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STATEMENT OF INTENT

Purpose of the Handbook

This handbook is designed to facilitate course classification under revisions to
Sections 55002 and 55805.5 of the California Administrative Code, Title 5. These
revisions were adopted as policy by the Board of Governors in May 1986, and have
not yet been filed with the Secretary of State. This handbook is provided to the
districts at this time in order to facilitate a prozess for course classification that is
both proper and timely. Statements inade in the white sections of the handbook
are to be regarded as an agreement between the Chancellor's Office and the
colleges regarding precisely what the colleges are to implement in response to the
Board of Governors policy on Academic Standards. It should be stressed, however,
that while the explanations on white paper are meant to have legal force, those on
yellow paper are not offered with the intent to prescribe. They are rather an effort
to create a common reference point statewide for discussion and implementation.

The nature of this agreement is that colleges who proceed to classify courses in
accordance with the documents herein specified, and with their own procedures as
these have been certified by the Chancellor's Office for ;hat college, will not in the
future be subject to sanctions for so acting, even if later interpretations should
difter. These materials represent the clearest understanding regarding the intent of
the regulations to date. [Should there be any further clarification of the regulations
themselves, prior to filing with the Secretary of State, the clarification would be
consistent with explanations in this handbook.] (Subsequent to this initial e:tfort to
strengthen standards, of course, there might arise a need to rethink some of the
issues. Should new policies or guidelines thus come about, they would not be
enforced retroactively).

Background of the Statement of Intent

In April 1987, 13 colleges were asked to review a draft of the enclosed materials.
Based upon information received from this review, changes were made regarding
content, wording, and layout. There were also general comments that focused on
three matters:

(a) Whether the timeline was feasible,

(b) What the Chancellor's Office would be looking for in judging compliance with
those deadlines, and

() How much guidance from the Chancellor's Office was appropriate. (Many
commentators expressed some concern that the materials in the original draft
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were too specific and detailed. Some also questioned the Model Outlines and
Checklists [see Section 4], which were more prominent in the earlier draft,
wondering if it was in fact the intention of the Chancellor's Office that
everyone in the state use these forms, thus creating a uniform system. They

also commented that the drafts were in some places too prescriptive in
nature.)

This Statement of Intent was developed to clarify these issues, and the handbook
was revised to play down the importance of the models offered. While colleges may
adopt these models as their own, they are under no obligation to do so. They are
included in the packet to stimulate ideas concerning scope and substance for those
who will be responsible for the design of procedures. On the other hand, the level
of detail and explanation in the original draft has been little reduced since
comments from most reviewers were in favor of the earlier explanations.

Authority

In discussions of the new Title 5 regulations regarding the approval of credit
courses, questions have teen raised as to what the Chancellor’s Office is currently
obligated or empowered to do.

Under California Administrative Code, Title S, Section 51021, the Chancellor is
charged with “approving .. . all courses . . . in the manner provided in . . . Section
55000" of Title 5. (See also Education Code Section 78200). Under Education Code
Section 78200.5 the Chancellor is requested to provide criteria for course approval
(in @ handbook) and to monitar approved courses for compliance with these
criteria. The revision of 55002 now authorizes the local curriculum committee to
determine “college level” with respect to “understanding and applying concepts,”
“learning skills, and vocabulary” (Title S, Section 55002(a)(10) and (11)) in
connection with the approval of courses.

Districts and colleges have been in consultation with their various divisions to
develop procedures for reviewing presently-approved courses to determine to
which credit category each belonged, under the revision of 55002 and 55805.5. In
the spirit of these new regulations, which center professional decision making
locally, the Chancellor’s Office has elected to carry out its own oversight
responsibilities for course approval not by reviewing each course directly but rather
by reviewing and certifying the procedures by which colleges are classifying courses.

Local course approvals will continue to be subject to audit to determine if they have
been carried out in accordance with the certified procedures for that college or
district in all substantive respects, and that the resulting classifications are in accord
with the revisions to Title 5, Section 55002 and handbook(s) mandated in 78200.5.

231/43
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Certification of Procedures

Procedures to be certified by the Chancellor's Office should be submitted between
July 15 and October 15, 1987, using the attached form, Request for Certification,
accompanied by the requested documentation.

If procedures are district-wide, the signature should be that of the district
superintendent and (each of the) chief instructional officer(s) and president(s) of
the academic senate(s) or that of the district academic senate president, if there 1s
one. If procedures vary by college, each college should submit its own procedures,
signed by the college president, the chief instructional officer and the college
president of the academic senate.

In certifying procedures, the Chancellor's Office will use the checklist on the back of
the form for “Certification of Local Academic Standards Classification Procedures.”
This checklist is included in this packet for information only. It is to be filled out by
the Chancellor’s Office as the basis for determining certification.

231/43 ) 1-3




‘ Proposed Academic Standards Classification Procedures
REQUEST FOR CERTIFICATION

(Single College District)

Name of District Date of Application

Attached: Required Documents
O Description of selection and constitution of curriculum committee*

O Procedures for submitting courses for credit classification to be distributed
to departments upon certification of classification process

O Forms to be used by departments when seeking credit classification from
curnculum committee

0 Description of documentation to be required and maintained on file In
support of credit classification requests

‘ 0O Definitions of “college level” and “cnitical thinking” to be used by
Curriculum Committee or description ot the process to be used for
developing working definitions of these terms within departments

President/Superintendent President, Academic Senate

Chief instructional Officer Title

* A copy of the report requested by the statewide Academic Senate (in Role of Faculty in
Zurriculum, February 17, 1987) may be submitted to meet this documentatic- requirement
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. Proposed Academic Standards Classification Procedures
REQUEST FOR CERTIFICATION

(Multiple College District
with Different System for Each College)

Name of College Date of Application

Attached: Required Documents
O Description of selection and constitution of curriculum committee*

O Procedures for submitting courses for credit classification to be distributed
to departments upon certification of classification process

0 Forms to be used by departments when seeking credit classification from
curricul.m committee

O Description of documentation to be required and maintained on file in
‘ support of credit classification requests

0O Definitions of “college level” and “cnitical thinking” to be used by
Curriculum Committee or de:cription of the process to be used for
ceveloping working definitions of these terms within depariments

President/Superintendent President, Academic Senate

Chief Instructional Officer Title

* A copy of the report requested by the statewide Academic Senate (in Role of Faculty
Curniculum, February 17, 1987) may be submitted to meet this documentation requirement
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Proposed Academic Standards Classification Procedures
REQUEST FOR CERTIFICATION

(Multiple College District
with one system)

Name of District Date of Application

Attached: Required Documents
O Description of selection and constitution of curriculum committee*

O Procedures for submitting courses for credit classification to be distributed
to departments upon certification of classification process

O Forms to be used by departments when seeking credit classification from
curriculum committee

O Description of documentation to be required and maintained on file in
support of credit classification requests

0O Definitions of “college level” and “cnitical thinking” to be used by
Curriculum Committee or description of the process to be used for
developing working definitions of these terms within departments

Name of College President, Academic Senate
Chief Executive Officer Chief Instructional Officer
Name of College President, Academic Senate
Chief Executive Officer Chief Instructional Officer

(Add sheets if necessary to accommodate signatures from all colleges)

* A copy of the report requested by the statewide Academic Senate (in Role of Faculty 1n
Curniculum, February 17, 1987) may be submitted to meet this documentation requirement

231/43 / 1-6
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Chancellor's Office
California Community Colleges

. Certification
of
Course Standards Classification Procedures

District or College Location

[] Procedure Certitied Subject to the Following Conditions:

[ centification Witheld for Further Clarification as Follows:

. Signature .

e Date

Thle - 5 507w ’relephonﬁ Number

o CERT/15/6/87 THIS FORM ISTOBE COMPLETED BY THE CHANCELLORS OFFICE STAFF

ERIC

wll Toxt Provided by ERIC ~ .




CURRICULUM COMMITTEE: Is the curricuium committee set up In accordance with 55002a(1)?

in the application forms and In the curriculum committees review
procedures, are all the criterla specified in Title 5, Sections 55002 and 55805.5 addressed?
(a) Allows for sign-off by official of curriculum committee and local district board
(b) Outline that asks for: Unit value
Objectives
Content and/or scope
Required reading and writing assignments
Outside of class assignments
Instructional methods
Methads for evaluating whether objectives have been met
(c) Specifies basis for grades
(d) Shows ratio of quantity of student work to units of credit
(e) For55002a courses, specifies: (i) independent work
(i) entrance skills and consequent pre-requisites
(iii) other pre-requisites and/or co-requisites
(iv ) requirements for critical thinking
(v) level of learning skills and vocabulary
(f) Specifies repeatability criteria (vi) level of educational t \aterials

OPERATIONAL CRITERIA: Arethe criteria for approval clearly speiled out?

Specifically, are they spelled out clearly enough that a third party (e.g. an accreditation committee)

could readily apply inem to most cases, arriving at decisions similar to thos  of the curriculum

committee, on the basis of the same information?  In particular are the tei.ns "college level” and "critical
thinking" either:

(a) Operationally defined within the application form or instructions

(b) Explicated in the criteria to be applied by the curriculum committee in making its decisions
(e.g. in achecklist to be used in approving courses for degree applicable credit)

(c) Fully discussed in background materials used in training faculty

DEFINITIONS: Are these definitions consistent with those to be used by other districis and within
the broadest interpretation of the meaning of those terms as understood by the academic
community?

QUALITY OF INFORMATION: Is the documentation to be made avallable under the proposed
procedures adequate to making sound decisions using the criteria explained in #3, above?
In particular, do the forms and documentation required for recommendation and approval of
courses provide enough information to permit an adequate assessment of:

(a) Nature and appropriateness of pre-requisites, if any

(b) Amount and difficulty of assigned work, including homework

(c) Nature of the "critical thinking" involved in the course, if any, and how it willbe assessed

(d) Basis forgrading; nature of essays required, if any

AVAILABILITY OF INFORMATIOM: Do the procedures assure the continued availability of the
information and/or documentation originally used by the department to recommend the course
for approval and/or used by the curriculum committeo to approve the course?

Woulid it be possible for a third party to come on-site and find enough information to make an

informed, independent judgment regarding a course approved by the committee?

VALIDATION: Are policies regarding requisites consistent with civil rights requirements and

Board of Governor's Policy (Agenda ltem #4, Policy #3, January, 1987), regarding (a) sole

criterion measures (b) face validity, (c) empirical validity, (d) provision of remedial courses, (€)
appeal rights?

THIS FORM IS TO BE COMPLETED BY THE CHANCELLORS OFFICE STAFF

o anfr 5/6/87 1 5




Implementation Timelines

July 15 through October 15, 1987
Period during which Academic Standards Classification Procedures are to be
submitted for approval

September 15, 1987 (or sooner if requested by college/district)
Chancellor’s Office certifies Classification Procedures (using criteria listed on
previous page, the “Checklist for Certifying Local Credit Classification
Procecdures)

July 1, 1988
All existing courses will have been reviewed by a properly constituted

Curriculum Committee or a subcommittee (including division committees, etc.)
authorized by the Curriculum Committee to conduct an initial screening.

During this initial screening, courses are to be categorized as either:

(a) clearly falling into one of the categories defined in 55002 and 55805, or
(b) requiring substantive modification, or at least a better outline and/or
documentation, before appropriate classificatior can be made.

Designation in 1988-89 Catalog

Based upon the initial screening, a course may be listed in the 1988-89 catalog
as follows:

Degree Credit:

(i)  Fallsinto one of the categories defined in 55805.5.

(ii) Has been screened on the basis of information that addresses each
of the points in 55002 for the category recommended, through a
procedure approved by the Chancellor's Office.

(1ii) Has been approved by the full curriculum committee as meeting all
of the criteria in 55002a. (Such approval may be on the basis of the
initial screening without a second review of the documentation
submitted, unless there is some question.)

Interim Degree Credit (or equivalent designation)

() Fallsunder one of the categories in 55805.5.

(i Has been a credit course in the past.

(m) Isintended to continue asdegree credit.

(v) During the initial screening, has been determine to require
redevelopment to meet all the criteria in 55002a, or to need further

231/43 1-8



documentation; or has not yet been reviewed by the full curriculum
committee.

Non-Degree Credit

(0 Does not fall under one of the categories in 55805.5.

(i) Has been a credit course in the past.

(ii) Is intended now to be for non-degree credit.

(v) Hasbeen approved by the full curriculum committee as meeting all
of the criteria in 55002(b).

Interim Non-Degree Credit (or equivalent designation)

() Meets all the criteria listed immediately above uirder “Non-Degree
Credit.”

(1)  Has not been reviewed by the curriculum committee.

Noncredit
(0 Fallsunder a category in Education Code 84711,
(n) Has been a noncredit course.

Timelines will change only if Title 5 regulations have not passed into law by June 1,

1988.

231/43




Documentation

Certified procedures shall include rules for retention of support documentation
which will enable an independent determination regarding the consistency of the
application of procedures and the appropriateness of the course classifications by
the Curriculum Committee Such support documentation shall provide information
sufficient to determine whether each of the criteria in 55002 has been met. Course
documentation may be provided in any of the following ways:

(a) Addenda attached to the original course outline
(b) Reformatted or revised outlines on new forms developed by the district

(c) Reformatted or revised outlines on new forms developed by the Chancellor's
Office (see enclosed), or upon locally modified versions of such forms.

(d) Computerized equivalent of any of the above.

Outlines

The curnculum committee may review all the documents offered in support of a
course outline, or it may see only the outline (and addenda) with the
subcommittee’s or department’s recommendation.

Colleges are encouraged, but not required to complete new outlines for all courses
by July 1, 1988. Whnile the momentum for reform must be maintained, emphasis
should be upon the quality of course development and review and upon reasonable
workload, not just upon completion of all paperwork (see Implementation
Timelines). Meanwhile, the use of addenda, or lists of similar courses coupled with
additional information or other time-saving techniques are acceptable -- as long as
they do not compromise the quality of information. (See Item #5 on the above
“Checklist for Certifying Local Credit Classification” procedures.)

The model outlines in Section 4 are not required. They are included for clarification
and informatien. (Colleges who wish to use them as forms may white out the
explanatory material, if desired. The centered title “Model . . .” etc. is intended to
be whited out and replaced with the college name.)

Criteria for the Approval of Courses

Provision should be made for the explication of specfic criteria and cheir consistent
application by different reviewers.
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Subcommittees or persons responsible for the initial review of courses on the basis
of complete documentation, and for recommending courses for approval, or for
affirming that criteria have been met, may use checklists, form letters, or minutes of
meetings to make explicit the specific criteria considered. (Preferably, such specific
criteria are not only spelled out in the record of the process, as in minutes of
meetings, but, where feasible, are identified in advance where all interested parties
may reference them.) Enclosed are two sample checklists, the “Model Checklist for
Recommending Classification” -- for the possible use of initial reviewers and the
“Model Checklist for Classification,” -- for the possible use of those determining
final approval. (These are not required but are included only as suggestions.) In the
Checklist for Recommending Classification, various forms of documentation are
mentioned on the assumption each district might handle these requirements
differently.

Exceptions

While explicit rules and guidelines facilitate the efficient assessment of thousands
of courses and assure fairness, rules should not substitute for judgment. Where
relevant differences between courses are handled consistently, and in good faith,
flexibility will do more to support high standards than will too rigid an adherence to
rules.

Judgments regarding exceptions an their reasons should be made explicit and put
in writing so that a body of precedent can be built up, case by case, to supplement
the original guidelines. Such judgments should, preferably, be made by a standing
group whose members include each division. Over time, these patterns of decisions
can be reassessed to make sure that they are supportive of the spirit of the new
regulations.

Funding Level Changes
Courses previously categorized as “credit” that become “noncredit, or as

“noncredit” that have become “credit” must be reported to the Chancellor's Office
assoon as the change is effective.

No special form exists. Colleges are requested to submit a list of courses, with
course names, static identifiers, and TOP codes, that h>ve shifted from "credit” to
“noncredit” and a second list of those that nave shifted from “noncredit” to
"credit”.
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Comparison of Different Credit Modes -- New Title 5 Regulations

o

Degree Credit

Non-Degree Credit

Noncredit

Community Service

55805.5 Content and objectives of
course fall into one of categories a-
e of this section of Title 5

84711a(1-9) Education Code
Content and objectives of noncredit
courses must fall in one of these
nine categories

Content and objectives are imited
to those capable of generating
sufficient attendance to fully
support offerings.

55002a(1) Recommended by
curriculum committee. Approved
by local board.

55002b(1) Recommended by
curriculum committee Approved
by local board. Needed by eligible
students.

55002¢(1) Recommended by
curriculum committee. Approved
by Board. Needed by enrollees

55002d(1) Approved by local
board

55002a(2) Credentialed Instructor

55002a(2) Credentialed Instructor

55002a(2) Credentialed Instructor

55002a(3) Official outline with:
1) scope, units, objectives, and
content

reading and writing
assignments and homework
teaching methods

methods of evaluation

2)

3)
4)

55002b(4) Official outline with:

1) scope, units, objectives, and
content

2) reading and writing
assignments and homework

3) teaching methods

4) methods of evaluation

55002¢(3) Resource materials,
attendance, achievement standards
approved by curriculum committee
55002¢(4) Official outline with:

1)

2)
3)

scope, units, objectives, and
content

teaching methods

methods of evaluation

55002d(2) Designed for physical,
mental, moral, economic, or CivicC
devei?ment

55002d(3) Provides subject matter
content, resource materials, and
teaching methods which the local
board deems appropriate for the
enrollees

55002a(4) Instructional objectives
are common to all students.

55002a(4) Instructional objectives
are common to all students.

55002d(4) Is conducted in
accordance with a predetermined
strategy or plan

550022a(5) Student performance is
evaluated by es>ay unless problem
solving or skill demonstration is
more appropriate; a formal grade is
assigned

55002b(5) Student performance s
evaluated and assigned a formal
grade

55002a(6) Carnegie Units: 3 hours
work per week per unit, prorated
for labs, etc.

55002b(6) Work required per unit
locally determined

550028{7) Scope and intensity of
work require independent study
outside class.

55002a{8) Entrance skills,
prerequisites

55002b(7) Prerequisites as
applicable

55002a(9) College level language
and computational skills necessary

55002a(10-11) Requires critical
thinking, ability to apply “college
level” concepts, vocabulary, & »
learning skills, as determined by
local curriculum committee.

55002a(12) Uses educational
materials approved by the curri-
culum committee as “college level”

55002a(13) Limits repeated
enroliment

55002b(8) Partially limits repeated
enrcliment

55002d(5}) Open to ali community
members

21
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Brief History: How the New Regulations Came About

Tne origins of the new Title 5 regulations are truly “grass roots.” At least as early as
1981 faculty members in general and the Academic Senate in particular began to
express two concerns:

(1) That the range of skill levels among students in many degree-related classes
was so broad that it was impossible to teach the course “at the college level”;
and

(2) That, as a consequence, the associate degree from a California community
college was losing its credibility.

Over the preceding decade, in fact, the main expansion of the colleges had been in
remedial and college preparatory instruction, along with burgeoning numbers of
avocational and recreational courses -- all in the credit mode. These changes had
eroded assurance that the earning of a degree signified either readiness for transfer
or for employment. These conditions were also contributing to a confused public
image of the community college mission overall. In response, representatives from
the districts were calling for a clearer definition of “college level” and requesting
that only ccurses at that level be counted toward the AA and AS degrees and
towards certificates.

At the same time, these leaders also sought to assure open access by maintaining
full funding, i.e., “workioad” credit, for all rigorously conducted courses that
prepared students to perform at the college level.

The formation of the Learning Assessment and Retention Consortium (LARC), in
Spring 1982, pointed the way for the integration of these two seemingly disparate
missions. The focus on strengthening standards was now combined with a focus on
improving the assessment and advisement of stuuents.

These combined concerns finally became a matter of public record when, in Fall
1982, after a series of informal joint meetings, the executive boards of the Faculty
Senate Association and the Association of Chief Instructional Officers submitted to
the Chancellor's Office a set of criteria for the conduct of associate degree courses.
The new Title 5 regulations are a direct response to that initial document.

In response to this paper, and to related recommendations and directives form CPEC

(in Promises to Keep) and from the Legisiature, then-Chancellor Gerald Hayward
established the Task Force on Academic Quality in April 1983.
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The task force continued the original impetus, with the number of faculty from
across the curriculum carefully balancing the number of concerned administrators
from across several areas of responsibility. The Task Force quickly established itself
as the focal point for active reform, its members assuming leadership in their
respective associations throughout the state. During its three-year history, it
became actively involved in identifying and acting upon the most critical policy
questions in the three areas essential to guaranteeing both quality and access: (1)
academic standards, (2) matriculation and (3) remediation.

The result of these efforts to date are an impact on the review of the Master Plan --
which will shape policy in the community colleges for years to come -- and a series of
proposed changes in Title S regulations.

The first of these sets of changes, those now being implemented, are designed to
build into law the requirement that oniy courses of “college level” be credited
toward the degree, while (a) reserving to the professional judgment of the colleges
what the term shall mean, and (b) retaining as fully reimbursable credit courses
(*workload” credit) that enable students to perform successfully at “college level.”
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BOARD OF GOVERNORS OF THE
CALIFORNIA COMMUNITY COL.LEGES
September 18-19, 1986

F— —3

REVISIONS TO REGULATIONS 2
STRENGTHENING THE ASSOCIATE
DEGREE

For Recommendation

=|

Summary

At its May 1985 meeting, the Board of Governors adopted regulations establishing
distinctive sets of standards for courses which may and may not be applied for credit
toward the associate degree and requiring that noncredit courses be approved
through the same local curriculum review and approval process as that required for
credit courses.

Pursuant to the Administrative Procedures Act, those regulations were submitted to
the Office of Admiuistrative Law for review and filing with the Secretary of State.
The Office of Administrative Law reviewed the regulations and disapproved them
for failing to meet certain statutory requirements for clarity and necessity.

The regulations were revised to meet the objections of the Office of Administrative
Law and presented to the Board again in May 1986. Testimony at that meeting
resulted in two additional modifications to Section 55002(a). While the revisions are
intended to be technicsl in nature, the regulations have been renoticed in their
entirety as more than one year has passed since the previous notification. This
action will also allow adequate time for review and comment.

The regulation changes are presented for Board action at this time.
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Recommended Action

The Instructional Policy Committee should recommend that the Board President
declare a public hearing on the proposed regulations appearing on pages 3 through 8
of this item and that the full Board approve those regulations for implementation in
the districts no later than July 1, 1988. The Committee should further recommend
that the Board delegate to the Chancellor the necessary authority to adopt the
regulations ir: accordance with the Board's direction.

Staff Presentativn. Thomas ! Nussbaum
Vice Chancellor and General Counsel

lauro Faulk Willson
Vier Chancellor. Academic Affairs

20
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Background

In May 1985, the Board of Governors adopted regulations strengthening the
associate degree by establishing two distinct sets of standards for courses which may
and may not be applied for credit toward the degree. The regulations also required
the approval of noncredit courses through the same local curriculum review and
approval procedures as is required for the two categories of credit courses. These
regulations followed the Board’s receipt in January 1985 of a report from the Task
Force on Academic Quality recommending several means for strengthening the
associate degree. The report recognized that the course standards were the first
major step in that strengthening process.

The regulations adopted by the Board of Governors were submitted to the Office of
Administrative Law (OAL) a. equired by the Administrative Procedures Act. That
Office is charged with reviewing the regulations adopted by state agencies, using the
criteria of authority, clarity, necessity and reference. In mid-October of 1985, the
Office disapproved the Board's regulations for failure to comply with the
requirements of clarity and necessity.

In May 1986, staff again presented rewritten regulations which were responsive to
the criticisms of OAL. At that time, testimony was heard from the Academic Senate
and the Chief Executive Officers Association requesting further modifications in two
subsections of Section 55002. After consultation with those groups and others, the
Chancellor now presents for Board action a set of regulations formed by consensus.

Revised Regulations
Clarity

Two issues raised by the OAL regarding a lack of clarity are worthy of particular
note:

First, the OAL opined that several terms used in the regulations were “subjective”
and “have no precise meaning.” Examples of such terms are “appropriate readings,”
“appropriate entrance skills,” “college level” and “the ability to think critically.” In
a related objection, OAL indicated that the language describing the participants in
vhe colleges’ curriculum approval process “...does not indicate with certainty the
faculty organizations or groups whose recommendation will be accepted...”

In actual practice, of course, participants in a college’s curriculum development and
approval process do exercise professional judgment concerning such interpretable
issues as the “college level” of the required readings in a course or whether the
course has “appropriate entrance skills.”

27
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Staff has, therefore, revised the regulations to make clear: 1) that the locus of all
decisions regarding each “subjcetive” term is the college’s and/or district’s
curriculum committee; and 2) that the curriculum committee shall be either a
committee of the academic senate or a committee which shall include faculty and
may include other members, so long as its composition is mutually agreed to by the
district or college administration and the academic senate. This language will
permit the colleges to have continuing flexibility in comprising their curriculum
development entities and, at the same time, allay OAL’s objections to the use of
“subjective” terms.

