to campus, worked with others to organize a faculty
retreat, and-began a discussion of major issues which engaged 60 per-
cent of the faculty. The college received an NEH consultant grant and
developed a team-taught course in business and English. ®f more out-
standing significarice than the course, howeveryas the great increase
in communication add cooperation among huranities and occupa-
tional faculty. College representatives felt that a meaningful beginning
had been made and that the door was open for other innovative efforts.

Fifteen percent of workshop participants subsequently received

NEH curriculum development grants. But project impact on funding

: for the humanities in two-year institutions reached beyond this group.
Many applicants who could not be accepted due to limited project re- ‘

sources applied directly to NEH and received curficulum development

"assistance. In addition, the roster of individuals with two-year college,

experience available-fof grant application review panels and consultan-

cies increased as a result of the project. Over fifteen community college

people were added to the NEH National Board of Consultants in part

as a result of their work with the project. All of these figures add up te'a

closer relationship between two-year colleges and national develop-

ments in_humanities curriculum design and practice. .
! The Project contributed to understanding of curricular change M
in a number of ways. Such change is a slow process. The need to estab-
lish a broad base of support, to keep the entire college community in-
formed of work being done, to identify and foster support while avoid-
ing or coopting opposition, allrjquire a tremendous amount of time
and energy, yet all are necessary to success. Clearly formulated objec-
tives must be balanced by flexibility. At the same time, an extremely
wide variety of models for combining humanffies and occupational pro-
grams exists, models from all types of institutions, involving a full
range of time commitments and staffing arrangements. People with
successful programs are eager to share what they have learned, and.
others working at earlier stages can also help. Reaching out into the
community, for example, through the formation of lay advisory boards
holds the promise of more broadly based programs. Outside funding is
still available and local as well as national organizations can be
approached for assistance. .
X}f final results of this project would ideally be not only courses
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and modules, or even faculty development and institutional growth,
but a better education for all students and a ﬁrmer basis for civic partlc-
ipation and lifelong learning. . '

Future Prospects for Humanities

Emphasis on integrating the.study of thé humanities into pccu-
pational curricula should continue as emphasis on vocationalism con-
tinues. Humanities must not be crowded out as curricula struggle o,
keep up with the requnrements of technology. There is broad consensus
among educators and employers that employees need not only Job skills
but also the ability to read and write well, to relate well to other
employees, te\see the immediate job in context, and to understand the
human enterprlse More than half of the students that start college in
America start in community colleges. More than 63 percent of all com-
munity college students are enrolled in occupatlonal programs. Neither
trenc&ns likely to change soon. The need to continue strengthening the
humanities in occupational programs in community colleges is evident.

Community college enrollments continue to grow. The 7982
Directory of Community, Junior, and Technical Colleges (Yarrmgton 1982,
p- 19) presents this picture:

4.89 million credit enrollments, fall 1981 -

2.44 million additional credit enrollments in other semesters
(estimated)

4.08 million noncredit enroliments t

11.41 miillion persons total for the academic year

As commq‘nity colleges continue to work closely with Jocal busi-
ness and industry on educational needs and as the tight economy leads
persons of all ages to low-cost institutions close to home, gnrollments
will continue to grow. Agencies seeking to strengthen the humanities,
Fspecnally those seeking to reach a broad cross section of local commu-
nities and to reach into the world of work, will continue to focus atten-
tion on community colleges.

Future efforts to strengthen the humanities in community col-
leges are likely to be institution-based. The Endowment and other
agencies at work in this field are increasingly interested in working
ydlrectly with community colleges The institutions have demonstrated
that they have the capacity to conduct first-class experiments and
demonstration projects. Investments in these institutions are producmg
good results.

' o 10; |
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- The future role of AACJC and other national associations in
these efforts will be to convene and coordinate, when necessary, but
-most of all to facilitate communication among institutions on, good
practices and lessons learned. The Association’s periodicals and con-
vention forums are important mechanisms for transmitting information
from institution to institution and from region to region. New and
better methods for achieving such communications will undoubtably be
created as additional investmeats are made in electronic technology by

“the institutions and by national organizations.

A primary focus for future efforts is certain to be in-service
training for faculty. Community college teathegs are experts in their
disciplines and in teaching. Witat will be neede he future are addi-
tional skills in using the mass media to reach beyond the campus to the
community and skills in bringing the humahities to citizens and com-
munity groups in many settings. Community college teachers will need
to see community education as an important aspect of their disciplines
and will need to become expert organizers, producers, and users of new
materials. They will need to master the technologies that now are new™
but that soon will be the standard way of transmitting information.

