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FOREWORD

This paper examines the instructional process in institutions for 2-year postsecondary education.

_The literature reviewed relates to student and faculty characteristics, disparities between students

and fazulty in the instructional process, instructional delivery systems and strategies, instructor
preparation, instructional support services, and assessment of student and instructional outcomes.
Trends in 2-year postsecondary education are identified, and areas of needed research are
recommended. It should be of interest to postsecondary vocational and adult educators, including
federal and state agency personnel, teacher educators, researchers, administrators, teachers, and
support staff,

The profession is indebted to Dr. Richard L. Alfred and Ms, Mary L. Hummel for their scholarship
in preparing this paper. Dr. Alfred is Associate Professor and Program Chairperson of Higher and
Adult Continuing Education at the University of Michigan. He is also Director of Community College
Specialization in Higher and Continuing Education, the University of Michigan. Previously, he servec
as Vice President of Finance, Planning-and Management and as Executive Assistant to the President
and Director of Educational Planning and Development at New York City Community College. Ms.
Hummel is Residence Education Coordinator and a Ph.D. candidate in Highar and Adult Continuing
Education at the University of Michigan.

The Nationai Center wishes to acknowledge the leadership provided to this effort by Dr. Robert
E. Taylor, recently retired Executive Director. Dr. Arthur Cohen, Director of the ERIC Clearinghouse
for Junior Colleges, Unive:sity of California at Los Angeles; Dr. John Losak, Dean of Institutional
Research, Miami-Dade Community College; John Bebris, Program Associate, and Dr. Catherine
Warmbrod, Research Specialist 2, of the National Center for Research in Vocational Education,
contributed to the development of the paper through their critical reviews of the manuscript. Dr.
Wesley E. Budke, Senior Research Specialist, coordinated the paper's development, assisted by Ruth
Gordon and Sandra Kerka, Program Associates, and Laurian Miguel, Program Assistant. Clarine
Cottori, Marjorie Dellinger, Jean Messick, and Sally Robinson typed the manuscript and Janet Ray
served as word processor operator. Judy Balogh of the National Center's Editorial Services edited the

paper.

Chester K, Hansen
. Acting Executive Director
National Cenier for Research
in Vocational Edueation
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EXECUTIVE SUMMARY

Accountability and academic reform in 2-year postsecondary education institutions are
necessities stated in a 1986 report releazed by the U.5. Department of Education. Such academic
reforra requires innovation in instruction to bridge the gulf between educational needs and delivery
systems, as wali as improved understanding of instructional dynamics. This paper examines
concepts, trends, and techniques in 2-year postsecondary education instructionai dynamics.

The first section presents a conceptual model in which inputs (student characteristics and
expectations, resources. and faculty characteristics and preparation) are converied through the
educational process (instructional strategies, models, and techniques, as well as support services) to
outputs (outcomes and benefits of instruction to students and facuity identified through assessment).
The final part of the model—feedback—transmits outputs from one period of time back to. inputs for
a later time. Together with a context for instruction, these dimensions of postsecondary education
interact with one another to form the process of instructional dynamics. The text explains these
dimensions of instructional dynamics and assumptions guiding application of the model to practice.
Sections of the paper consider the relationship of inputs, the educational process, and outputs to
instructional dynamics.

Major problems and issues in instructional dynamics will require the attention of 2-year college
instructors and administrators in the next decade. Issues related to student learning, curriculum
organization, teaching and instructors, organizational contaxt, and technology are worthy of
consideration in the feedback dimension of the framework. Questions are posed for the following:

@ Student participation and involvement

* Student attributes and learning styles

* Student intellectual development and capacities for critical thought

& Assessment of student outcomes

@ Comparative studies about teaching and learning across the curricuia now found in 2-year
colleges

* Research necessary to determine what tactors in instructor career preparation will improve
student learning

* The relaticnship between student learning needs and expectations, organizational
characteristics, and leader expectations in 2-year colleges

* Special organizationai structures and management practices that might result in more active
learning

* The impact of technology on é-year college teaching practices



* The impact of electronic technology on access to information and development of literacy

The complex process of instructional dynamics—involving the linkage of instructors, lecrners,
resources; technology, and organizational context factors—will continue to draw questions from
policymakers and interested observers until this linkage is better understood. Replicablie research of
postsecondary education is needed to pinpoint the aspects of instructional dynamics that are effective
in improving specific dimensions of teaching and learning.
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Aruitoxt provided by Eic:



ERIC

Aruitoxt provided by Eic:

INTRODUCTION

Two-year postsecondary education is approaching its first sustained experience with concurrent
themes of accountability and academic reform. The major opportunities and initiatives for academic
reform facing 2-year institutions as they approach the 1980s will require innovation and improved
understanding of instructional dynamics. The need for innovation in instruction to bridge the gulf
between educational needs and delivery systems is not a new issue, but it is a new concern. The
issue was well stated by Carrter (1975):

The predominant theme of the 1960s in higher education was quantitative growth—
development of the new programs and institutions and physical expansion of old ones to
serve a rapidly expanding young audience. The emergent theme of the late 1970s and 1980s
must be qualitative growth—strengthening of educatioral processes, adaptation to new
social needs and new audiences, and effeciive use of scarce resources. Because academic
budgets in the past have depended principally on enrollmeiits, some view with alarm the
prospect of a declining college-age population. Yet such a period permits a reordering of

_ priorities and provides 2n opportunity fcr colleges and universities to place high on the

- . agenda efforts to provide inner growth and educational enrichment. The resilience of
educational institutions will be tested in their responses to these changing needs and
rasources. (p. xi)

This paper examines concepts, trends, and techniques in 2-year postsecondary education
instructional dynamics. “Two-year postsecondary institutions” include the total number of public and
private institutions in the United States offering the associate degree. The term “instructional
dynamics” represents an amalgam of three important dimensions in instruction: participants in the
process (instructors and students), resources applied to the process (finances, facilities, and
equipment), and strategies employed in the process by instructors to impart knowledge and skills to
students. Viewed from the perspective of researchers and practitioners interested in improving
instruction, “instructional dynamics" may be defined as the composite of techniques, resources,
procedures, and strategies used by faculty engaged in classroom instruction to impart knowledge
and skills to students under variable conditions of time, space, technology. and learning context,

The first major section presents a conceptual model including various dimensions of
postsecondary instructional dynamics and assumptions guiding application of the model to practice.
The major heuristic dimensions in the model are Antecedent Conditions, which include student
characteristics and expectations, instructional resources, and instructor characteristics and
preparation as input into the instructional process; Educational Process Conditions, which include
instructional modes and strategies, student learning styles, instructor values and attitudes, and
instructional support services as the context for interaction betweern teacher and learner; and
Educational Outcomes, which encompass all of the benefits experienced by students and faculty as a
result of their participation in instruction. Application of theory to practice is not accomplished
successfully without attention to the factors upon which conceptualization is based. Hence, the
model identifies specific factors requiring consideration in instructional dynamics as well as the
relationships between these factors,

10



The next two sections review student and faculty inputs into instruction including personal and
demographic characteristics, attitudes, preparation for study, and background training and
experience. Discussion of the input faciors includes a riview of relevant national data about 2-year
college instructors and students—data that, when considered in a comparative context, point to
potential disparities between faculty and students regarding their outlzok on instruction. This section
concludes the examination of antecedent conditions with an analysis of disparities in the values held
by instructors and students. Prominent in this section are answers to questions regarding problem
areas that draw instructors and students into conflict, sources and effects of faculty alienation,
student attrition and retention, and implications of value disparities for instructional dynamics.

Sections four and five consider the relationship of instructional strategies and support services to
instructional dynamics. Viewed as the Educational Process dimension of instructional dynamics,
these factors involve the modes of instruction and support services emploved in the teaching/learning
process. The literature is examined in relationship to eight general instructional mode classifications:
individualized instruction, cognitive instruction, affective instruction, mediated instruction, miental
skills instruction, interdisciplinary instruction, experiential learning, and holistic instruction. Space,
time, and technology are examined as flexible elements in instructional dynamics that can be altered
te suit instructor and student needs. For all of the innovations that may be attempted in i .struction,
there may be limited success in the absence of support services that adapt students to programs
through academic procedures employed at admission (academic advising, placement testing, and
orientation), course enroliment (library services, instructional media, and tutoring), and exit
(placement counseling and articulation). Therefore, how teaching and learning take place (dynamics),
as well as the services that are provided to improve the transfer of knowledge from instructor to
student, are critical factors.

Section six reviews the literature and research related to assessment of student and faculty
outcomes in instruction. Presented as the outcomes dimension of the conceptual mode!, assessment
of the outcomes/benefits of instruction can be carried out in a number of different ways: Student
perceptions of different learning modes, assessment of student flow in courses and curricula,
follow-up research on student outcomes following termination of study, and facuity perceptions of
instructional effectiveness. Each of these methods includes a review of the relevant national literature

on the outcomes of instruction in 2-year postsecondary inistitutions.
A zummary section presents a series of questions that require attention from instructors,

administraicrs, and researchers as part of an action agenda for improvement of instructional
dynamics in 2-year postsecondary instiiutions.

il
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INSTRUCTIONAL DYNAMICS: A CCONCEPTUAL OVERVIEW

Instructional dynamics inclides the strawgc arranger—ment of techniques, proccdures, resources,
and instructional modes (i.e.. forces) so as tolnpart knowlesedge and skills (i.e., change) to students
under variable conditions of time, space. andgntext. As a process, instructional dynamics joins
teachers and learners to numerous other actmwho have == stake in instruction, particularly its

effectiveness. These actors include college adninistrators,  trustees, officials in state coordinating

' boards, legisiators, accrediting associations, iions, and scometimes policymakers in federal

government agencies. Also included in the infctional dymenamics process are the ideas, resources,
stimuli, and constraints that influence the paritpants.

Instructional dynamics implies a pattern qchange or =3rowth evolving from a particular
arrangement of ideas and resources that mayleaffected b=y .intense controversies. Within the
environment, participants and decision makenften assigrea differing interpretations to the goals of
instruction; to the arrangements of ideas and wources tha=t are suitable for achieving each goal; to
the probable impact of instructional strategiesm participa—its, decision makers, and interested
parties; and to the implication of particular strigles and omexstcomes in relation to other activities of
postsecondary education. Many of these intepnlations are== formulated with a surplus of emotion and
a dearth of information. Educatic:ial decisior mkers frequee=ntly make important decisions about
resource allocation with limited information atot instructiconal dynamics and with nothing more
than a "best guess” about the effects of these fiisions on SExhe problems they are designed to zolve,

Congylual Modiliel

To achieve a comprehensive understandinof instructiesonal dynamice in 2-ygar postsecondary
institutions, a conceptual model is necessary Wiray prope==rly the multiple dimensions of the
process. This framework leads the reader to cimprehend b=—th the important dimensions of the
process and the relationships that make each (nension immgoortant to the others. The framework of
this process model iricludes the following elemnts:

* an envirorment of context for instructinihat stimul==tes instruntors and receives the products
of their work

®* rmultiple inputs from the environment inlie form éfrhg; uman and financial resources that carry
unique characteristics from the enviranmgnt to the inemstructional process

" # discernible outputs that carry the resuiil instructio—=n to the environment

® a conversion or educational process dimmsion that tecransforms (converts) inputs into outputs
through the application of teaching moisand suppc—rt services in the instructional process

* identifiable feedback that transmits the alputs of one== period in time—as they interact with

features in the environment—back to thiducational  process dimension as the inputs of a
later period in time.

12



All of these dimensiong interact with one another. Together they form the process of
instructional dynamics as outlined in figure 1.
OUTPUTS

INPUTS EDUCATIONAL PROCESS

From cortext

Student
and expectations

Conversion

_ ) _ strategles, modes,

Outcomes and benefits
of instruction to
students arid faculty
Identified through
assessment

Context and Inputs for Instructional Dynamics

The context for instructional dynamics in 2-year postsecondary institutions includes a host of
human and financial resources that present problems to faculty and students in the classroom and
that subsequently require specific strategies and support services to resolve these problems. Within
the context dimension are (1) new and continuing students with specific characteristics and
expectations who are to benefit from instruction; (2) faculty who by virtue of their professional
preparation, training, and characteristics determine strategies for the delivery of instruction using
resources provided by the institution; and (3) interest groups within and outside of the institution—
administrators, boards of trustees, legislators, higher education coordinating boards, citizen groups,
and so on--who determine the allocation of resources to instruction through provision or withholding
of support. Whereas some features of the context dimension facilitate instructional development and
improvement of instructional dynamics, other features constrain development and frustrate the
efforts of faculty and administrators to cope with them.
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Instructional inputs include faculty, students, and financisl resources emerging from the context
dimension and entering the educational process dimension at one perioed in time. Students with
particular characteristics, goals, and expectations require specific outcomes of instruction (e. g.. job
skills, preparation for further education, cognitive skill training) to achieve academic and career
goals. They also require the adaptation of instructional strategies to learning neecs and emotional
satisfactions inherent in teaching and learning. These satisfactions may take the form of knowledge
obtained through exposure to a routine lecture; they may be the result of an innovation in teaching
strategies to improve learning outcomes; or they may be associated with the development of new

. support services that improve student learning in a traditional learning environment.

Students are not the only source of inputs to instruction. Instructors bring particular needs and
demands to instruction in the form of characteristics, values, and attitudes that permeate their
approach to teaching. Some of these needs are informal and others are not even expressed.
Instructors express special needs to administrators through the budget process and routine needs in
the form of requests for resources as student needs for instructional strategies and support services
become evident. Moreover, instructors are subject to expressions of need from students that may
differ from their personal needs. These different need sets reduce to one major characteristic of
faculty inputs into instruction: the expectancy or probability that behavior directed to teaching can
détérmine the occurrence of specific Iéaming éutl:omes saught far students withiﬁ the iimits of

expectatmn thst the béhawor they dlrect tc teachmg cannot detEfi‘ﬁlﬁE thé ac:urren;e of speclfnc
learning outcomes in students, instructor satisfaction may, therefore, be a product of congruence
between individual expectations and student performance and between instructional objectives and
financial resources. When the academic performance of students and when the resource allocation
behavior of administrators fall short of expectations, subtle alterations could occur in instructional
inputs that could lead to marginal learning outcomes in students.