Second, the OAL commented that the earlier proposed revision of subsection
55805(b) was unclear. This subsection had required that associate degree credit
courses shall “include not more than one course not more than one level below
English 1A.” Several colleges currently have more than one course that leads
directly to English 1A. The Board’s intent in adopting that language was to allow all
English courses one level below English 1A to count toward the associate degree
while allowing each student to receive degree-applicable credit for only one such
course. Staff believes that the wording changes proposed in that subsection will
correct the lack of clarity. In addition, staff has determined that greater clarity
regarding the intent of this language will be achieved by putting it into a new,
separately-numbered section (55805.5) rather than including it directly within the
existing 55805.

Necessity

The OAL also found that the Board’s regulations were not supported by “substantial
evidence of their necessity.” Establishing evidence of necessity is accomplished not
in the regulations themselves, but in the accompanying arguments set forth by staff
in the rulemaking file when submitting regulations to OAL. In the first submission,
staff based its argument of necessity on the collective effect of all the regulations in
strengthening the rigor of degree-applicable courses and distinguishing them from
remedial courses not applicable to degrees. OAL requires that each subsection be
individually justified. While this will require substantially greater workload, staff
will comply with requirements in the rulemaking file when it resubmits the revised
regulations to OAL.

Effective Date

When the Board of Governors adopted these regulations in May 1985, it adopted a
resolution making the regulations effective July 1, 1986. Due to the disapproval of
the regulations by the Office of Administrative Law in October 1985, and the
subsequent delay caused by the need to consult on testimony heard in May 1986,
staff now recommends that the regulations become effective July 1, 1988. This
would allow colleges sufficient time to do the comprehensive review of curricula that

28
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is required to conform courses to the new standards and to publish the resultant
. changes in college catalogs in advance of their enforcement.

Resolution

BE IT RESOLVED by the Board of Governors of the California Community
Colleges that it hereby endorses the following regulatory changes in Title 5, Part VI
of the California Administrative Code, to become effective July 1, 1987:

1.  Section 55002 is repealed.
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2. New Section 55002 is added, to read:

55002. Standards and Criteria for Courses and Classes.
(a) An associate degree credit course is a course which has been

designated as appropriate to the associate degree in accordance with the
requirements of Section 55805.5. and, the following:

(1) Is recommended by the college and/or district curriculum committee
as meeting the requirements of this subsection and has been approved by
the local district governing board as a collegiate course meeting the needs

of the students eligible for adm:ssion.

The college and/or district curriculum committee shall be established by
the mutual agreement of the college and/or district administration and

the academic senate. The committee shall either be a committee of the
academic senate cr a committee which ghall include faculty and may
otherwise be comprised in any way that is mutually agreeable to the
college and/or district and the academic senate.

(2) Is taught by a credentialed instructor.

(3) Is offered as described in an outline and/or curriculum guide in
official college files. That outline and/or curriculum guide shall specify
the unit value, scope, objectives, and content in terms of a specific body of
knowledge, required reading and writing assignments, and other outside
of class assignments, instructional methodology and methods of
evaluation for determining whether the stated objectives have been met

by students
by students, 30 @®
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(4) Is taught in accordance with a set of instructional objectives common
to all students enrolled in the course.

(5) Provides for measurement of student performance in terms of the
stated course objectives and culminates in a formal recorded grade based
upon uniform standards in accordance with Section 55758 of this part,
which is permanently recorded as an evaluation of student performance;
bases grades on demonstrated proficiency in subject matter and the
ability to demonstrate that proficiency, at least in_part, by means of
essays, or, in courses where the instructor deems them to be appropriate,
problem solving exercises or skills demonstrations by students.

(6) Grants units of credit based upon a relationship specified by the
governing board, between the number of units assigned to the course and
the number of lecture and/or laboratory hours or performance criteria
specified in the course outline; and requires a minimum of three hou s of
work per week including class time for each unit of credit, prorated for
short term, lab and activity ecurses.

(7) _Treats subject meiter with a scope and_intensity which requires
students to study independently outside of class time.

(8) Requires, when the college and/or district curriculum committee
deems appropriate, entrance skills and consequent prerequisites for the
course before students are enrolled.

(9) Requires as a_pre-or co-requisite to enrollment in other courses
throughout the degree and certificate curricula, eligibility for enrollment
in _associate degree credit courses in English and/or mathematics when
language and/or computational skills at the associate degree level are
deemed by the college and/or district curriculum committee as necessary
for success in such courses.

(10) Requires, in order to participate in the course, the ability to think
critically and to understand and apply concepts at levels determined by
the curriculum committee to be college level..

(11) Requires learning skills and a vocabulary which the curriculum
committee deems appropriate for a college course.

(12) Requires that educational materials used be judged by the
curriculum committee to be college level.

(13) Allows repeated enrollment only as permitted by provisions of
Division 2 (commencing with Section 51000), Sections 55761-55763 and
58161 of this part.

(b) A credit course designated by the governing board of a district as not
applicable to the associate degree is a course which, at a minimum:

(1) Is recommended by the college and/or district curriculum committee
and has been approved by the local district governing board as a course
meeting the needs of the students eligible for admission.

(2) Is taught by a credentialed instructor.

(3) Is offered as described in an outline and/or curriculum guide in
official college files. That outline and/or curriculum guide suall specify
the unit value, scope, objectives, and content in terms of a specific body of
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knowledge, required reading and writing assignments, other outside of

class assignments, instructional methodology and methods of evaluation
for determining whether the stated objectives have been met by students.

(4) Is taught in accordance with a set of instructional objectives common
to all students.

(5) Provides for measurement of student performance in terms of the
stated course objectives and culminates in a formal recorded grade based
upon uniform standards in accordance with Section 55758 of this part,
which is permanently recorded as an evaluation of student performance.

(6) Grants units of credit based upon a relationship specified by the
district governing board between the number of units assigned to the
course and the number of lecture and/or laboratory hours or performance
criteria specified in the course outline.

(7) Shall require, when the college and/or district curriculum committee
deems appropriate, the completion of prerequisites for the course before
students are enrolled.

(8) Allows repeated enrollment only as permitted by provisions of
Division 2 (commencing with Section 51000) Sections 55761-55763 and
58161 of this part.

(c) A noncredit« urse is a course which, at a minimum:

(1) Is recommended by the college and/or district curriculum committee
and approved by the local district governing board as a_course meeting
the educational needs of the enrolled students.

(2) Is taught by a credentialed instructor.

3) Treats subject matter and uses resource materials, teaching methods,
and standards of attendance and achievement which the college and/or
district curriculum committee deems appropriate for the enrolled
students.

(4) Is conducted in accordance with a course outline and/or curriculum
guide in official college files. That outline and/or curriculum guide shall
specify the scope, objgctlves. content, instructional methodology, and
methods of evaluation for determining whether the course objectives have
been met.

(d) A community services class at a minimum:

(1) Is approved by the local district governing board.

(2) Is designed for the physical, mental, moral, economic, or civic
development of persons enrolled therein.

(3)_Provides subject matter content. resource materials, and teaching
methods which the district governing board deems appropriate for the
enrolled students.

(4) Is conducted in accordance with a predetermined strategy or plan.

(5) Is open to all members of the community.

(6) Attendance in community services classes may not be claimed for
apportionment purposes.

32
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NOTE: Authority cited: Sections 66700, 71022 and 71066, Education

Code. Reference: Sections 66701, 71066 and 72285, Education
Code.

Section 55805.5 is added to read:

55805.5 Criteria. The criteria established by the governing board of a
community college district to implement its philosophy on the associate degree
shall conform to the standards specified in Section 55002(a) and shail also
provide that associate degree credit courses:

(a) _Include all lower division courses accepted toward the baccalaureate
degree by the California State University or University of California.

(b) Include courses that apply to the major in non-baccalaureate occupational
fields.

(c) Include English courses not more than one level below the first transfer
level composition course, typically known as English 1A. Each student may
count as credit toward the associate degree only one course below the first
transfer level composition course.

(d) Include all mathematics courses above and including Elementary Algebra.

(e) Include credit courses in English and mathematics taught in or on behalf
of other departments and which, as determined by the local board of trustees,
require entrance skills at a level equivaler.t to those necessary for the courses
specified in subsections (¢) and (d) above.

NOTE: Authority cited: Sections 66700, 71022 and 71066, Education Code.
Reference: Sections 66701, 71066 and 72285, Education Code.

BE IT FURTHER RESOLVED by the Board of Governors, acting under the
authority of Section 71091 of the Education Code, that the authority to adopt
the regulations on behalf of the Board is hereby delegated to the Chancellor of
the California Community Colleges. In accordance with the delegation of this
authority, the Chancellor shall make copies of these proposed regulations
available to the public for at least 15 days. The Chancellor shall then adopt the
regulations as endorsed by the Board in this Resolution if the Chancellor
determines on the basis of any comments received no changes are necessary.

BE IT FURTHER RE: OLVED that these regulation changes mandate no
cost to local agencies ¢+ community college districts within the meaning of
Section 2231 of the Revenue and Taxation Code.
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IToxt Provided by ERI

TITLE 5 CALIFORNIA COMMUNITY COLLEGES § 55763
(Register 83, No. 29—~7.18-43) {p. 646.4.19)

55761. District Policy for Course Repetition,

The governing board of a district maintaining a cominunity college shall
adopt and publish %l;ocedurcs or regulations pcrtaininlg to the repetition of
courses for which substandard work has been recorded. For purposes of course
repetition, ic renewal, and all other related provisions in this part, the
term “substandard” shall be defined as meaning course work for which the
g:ding symbols “D,” “F,” and/or “NC" (as defined in Section 55758) have

n recorded. The procedures or regulations may allow such courses to be
repeated and the previous grade and credit to be disregarded in the computa-
tion of grade point averages. When course repetition occurs, the permanent
academic be annotated in such a manner that all work remains
legible, insuring a true and complete academic history.

NOTE: Authority cited: Sections 71020, 71028, 71027 and 71066, Education Code Refer-
ence: Sections 71085 and 72283, Education Code.

55762. Course Repetition: Implementation.

In ad ings;:rocedures or regulations pertaining to the repetition of courses
for which substandard academic performance has been previously recorded,
the governing board of a district maintaining a community college:

(a) Shall not adopt any regulation or procedure which conflicts with:

(1) Education Code Section 76224, pertaining to the finality of grades as.
signed by instructors, and

(2) pter 2.5 (commencing with Sec :ion 59020) of Division 10 of this part,
pertainin? to the retention and destruction of records and particularly subdivi-
sion (d) of Section 59023, relating to the permanency of certain student records;
colsb) May permit repetition of any course which was taken in an accredited

m;ge o7 university and for which substandard academic performance as de-
fined in Section 55761 is recorded;

(c) Shall, when adopted procedures or regulations permit cour_. repetition,
indicate any specific courses or categories of courses which are exempt from
consideration under these regulations;

(d) Shall, in accordance, deem any course repetition permitted under Sec-
tion 55761 to require “prior written R:rmission from the district superintendent
or the district superintendent's authorized representative or representatives;”

(e) Shall clearly indicate any courses repeated under the provisions of this
section and Section 55761 on the student’s permanent academic record, using
an appropriate symbol;

Shall, when adopted procedures or regulations permit course repetition,
publish specific procedures to implement this section;

(8) May, in determining transfer of a student’s credits, honor similar, prior
course repetition actions by other accredited colleges and universities; and

(h) Shail maintain a careful record of actions taken under course repetition
g;_locedures or regulations adopted in compliance with this section and Section

61, since periodic reports may be required by the Chancellor.

NOTE: Authority cited: Sections 66700, 71020, 71025, 71027 and 11066, Education Code
Reference: Sections 71068, 72285, 76224, 78293 und 76207, Education Code.
55763. Course Repetition: Special Circumstances.

(a) The governing board of a district may adopt procedures or regulations
pertaining to the repetition of courses for which substandard work has not been
recorded. Retlition of courses for which substandard work has not been re-
corded shall be permitted only upon petition of the student and with the
written permission of the district supermtendent or authorized representative

E MC based on a finding that circumstances evist which justify such repettion
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TITLE S
(Register 83, Ne. 29-7-1883;

§ 55764 CALIFORNIA COMMUNITY COLLECES
(p. 646.4.20)

en course repetition under this section occurs, the student’s perma-
ne(nl:)ac‘:,(hemic record be annotated in such a manner that all work remains
legible, insuring a true and complete academic history. o
(c) Gradesawarded for courses repeated under the provisions of this section
shall not be counted in calculating a student’s grade point average.
NOTE: Authority cited: Sections 71030, 71025 and 71066, Education Code. Reference:
Sections 72283 and 76000, Education Code.

%5164, District Policy for Academic Renewal Without Caurse Repetition.
a}%‘egwmbo%ofadmammgqmmumymﬂqggshm
adopt and _p:bmooedma or ‘:s:;io;m to the alleviation of
previously substandard ic , as defined in Section
55761, which is not reflective of a student’s demonstrated ability. Such proce-
duresor tions shall include a clear statement of the educational principles
upon which they are based, and shall be referred to as academic renewal
regulations. When academic renewal procedures or regulations adopted by the
districts permit previously recorded, substandard course work to be disregard-
ed in the computation :‘fgtde point averages, the permanent academic record
shall be annotated in such a manner that all work remains legible, insuring a
T e o mlm 71088, 71027 and 71066, Education Code.

OTE: Authority cited: Sections 66700, 0gs, ucal .
rl:el’etme: Secmm"y 71066, 72288, 70824, 78208 and 78207, Education Code.

55765. Academic Renewal Without Course Repeh?oltn.hel vm&:gfo:r o
ing proced egulations pertaining to e -
will‘yagm Mdrmdmﬁc performance, as defined in Section
55764, which is not reflective of a student’s c‘lemousmty o ted ability, the governing
board of a district maintaining a communil e: ) '

(:) Sh:ll not adopt anuy‘mgreguhﬁon or procedure which conflicts with:

_ (1) Education Codems(oict:on 76224, pertaining to the finality of grades as-
sng&e)d pterz..'a(:(;mmen ing with Section 59020) of Division 10 of this par
D of Sostion 30023 re n.'m”"me“‘“" ey ofeertan shdeny ecords.

i Section relating to the permanency of _ ds.
m?b} %hall. when the adopted procedures or regulations permit such allevia-
tion, state:

' i amount of coursework that may be alleviated;

fé} R: :nma:lul:\‘m academic work :g have been cfl:lp{;te.dil ata ts’:dtisfm':tory

ini 00 t to the coursework to eviated;
leV(?S) (mul::;t‘h%f &xna;m: elapsed since the coursework to be alleviated
was recorded;

(4) A description of any
dre, for any reason, exempt
ti *

o(ncs). Shall, when the adopted procedures or regulations permit such allevia-
tion, publish specific procedures to be followed in unplet_nenhnaproce'd ures or
regulations adopted pursuant to this section and Section 55764 stating, at a
minimum: ) . L

(1) The procedures to be followed by students in petitioning for alleviation;
a"?z) The officers and/or personnel respuusible for implementing the proce-
dures or regulations. 1025, 027 and 71065 Edacation Code

v ity ci ions 66700, 71020, . an , Education ,
l\h(-gfn::‘tsl::lt‘lz::‘;;’msf?&’. 76224, 79205 and 78207, Education Code

ific courses and/or categories of courses that
consideration under the alleviation regula-
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PROPOSED TITLE 5§ REGULATIONS

SECTION 1. Chapter 1 of Division 7 of Part VI, Title 5 of the Califcrnia
Administrative Code is repealed.

SECTION 2. Chapter 1 is added to read:
CHAPTER 1. DISABLED STUDENT PROGRAMS AND SERVICES
Article 1. General Provisions and Definitions

56000. Scope of Chapter

This chapter applies to community college districts offering educational
programs and support services, on and/or off campus, to students with disabilities
pursuant to Education Code Sections 78600 and 84850.

Programs receiving funds apportioned pursuant to Education Code Section 84850
shall meet the requirements of this chapter. Any expenditures under the authority
of this chapter must meet the following conditions:

(a) The service or instruction is consistent with the stated purpose of programs
fo. students with disabilities as set forth in this chapter;

(b) The service or instruction does not duplicate services or instruction which
are otherwise available to all students;

() The educational need for the service or instruction is directly related to the
functional limitations of the verifiable disabilities of the students to be served;

(d) The need for the service or instruction is directly related to the student’s
participation in the educational process;

(e) Services or instruction should have as their goal independence and maxi-
mum integration of students with disabilities which lead to successful participation
in the gener’ I college curriculum, vocational preparation and enhanced potential for
achieving personal/social goals;

(f)  Services or instruction should be provided in the most integrated setting
possible consistent with the mission of the community colleges.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Refercnce: Sections 78600 and 84850, Education Code.

56002. Disabled Students.

Disabled students are persons with exceptional needs enrolled at a community
college who, because of a verified disability, cannot fully benefit frcm general
education classes, activities, and services provided by the community college without
specific additional specialized services and/or educational programs.
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Disabilities do not include those which are solely attributable to economic,
cultural, or language disadvantages; or disabilities that are expected to continue less
than sixty days as determined in Section 56008.

Wherever in this chapter the term “"student” is used, such reference means a
disabled student served in Disabled Student Programs and Services pursuant to
Section 56010-56020 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56004. Appropriate Adaptive Behavior.

Appropriate adaptive behavior is the behavior of a student who assumes the
social responsibility necessary to participate in the educational setting in which the
student is enrolled. When a deteriuination is needed, appropriate adaptive behavior
shall be determined by certificated DSP&S staff.

NOTE: Authority cited: Sections 71920, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56008. Functional Limitation.

A functional limitation results from a disability defined in Sections 56010-56020
of this chapter. A functional limitation inhibits the student’s ability to participate in
the general educational offering(s) of the college.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56008. Verification of Disability.

Verification of a primary disability as defined in Sections 56010-56020 of this
chapter is necessary to establish eligibility for participation in DSP&S. The
disability shall be verified by certificated and credentialed DSP&S personnel and
may be based upon documents provided by credentialed, certified or licensed
professionals. The verification must identify the disability and its functional
limitations.

NOTE: Authority cited: Sections 71020, 76600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56010. Physical Disability.

Physical disability means a vision, mobility, orthopedic or other health
impairment.

(a) Visual impairment means blindness or partially sighted.
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(b) Mobility and orthopedic irnpairment means a serious limitation in
. locomotion or motor functions which indicate a need for one or more of the services or
programs described in Sections 56026 and 56028 of this chapter.

(c) Other health impairment means a serious phvsiological dysfunction of a
body part or system which necessitates the use of one or more of the supportive
services or programs described in Sections 56026 and £6028 of this chapter.

The student with a physical disability must exhibit appropriate adaptive
behavior as defined in Section 56004 of this chapter.

NOTE: Authority ci ed: Sections 71020, 78600 and 81850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56012. Communication Disability.

Communication disability is defined as an impairment in the process of speech,
language or hearing.

(a) Hearing impairment means a total or partial loss of hearing function which
impedes the communication process essential to 1-_guage, educational, social, and
cultural interactions.

(b) Speech and language impairment means vne or more speech-language
disorders of voice, articulation, rhythm and/or the receptive and expressive processes
of language.

The student with a communication disability must exhibit appropriate adaptive

. behavior as defined in Section 56004 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56014. L.earning Disability.

Learning disability is defined as a persistent condition of presumed neurological
dysfunction which may also exist with other disabling conditions. This dysfunction
continues despite instruction in standard classroom situations. Learning disabied
adults, a heterogeneous group, are characterized as having:

(a) Average to above average intellectual ability;

(b) Severe processing deficit(s);

(c) Severe aptitude-achievement discrepancy {-ies);

(d) Measured achievement in an instructional or employment setting; and

(e) Measured appropriate ~daptive behavior in an instructional or employment

setting as defined in Section 56004 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and £4850, Education Code.
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56016. Acquired Brain Injury.
Acquired brain injury means a deficit in brain functioning which is medically
verifiable, resultinj in a loss of one or more of the following: cognitive, communi-
cation, motor, psycho-social and sensory perceptual abilities.
The student with an acquired brain injury, must exhibit appropriate adaptive
behavior as defined in Section 56004 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56018. Developmentally Delayed L.earner.

The developmentally deleyed learner is a student who exhibits the following:

(a) Belowaverage intellectual functioning;

(b) Impaired social functioning;

(c) Potential for measurable achievement in instructional and employment
settings;

(d) Measured appropriate adaptive behavior in an instructional or employment
setting, as defined in Section 56004 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56020. Multiple Disabilities.
Multiple disabiliiies are defined as two or more functional impairments described
in Sections 56010, 56012, 56014, 56016 and 56018 f this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56022. Individual Educational P!an.

An individual educational plan (IEP) is a plan to address specific needs of the
student. An IEP must be maintained each term for every disabled student enrolled.
The IEP specifies those regular and/or special classes and support services identified
and agreed upon by both the student and DSP&S credentialed personnel as
necessary to meet the student’s specific educational needs. Each Individual Educa-
tional Plan shall include, but need not be limited to:

(a) A statement of the student’s long-term and short-term educationa! goals
and objectives;

(b) A verification of the need for enrollment in special classes and/or provision
of support services;

(c) A description of the process by which the student will reach his/her staf>d
goal(s)/objective(s), including enrollment in regular and/or special classes.
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(d) A description of the criteria by which student progress will be measured for
each goal/objective.
The IEP will be reviewed on a scheduled basis and not less than once a year.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Codec.

56024. Measurable Progress.
Measurable prograss is defined as documented progress towards meeting the
goals and objectives stated in the Individual Educational Plan.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56026. Special Services.

Special services are those support services available to students defined in
Sections 56010-56020 of this chapter, which are in addition to the regular services
provided to all students. Such services enable students to participate in regular
activities, programs and classes offered by the college. They may include, but need
not be limited to:

(a) Basic DSP&S administrative services;

(b)  Access to and arrangements for adaptive educational equipment, materials
and supplies required by disabled students;

(c) Job placement and development services related to transition to
employment;

(d) Liaison with campus and/or community agencies, including referral and
follow-up services to campus or community agencies on behalf of disabled students;

(e) Registration assistance relating ‘o on-or off-campus college registration,
including priority enrollment assistance, application for financial aid and related
college services;

(f)  Special parking, including on-campus parking registration and temporary
parking permit arrangements -while an application is made for the State
handicapped placard;

{\g) Supplemental specialized orientation to acquaint disablea students with
environmental aspects of the college community;

(h) Program development and accountability including activities to assess
program needs to plan, implement, monitor, and evaluate specialized services and
instructional programs;

(i)  Test-taking facilitation, including arrangement and proctoring of tests and
adapted test-taking for disabled students;

()  Assessment, including both individual and group assessment not otherwise
provided by the college to determine functicaal educational aud vocational levels or
to verify specific disabilities;
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(k) Counseling, including specialized academic, vocational, personal, and peer
counseling services specifically for disabled students, not duplicated by ongoing
regular counseling services available to all students;

() Interpreter services, including manual and oral interpreting for deaf or
hard-of-hearing students;

(m) Mobility assistance (on-campus), providing manual or automatic transpor-
tation assistance to and from college courses and related educational activities,
including mobility training and orientation;

(n) Notetaker services, to provide assistance for disabled students in the
classroom;

(0) Reader services, to provide for the coordination and provision of services for
disabled students in the instructional setting;

(p) Special class instruction designed to meet the unique educational needs of
particular groups of disabled students which do not duplicate existing college
courses;

{q) Speech services provided by a licensed speech/language pathologist for
students with verified speech disabilities;

(r) Transcription services, including the provision of adapted materials
includingbraille and print;

(s) Transportation assistance (off-campus), only if not otherwise provided by
the college to all students, where public accessible transportation is unavailable, and
is deemed inadequate by the Chancellor’s Office.

(t) Tutoring services, providing for specialized tutoring not otherwise provided
by the college;

(u) Purchase or repair of DSP&S equipment, such as for adapted educational
equipment, materials and supplies and for transportation vehicles;

(v)  Outreach activities designed to recruit notential students with disabilities
to the college;

(w) Extra-curricular activities directly related to the student’s educational goal.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56028. Special Classes.