Being a good teacher in a gaod community college in the future
will be an exciting opportunity for new adventures in the humanities,

- that vyill conth:xue to be important in all curricula. »

-~
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', A state director of a community college system examines the
prospects for. the humanities within the bureaucratic structure ‘
and concludes that leaders/np ts needed 1o sustain the role of |
the humanities in the bureaucracy.

The Humanities Amidst -
- the, Bu/reaucmtz'c. Realities =~ =~ -

John Terrey -

Al

The humanities, like virtually every aspect of life, reside in a set Qf
bureaucracies. Whether we think of community colleges or four-year
colleges-and universities, public librqries,’ or historical societies, the
quality and quantity of service must be understood within the complex
context of institutigns with myriad demands and, unfortunately, a
restricted supply of money. It behooves each of us to examine some of

*  the attributes and constraints imposed by structure, including bureau-
cratic structure, when considering the future,

+  We might consider the models used by business and industry
and thidk of higher ucatioh as big business and of educational ad-
mmlstrators particularly college presldcnts as chief executive officers,
These images help clarify the ways in Wthh change, matters of policy
and values, and individuals interact within complex settirigs.

These bujcaucratlc settlngs are neither prejudiced against nor
aggressively working in favor of higher education or the humanities.
These are merely the systems by which a wealthy, diverse society gan
allocate relatively finite monies in a comparatively efficient and effec-

[lVC m/qmer
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Sy F Turesky (Ed.) Advancing the Liberal Arts New Dircctions fo?
Community Colleges, no 42. San Francisco Jossey-Bass, Junc 1983 101
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As both a humanist and an administrator, I worry that the
humanities and those that speak on their behalf too often fail to apply
or even consider the tests of bureaucratic persuasion. I speak as one
who has been in both the high school and college classroom and who
““has ‘served ofi and chaired the state of Washington’s humanities com-
iittee. Presently, I work for a board made up of seven citizens ap-
pointed by the governor. This board oversees the twenty-seven com-
munity colleges in the state of Washington. The system serves 20,000 4

_ ‘students and employs 7,778 full- and part-time faculty members.
There are 322 full-time faculty positions in the humanities. )
In addition to my position as executive director of the State
Board for Community.College Edusation, I am directing a three-year -

grant from the National Endowment for the Humanities. The purpose

_of.the grant is to revitalize the humanities in the two-year colleges in
Washington State. It is hoped that the project will provide a model for N
. other stategs. ‘. ’ Co-
My experience has caused me to develop a deep concern for the
humanities, especially about the future of our nation if we do not pre-
serve and nurture an understanding and appreciation for the humani-
- ties. The late Archibald MacLeish (198, p. 152) in his essay,

“Humanism and the Belief in Man” captures much of my concern:
p y .

A —

¢

- Itis necessary to believe in man, not only as the Chris-
tians believe in man, out of pity, or as the democrats believe in
, man, out of loyalty, but also as the Greeks believed in man, out
\ of pride. . v

.

-

The same thing is-true of the question of education. If edu-
cation were informed with a belief in the dignity and worth of
man; if the purpose of educatién were an unde’f‘standing not
only of the weaknesses of man and the s\{cknesses of man and the
failure of man but of the essential nobility of man also, of his
“characteristic perfection,” men would be able again to occupy
their lives and to live in the world as the Greeks lived in it, free
of tl;;e bewilderment and frustration which has sent this genera-
tion, like the Gadarenge swine, squealing and stumbling and
drunk with the longin;ﬁor immolation, to hurl themselves into
the abysses of the sea. s,

I have little doubt that what I-say accurately captures the state

L. of all highereducation, but my concern and’experience is with the two-

'yeag colleges. Moreover, these institutions continue to demonstrate

. oy . -
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their promise. Nowhere except in our public*schoo$ are the values of

*~ opportunity, achievement, and individuZl worth more embodied than

in this nation’s community colleges.,

Visions and inspiration were essential parts of the creation of
the community college. In the state of Washington, the Community
College Act of 1967 declared that the collegos are to prov llde an open
door for every citizen. It is natural for the vision to become absorbed in
rules and structure. The challenge is to pursue the ureaucratlc work
necessary to fulfill the vision without losmg sight of the vision itself. In
examining the challenge, a question arises: Is there a place in the
higher education bureaucratic organizations fo/r the humanities? The

answer must be yes. / .
/
. . . . v h ¢
Higher Education Is 2 Big Business  / °

.