Resources include personnel, skills, material, equipment and supplies, technology, and finances.
Support for instruction is evident in the willingness of external funding sources and administrators to
allocate financial resources for the delivery of instruction. it is also evident in activity directed to
instructional development and in sentiments toward instructors and students. Sentiment can range
frem enthusiasm for innovations that address critical problems in the teaching and learning process
to hostlhty taward the mvalvgment r:;f mstructors in calléctlve bargammg Between thése extremes

strategies and suppart sem;es. aﬁd mstru;tgr preféreru:es for specufu: mstrugtloﬁal te«:hmques add
shape and form to instructional dynamics. Faculty must take into account numerous factors that are
relevant to their decisions about what instructional strategies to employ in the teaching/learning
process. Administrators must determine what resources and support services are necessary to
ensure effective instruction and must evaiuate the costs associated with different instructional
strategies.

Among the features in the educational process dimension that influence instructional dynamics
are disparities between the expressed needs of students for instructional strategies and support
services that facilitate learning and the personal values of facuity; administrators’ use of routine
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procedures for academic planning and budgeting to simplify complex phenomena in the
instructional process; and tendencies toward rigidity in the face of pressures for innovation.
Concerned about issues of efficiency and productivity, administrators may hesitate to allocate
resources to instructors engaged in instructional development unless evidence can be presented as
to the specific outcomes and benefits of sueh activity. Indeed, it is partly because of differential
relationships among the parties involved in instruction that there is confusion and disagreement
among instructors as to strategies to use for the delivery of effective instruction.

Outputs of Instructional Dynamics

The outputs of instructicn include long- and short-term benefits to students and public- and
private-sector constituencies. To the private sector, instruction facilitates satisfaction of the needs of
individual citizens for job training, advanced income, knowledge for living, and participation in
community affairs. Instruction alse provides direct benefits to business and industry in the form of a
trained labor force and access to professional staff with knowledge vital for corporate development.
To the public sector, instruction provides direct and indirect benefits to state and local government:
purchases of goods and services from vendors, jobs, taxes paid by students and staff, economic and
social mobility of citizens, and reduction of social disorganization. Although administrators and

external funding sources can provide instructors with the resources necessary to produce desirable
learning outcomes in students, it is the instructor who determines the quantity and quality of cutput
through choices made about instructional dynamics. Failure to make sound decisions about
instructional strategies, context, and delivery systems can result in “negative outputs” that carry long-
and short-term deprivations for students and public- and private-sector constituencies.

Feedback

Feedback represents the influence of earlier outputs produced through instruction upon the
human snd finam‘:igl résoun:es (fa’culty, future students fac:ilities and nperating budgéts) that the

fmanclal ald) and tmtlon rgvenue (new student énrollme;-nts)! Publuc semce mstruc:tucna! actnvntues
diregtly affect thé satisfaction of individuai parti::ipants and thus Shapé their demands and suppoﬁ

resources pfowded through taxes and partu::patu;m in servu:és and actlvmes

Feedback mechanisms are evident in the contihuity of interactions among instructors,
administrators, funding sources, and the recipients of instructional benefits. The annual budget
cycle, for example, requires a college to demonstrate the vaiue of its instructional activities and
r::utputs’ c:f the c:ur’rént year and i'ts propossls far the coming year in organized meetings involviﬁg

uﬁmet needs come back ta mstructers in the forrn of budgét cenllngs for the I:t:rmng year in Iess
formal ways. administrators and policymakers are always engaged in some effort to improve the
outputs of instruction by stimulating instructors to increase productivity through improvement of
instructional dynamics.
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Systems Framework for Instructional Dynamics

The context, input, educational process. output, and feedback dimensions of instructional
dynamics relate to and interact with one another in the manner shown in figure 1. The entire set of
these dimensions and their interactions in a national spectrum of 2-year colleges is called
instructional dynamics. The concept of instructional dynamics includes more than the strategies.
modes, and techniques of instruction used to produce desired learning outcomes in students.
Instructional dynamics is the combination of instructional strategies and all of the dimensions that
suppeort or flow from instruction. These include the context in which instructional strategies are
employed, /inputs to and outputs from instruction in a particular context that are connected io each

A systemn such as this is a useful framework for examining instructional dynamics in 2-year
postsecondary institutions. It focuses attention not merely on a simple description of discrete parts,
but also on the importance and relationship of these parts to one another. By thinking about
instructional dynamics in a systems framewaork, practitioners can themselves think in terms of the
relationship of multiple dimensions required for instructional effectiveness in 2-year postsecondary
institutions. For example, what implications for outputs are to be found in particular instructional
strategies and techniques employed in the educational process? How do faculty in academic
departments respond to inputs from students, administrators. and funding sources regarding
instructional strategies and outputs? What kinds of constraints over instructional outputs are
exercised by the amount of resources that are directed to the educational process by funding
sources and administrators? This kind of thinking establishes the relevance of instructiona! dynamics
to resources, to decision making, and to other features of academic management that shape the
context for instruction.

16
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STUDENT AND FACULTY INPUTS INTO INSTRUCTION

Two-year college educators increasingly recognize that there are many factors in the
environment that infiuence the interchange between student and instructor and that information
about instructional dynamics becomes more meaningful whenr this fact is kept in mind. Instructors
and administrators know that the impacts of instructional dynamics may vary significantly when
student characteristics are taken into consideration. These characteristics influence decisions in the
implementation of instructional strategies and shape the context for assessment of instructional
effectiveness. This section provides an overview of each of these input components as well as the
direction and degree of their influence on instructicnal dynamics.

Trends in Student Characteristics

Diversity in student background characteristics such as learning styles will naturally make a
difference in the development and use of instructional strategies. Students with different needs and
learning styles will require exposure to different instructional strategies to produce gositive learning
outcomes. Because contextual variables in the learning process cannot be controlled, significant
relationships among student characteristics, instructional strategies, and student learning outcomes
are difficult to document. Yet, it is possible to describe trends in student characteristics and to cite
their implications for instruction.

The most obvious problem is how to examine and interpret student background data using
information from a variety of sources. Research reports generated by 2-year colleges, university
research centers, and state agencies for postsecondary education report student information in
categories that can be used to classify siudents into groups according to background characteristics,
aptitudes. attitudes, and perceptions The use of such categories suggests that student classification
into subgroups defined by specific variables such as differences in student attitudes, needs, and
learning styles constitutes valuable information for analysis. Presented in this section is a multiple-
year profile (1976-1984) of trends in characteristics of students enrolled in 2-year postsecondary
institutions. The profile data are rep-ted in two classifications each with important implications for
instructional dynamics: backgrounc characteristics and characteristics with direct application to
learning.

Background Characteristics

Between 1976 and 1984 total enroliment in 2-year postsecondary institutions increased 17
percent from a level of 3.8 million students in 1976 to 4.5 million students in 1984 (data collected by
the National Center for Education Statistics). Of this population, approximately 5 percent of the
students were enrolled in private colleges and 95 percent were enrolled in public institutions. In 1984,
almost two-thirds (62 percent) of the 2-year college students were enrolled part time—up from a level
ot 57 percent in 1976. When examined in relation to variables of sex, age, and race, 2-year college
students exhibit a marked tendency toward increasing numbers of women, older students, and racial
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population increased from 49 percent to 55 percent, the number of students represented in the 35
and over age group increased from 37 percent to 39 percent. and the number of racial and ethnic
minority students increased from 21 percent to 22 percent.

Student profile data collected annually by national testing organizations (American College
Testing Program, College Entrance Examination Board, and Educational Testing Service), state
agencies, and individual institutions affirm these trends in age. sex, racial ethnicity, and enroliment

among prebaccalaureate students. For example, national data document 2 dramatic shift from
enroliment in liberal arts to occupational programs (Chronicle of Higher Education 1986). Data
describing patterns of major field enroliment ameng 2-year college students have been used as a
benchmark for the examination of differentials in attitudes, values, and goals applied to

more than half of the students work full time while attending college, and community residents (such
as family, friends, peers at work) serve as primary referents for behavior (Alfred 1975; Cohen and
Brawer 1982). The reasons students indicate for college atiendance range from occupational
advancement to self-enrichment. A significant number of students aspire toward the baccaiaureate
degree—perhaps as many as 50 percent of an entering freshman class—but the majority do not
complete the associate degree (American Association for Community and Junior Colleges [AACJC]
1985). Perhaps the most striking feature of the student population in 2-yes - postsecondary
institutions is that the population currently made up of students once termed “special” (such as
minority, foreign, disadvantaged, older, and veteran students) is now a “traditional” student
population.

Characteristics with Direct Application to Learning

Special students have special needs requiring different emphases in the organization anc
delivery of instruction and support services. To illustrate, in a study of adult 2-year college students
in New York State, Mangano and Corrado (1980) found major incongruities between student needs in
five categories (academic survival skills, personal-social develcpment, instructional policies and
practices, administrative policies, and student support services) and available college services.
Eliason (1977) studied female students enrolled in community colleges and found great need for, but
limited experience with, vocational aptitude testing and counseling, suppert services, and vocational
curriculum in high school or college. In a study of older students, Roelfs (1975) found that students
22 years of age and older have instructional preferences and counseling needs that differ from those
of traditional college-age students. Older students need encouragement that higher aspirations are
realistic, prefer instructor-centered instruction, and express specific needs for assistance in
budgeting of time and balancing on- and off-campus roles. Finally, studies of underprepared learners
show that students in this category experience difficulties with self-image; have doubts about their
ability to succeed in college; aspire to professional or semiprofessional jobs; require comprehensive
infermation about registration, financial aid, course placement and selection, and support services:
and experience more success with individualized approaches to instruction incorporating flexible
scheduling, performance objectives, learning styles information, and career-oriented instruction
(Clarke 1975; Henard and Byrd 1977; and Jones, Gordon, and Schectman 1975).

A significant amount of attention has been directed to the cognitive styles and learning-related
personality attributes of students enrolied in 2-year institutions. Researchers and practitioners
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interested in cognitive style usually address two very practical questions: What are the effects of
cognitive style on learning outcomes in students? and What modifications in instructional strategies
and techniques should be implemented to improve student learning outcomes through
accommodation to cognitive style?

rResearch conducted on cognitive style is complex and dated. The available findings do,
however, provide at least a partial answer to these questions. Studies eonducted by Atkins (1978) and
Hunter and Lingle (1975) show that students derive meaning from their environment through
auditory or visual means and through abstract or concrete reasoning. When efforts are made to
diagnose the learning styles of students and to relate instructional strategies to identified styles,
relationships can be observed between student preferences and perform.ance. Furthermore,
differences in personality type can be cbserved among students with different learning styles: cerlain

- teaching methods appear to be most productive for each personality type (Ritchie 1975). These

iindings have led researchers to reccmmend that instructionz! strategies should be organized in such
a way as to accommodate cifferent personality and learning styles, and that inservice activities
should be regularly scheduled so that instructors might learri how various personality types
contribute to learning.

Diversity in Student Needs

Students enrolied in 2-year postsecondary institutions do not comprise a homogeneous
population. They range from those with advanced academic proficiency requiring littie or no
direction from the instructor to those with limited proficiency requiring substantial direction to
produce desired learning outcomes. Knowledge of student background characteristics and learning
styles is important in crder to understand the diversity of needs students bring to instruction. They
interact with instructors and support staff in a context delimited by objective measures such as grade
point average and class attendance and subjective measures such as the ease or difficulty ot learning
and quality of instruction. From the standpoint of background and learning preferences, these factors
influence how much students learn as well as the degree to which they are satisfied with various

However, despite the fact that 2-year college students differ on important characteristics related
to backgrour:d and learning preferences, they face similar problems with respect to allocation of time
to academic courses and curricula. Two-year college students are a “commuting population.” They
are more likely ihan 4-year college students to be working full time and to drop in and out of coliege
based on labor market conditions. They experience pressures from their network of family, friends,
and associates in the community that may interfere with college attendance (Alfred 1975).
educational plans. They face difficulty in balancing off-campus roles and student roles at a time
when maximum attention to study may be necessary to effect a successful transition from
community to campus values.

It must be borne in mind that diversity ex’sts within as well as between student groups. For
example, nonworking adult learners returning to the classroom following a 10-year hiatus from
formal education will have different needs relative to teaching and learning than aduit learners
attending classes concurrent with futi-time work. Nonworking adult learners may experience doubts
about their capacity to complete successfully educational requirements in a complex organization
with rules and regulations governing academic achievement (Mangano and Corrado 1980). They may
also lack clarity in edacational and career goals compared to working adult learners.
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The point of this discussion is that although data presented as representative of the learning
needs of 2-year college students may not fit every member of the popuiation; it can ke establishied
that community-based students face similar problems in allocating time and effort to courses and
curricula. Also important is the fact that having gained access to classroom instruction, commuting
students may find that time on task is limited by competing pressures from community contacts.
Time on task is a critical element of teaching and learning in 2-year postsecondary institutions.
Student outcomes are to a considerable extent a reflaction of the relationship between task, time, and
instructional strategies used by instructors with students hraving particular learning preferences,

Trends in Instructor Characteristics

Instructors as a resource in the input dimension of instructional dynamics can facilitate or
constrain student learning outcomes by virtue of the motivation, interest, and skills they bring to
instruction. Two-year institutions that do not provide resources and services for instructors to
improve their understanding of student learning needs can inhibit the development of cognitive and
affective learning outcomes. Of particular importance are the services institutions provide for
preservice and inservice development of instructors. This section will discuss characteristics of

instructors and the institutional services that facilitate or constrain student learriing as input factors in
the instructional dynamics model.