Special classes are instructional activities which produce average daily
attendance (ADA) and are authorized by Education Code Sections 78400, 78441,
84500, and 84520. Such classes are designed for students with specific disabilities to
accommodate functional limitations which would otherwise inhibit the student’s
ability to succeed in regular classes. Special classes offered for credit or noncredit
shall meet the applicable requirements for degree credit, non-degree credit, or
noncredit set forth in Sections 55002 and §5805.5 of this part. In addition, special
classes:

(a) If offered for credit, shall have as their purpose the provision of
interventions that enable disabled students to compensate for functional limitations
and/or acquire the skills necessary to complete their educational objectives.
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(b) Shall utilize specialized instructional methods and/or materials to facilitate
the educational success of disabled students enrolled. In-class instructors and
support staff trained in the use of adaptive devices and/or special instructional
methodologies for the disabled shall also be utilized. Such methods and/or materials
may include, but are not limited to, any or all of the following, as applicable:

(1) Adapted instructional methods;

(2) Tactile devices

(3) Readers, notetakers, and interpreters

(4) Specialized educational equipment and materials

(5) Braille and large-print materials; taped textbooks

District governing boards shall ensure, when meeting the requirements of
Sections 55002(a)(1), 55002(b)(1), 55002(c)(1) of this part, that curriculum
ccmmittees responsible for recommending special class offerings have or obtain the
expertise appropriate for determining whether the requirements of this section are
satisfied.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Educatior "nde.
Reference: Sections 78600 and 84850, Education Code.

Article 2. General/Administration

56030. Educational Programs and Special Services.

The purpose of special programs and services funded pursuant to this chapter
shall be: to integrate the disabled student into the general college program; to
provide educational intervention leading to vocational preparation, transfer or
general education; and to increase independence or referral of the student to
resources in the community most appropriate to the student’s needs. Such programs
or services shall only be provided when they are facilitating the student’s
measurable progress towards his or her educational goal. Programs and services
funded pursuant to this chapter may include, but need not be limited to:

(a) Assessment of essential skills and abilities:

(b) Prescriptive planning;

(c) Special class instruction;

(d) Counseling or guidance on a group or individual basis;

(e) Vocational preparation, training and job placement;

()  Special services.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.
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56032. Participation.

(a) Participation by a student in special programs and services shall not
preclude participation in any other program or service which may be offered by the
college.

(b) Participation of a student with a verificd disability shall be deemed
appropriate if the results of the identification and assessment process meet the
criteria specified in Sections 56010-56020. Local assessment and identification
processes shall be approved by the Chancellor in the DSP&S program plan.

{c) In assigning the student to special classes or services funded pursuant to
this chapter, the college shall verify the disability through an assessment class or
service. Together with the student, the college shall determine whether general
supportive services and college classes are adequate to meet the student’s particular
needs.

(d) Each student served in DSP&S shall have an Individual Educational Plan.

(e) Community colleges shall employ reasonable means of informing all
community college students and staff as to the availability of programs and services
offered pursuant to this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56034. Student Rights and Responsibilities.

Students benefiting from the provisions of this chapter shall;

(a) Make measurable progress toward an educational goal and will disclose any
health condition which may affect the safety and welfare of themselves, staff, and
other students of the college;

(b) Beafforded all rights available to the other community college students;

(c) Be assured that all student medical related health records and DSP&S
records shall not be made available to anyone other than the following:

(1) DSP&S staff, college health personnel or other appropriate college
personnel;

(2) Personnel from the Chancellor’s Office;

(3)  Personnel from state agencies for the purpose of verification of the student’s
disability;

(4) For a DSP&S staff validation/audit/evaluation, or other state agency as
appropriate.

Authorization by the student is needed for release of medical or health records to
any other persons.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Sducation Code.
Reference: Sections 78600 and 84850, Education Code.
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56036. Regional, State and Federal Coordination.

The Chancellor may request and the colleges shall provide data in response to
requests from regional, state and federal agencies for needs assessments, resource
surveys and policy development.

As a means of conducting special projects and enhancing communication between
college programs and the Chancellor’s Office, the Chancellor shall develop task
forces and/or committees as deemed necessary.

The Chancellor’s Office shall design and implement regional, local or statewide
in-service training programs for professional and support staff. In-service training
programs will be developed to meet needs identified at regional and local levels.

The cost of activities specified in this section may be charged to Program
Accountability and Development Services (PADS) as defined in subsection (e) of
Section 56072 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78¢00 and 84850, Education Code.

56038. Cooperative Agreements.

Cooperative agreements may be established among community college districts,
Chancellor’s Office, and other agencies or organizations for sharing equipment,
facilities, staff and other resources in order to provide comprehensive support
services and programs for students with disabilities.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56040. Student/Instructor Ratio.

Student/Instructor ratios shall be established by each district and reported in the
annual program plan pursuant to Section 56046 and budget reports pursuant to
Section 56048, in order to meet the exceptional needs of the students enrolled. Class
size should not be so large as ‘o impede measurable progress and/or endanger the
well being and safety of students and staff. Student/Instructor ratios shall be
reported to the Chancellor’s Office as part of Section 56048 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56042. Advisory Committee.

Each community college providing services or programs for which the college
receives funds pursuant to this chapter shall establish an advisory committee which
shall meet not less than once per year.
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The advisory committee shall be composed of representatives of the community
served, including: public agencies, consumer groups, faculty, students, and any
other organization(s) or individuals as determined by program needs.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56044. Special Class Course Repeatability.

(a) Repetition of special classes is subject to the provisions of Section 58161 of
this part. However, districts are authorized to permit additional repetitions to meet
the requirements of Section 504 of the 1973 Rehabilitation Act, 29 U.S.C. 794, and
shall develop local implementing policies and procedures. Such policies and
procedures shall conform, but need not be limited ‘o, the following:

(1) When continuing success of the student in other regular and/or special
classes is dependent on additional repetitions of a specific special class.

(2) When additionzl repetition of a specific special class is required for the
student to meet the performance criteria of that class.

(3) When additional repetition of a specific special class is essential to
completing a student’s preparation for enrollment into other courses which meet the
requirements of a student’s educational objectives.

(b) Repetition of adaptive physical education is allowed provided the student
participates in at least one additional credit course within the general offerings of
the college which is not a physical education class, and makes progress towards the
stated educational goal as documented in the Individual Educational Plan. Students
enrolled only in adaptive physical education may repeat adaptive physical education
for credit for three semesters or five quarters. Additional repetition of adaptive
physical education for such students may be offered in noncredit classes.
Districts/colleges shall develop and implement mechanisms for monitoring special
class repeatability and determining credit/noncredit applicability to meet the
educational needs of disabled students adopted pursuant to the provisions of this
subsection.

NOTE: Authority cited: Sections 71020, 78600 and 84859, Education Code.
Reference: Sections 78600 and 84850, Education Code, 29 U.S.C. 794,

Article 3. Plans and Program Requirements

56046. DSP&S Program Plan.

Requirements for the DSP&S program are as follows:

(a) A DSP&S program plan shall be submitted by districts for each college
within the district. Colleges which adopt a comprehensive plan shall include the
DSP&S plan in the comprehensive plan. Upon approval by the Chancellor, the
DSP&S plan shall be a contract between the District and the Chancellor.
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Expenditures of funds appropriated pursuant to this chapter must conform to the
approved plan.

(b) The DSP&S program plan shall be submitted annually to the Chancellor, on
forms developed by the Chancellor’s Office. These forms will be transmitted to the
colleges at least 60 days prior to the deadline for submission.

(c) The DSP&S program plans shall contain the following:

(1) Long-term goals of the DSP&S program;

(2) Short-term measurabie objectives of the program;

(3) Activities to be undertaken to accomplish the goals and objectives;

(4) An assessment and identification process for all students deemed appro-
priate to receive instruction and services;

(5) A description of criteria used to establish Individual Educational Plans and
measurable progress;

(6) Staff/student ratios for instruction and services;

(7) A description of the methods used for program evaluation;

(8) A description of the process for increasing representation of persons with
disabilities from the community, including outreach to disabled persons who are
ethnic minorities and women.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56048. Enrollment Reports and Budget.

The district shall submit enrollment and budget reports to tne Chancellor. These
reports will be used by the Chancellor to forecast students served, to develop budgets
to allocate funds, and to provide the basis for validation and audits that are
conducted by the Chancellor.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56050. Review of DSI’&S Program Plan, Enrollment Reports and Budget.
All plans, enrollment reports, and budgets shall be reviewed and evaluated by
the Chancellor. The Chancellor shall approve plans in whole or in part for funding.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56052. Evaluation.

The Chancellor shall conduct evaluations of DSP&S programs to determine their
effectiveness. Evaluations shall utilize an external peer review process following the
accreditation model. The evaluation shall, at a minimum, provide for the gathearing
of outcome data, staff and student perceptions of program effectiveness, access
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requirements of Section 504.of the Federal Rehabilitation Act of 1973 (29 USC 794
et.seq.), and data on the implementation of the program as outlined in Section 84850
and 78600.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code, 29 U.S.C. 794.

56054. Program Audits.

The Chancellor shall provide for on-site validations and audits of DS} &S
programs to determine the accuracy of the reported number of students served and
expenditure of funds pursuant to the requirements of this chapter. The Chancellor
may adjust allocations to reflect validation and audit findings.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

Article 4. Personnel

56056. Authorized Professional Staff.

Persons providing services in the DSP&S program as supervisors, counselors or
instructors shall possess a valid Community College credential authorizing the
services provided, and shall meet the minimum academic and/or experiential
requirements set forth in Sections 56058-56064 of this article.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56058. Supervisor/Administrator of Disabled Students Programs and
Services.

Each participating community college shall designate one certificated employees
as the supervisor/administrator of DSP&S. For the purpose of this section, the
supervisor/administrator is defined as that individual who has responsibility for the
administration and supervision of certificated and classified staff and who oversees
the operation of DSP&S. The designated supervisor/administrator must hold zither
the supervisor credential or the credential deemed appropriate by the college.

In addition to holding the community college supervisor credential or other
appropriate credential, the supervisor/administrator must meet the following
minimum standards:

(a) Hold a master’s degree or the equivalent, and

(b) Have two (2) years full time experience or equivalent within the last four (4)
years in one or more of the following fields:
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(1) Instruction or counseling or both in a program for students with disabilities
in higher education; or

(2)  Administration of a program for students with disabilities in an institution
of higher education; or

(3) Teaching, counseling or administration in secondary education, working
predominantly or exclusively in programs for students with disabilities; or

(c) Administrative or supervisory experience in industry, government, public
agencies, military or private social welfare organizations in which the
responsibilities of the position were predominantly or exclusively for persons with
disabilities.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56060. Counselor, Disabled Student Programs and Services.

For the purpose of this section, a counselor of DSP&S shall be defined as a
certificated counselor providing academic, personal, and vocational guidance and
counseling in accordance with the standards for the Community College Counselor
Credential pursuant to Section 52140. The DSP&S counselor shall be further
authorized to instruct courses in guidance/counseling or orientation to college and
provide intake counseling assessm=nts and/or screenings for students enrolled in
DSP&S. In addition, the DSP&S Counselor must meet tb following minimum
standards:

(a) Hold a Masters degree in Rehebilitation Counseling; -

(b) hcld a Masters degree in counseling, guidance, student personnel,
psychology or sccial welfare, with 12 or ruore semester units in upper division or
graduate level coursework specifically in the education, counseling or rehabilitation
of individuals with disabilities; or

(c) Hold a masters degree in a field of special education with completion of 24
semester units of upper division or graduate level coursework with emphasis in
counseling, guidance, student personnel, psychology or social welfare; and

(d) Have two (2" years full time experi.nce or equivalent within the last four (4)
years in one or more of the following areas:

(1) Counseling and/or guidance for students with disabilities in an institation
of higher education; or

(2) Counseling and/or guidance for students with disabilities in secondary
education; or

(3) Counseling and/or guidance in industry, government, public agencies,
military or private social welfare organizations in which the responsibilities of the
position were predominantly or exclusively for persons with disabilities.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

) |
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56062. Waiver of Min.wum Requirements for DSP&S Counselors and
Supervisor/Administrator.

A waiver of the minimum requirements for DSP&S counselors and
supervisors/administrators may be granted upon request to the Chancellor. The
waiver request must be submitted to the Chancellor by the college president or
superintendent and must contain a detailed explanation as to why no individual
meeting the minimum requirements was available to fill the position. The request
must further document that the level of services to disabled students will not be
reduced as a result of personnel not meeting minimum requirements, and shall
include a description of the actions and estimated timelines the college and/or
district expects to undertake in order to employ personnel who will meet the
minimum requirements.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Edu:ation Code.
Reference: Sections 78600 and 84850, Education Code.

56064. Disabled Student Programs and Services Instructor and Services
Credential.

Personnel responsible for the provision of instruction and service to students with
disabilities must possess the Disabled Student Programs and Services Instructor/
Services Credential defined in Sections 52085-52087 and 56058-56062 of this part.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56086. Authorized Support Staff.

Each community college district may employ non-certificated support staff.
Support staff shall function under the direction of certificated persons credentialed
in the area for which services and instruction are provided.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

Article 5. Funding

5G068. Allocation.

The Board of Governors shall adopt a DSP&S Allocation Formula which includes
as elements the number and types of DSP&S eligible students, the nuraber of
students served and the funds available. The Chancellor shall annually allocate
DSP&S funds to districts for colleges within them in accordance with the DSP&S
Allocation Formula as adopted by the Board of Governors.

51
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NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56070. Criteria for Funding Served Students.

When counting students served for the purposes of funding, each student must
meet one or more of the following criteria:

(a) Be enrolled in a regular class and receive three or more contact hours of
special services per term; or

(b) Beenrolled in a special class; or

(c) Be enrolled in three or more units of approved independent study, super-
vised or approved by appropriate college DSP&S staff.

A student is considered enrolled upon completion of the registration process and
payment or waiver of fees.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56072. Direct Kxcess Costs.

Direct excess costs are expenditures which do not duplicate existing college cr
community resources and are incurred to meet the exceptional needs of students
with disabilities through the provision of special classes and/or services. Only the
following expenditures may be claimed as Direct Excess Costs:

(a) Special facilities costs which are expenditures for space, equipment or
furniture acquired or modified by the district and used by the students.

(b) Educational material costs which are expenditures for material specifically
developed or purchased to assist the student in the learning procass.

(c) DSP&S Personnel:

(1)  Expenditures for certificated persons employed providing student support
and/or instructional services;

(2) Classified instructional or service aides and other classified assistants
utilized for the provision of instruction and/or services;

(3) Bencfits.

(d) Transportation costs which are expenditures for persons, equipment,
modifications or related costs for transporting students for educational purposes;

(e) Otherinstructional or service related expenditi:resin DSP&S:

() Program Accountability and Development Services Funds (PADS) costs
which are expended for college, regional and statewide activities for staff and
program development which are approved by the Chancellor's Office and designed to
imp" :ment the provisions of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education GCode.
Reference: Sections 78600 and 84850, Education Code.
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56074. Non-instructional Cost Rate.

The State approved non-instructional cost rate is determined by dividing the
preceding fiscal year's total non-instructional costs by the sum of its non-
instructional and direct instructional costs. Non-instructional costs are those fixed
administrative and ancillary costs which a college shall compute from the income
generated by ADA and special classes.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56076. Determination of Net Apportionment.

The net apportionment for the fiscal year shall be determined by utilizing the
apportionment in section 56078 of this chapter. and the non-instructional costs
determined by Section 56074 of this chapter.

If program income exceeds expenditures, the non-instructional costs plus the
percentage of apportionment in excess of the non-instructional costs returned to the
college general fund shall not exceed 50% for on-campus special classes and 20% for
off-campus special classes.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56078. Average Daily Attendance Apportionment (AIDA) for Classes Offered
Through DSP&S.

ADA apportionment for special classes in each District is determined by the
following method: The aggregate average cost per unit of ADA is the sum of the
units of credit and noncredit classes, divided by the sum of the total amount of
apportionment available to the District; this result is then reduced by the total
amount of the State approved non-instructional cost rate as defined in Section 56076.

The apportionment funds generated by this process must be expended for special
class instruction in accordance with Section 56028 of this chapter.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56080. Determination of Direct Kxcess Costs.

Direct excess costs, as defined in Section 56072 of this chapter, shall be approved
only after special class average daily attendance apportionment and all other
funding has been completely utilized. These income sources shall include but not be
limited to:

(a) VEA;

(b)  Local or college contribution/support;

(c) Federal/state or local assistance grants;
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(d) Value of volunteers.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56082. Adjustments to Allocation.

The Chancellor may adjust the allocation of any college during a given fiscal year
for one or more of the following reasons:

(a) To adjust for over ~r under allocated amounts in any of three prior ficcal
years;

(b) To adjust for over or under utilization of curren. allocation:

() To adjust for over or under allocation resuiting from audits or validations.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

568084. District Fiscal Responsibility and Contribution.

Districts shall ensure that colleges under their jurisdiction conducting DSP&S
programs provide to disabled students the same programs and services the colleges
offer to all enrolled students. The district fiscal responsibility is to fund the cost of
such programs and services from resources available to it, except D.. oS funds, at
rates for DSP&S students at least equal to the average cost per student served in
these programs and services. The district contribution is the amount expended
above the district fiscal responsibility. The district contribution will be updated on
forms provided by the Chancellor.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56086. Expenses Not Funded.

Funds shall nct be provided for the following expenses:

(a) College administrative support costs such as: staff of the college business
office, bookstore, reproduction, etc.;

(b) Management, with the exception of DSP&S administrators and/or
supervisors who have been assigned responsibilities for DSP&S at no less than 50%
of the full-time assignment for duy to day activities. Ia no cese shall the amount
charged exceed the percent of time assigned;

(c) Indirect costs, such as: heat, light, power and janitorial:

(d) Costs of construction, except for removal or modification of minor
architectural barriers, with approv.l of the Chancellor;

(e) Travel costs for other than DSP&S 1elated activities or functions;

() Costs for campus space and plant maintenance.
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NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.

56088. Other Support KFunds.

Colleges applying for direct funds will certi{y to the Chancellor that reasonable
efforts have been made to secure federal o+ local funds other than short-term grants
for DSP&S.

NOTE: Authority cited: Sections 71020, 78600 and 84850, Education Code.
Reference: Sections 78600 and 84850, Education Code.
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TITLE 5 CALIFORNIA COMMUNITY COLLEGES § 51006
{Register £, No. 23—7-16-83) (p. 615)

CHAPTER 1. MINIMUM STANDARDS

51000. Scope.

The provisions of this chapter are adopted under the authority of Education
Code Section 71025 and comprise the rules and regulations affirming and fixing
the minimum standards, satisfaction of which entitles a district maintaining
community colleges to receive state aid for the support of their community
colleges. The provisions of this chapter are to be distinguished from the regula-
tions contained in Chapter 15 (commencing with Section 51950) of this divis.on.
Those regulations constitute minitnum standards for the formation and opera-
tion of a college which operates pursuant to Education Code Section 78007 and
which will not receive or utilize state or local funds.

NOTE: Authonity cited: Sections 66700 and 71025, Education Code Reference. Sections
66700 and 71025, Education Code
HISTORY-

1 Repealer of Chapter 1 (Section 51000) and new Chapter 1 (Sections 51000-51021, not
consecutive} filed 7-13-83; effective thirticth day thereatter (Register 83, No 29). For
history of former Chapter 1, see Registers 81, No 4 and 77, No. 45

51002. Standards of Scholarship.

The governing board of a cominunity college district shall:

(a) Adopt regulations consistent witn the standards of scholarship adopted
by the Bo rd of Governors, as contained m Chapter 9 (conunencing with
Section 55750) of Division 6 of this part;

(b) File a copy of its regulations, and any amendments thereto, with the
Chancellor; and

(c) Substantially comply with its regulations and the regulations of the Board
of Governors pertaining to standards of scholarship.

NOTE: Authonty cited Sections 66700, 71025 und 71066, Education Code. Reference
Sections 71025, 71066 und 72285, Education Code

51004, Degrees and Certificates.

The governing board of a community college district shall:

(a) Adopt regulations consistent with regulations of the Board of Governors
pertaining to degrees and certificates, which are contained in Chapter 10 {com-
mencing with Section 55800) of Duvision 6 of this part;

(b) File a copy of its regulations and any amendments thereto with the
Chancellor; and

(c) Substantially comply with its regulations and the regulations of the Board
of Governors pertaining to degrees and certificates.

NOTE Authonty cited Sections 66700, 71025 and 71066, Education Code Reference:
Sections 71025, 71066 and 72285, Education Code

51006. Open Courses.

(a) The governing board of a conmunity college district shall adopt by
resolution the following or a comparable statement: “It 1s the policy of this
district that, unless specifically exempted by statute, every course, course sec-
tion or class, the average daily attendance of which is to be reported for state
aid, wherever offered and maintained by the dustrict, shall be fully open to
enrollment and participation by any person who has been admitted to the
college (s) and who meets such prercquisites as mav be established pursuant to
regulations contained in Article 1 (commencing w ith Sectien 381001 of Chapter
9, Division 9 of Title 5 of the California Adminnstrative Codz ™
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(p. 616) (Register 83, No. 29-—7-16-83)

(b) The statement of policy adopted by the board pursuant to subsection (a)
of this section shall be uf)ublished in the official catalog, schedule of classes, and
addenda to the schedule of classes for which average daily attendance is report-
ed for state apportionment. A copy of the statement shall also be filed with the
Chancellor.

NCTE: Authority cited: Sections 66700, 71025 and 84500.1, Education Code. Reference:
Sections 71023 and 84500.1, Education Code.
51008. Comprehensive Plan.

(a) The goveming board of a community college district shall establish poli-
cies for and approve comprehensive: or master plans which include, among
other plans, academic master plans and long range master plans for facilities.
The content of such plans shall be iocally determined, exc:'pt that they shall also
address ing requirements specified by the Board of Governors.

(b) Such plans, as well as any annual up(rates or changes to such plans, shall
be submitted to the Chancellor’s Office for review and approval in accordance
with Section 71028 of the Education Code azd regulations of the Board of
Governors pertaining to such plans.

NOTE.: Authority cited: Sections 66700, 71025 and 81805, Education Code. Reference:
Sections 71025, 71028, 71091, 72231.5, 81820, 81821 and 81822, Education Code.

51010. Affirmative Action.

The governing board of a community college shall:

(a) Adopt a district affirmative action policy which meets the requiremernts
of Section 53002 of *his part;

(b) Develop and adopt a district affirmative action plan which meets the
requirements of Section 53003 of this part;

(c) Annually survey its employment patterns in the manner required by
Section 53004 of this part;

(d) Uci)dertako a program of recruitment as required by Section 53021 of this
part; an

(e) Substantially comply with the provisions of Chapter 1 (commencing
with Section 53000) of Division 4 of this part.
NOTE: Authority cited: Sections 66700, 71025, 71068 ana 87105, Education Code. Refer-

ence: Sections 71025, 71068, and Article 4 (commencing with Section 871,0) of Chapter
1, Part 51, Education Code

51012. Student Fees.
The governing board of a community college district may only establish such
mandatory student fees as it is expressly authorized to establish by law.

NOTE: Authority cited. Sections 66700 and 71025, Education Code. Reference: Sections
71025 and 72289, Education Code.

51014. Approval of New Colleges and Educational Centers.

(a) The governing board of a community college district planring the forma-
tion of a new college or educational center shall obtain approval of such college
or educational center by the Board of Governors. Approval shall be obtained
prior to the commencement of classes at the new colleﬁe or educational center,

(b) The provisions of Chapter 11 (commencing with Section 55825) of Divi-
sion 6 shall govern the approval of new colleges and educational centers.

NOTE. Authonty cited Sections 66700 and 71025, Education Code. Referenc: Sections
66700 and 71025, Education Co'
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51016. Accreditation.

Each community college within a district shall be an accredited institution.
Accreditation shall be determined by the Accrediting Commission for Commu-
nity and Junior Colleges.

NOTE: Authority cited: Sections 66700 and 71025, Education Code. Reference: Sections
71025, 71026 and 78050, Educatior Code.

51018. Counseling Progra:ns,

(a) The governing board of a community college district shall adopt regula-
tions and procedures consistent with the provisions of this section. A copy of
these regulations and procedures, as well as any amendments, shall be filed with
the Chancellor’s Office.

(b) The governing board of a community college district shall provide and
publicize in each college within the district, an organized and functioning
counseling program. Counseling programs shall include, but not be limited to,
the following:

(1) Academic counseling, in which the student is assisted in assessing, plan-
ning and implementing his or her immediate and long-range academic goals.

(2) Career counseling, in which the student is assisted in assessing his or her
aptitu_ s, abilities, and interests, and is advised concerning the current and
future employment trends.

(3) Personal counseling in which the student is assisted with personal, family
or other social concerns, when that asuistance is related to the student’s educa-
tion.

(4) Coordination with the counseling aspects of other services to students
which may exist on the campus, including, but not limited to, those provided
in programs for students with special needs, skills testing programs, financial
assistance proE]ams, and job placement services.

(c) Counseling services as specified in subparagraphs (1) through (3) of
subsection (b) shall be provided to first-time students enrolled for raore than
six \ll)nits, students enrolled provisionally and students on academic or progress
probation.

NOTE. Authority cited: Sections 66700 and 71025. Education Code. Reference: Sections
71025 and 72620, Education Code

51020. Objectives.

Each community college shall have stated objectives for its instructional
program and for the functions which it undertakes to perform.