According  to the National Certer for Education Statistics
(1982) there are 1,981 four-year mstxfutlons and 1,289 community and
Jjunior colleges in the United States. In 1980 a total of 12.1 million
people were enrolled in higher education. Expenditures in 1980 were
$57 billion. This is big busingss.-

In addition;virtually’every state has a statewide board to direct
or coordinate higher education. In both the public and private sectors,

There ire many.decisions being made at the federal and state
* government level, at the state agency level, and at the govermng board
level in each institution. The decisions qug madd are growing out ofa’
\;alue system. It is essential that the hiimanities are included in these
“decisions because higher ‘education is a very hugnan activity. .

At the campus level, the principal arcgntect of «the decision-
making process is the president.'Many presidents, certainly those at
the community college level, perceive themselves as managers or as
chief executive officers. These terms are compatlble with the bureau-
cracy. It seems mcongruous to even lmagme the great umverSIty pr
dents of yesteryear — Nicholas Murray Butler, Charles Eliot, Wllllam
Rainey Harper, Henry Tappan, David Starr Jordan, and so on—as
managers. They were* great and effective leaders who changed and
shaped modern higher education. Nevertheless, this is a new age, and
the new age must take dn a new structure. If higher educatio,n is to be
effective in its service'to students and comniunities, management must
find a way to incorporate the humamtles within the organization.

/.
As an activjty within our project, a short statement was pre-
<
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péared on the mission of the humanities. Two paragraphs from that
draft statement (Humanities and the Art of Being, 1982) point out what we
would like to see the humanities contribute to any organization.

~ v

- The humanities teach us to be open, to(feel and to act, as v
well as to question, analyze, and evaluate. They first help us to
" develop a.base of knowledge to form opinions and to assign
values, and they then encourage us to move beyond feeling, y
inquiry, and reflection to action and creation based upon what ~
' we know and value. The humanities also shower our lives with
bgauty. How human can We be without an aesthetic apprecia-
tion for both nature and for the works of human beings? With-
out aesthetic experiences, the shine disappears from the eyds
and the joy from the heart: v -
IO A ) «
* By helping us develop patterns of logical thought as wefl
as creative, intuitive faculties, the humanities can also help us to
.become better data/ﬁrocessors, méchanics, ar lawyers—those
- who can apply-what they have learned in new ways to fit situa-
tions not specifically cove¢red by their training. Such workers are
more likely tq be able to move up the career ladder or, if neces-
- . sary or ﬁsyirabl'e, change jobs more easily. In a society in which
the nature of work and knowledge is constantly changing, learn-
6 ing how fo go beyond specific_knowledge, how to think, adapt, .
and create is the most important job skill of all.

-

- But the humanities are not a panagea. The humanities wjll not do all
the things mentioned in the mission statement above. They can do
." them. ’ @ . -

In fairness, a word needs to be said in support of the bureau-
cratic structure in higher education. As a large organization, higher
education’ needs strugture._The bureaucratic model is available. The
collegial or community of scholars model is often discussed buf seldom
utilized. There is also the political mgdcl, which ts developing slowly.
The bureaucratic model is hierarchical in structure, conflict is viewed

. as abnormdl and sanctions are established to control conflict. It is for-
. mal and rational, and it placgs emphasis on execution. ,

Herbert Stroup (1966) converts Max Weber’s model to eight
characteristics that can be.applied to higher education institutions.
They are: ' ‘ ' _

, 1. Competence is the critérion used for appointments.

2. Officials are appointed, not elected.

Ce
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_ Salaries are fixed and paid directly by the, orgamzatlon -
‘ ‘ rather than determinedsin free-fee style. .
Rank is recognized and respected.. '
The career is exclusive; no other werk is done.
The style of life is centered around the organization.

7. Security is present {n a tenure system.

8. Personal and ‘Yrgadnizational property are separated.
It is unfair to contend that the buréaucracy is incpmpatible with the
goals of the humanities. Its emphasis on structure tends to make struc-

F}

} ture an end ra {er than a means. .

v

s

O o

Principles and Problems of Managiné Cor‘nmunBy Colleges-

The questions of management that arise when discussing com-
munity colleges, much like all other institutions of learning, must be
approached with two sets of concergfs in mimd. those matters relating to
the efficient utilization of resourpg and those matters relating to the
‘efféctive achievement of purposes. From the perspective of the humani-
ties, mstltutlons of learning have an advantagg over corporate insti-