Instructors are perhaps the most poorly understood professional group in 2-year postsecondary
institutions. In the research literature, they are examined at two levels of analysis: (1) as an aggregate
group composed of ail professional staff teaching in 2-year colieges and (2) as subgroups classified
av:carding to parzftiméffuliztir’ne st'atus and msior field Specific characteﬁstics tabulated far the

actwmes and goals mst:tutmnal support and snstructlanal practu;es

Beiween 1975 and 1984 the profile of teaching faculty in 2-year postsecondary institutions
changed as a reflection of increasing rumbers of instructors who were over 40 years of age, tenured,
and have { ' -a employed at their respective colleges for more than 10 years. The total number of full-
time instructors teaching at public 2-year colleges in 1976 was 83,672 (44 percent) compared to
107,023 part-time instructors (56 percent) (AACJC 1985). In private 2-year colleges, full-time
instructors numbered 4,605 (51 percent) and part-time instructors 4,355 (49 percent) in 1976. By

1954 the tétai nurnber gf iﬁstructors in publir: E—yesr ﬁclieges had in:reased to 242 455 but the

anate 2—year calleges showed an nncrEESe in the total number cf msrmctcrg to a level of 9.&11 in
1984 with a larger percentage being part-time (52 percent) than in 1976 (AACJC 1985).

Analysis of 2-year college instructors according to selected characteristics with direct
application to teaching reveals subtle differences in phllos ophy and orientation to students among
male and female instructors. Combining factors of sex and advanced degrees, instructors holding
higher degrees were less likely to sxperiment with teaching strategies and were more subject-
oriented than their counterparts not holding higher degrees (Kentucky Community College System
1985). Although the need for 2-year colleges to accommodate heterogeneous student bodies in
courses and curricula has resulted in the implementation of innovative teaching techniques, large
nurbers of instructors advocate that the pace of innovation in instruction should be reduced, at least
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in the immediate future (Handleman 1975). Innovative teaching technigues could result in problems
such as grade inflation, erosion of academic standards, and too little emphasis on cognitive learning.

When attention is focused on the morale and job satisfaction of 2-year college instructors, dzta
suggest that heavy involvement in routine academic tasks and professional development activities
may affect job satisfaction adversely (Hill 1983). Research studies focused on various aspects of job
satisfaction—eligibility for tenure, salary schedule and fringe benefits, working conditions,
employment practices, participation in governance, time, and reputation—show that escape and
disengagement are typical responses of instructors facing unfavorable work conditions (Armes and

Watkins 1983).

Part-time instructors in 2-year colleges provide an excellent example of the effect of work
conditions on job satisfaction. Comprising more than 50 percent of the total faculty in 2-year colleges
in 1985 compared to 40 percent in 1971 (AACJC _1985), these instructors are hired on the premise
that they will save substantial sums of money, produce flexibility in curriculum and course
scheduling, and lend valuable experience to the instructional program. Yet, problems abound with
respect to their roie in instruction, resuiting in questionable work conditions and flagging morale.
Nationwide surveys reveal that part-time instructors have less teaching experience than full-time
instructors, have taught fewer years at their current institutions, have less input into the selection of
materials used in their courses, assign fewer pages to read, use fewer instructional media,
recommend or require fewer out-of-class activities, and place less emphasis on written assignments
in determining students’ grades (Friedlander 1980). Part-time instructors were also less aware of
campus activities and less likely t0 use or have access to instructional supgport services. In terms of
professional development, they were less likely to read scholarly journals, to hold membership in
professionai associations or attend professional meetings, and to request release time; however, they
were more likely tc express a need for interaction with colleagues and administrators (Friedlander
1980). Professional development programs are not likely to alleviate this problem; research data
indicate that a majority of pari-time instructors work in institutions that do not provide professional
development programs for temporary staff (Fent 1979).

Instructors in 2-year postsecondary institutions also differ when examined in terms of their
distribution across disciplines. Survey data reveal that instructors teaching in science and math were
apt to be younger than humanities and liberal arts instructors (two-thirds were less than 45 years of
age in 1979). Science and math instructors were more likely to be male (78 percent) and to indicate
that teaching unmotivated students was their most pressing problem (McKeivey et al. 1979).
Humanities instructors had taught for a longer period of time (60 percent had taught 11 or more
years in 1983) and exhibited a more balanced sex ratio (Brawer 1983). Instructors in the humanities,
fine arts, and education were seen by students as more effective teachers because of their student-
oriented approach to teaching compared to instructors in other fields who were perceived as
maintaining more of a subject orientation (South, Hill, and Morrison 1975). These findings are
buttressed by later research that showed that qualities such as “original,” "stimulating,” “adaptable,”
“systematic,” and "student-centered” seemed important in distinguishing more effective instructors
from less effective than “knowledge” (Vickers 1979). Female instructors were perceived as more
effective than their male counterparts because of their student orientation (South, Hill, and Morrison
1975).
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Trends in Professional Development

How do instructors with diverse characteristics in different disciplines effectively teach students
with diverse goals, interests, and background characteristics? Can faculty successfully utilize single-
mode instructional strategies in a classroom environment marked by diversity in student learning
styles? What training and background experience are necessary to prepare for instruction in 2-year
colleges? Answers to these and related questions are best formulated through knowledge of
preservice and inservice instructor training strategies employed in 2-year colieges.

Preservice Training and Preparation

By the very nature of a heterogeneous student population and comprehensive program/service
mix, 2-year college instructors must be able to handle diverse instructional settings (i.e., teaching the
liberal arts student with transfer goals, the vocational student with career goals, and the
developmental/remedial student with learning deficiencies). Preparation for effective teaching
requires adequate preservice and inservice opportunities. To a considerable extent, however,
instructors are dissatisfied with existing preservice programs (Carnevale 1978; Case 1976).

Several different models for preservice training have been advanced sinée the mid-1970s. These
models have two basic forms: (1) university-based programs that prepare 2-year college instructors
through integration of graduate courses and campus teaching and (2) campus-based and managed
programs that prepare instructors through exposure to the philosophy and style of operation of 2-
year colleges through on-campus seminars and workshops.

University-based preservice programs focus on broad training of instructors in subject fields and
current issues in 2-year colleges that need to be understood by faculty as they develop classroom
strategies and materials. Subject-field training is supplemented with graduate courses in education
and seminars directed to systematic evaluation of teaching methods in the academic field. Theories
of learning are investigated as they relate to the subject field and relationships with other discipiines
are determined as a method to ensure integration of student learning (Carnevale 1978; Chambers
1976; Mﬁﬁdie 19?5) The final 'year «:f presewiee training may be spént studént teaching at a 2—year

su::c:essfully completmg umversnty—based preser’vnce prograrns should be al:le to dlgest mfc:rmatuzn

intelligently and order it rationally in a way that meets student needs and learning styles. They must
be able to develop instructional strategies that integrate events in the perceptual field of the student
and they must be interested in teaching as a method to produce value-addedness in students, not to
advance their careers.

Campus-based and managed preservice programs focus on the provision of stru~* rred teaching
internships and the organization of seminars and workshops for prospective instrucic . to improve
their understanding of student needs and characteristics. As interns, instructors receive partial or full
salary while teaching reduced loads and devote program-generated extra time to induction activities
(Case 1976). During the course of the preservice program, interns [earn to examine critically their
own philosophies and values in relation to instruction and participate in close study of various
mstructmnal strategles curncglurﬁ desugns évaluatmn mef’wods :nterperscnal relatu:ms and
and E—year calleges in general thraugh Ies:turas semmars. readmgs. guest speakers. field tnps. and
observation of college services and personnel. Prospective facuity and continuing faculty interact
through intern-mentor relationships. Experienced faculty also conduct “classes” on special topics
and serve as professional development facilitators.

14

22



Q

ERIC

Aruitoxt provided by Eic:

Close professional cooperation between universities and 2-year colleges is required for
successful implementation of campus-based and managed preservice programs. Although most
programs have been designed to blend the content and theory of instruction learned in graduate
study with the dynamics of instruction learned in the classroom, efforts have also been made to
investigate the role of knowledge in society, to examine current issues in 2-year college instruction,
and to investigate the use of knowledge in other disciplines.

Preservice programs represent an important investment of time and resources in the preparation
of 2-year college instructors. They also represent a limited investment. Essential for professional
development are instructor orientation and inservice programs that provide continuous opportunities
for improvement of performance through access to knowledge about effective instruction.

Orientation to Instruction

The composition of the student population in 2-year colleges has changed. The entry of more
part-time learners, adults, women, and minority students into established institutions has important
implications for the orientation of instructors to instruction. Instructors have always expressed
dissatisfaction with orientation programs designed by administrators as an efficient method for
dissemination of information about policies and procedures prior to employment (Nayens 1977).
Orientation programs designed for administrative convenience do not constitute sufficient
preparation for professionals about to encounter a diverse and rapidly c.1anging learner population.
Orientation programs organized around the use of materials and procedures to introduce new
instructors to student characteristics, learning modes, and instructional support services constitute
an important resource commitment by colleges interested in improving instruction.

Two-year college educators concerned with faculty understanding of and involvement in
instructional dynamics have typically designed handbocks and instructional models to acquaint new
instructors with the special mission of the 2-year college and with teaching strategies and support
services that enhance effectiveness (Elwood 1976; Hillsborough Community College 1980; League
for Innovation in the Community College 1979; State University of New York 1980). The emphasis in
handbooks is placed on policies, regulations, procedures, and general information designed to orient
faculty to the mission of the institution. Information is presented describing the history, mission, and
philosophy of the institution, distinguishing characteristics of the student body, and support services
that can be used by instructors to develop instructional strategies in accord with student needs. Also
presented is information about regulations concerning course load, attendance, class codes, grade
books. grade reports, course outlines, textbooks, classroom visitations, field trips, and service hours
for campus offices.

Self-instructional modules are used by some 2-year colleges to acclimate new instructors to
specific conditions of the teaching-learning environment. Profiling student, curricular, and
governance characteristics of the 2-year college, these modules acquaint instructors with guidelines
for selecting instructional methods that enhance learning, instruction, and student/instructor
interaction. Special emphasis is given to individualized instruction as a method of adapting an
increasingly diverse student body to standardized academic requirements. Techniques such as
contract learning, self-instructional packages, self-paced modules, personalized systems of
instruction, and audio-tutorial methods are described and presented to new instructors for use in
instructional planning. Some colleges have provided release time to new instructors to participate in
self-paced, individualized orientation programs (Wenrich and Eakin 1978). Other colleges have
developed workshops and curricula to provide formal instruction in current teaching techniques to
new faculty beyond the point of initial employment (Hammons and Jaggard 1976). Curricula are
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designad to extend the objectives of faculty orientation into the classroom through =resentation of
material that describes the following:

# The philosophy of the 2-year coliege and the role of the instructor theiein

The teaching-learning interface including the 2-year coliege student, learning behawars
cognitive style, and characteristics of eflective instructors

® Teaching strategies for large and small groups

® [nstructional aids and their use

Instructional evaluation, testing and grading
® Planning for instruction, including lesson planning, task description, and lesson preparation
E)espiié these innovative aﬁpraac:hes tﬁ far ulty oriematian mast E-year ins;itutians caﬁcentrate

characténstics af 2—yéar callege lnstmctarsi Iearnmg enwronrﬁents snd studénts that mandate
different approaches to orientation, see Deegan and Tillery (1985).

Inservice Development

Whether instructors develop early insights into the teaching-learning process in 2-year colleges
through preservice training or through orientation, they experience a continuing need for
development of teaching skilis while in contact with students in the classroom. Malaise and “burnout”
are common problems experienced by instructors following prolonged exposure to students in
courses taught on a regular basis. Inservice programs are an important resource to improve the
quality of instruction as well as to enhance instructor attit:sdes toward teaching and their
refationships with students.

mcb:hty among full-tlrﬁe mstructars Several states (Camrad@ Flaﬂda Msryland and Alabama) have
examined the educational needs and professional characteristics of instructors and established
statewide programs for staff development (Carbone and Torgenson 1983; Preus and Williams 1975;
Valentine et al. 1980). In most states, 2-year institutions conduct inservice activities for full-time
mstructars prawde same dEQI’EE of fuﬁdmg for attendant:e at proféssmnal meetmgs and Qﬁer

inservice aEtIVItIES to part—tlrne faculty (Erymes 1977 Pédras 1983).

Most efforts toward institutional and statewide programs for inservice development can be
dmdéd mto several ;ampanents thst are essentlal ft:br pragram implerﬁentatlon determmatlon of the
dgvelaprﬁent and argamzatmn c:f surrlculum :ompunen*s udentmcatlon of target grou,:s tD be
served, logistics of the training program, program funding, and support services. Strategies
employed for instructor development in inservice programs vary among institutions, but a basic
inventory would include the following:
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® [nstructional modules

* Workshops

® Annual orientations

e Task forces

* Teacher resource centers
¢ Small grants/fellowships
# Survival guides

® Newsletters

& Mission councils

Faculty handbooks

s Specialized support services

Travel
# Sabbatical leaves

& Research experimentation

Continuing education

® Guest speakers

Modular instruction packages, handbooks, and workshops are used to improve faculty
knowledge of different dimensions of the teaching-learning process. Among the topics included in
instructional packages are student motivation, institutional mission and goals of 2-year colleges,
class management, testing and test construction, effective media utilization, individualized
instruction, improvement of teaching skills, safety and liability, aduit teaching psychology, lesson
planning, instruction for students with special needs, new students, methods of instruction,
characteristics of an open college, implications of stages of adult development for colleges, and
instructional problems in implementing open learning programs. Because most part-time instructors
maintain amployment outside of the collegs, training strategies are accomplished through short-
term, gn-campus activities held durmg predetermined breaks in the academic calendar.