NOTE: Authonty cited: Sections 66700 and 71025. Education Code. Reference: Sections
71025, 71028 and 72231 5, Education Code
51021. Curriculum.

Each community college shall establish such programs of education and
courses as will Ipermit the realization of the objectives and functions of the
community col et:ige. All courses shall be approved by the Chancellor in the
manner provided in Chapter 1 (commencing with Section 55000) of Division
6 of this part.

NOTE. Authority cited. Sections 66700 and 71025, Education Code. Reference Sections
71025 and 78200, Education Code
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(p- 616.2) {Rogister 84, No. 28--3-30-84)
51022. Instructional

Programs.
'Ihegovemmgbonrdofeachco R' meg e district shall, no later

than July 1, 1964, dev , file with the or, and carry out its pohcnes for
the Dlishn tion, or discontinuance of mer‘mse;c or programs. Such
licies ate statutory responsibilities regar program review as
spp?ecxﬁedeechonl mlsonhe Education Code.

(b) The ?o board of each community college district shall, no later
tlnn]ulyl wi,develznﬁlethhthe Chancellor, and carry out its policies and

procedures to provide
mate four-year colleges
NOTE: Autbonty cited: Seeﬁons 6670) 71025 and 78405, Education Code. Reference:
Sections 71025, 71070, 78016, 78300 and 78405, Education Code.
HISTORY:
1. New section filed 6-27-84; effective thirticth day thereafter (Register 84, No. 26).

51023. Faculty.
boudofaeommumtycollegednstnctshall
mnmg cystatementonaca emic freedom, which shall be made
avalabletofac\ﬂtyand filed with the Chancellor.
w!ncharecons:stentmththeprovmonsofSecnom
this part, rmdmg the role of academic senates and faculty
ewncnlsSwhproeedures be filed with the Chancellor.
(c) Substantially comply with dnstnct adopted policy and procedures adopt-
ed pursuant to sugsectlons (a) and (b).
NOTE: Authority cited: Sections 66700, 71025 and 71068, Education Code. Reference:
Sections 71025, 71068 and 72292, Education Code.
HISTORY:
1. New section filed 6-27-84; effective thirtieth day thereafter (Register 84, No. 26).

t lts courses and programs are articulated with proxi-
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{Register 83. No. 29—7.1683) (p. 617)

CHAPTER 2. INVESTIGATION AND ENFORCEMENT OFF MINIMUM
STANDARDS

51100. Review of Colleges.

ﬁn) The Chancellor, at least once each seven years, and at such other times
as he or she deems necessary, shall review each community college to deter-
mine whether it has met the minimum standards contained in Chapter 1 (com-
mencing with Section 51000) of this Division.

(b) In the event that the Chancellor determines that a visit to the college
is necessary to investigate compliance, he or she shall inform the chief executive
officer of the district at least one month in advance of such visit, and shall
specify the particular minimum standards which will be investigated.

NOTE: Authority cited: Sections 66700 and 71025, Education Code. Reference Section
71026, Education Code.
HISTORY:

1. Repealer of Chapter 2 (Sections 51100 and 51101) und new Chapter 2 (Sections 51100
and 51102) filed 7-13-83; effective thirtieth day thereafter (Register 83, No 29). For
history of former Chapter 2, see Registers 81, No. 52, 77, No 45, and 71, No 27.

51102, Enforcement.

(a) If any review pursuant to Section 51100 discloses that a college is not in
compliance with the provisions of Chapter 1 (commencing with Section 51000)
of this Division, the Chancellor shall notify the chief executive officer of the
district in writing, and shall request an official written response from the district
by a date which the Chancellor shall specify.

(b) After receiving the district's written response, or after the time for re-
sponse has lapsed, the Chancellor shall pursue one or more of the following
courses of action:

(1) Accept in whole or part the district’s response regarding noncompliance;

(2) Require the district to submit and adhere to a plan and timetable for
achieving comsliance as a condition for continued receipt of state aid;

(3) Withhold all or part of the district's state aid. The amount of withholding
shall be related to the extent and gravity of noncompliance, and shall require
approval of the Board of Governors.

(c) The Chancelior shall regort to the Board of Governors on any actions
taken pursuant to subsection ﬁ ) of this section; provided that in the event he
or she determines to withhold all or a portion of a district’s state aid, the
Chancellor shail inform und obtain the approval of the Board prior to the
withholding.

NOTE. Authonity cited: Sectians 66700 and 71025, Education Code. Reference. Sectien
71025, 71026 and 84373, Education Code

CHAPTER 3. FACULTY
NOTE-: Authority cited: Sections 71020, 71024 and 71025, Education (ode
HISTORY.

1 Repealer of Chapter 3 (Sections 51200 and 51201 ) filed 7-13-83. ofective thirheth day
thereafter (Register 83, No. 29). For prior history, see Register 77, \o 45

CHAPTER 4. STANDARDS OF SCHOLARSHIP

NOTE Authority cited Section 71020, 71025 and 71066, Education Code Reterence
Scctions 71066, 72285 und 76000. Education Code
HISTORY.

! Repcaler of Chapter 4 (Sections 51300-51319, not consecutive) filed 7 13-83. of] fective
thirtieth duy thereafter (Register 83, No. 29) For history of former Chapter 4. see Regs-
ters 82, No 20, 80, No 19, 80, No 11, 77, No 45; and 71, No 27
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CHAPTER 5. FACILITIES
HISTORY:

1. Repealer of Chapter 3 (Sections 51400 and 51401) filed 7-13-83; effective thirtieth day
thereafter (Register 83, No. 29).

CHAPTER 6. COUNSELING SERVICES

HISTORY:
1. Repealer of Chapter 6 (Sections 51500-51303) filed 7-13-83; effective thirtieth day
theresfter (Register 83, No. 29). For prior histo’y, see Register 77, No. 45.

CHAPTER 7. DEGREES AND CERTIFICATES
HISTORY:

1. Repealer of Chapter 7 (Sections $1600-31606) filed 11-4-77; effective thirtieth day
thereafter (Register 77, No. 45). For prior history, see Register 71, No. 40.

CHAPTER 8. DEGREES AND CERTIFICATES

NOTE: Authority cited: Sections 66700, 71020 and 71068, Education Code. Reference:
Sections 66701, 71066 and 72285, Education Code.
HISTORY:

1. New Chapter 8 (§§ 51620 through 51626) filed 10-1.71; effective thirtieth day thereaf-
ter (Register 71, No. 40).

2. Amendment of section and NOTE filed 11-4-77; effective thirtieth day thereafter
(Register 77, No. 43).

A, Amendm- 1t filed 6-9-82; designated effective 7-1-83 (Register 82, No. 24).

4. Repesler of Chapter 8 (Sections 51620-31629) filed 7-13-83; effective thirtieth day
thereafter (Register 83, No. 29).

CHAPTER 9. MINIMUM CLASS SIZE

NOTE: Authority cited for Chapter 9: Section 71027, Educatic 3 Code.
HISTORY:

1. New Chapter (§§ 51700 through 51703) filed 11:12-71; effective thirtieth day thereaf-
ter (Register 71, No. 46).

2 Amendment of NOTE filed 11-4-77; effective thirtieth day thereafter (Register 77,
o 43).

3. Repealer of Chapter 9 (Sections 51700-51703) filed 7-13-83; effective thirtieth day
thereafter (Register 83, No. 29).

CHAPTER 10. NEW COLLEGES AND ERUCATIONAL CENTERS

HISTORY:

1. New Cnapter 10 (Sections 51800-51808, not consecutive) filed 6-27-75, effective
*hiriieth day thereafter (Register 75, No. 26).

2. Amendment filed 3-18-77; effective thirticth day thereafter (Register 77, No. 12).

3. Amendment of section and NOTE tiled 11-4-77; effective thirtieth day thereafter
(Register 77, No. 43).

4. Amendment of subsection (a) filed 11-15-79; effective thirtieth day thereafter (Reg:
ister 79, No. 46).

5. Repealer of Chapter 10 {Sections 51800-51808, not consecutive) filed 7-13-83; effec-
tive thirtieth day thereafter (Register 83, No. 29).




TITLE § CALIFC INIA COMMUNITY COLLEGES § 51102
{Regieter 53, Ne. 20--7.6-83) (p. 619)

CHAPTER 1. OPEN COURSES

NOTE: Authority cited: Sections 71020, 78452 and 84300, Education Code. Reference
Sections 78452 and 84300, Education Code.
HISTORY:

1. New Chapter 11 (Sections 51820-51826) filed 12-17-7¢; effective thirtieth day
thereafter (Regter 76, No.51).

2 Amendmen) t of NOTE filad 11-4-77; effective thirtieth day thereafter (Register 77,
No. 43).,

3. Repealer of Chapter 11 (Sections 51820-51876) filed 7-20-82; effective thirtieth day
thereafter (Register 82, No. 31).

63




TITLE S CALIFORNIA COMMUNITY COLLEGES § 51953
{Register 81, No. 4—1.2681) (p. 6284.1)

CHAPTER 15. MINIMUM STANDARDS FOR COLLECES OPERATING
PURSUANT TO EDUCATION CODE SECTiON 78007 AND NOT
RECEIVING OR UTILIZING STATE OR LOCAL FUNDS

Article 1  General Provisions

51950. Intent.
(a) The regulations contained in this chapter constitute minimum standards

for the formation and operation of a college which offers prOﬁrams pursuant to
Education Code Section 78007, which will not receive or utihize state or local
funds, and which will be part of an existing public community college district.
The regulations contained in this chapter are not intended to constitute the
entire set of regulations with which such colleges must comply; nor are these
regulations intended to supersede or otherwise make inapplicable provisions of
the Education Code related to requirements placed upen public community
colleges. Instead, these regulations constitute minitnum conditions for the for-
mation and operation of such a colleﬁe.
(b) The word “college™ as used in this chapter refers to a community college
which is part of an existing public community college district.
NOTE: Authority cited: Sections 66700, 71020, 71062, 71066, 71068, and 87105, Education
Code. Reference Sections 66700, 71062, 71066, 71063, 7200, 78401, and 57100-87106, Edu-
cation Code

HISTORY.
1. New Chenter 15 (Articles 1-10. Sections 51950-51996) filed 1-23-81; effective thirti

cth day thereafter (Regaster 81, No 4)

51951. Receipt or Use of State and Local Funds.

(a) The regulations contained in this chapter are intended to apply only to
those colleges which will not receive or utilize state and local fiv .1ds to support
their operations and which exist to provide educational programs authorized
by Section 78007 of the Education Code. If a college wishes to receive or utilize
state funds to support its operations, it must obtain prior approval of the Chan-
cellor and demonstrate compliance with all other provisions of this division.

(b) For the purposes of this chapter, “local funds” are defined as those
revenues derived from local taxes
NOTE: Authority cited: Sections 66700 and 71025, Education Code Reference: Sections
66700, 71020, 71025 and 71062, Education Code

51952. Discrimination.

Each college shall provide access to its services, classes, and programs without
regard to race, religious creed, color, national origin, ancestry, handicap or sex.
NOTE: Authority cited: Sections 66700, 71020 and 71062, Education Code Reference:
Sections 66700, 71062 and 72013, Education Code

51953. Approval.

(a) A community colleﬁe district proposing to create and operate a college
pursuant to this chapter shall obtan the prior approval of the Board of Cover-
nors. The procedures specified in Chapter 10 (commencing with Section 51800)
of this division shall govern the submission, review, and approval or disapproval

of the application for the proposed college
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(b) In additior, no college shall be approved to operate pursuant to the
provisions of this chapter until the district of which it is a part has demonstrated
to the Chancellor's satisfaction that the proposed college has established proce-
dures to insure that it will be in compliance with the provisions of this chapter
NOTE Authority cited- Sections 66700, 71020, 71062, Educatiun Code Reference See-
tions 66700 and 71062. Education Code.

Article 2. Instructional Program

51955. Objectives.
Each college shall have stated objectives for its instructional prograim and for
the functions which it undertakes to perform. -

NOTE Authonity cited. Sections 66700, 71020, 71028 und 71062, Fducation Codde Refer
ence Sections 66700, 72231.5, and 72283, Education Code

51956, Curriculum.

Each college shall establish such programs of education and courses as will
permit the realization of the objectives and functions of the college All courses
and programs shall be approved by the Chancellor in the manner provided i
Chapter 2 (commencing with Section 55000) of Division 6 of this part
NOTE: Authonty cited- S\ ctions 66700, 71020, 71028 and 71062, Education Code Reler
ence Sections 66700, 71028, 72231.5, 72283, 78200, 78401, Education Code

51957. ldentification of Courses.

For each course offered, a colleﬁe shall make available to students through
college publications at least ail of the following facts before he or she enrolls in
the course:

(a) Whether the course if offered on the basis of credit-no credit and, if so.
which &;ovision of subsection (a) of Section 51302 of this part 1s apphcable

(b) Whether the course is other than a graded or credit course

(c) Whether the course is a college credit course under the provisions ol
Section 51103 of this part.

NOTE. Authonty cited Sections 66700, 71020 and 71062, Fducation Codes Reference
Sections 66700, 71020 and 72283, Education Code

51958, College Credit Course.

A “college credit course” is a course given in a college which meets one or
more of the following requirements:

(a) The course is part of an approved educational program.

(b) The credit awarded by the college for completion of the course 1s accept-
ed as completion of a portion of an appropriate educational sequence leading
to an associate degree or baccalaureate degree by one or more of the following:

(1) The University of California

(2) A California State College

(3) An accredited independent college or university
NOTE, Authonty eited Sections 66760, 71020, 71027 and 71062, F.dudation Code Refer
ence Sections 66700 and 71027, FEducation Code

Article 3 Faculty

51963. Faculty Personnel.

(a) Fach college shall employ an adecuate teaching statt sbow g adequate
scholarship, expenience, an(l teaching abibity for cach major held ol the curs
riculuny, For the purposes of this chapter, Section 34188 of this part shall be
appheable i determinmg whether an instructor is an emplovee n} the college
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{Register 88. No. 103008} (p. 628.4.3)

(b) Unless expressly exempt._d by law, all instructors must be appropriately
certificated.

(c) The performance of each instructor shall be evaluated in accordance
with district rules and regulations.
NOTE: Authority cited: Sections 66700, 71020, 71062 and 71068, Educution Code. Refer-
ence: Sections 86700, 71068 and 72208, Education Code.

51964. Conditions of Instruction.

Each college shall employ a sufficient number of faculty members to enable
the students to receive individual guidance and assistance in learning and to
permit the continued professional growth of the faculty members.

NOTE: Authority cited: Sections 66700, 71080, 71062 and 71068, Education Code. Refer-
ence: Secticns 66700, 71020 and 71062, Education Code.

51965. Emplcyment Affirmative Action.

Each college shall he addressed by and made subject to affirmative action
policies and plans adopted by its district, which policies and g:m shall be
consistent with the provisions of Chapter 1 (commencing with Section 53000)
of Division 4 of this part.

NOTE: Authority cited: Sections 66700, 71020, 71062 and 87108, Education Code. Refer-
ence: Sections 6670C and 87101-87106, Education Code.

Article 4. Standards of Scholarship

51967. Grading Fractices.

Each college shall implement and comply with regulations adopted by its
district regarding grading practices, which regulations shall be in compliance
:aivn"th the provisions of Chapter 4 (commencing with Section 51300) of this

vision.

NOTE: Authority cited: Sections 66700, 71020, 71062 and 71066, Education Code. Refer-
ence: Sections 66700, 71066 and 72285, Education Code.

Article 5. Facilities

51970. Library.

Each collef shall have or make available adequate working collections of
books for eac ma"or field of the curriculum. New acquisitions shall be made
in accordance with student enrollments.

NOTE: Authority cited: Sections 66700, 71020 and 71062, Education Code. Refsrence:
Section 66700, Education Code.

£1971. Facilities for Certaiz Courses.

Each college shall have or insure provision of adequate equipment, materials,
and furnishings for courses offered in a‘friculture, business and commercial
education, fine arts, home economics, industrial and techrical training, music,
natural and physical sciences, and physical and health education.

NOTE: Authority cited: Sections 66700, 71020 and 71062, Education Code. Reference:
Section 66700, Education Code.

Article 6. Student Services

51975. Counseling Services.

(a) Each college shall employ or insure provision of an uate counseling
staff, both in training and experience, and shall establish procedures to provide,
and shall provide, the counseling services listed in subsections (b) through (d).
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ljg) The counseling services shall assist e2ch student in the college in the
following ways:

(1) To determine the student’s educational goals.

(2) To make a self-appraisal toward progress toward the student's goals.

(c) The counseling services shall provide to each firt-time freshman de-
scribed in subdivisions (1) and (2) below, who is enrolled in more than six unit
speciai individual or group counsemand guidance, shall arrange a study loazl
suitable to the needs of each such nt, and shall keep an appropriate record
O e g high school graduate, whose qualifyin

1 t is a high sc graduate, w scores on a ifying test
or tests were below an acceptable minimum for the college of attendancg, and
whosegndepoinuverageinthelntthreeyenrsinhighschoolwnslessthan
20 (grade C on a five point scale with zero for an F grade), excluding only
physical education and military science; or

(2) The student is not a hig; school graduate, and the student's scores on a
quali test or tests were below an acceptable mimmum for the college of
att and the student's grade Eoint average in the years of high school
attendance was less than 20 (grade C on a five point scale with zero for an F
grade), excluding only pnysical education and military science.

‘Ld) The counseling service shall provide to each student who is on probation
individual counseling and guidance service, including the regulation of the
student’s program according to the student’s aptitude and achievements.
NOTE: Authority cited: Sections 66700, 71020 and 71062, Education Code. Reference:
Sections 66700 and 72620, Education Code.

51976. Health Services.

The student health services needs for each college shall be addressed in its
district’s student health services plan required pursuant to Sections 51710 and
51712 of this part. The pu:rose of this plan is to insure that diligent care is given
to the health and physical development of students.

NOTE: Authority cited: Sections 66700, 71020 and 71062, Educatien Code. Reference:
Secticns 66700 and 76400, Education Code.

51971, Student Conduct and Expression.

(a) Each college shall imglement and comply with regulations governing
student conduct as adopted by its district.

(b) Each college insure students the opportunity to express thir opin-
ions.
NOTE: Authority cited. Sections 66700, 71020, 71062 and 71079, Education Code. Refer-
ence: Sections 66700 and 72292, Education Code.
51978. Student Records.
. Each college shall implement and comply with regulations adopted by its
district regarding student records, which regulations shall be in com liance
with the provisions of Chapter 6 (commencing with Section 54600) of Divisio:
5 of this part.
NOTE: Authority cited: Sections 66700, 71020, 71062, 76220 76225 and 76246, Education
Code. Reference: Sections 66700 und 76200-76246, Education Code.

.M”
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{Ropivter 82, Ne. 0—-3888) (p. 628.43)

Article 7. Finances

51980. Fees.

(s) A student enrvlled in a class which is not eligible for state apportion-
ments to pay a fee for such class. The total revenues derived
from the Muo(emwdtbeuﬁmatedeodohllmcbchaamﬁnuhed
(b) E:ceptfot service classes, no instructional fee or other form

mhmmymhteﬁmtfammdiuldmmm

MMMWW.?IMMﬂnMW Reference:
Sections 05700 and 784825, Education Code.
Slﬂl. Budget and Amunth(l‘mcdum

Each college shall of the Budget and Ac-
counting Manual for W
mMMWWHMHMHMMW Education Code.
Reference: Sections 05700, 71073 and 84004, Education Code.

Article 8. Degrees and Certificates

51985. Degrees and Certificates.

Each shall grant degrees and certificates in accordance with regula-
tions by its dist ct, which regulations must be consistent with the
provisions of Chapter 10 (commencing with Section 35800) of Division 6.

NOTE: Authority cited: Sections 66700, 71080 and 71082, Education Code. Reference:
s«mmummmmm

HISTORY:
1. Amendment filod 3-3-86; effective thirticth day thereaRer (Register 88, No. 10).

Article 9. District Responsibilities

51987. Master Plans.
Muternhmmbmittedb districts to the Chancellor shall include master
éh.'hm‘ es:nbl!‘ndandopenungmbjecttotbeprovmonso‘thu
pter

NOTE: Authority cited: Sections 65700, 71080, 71088 and 71082, dducation Code. Refer-
ence: Sections 06700, 71088 and 72231 3.

51988, Audits.
mmmmdwmmdmmmmcmm

include any college operating subject to the provisions of this chapte il
umy:ghyapmm“fmmdauonnmngmhcdleg e

NUEAMMWW,ﬂMMHW.MMC«k Reference:
Sections 05700 and 84040, Educstion Code.

5% ofeu.h pursuan !heprovmonsofthis ha,
tto ¢

ter, as as the % foundntionsemt?-g

such dlese’ shall l”

in the
submitted to the Char.cellor as required

by law.
NOTE: Authority cited: Sectior:s 66700, 71020 and 'mm. Education Code. Reference:
Sec vions 66700, 85021 and 85023, Education Code.

etofmdlmict which shall be




§ 51990 CALIFORNIA COMMUNITY COLLEGES TITLE 5
(p. 628.4.6) (Register 88, No. 10—3.8.06)

Article 10. Compliance

519%6. Compliance Reviews and Sanctions,

(a) The cellor shal] review each college which has been approved to
operate pursuant to the provisions of this chapter for compliance with the
minimum standards contained in this chaFter. The initial review of a college
shall be conducted after the first complete fiscal year of operation; and annuaﬁy
thereafter for each of next two years, Subsequent reviews shall be conducted
periodically. The college or district of which it is a part shall enter into an
agreement with the Chancellor’s Office whereby the college agrees to pay for
or provide for the travel and meals of persons engaged in on-site compliance
reviews,

(b) If such review discloses that such collife is not in compliance with the
provisions of this chapter, the Chancellor shall seek an official response from
the college regarding noncompliance and subsequently pursue one or more of
the following courses of action:

(1) Aecept in whole or part the college’s response regarding noncompliance;
or

(2) Require the college to submit and adhere to a plan and timetable for
achieving compliance as a condition of continued approval of the college; or

(3) Revoke approval of the colle €, to commence on a specified future date.

(4) Prior to tﬁe effective date of revocation the Chancellor shall notify the
Board of Governors and provide the concerned district with an opportunity to
appeal the decision to the Board of Covernors. A revocation of approval sgall
be stayed during the l’||>endency of an e? al to the Board of Governors.

(c) In addition to the y subsection (a), any college estab-
lished pursuant to the provisions of this chaFter Must, upon the anniversary of
approval for each of the first three years of such approval, submit to jts local

d and to the Chancellor an audit of the college’s finances including a future
financial plan, a report on efforts to evaluate the quality of educational offerings
and such other reports as the Chancellor deems a propriate.

At the end of such three year period, the Chancellor shall reﬁort to the Board
of Governors, on the basis of the three annual reports and suc reviews as may

have been completed, concerning the approval status of the college so that the
Governors may determine whether such approval status should be

continued; provided, however, that nothing in this subsection shall modify such

authority that the Board of Governors or the Chancellor may have under these

regulabons and the laws of the state with respect to such college.

NOTE: Authority cited: Sections 66700, 71020 and 71062, Education Code. Reference:

Section 66700, Education Code.,
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Board of Governors of the
California Community Colleges
January 22, 1987

PROPOSALS FOR STRENGTHENING 4
ACADEMIC STANDARDS

For Action

Summary

Over the past few years the Board has increasingly exercised its statutory respon-
sibility “to provide leadership and direction” to community colleges in the arenas of
educational policies and academic standards. This item extends the Board’s
interests in these areas by proposing the adoption of four major academic standards
policies which were identified in a formalized consultation with colleges in spring
1986. Proposed policies were presented to the Board as information in October 1986
and have been refined through the benefit of information consultation and written
input during the past two months. The policies are closely related to the
implementation of matriculation and should, with the exception of Policy Statement
#3, concerning student progress standards, be phased in over the three years that
matriculation will be evaluated.

The four policies:

1.  Define community college responsibilities for Pre-collegiate Basic Skills
Instruction and Adult Basic Education, respectively;

2. Require colleges to establish skills requisites for entry-level certif.cate- and
degrec-applicable courses;

3. Requi e upgrading and enfo.cement of student progress standards and the
placing of a 30-semester (45-quarter) unit limit on enrollment in pre-collegiate
basic skills courses; \nd

4.  Define the scope of student assessmei:t programs required of the colleges.

The final section of the item proposes specific implementation strategies and
timelines.
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Recommended Action '

The Instructional Policy Committee should recommend that the full Board adopt
Policy Statemenis 1, 2, 3 and 4 as stated in this item and direct the Chancellor to
implement them in accordance with the Board I'nplementation Directives related to
each.