© tutions. « _,SL\ :
While both types. of i mstltutlpns need to be conce.med about effi- )
ciency and effectiveness, the primacy is different. For the corporation,
efficiency needs to be the higher priority. It there isn’t a profit, the cor-
poration will not continue to, exist for long. Effectiveness is the secon-
dary concern. In hjgher educatlon which is a.service organization, the
primary emphasis must be placed on effectiveness. A college must be
effective if it is to survive to blefficient. Therefore, each type of organi-
zation needs to be examined and judged on its own grounds.
Drucker (1974). points out that enterprises, including commu-

! nity colleges are organs to.serve society. They are not organs to serve .
themselves. They have a set of purposes and were brought into being to /o
. . serve those purposes. The purposes relate to the needs of society, com-
» L4 .

munity, and the individual. This is clear in the name — community col-
lege. Higher educatlon institutions are not engs i in themsel\ es, they are

means tQ ends. AT -
{ The higher education structure, lr?cludmg its bureaucratic com-
* " ponent, has a purpose predicated on a set of values. If the values are

not a part of the management, the institution is doomed. Drucker
(1974) declares, Management vorced from.the institution it serves is
not management.” He then adds. “What people mean by bureaucracy,
and rightly condemn, is a Jnanagement that has’come to misconceive
itself as an end and the institution as 2 means: Thls is the degenerative

, - ° r7 . . ’
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disease to which managements are prone, and especially those manage-
ments that do not stand under the discipline of the market test. To pre-
- vent this disease, to arrest it, arid, if possible, to cure it, must be a first
purpose of any effective manager” (p. 39). ,
What Drucker is reminding us about is that we err if we forget
that complex institutions are at root a mix of individuals, rules, and \
values. There is much that appears impersonal, distant, ahd mechani-
cal, but the tests of the bureauctacy must always be traced back to its
service. The spirit that gives life to an institution or an organization
- resides in individuals, especially those individuals who carry the
burden of leadership. Leadership is frade up of a sens¢ of purpose, an
awareness of tradition, a sense of values, a perspective on those
* humans who share the world, and a call to action. Most of all, leaders
need to be in concert with William James’ conclusi_c%that we live in ‘an
unfinished universe. "
Within'the relationship between the leader and the institution .
are the seeds of success or failure. A purpose hrought the institution
. into existence and a purpose will sustain it, if it is to be sustained. That
is why Druéker continually raises two basic questions throughout his
"writingg: What is our business and what should it be? These questions
, denote purpose and change. In education, the purpose is philesophical.
How do the institution and its leaders view the human being? The
community college has come to be equated with opportunity and with
acqcés: to educational opportunity.

-

-

A Sense of Purpose Reclaimed” .

Theodore H. White (1978), following years of reporting at
home and abroad, concluded that “America was that unique country
whose political faith could be summed up as Opportunity” (p. 527). He
went on to elaborate that “Opportunity was what set American history
off frofh the history of all other lands. The frontier had been Opportu-
nity. The American school system was Opportunity. The enterprise
‘system was Opportunity.” White added a second tenet—a belief in
heroes who, through action, translated Opportunity into reality: “An
American hero was to be remembered not as other heroes, for his con:
quests, but for the degree by which'he enlarged Qpportunity.” ,

’ White has said nothing that is new, but, with his keen reporter’s
eye, he captured the essence of Thomas Jefferson and Abraham Lin-
© coln. Jefferson, in his Declaration, stated that all men are created
equal — equal in opportunity and equal before the law, This belief also
carried over to his.lifelong efforts on behalf of education>Which hé saw

- as the foundation for democracy. His efforts on behalf of educational
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opportun‘ity: date back to 1779 when, at the age of thirty-six, he intro-
duced in' the Assembly “A Bill for the More General Diffusion of
Knowledge.” Following a lang lifetime of public service, he returned to
his native Virginia where his remaining years were devoted to the
founding of the University of Virginia. )

Lincoln, dccording to White, was the greatest of the saints in
the American faith of .epportunity. He not only freed the slaves, but he
opened land to moneyless homesteaders and provided land grants for
colleges, thereby opening opportunity to thousands of youngsters.

When the acts to extend opportunity are distilled, the basic ele-
ment isﬁ{i"faith‘in people. John W. Gardner (1978) stressed the impor-
tance of values when institutions and people are joined. “Where human
societies exist, value systems exist. In their deeper workings, values are
among the binding elements that hold society together” (p. 24). The
Random Housé Dictionary of the English Language defines the word values
from a sociological perspective as“the.ideals, custo&institutions, and
so on, of a society toward which ale people of the group have an effec-
tive regard.”