Although efforts undeﬁaken by 2-year postsecondary institutions toward faculty and staff
development have increased since 1975, many instructors believe that “staff development” is a
euphemism for “staff evaluation.” They are suspicious of the motives of administrators implementing
professional development programs for any reason because they have been exposed to unworkable,
ill-planned, and potentially destructive schemes presented as a panacea to instructional problems
(Buchan 1979). - o
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Instructor resistance can act as a brake on the thrust of staff development programs. Thus, ii is
important to understand the needs and goals of instructors and to develop mutual trust between
parties in the teaching-learning process. Among the innovative programs to improve the
effectiveness of staff development programs through increased awareness of instructor needs are the
Learning Assistance Support Systém in the Washington Community College System, the “Return to
Industry” Program at Hagerstown Junior College (Maryland), the Competency-Based Teacher
Education Program at Mt. San Jacinto College (California), the Faculty Fellowship Program at
Buriington County College (New Jersey), and the Instructiona: Clinic at Lord Fairfax Community
College (Virginia). All of these programs fotus on diagnostic, prescriptive, and/or prognostic
instructional considerations drawing on the competencies and resources available in the institutions
as well as those provided by external organizations. Participation depends on instructor needs and
interests, institutional resources, support services, and collegial relationships. The goal is to improve
teaching effectiveness through involvement of instructors in inservice programs that strike 2 balance
between institutional needs and faculty interests.

Resource Characteristics

Resource characteristics play a more obvious role in instructional dynamics than student and
instructor characteristics. The availability of financial resources serves to facilitate or constrain the
development and use of multiple strategies for instruction. For example, instructors note that
innovation is discouraged in a climate of resource decline because academic budgets are not
sufficient to support such innovative teaching strategies as individualized, media-assisted, and
computer-assisted instruction, nor are they sufficient to permit opportunities for professional
development. Administrators note that in periods of financial hardship, expenditures for non-FTE
producing activities such as instructional and siaff development are primary targets of reduction
(Alfrad 1978). Numerous writers and practitioriers have lamented the iendenicy of colleges to curtail
program and staff development at the time in which this activity is most needed—periods of financial
hardship when new organizational thrusts are needed to rebuild programs and resources (Mingle et
ai. 1981; Mortimer and Tierr:iey 1980).

A cursory review of the literature in 2-year college education reveals that current resource
characteristics present a frustrating dilemma: how to maintain the vitality of instruction and continue
to nourish innovation and change in the face of the tightest resources and lowest level of public
support that 2-year institutions have seen in at least three decades. On the surface there is an
intriguing incongruence between the reality of reduction and the essentialiy optimistic outlook that is
inherent in instructional development. To illustrate, how will it be possible for 2-year college
instructors to develoo new strategies and techniques for instruction in the face of such problems as
the following:

* Real resource declines in past years as great as 20 percent of academic budgets

® Cumulative deficits in expenditures for equipment, physical plant renewal, and even salaries,
that collectively may be as great as another 10 percent or 20 percent of institutional budgets

® Rising costs in some sectors of college expenditures, such as energy, computing, and
libraries, that could consume all of the budgetary flexibility that institutions can generate
during periods of financial stress

® A projected demographic decline of as much as 20 percent or 30 percent in the traditional

college age population that will—to a degree not yet determined—affect enroliments and
therefore the resource base
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& The lowest rate of instructor turnover, and therefore of internal budgetary flexibility, that has
been known in over 30 years

* Decreasing opportunities for professional development, and therefore decreasing .
attractiveness of academic careers for new junior instructors in many academic departments

e Prolonged duration of the problem, continuing from nearly a decade in the past to perhaps a
decade into the future, that precludes temporizing and bridging solutions and crea‘’ss the
discouraging sense that the necessity to manage these sorts of problems will foreclose any
constructive and significant efforts at instructional development

In short, do 2-year colilege instructors and administrators talk meaningiully about improvementin
instructional dynamics when institutions at the present time typically have less than 1 percent of their
annual budgets to apply to development and innovation?
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DISPARITEES BETWEEN STUDENTS AND FACULTY
IN THEINSTRUCTIONAL PROCESS

bring differentinerests. nee=ds, and values to the instructional process. This section will discs s s the
teaching and laming implie=ations of different faculty and student values in the input dimensi < n of
instructienal dnemics. The=se implications are both psychological and behavioral; theyange from
periodic expressions of anxiE ety bylaculty and students to withdrawal from college. If these
disparities arenol addresseed in the Educational Process dimension through innovation ininst ruction,
instructors andstudents cor_sld experience dislocation from courses and curricula, resuliing ire
diminished effecliveness.

Value=s, Perceptions, and Expectation Differentials

A cuilturallyp exists bet=wveen the expectations of 2-year college students and the insiuctcers who

services from the college. O goerating within the framework provided by a community-based ro F e set
comprised of flends, relative=s, andcolleagues at work, students do not view learning asanersd in
itself, but ratheras a means —to anend. They are passing from one stage of developmenttoanesther
and will leave theacademic -s=nvironment for goals that are part of another environment. Insiris =tors
will remain in the same envic—onment, and, in many cases, have discontinued their progression
through developmental stag=e=s. Secure in income and employment and with deep rootsinihe
community, insiictors will EF1ave limited opportunities for professional development other thare those
provided by thelr current ins=titution. Participation involves risk. Instructors secure in their profe2ssion
will not be anxious to exchamige “comfert” for *mobility” even if professional opportunitiesincs sude
long-term gainsinincome amid stature.

Disparitiesare also evide=nt between 2-year college faculty and students with respectiothe
attitudes they ciry toward te==aching and learning. Previous research (Roberts 1979) hasshow £ that
students favor'ensing” (the= immediate realities of direct experience) whereas instructos lavesr
“intuition” (theinferred mear=1ings, relationships, and possibilities of experience). When asked * = what
is good teachin,' students ==nd faculty may respond differently as a function of differentil
stakeholder valigs in instruc=tion.

Students difine good te==achingin terms of the quality of their learning experience. InstucZ-ors

define it in termsof learning ©utcomes. Administrators focus on efficiency, and membersoithe
community focuson effective=nessin helping individuals function in adult society.

Faculty conslder some e=derments of learr:ing essential to the curriculum while studenis exp ress
no interest in them at all (We=is 1985). Students tend to select instructors on the basis of
(1) willingness o provide as=sistance, (2) feedback from other students, and (3) clarity in presertation
of material (Lee1975). Facul®y tendio see themselves and their students in a scholarly conlext_ Data
obtained in a rerent survey c=»f college and university undergraduate students by the Carnegie
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Foundation for Advancement of Teaching (1986) revealed that 37 parcent  of undergraduate studnis
were bored in class, 40 percent said no professor at their institutior: 0ok a__ special interest in thei
academic progress, 42 percent said most students were treated like “nurnt=sers in a book.” more
half regarded increased earning power to be the primary direct benefit of = college education. mye
than one-fourth said that college was much like high school, and only 18 ==ercent rated their
institution’s advising programs as highly adequate. Data in a companion s&=udy revealed a
predominant view held by instruciors that neither their students’ academic - ability nor their
institution’s academic standards were adequate (Carnegie Foundation for __Advancement of Teachig
1985).

Faculty Alienation

Whether examined in aggregaled national studies or in single instituticon studies, research dl
reveal a“considerable mismatch” between 2-year college climates and stu—dent expectation. In
addition, the data reveal a discordance between faculty expectations and s—tudent performance
(Alfred 1986; Carnegie Foundation for Advancement of Teaching 1986; Ric==hardson 1985).
Collectively, the data depict a student body whose aspirations seem to be L_sndercut by the camps
environment itseif, particularly by instructors who hold different values, pee=-ceptions, and
expectations of instruction. Congruence between faculty values and expec—tations and student
interests provides an important incenlive to instructor commitment and intee=rest in teaching (Alfre
1986). Student performance that meets or exceeds instructor expectations-- serves to reaffirm
commitment to teaching because investment is reinforced by obsesvable oeeatcomes. When instruelis
cannot observe the connection belween teaching and student learning oute==omes, the rewards fa
effective teaching are few and commitment is apt to decline. To illustrate, ireffective teaching coull
result when inflated instructor values and expectations are applied to undessrprepared learners wh
are experiencing academic difficultyin a learning environment that is affec=ted by the pressures d
technological change and diminishing resources for instructional innovatio==r1. As faculty incentives
are eroded by inadequate studentand programmatic resources, motivation may decline and
alternative sources of reward may be sougit. Instructors may diminish theima commitment to class
preparation, academic advising, and instructional development in an effort —to compensate for
perceived inequity between inputs and benefits (Hobelaid 1986).

Instructors who are dissatisfied with the relationship between inputs ar=ad benefits are not likeylo
engage in innovation. Such a condition may deecrease commitment among : instructors and hence
have a significant impact on instructionai dynamics (Kast and Rosensweig —1985). Conflict among
faculty organized into groups is often negatively related to teaching effecti==eness and the
performance of the institution as awhole.

Student Attrition and Retention

Just as there are problems with instructors associated with disengager—ient from instruction,
students experience problems withacademic progress, persistence, and saB=isfaction in a 2-year
postsecondary institutions. National reports speculate that less than 30 perc—=ent of enrolled studenls
complete the associate degree with percentages ranging from a “high" of 6= percent in selected
allied health programs to a “low" of 15 percent in liberal arts programs (dat== collected by the
National Center for Education Statigtics). Institutional studies of student fleesw indicate a rule of
thumb for persistence. Of any entering class, approximately two-thirds will ==eturn for the second
semester, one-third for the third semester, one-quarter for the fourth, and aFter the initial opportunly
to graduate, 20 percent will return for the fifth semester (Coker et al. 1985: CDuncan 1985; Peralta
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Community College District 1985). Differenes are evident amorg = students holding different goals
for college study. Of students whose goalite to complete degree==s or certificates, a majority return
for additional study while less than one-hildl students holding di tifferent goals return (Brunner,
Packwood, and Wilson 1978). When analyiturns to the relationsEzhip between selected life
antecedents and persistence/ nonpersistentfactors, data reveal t-+that evening students are more
likely to drop out than day students, that dir students are less lic=ely to return than younger
students, and that reasons for nonpersistenzinciude goal accomg = plishment, financial difficulties.
family (personal or transportation) problens job changes, and dis:=ssonance with instructors and the
campus environment (Coker et al. 1285: Jus 1985),

The phenomenon of attrition poses twsets of problems for ir=istructional dynamics. The most
obvious problem is the effect on continuityind efficiency in instrusaction, particularly in advanced
courses, when student contact with the insiltion is short or segm mented. Instructors and
administrators experience frustration whenthe time, effort, and sug: pport services they provide to
acclimate students to college study resultiinarginal outcomes. Despite these efforts students drop
in and drop out. thereby limiting the predidibility of enrollmentjn  advanced courses and rendering
ineffective institutional efforts to facilitate iiptation to college stu Lady. '

The effects of attrition on the quality distruction as measyre=d by faculty and student
expressions of satisfaction or dissatisfactingre less obvious thans efficiency problems, yet thay are
significant obstacles to improvement of insuctional dynamics. Mas=any colleges are unaware of the
range and type(s) of social behavior that milibe employed by inst¥tructors in the classroom to
interest and retain students. For example. silents note that instrusrctors do not maintain personal
interest in their academic progress and thalley feel treated “like mmumbers in a book" (Carnegie
Foundation for Advancement of Teaching ##§). Administrators na save noted that some faculty have
not maintained close surveillance over marktforces, thereby resuli iting in irrelevant and outdated
approaches to instruction (Alfred 1986).

fonclusion

Disparities between students, instulors, and administrate—rs in the instructiona! process
implicit in differential values and expectatios faculty alienation, ar=nd student attrition have
deleterious effects on instructional dynamiu The results of natign=al research studies recently
released by the Carnegie Foundation for Afincement of Teachingey point to a series of tension points
that divide faculty and students. These tensnpoints are listed in fi@=igure 2.

Disparities between faculty and studenieflected in these tens=sion points influence instructional
dynamics by determining the teaching/leaniy modes that can be = successfully employed with
students. The next two sections examine thifducational Process didimension of instructional
dynamics with particular attention to teachinstrategies and instruc» ctional support services that have
been implemented in 2-year institutions to liitate learning.
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Tension Point
Background
Characteristics
-income
-education
-parental
occupation(s)

Referents for behavior

Financial security
Expectations of education

Approach to faculty/student
interaction

Student utilization of
academic support services
(library, tutoring, learning
laboratories, and so on)

Perception of campus
Perceptions of student
quality

Perceptions of institutional

Potential for mobility

Students

Lower socioeconomic
status

Community-based persons
(Family, friends, community
contacts, and 50 on)

Job and incomz insecurity
Advancement in earning
Interest in purposeful
contact with faculty outside

of classroom

Low rate of utilization

Extension of high school

Adequate

Adequate/rigorous

Mobility

Instructors

Middle class

Campus-based persornis
{Colleagues, administrators,
and so on)

Job and income security
Academic achievement
Avoidance of contact with
students outside of
classroom

Expectation for high rate of
utilization

Collegiate
Inadequate
Barely adequate

Nonmobility

Figuéié, Tension paints that divide students and instructors
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INSTRUCTIONAL STRATEGIES

From a goal of expanded access in the 1960s and 1970s. 2-year colleges have moved to a goal of
academic excellence in the 1980s. Although tiie open access philosophy led to the influx of many
poorly prepared students, the teaching methods of the 1970s have persisted. Only in the 1980s have
instructors begun to deal with the problems presented by diverse students with differing learning
rates and styles. Two-year colleges are now in the midst of an instructional revolution in which
individualized, self-paced methods have become the focus of consideration. As the movement toward
individualized instructional modes has intensified, a concomitant shift in emphasis from teaching to
learning has occurred, requiring major rele changes for college instructors; in the 1980s they will be
as skilled in the diagnosis and treatment of student learning problems as they are in their disciplines
(Cross 1976). An important consequence of this trend is that traditional control concepts such as
credits, grades, and semesters may be replaced by flexible control concepts implicit in self-paced,
competency-based instruction.