Staff Presentation Ronnald W. Farland, Acting Associate Vice Chancellor
Academue Affairs

Ritu Cepeda, Acting Dean
Academic Standards and Basic Skills
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Backgrouhd

From its inception in 1967, the Board of Governors has been charged in statute to
"provide leadership and direction” to the State’s community colleges. Over the past
three years the Board has seen fit, in the interest of maintaining educational
excellence, to exercise that authority increasingly in the arenas of educational
policies and academic standards.

1n 1980, the Board established for the first time a statewide uniform grading system
and attendant standards of student progress. In 1984 it embraced the concept of a
more systematic process of entrance assessment, advisement, course placement and
follow-up counseling by adopting as Board policy Student Matriculation: A Plan for
Implementation in the California Community Colleges. In May 1985 the Board
adopted a policy statement defining the nature and purpose of remedial instruction
and services in community colleges and also endorsed Title 5 regulations which
upgraded standards of rigor for the conduct of degree-applicable credit courses, and
established a clear line of demarcation between these degree-applicable courses and
non-degree applicable remedial and developmental coursewor! (i.e., basic skills
instruction).! Later that same year the Board extended its influence in educational
policy matters by adopting a policy resolution which: 1) reaffirmed its commitment
to open access Lo the colleges; 2) established a new companion policy of “conditional
access” to degree and certificate courses; 3) declared that “the primary mission of the
colleges is to offer collegiate level degree and certificate courses and programs”; and
4) rejected the concept of a “floor” on basic skills instruction.

That December 1985 policy resolution also directed staff to undertake systemwide
consultation concerning implementation of the resolution and other issues raised
before the Board at that time. The consultation was conducted during March-May
1286, and in July the Board received a preliminary report on the findings. In
general, the consultation found that:

1. The issues raised in the consultation process are not viewed as being limited to
the purposes of the December 1985 policy resolution (i.e., to basic skills instruc-
tion policies). Rather, they are regarded as the “logical next steps” which
follow from several of the Board’s earlier actions (as noted above) and which are
consistent with the recommendations of the Master Plan Review Commission;

2. From the respondents’ perspectives, these issues collectively form the basis
from which to formulate a coherent body of Board educational policy and there
is an implied logical sequence for their resolution:

I Because of revisions required by the Office of Administrative Law, these regulations were acted
upon a sceond time in September 1986 The regulations must be implemented in the colleges no
later than July 1, 1988

3
1O
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3. While there is at least majority consensus on how each issue should be
resolved, there is also widespread concern that adequate resources and
implementation timelines be provided to the colleges to do so. Inherent in this
concern is a fear that too rapidly implemented or inadequately funded
“reforms” may inadvertently have negative initial effects on the enrollment of
underrepresented minority students.

In short, there is broad consensus that the Board should act to flesh out the coherent
state educational policy it has initiated, so long as implementation is approached
with care, particularly in regard to possible negative effects on minority student
enrollment.

Subsequent to receiving the preliminary report on the consultation, the Board
directed staff to propose formal policy statements in each area for Board adoption
and also to recommend implementation strategies for each. In October 1986, the
Board reviewed draft policy statements and strategies and heard testimony
concerning them. During November and December, staff received additional written
comments from 19 colleges and participated in seven formal consultation sessions
with the Chief Executive Officers, Academic Senate and Chief Instructional Officers.
Using this advice and the counsel of the Chancellor’s Cabinet, staff have developed
the policy proposals which follow.

Proposed Policies

Education Code, Section 71023, contains the basic charge to the Board of Governors
for overseeing California’s community colleges. It reads as follows:

It is the intent of the Legislature that the Board of Governors...shall provide
leadership and direction in the continuing development of community
colleges as an integral and effective element in the structure of public
higher education in the state. The work of the board shall at all times be
directed to maintaining ond continuing, to the maximum degree possible,
local autonomy and control in the administrarion of the community
colleges.

For nearly a decade after its creation in 1967 the Board, burdened with otherwise
incomplete and conflicting statutory provisions concerning its governance role,2
chose to put its emphasis on the second sentence of that basic charge, giving local
boards great latitude in determining what the educational scope, standards and
“modus operandi” of the colleges would be. As a consequence, it is not surprising
that local districts, in what was generally a period of prosperity and expansion, took

2 Sce Understanding Community College Governance, Chancellery, Office of Legal AfTairs, Apri!
1986
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up the cause of the “comprehensive community college” and developed programs,
policies and practices which were diverse and uniquely suited to local constituencies
and circumstances. For example, some used the legal provisions for mutual
agreements with high school districts to delineate their collegiate functions from
noncredit programs for adults; others accommodated aspects of the expanding
mission in the colleges themselves. A few retained skills prerequisites for
enrollment in at least some basic, transfer curricula; but most interpreted the “open
door” as calling for full access tc all curricula regardless of requisite skills. And, to
varying degrees, some maintained a curricular focus on certificate and deg~.e
programs while others came to regard the curriculum “in toto” as a vehicle for
lifelong learning, shaped chiefly by student choice and motivation.

By the late 1970’s, however, state level concerns for student equity and fiscal
restraint began to challenge this diversity as questionable public policy. And,
sharpened by the 1978 shift in funding source from chiefly local to chiefly state
financing, the public policy challenges in the early 1980’s began to hone in on
“redefining the mission” of community colleges and restoring *academic excellence.”

The Board, in response to these public policy concerns about the colleges, has
increasingly exercised its authority to restore a semblance of consistency to the
educational priorities and practices of the colleges. The initial steps planned in 1987
toward implementation of mandatory student assessment, placement and follow-up
(i.e., matriculation) marks a major step forward in that effort. But implementation
of matriculation also brings with it new challenges to the Board; challenges that will
require it to face squarely the question of how far it needs to or should go in bringing
into conformity the diverse educational policies and practices that this history has
permitted the colleges to develop. The policy statements presented below are bold in
that regard. Their implementation wiil require considerable time, patience and
hard work. The implementation timelines proposed below are intended to
accommodate the effort.

POLICY STATEMENT #1: Defining Communuty College Responsibilities in Pre-
collegrate Busic Skills Instruction and Adult Basic Education

It is the policy of the Board of Governors that:

a) All community colleges shall make available, in the non-degree
applicable credit mode (Title 5, Section 55002(b), as amended September
1986), the full range of pre-collegiate basic skills instruction needed to
correct the skills deficienc.es of those students who enroll with an intent
to complete degree and certificate courses and/or programs. The “full
range,” as arplied to the skills to be addressed, is defined as courses
designed (o correct English reading and writing skills deficiencies and
computational skills deficiencies of students assessed as not meeting the
skills requisites for certificate and degree applicable courses which
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have been recommended by the faculty through the college and/or
district curriculum committee and approved by the local board.
Development of critical thinking skills shall also be an objective of such
courses.

The “full range,” as applied to skills levels to be included, is defined as
courses that address the range of skills deficiencies exhibited by
students in the college’s mandatory assessment processes, implemented
in conjunction with matriculation. The pre-collegiate basic skilis
curricula shall be sequenced by levels and shall be taught with a rigor
and intensity that meet the standards of Title 5, Section 55002(b) and
that are designed to build students’ skills to meet the certificate and
degree course requisites. A student may not exceed a maximum of 30
semester units or 45 quarter units to meet all the necessary skills
requisites.

It is further policy of the Board that :

b)

c)

d)

e)

231/43

Community colleges may, within the constraints established for adult
basic education (Education Code, 84711; Title 5, Section 55002(c); et al.),
offer additional skills instruction in the noncredit mode which is
designed for purposes other than building skills to the college level,
such as for citizenship and daily living skills. Colleges that do not offer
such noncredit instruction shall seek formal articulation agreements
with local adult schools to accommodate the appropriate referra’ of
students not successful in or not suited for the pre-collegiate basic skills
curriculum.

Community olleges should not count instruction in English as a Second
l.anguage (ESL.) or special instruction for disabled students in the 30/45
unit limit.

Community colleges shall regularly and routinely evaluate the effective-
ness of their pre-collegiate basic skills curricula in terms of specified
student outcomes. Reports to the Chancellor of the results of these
evaluations shall be accommodated within the required evaluation of
matriculation.

The Board shall, within three years of the implementation of these
policies in the colleges, review these policies using the colleges’ evalua-
tion reports and, as necessary, revise the policies herein. This review
shall be conducted using the Chancellor’s consultation process.
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BOARD IMPLEMENTATION DIRECTIVE:

The Board directs the Chancellor to monitor the implementation of Policy Statement
#1 in the colleges by incorporating necessary reporting requirements into the
processes used for implementing Student Matriculation. Specifically, beginning in
1988-89 each matriculation plan should contain a description of the pre-collegiate
basic skills curriculum the college will offer and an e.planation of how components of
that program relate tc the range of skills deficiencies and needs identified in the
assessment process. In addition, data reporting required for the contracted evaluation
of matriculation should include all elements necessary for evaluation of basic skills
curricula.

Discussion

The place of basic skills instruction (or “remediation”) in the mission of community
colleges has been a subject of intense debate. In the past year, however, substantial
public policy consensus has been achieved in the sense that the recommendation of
the Master Plan Commission and the recent drafts of the Joint Legislative
Committee’s report both support the Board’s own position; that is, that such
instruction is a necessary function of the mission because it is the mechanism by
which underprepared students may gain access to the primary functions of transfer
and voca .._nal programs.

Despite the strengthening consensus that this function is necessary, the question of
how much basic skills instruction should be provided by the colleges remains
controversial. Twice during 1985 the Board reviewed evidence which led it to reject
the idea of establishing a uniform, statewide “skills floor” below which colleges
would not attempt to provide remediation. ™ December 1985, staff suggested that
since remediation, as a mission function, is ancillary to the primary functions of
transfer and vocational education the Board might, in the interest of making
maximum use of public resources, want to limit its provision in ways other than
establishing a “floor.” Specifically, it was suggested that a limit might be set either
by upgrading student progress standards or by establishing a limit on the number of
units of basic skills a student can take. Subsequently, the Master Plan Review
Commission (and the drafts of the Joint Legislative Committee’s report)
recommended that both actions be taken; and the consultation undertaken to
develop these policy statements confirmed that a majority of respondents from the
colleges also favor both the enforcement of student progress standards for basic skills
students and an ultimate unit limit as well. (Also see Policy Statement #3.)

Adoption of this policy statement would put to rest two major issues that have
plagued the Board in its efforts to develop coherent state policies concerning the col-
leges’ roles in addressing adult literacy needs. This policy: 1) distinguishes instruc-
tion in the nondegree applicable credit and noncredit modes on the basis of differ-
ences in both purpose and standards of conduct, and gives each a distinctive,
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meaningful “name” (i.e., “pre-collegiate basic skills instruction” and “adult basic
education”), and 2) addresses the “skills floor” issue by delegating to the college the
responsibility for identifying and providing the range of skills instruction needed by
its particular student constituency according to a method common to all colleges and
approved by the Chancellor as a component of matriculation plans. In addition, it
conforms to the Board’s stated desire for accountability for public resources by
placing a reasonable limit on the amount of remediation a student may take (see also
Policy Statement #3) and by committing, as necessary, to later revision of the policy
standards, based upon the results of systematic evaluations by the colleges. In all
these respects the statement is also consistent with the recent recommendations of
the Commission to Review the Master Plan.

Further, the creation of the “pre-collegiate” mode for the single purpose of attaining
specified, collegiate level skills and distinguishing that from traditional adult basic
education is consistent with state actions in New Jersey, New York and Florida and
with the trend in practices of colleges in other states (e.g. Illinois).

It should be noted also that the statement explicitly excludes ESL instruction and
special classes for the disabled from the 30/45 unit limit. ESL is currently
discounted altogether in the 30 unit limit on non-degree courses used by the federal
government in -‘etermining eligibility for financial aid. This policy is based on the
idea that the need for such instruction is a condition above and beycnd the need for
basic skills instruction in English. A similar argument can be made for the special
classes for the disabled.

At the same time, adoption of the policy statement will be highly controversial in at
least two respects. First, as the Board is aware from previous presentations, there is
currently little consistency from district to district in how basic skills instruction is
assigned to the noncredit or nondegree applicable credit modes. Further, although
there is a developing consensus among professionals that the distinction should be
based on differences in the purposes and rigor of instruction, rather than on the
levels of students’ initial skills, there is by no means broad consensus on that point.
Current district practices of assigning skills instruction to the two modes appear to
be basea more on fiscal considerations and the histories of their relationships with
local adult schools. To mandate the provision of the full range of pre-collegiate basic
skills instruction in the non-degree applicable credit mode would require significant
restructuring of curricula in some districts and, in turn, create varying fiscal
impacis. Among those districts currently at or near their enrollment caps, the action
could result in new State-mandated costs. The Board has requested $21.2 million in
its 1987-88 budget to meet this particular contingency.

The second area of potential controversy has to do with permitting individual
colleges to establish their own ranges of skills instruction rather than setting a uni-
form, statewide requirement. Since colleges’ student constituencies vary with
respect to skills deficiencies, there would no doubt be some differences in the types,
amounts and ranges of pre-collegiate basic skills instruction colleges would find it
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necessary Lo provide. To some this may raise a question of equity. At the same time,
however, it is virtually impossible to define a statewide requirement without resort
ing to use of grade-level equivalency “cut-offs,” a concept that is not only of
questionable legal standing but one that assumes unfounded validity and reliability
of assessment tests and overlooks differences in colleges’ needs. In practice, it would
likely result, in some colleges, in provision of unnecessary courses.

POLICY STATEMENT #2: Establishing Requisites for Entry-level Certificate and
Degree Applicable Courses and for Levels of Pre-Collegiate Basic Skiils Instruction

It is the policy of the Board of Governors that :

a) Community colleges shall establish minimum skill and/or competency
requisites for enrollment in entry-level degree- and certificate-
applicable courses and in courses at each level of the pre-collegiate
basic skills curriculum. The skill and competency requisites shall be
recommended by the faculty through the college and/or district
curriculum committee, as defined in Title 5, Section 55002(a)(1), and
approved by the local board. The requisites shall be based upon
systematically derived evidence of a relationship between student
assersment measures and students’ performance in the course. (Also
see PPolicy Statement #4.) A requisite may not be defined in such a way
as to exclude a student from participation in a course on the basis of a
single test score. Some courses may be exempted from having any
reading, writing, computational or critical thinking requisite if
systematically derived evidence demonstrates that such skills are not
necessary for successful performance in the course.

b) 'The Board shall, within three yeais of the full implemeniation of this
policy in the colleges, review the policies and practices of the colleges
and, as necessary, revise its own policy statement. This review shall be
conducted using the Chancellor’s consultation process.

BOARD IMPLEMENTATION DIRECTIVE:

The Board directs the Chancellor to monutor the implementation of Policy Statement
#2 1n the colleges by incorporating necessary reporting requirements into the
processes used to implement Student Matriculation. Specifically, each matriculation
plan should contain the skills requisites the college intends to maintain, the rationale
and methodology used to derwe ti.>m and any other evidence necessary to document
that requirements of this policy have been met.
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Discussion

The revisions to Title 5, Sections 55002(a) and 55805.5 approved by the Board in
September 1986 directed colleges to establish “language and/or computational
skills” requisites for degree- and certificate-applicable courses when such requisites
are "deemed by the college and/or district curriculum committee as necessary for
success in such courses.” The policy statement above would extend that directive . .
include requisites for non-degree applicable courses in the pre-collegiate basic skills
curriculum and also permit other types of skills to be considered in the setting of
requisites. Further, the statement establishes some ¢ssential factors that curricu-
lum committees would be required to observe in order to “deem” a particular
requisite to be “necessary”; namely, 1) evidence of a relationship between any
assessment outcome measures used to define the requisite and the performance of
students in the course, and 2) the requirement that requisitcs be based upon more
than a single test score.

Some colleges have always maintained skills requisites for enrollment in at least a
few courses (e.g. the freshman English composition course) and, in turn, have made
successful completion of those courses requisite to certain other degree applicable
courses throughout the curriculum. In the past few years, even before the Board’s
passage of the Title 5 course standards revisions referred to above, many other col-
leges began to expand the use of course requisites. According to two separate studies
reported in early 1586,3 a little more than half the colleges had either completed or
were underway with such efforts. According to one of those studies, however, only .
one in four of such colleges indicated that it was establishing its requisites on the
basis of any systematic research. About half acknowledged that their requisites
were based upon the collective judgments of faculty and/or administra .ve decision-
making bodies. Therefore, adoption of Policy Statement #2 above would require
many colleges that have already established course requisites to review and validate
their earlier actions and require all other colleges to mount substantial new research
efforts to support their course requisite determination processes. Although matri-
culation funding will provide some resources for institutional research, many
districts would need to increase their research capacity substantially.

Further, requiring hard evidence to support the relationship between course
requisites and student performance in the course assumes a period of time during
which colleges gather student assessment data but do not enforce course requisites.
At the least, the requirement assumes colleges can selectively enforce requisites in
order to conduct controlled research. This situation argues for a phase-in of the
policy over two or three years.

3 Woods, dacqueline, Status of Testing Practices at Two-Year Postsecondary Institutions, AC'T and
AACJC, Waushington D C 1985, and Kungas, Jon A., Academic Standards and Matriculatin
A Summary of Practices o the California Community Colleges, Volume |, Learning Assessment

Retention Consortium, San Jose, 1985 .

231/43 50 311




Finally, the requirement that course requisites be based on more than a single test
score is consistent with the broadly defined scope of assessment required in the
Board’s 1984 matriculation plan and with the 1986 updated matriculation imple-
mentation plan. Those plans require that assessment include not only measures
(tests) of language and computational skills but also some consideration of students’
aptitudes, study skills, educational goals and support service needs. The rationale
for requiring this broad scope is that a standardized test alone cannot reveal all the
factors that contribute to students’ success or failure in classes and, in some cac=s,
such tests may in fact lead io erroneous conclusions about stulents due tc their
insensitivity to linguistic and cultural differences or to certain disabilities.

Under the proposed policy, colleges would have considerable leeway to determine
how to account for multiple factors (e.g. multiple criterion formnulas, waiver or
appeals processes, “decision zones” on test score ranges, etc.), subject to approval in
the matriculation plan. The Board should also be aware that the “more than a single
test score” requirement is also necessitated by the fact that a large and growing body
of case law has developed around what is called the “sole criterion” issue. Since
1965, over 3000 cases have been heard which deal with the subject of alleged
discriminatory selection based on use uf a single measure of competen-e. Initially an
issue in employment discrimination, most of the cases in the “sole criterion”
literature in the past ten years have dealt with college admission, selection and
placement. (See also Folicy Statement #4.)

POLICY STATEMENT #3: Refining and Enforcing Student Progress Standards
It is the policy of the Board of Governors that:

a) Students enrolled in pre-collegiate basic skills inctruction shall pe
subject to the same term-to-term standards of academic progress,
probation, dismissal and return rights as are all other students enrolled
in degree-applicable credit offerings (Administrative Code, Title 5,
Chapter 9, Section 55750 ff). However, except as specified below, no
student may take more than 30 semester units (45 quarter units) in the
pre-collegiate basic skills curriculum in order to meet the skills
requisites for all courses that would be required to complete her/his
chosen degree or certificate program or other educational objective.
Students who do not attain full eligibility status within this limit shall be
dismissed, with referral to noncredit adult basic education courses
when such referral is deemed appropriate.

b) Eachdistrict board shall adopt for its college(s) policies and procedures
of appeal and/or waiver of the unit limitation on enroliment in pre-
collegiate basic skills instruction. Such policies and procedures shall be
developed in broad consultation with faculty and staff, including the
local academic senate.
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c¢) Kach college shall have the capacity to e{fectively monitor and enforce .
the academic progress, probation, dismissal and return rights
standards established by the Board of Governors.

BOARD IMPLEMENTATION DIRECTIVE:

(a) TheBoard directs the Chancello: to develop, with apgrapriate field consultation, i
proposed amendmenix to Title 5 regulations which will:

1) reuvise as necessary the existing sturndards for dismissal of students on
probation:

2)  establish a standard for readmission of students who have been dismissed;

3) estatlish a 30-semester-unii (45 -quarter-unit) iirit on enrcllment 11 pre-
collegicte basic skiils instruction (1e., subsection (a) of Policy Statement
#3).

The Board fuither directs the Chancellor to propose these amendments for
adoption by September 1287 in order that they may be implemented in the
colleges by 1988.

(b) The Board directs the Chancellor to develop, staff and carry out ¢ thorough and
systematic compliance review process to assure that:

1) all colleges are systematically enforcing student placement, academic
progress, probation, dismissal and return rights standards, and

2)  polict s and practices within and across colleges/districts assure equitable
treatment of students.

Discussion

Under existing Title 5 progress standards, Policy Statement #3 would mean that a
student who is unsuccessful in early basic skills courses could be dismissed prior to
accumulating 30 (45) units, and would be dismissed if s’he has not met requisite
skills standards after 30 (45) units. The unit limit is consistent with the recommen-
dation of the Master Plan Commission and the draft of the Joint Legislative
Committee report as well as with the existing policy of the federa. government in
counting non-degree applicable units toward financial aid eligibility. The policy also
provides for referral of such students to noncredit instruction if that is deemed
appropriate. It further requires that each college have a policy and procedure for
dealing with those exceptiona! cases where a waiver from or appeal of the 30 (45) '
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unit limitation is needed (e.g. when a student has made consistent and significant
progress but has not quite attained eligibility for college ccurses). This last feature
is also consistent with a recommendation of the Master Plan Commission.

Further, Policy Statement #3 includes an emphasis, in subsections (¢) and in the
Board Implementation Directive, on the need to uniformly enforce standards of
student progress, probation, dismissal and return rights, including the proposed new
unit limitation. This emphasis is included because several respondents in the
consultation process indicated that lack of enforcement of existing standards gives
them cause for concern about whether the mechanisms proposed here would be
viable for limiting enrollments in basic skills. The alleged non-enforcement
apparently stems, on the one hand, from an inability of some colleges’ computerized
information systems to track student progress in a timely ianner and, on the other,
from a lack of resources and procedures in the Chance. u’s Office to monitor and
enforce co npliance by the districts. When the funds for matriculation are provided,
the first problem should be corrected, and the Board’s 1987 Budget request for staff
to monitor compliance with minimum standards should provide the Chancellor with
the capacity to assure compliance with the progress standards.

Finally, Policy Statement #3 merely states that student academic progress stan-
dards should be the sa1..c for students in basic skills courses as for 2ll other students
enrolled for credit. It does not address whether the existing progress standards are
adequate for either group. The Master Plan Review Commission has recommended
that the Board “"strengthen current probation and dismissal standards.” The
Chancellor has also directed staff to review these standards, particularly the facts
that:

1)  the current standards for dismissal require that “a student who is on academic
probation shall be subject to dismissal if the student earned a cumulative grade
point average of less than 1.75 in all units attempted in each of 3 consecutive
semesters (5 consecutive quarters)”; and

2)  the current Title 5 standards do not address readmission after dismissal, even
though Education Code, Section 71066, requires the Board to “establish
ninimum standards to govern stident academic standards relating
.. ..readmission poiicies.”

Consequently, the implementation strategy proposed for Policy Statement #3

includes an intention to review and revise, as necessary, the existing relevant
prcvisions in Title 5.
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POLICY STATEMENT #4: Assuring Proper Placement and Equuty for Students by
Defining the Required Scope of Assessment

It is the policy of the Board of Governors that:

a) College assessment programs, established in relation to implementing
matriculation, shall be the basis for establishing skills requisites for
entry level degree and certificate courses and basic skills instruciion
courses. Assessment programs shall be sufficiently comprehensive and
valid to assure appropriate placement of students and also prohibit
unlawful discrimination. Specifically, assessment programs shall
include, at a minimum, measures of students’ language skills and
computational skills, assistance in identifying aptitudes, interests and
educational goals, evaluation of learning and study skills, and referral
to snecialized support services. In addition, 2ssessment programs shall
provide for early identification of limited English speaking and disabled
students for whom the regular assessment processes may be
inappropriate or result in misleading conclusions and shall provide
alternative or supplementa! assessment processes suited to such
students.

HOARD IMPLEMENTATION DIRECTIVE:

(a) The Board directs the Chancellor to monitor the implementation of Policy
Statement #4 by requiring that college matriculation plans include a corcpre-
hensive plan and procedures for assessment programs, including a description
of the instruments an. procedures to be used.

(b) In addition, the Board directs the Chancellor to undertake a thorough review
and analysis of districts’ existing assescment policies, practices and instruments
in order tu determine whether tl.ere is a need for or an advantage to estabiishing
more consistent statewide policies and practices in these areas. The Chancellor
should propose by July 1987 a plan and timeline for accomplishing this effort.

Discussion

There are three basic questions wiich institutions implementing majcr assessment
policies must ask: 1) Why test? 2) How do we test? and 3) Whom d- we test? The
first question requires a ciear identification of what is to be measured supported by
data that confirm the importance of measuring those specified areas. The second
question refers to the validity of the testing instruments selected inasmuch as these
must be able to test specifically the areas designated for assessment. Lastly, the
process must be cognizant of the population to be assessed and the appropriateuess of
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the instruments selected o that pepulation; that is, the reliability question -- do
these tests accurately predict what we wish to predict for a given population?