Gardner continued (1978), “We value the dignity and worth of
each person, without regard to wealth, status, race, or sex. Human
worth should be assessed only in terms of those qualities that are within
the reach of every human being. In moral and spiritual terms, in final
matters of life and death, each person is equally worthy of our care and
concern; and we seek for each person equality before the law and
equality of opportunity” (p. Iﬁ)

Educational institutions haye been developed to provide equality
of opportunity. There is no way that all humans can be made equally
intelligent any more than they can be'made equally tall or equally good
or equally happy. To utilize the power of the educational institution is
to assist each person to fulfill his potential to the fullest extent possible.
Norman Cousins (1981) reminds us that “human potentiality is the
least understood and most squandered resource on earth.” He relates
his reminder to education and learning. “Second only to freedom,‘}
learning is the most precious option on earth. It enables us not just to
survey experience but to preside over it. It elevates existence, in White-
head’s celebrated phrase, to an ‘adventure of ideas™ (p. 21).

Higher education will have managers. It is hoped that those
managers will be leaders. If they are, they will develop a sense of mis-
sion and purpose. If that sense is to have direction, it must be carried
two more steps. The first step is to se that higher education assumes its
social responsibilities and that, through its sense of social responsibili-
ties, it has a social impact. Higher education is no longer, and commu-
nity college education never could be, viewed as an enclave isolating
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stud&\ts from society. Community colleges are by definition and mis-

+ sion roeted in communities for the mutual benefit of both. If a college
has no social impact, it has no reason for being.

Let us openly discuss, not fear, the presence of conflicting values.
Knowledge without values is available in the almanac. With values,
the relationship between the good life —the examined life—and the

/ good society can be realized thfough education. Cousins (1981) recog-
nized the importance of this relationship when he wrote that “education
can help us to move out beyond the narrow and calcifying confines of
the ego so that we can identify ourselves sympathetically —no, that
word is not strong cnough — identify ourselves compassionately with
the mainstream of humanity” (p. 34).

Higher education is shaped in part by society while at the same
time working to shape societywThe instrument of this shaping is values—
the values of society and the valuesiof the institution. Bowen (1982)

- uses the metaphor of the computer to illustrate the interaction between
society and institutions. The outputs of the institutions are only as good
as the values that are fed into them. '

- Leading by Providing Encouragement )
The second step in fulfilling the mission and purpose, which is
_ the responsibility of leadership, is worker achievement. In higher edu-
" cation, worker achievement is principally realized through the faculty.
Every aspect of work related to the institution is important, but when
" the twin questions — what is our business and what shuld it be? —are
asked, the faculty become the central force. The business of the com-
munity college is to provide services to those students who need them
* ¢ and who can benefit from them. Organizing work involves enrolling
students, providing facilities, and acquiring suppdrt services. Beyond
these logical and sequential tasks is another step that is more compli-
cated and more significant: making work suitable for human beings.
A popular working definition of management is that manage-
ment obtains results through other people. The use of the term people
implies the “consideration of the human resource as human beings and
not as things, and as having— unlike any other resource — personality,
citizenship, control over whether they wark, how much, and how well,
and thug requiring I;gs_p'onsibility, motivation, participation, satisfac-
tion, incentives and rewards, leadership, status, and function”
(Drucker, 1974, p, 41). .Seen in this light, maftagement-faculty rela-

tions are human relations.

Human relations have a very obvious economic component.
Economiics are a constraint on any enterprise, higher education cannot

g
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escape this truism. Productivity objectives provide direction in the pur-
suit of mission and purpose. Productivity measurements are essential
to evaluation. In his popular book, Theory Z, Ouchi (1981) declares that
productivity and trust go hand in hand. His work examines the Japa-
nese challenge to American management. Theory Z follows Theory X
and Theory Y developed by McGregor in his book, The Human Side of
Enterprise, published in 1960. Ouchi’s Theory Z approach suggests “that
involved workers are the key to increased productivity” (1981, p. 4-5).
For a multitude of reasons, higher education must reexamine the issue
of productivity in terms of output and in terms of the quality of the out-
put. How well is the college providing the services the student needs?
The ig_cggse;.uﬂ this activity will be found in the application of the
humani#iesin the workplace. No one not versed in the humanities can
be an effective-leader in this venture.