Trends in Instructional Strategies

Although it is fairly simple to distinguish between traditional and nontraditional strategies for
instruction, it is more complicated to distinguish between categories of nontraditional instruction.
Most nontraditional instructional strategies are developed by 2-year institutions in response to
several basic decisions made in course construction: (1) what needs should the strategies satisfy.
(2) how should student achievement levels and needs be assessed, (3) what are the enrollment
criteria as well as student characteristics and circumstances, (4) what is the sequence of courses,
(5) is the selection of teaching methods appropriate to learner needs, and (6) what department
organization and resources are available for instructional innovation (Bligh 1975).

A review of research on instructional strategies in use in 2-year colleges since 1970 reveals little
empirical data relative to the assessment of different instructional modes such as individualized
instruction, programmed instruction and computer applications, mediated approaches, affective
approaches, and peer tutoring. The available literature focuses on trends in instruction and
concludes that such trends reflect the following concepts:

* Change is developmental and a consequence of such interacting factors as instructor,
instructional encouragement, student personality, and prior educational experience.

* A diversity of instructional approaches is desirable in 2-year colleges.

s A set of basic categories should be constructed to aid instructors in deciding what
instructional methods to adogt.

® A basic instructional model should be designed by instructors in each course.

Instructional trends refiect a movement toward teaching modes that involve clearly articulated
objectives, course content divided into relatively small information task units, task units arranged in

n
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sequence to maintain coursecontiFuity, supports within task units to ensure success in dealing with
presented information, frequint feeedback on performance, and review tests to clarify how course
objectives can be met. Concipls of instructional time and timing have changed to accommodate
more minicourses, modularitruction, and short courses. The concept of learning space and
facilities has changed to seresdult learners pursuing an external degree in off-campus situations.
Finally, the literature revealshat colleges interested in innovation have begun {6 merge counseling
and instruction, have discounged the use of normative student rankings, have implemented
interdisciplinary course workhave encouraged student input into curriculum planning, and have
implemented such conceptsts corviract learning and independent study, off-campus learning
experiences, flexible class scheduling, and a sense of community among the participants.

The literature descriptiveof treds in instruction focuses primarily on concepts that require
implementation in order to improve: learning outcomes in students. These concepts provide little
information about what workin the instructional delivery systems employed in 2-year colleges.

Using personal contacts as abasis Tor identifying colleges engaged in instructional innovation,
Roberts (1979) identified 52 wleges with innovative and nontraditional educational delivery systems.

At least one of the following lichnicgues was employed at many of these colleges:

® Cognitive mapping

e Minicourses or noncridit corsrses

e Learning resource Cenlers

* Contract learning

+ Life-long learning progams

s [ntegrated courses combining subject matter from different disciplines

¢ Coordinated studies ofering students a coherent program rather than unrelated courses

* University without wall where students live and study in a nonclassroom environment

e Dial-an-Answer or Disl@ﬁr L isten Library Yourself (DOLLY), which provide taped information
ovar the telephone

e Electronic systems thastore videotape programs and transmit them at a very rapid rate in
varying configurations

e Methods of awarding wiable credit to students taking selected course units

%

¢ Campus television netwrks
* Electronic systems thatlansrnit instructors’ verbal and written messages by phone

A similar array of innovale instructional techniques is evident in annual compendia of articles
on teaching and learning provled by statewide 2-year college systems. Consider, for example, the
instructional techniques seleciely implemented in State University of New York 2-year colleges
described in the proceedingsofa 1984-1985 instructors’ conference (Burns 1985). Techniques for
instruction in English coursesire described in four articles covering the uses of media, the tutorial

.3 -
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approach, teaching the art of questioning, and using the steps of filmproduction as analogues in
writing instruction. Two articles describe interdisciplinary courses inthe sciences and humanit £ =s,
and a third discusses one means of involving faculty in interdisciplinary programs. Biofeedbacke

fraining and the use of counselors as instructors are considered in tw articles on personal
development courses. Other descriptions of innovative approachesinclude the use of art in tea=—hing
western civilization; simulation in nursing education; a course in geometry based on inductive
rcasoning; ways of involving students in American Indian history; using corporate annuat repor—is to
teach the accounting language of business; competency-based insiiuction in art history; teach# ng
analytic thinking in introductory sociology: computer-assisted instrugtion in biology; and using

federal census data as primary sources in history instruction.

Modes of Instruction

There are many different classification schemes that can be usedlo categorize and descrit>-e
instructional modes in 2-year colleges. These classifications schemesare usually based or: vari edus

technology, and joint ventures of colleges, students, and employers (\deiman and Reuben 198<%).
Presented here is a description of innovative modes of instruction curently in use in 2-year
postsecondary institutions.
Individualized Instruction

Numerous research studies show that individualized systems of instruction offer considerabsle
potential for colleges undergoing dynamic change in the nature andneeds of the learner popul=ation
(Beyer 1976). Best understood as a combination of instructional techiques labeled as “competency-
based education,” “performance contract education,” “self-paced insiuction,” “mastery learningeg.™
and the “behavioral objectives approaches to learning,” individualizedinstruction has seven mai n
features—

¢ students move at their own rates of speed,

* techniques of instruction are matched with learner characterisiics,

* students use written study guides,

® mastery is demonstrated before students can move on.,

¢ periodic testing is used to provide feedback to learners about performance,

periadic attendance at lectures serves primarily for motivation and

the instructional system can be refined and adapted for the neds of a changing student
population.

L ]
e}

and would be located in one of a number of different disciplines. Instuction is individualized in =#ie
sense that it enables a diverse population of students to handle almostany course at their own s goeed
anc! in an environment of their own choosing. Individualized instruction does not alter the role oF the
instructor, but changes the way the process is executed. Potentially swrious limitations involve
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instructor workload, study problems for poor readers, high start-up costs, and controversial grading
policies.

Most often, individualized instruction is employed as an alternative to the traditional lecture
mode of instruction. Numerous 2-year colleges have experimented with different forms of
individualized instruction. Table 1 presents a brief summary of individualized instructional modes
adopted by 2-vear colleges between 1975 and 1985,

Cognitive Instruction

Although innovative curricula and teaching methods are often intended to maximize learning
through adaptation of instruction to diverse student characteristics, they may produce negative
effects in that the overall cognitive development of students may be neglected. Researchers and
practitioners interested in cognitive instruction argue that innovations such as mastery learning may
train students on a specitic or limited group of problems but may not enhance the ability of the
student to generalize to a larger domain. Among the approaches that instructors can employ to
ensure cognitive development are to (1) place greater emphasis on comprehensive learning and
basic skills, (2) maintain or sirengthen academic standards, and (3) improve knowledge
comprehension through cognitive mapping designed to match the cognitive styles of students with
instructional modes used by facuity.

Cognitive mapping initially gained popularity in 2-year institutions in the mid-1970s as a
technique for assessing the preferred learning styles of students. Implemented on an experimental
basis in several institutions such as Mount Hood Community College (Oregon), Longview
Community Ccllege (Missouri), New York City Technical College (New York), and Northern Virginia
Community College (Virginia), “mapping” involved the use of models to assess dimensions of
student learning and to determine modifications needed in instructional materials, strategies, and
academic support services to improve knowledge comprehension. Student learning preferences in
multiple learning dimensions are compared with the preferred instructional modes of facuity to
determine if a “match” exists. If a match is not evident or if it is poorly developed so as to impede
knowledge comprehension, modifications are made in instructional strategies to facilitate learning.

Affective Instruction

A domain in Bloom's Taxonomy, affective learning involves dimensions of student learning
related to how they receive, respond to, value, organize, and characterize knowledge. Instructional
modes focused on affective learning acknowledge the importance of understanding students’
attitudes toward a subject as well as their cognitive knowledge of it. Affective instruction is carried
out through instructor observation of student behavior in response to specific features of the learning
environment (Archer 1979). Various student responses to the learning environment are considered
that identify the student's position within different dimensions of the affective domain. These
dimensions range from mere awareness and interest in the subject material to-the internalization of
knowledge as part of the student's personal value system. Instructors use this information to develop
instructional strategies that move students from a level of simple interest in subject matter to
internalization of knowledge, thereby establishing a cause and effect relationship between the
affective and cognitive domains of learning.
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TABLE 1

INDIVIDUALIZED INSTRUCTION MODES

Mode

Description

Performance
Contract

Behavioral
Objectives

Self-paced
Inatruction

Competency-based

Education

Individualized

Degree Program

Instruction

Instruction delivered on the basi= of a contract signed by the student
indicating the amounts and kinds of course work to be performed and
the grade to be received. Contracts are designed to provide students with
the opportunity to obtain credits for studying alternative content as well
as the usual content in texts and library assignments.

Instruction focused on student mastery of particular units of knowledge
as a prerequisite for progression to advanced study work. A typical
course using mastery learning techniques includes carefully deveioped
course objectives, achievement criteria, definition of iearning units,
identification of learning elements, construction of diagnostic tests, and
prescriptive reading materials.

Instruction based on a statement or series of statements developed by
the instructor that specifies an action, conditions under which it will be
perfermed and the level of performance expected. Students may work
with instructors to develop behavioral objectives for a specific course.

instruction based on the premise that students can work at their own rate
be used as the medium for instruction including textbooks, study guides.
audiocassette presentations, and lectures.

Instruction focused on student achievement of specified competency
levels in courses with variations in time, location, and methods of
instruction. Contract elements in CBE are the educational framework,
systematic structure, educational attainment, learning outcomes, and
instructional processes.

Instruction delivered on the basis of student participation in an
individually designed program for learning. Together with a degree
advisor, the student defines educational and personal goals, identifies
learning experiences encountered outside of college, and outlines
learning activities he/she wouid like to pursue. Following an enumeration
of the credit courses offered to help students evaluate alternative
learning opportunities and plan individualized degree programs, an
outline is presented of the format required for degree plans. On
standardized forms, siudents present for approval the name cf their
degree and major, a statement of degree goals, a narrative rationale for
choosing these goals, an outline of the courses to be taken, and the
learning methods involved in each course. Sample degree program

specialist, an expert in the student’s area of concentration who, with the
degree advisor, helps the student draft a formal degree proposal.

29
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Mediated Instruction

Because of diversity in background characteristics, aptitudes, interests, and learning styles,
students often achieve low grades, manifest limited interest, and demonstrate a high dropout
tendency in courses and curricula. In answer to these problems, mediated approaches to instruction
have been implemented using technological aids in the classroom to improve student
comprehension of knowledge. Some approaches include audio-tutorial applications, computerized
media delivery systems, audiovisual applications, videotape supplementary systems, and multlmedla
applications. The objectives of mediated instruction are the following: (1) to improve student
comprehension of knowledge thirough audio, video, and technological aids in the classroom, (2) to
improve feedback on student comprehension during a class period, (3} to facilitate evaluation of
~*udent progress, (4) to teach the use of multimedia equipment, and (5) to provide effective methods
for student seif-study. :

Although start-up costs are high, research studies show that students come away from mediated
instruction with improved grades and more positive attitudes toward teaching and iearning (Mott
1980; Squizzero 1976). Students exposed to audiovisual instruction, videotape supplements, and
multimedia applications are able to improve knowledge comprehension through exposure to
instructional modes that match their learning style preferences. Using different media applications,
studéﬁts are able to wark at thenr own pace wnih mstruc:tors assumlng the rcle of mstructlanal

mstrut:tors in developmg mednatéd t;‘urrn,:ula (C:«:der 1553)i ln the absEﬁEé of nnstru;tor interest and
involvement through hands-on experience, participation in staff development workshops, and
mstltutloﬂal grants thé appln:atn:n af TﬁEdIE to instructlon w:ll laﬁgulsh in the hands of a small group

Mental Skills Instruction

Enhanced proficiency in cognitive skills, critica! thinking, inquiry, and perceptual skills by
students as a result of specific techniques employed by instruciors is the objective of mental skills
instruction. Special learning modules can be designed to help instructors make 2ffective use of
inguiry techniques in promoting the classroom involvement of nontraditional learners. Inquiry
iearning isa téaching/iearﬁing méthod that requirés that students use the ‘same prDbIEm=saiv1ng

1975) Inqulry and questu:mmg skllls are deveigped as students are em:ouraged to devel::p solut:ons
to a current problem through collection of information that provides answers to specific inquiries
concerning different dimensions of the problem. A related learning technique—questioning—
encourages student participation in classes through questions that require careful attention to
information in order to develop appropriate responses to problems (Thompson 1979). Three different
types of questions are used to facilitate learning: (1) convergent eliciting questions that are designed
to verify student retention of factual information; (2) divergent eliciting questions that are designed to
allow a variety of answers and require the student to defend a position or develop a hypothesis, and
(3) probing questions that are designed to follow up on initial student responses by probing for the
correct answer or seeking an extension, clarification, or justification of a student’s response.

Additional mental skills that are the foci of instructicn in 2-year postsecondary institutions are
critical thinking, perceptual skills, and cognitive skills. Critical thinking skills invoive the ability to
reason, to use concepts, and to solve problems (Chaffee 1980). Instruction in critical thought focuses
on (1) learning the interdependence of language, thought, and action through examination of the
effect that the common use of language has upon one's attitudes and actions toward members of
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another race; (2) learning how language is made imprecise by ambiguity, vagueness, and cliches:
() becoming aware of the mistaken identification of words with things they represent (a common
pructice in advertising); and (4) learning the use of emotive language in the place of deseriptive,
loyical wording.