Why 15 1t tmportant to establish assessment po.icies for the California Community
Colleges?

The answer to this question must be consonant with Policy Statement #1.
Specifically, if community colleges are to provide the full range of basic skills, it
follows that appropriate placement intv those courses, and subsequent curriculum
decisions must be based on an understanding of student skills and needs derived
from appropriate and valid assessment. The scope of assessment, therefore, mus; be
determined by both the educational neeris of the students in that college community
and by the educational program which has been designed to address those needs,
particularly as these refer to basic skills instruction.. Assessment for community
colleges must include English writing and reading skills, computational skills and
critical thinking skills. It is also necessary to include assessment in the affective
domain, including personal and career goals, as well as the assessment of study
skills, and referral to financial aid and other support services. The importance of
assessment in all of these areas has been argued in all of the documents pertaining to
matriculation and wil) be effected in practice through the matriculation implemen-
tation plan.

How should we condu. t this assessment?

In 1983 Dr. Jeanine Rounds of Yuba College completed the first comprehensive
study of assessment practices in the California Community Colleges. The Learning
Assessment Retention Consortiura (LARC) followed up on that study for two
subsequent years. In addition, Dr. Jon Kangas of the San Jose Community College
District and the American /issociation of Community and Junior Colleges in col-
laboration with the ACT conducted separate surveys of testing statewide. All these
studies concluded that while nearly all colleges do some type of assessment, there is
diversity in practices and instruments used for assessment of students. There are
over twenty-four standardized testing instruments used iiroughout the state. Of
these, the two most commonly used batteries including reading, writing, and math
are ASSET (ACT) and the Comparative Guidance Program or MAPS (Coll-ge
Board).

It is important to note that while the Board has indicated, in this policy and in the
matriculation plan, what studeat characteristics must be assessed, the choice of
assessment instruments, technigues and processes is, for now, delegated to the col-
leges, with approval by the Chancellor, The matriculation legislation (AB 3,
Campbe1,, Hayden and Seymour, 1986) requires such appreval by the Chancellor
and also calls for reports of various studies over a three-year implementa-
tion/evaluation period. Policy Statement #4 would direct staff to include in such
evaluations “a thorough review and analysis of districts’ existing assessment
policies, practices and instruments in order to determine whether ther is a need or
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an advantage to establishing more uniform, statewide policies and practices in these
areas.”

What are the characteristics of the populaiion to be assessed?

Since the 1980 census, there hav- been numerous studies and projections made on
the significance of these data for tn. nation as a whole and for the state of California
in particular. Demographers have provided evidence indicating that the percentage
of the population which is made up of ethnic and language minorities will continue
to increase so that by the year 2000 California will be a “majority-mincrity” state. It
is estimated that by the year 2000, of the 31.8 million persons in this state 17.4
million will be White (non-Hispanic), 9 million will be Hispanic, 3.2 million will be
Asian, and 2.3 million will be Black (Center for the Continuing Study of the
California Economy, Palo Alt, 1982). Based on these figures, the increased per-
centage changes in the population between 1980 and the year 2000 are 11% for
Whites, 97% for Hispanics, 102% for Asians, and 26% for Blacks. It is important to
note, however, that the largest gains in absolute numbers will be for Hispanics, who
will increase by 4.4 million, followved by Whites at 1.68 million, then Asians with
1.61 million, and finally Blacks at .5 million. Finally, given the age distribution for
these various population groups, it is expected that by the year 2000 fifty-two
percent (52%) of the school-age population will be composed of minorities. Since the
greatest growth will be for Hispanics and Asians, it follows that there will also be a
growth in the number of Limited-English-Proficient (LEP) students. This is
particularly true for these two groups because the level of immigration, refugee
resettlement and secondary wave immigration is expected te remain constant well
into the year 2000 (Rand Corp., 1985).

With this understanding of the characteristics of large numbers of stud:r.ts who will
be undergoing assessment, it becomes even more important and comp ex to ensure
that educational equity is maintained by a selection of instruments, procedures or
test batteries which most accurately provide a profile of student skills. California
has a particular challenge and responsibility to account and adjust for the specific
cultural and linguistic characteristics of its student population.

Assessment literature is filled with accounts relating to test bias. This problem has
been further defined by noting that test items and test protocols may not accurately
represent the skills or aptitudes of population groups outside the group selected for
test norming, since usually Caucasians dominate. For example, research has shown
that there are 56 distinctive idicms that are particular to Black writers as opposed to
13 for Whites (College Assessment Frogram Evaluation Institute, CUNY, 1985).
For non-native English speakers, the differences are even greater, with a myriad of
cultural and linguistic factors which ultimately influence writing. It becomes the
responsibility of educators to recognize these differerces within an informed context
so that appropriate placement into an appropriate curriculum may be accomplished.
In The Mismeasure of Man, Steven Gould writes, “The worst bias, however, is the
bias against the kid who does not know the answer.” The ultimate educational
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inesuitable bias is for any segment of instruction to continue to have an educational
process from which some students emerge with answers to most of the questions
while, consistently, others emerge from that same system without the answers.

The fact that test constructica is vulnerable to test bias has been addressed in both
legal and educational arenas. In response to this discussion, alternatives have
emerged to counteract bias and limit the negative side effects of testing Oneis a set
of recommendations to use multiple tests or test hatteries to formulate a more accu-
rate profile of student abilities and deficiencies (Mercer, 1976; Owen, 1983). It is the
opinion of experts that the use of a single score as an abstract indicator of com-
petency is not only controversial but aiso highly questionable when judged against
criteria for the tests’ own claims of validity and reliability. In states where
mandatory assessment has been implemented, specific conditions and policies have
also been designed to mitigate negative side effects related to testing. These include:

1)  Waivers Where Appropriate. For example, should a limited English proficient
person be submitted to a full battery of assessment or should s/he be assessed
initially with tests designed to measure English proficiency?

2)  Pericdic Assessment. Students should be assessed periodically to allow for
“value added” gains to be demonstrated, thereby enabling counselors and fac-
ulty to make corrections on an individualized basis. This would be most
important in the case of ESL students, because research shows that skill level
gains are particularly rapid for this group.

3)  Test Challenge Procedures. There needs to be included in the test protocols a
process Lo enable students to challenge results, allowing for re-test and for the
discussion of test results.

4)  Assessment Support Services. Colleges must have in place appropriate place-
ment practices, basic skills, instructional pregrams and the necessary guidance
and student follow-up mechanisms to complement assessment activities.

To summarize, if assessment is to be a tool for access and success, and one which pro-
motes both equity and excellence, then it must be a process which is based on specific
educational philosophy, is conscious of the diversity of the student population, and
integrates supportive placement, curricular and personal support services into the
entire process.

Proposed Implementation Strategies and Timelines

It should be clear from the foregoing that the proposed policy statements are complex
and far-reaching, that they are inextricably linked to the implementation of
matriculation and tha. they, like matriculation itself, will require a significant
period of phase-in during which varying college practices can be evaluated and
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refined. Indeed, the policy statements acknowledge that, as a result of the learnings
that occur during the evaluation period, the Board’s own policies may themselves
need to be revised at a later date. The Board Directives for implementing each policy
statement take these conditions into account.

1.

Policy Statements #2, concerning the establishing of skills requisites for
degree and certificate courses, and #4, concerning the scope of required assess-
ment, should be implemented as guidelines in conjunction with the imple-
mentation of matriculation. Specifically, provision for their implementation
has been amended into the Board’s matriculation implementation plan with
the undersianding that: a) the varying practices of the colleges be subject to
the same approval process as is required for other components ot matriculation,
and b) that their efficacy be subject to the three-year evaluation required for
matriculation. The final report on the matriculation evaluation should contain
recommendaticns for ongoing Board policies on each subject.

Policy Statement #3, concerning student progress standards, is the one
proposed policy statement that need not be subject to a long-term phase-in
period. Rather, the Board Directive on page 12 specifies the tasks that should
be carried out by staff and indicates that proposals for Board action be prepared
by July 1987 for implementation in the colleges not later than July 1, 1988.

Subsection (c) of Policy Statement #3, and the related Board Directive
concerning the respective responsibilities of the colleges and the Chancellor’s
Office for enforcing student progress standards, should ke implemented during
academic year 1987-88 by means of new administrative procedural guidelines.
Specifically, staff, with the assistance of new compliance positions requested in
the Board's 1987-88 Budget proposal, should, by January 1988, announce a
“thorough and systematic compliance review process” 1o be initiated in fall
term 1988. Colleges, in turn, will upgrade their monitoring of student progress
and be prepared to submit to the compliance review beginningin fall 1988.

Policy Statement #1, concerning the definitions and scope of pre-collegiate
basic skills instruction and adult basic education, will also be implemented in
conjunction with matriculation and subject to the evaluation of matriculation.
However, unlike the implementation of Policy Statements #2 and #4, this
policy statement cannot be fully implemented in the first year of matriculation;
rather, because of the several major policy issues raised, the Chancelior will
appoint a select task force on Pre-collegiate Basic Skills Instruction and Adult
Easic Educatio: to deliberate and propose during 1987 a strategy and timeline
for implementing Policy Statement #1 beginning July 1, 1988.
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CIVIL RIGHTS VS. ACADEMIC REFORM
A Reconciliation
(Prepared by Catherine Close
‘ for a Chancellor’s Office Staff Workshop
January 1987)
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CIVIL RIGHTS ANT' ACADEMIC RIGOR: A RECONCILIATION

Guidelines for Eliminating
Discrimination in Vocational
Education

Prohibit admissions criteria that have
a "disproportional impact” on
persons of a particular race, color,
national origin, sex or handicap
unless the criteria has been validated
as essential to participationina
given program and no alternative
equally valid criteria is available

Prohibits restricting an applicant’s
admission because the applicant is of
limited English speaking ability and
cannot participate and benefit to
the same extent as students whose
primary language is English

Requires identification and
assessment of LES students

Requires colleges to open all
vocational education programs to
LES students

Prohibits denying a handicapped
student admission because o
architectural or equipment barriers
or because of the need for related
aids and services.

Academic 1equirements must be
adjusted to the needs of particular
handicapped students where
possible.

Title 5, Section 55002 (New)

(a) AA degree

Nondegree
credit

credit

(8) Requires,
when deemed
appropriate,
entrance skills
and consequent
prerequisites

(7) Requires,
when deemed
appropriate, the
completion of
prerequisites

(9) Requires,
when deemed
necessary,
ehgibility for
English and/or
mathematics at
the associate
degree jevel

(10} Requires the
ability to think
cnitically and
apply concepts at
the college level

(11) Requires
learning skills
and vocabulary
appropriate for a
college course

(12) Requires
college level
educational
material

Board of Governors Policy for
Strengthening Academic
Standards

I. Requires colleges to offer the full
range of basic skills necessary to
correct skills deficiercies

Limits a student to 30 semester or 45
ctjarter units of precollegiate basic
skills

Excludes ESL from basic skills and from
the 30/45 unit limit

Basic skills must be evaluated against
student outcomes

Il. Requires minimum skills and pre-
requisites for entry into all degree
level and certificate applicable courses
and at each level of the basic skills
curricutum,

Prerequisites must be systematically
derived. Access may not be denied
based on a single test score.

Courses may be exempt from having
reading, writing, computational, or
critical thinking prerequisites if those
are not necessary for success in the
course.

IV. Assessment programs shall be the
basis for establishing prerequisites.

Assessment programs shall be _
sufficiently comprehensive and valid
to assure appropriate placement.

Assessment programs shall prohibit
discrimination.

Assessment programs shall provide for
early identification of LES and
disabled students and shall provide
alternative assessment.

Extended
Opportunity
Programs and

Services

Requires assess-
mer* {EOPS
eligibie student

Requires basic
skills instruction
for students
who need it to
reach their
educational
goal

Disabled
Students
Programs and
Services

An |[EP must be
developed for
each disabled
student, specify-
Ing courses and
services needed
to meet the
student’s
specific need
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QUESTIONS AND ANSWEP",

As explained in the Statement of Intent (see pp. 1 1 through 1 12), the matenals in this handbook,
including the answers below, “represent the clearest understanding regarding the intent of the
regulations [55002 and 55805.5) to date. Should there be any further clanfication of the regulations
themselves .  the clarification would be consistent with [these] explanations (Subsequent to this
nit1al effort to strengthen standards, of course, there might arise a need to rethink some of the
issues. Should new policies or guidelines thus come about, they would not be enforced

retroactively )"
Questions:
1. Relation of “Philosophy” (55805.5) to “Rigor” (55002)
2. Composition of the Curriculum Committee
3.  Course Outlines
4. Reporting of Course Classifications
5. Transcripts and GPA
6.  Essay Tests
7 “Critical Thinking”
8. “Critical Thinking” and Vocational Education, etc.
9. "College Level”
10. Language and Computational Skills in Studio Courses
. 11.  Co-Requisites and Pre-Requisites

12. Establishing Requisites

13 Requisites and Civil Rights
14. Validation of Requisites: Non-Vocational Courses
15. Validation of Requisites: Vocational Courses

16. Unnecessary Requisite vs Low Standards

17.  Pre-College Level Occupational Training

18. Pre-Requisites and the “Sole Criterion” Prohibition
19  "College Level” Requirements and Civil Rights

20. Non-degree Certificates vs Associate Degree Courses
21. Repeatability of Courses for the Disabled

22. Non-Degree Credit vs. Noncredit
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Q

How are Sections 55805.5 and 55002a of the proposed revi<ion to Title 5
of the California Administrative Code related?

A course must meet the requirements of both sections. That is, a course
histed in 558C5.5 can only be offered if conducted with the level of ngor
specified in 55002a and, ordinarily, only courses that fall into one of the
categories in 55805.5 count for college credit.

An English course more than one level below English 1A, for example,
would not qualify for degree-applicable credit status, even if taught at
the level of rigor specified in 55002a. On the other hand, even if a course
is of the type covered under 55805.5, it must also meet the 13 criteria
histed in 55002a (except where criteria in 55002a 8-9 are “deemed
inappropriate” by the curriculum committee). College transfer courses,
for example, are not automatically considered degree-applicable credit
courses. They are stili subject to 2 local approval process sufficient to
determine that each of the 13 criteria have been met.

Some courses, such as some “stand-alone,” experimental, or higher order
skills courses, that do meet the rigor requirements of 55002a, may be
offered for college credit, even though they do not fall under 55805.5.
Such courses are appropriate for college credit if their treatment of the
subject is not restricted to immediate applications, but inirocuces
students to the key concepts and methods of a discipline.

When such courses are under review, the curriculum committee will look
closely for (a) comprehensiveness of content, (k) treatment of principles,
(c) diversity of application; (d) introduction of alternative viewpoints
and/or (e) critical assessment of conclusions.

For example, a course in “critical thinking,” taught in order to improve
student performance in other courses, could be taught with a
comprehensiveness and rigor fully comparable to that of a philosophy
course in informal logic -- or it could be taught strictly as a “study skills”
course. In the first case, the course would be degree applicable while in
the second, more restricted course, the course would be for nondegree
credit. (Either approach could appropriately begin with immediate
application of selected logical skills to the resolution of problems
students were having in other courses. However, in the course intended
for degree-applicable credit, the course would move beyond immediate
applications to the presentation of general concepts and principles.)
Evaluation of student performance in turn would be not only of the
students’ ability to apply these principles to immediate problems; but of
the students’ comprehension of the principles themselves as they might
be applied to a diversity of issues.
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What is the “curnculum committee” (55002a1, 10-12; b1), and how s it
to be selected?

The curriculum committee should constitute the highest level decision
making body that yields recommendations through administrative
procedures to the district board regarding courses. It must include
faculty and the district board must approve the makeup of this
committee. Beyond that, district board regulations regarding its
composition must be determined hy the mutual agreement of the
academic senate and college administration.

Under 55002a(3), what must the outlines include? Must they be
submitted to the Chancellor’s Office, or will it be enough to have such
outlines available on campus?

Outlines need not specify in detail each and every assignment, test, etc.,
since it is appropriate that the specific syllabi to be based upon these
outlines differ from section to section and semester to semester. What
the “outline of record” submitted to the local curriculum committee for
course approval must show are the course objectives, the skills to be
imparted, subject matters to be covered, the level of difficulty involved,
the kinds and frequency of assignments and assessments to be made, and
the amount of work to be required for each unit of credit.

In short, the outline should at once (a) provide the curriculum committee
eno''ah information to make a correct judgment regarding which credit
cat._~ry the course belongs in, and (b) make clear to each instructor
precisely what he or she is to be held accountable for in teaching the
course. Beyond these minimum requirements, which are sufficient to
assure that a course does in fact meet the requirements of the Title 5
credit status 1t has been assigned, teachers can and should exercise all of
the curricular and pedagogical ingenuity for which they were hired,
exceeding the required minimum wherever they judge it appropriate
without, however, exceeding expectations for lower division college
work.

Outlines will not ordinarily be submitted to the Chancellor's Office but
will be kept on file locally. (See “Documentation” under “Statement of
Intent.”)

(a) How are the classifications of courses approved by the curriculum
committees under 55002 and 55805 5 to be reported to the Chancellor’s
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Office? (b) Must courses modified to fit the requirements of 55002 be re-
submitted for approval to the Chancellor’s Office?

(a) Course classifications approved under 55002 and 55705.5 will be
reported through the usual course classification system in the
Course Activities Measure Report [CAM]. (Changes in definitions of
these caiegories to more accurately reflect 55002 and 55805.5 will
be provided by the Chancellor’s Office as soon as possible.)

(b) Courses that are modified and then approved in accordance with
Classification Procedures certifiec vy the Chancellor's Office are
considered to have approval (although subject to audit). Such
courses cio not need to be resubmitted to the Chancellor's Office.

(c)  Any courses whose funding levels shift as a result of the new Title 5
requirements should be reported to the Chancellor's Office. (See
“Documentation” under Statement of Intent.)

How are degree- and nondegree-applicable courses to be rerorded in
transcripts? Computed in the GPA?

Transcripts should indicate which courses are degree applicable. Grade
point average must be based upon all credit courses, both degree-
applicable and nondegree-applicable. (Colleges may show a separate
GPA based only on degree applicable courses if they so choose, but only
the GPA based upon all credit courses can be used to determine academic
progress, probation, financial aid, etc. See Section 55757 of Title 5.)

Does 55002a(5) mean that all courses must base course grades at ieast in
partupon: essays

problem-solving exercises

skill demonstrations
(does “or" = "and/or”?)

Yes -- aninstructor can use one or more of these, or combine these with
other types of evaluation Essays must always be at least part of the basis
of evaluation unless problem-solving or skill demonstration are clearly
more appropriate Essays, however, are rot limited to essay
examinations but include any written assignment(s) of sufficient length
and complexity to require students to independently select and order
their ideas as well as to express them clearly
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In 55002a(10), what is meant by ability to “think critically” and “to
understand and apply concepts at levels determined by the curriculum
committee to be college level”? (See also question #9)

The exact definition of these terms will be up to the local curriculum
committee, as will the process of applying this definition to the approval
of specific courses, so long as decisions based upon these critena do not
admit courses that would be widely regarded as not “college level.” In
certifying the approval process for a college the Chancellor's Office will
be looking for the specification of operational criteria somewhere in that
process. Even where the curriculum committee delegates the
responsibility for determining what constitutes “criticai thinking” to the
departments, they should still require that such determinations be
demonstrably made on the basis of these operational criteria. (E.g. upon
explicit references to some specific reasonirg skills in both the course
objectives and evaluation procedures which are supported by the course
content and materials )

Itis also assumed that while the working defirtions of these committees
will vary greatly from district to district, reflecting differing priorities,
terminologies, and cognitive theories, (e.g. Aristotle, Piaget, Bloom, etc.)
they will all nonetheless be recognizable as “critical thinking.” They
might, for example, call for the kind of analysis and composition skills
taughtin an English 1A course, or they might call for the exercise of good
judgment or the solving of non-routine problems associated with an
occupat-on,

Ability to think critically would thus typically include the ability to do
such things as-

analyze synthesize compare and contrast

explain evaluate justify

deduce conclusions diagnose apply prinaples

identify, anticipate or pose problems solve unfamihar problems
“Ability to understand and apply concepts at . .. college level” is the

ability to carry out any of *he above processes upon assignments d.fficult
enoughtto meet 55002a(11and 12).
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How does “critical thinking” fit into courses that teach “hands on* sklls,
such as physical education, some vocational education courses, and the
arts?

In general, 1t relates to "thinking ahead,” to correctly evaluating
products or situations, and to recognizing the need for certain actions,
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and being able to take such actions on one's own, without requiring
specific directions

e g Intyping: recognizing when what i to be typed makes no sense and
taking the initiative to inquire regarding the writer’s intentions; in
tennis: understanding the strategies appropriate to different situations;
in the arts: being able to critically assess a finished work, perhaps
comparing and contrasting it to other works; in auto repair: successfully
diagnosing and solving an unfamiliar problem.
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In 55002a (11 and 12), what is meant by “college level”:
“learning skills”
“vocabulary”
“educational materials”?

As with critical thinking (see Questions #5), developing and applying an
operational definition of these terms will be up to the local curriculum
committee.

“College level”might be operationalized by the curriculum committee’s
establishing a procedure for analyzing required texts or samples of
reading. They could also include a policy regarding the waiver of such
analysis for primary sources or established classics in given fields,
including standard textbook<. Such procedures and rules couid, among
other examples, reference readability formulae or standard college
bookstore lists, or texts used in an accredited four-year college.

On the other hand, the matter of determining “college level” remains
irreducibly a matter of judgment, of weighing principles rather than
applying rules. Determining whether or not materials are “college
level,” is a complex matter, often not reducible to even the best
readability formula. Certainly most of the material should be certifiable
as at least 10th grade, but some well-written warks of merit have lower
readability measures, while other texts may have a high readability
measure only because they are poorly written. Of probably more
importance than readability per se 1s the complexity and breadth of the
ideas and the care with which they are presented. The value of the
content and the quality of the presentation should always be given
greater weight than readability alone.

This operational definition should, of course, yield decisions regarding
“college level” that are within what the wider community commonly
accepts as college level work, but it may take whatever form meets the
need of the individual college or district. Where the curriculum
committee delegates the responsibility for determining what constitutes
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“college level” to the divisions or departments, they should still require
that such determinations be demonstrably made on the basis of these
operational critenia.

Are college level language and computational skills always necessary?
What about, for example, a studio course in music or art or in a hands-on
occupational course -- courses sometimes collectively referred to as “not
‘reading’ dependent (or not “computation” dependent)?

College level language and computation skills are not essential to all
courses. (Critical thinking skills, on the other hand, and college level
study skills, etc. (i.e., those in 55002a, 10-12) are required of all college
level courses and cannot be set aside by the curriculum committee. The
right to deem certain of the college level skills as “inappropriate” is
reserved to the committee with respect only to the skills mentioned in
55002a (8 and 9). Where a department recommends to the curriculum
committee that such skills are not necessary »» a given coutrse, the burden
of proof is on that department to show the inappropriateness of the
requirements [e.g., by reference to widespread practices of other
colleges, especially of fo:'.-year colleges -- or to a properly conducted job
anaysis of the occupation in question]. Whatever skills were called for in
the course, on the other hand, they need to be exercised at a level of
competence and complexity sufficient to merit their being cornsidered as
“postsecondary” by those knowledgeable in this area [e.g., by the
occupational advisory committee].)
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In 55002a (9), are "co-requisites” as permissible as "pre-requisites”? Is
there really a difference? What is the relaticnship of these subsections to
the Board Policy, Proposal for Further Strengthening Academic
Standerds, January 1987, which requires “requisites” for all entry-level
degree courses and all levels of basic skills instruction?

Note: Requisites are to be phased in over a three-year period. The
answers in the sections that follnrw should be taken as the best answers
to date -- ith more precise and better founded guidelines to develop as
the process unfolds. Meanwhile, colleges are strongly advised to shun
across-the-board pre-requisites and to treat unvalidated pre-requisites as
recommendations only.

Yes, a “prerequisite” 1s a skiil or body of knowledge necessary to
successfully participate in a given course; that i1s, without such
preparation the student would be lost almost from the first day of the
course. A “co-requisite,” on the other hand, s a skill or supplementary
body of knowledge that i1s necessary to successfully complete a given
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course It may be taught concurrently with the course in question,
assuring that the necessary skill or supplementary knowledge 1s available
to the student by the end of the course for which there is a co-requisite.
A co-requisite might be a skill that can only be well learned in
conjunction with a subject-matter course; for example, a skills co-
requisite course that taught how to write research papers might best be
taught in conjunction with a subject-matter course in the social sciences
that required the completion of a term paper.