In his book, The Future Executive, Cleveland (1972) observed the
changes going on and concluded that “accelerating growth in the size
and complexity of organization systems seems destined to move the
whole spectrum away from the more formal, hierarchical, order-giving
way of doing business and toward the more mformal fluid workways of
bargaining, brokerage, advice, and consent” (p. 47). ~Under these cir-
cumstances, Cleveland concluded that the future executive will need a
new and different set of attitudes and aptitudes befitting the Jeadership
of equals within complex ng}l:ctures.' Future executives “will be more
intellectual, more reflective than the executive of the past; they will be
low-keyed people, with soft veices and high boiling points, they will
show a talent for consensus and a tolerance for ambiguity, they will
have a penchant for unwarranted optimism, and they WIll find private
joy in publlc respon.slblllty (p-77). .

Conclusion ad i

The humanities must not only survive within the bureaucratic
structure, they myst prevail. The humanities make those leaders in the
bureaucracy aware of the continuities which are inescapable and from
which the mission ar}d the purpose, based as they are on values, arise.
Included in the mission and purpose is changc which is inevitable.
Too often the tendency of the bureaucracy is to resist change, but the
real question is not whether to change but whether change will serve
the mission ard the, purpose. Change in the ideal involves options,
options that ofteri affect people and history. In terms of people, the
options include a view of the human being. Is mankind noble or de-
based? Even within values, there are.options. To make a bureaucracy
vital and thereby able to overcome its tendency to resist change, there
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must Be leadership willing to take risks. Those risks should be based on
the conviction that the human race will achieve dignity and that each
person will fulfill as far as possible his or her potential. In the end, the
individual and the society benefit. Since bureaucracies in higher educa-
tion are inevitable, the task is to make them enhance the human con-
dition.
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Additional references on the liberal arts from the
 ERIC Clearinghouse on Junior Colleges. .

b}

Sources and Information: =~

Advancing the Liberal An‘s : e
and Humamtzes

Jim Palmer ’ n .,

4 5 .

. Since 1966, the ERIC Clearinghouse for Junior Colleges has*processed
260 documents, in addition to scores of journal articles, that discuss.lib-
* eral arts and humanities education at two-year colleges. These docu;
ments chronicle the efforts of compaupity college practitioners to dcfmé
the role of tl‘le humanities and liberal arts in a diversified curriculum,
to demonstrate the relevance of nonvocational studies in the student’s -
" career and personal life, and to devise effective instructional methods
for nontraditional students. The following paragraphs review the most  _
recent ERIC literature concerning (1) the status of the liberal arts and
the humagities at the community college, ) ‘efforts to link the liberal
arts with the world of work, (3) interdisciplinary and other nontradi-
tional humanities courses, (4) liberal arts Students, and (5) honors pro- | .
grams. A bibliography is appended. - '

Stagus of the Liberal Arts and Humanities
" at Community Colleges

- An in-depth, nah{mwnde examination of the status and curric-
ular practices of the humanities at two-year colleges was conducted by

* 5. I Turesky (BA.). Advencing the Eiberal Arts. New Ditections fof 1 ;
Commum(y Colleges. 0. 42. San Francisco: Josscy-Bass, Juho |83. 4 111
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the Center for the Study of Community Colleges from 1975 through
1978. Detailed findings of the study are reported in a series of seven

- monographs: Brawer 1975, 1978; Cantor and Martens, 1978; Cohen,

"1975a, 1975b; Cohen and Brawer, 1975; and Schlesinger, 1976. Spe-
cific topics discussed include the attitudes, characteristics, and instruc~
tional practices of faculty; trends in the curriculum, factors contrib-
uting to varying curricular emphases found at different colleges, and
student characteristics. B :

Since the appearance of these monographs, only one study
(Marks, 1980) takes a nationwide look at the status of community col-
lege humanities education. Based on examination of instructional,
financial, and enrollment data gathered from a representative sample
(N = 142) of the nation’s two-year cglleges, Marks explores the effects of
changing financial and enrollment conditions on humanities education.

Of primary interest to community college humanists is the pres-

" ervation of the liberal arts in a curriculum that is increasingly domi-

nated by career, compensatory, and community education. Johnson

. (1979) notes that the dwindling number of traditionally aged students

and the need to increase the skill level of the labor force makes the -
humanities extremely vulnerable in hard financial times. Brawer

* (1981) echoes this concern, notes the decline of the transfer function at
today’s community college, and argues that the liberal arts, if they are
to survive, must not remain solely within a college parallel context.