Perceptual skill learning and cognitive instruction focus on the acquisition of cognitive and
perceptual skills in contrast to analytlcal skills as the foundation for knowledge integration and
concept understanding (Batchelder 1975; Woodfaulk 1982).

Interdisciplinary Instruction

Learning achieved through interdisciplinary coursas is difficult to implement successiully
because of problems related to cost and instructor motivation. Interdisciplinary instruction involves
an integrated learning environment whereby instructors in different disciplines are brought together
as an alternative to traditional instruction. Survey data collected by the Center for the Study of
Community College indicated that 51 percent «f the public 2-year colleges offered interdisciplinary.
courses in 1982 and nearly 60 percent of these courses were team taught (Friedlander, Cohen, and

Brawer 1983).

Two interesting models for interdisciplinary instruction were developed in the 1970s by Miami-
Dade Community College (Florida) and QOakton Community College (illinois). Miami-Dade developed
multidisciplinary courses in general education through the collective efforts of instructors teaching in
different disciplines. Each multidiseiplinary course was developed in accordance with 26 goals of
general education in six categories: Fundamental Skills, The Individual, The Individual and the
Future, The Individual and Other Persons and Groups, The Individual and Society, and The
lndmdual and Natural Phénarﬁena (Mlaml Dadé Gammumty Gallege 1977) Far és:h course a

scnencelgéagraphy) in WhlGh mstruc:tgrs |n separate dlsglplmés were brought tugéther to teau,:h a
combined course. Students enrolled in tandem courses met 11 hours per week with the goal of
examining a number of elements of contemporary society from bioclogical, sociological, and
geographical perspectives (Butzek and Carr 1976).

Experiential Learning

As the linkage between work and education and between life experience and education became
increasingly important to 2-year college faculty and administrators in the 1970s, different strategies
for experiential learning entered the deliberations of curriculum committees, academic senates, and
administrative cabinets. Reflecting the growing numbers of adult students with diverse background
experiences entering postsecondary education, experiential learning has taken many forms in 2-year
colleges including work experience programs, experiential learning assessment, and cooperative
education programs. These programs generally involve an effort undertaken by the college to relate
instructional strategies used in the formal curriculum to student background experience and
knowledge and skill requirements in the world of work. Evaluation and assignment of academic
credit to student background and work experience is typically undertaken by instructors and
academic administrators working as a team or as individuals following prescribed procedures and
policies. The dimensions and depth of student experience as a requisite for successfui acquisition of
occupational skills or as 2 reflection of general education knowledge needed for adaptation to
society are evaluated prior to the determination of academic credit to be awarded.
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Despite the increasing number of adult learners entering 2-year collegesviih substantial lite= and

.work experience, only limited efforts have been made to implement experignfill education in 2-y—=ar

colieges. One reason for this may be that there is misunderstanding abgut tierelationship of
“experience” to education. Questions have been posed by instructors and adnnistrators with re=spect
to the definition of experiential learning and its value to students and 2-yearinlitutions. In part

fueled by doubts as te the rature, rigor, and relationship of student backgrond and work expert ence
to traditional instruction, studies have shown that experiential learning servelosharpen the linkc age
between work and education, to improve job skills, to stimulate interest in posecondary educat = on,
and to facilitate access to 2-year institutions (Cooperative Education in Twour Colleges 1980:
Helmstedter and Scott 1976; Knapp 1976). :

Holistic instruction

Traditional instructional techniques are fragmented in that limited modeio student/instruct =>r
interaction and single dimension learning are employed in the classroom. Molsic delivery syster==is
attempt to expand the range of interaction between faculty and students throgh multiple learnira 0.
They involve “structuring of student success” and improvement of student alliides toward
instruction by using different learning interventions to satisfy student needs. §me interventions —zhat
can be combined in different ways to improve teacher/student interaction arsfie following:

* Detailed syllabi explaining course requirements and how grades are eined

* A first week orientation during which no material is presented while thenstructor and
students become comfortable with one another and instructional mettods are explained

e Frequent, nongraded, formative quizzes to determine mastery of unit djsctives and to ass I st
students and their instructor in identifying learning weaknesses and singths

* Peer tutoring

¢ Cards and assignments sent to students who missed class

* Half-hour workshops to reinforce understanding of concepts and ideas

® Multimode instructional techniques to ensure gains in knowledge and tluction in errors

Evaluation studies undertaken with different groups of students to deternin learning outcomaes
associated with holistic instruction. In separate studies, Williams (1978) and Gudon (1979) found

that students exposed to holistic ini | . tion earned significantly higher achiexnent scores,
significantly higher positive attitude . ~-ward instruction than cid control groupof learners expos-—ed

to traditional instruction only.

Context for Instruction

Instruction in 2-year postsecondary institutions can occur in a variety of gilexts: on-campus~—off-
campus, small group/large group, lecture/discussion, and instructor-centerediudent-centared.
Although the use of the traditional on-campus lecture method of instructionaldlivery is recognize=d
as important and valuable, teaching must be directed beyond mere content inouder that studerts <=an
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develop oth«<=r skills that transcend the== boundaries of an individual course. Contextual factors such as
location, fo—smat, classsize, and staffir=ag require consideration in addition to the choice of instructional
delivery sysE=m.

Growineg interestin small group ir—istruction, peer tutoring, team teaching, and différential staffing
has been evEdent in the efforts of man—y 2-year colleges to alter the context for instruction to meet
student lesreing needs. Smail discuss=ion groups used as a supplement to lecture-based instruction
may be effec=tive in fucilitating develor=oment of students' oral communication skills, their ability to
analyze and evaluatecritically, their c==apacity to identify relationships between phenomena, and their
ability 10 use= peoplesslegitimate soussrces of information (Manikas 1977). Observing that the !ecture-
discussion teechniquersulted in high —failure rates among students, many colleges have implemented
small group Fnistructional techniques (-~ Gurley 1975; Ramsden 1 9B0). Workshops and discussion
groups limite=d to 10orfewer students have been used as a supplement to lecture-oriented
instruction. ¥ he objective is to involve  students in individual discourse with instructors and peers
toward the g ©als of improving knowle—=Ige and reducing attrition.

Other methods inolving change i=n the context for instruction are those related to location,
academic st=affing, and student suppc—t. One of the mors innovative approaches involving ths
location of irestructionis the contraciuss=1l common market concept practiced by Jochn Wood
Community €-ollege (JWCC) in lllinois=. Cooperative programs are established with neighboring
private and = roprietay colleges to expssand instructional ard support services for students (Heath
1977). As ma iy as sixcolleges have er=matered contractual relationships with JWCC with the result that
students are abie to select from amone=y nearly 700 unique liberal arts and vocational-technical
courses eacks semester. Each student e=nrolling at JWCC individually nlans an educational program
with a counse=lor and then selects from: s among the “common market" colleges those courses that will
lead to achie~wement o educational obj«:ectives. The student attending a class at any of the
cooperating & nistitutionsis treated in these same manner as “native” students and has access to the
activities and facilities of the cooperatie=g schools. In addition to the courses offered through the
common mar-ket colleges, JNCC mainRains its own open learning center wherein developmenial as
well as collecge-level, sif-paced master—y courses are available.

Innovatiwe staffingarrangements s=uch as faculty mentors for students and team teaching are
employed by some 2.yer colieges to mmumanize the classroom (Craig 1976; Monterey Peninsula
Ccllege 19767 . Other colleges have use—=d student peers to provide tutelage and evaiuation for
students expeariencingdifficulty with in==struction (Steinacher 1976).

Spacwe, Time, and Technolegy

New forras of instuctional delivery— that involve the use of technology to alter time and space
consideratioress in teaching and learningmg have emerged to complement traditional delivery systems.
Television coE leges, universities withouteR walls, external degree programs, and educationai brokers are
examples of cBistance karning programs=es in 2-year colleges. Such programs remove barriers of time
and location >y providing college credi®® courses.on a variabie-entry, self-paced basis by use of
instructional technology.

Technologgies curmently used to faciElitate instruction include open circuit and cable television,
instructional te=levisionfixed services, mesicrowave transmission, cassette recordings, videodiscs, radio,
computers, se=tellites, public broadcastir—g television, videocassettes, teleconferencing, and data-
based instruceion (Sel 1983; Wyman 19=83). Possessing advantages (cost-effectiveness, improved
access, and acdvanced communication) ==as well as disadvantages (high start-up costs, lack of faculty
lime and expe-srience, and facuity resista=mnce), technology is the wave of the future for delivery of
instruction to sontradional learners giwsren variation in space, time, and learning context.
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Conclusion

The major finding in this section is that, in contrast te the literature on learning, the majority of
the literature on instruction has been applied rather than basic in nature. The literature frequently
includes descriptions of instructional modes used in 2 given situation. Such descriptions typically are
limited to the demography of the instructional context—student characteristics, class size, teaching
methods, testing strategies, and application of technology.

The literature points to the complexity of the instructional context and the many options
available to instructors regarding instructional modes suitable for a particular classroom situation. It
also points to specific trends in the adaptation and use of instructienal strategies such as the
transition in focus from individualized instruction in the 1970s to instructional technology in the
1980s. Although the literature is helpful in providing a descriptive framework in which to examine the
relationship between input variables (student and instructor characteristics) and educational process
variables (instructional modes), it offers little help in explaining the effects of changing resource
conditions on the use of specific instructional strategies in the classroom. In essence, the breadth
and depth of literature available with respect to instructional strategies may be determined, in part, by
resource conditions in 2-year colleges. In a period of plentiful resources, the emphasis will be placed
on improvement of teaching and learning through faculty and instructional development. A
prolonged cendition of resource scarcity will shift the emphasis to finance and governance and
constrain the volume of literature devoted to instructional dynamics.



INSTRUCTIONAL SUPPORT SERVICES

The use-of multiple instructional strategies with a diverse student population means that
instructors need to become increasingly aware of support services that are available to assist the
learner in adapting to the classroom. Instructional support services have traditionally been organized
along temporal lines of entry services, educational process services, and exit services. Often, there is
little communication and minimal integration among these services. Two-=year college students have
complex problems, but encounter fragmented and compartmentalized responses to them in the
services provided by the college. In recent years, efforts have been made to integrate services across
functions to serve the needs of special groups such as minorities, the handicapped, and aduit
learners.

Support Service Dimensions

Instructional support services include all of the functions--direct and indirect—performed by
mstructars snd staff that aid Iesrmng thmugh apphcatu:m of rescurces ta the Iéarnmg prm:ess Three

SEW!CES tutanng caréér develgpment cgun-}elmg, health services and wellngss pragrams. asaderﬁig
counseling, student progress reporting systems, and academic and cultural activities: and (3) Exit
Services—academic program review and graduation assessment, job search, resume writing,
lntemewmg aﬁd pla(:ément EEWIEEa. transfer caunselmg practu:a lntEFﬁShlpS expenental Iegrmng

dehvery of SEI’VICES

Figure 3 describes the timie sequence of the three support service dimensions. Derived from
Lynch and Chickering's (1984) work on student development and Herr's (1986) work on student
support services, some services, such as admissions, assessment of prior learning, job search, and
job placement, will only be needed for a short, intensive time. Some services, such as educational
plarining and registration, will occur periodically during the college experience. Other services, such
as career development or cultural activities, may extend continuously throughout the college
experience. Some services such as academic counseling wili be used intermittently depending upon
specific individual needs. A service such as developmental assessment will change its focus to
develapméntai rﬁentaring and Eﬁd in a’ review af the EE}IIEQE traﬁscri'pt C)f ::ﬁurse nm all SEI‘ViEES will

and dEVEImeEntEI msntars can mare Qﬂen idennfy the ways difféfént SEI‘VIGES ;Qntnbute to the
goals of students.
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Eniry Educat’ :nal Process Exit
Services Services Services

* Marketing and Recruitment
¢ Admissions
* Qrientation
* Developmental Assessment
» Assessment of Prior Learning
» Academic Advising
* Registration
® Library Services
* Tutoring
® Media Services
® Career Development Counseling
* Health Services and Wellness Programs
# Child Care
N ¢ Developmental Mentoring
* Test Anxiety and Study Skifls Brograms
¢ Academic Counseling 7
s Student Progress Repartiﬁg Systems
* Academic and Cultural Activities
: * Practica/Internships
o Academic Review/Graduation Assessment
¢ Job Search
* Resume Writing
* Interviewing and Placement Services
* Transfer Counseling
¢ Transcript Review

Flgure 3. Time sequence of Instruclional support services
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Some learners will move in and out of the institution depending upon external demands. They
may need reorientation or at least a reacquaintance with courses and instructors. Prior schooling.
work experiences, and family and community involvements constitute significant areas of learning for
2-year college students. Many of these experiences precede college and continue during and after
college.

The three dimensions have some overlapping functions. Orientation workshops are part of Entry
Services, but orientation may extend into the Educational Process Services dimension when
orientztion is viewed as an ongoing process or as part of an introductory workshop and is revised
periodically throughout the college career. it is crucial, therefore, that support services be viewed as
a vital part of instructional dynamics as well as subsystems of the larger learning system in 2-year
colleges,

Entry Services

Students entering 2-year colleges need information about instructional dynamics, the institution
they seek to attend, and the best ways to participate in instruction and support services to achieve
their goals. These needs are especially strong among students from working class homes or
disadvantaged backgrounds where few parents, siblings, or friends have attended college.