In courses that are dependent upon “language skills,” 55002a(9) reqires
eligibility for enroliment in associate degree credit courses in English as a
pre-or co-requisite. Similarly, in courses dependent upon computational
skills, eligibility for college-level mathematics (see 55805d) is required.
The local board 1s to determine when such dependency exists on the basis
of empirical evidence. (See Questions #14-19))

12,

Board of Governors Proposal for Further Strengthening Academic
Standards, Folicy #2, January 1987 (see attached) recuires the
establishment of skill requisites (see Question #11) for al” entry level
degree and certificate courses and for each level of a Basic Skills
Curriculum How are these established?

College level requisites are to be established through the college-wide
curriculum committee, but these requisites must be validated as bearing
some demonstrable relationship to the work required in the course.

The Board policy allows for at least a three-year phase-in of this policy
during which the necessary data may be collected. During this :nterim,
colleges are strongly advised to make very clear to students that the
unvalidated pre-requisites are only recommended

13

231/43

Is there an inherent conflict between the requirements of the new Title 5
regulations for establishing pre-requisites and the federal requirements
for non-diccriminatory admission of students, as these have been
Interpretad by the Office of Civil Rights? Could a college find that in its
efforts to comply with one set cf requirements it had necessarily violated
the other?

No, there 1s no fundamentai conflict here because the new regulations
permit curriculum committees to deem certain requirements
inappropnate, and the new Board policy takes into account existing case
law on the subject Nonetheless, the establishment of pre-requisites can

J4
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lead to direct contradictions if they are not developed with civil rights
considerations firmly in mind.

Pre-requisites: The Board of Governors policy (January 1987) requires
the establishment of valid pre-requisites to be developed and tested over
a phase-in period. Until pre-requisites are validated, they should be
recommended only. Any existing pre-requisites are assumed to be
validated. Should they be challenged as discriminatory, a college would
be called upon to show that they were valid.

To assure comrpliance with civil nghts laws when making determinations
regarding pre-requisites, the curriculum committee must consider the
following:

(a)  Will the pre-requisites disproportionately exclude members of
protected groups? (A rule of thumb used in the Uniform Federal
Guidelines on EEOC for determining empleyment discrimination is
that a selection practice is vulnerable when the rate of
underrepresented groups selected is less than four-fifths of the rate
for fully represented groups.) For example, an ethnic group whose
members are at this time mostly of limited English proficiency, for
example, would be disproportionately excluded by the requirement
to read and write English as the competence required for entry into
English 1A.

(b) 1If so, is the pre-requisite valid? (See below) If not, the curriculum
committee must “deem” that pre-requisite unnecessary.

(c) If the pre-requisite is valid, has a “bridge” into the class been
provided? If a pre-requisite has a disproportionate and hence
discriminatory impact, then the college is obligated, under both the
civil rights laws and recent Board of Governors policy, to provide
and publicize a way whereby a student not initially eligible fo:
enrolimentin a course can be enabled to meet the pre-requisites.

14.

231/43

How is validation of requisites in non-vocational courses to be
accomplished?

Ordinarily, requisites for a non-vocational course are validated by
showing that students who do not have these requisites are significantly
more likely to receive unacceptable grades in the course. Validaticn
should be based upon data from a number of sections. (Colleges
teaching comparable courses from approved outhines with similar
objectives, content and evaluation methods may combine data or
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reference each others findings for validation.) Specific suggestions
regarding how this can be done will be developed during 1987-88.

When data show that students without requisites do tend to fail a non-
vocational course, the curriculum committee should satisfy itself that the
stated course objectives of entry-level courses do in fact fall within what
would generally be regarded as “lower division college work” and a:e at
entry level -- before establishing a requisite. (Where these objectives
clearly necessitate the course work and the consequent levels of
competence, they support the validity of pre-requisites posed in terms of
these competencies.)

Sequenced courses above entry-level may set as a pre-requisite
completion of courses earlier in the sequence, without having to validate
separately these courses as pre-requisite on the basis of empirical studies.
(E.g. French 2 requiring French 1, and calculus requiring algebra and
geometry.) Conversely, course objectives of courses earlier in a sequence
can be justified as necessary by referring to the requirements of the
subsequent coursework these carlier courses are supposed to support.

55002(a)(9) requires that in degree-credit courses whose stated
objectives can only be met by extensive reading and writing, the level of
language skills employed must be one level below English 1A or higher.
Thus students coming into such classes must either have such skills or be
concurrently enrolled in an appropriate skills course. Similarly, a course
involving abstract mathematical explanations and assignments using
formulae, grapbs, etc., must be difficult enough to require ability at the
level of algebra, or completion of an algebra co-requisite, if it is to ccunt
toward a college degree.

The force of this requirement s that for language- or mathematics-
dependent classes, college level is defined as requiring such skill levels.
The requirement itself, therefore, cannot be waived for the course as a
whole even though it can be for individual students; that is, the
curriculum committee can determine that a course is not reading-
dependent, but 1t cannot determine that in a course that is reading
dependentthe language skills can be lower than those here specified.

If empirical evidence shows that students without the requisite language
or computational skills can typically pass the class, that does not mean
that these requisites are not essential, but that the course itself may not
be rigorous enough. (It could, of course, also mean that the course was
exceptionally well taught.) Degree-credit courses, in which communica-
tion or computation are cnitical, must be demanding enough that
students lacking the skill level specified in 55002a(9) would typically be
unable io succeed. (On the other hand, the curriculum committee
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cannot arbitrarily determine that a given course ought to have reading
as central simply to justify an across-the-board requirement. Studic art
and P.E. courses -- performance courses -- are traditionally taught, even
at universities, with little or no reading or writing. While such courses
certainly could involve reading and writing, insisting upon objectives and
hence requisites that excluded underrepresented groups from such

classes on the basis of reading or writing skills would be of questionable
validity.)

15. Q

How is validation of requisites in vocational courses to be accomplished?

If a given requisite tends to exclude students from underrepresented
groups from occupational courses at a rate greater than the exclusion
rate of fully represented students, the requisite mus: be validated in
three steps: (1) The requisite must be shown to be necessary to succeed
in the course (see a in Question #13), (2) Research shows the requisite to
be valid relative to the course objectives. (3) The gbjectives themselves
must be validated against the occupation in question. This vahdation
may be accomplished by reference to a survey of employers or by
reference to a properly conducted job analysis; or it may reference
properly conducted studies of the occupation done nationally, statewide,

or at other community colleges; or cited in the literature insofar as these
can be shown to fit the local situation.

In other words, the knowledge or skills that constitute the objectives of a
course, if they constitute barriers to underrepresented g-oups, must be
shown to be either required or desired by the occupation in question. An
objective of an occupational course is valid when students lacking that
skill or knowledge would be regarded as “not employable,” or as
“underprepared,” or as “no better prepared than someone without
training.” It is also valid if employers would regard a college that hasn't
provided such skills or knowledge as “not having done its job" -- or else
would regard a college that had provided them as doing an exceptionally
good job and would preferentially hire students with such skills.

16. Q

231/43

Is it always the case that when empirical research shows that the pre-
requisites are apparently not necessary, inasmuch as students who lack
them do not typically fail the course, then these requisites are in fact
invalid and must be eliminated from the course?

Ordinarily, such a finding of “no failure” would invalidate the requisite,
where the requisite itself would tend to disproportionately exclude
underrepresented groups. However, the finding that no requisite skills
are necessary could also result from the course being taught at too low a
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level. In such a case, one of the other two validation methods could be
appealed to. That s, if the course is easily passed because the objectives
of the course are incomplete, or because the evaluation of the
accomplishment of these objectives is too weak, then the course should
be strengthened and the requisites justified in one of the following
ways:

(a) Non-occupational: Comparison of course objectives, content,
materials, and evaluation standards to courses with similar titles
taught at other four-year and other two -year colteges; comparison
of required exit skills in introductory courses, or courses earlier in a
sequence, with the "entrance skills" pre-supposed in subsequent
courses.

(b) Occupatioral: Comparison of course objectives, content, materials
and evaluation methods to past, current and emergent practices in
the occupation, to the requirements defined by the advisory
council, or to feedback from employers of graduates.

If college-level requisites cannot be validated for a given occupation, Is
the college obligated to provide training /or that occupatior in courses
that are not degree applicable?

No A college certainly may do so, but a college has no legal or
regulatory obligation to provide for occupational educatic n, as such, at
less than colleae level. The college is, however, obligated to provide
whatever non-degree credit courses are necessary to provide students
with the skills and knowledge necessary to participate successfully in the
occupational programs they wish to enter. See Board of Governors
Policy #1, Policy Proposals for Further Strengthening Academic
Standards, January 1987.)

Note: This answer represents a change of position on this point from that

taken in earl.er drafts and stated in previous telephone conversations.

231/43

Even where a pre-requisite is valid, couldn’t it still be considered a “sole
criterion” for admission of the sort outlawed by civil rights laws?

Even where the pre-requisice skills or know.edge have been validated as
appropriate for a given course, the test used to determine whether
someone has the necessary skill or knowledge must itself be validated
and non-biased. It must, moreover, be supplemented by other measures
capable of overnding test scores where indicated. These measures can

4-12
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include recommendations by previous instructors ur employers and/or
interviews with the studentin question.

Colleges should provide an appeal procedure that settles cases of
reasonable doubt in favor of admission, should the student so choose.

Even in the case of a sequenced serics of courses, since it i1s at least
possible for a particular student to have acquired the knowledge
necessary for entry elsewhere, it must be possible for students to appeal
a pre-requisite and demonstrate adequate mastery on a case-by-case
basis. Where reasonable doubt exists, again, the requirement should be
waived in those cases where a student counseled on the probabilities of
success chooses to gamble and insists on taking the course anyhow.

19. Q

Apart from pre-requisites, isn‘t there still an inherent contradicticn
between the civil rights requirements that student not be arbitrarily
excluded from vocational courses and the new Title 5 requirements that
any course to be offered for degree credit -- whether vocational or not --
must rely upon “college level” assignments, vocabulary, and critical
thinking?

There may a problem here. For even though the specific definition of
these criteria is left to the curriculum committee, thesc requirements
cannot be eliminated altogether by that committee. And by any
ordinary interpretation of any one of those terms. it would seem
probable that at least some protected groups would thus be

di.proportionately barred from participation in degree credit course:.

including vocational.

On the other hand, as a matter of simple logic, one can hardly object to
the insistence that for a course to count toward a lower division college
degree, it must require lower division college level work.

The way out of this dilemma is to permit any vocational course 11 which
there is no valid occupational requirement for college level abilities to

ofier a version where no “college level” pre-requisites are set.

Completion of these courses would count only toward a certificate, not
toward a degree. (Students who later changed their minds regarding
career plans and wished to obtain an associate degree could not count
such courses toward the degree, however.)

Note: Thisis a change in position from previous drafts where college were

not only permitted to offer such courses but were required to do so

23143
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20. Q How can the same vocational course count towards both a non-degree
. certificate and an associate degree?

A It can't, if it doesn’t meet the requirements of a degree credit course.
There may, however, be two versions of a course, with dif‘erent course
numbers:

(1) A "Non-Degree Credit” version, designed for students who have no
occupational need to meet the “college level” skills requirements ;
and

(2) A "Degree Credit” version, incorporating requirements for college
level work in occupationally relevant ways for those who want to
apply this course work toward an associate degree.

These courses would ordinarily be taught in separate sections, but where
enrollment or available facuity cannot support &t least one section for
each version, the courses could be taught jointly in one class, with
different requirements for successful completion of the course.

Since there are many occupations that do not require college level skills
but that do benefit from them, students in many occupations will find
themselves more iikely to be hired, and certainly more likely to be

‘ promoted, if they possess such skills. 1t is thus certainly in the interests of
vocational students that colleges offer degree credit courses in any
vocational field for which 1t is possible to design appropriate courses.
And it is valid to set agpropriate pre-requisites for these, just as long as
there are “bridges” into these courses

21 Q How often can courses for the disabled be repeated (55002a 13 and b8)?

A Other new Title 5 regulations for disabled student programs and services
are proposed to permit disabled students to repeat courses for credit in
both degree and non-degree applicable special classes (Section 56044) in
accordance with district policies adopted pursuant to that proposed
regulation. Further, the Chancellor's legal counsel has cdvised that any
class may be repeated by a disabled student if necessary to provide that
student “reasonable accommodation” under §504 of the Rehabihtation
Act of 1973. (Special classes for the disabled, of course, remain subject to
all the provisions of 55002 and 55805 5 )

22 Q What is the difference between “Non-Degree Applicable Credit” and
“Noncredit”?
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In general, “Non-Degree Credit” courses are of two kinds:

(a) Vocational courses that train students for occupations in which the
possession of “college level” skills may be desirable for
advancement but are not, strictly speaking, necessary for entry into
the occupation. (See question #12.)

(b) Academic Development and Basic Skills Development courses which
prepare students to succeed in the types of courses listed under
55805.5, or courses in a sequenced series whose final objective is the
acquisition of such skills, are categorized as Non-Degree Applicable
Credit courses so long as all of the criteria specified in 55002b are
met.

Noncredit courses must fall under one of the nine areas covered by the
Education Code, Section 84711a (1-9) (see Attachment) and meet criteria
specified in Title 5, Section 55002¢c. These courses may or may not be
designed to prepare students to succeed in degree-applicable courses.

10€
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MODEL P?OCEDURES
or
Classifying Courses for Credit

under
Title 5, Sections 55002 and 55805.5

Contains Models:

Outline:  Request for Approval of a Course

Form: Request for Exception
Checklist: Recommending Classification of a Course (for use by the
Department)

Checklist: Classification (for use by the Curriculum Committee)

These materials are not required for use but are included only for information (see

Statement of Intent),

231/43 .
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MODEL FOR USE BY DISTRICT CURRICULUM COMMITTEE
Mmmomom

~ .4"." )

4(;

‘ :n*riw Lo '
J»x&ﬁg\ s v w,
E Course Name AT o
Program
Catalog Description

—*
Entry Level Skills, Pre-Requisites andior Co-Requisites

n
Courses applicable to the degree must be of sufficient difficulty that if students are to succeed in
the course they must enter it with certain competencies, or else be concurrently enrollez in courses
designed t-. develop those competencies. Such requisites may ether be recommended or validated
as requirements. (Validation requirements are explained in Question and Answer Section,
Questions #12-17, of the Academic Standards Handbook ) To assure open access, a way must
always be provided and publicized whereby students not initially eligible for enroliment in any
course because of the pre-requisites can gain the necessary competencies.

ted Credit Classification (Applicant) Recommended Credit Classification (1st Review)
B ree Applicalle Noncredit Degree Applicable Noncredit

Non-Degree Applicable Revised Non-Degree Applicable Revised

mill be taught by a credentialed instiuctor? | Repeatable only as
permitted by law Yes E] No [:]

55002-M-3/87-p 1 Shaded boxes checked qualify course for degree credit
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This outline should contain sufficient informatieh to:
(a) Permit the curriculum committee to correctly determine whether the course should be
;hsasg;igd as noncredit, non-degree credit, or degree credit under Title 5, Sections 55002 and
(b)  Clarify the minimal obligations of the instructors of the course. (All instructors should be
familiar with this outline and should use it in planning their courses, though their own
syllabi may add objectives, goals, content, assignments and/or materials, may describe topics
and objectives somewhat differently, and may place them in a different sequence.)

Objectives:

Limit these to the maximum number of critical objeciives that con be effectively monitored and
assessed. Formulate at least some of them in terms of stu%nt gcg_q,n_mm ments concrete and
specific enough that it can be determined to what extent they have in fact been achieved. For
degree-applicable courses, include objectives in the area of “critical thinking” by requirii.. such

outcomes as the ability to independently analyze, srnthesi_ze, explain, assess, anticipate and/or
define problems, formulate and assess solutions, apply principles to new situations. etc.

m
Texts, Other Readings and Materials

(List typical or required primary sources, terts, and other materials; or reference college
bookstore computerized histings, etc.)

Determining whether or not materials are “college level” is a subtie matter, often not reducible
to even the best readability formula. Certainly most of the material should be certifiable as at
least 10th grade, but some well written works of menit mamave 3 lower readability measure
while other texts may have a high readability measure only because they are poorly written. Of
probably more importance than readability per se is the complexity and breadth of the ideas
presented. The value of the content and the quality of the presentation should always been
given greater weight than readability alone.

D Primarily College Level
[] eprimarily not College Level (How Determined)

55002-M-3/87-p 2 ’
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Assignments: hours per week (or equivalent)
List types —

O Cclass participation and assignments require and develop critical thinking (see Objectives)
Describe how:

0 Primanly College Level Not Primarily College Level
[ 2 ours of independent work done out of class Ratio of amount of werk per unit
per each hour of lecture or class work, or 3 hours of credit required by curriculum
lab, practicum, or the equivalent, per unit. committee for a nondegree credit
course is met.
—“
Assessment:

Grades will be based upon:

[J ESSAY* (includes not only “blue book” exams but any written assignment of sufficient
Ien?th and complexity to require students to select and organize ideas as well as to
explain them. Some items should demonstrate critical thinking.)

O computamion

O non-compuTATIONAL PROBLEM-SOLVING (Criucal thinking should be demonstrated by
the solution of unfamiliar problems that admits various solutions or various strategies for
achieving the solution)

O SKILL DEMONSTRATION

O MULTIPLE CHOICE

[0 OTHER: Describe
*For degree credit: (a) at lvast one shaded box must be checked and (b) if “essay” is not checked,

it must be explained why essays are an inappropriate basis for at least part of the grade in the
course

$5002-M-3/87-p 3
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Course Content ‘
College level courses should stress general principles of wide aﬁplicability. Where such principles
are presented initially in terms of specific applications, they should be generalized and students

asked to apply them to novel! situations.
List Topics

This application is recommended for use. in the local approval of courses. It has been designed
by the State Chancellor’s Office to incom'ate new provisions in Title 5, adopted by the Board
of Governors and written into law in 1986-87. These new regulations have resulted from the
sustained cooperation and the vision of faculty and curriculum office:s throughout the state. In
carefuly defining the characteristics of a college-level course, they provide the opportunity for
colleges to rethink the significance of their degrees and assure high credibility to the Associate
degree earned anywhere in California.

55002-M-3/87-p 4
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REQUEST FOR EXCEPTION

Section 55002a(8) authorizes the curriculum committee to determine the
appropriateness of entrance skills and requisites for any given course. 55002a(9) also
authorizes it to deem whether or not language andior computational skills at the
associate degree are essential to success in a given course. Finally, 55002a(10) and (11)
authorize this committee to determine what is “college level” in learning skills,
vocabulary, and in the ability to think critically and apply concepts.

These respoasibilities will ordinarily be accomplished by the publication of guidelines,
forms, instructions, and training materials. But the curriculum committee may also
make some determinations on a case-by-case basis where cases are not covered by the
guidelines or where the individual merits of a case justify departure from them. (It is
advisable that disposition of such cases be made by a committee rather than one
individual and that the rationale be made public, thus creating clear precedents for the
handling of subsequent exceptions of a similar nature.)

Course Name TOP Code

Program Date

NATURE OF THE EXCEPTION REQUESTED AND RATIONALE

Requested by Date

231/43
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REQUEST FOR ADDITIONAL INFORMATION

O EXCEPTION PERMITTED
O EXCEPTION DENIED
Reasons

Signature Title Date

113
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MODEL Checklist for R

tations of regulations

. Forthe Use.of Department or Other injtial Screening Committee |

ing Llassification of a Course

For a course to qualify for credit, all single boxes must be checked. For it to qualify for degree credit, all the
shaded boxes must be checked (Shaded boxes = “yes”; white= “no”) Italicized comments are interpre-

CRITERIA

DOCUMENTATION

Student Needs
Meets the needs of students eligible for
admission [55002(b)(1))

a0

Definition of appropriate target population

B0

Outline

Each section completed with enough infor-
mation to permit assessment in terms of this
checklist [55002(a) and (b)(3)]

Completed Application for Course Approval

Content
Content introduces students to the key
concepts and methods of a discipline

Syllabus submitted with the application listing:
topics ‘
texts or other materials to be used

00

Pre-Requisites/Entrr level skills

Pre-requisites are clearly stated and justified.
If course objectives call for regular reading or
writing assignments, students must be
eligible for a course no more than one level
below English 1A. If they call for math-
ematical understanding studerts must be
eligible to take Algebra (Pre-requisites are
valid; ways to meet pre-requisites are
available)

Stated Pre-Requisites or Co-Requisites

and
Information upon the tendency of students who
lack requi-2d skills to do poorly in the course or,
for vocational courses, information regarding
employer expectations

or
Recommend requisites

Quality of Assignments
To successfully complete assignments
students must:
Comprehend college level reading and D [:]
lectures D D
Analyze, synthesize, criticize, solve
problems, apply principles

All of the following:

Examples of typica?weekly assignments

Brief descriptions of term papers, projects,
activities, or other long term assignments

Evidence of difficulty of assignments

Quantity of Assignments

Answer essay questions requiring analysts
andior the relating of parts of the
course to each other, or to practical
applications or

Solve problems* or

Demonstrate a skill*

Students must complete work outside of [ J[_]] Either: _

class, without direct instructional supervision, Assignments indicated in the syllabus

for an average of tv'0 hours per week for , OR _

each unit Stated intention to assign work 1n a certzin ratio
Type of Evaluation Either

All students are evatuated against a common D D Type of test

standard based on their ability to OR

Description of other evaluation techniques
including at least one specfic example and a
statement of the cniteria

Limits Repeatability

Course may not be taken for credit a second
time except to bring up an unacceptable
grade, or under the special provisions of
51000, 55761-3, 56044 and 58161. If course
substantially duplicates content of another
course, credit is permitted for only one.

O

Either
Statement in the application
OR

Publication of limits on repeatabulity in catalog

D Comments on back
D Recommended for approval

[] Not recommended for approval (see back)

Signature of Reviewer Date

Title Phone No.

* If deemed approriate by curriculum committee

ERIC 231743
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Comments |

O Inorder to quality for the credit category requested, the following changes or
clarifi-ations are needed:

O Not Recommended for Approval

Reasons:
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Course Ti!

Course approved as:

[ OEGREE CREDIT

_ f:] NON-DEGREE CREDIT

*)DEL Checklist for Classification CURRICULUM COMMITTE &Vl EW

[] NONCREDIT

OUTLINE

D [:] Common to all students

J[J] common toall students (ss002b4)

E] D Mutual Agreement with K-12

PRE/CO-REQUISITES

Language and computational
skills, if needed, are sufficient for
enrollment i AA degree |evel
courses (55002a9)

REPEATABILITY

D W ggggatable only under 51000,

1-3, 56044, 58116 (55002a13)

Repeatable oaly under 51000,
55761-3,560¢4,58161  (55002b)

|

(if differei t)

Objectives, Scope Content (5500224) Prepares students to succeed in a
v i : Covered by ECB4711
(O[3 covered by 58505 5a-e n the type of courses in 55805.5 [0 Covered by £caey
Od O = ves O Transfer [[] oOneofasequenced series of S Parenting .
[ =no O Non-baccalaureate occupational courses whose final objective is o Adult Basic Education
major the acquisition of such skills P English as a fSecond Language
o IfEnglish: 1level below Eng 1A , OR Citizenship for Inmigrants
or less D A é&a'ﬁ_ais that facilitates 8 Substantially Han_dncar)ped
O If Math: Algrebra or above measurable progress toward an Short-term Vocationa
o Equivalent English or Math educational goa (s60300 | O  Training with High Employ-
0 zssaos.S) OR ° ment Potential
D D Introduces students to the key D Prepares students for a non- Older Adults
concepts and methods of a col ege-onenteg Roccupat:on g norr; fhEcogcsarr} ncts
iscipli “ ealth and Safe
fésvcg)!i)ne (55002a12 “College D None of the above y
Required Assignments 30 College Level Readi?&m.” 212)
Critical Thinking: Requires
analysis, synthesis, evaluation,
and/or problem solving (55002a10)
Scope and intensity of work Amount of student work
Homework H requires independent study L required per unit of credit
outside of class (55002070 | [] earnedis the amount reugired
[ Quantity: 2hours per week per by curriculum committee for
D one hour class time per unit or non-degree courses
equivalent (55002a6) (55002b6)
[J[J Measures student performance [0 Measures student perform: ce [] states method for determin-
Evaluation in terms of stated objectl(\gg(s’o 226) D in terms of stated objective D ing whuther course ob('ectives
D D Bases grades on demonstrated (55002b5) have been met 55002¢4)
proficiency in subject matter
(5500226) -
[] D Bases graded on essay unless Print College Name Here
problem solving or skill demon-
stration is more apgropriate S —
PRrop (5500226) gtatc;_c Course ID Reque;ted TOPS #
. , PR . redit category requested:
GRADE D Culminatesin a formal grade D Culminates in a formal grade N
D based on uniform stan a(ds D based or uniform standards [Degree [JNon-degree [JNoncredt
= 5500229) (55002b3) | Approved Top#

Reviewer Phone #

Comments on Back? Yes[JNo[]

O
=R C ized sections ure working interpretations of law or regulations.