Efforts to revitalize the humanities and liberal arts are discussed
by'several authors. Individual papers on this topic, presented by seven
community college leaders at the National Assembly on the Strength-
ening of the Humanities, are collected in a monograph edited by Yar-
rington (1979). In another document, Yarrington (1981) proposes that
humanities instructors apply strategies that have proven effective in
promoting vocational programs. These strategies include the use of
advisory boards, a strategy that is discussed in depth by Brawer and

Gates (1981); the employment of humanities practitioners, such as -
librarians and artists, in part-time teaching positions, the incorporation
of job-related topics in humanities cqurse work; and the provision of
humanities courses at the workplace. ¥arrington also suggests that
telecourses, in conjunction,with faculty-led group discussions, can be
used to associate humanities instruction and the community college in
the pubfic mind. Finally, a more recent work, Revitalizing the Humanities

+ in the Community College, (Washington State Board. . ., 1982) describes

the Washington State Humanities Project, which involved faculty

- workshops'and other projects in a statewide effort to improve humani-

ties instruction. )
\ For additional viewpoints on the status of community college

L
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humanities education, the reader can turn to annual editions of The
Review and Proceedings of the Community College Humanities Association
(Schmeltekopf and Rassweiler, "1980, 1981, 1982). Each edition pro-
vides a set of essays written by community college practitioners on a *
variety of humanities-related issues.

Connecting-with the World of Work

Given the increased vocationalism of community college
students, many two-year college educators are leading advocates of the
inclusion of humanities instruction in vocational programs. Noting the
relevance of the liberal arts to the lives of all students, these advocates
call on humanities instructors to abandon their preJudlces toward
career-oriented instruction (Millonzi and Reitano, 1980).and to provide
programs that allow vocational students to follow a broader variety of
academic and.liberal arts pursuits (Carpenter 1979).

As a result, many humanities and liberal arts courses are de-
signed espec;ally for vocational students. Examplcs of such courses can
be found in Nelson (1981) Pfeiffer (1980), and Slonecker (1981).
Among other innovations, these authors describe (1) humanities
courses that are related to the everyday lives of students in an agricul-
tural technical college, (2) a project undertaken to include bioethics
courses in a nursing curriculum, and (3) a Literature for Technicians
course that is designed to generate enthusiasm for literature and to
provide an insight into problems ‘faced by people in their career and
personal lives. A discussion of humanities modules for inclusion in
occupational progrims in provided by Edwards (1980)

Another method of brldgmg the liberal arts with the world of
work is the creation of cooperative education programs that allow stu-
dents to combine practical, on-the-job traming with liberal arts studies.
In a survey of 485 four-year and two-year colleges, Kinnison and
Probst (1976) found that 161 of the institutions provided cooperative
education opportunities for their liberal arts students. Qf these col-
leges,. 115 reported fewer than forty student participants during 1974-
1975, and 104 colleges felt that their liberal cooperative programs were

- successful. The survey report includes an examination of the adminis-
trative structures of the cooperative progratiis and a series of interviews
with the program leaders at elgh‘ selected institutions.

In a more recent document, JohnSon (1982) provides an in-
depth description and evaluation of the Liberal Arts Cooperatlve Edu-
cation program at Pima Community Cellege in Arizona. Included is a

, review of the program’s career planning and job huntmg courses, an
examination of the use of regular liberal arts faculty in job development
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and student recruitment activities, and a description of the cooperative |,
arrangements with businesses and industries that provide jobs for pro-
gram students. ‘

Interdisciplinary and Other Nontraditional Courses

Stemming largely from the need to provide nontraditional
humanities instruction for vocational students, interdisciplinary
humanities courses are increasingly used at community colleges. Beck- .
with (1980) and Dallas (1982b) detail current approaches to interdisci-
plinary instruction, including team tedching by seyeral instructors”
from different disciplines, instruction by one teacher covering a pano-
rama of several disciplines, and the examination of a single theme
through the perspective of se\é?ral disciplines. Dallas also provides brief
descriptions of the interdisciplinary activities at Miami-Dade Commu-
nity College, the City Colleges of Chicago, and the St. Louis Commu-
nity College District. - )

Several interdisciplinary courses are described in the ERIC
literature. Heberlein (1982) discusses one-day, one-credit interdisci-
plinary humanities workshops for vocational students; Parsons (1918)-
details™a course for vocational students that combines art, drama, and
music; and Osborn (1982) describes a course entitled Money in
Literature that is designed for community college business students.
Also in ERIC are documents describing the interdisciplinary curricula
utilized at San Mateo College in California (Humanities at College of San
Mateo, 1981); at North Shore Community College in Massachusetts
(Sbaratta, 1981); and a consortium of three community coéleges“m—,
California, Illinois, and Florida (Zigerell, 1977). The content, evalua-
tion, and funding of infrdisciplinary programs at twenty-seven other
colleges are briefly.reviewed by Schulz (1980). . )