Admissions procedures, applications, financial aid forms, and the prospect of entering the
college classroom challenge 2-year college learners. Life cycle crises often propel adult students
toward college. Faculty and administrators have found that entry services that dispel anxiety by
providing concise information about the instructional context in a form understandable to the
prospective learner help to create an institutional image that welcomes different types of learners. For
example, some 2-year colleges have worked with students to formulate questions that provide
insights into instructional dynamics for use in published catalogues, brochures, and markesting
materials. Questions include the following: What kind of life do you want to be leading 5 or 10 years
from now and how do college courses contribute to achieving life goals? What are your current
obligations and responsibilities? How will instructors and staff work with you to balance these
responsibilities with those in academic courses? What resources for learning will be helpful to you
and how do instructors and staff deploy these resources? Are there specific techniques that help you
to learn? How do instructors teach in ways that will help you to learn? These questions ask
prospective students to consider carefully the match between learning needs and teaching methods.

Recognizing that admissions decisions should rest primarily on judgments concerning the
developed student progress portfolios to help students match learning needs and capabilities with
instructional resources. These portfolios contain four primary sections: Assessment, Planning,
Implementation, and Evaluation. The Assessment section provides exercises to enable the student to
identify personal and educational goals, personal attribuies, and preferred learning style and
provides a method for prioritizing those goals. The Planning section introduces a variety of learning
models (e.q., cluster, work experience programs, classroom instruction, independent study, and
Implementation section presents ideas and procedures for identifying course objectives and making
full use of educational resources. Evaluation is the fourth stage in the learning process, and the
portfolio provides a set of directed questions to help the student evaluate learning experiences in the
context of personal goals.

a7 .-
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Orientation workshops that help students examine their needs. educational interests, and life-
cycle issues are used by 2-year colleges to help students learn about themselves, the institution, the
faculty and staff, and resources for learning. Because most 2-year college students pursue further
learning for pragmatic reasons, instructors and academic advisors have responded to these motives
by translating the learner's specific goals into practical aspects of various disciplines. Using research
data describing student course and class scheduling preferences, college staff have been able to
reduce attrition and improve knowledge retention by offering courses at optimum points in the
student’s life cycle (Noonan 1977).

Developmental assessment has become an important entry service offered by 2-year colleges to
improve the match between learning needs, course content, and instructional mathods.
Developmental transcripts are used to help students assess their developmental tasks, academic
deficiencies, career and professional goals, vocational interests, interpersonal skills, leadership
abilities, and personal values. Establishing goals, timelines, and strategies and identifying
instructional experiences to satisfy individual requirements through the developmental transcript
contribute to the student’s sense of accomplishment, self-sufficiency, and internail control (Brown
and DeCoster 1982).

Far rnaﬁ'y' students the sssegsment of prlor Iearnmg has became the key to whéther E-year
FESpQﬁSIbiIiIIEE thé mmtary vglunteer work t:lf mtenswe hErﬁé study. the student who can document
this learning feels validated in his or her adulthood. When institutions have taken this process

seriously and provided easily understood procedures, learner self-esteem has increased. The Council
for the Advancement of Experiential Learning (CAEL) has developed a statement of procedures and
principles of good practices (Willingham 1977) that has served to help 2-vear institutions implement
this procedure. Special workshops or courses in which adults Hevelop portfolios and learn
procedures have been very helpful. This process of assessing prior learning also has provided
another bridge between instructors and student development staff on behalf of the learner.

Educational Process Services

Many 2-year college students fear that they will not be able to complete academic work
successfully. Some of these fears are based on previous educational failures, some on the length of
time their education has been interrupted, and some on myths about personal characteristics linked
to academic deficiency in writing, reading, and computing skills. Academic support programs or
learning centers can offer programs that diagnose strengths and deficiencies and help build the
necessary skills to begin college level work. Using other students as role models, tutors, and helpers,
these centers have become instrumental in the elimination of skill and anxiety barriers.

In the past two decades, tutoring services have become an integral part of nearly every program
in public and private 2-year colleges (Rounds et al. 1984). The purposes of tutoring services are to
provide individual attention to students in academic difficulty, to assist students in developing
effective study skills, to provide assistance and support to special groups of students such as the
physically handicapped or learning disabled, and to assist the instructor in skills courses or labs.
Students who are recipients of tutoring services include students without the varbal and
msthémaﬁcal skills requiréﬂ far ED"EQE wark st’udents with disabilmes and older adults aeeking

student gradesi and ﬂnsnmal and educatlaﬁal benéfuts for tutors,
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Traditional student-centered tutorial services have been supplemented by performance-centered
intervention programs to enable students to evaluate their performance in academic courses
effectively. Academic alert programs have baen developed and implemented to inform students
periodically about their performance in relation to standards of academic progress (Losak et al.
1879). Learning resource centers have expanded their role in instructional support to teach
information skilis *9 students including library use instruction and access to knowledge through
media (Orban 1980; Schellkopf et al. 1976; Voegel 1975).

Career development counseling is another educational process service provided by 2-year
colleges. Many students undertake higher education with specific occupational goals yet do not
know much about the qualifications needed, the characteristics of the work setting, or the life-style
generated by an occupation. Many may have ignored the other components of a career over a
lifespan: the roles of parent, leisurite, citizen, and retiree describad by Super (1980). Career
development specialists serving students in 2-year colleges provide information about life-cycle
issues to help in major career transitions and associated developmental tasks.

Recreational and athietic activities help many students discover competencies or acquire new
ones that contribute to good health, longevity, and lifelong recreational skills. Comprehensive health
services that resemble health maintenance organizations serve not only the students, but also the
students’ families, the faculty, staff, and their families. Institutions with this capability also act as a
referral source for the local community.

many %tudents enn:lled in 2-year Golleges A few mst:tutmns prov:de famlmes for yaung ch!ldren cxf
students and staff. Where the institution cannot accept this responsibility, providing referral sources

for student families new to the community has been helpful.

The developmental transcript mentor provides assistance to 2-year college students in planning
GOthEﬁt use of other paﬁs c:f the Iearmng systém asnde fn:rn the clsssroam Ey assessmg

that wnll contnbute to achnevmg those gaals In assegsmg pnor Iearnlng, same éxpenenaes may
santributé ta the acaﬂémic transcript Eﬁd some to the develapméntal transcn’pt Thraughout the

Career develapment actlvmes suc:h as assessmg caréer mterests and strengths explormg careers by
computer or library search, interviewing professionals in one's prospective career area, volunteering
in a related agency, and designing a practicum in an area of interest contribute to the learner's
professional development. Personal goals of improving relationships have been achieved through
individual counseling, self-help groups, and educational programs such as assertiveness training.
Student associations and campus professional organizations offer opportunities to develop
leadership skills. The community offers a broad base of councils, boards, agencies, and
organizations in which learners become involved with citizenship and leadership projects. Colleges
that have organized these experiences in a developmental transcript have helped students be more
intentional about the use of nonformal activities in the achievement of academic objectives.

Exit Services
Academic program review and graduation assessment are exit services in 2-year colleges that

provide an opportunity to examine the significance of the learner's educational program. Continuity
of contact with the academic advisor throughout the academic career sustains the learner.
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- The job-search, resume-writing, and interviewing process is a critical experience for students.
Some 2-year colleges offer videotapes of role-playing situations in which especially difficult
questions are answered as a method of improving the interviewing skills of students. Transfer
counseling and transcript review are exit services that enable students to document thair personal
and academic growth and to relate difficult growth dimensions to new environments. Working with
students, instructors and professional staff review their descriptions of student participation in
courses and curricula, cocurricular programs and groups, community activities, and volunteer
experiences. Documentation of the learning derived from such activities is helpful to future
credentialing and employment.

Conclusion

A comprehensive system of support services is needed to serve a diversified student population
in 2-year colleges. Students differ in background characteristics, academic goals and aptitudes, and
learning styles. As an aggregate, they differ from instructors in orientation to instruction, life values,
and opportunities for mobility. To the extent that differences exist between students and instructers,
support services are needed to facilitate student adjustment to instruction. Models exist for the
organization of comprehensive support services, but few colleges are able to implement these
models fully, because of cost and the need for specialized professional staff. Facing a critical need
for support services, but having limited resources to implement comprehensive programs, most
2-year colleges have developed services to satisfy specific student needs within the limits of available
resources.
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ASSESSMENT OF STUDENT AND INSTRUCTIONAL OUTCOMES

outcomes of instruction in relationship to its costs has led to a profusion of research directed to
assessment of student outcomes in work and further education. in addition, complex, longitudinal
studies of the effects of student exposure to different instructional methods have increased in recent
years. In the light of growing public interest in quality and state agency dictates for benefit-cost
assessment, 2-year colleges have no choice but to view assessment as the wave of the future.

A diagram for classification of research related to student and instructional outcomes in 2-year
colleges is presented in figure 4. In this diagram, research is envisioned as occurring in three
different dimensions of student and faculty interaction in the instructional process: Student
Involvement and Perceptions, Instructor Involvement and Perceptions, and Integration of Student
and Instructor Needs.

Student Involvement Instructor Involvement
and Perceptions and Perceptions

®» dimensions of student participation in * instructor views of student characteristics

instruction and learning capabilities
* student utilization of support services * instructor perceptions of pedagogical skills
#* student evaluation of support services ® instructor selection of teaching methods

based on perceptions of student learning

* student satisfaction with institution capabilities
# student outcomes in work and further ® instructor job satisfaction

education associated with instruction

Integration of Student
and Instructor Needs

* effects of course structure and teaching
techniques on student performance

» effects of congruence or incongruence
between student learning needs and
instructor teaching methods on
instructional effectiveness

Figure 4. Elaiﬂﬂgatlﬁﬁ of research related to student and Instructional outcomes.
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Student Involvement and Perceptions
The following questions can be asked to determine the focus of assessment activities:
* What are the background characteristics of students?

® What role do these characteristics play in relationship to student participation in and
satisfaction with instruction? .

* Do certain types of characteristics predispose students to unique patterns of involvement in,
and perceptions of, instructional support services?

Assessment efforts in this dimension of instructional outcomes have involved measurement of
student participation in, and perceptions of, instruction and instructional support services. Data
collected in research studies between 1975 and 1985 reveal low rates of library and support service
utilization among students in relationship to faculty expectations (Bartkovich 1979; Carnegie
Foundation for Advancement of Teaching 1986). Collectively, the data depict a student body
(1) heavily engaged in off-campus work and relationships with community contacts that influence
their views of instruction and limit their utilization of support services, (2) experiencing problems of
detachment because expectations are undercut by faculty who hold different perceptions of the
purpose of instruction, and (3) dissatistied with instruction because of its perceived irrelevance to skill
requisites and financial considerations in work and further education.

Instructor Involvement and Perceptions
Questions to be asked in this dimension include the following:

¢ In what ways do instructor views of the characteristics of students engaged in the instructional
process influence .)e selection of teaching methods used in the classroom?

e What evidence is available to document the effects of instructor views of pedagogical skills
and job satisfaction on teaching effectiveness?

Assessment efforts have involved determination of the factors that influence instructor selection
of teaching methods, the predisposition of instructors to innovaticn as a function of background
characteristics and interests, and determinants of instructor job satisfaction associated with the
learning environment. Limited attention has been given to assessment of faculty involvernent in
instructional dynamics. The studies that have been conducted focus primarily on the degree of
importance faculty ascribe to selected pedagogical skilis (Elmore 1979); their perceptions of student
preparedness, participation, and performance in academic courses (Carnegie Foundation for
Advancement of Teaching 1986); and determinants of job satisfaction (Schuster and Bowen 1986).

Y F

Integration of Student and Instructor Needs
Questions for this dimension include the foilowing:
* What are the effects of course structure and teaching techniques on student performance?

e What are the effects of congruence or incongruence between student learning needs and
instructor teaching msthods on instructional effectiveness?
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Assessment activity in this dimension of instructional outcomes has involved measurement of the
effects of (1) student and instructor attitudes and (2) different teaching techniques on student
performance in courses and curricula. Contrary to the limited and sporadic nature of research activity
in other dimensions, numerous studies are available for ascertaining the effects of ditferent
instructional techniques on student performance. These studies can be divided into the categories
summarized in Table 2.

Conclusion

The findings of research appear inconclusive with respect to the effects of different instructional
techniques on student achievement and perfarmance. Innovations in instruction are supposed to
produce change and improved learning in students, yet the instances are rare in which major factors
involved in instructional dynamics ¢an be simultaneously controiled in order to ascertain cause and
effect relationships.

Research on change in students produced through instruction should be central to the decision-
making process. It should provide answers to key questions asked by policymakers at the institutional
and extra-institutional levels. What types of students are attending college now compared to those
who attended coliege in the recent past? How do these students learn? How many students drop out
or withdraw from college and for what reasons? How do different instructional techniques affect
student persistence and performance in college? How well do students perform on the job, in the
community, in relationships with other pecple? How responsive, durable, and successful are course
and curricular decisions based on quantitative and qualitative information about students and
instruction?

Enabling instructors and administrators to weigh and sift the evidence for various developmental
alternatives, research on the effects of instruction is a critical ingredient in shaping the future of 2-
year colleges. A well-thought-out research design based on realistic assessment of the impact of
instruction on students invites external support and cooperation, not control. Two-year colleges
should know more about their students than external agencies do. Regaarch on instruction provides
one method for collecting this information and ensures the continuing progress of colleges toward
achieving their goals.



EFFECTS OF DIFFERENT INSTRUCTIONAL TECHNIQUES ON STUDENT PERFORMANCE

Cetegory: Effects of Course Structure on Sludent Perlormance

Author
Chausow

Date
1979

Chicago City
Colleges

Objective of Study
Determination of ths characteri

courses and instructors that eli
succassful outcomes in students

Category: Effects of Teaching Techniqués on Siudent Performance

Author
Bers

Ciaburri

Cohen and
Diamond

Colling

Hinrichsan
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Dals
1975

1975

1975

1975

1975

Institution
Oakton Community
College (llinois)

Mova University
{Florida)

Boston College
{Massachusetts)

Boston College
(Massachusetts)

Cerritos College
{California)

Objective of Study

Comparizon of lecture and small group
discussion instructional technigues

Comparison of traditional lecture and
individualized instruction techniques.