Interdisciplinary courses are only one aspegt of a varied human-
ities and liberal arts curriculum that community colleges have

" developed to meet diverse student needs. Clark College in Washington »
State, for example, has reorganized its humanities program to include,
besides interdisciplinary courses, a cooperative work experience pro-

. gram in writing, art, graphics, and photography; an honors program?
and a set of instructional modules for the foreign'language curriculum
(Gdies, 1981). Other” examples of innovations in the liberal arts and
humanities include (1) the development of hierarchical behavioral
objectives for a core humanities course at Miami-Dade Community
College in Florida (Miami-Dade Community College, 1980); (2) exper-

* imental courses offered by the General College of Minnesota to provide
perspectives on human “experience and family life through stories,
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- poems, films, art, dance, and essays (Yafl'nke, 1980), (3) LaGuardia .
Community College’s core’liberal arts program, which includes four
courses that emphasize ph(i‘losbphy and English compositien (Richard-
son and Rossman, 1981); and (4) the efforts of several colleges to take
humanities education out of the traditional classroom environment and
into nontraditional settings such as school auditoriums, shopping

}‘:‘ - malls, union locals, and other gathering places for the out-of-schqpl
4 adult population (Murphy, 1980). '

1

4 Liberal Arts Students
'While many documents describe liberal arts curricuh, relatively
little attention has been paid to the liberal arts student. Friedlander
(1981) draws upon a survey of instructors and students at a large urban
=community college to assess the academic skill levels and persistence of
students studying the liberal arts. His research, which includes an
v analysis of 8,882 randomly selected student transcripts investigates
instructor ratings of student competencies in basic skills, student rat- -y
ings of their competencies in_those areas; and the percentage of stu~
dents who actually took advantage of basic skills support programs. In . *
a latgr study (1982), Friedlander surveyed 6,162 students at twenty-six
Washington community, colleges to determine student background
characteristics and educational objgctives, self-ratings of abilities, types
of college courses taken, types of learning activities participated i
reasons for enrolling or got enrollipg in liberal arts courses, and @stis
.~ mates of progress made toward €4¢ f,fourteen educational objectives
. such as thinking critically and writing éffectively. Among other find- -
ings, this survey determined that students who had compléted one or
more courses in each of four liberal arts areas—the humanities,
sciences, social sciencés, and mathematics — were likely to rate their
i abilities and progress high‘e'r than those without this background.

§ Honors Programs ’ .

n

Honors programs .;re traditionally linked to the college’s fiberal

' arts and humanities curriculum. Relatively few ERIC documents and
journal articles, however, examine college efforts to serve, the academ-
ically gifted. Indeed, honors programs seem to have low curricular pri-
ority at the, community college. Only 47 institutions out of 644
<, responding to a nationwide survey in 1975 indicated that they had

' honors programs with ?Jrlmalized academic and administrative s¢ruc-
tures (Olivas, 1975). Most of the responding institutions, however, did

have honors elemgnts such as honors classes, honor societies, colldguia,
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¢
mdependent study provisions, and financial aid based at least partly on

t

merit.

In a more recent study, Piland and Gould (1982) surveyed the
Illinois public community colleges to examine the characteristics, fea-
tures, and administration of existing honors programs. Of the thirty-
six responding institutions, only seven had honors programs enrolling
at least ten students. Selected findings indicate that (1) entrance into
_the programs almost always depends’ on American College Testing
scores, grade point averages, and recommendations, (2) six of the col-
leges with honors programs allowed vocational students to participate,
(3) the programs combjned scholarly actl\ktles such &s honors courses,
with social activities such as recognition banquets, and (4) most pro-
grams were admlmstered by an advisory committee of faculty and, in
some cases, administrators and students. -

Other articles describing community gollege honors programs
include Bay (1978), Campion (1981), and Farnsworth (1981-1982).
Among other items, these programs provide faculty mentor systems for
talented students; honors activities, such as discussion groups and
commumty symposia, and the concurrent enrollment of high™school
, seniors in college courses. Dallas (1982a) pro» ides a further discussion
of the enrollment of talented high school seniors as a method of attract-
ing academically gifted students to the community college.
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