Comparison of traditional programmed,
and modular instructional techniques.

HWajor Findings

Courses ara well structured, usa
materials related to students’ needs, anc
do not raly heavily on lecture methods.
Instructors take a parsonal interest in
each studant,

Msjor Findings

Lectures were ranked by students as the
maost effective laarning techniqua.

Greater depth of knowledge and grester
efforis to learn were experienced by

instruction.

Students required less time for B
successful completion of modular and
programmed instructional assignmenty.

No significant differencas in student
performanca.

Significanily higher numbers of
students using P51 achieved “A” and "B”
grades in classas.



O

ERIC

Aruitoxt provided by Eic:

Authk
Rada

o
-

Scarbrough

Sutherland

Worley -

Cheek

Skellings

Dallas County
Community
College Distruct

Date
1875

1975

1875

1875

1976

1976

1977

TABLE 2—Continued

Institution

East Los Angsles College

{California)

£l Paso Community
College (Texas)

E! Paso Community
College (Texas)

S1t. Petersburg Junior
College (Florida)

Unknown

Nava University
{Florida)

Dallas County Community
College District (Texas)

Objective of Study

traditional lecture instructional
methods.

Comparison of self-paced instruction by
I mmed text and small group
instructional techniquss.

Comparison of individualized
instruction, lecture/discussion, and
lecture/individualized instruction

Comparison of traditional and
individualized methods of instruction.

Comparison of traditional and
programmed instructional techniques.

Comparison of traditional lecture/essay
and individualized projects instructional
technigues.

Comparison of on-campus and open
cireuit television methods of instruction.

Major Findings

Ninety percent of the students favored
the group dynamics technique and said
they had learned more in the course
using this technique.

Students offered a choice of multiple
self-paced instructional methods
performed better than students offered
one indicifualized stra‘egy.

Students using the optional lecture/
ndividualized instruction technique
supported by media and personalized
counseling performed belter in class.

No significant differences were noted in
student learning in traditional or
individualized instructional formats.

Mo significant differences were found
between two techniques for instruction.
Approximately 60 percent of the
students preferred programmed
instruction.

Studentis using the individualized
projects technique showed greater

No appreciable chiange in the career
intarests of either group and no
significant change in attitudes loward
instruction. .
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Kales

Saunders and
Dickinson

Haath and
Williams
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1975

Instiiution
El Comine College
Complon Coilege

{Calilornia)

Harrisburg Area
Communily College
{Pennsylvania)

Unknown

Unknown

Fresno City College
{Califernia)

TABLE 2—Continued

Objeclive of Study

Comparison of lraditional correction-
marked grading approach and tutorial
method of irdividual conferences lor

approaches to instruction.

Comparison of lacture-only and
lectura-laboratory instructional
techniques vis-a-vis student attitudes
and achiavemesnt.

Comparison of traditional and

compelency-based approaches lo
instruction.

Comparison of student and faculty

techniques.

o
et

Major Findings

Students who received grading via
conlerancing had greater achievement
gains than students who received
wrilten grades.

69 percent of studenis preferrad 1o do
work on their own, but tewer than one-
half indicated a willingness 1o be
responsible for their own learning
process.

Eifectivenass ol one mathod over the
other depends on the work expériince
of the student.

High corralation between preferance
and practice existed in the use of
demonstralions, slides, discussion,
small groups. tutarials, and
programmaed matarials, whila wida
discrepancies occurred in the areas of
laboratory time, lecture method,
homewaork, flexible course length,
atlendance options, and the availability
of a modular calendar. Whereas facully
reporied that homewaork and leciures
are the prime methods of instruction,
studeints ranked these 15th and 20th,
raspeclively. In addition, siudenis
revealed a sirong desire for greater
and the length of the calendar; howaver,
faculty rated these areas quila low.
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Wyman 1975
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Institution
Hova University
{Florida)

Communily Colleges
{Pennsylvania)

TABLE 2—Continued

Objective of Study

Comparison of instructor and student
personality typologies. learning

preferences, and intellectual disposition.

Comparison of instructional modes
used by facully and studaent preferences

for thae utilization of specific
instructional modes in classes.

Mzjor Findings

Findings presenled in detail in full
study/instructors and students dilfered
in learning styles and preferences,

There was a slight preference among
facully for the cognilive field approach,
but the students were not clearly
receptive to either approach, as both
approaches received some favorable
and some unfavorabla raaclions.
Cognitive fiald techniqueas thal raceived

included concern with ideas, choice of
aclivities, and emphasis on known

Behaviorist techniques that raceivec
favorable scoras included clarity of
purpose and curriculum dasign,
rewards., repatition, and short-answer
tasts.
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AGENDA FOR THE 1990s

In this monograph it has been shown that a number of factors are involved in the process of
instructional dynamics. These factors can be described within a systems framework including (1) an
environment or context for instruction; (2) inputs from the environment in the form of student,
instructor, and resource characteristics that carry unique facets of the environment to the
instructional process; (3) outputs that convey the resulis of instruction as datermined by assessment;
(4) an educational process dimension that converts inputs into outputs through the application of
teaching techniques and support services in the instructional process; and (5) feedback that
transmits the outputs of one period in time—the results of assessment—back to the educational
process dimension as the inputs of a later period of time. All of these dimensions interact with one
another to form the process of instructional dynamics.

The objective of this section is to identify major problems and issues in instructional dynamics
implicit in the results of assessment that will require the attention of 2-year college instructors and
ad mlmstrators in fhe decade ahéad These IaSUES campnse the research agemﬂa af the National

Comprising the feedback dimension in the systems framework, the issues and imperatives
worthy of attention are those related to student learning, curriculum organization, teaching and
instructors, organizational context and leadership, and technology.

Student Learning
Siudem Paﬁiciipslian and invalvemenl. Ecth imuitively snd erﬁpirically. it is easy to accept the

educational task. The onc gredr;mmant :mage of students learning by passwely recewlng "facts"
and assimilating them thr.  3h rote learning or conditioning has given way to an emphasis on active
lEaniﬁg Students a'r'e naw aeen as achieving undEfstanding r;mly thraugh théir purpasive structuring

cansndsratian of ways in whn::h mvglvernént can be fostered. The follawmg kgy questuans must be
asked: .

* How can 2-year college instructors help students become more effectively involved in their
education?

* What practices can 2-year colleges change, within and outside the classroom, that affect
student invalvemem? Once identified, how can hindrances be reduced and facilitators be
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e How can 2-year colleges help students learn in less than optimal learning situations that may
exist bacause of their particular backgrounds or because of limited institutional resources?

Student Attributes and Learning Styles. Some researchers believe that individuals develop
dominant cognitive styles based on personal characteristics and life experiences. After entering
college, 2-year college students are likely to specialize in disciplines whose inquiry norms match their
learning styles. Perhaps through this self-selection and subsequent socialization process, these
learning styles may be accentuated. In some fields, student peer groups may be another important
source for learning the dominant cognitive styles. Learnings from both academic programs and peer
groups may either reinforce or oppose the formal institutional goals. Questions requiring attention
include the following: ’

* What are the relationships between student learning styles, departmental and peer group
norms, and learning goals established by 2-year colleges?

* In what ways do students learn from their peers? Can peer learning be enhanced or modified?

In what ways can 2-year colleges use knowledge about learning styles to enhance the learning
environment within specific programs?

Student intellectual Development and Capacities for Critical Thought. "Higher order thinking
skills” and particularly the ability to think critically and analyze material are generally accepted goals
of higher education. Yet, insufficient research has been devoted to the definition and documentation
of student growth in these areas. There are many approaches possible in this accelerating area of

research.

From a developmental perspective, 2-year college students may selectively attend to certain

task completion may depend on "readiness” for ceriain concepts. Cognitive theorists believe that
students progressively restructure knowledge as they learn rather than simply add to their store of

information. For this reason, interest has increased in investigating critical thinking and in developing
methods to teach problem solving.

* What can 2-year college instructors learn about helping students to frame problerns?

* How do 2-year college students process and understand lectures and discussions? What can
be learned from “online” measures of students’ thoughts during classroom events?

What do students learn from writing papers in particular fields? What can be learned from a
“task analysis"” of writing and its attendant cognitive process?

¢ What does evidence that student learning varies with intellectual maturity or other develop-
mental stages tell us about the time periods when certain subjects are most effectively taught
and learned?

education and the term has taken on several meanings. Perhaps the most critical questions concern
how assessment can help improve teaching and learning. Among the unanswered questions are the
following:
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How can assessment of student learning be used as a tool for improving teaching and
learning?

In what forms is feedback from assessment best presented to students?

What changes in teaching and learning are taking place in institutions where various kinds of
assessment strategies are being introduced?

What kinds of student outcomes require multiple assessments over time?

Can assessment help 2-year college instructors identify and prevent “incidental” learning in
college that might be considered counterproductive to desired outcomes? For example,

memorizing for tests, becoming an independent thinker, and learning to dislike reading?

Does assessment itself have any negative side effects on teaching and learning? In what
circumstances? :

Can researchers reach consensus on standard definitions and measures of student outcomes
that would provide comparability across 2-year institutions?

What is the "state of the art” in bringing about, defiiing, and measuring important but elusive
outcomes such as value development, social responsibility, reflective thinking, and self-
assessment? What developmental efforts are needed in these areas?

What is the level of literacy, numeracy, and technological literacy that should characterize a
college entrant? A 2-vear college graduate?

Curriculum Organization

Comparative studies of teaching and learning across the diverse curricuta now found in 2-year

* golleges are noticeably lacking. Yet, various académuc disciplines and career=directed fields of study

may have much to learn from each other.

How can 2-year college academic programs be assisted in developing effective studies of
curricular change?

What are the effects upon learning of studying diverse subjects concurrently versus intense
study of different disciplines at different times in the educational program?

What lessons of student motivation and active learning can be iearned and adopted from
cooperative education and from education in the professions?

How can 2-year college students in all fields gain more experience in speaking and writing
skilis?
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Teaching and Instructors

In cautious phrasing, the National Institute of Education report (1984) supporied specific
preparation of college instructors for the teaching role. Similarly, otrer reports have implied that
instructors need to become more interested in the total educaticn of students and to take seriously
their role as educators as well as their role as disciplinary specialists. Little research has been done to

unanswered questions include the following:
* Given knowledge about trends in 2-year college student populations, institutional resources,
and related research on teaching and learning, what would be ideal preparation for the
instructor of the future?

* What is known about how 2-year college instructors keep current in their specific fields of

® What is known about how instructors come to value their role as teachers and how this role
can be enhanced?

& What new initiatives in enhancing the role of instructors as advisors appear fruitful?

® In different institutional settings, what prior successes and failures of instructional
development programs can be documented and used for continued improvement?

Crganizational Context and Leadership

Almost absent from the literature on instructional dynamics are studies investigating the

managerial performance in domains logically related to student learning outcomes. Presidential roles
have been studied most extensively, but, except for studies of demographic characteristics and career

¢ [n what ways and to what degree is academic leadership (including turnover of top-ievel
executives and department chairpersons) related to a healthy learning climate, to faculty
excitement, and to dedication to the teaching role?

In what different ways do department chairpersons accept leadership in matters of teaching
and learning? How can such leadership be encouraged?

* How can administrative processes be streamlined to allow academic leaders to focus greater
attention on instructional leadership?

believed to facilitate learning. Such special organizational arrangements and management practices
include learning centers, cooperative work-study programs, consortium arrangements, and cluster
colleges. Many of the reports of such experiments have been brief case studies that do not clearly



document whether or how various aspects of student learning change as a resuit of the program.
Some questions to be considered include the following:

® To what extent are strategies related to the creation of special "learning communities"
sufficiently successful to encourage broader use in 2-year college education?

* How do understandings from special organizational arrangements for learning become
institutionalized in the broader educational program?

Technology

Management in many 2-year institutions is now occupied with making efficient and effective
computing systems available to perform a wide variety of tasks. The following questions need to be

* Will institutions that insist on system compatibility across departments realize a revelution in
interdisciplinary dialogue?

e Will the use of certain technologies make instructors reevaluate where they concentrate their
time? For example, will the use of database files encourage the instructor to shift the use of
primzry instruction time from data production and collection to data evaluation?

tasks (tools such as authoring systems, test generators, grade books, and 50 on), and how
does the use of such tools change the teaching role?

¢ To what extent has technology changed teaching styles? Is this effect different for different

disciplines?

The benetits of using electronic technology over more traditional teacher-oriented instruction
can be judged in a variety of ways. Examining increased capabilities of learners and increased
efficiency and reduced costs of instruction, increased capacity to provide instruction per hour of time,
and increased learner interest could result in more people pursuing education and a resulting higher
literacy rate. Some questions for consideration include the following:

* What changes are electronic technologies bringing to 2-year college teaciing materials,

including textbooks and coordinated learning packages?

s What are the effects of new types of graphic presentations on learning various types of subject

matter?

* What role will 2-year college libraries play ‘in the new electronic information society? In what
ways can they make a stronger impact on student learning strategies?

Instructional dynamics is a compiax process, involving the linkage of instructors, learners,
resources, technology, and organizational context factors. Until the nature and dynamics of this
linkage are better understood, 2-year coileges can expect continuing questions from policymakers
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and interested observers as to the effects of teaching. The cost of instruction alone should provide
sufficient reason to create support for research and assessment related to instructional dynamics.
Despite the intuitive appeal of “cost” and "effectiveness" issues, the vehicle for expansion of
knowledge lies in the future. Replicable research at the institutional level is needed to pinpoint what
aspects of instructional dynamics are effective in improving specific dimensions of teaching and
learning.
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