FullToxt Provided by ERIC.
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COMMENT

Reasons:

Curriculum Commit ‘ee Reviewer

Date Phone Nu.

O COURSE NOT APPROVED

Official of Curriculum Committee

Date Phone No.

0 COURSE IS NOT RECOMMENDED FOR APPROVAL
\
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SAMPLE FORMS AND PROCEDURES
Contra Costa College




1/87

. DEPARTMENT STANDARDS FOR OUT-OF-CLASS COURSE WORK

CONTRA COSTA COLLEGE

To complete the State-mandated requiyements for academic standards, each
Department (program) of the College must establish its own standards for
determining the required out-of-class work per hour for graduation credit
courses.

DIVISION:

DEPARTMENT:

DATE:

The following minimum out-of-class work standards were approved

at a Division meeting held on (specify date)

for department.

1. Number of pages of writing required of students out-of-class
per hour:

pages

2. Number of pages of reading required of students
out-of-class per hour:

pages

3. All problem solving assignments or skill development
practice must be sufficient to fulfill the work-per-unit
requirement.

SIGNED:

Department Representative

Division Chairperson

Area Dean

. PLZASE SEND THIS COMPLETED FORM TO COLLEGE DEAN

Form ASII
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(]

(]

Course Department and Number _

Course Title

GRADUATION CREDIT COURSE
CHECK-OFF FORM

(55002a(1)] .

The date of the meeting at which this course was
recommended was - (Minutes of the college
Instruction Committee are on file in the office of the
College Dean)

The Governing Board must approve each course ([55002a(1)].

The date of the meeting at which this course was approved
was_ - (Minutes of Governing Board
meetings are on file in the Office of the President)

The instructor mugt be credentialed [55002a(2)]. o

All instractors of this course have credentials.

Area Dean

(Information on instructor's credentials is maintained in
the District office. A current schedule listing the

teacher of record for all courses is available from the
office of the College Dean)

& complete course outline must be on file [55002a(3)]

A. A course outline for this course is part of this file

1

B. A Worksheet on Course Academic Standards is part of
this file

C. The outline includes:

1. The scope and content of the course.

2. The number of units students earn by completing the ‘
course.




VI.

VII.

VIII.

IX.

3. The objectives of the course.
4. The teaching methods used for the course.
D. The Worksheet includes:

1. The homework assignments for the course, including
reading and writing assignments.

2. The evaluation methods used for the course.

nal objectives must be common to all students

Instructio
[55002a(4) .

The instructional objectives are common to all students as
confirmed by the course outline and workshaet as submitted
by an instructor and reviewed and approved by the College
Instruction Committee.

ess m

\'2
demonstration is more appropriate [55002a(s)].

This standard is met as confirmed by the course outline and
worksheet as submit%ed by an instructor and approved by %he
College Instruction Committee. .

A formal grade must be assjgned [55002a(5)].

This -~+tandard is met as confirmed by the course outline and
work:- aet as submitted by an instructor and approved by the
College Instruction Committee.

Three hours of work per week must Le required per each unit
awarded at completion [55002a(6)].

This standard is met as confirmed by the course outline and

worksheet as submitted by an instructor and apprcved by the
College Instruction Committee.

ed even i

Some work outside of class must be required even if
Stendard VIII is met by work in class [55002a(9)].

This standard is met as confirmed by the course outline and
worksheet as submitted by an instructor and approved by the
College Instruction Committee.

- st b
when needed for guccess in the course [55002a(9)).
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XI.

XII.

XIII.

XIV.

Pre-requisites or requirements for concurrent enrollment
have been specified in the catalog and schedule in
accordance with the worksheet as approved by the College
Instruction Committee.

Area Dean
(The current catalog and schedule are on file in the office
of the College Dean)

[o] e re.college level language and

8
computational skills [55002a(9).

This standard is met as confirmed by the course outline and
worksheet as submitted by an instructor and approved by the
College Instruction Committee.

thinkin college level

The cours st i criti
vocabulary and learning skills [55002a(10-11)].

This standard is met as confirmed by the course outline and
worksheet as submitted by an instructor and approved by the
College Instruction Committee.

The course must require college level educational materials

[55002a(12) ].

This standard is met as confirmed by the course outline and
worksheet as submitted by an instructor and approved by the
College Instruction Committee.

The course may be repeated [55002a(13) and Division 2,

section 55761-55763, 58161]

Once to remediate a "D" or "F" grade. 1In addition, it may
be repeated not more than three additional times if:

A. It is a skill class in which it is reasonable to expect
the skill level to increase with each repetition. This
course ia-repeatable under this provision and has been
so approved Ly the Curriculum Committee.

The context of the counrse changes from semester to
semestefr 5o that we gould be using different numbers.
(For example, a course in opera which deals with German
operas one semester, Italian operas another.)

This course claims to be repeatable under this

provision. This file contains detailed information as
part of the course outline and worksheet.
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In no case may a family of courses be taken for a total
of more than 4 times under A or B (for exanmple,
beginning, intermediate, and advanced tennis are a
fanily).

The course must fit one of the following catagories

[55805.5, "

A,

It is acceptable as a lower division course that counts
toward the baccalaurate at:

1. California State University at

2. University of California

(College articulation agreements are on file in the
office of the College Dean)

It applies to the major in a non-baccalaurate
occupational field (Major requirements are listed in
the college catalog which is available in the office of
the College Dean).

It is an English course not more than one level below
1A (the first transfer level composition gourse),

Information on the English Program is in the College

Catalog which is available in the office of the College
Dean.

It is a math course in Elementary Algebra or above.

(The course description is part of the course outline
which is available in this file)

It is a course which teaches math or English but not
taught in these departments which does, however, meet
the standards of 3 and 4 above, ie., if an English
course, it is not more than one level below 1a; if a
math course, it is equivalent to Elementary Algebra or
higher. (The course description is part of the course
outline, which is available ia this file.)
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WORKSHEETS ON COURSE ACADEMIC STANDARDS
CONTRA COSTA COLLEGE

INSTRUCTIONS: These forms on Academic Standards must be completed for
EACH course in the curriculum that applies toward completion of the
Associate Degree (graduation). When completed, the forms should be
forwarded to the College Dean for review by the Instruction Committee.

(Note: All information requested on these worksheets are required by State
mandate.)

ZNTRODUCTION

A. Course subject and number:

B. Course title:

C. Name of instructor(s) submitting this form:

D. Graduation Credit: (check one)

—— This course should NOT apply toward graduation. This form is

being submitted so the information can be used for the Course
Expectations document.

This course should apply for graduation credit.
E. This course has been articulated as transferable to CSU or UC. .‘

YES NO Articulation officer Initials:

I. STANDARD 1: Collegiate in Vocabulwry and Educational Materials

A. Assigned Textbooks (List by title and author)

B. Grade level of each text (attach readability scores on computer
printout).

C. 1If texts assigned have readability scores below grade 12 for four
(4) or more of the text standards, then list below at least three
other colleges {‘hat use the text for a graduation credit course.

Text 1 Text 2 Text 3
College 1:

College 2: .

College 3:




@ .

D. If the text is both below 12th grade on four or more standards
AND is not (to your knowledge) used for graduation credit
courses at tnree or more other colleges, then your division or a
committee of your division (not including instructors of the

class) must review the text and agree that it is collegiate
level.

The following people met and reviewed the text:

Date

They [ ] agreed [ ] disagreed that it was collegiate level.

Division Chair

STANDARD 2: Writing and Critical Thinking Requirement

(Note: All graduation credit courses must require essay writing as
part of how students are graded unless essays are inappropriate to
course objectives, AND problem solving or skills demonstrations are
more appropriate. An essay is defined as a writing assignment

completed in class or outside of class, AND submitted to the teacher
AND graded.)

To meet the requirements of this standard, please follow these
instructions:

A. Attach to these worksheets BOTH
1. A sample test used for the course demonstrating essay
writing or the alternative described above:
2. A sample of other typical course assignments demonstrating
essay writing or the alternative described above.

B. Attach a course syllabus which specifies how grades will be
calculated. Be certain that the procedure provides for 50% or
more of the grade in the course to be the result of evaluation
of essay assignments OR, if inappropriate as explained above,
show how problem-solving assignments or skills demonstrations
are used to provide for 50% or more of the grade.




C. If the essay assignments (or alternative described above) ‘
constitute LESS than 50% of the grade, then the division or a
committee of the division must review the arrangements and
exams, or samples of these, on which the grade is based *o
determine whether the arrangements do require students to
analyze,synthesize, and evaluate the material they learn
(memorization alone is not acceptable). Further, that the
course is collegiate level in the critical thinking skills
required of students, in learning skills required of students,
and in concept usage required of students.

The following people reviewed the assignments:

Date

They ( ] agreed [ ) disagreed that they are collegiate level
in critical thinking, learning skills, and concept usage
required for satisfactory completion.

Division Chair .

The materials reviewed by the committee must be submitted with
this form to be retained in the permanent file for this course.

STANDARD 3: Required Entry-level skills
A. Indicate ENGLISH prerequisite: (NOTE: IF this course
requires writing, then to be considered as a graduation

credit course, the prerequisite writing skill level must be

parallel to the prerequisites for English 142B, 143B, 145B
or 1A.)

1. sSkills sufficient for entry to English 142B, 143B, or
145B.

<. Concurrent enrollment in English 142B, 143B, or 145B.

3. Completion of English 142B, 143B,in 145B, or
eligibility for English 1A.

4. Completion of English 1A or eligibilty for English 1B.

(Add an explanation for faculty of what kind of writing can‘
reasonably be expected of students at each level.)
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B. Indicate MATHEMATICS prerequisite: (NOTE: IF this course
requires prerequisite mathematical skills, then to be
considered as a graduation credit course, the prerequisite
math skill level must be parallel to the prerequisites for
elementary algebra, Math 118, or higher.

[ ] No mathematics prereyuisite required

[ ] Skills sufficient for entry to mathematics 118,
Elementary Algebra are required

[ ] Concurrent enrollment in mathematcis is required

[ ] Completion of mathematics is required
C. List other course prerequisites:

STANDARD 4: Required Out-of-Class Work per Hour

Students are required to complete out-of-class assignments for
graduation-level cru.uit courses. The number of hours of

out-of-class assignments required per course is dependent on the

type of course (lecture/lab) and the numbers of hours per week of
in-class work.

Each Department must agree on the minimum out-of-class work that
will reasonably constitute one hour of effort, using the categories
below. A special form specifying the department's minimum standards
must be completed (Form ASII) and attached to this packet.

Please complete:
A. Number of papers required of students:
Number of pages required for each paper:
B. Number of pages of reading reguired for the term:

Number of pages assigned per week:

List below the title and author of required reading assignments:

C. Number of problems to be required each week:
(Estimate the amount of time needed to solve a typical problem

by a student and indicate any related required reading by number
. of pages and title/author of material)
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Required hours of practice per week:
(Indicate how the instructor determines whether or not the
practice was performed)

If this course does NOT meet or exceed the standards established
for this descipline, then the division or a committee of the
division (not including the instructor(s) of this course) must
review a syllabus or other list of assignments for the class
and, if necessary, sample arrangements to determine whether the
appropriate number of hours of work outside class are being
required.

The following people reviewed the assignments:

Date

They [ ] agreed [ ] disagreed that students would spend
hours of work outside of class per week.

Division chair

The materials the committee reviewed must be submitted with
this form and kept in the permanent file for this course.
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CONCLUSION

YOU HAVE COMPLETED THE WORKSHEETS FOR ACADEMIC STANDARDS. PLEASE
REVIEW THE WORKSHEETS TO BE CERTAIN YOU HAVE COMPLETED ALL NECESSARY
ITEMS AND ATTACHED ALL REQUIRED DOCUMENTS.

AS A REMINDER, YOU MUST ATTACH:

1. Readability test scores (Standard III. B.)

2. Sample tests and assignments (Standard IV. A.)
3. Course syllabus (Standard IV. B.)

4. Also attach a course outline.

PLUS, BE CERTAIN THAT YOU HAVE DEPARTMENT AND DIVISION APPROVALS IF
APPROPRIATE, AND THAT THE DEAN REVIEWS THIS PACKET.

NOW, PLEASE SEND ONE COPY OF THIS WORKSHEET PACKET FOR EACH COURSE
TO THE COLLEGE DEAN'S OFFICE FOR REVIEW BY THE INSTRUCTION
COMMITTEE.

.

Signature of faculty completing this form:

Area Dean Signature indicating administrative review of this packet:

Date:




SAMPLE FORMS AND PROCEDURES
@ Gavilan Community College




GAVILAN COLLEGE Curriculum Development

rORM A PLELIMINARY REQUEST FOR NEW COURSE (ALL)
Readings Required 1

10.

11.

"

Department: Date Request Ini:iated:
Prepared & Submitted by: Propcsed Units:
Lec Lab ___

Proposed Discipline Name:
Proposed Discipline No.:

Proposed Course Title:

. . . Dis¢ No. 0- 98 Transfer & Degree A;proprnu;c
Anthl., 3ted enr°11ment . 100-198 Degree Appropriate & Noa Transfer

200.298 Non-Degree Appropriste & Nea<Transfer
Summa ry Of ErObab] e L\Jntent H 99, 199, 290 Emergency, Onesterin, Specrai Topica Course

a. Justification for course: (Use reverse side)

b. List some agencies, groups consulted to determine need; ie , State Boards, advisory committees, surveys, other
colleges’ offerings, etc.

Anticipated personnel, equipment, and space requirements:

t f " f e

Prerequisites to be enforced:

Proposed grading system: Regular ABCDF Credit/Non-credit

ROUTING: Approval--if NO, state reason below
YES NO

Department chair Date

Dean Date

Curriculum Committee Date

Comments/Rejectio.:

revised November 1986 Page 1 of 1




CURRICULUM DEVELOPMENT PROCESS

Requirement identified based upon surveys, sdvisory committees, other college offerings, etc.

Initiator.

a. Research and coordinate all information.

b, Discuss course with appropriate faculty.

¢. Prepare all documentation.

d. Submit documentation to Department Chair(s) for approval.
¢. Attend appropriate Curriculum Committes mestings.

Department Chair:

a. Review all documentstion for completeness and content. Conduct/require further invastigation and coordination
38 necessary. (Texts, requisites, other departments, etc).

b. Obtain departmental approval of the proposal at a forma! meeting.

¢. Submit all required documentation to the appropriate dean for spproval.

d. Raepresent initiator if unavailable at the appropriste Curriculum Committes meetings(s).

Appropriate Dean

a. Review all documentation for completeness and content. Conduct/require further investigation as necessary.
articulation, budget, LRC, etc.)

b. Submit required documentation to the Curriculum Committee through the Office of Instruction not later than one
(1) week prior to action.

¢. Attend all Curriculum Committee meetings.

Dean of Instruction/Curriculum Commitiee Chair
8. Review all documentation prior to each Curriculum Committee maeting for completeness and content.
b. Coordinate with appropriate dean for required actions.

Curriculum Committee

a. Review all documentation for completeness and content.

b. Insure college, district, and state gu:Jelines and standards are being followed.
c. Requirs further action and coordination ss necessary.

d. Submit approved courses to the District Board for approval.




e

GAVILAN COLLEGE Curriculum Deveclopment

FORM BI RECOMMENDATION FOR DEGREE APPLICABLE COURSE

. Readings Required: )
Attachments Required: Course Qutling

1. Department: Date Request Initiated:

Prepared/submitted by:

2. Suggested discipline name, number, title, units, lecture, lab:

RS SN L
Discipline Nasne  Number CAN Course Title Units Lec Lab

3. Proposed grading systemn: Regular ABCD F Credit/Non-Credit

4. Justification of recommendation: (e.g. requirement for major's sequence, G.E., etc.)

5. Similar course already in catalog? Yes NO (Explain need
for new course
6. Similar course offered in col leges or universities? ve No
(give information below - 2 schools minimum)
. Subject Discipline and No. Title College or University
Subject Discipline and No. Title College or University

If no, explanation:

7. outcome: (sce Vice President/Dean of Instruction for help in corapleting)
Reviewed by Articulation Officer/Studerc Services

Transfer: Would you recommend that this be 8 course which transfers to.
State Universities and Colleges Yes No
University of California Yes No

Ger.eral Education Area: would you recommend this course satisfly the following G E. Requirements?

Lifelong
Nat Seci Soc Sci Human Learning Commun
State Universities and Colleges
A. A. Degree
Program Outcome:  wil this course be required for:
‘ Associate Major in Certificate/Occupational Major in
OFFICE tISE ONLY:
Course Outlhines MFC
Q 1 3 4 — Cutaleg tnsernt Cau!.)‘J




RECOMMENDATION FOR NEW COURSE FORM Bl "

8. Suggested Time Offered: p.y Night Day or Night

9. Anticipated Enrollment

18t term 2nd term 3rd term 4th ternm

10. Effect on College:
a. Staffing:

b. Facility Usage:

C. Equipment Needs

d. L.R.C. RESOUXCES : (must be reviewed by College Librarian or LRC Director)
e. Other:

11. ROUTING: APPROVAL ~ If no, state reason below ‘

LRC Director/College Lidbrarian: Oate:

Oepartment Cha!rperson: Oate:

Articulation Officer/
Desn of Student Services: Satet

Curriculum Commictee: Sate:

V.P./0aan of Instruction: Dots:

Suparintendent/President: Bete:

District Board: Bate:

CCC Choncaltors OFffice: Date:
(i1 spplicadle) -

12. COMMENTS/Reasons for Rejection

revised 11/86 Page2of2




GAVILAN COLLEGE Curriculum Deveclopment
FORM B! RECOMMENDATION FOR DEGREE APPLICABLE COURSE

Readings Required: )
Attachments Required: Course Outhing

l. Department: Date Request Initiated:

Prepared/Submitted by:

2. Suggested discipline name, number, title, units, lecture, lab:

Discipline Name  Number CAN Course Title Units Lec Lab
3. Proposed grading system: Regular ABCD F Credit/Non-Credit
4. Justification of recommendation: (e g. requirement for major's sequence, G E | etc )

5. Similar course already in catalog? Yes NO (Explain need

for new course

6. Similar course offered in colleges or universities? ve No
(give information below - 2 schools minimum)

Subject Discipline and No. Title College or University

Subject Discipline and No Title College or University

If no, explanation:

7. Outcome: (see Vice President/Dean of Instruction for help in completing)
Reviewed by Articulation Officer/Student Services

Transfer: Would you recammend that this be a course which transfers to
State Universities and Colleges Yes No
University of Califormia Yes No

General Educat ion Area: Would you recommend this course satisfy the foliowing G E Requirements?
Lafelong

Nat €ci Soc Sci Human Learning Comnmun

State Universities and Colleges
A. A. Degree

Program Outcome: Will this course be required for:
Associate Major in Centificate/Occupational Major 1n

OFFICI: UISE ONL Y ‘1
Couriv Outhice MFC !}

Cataleg daacrt Catalog
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RECOMMENDATION FOR NEW COURSE

8. Suggested Time Offered: Day Night Day or Night

9. Anticipated Enrollment

1st term 2nd term 3rd term 4th term
10. Effect on College:

a. Staffing:
b. Facility Usage:

c. Equipment Needs

d. L.R.C. Resources: (must be reviewed by College Librarian or LRC Director)

e. Other:

11. ROUTING: APPROVAL - 1r no, state reason below

LRC Director/Col lege Librarian: Date: Yas No

Department Chairperson: Date: Yas No

Articulation Dfficer/
Dean of Student Services:

Date: Yeas No

Curriculum Committee: Date: Yes No

V.P./0ean of Instruction:

Date: Vu_ L
Sunrintcmhntl?rnldcn!: Date: Ves No
District Board: Date: Yas No
———

CCC Chancellors Office: Date: M) No
(if applicable)

12. COMMENTS/Reasons for Rejection

revived 11/86 Page 2 of 2
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DEGREE APPLICABLE COURSE OUTLINE

DISCIPLINE Dept.

(name and number)

COURSE TITLE:

SEMESTER UNITS: HOURS PER WEEK: Lec, Lab

Office Use Only

Computer Coded Title TR/CL TOPS SAM LEH FACTOR FTE LOAD GRADED
{19 characters)

CATALOG DESCRIPTION:

COURSE REQUISITES: (Note: Appropriate pre- or co-requisites are required, especially for college-level English
and/or computational skills, i.e., eligibility for English 250 and/or Math 205 )

REQUIRED TEXT:

Reading level:

Determined to be — grade by

OTHER MATERIALS REQUIRED TO BE PURCHASED BY THE STUDENT:

Prepared by: Chair
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discipline Name & Nuntber ‘
DESCRIFTION OF CONTENT /behavioral objectives for Degree Appropriate Course
CLASSROOM " - N
WEEK H SO OUT OF CLASS"  STUDENT PERFORMANCE
- OURS roamnn CONIENT ASSIGNMENT # OBJECTIVES * ¥
- . . va - - ., - et e ——
|
|
|
|
o
|
1 3 f *e g. ersays, library research, problems, projects required
J outside of class on a 2 to 1 basis for lectire units
]: \l}‘ C granted. Add at end of Veekly Course Content.




B

. Discipline Name & Numbcer

METHODS OF INSTRUCTION & EVALUATION: (Demonstration of proficiency in subject matter based

in part by means of essays, or Problem solving exercises or skills demonstration.)

o

GOALS EXPECTED OF THE STUDENT AT THE END OF THE COURSE:  Complete this

section 1n a manner that demonstrates students use of critical thinking. (e.g are studenss required to only "list", “identify" or
"describe”; or are they asked to “evaluate®, synthesise", "judge”, etc.)
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SAMPLE FORMS AND PROCEDURES
Long Beach Community College District
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—Degree Applicable
——Non-Degree Applicable®

Long Beach Community College District
Credit Course Qutiing
REVIEWED AMD/OR REVISED DATES:

DIVISION

DEPARTMENT

COURSETITLE COURSE NO. #
(S CHARACTERS)

DESCRIPTIVE TITLE UNITS

(40 CHARACTERS ONLY)
TOPCODE___ VEACODE___ CLASSSIZEMAX_____ SAM CODE___
INSTRUCTION CODE____  GRADE CODE 6R___. 6 CR___ NC___ DDSB CODE____

CCURSE CLASSIFICATIONCODE.——____ TRANSF ER CODE

NUMBER OF .I7URS:

3. per week* . I a___ 3

b per semester* TOTAL b.____ LECTURE b LABORATORYb._____  TEACHING UNITS___

*based on 8 term of 18 weeks
PREREQUISITE(S):;

CATALOG DESCRIPTION:

lllhhi'ﬂﬁl'llllllﬂllllﬁlilﬁllllIlﬁllllllllhllllllﬁllllllllllllll‘lllll

“THIS COURSE WILL: (CHECK THOSE WHICH APPLY; 800 LEVEL COURSES DO NOT SATISFY THE FIELD OF
CONCENTRATION" FOR THE ASSOCIATE DEGRLE)

_partially satisfy the “field of concentration® requirement for the Associate Degree,

Field:
—partially salisfy a requirement for the following certificate prograrm.

IIQ'.I'II'I"QII’J"'QIQ*.'ﬁllﬂﬁ.III!'I"QI”.IIQIIIQI"".I'Il'!'ﬁ'l9'

FINAL PEVIEW,

/ —ASSOC. DEAN INITIAL
DEPARTMENT HEAD DATE —  DATE

/
INSTRUCTIONAL DEAN DATE FOR NEW COURSES™

DATE OF B ACTION.
_/ EFFECTIVE DATE

VICE PRESIDENT, ACADEMIC AFFAIRS DATE
04/87




CREDIT COURSE OUTLINE
COURSE TITLE & NUMBER DEGREE APPLICABLE

NON-DEGREE APPLICABLE
COURSE OUTCOMES/OBJECTIVES: ‘

Lisulimitednumberofmqjuobjecﬁvesinmnsoflhcobscrvablehlowledgeand/orskillslobcauahedasaresult
of completing this course.

METHODS TO MEASURE STUDENT ACHIEVEMENT:

Studemsinzhiscamwinbegmded.atminimnm.inuleastmofﬁwfoﬂowmgthreecatcgories. Please check .
whueappmp:iame;howm.adepuappﬁublemmnﬁhaveaminimm of one response in

category 1,2, or 3. lfwegurylisnotcbcbd,thedepamnemmusuxplainwhy substantial writing

assignments are an inappropriate basis tos at least part of the grade.

1. Substantial w.iting assignments, including:
—. Cssay exam(s) — lerm or other paper(s) — laboratory report(s)
— written homework — Teading report(s) — other (specify)
If the course is degree applicable, mhsunﬁalwritingassimmemsinthiseomseminapwopﬁawbwause:
— The course is primarily computational in natore.
_mcomsepﬁmuﬂyinvolvuskilldcmmlsuaﬁonsa;mblansoIMg.
— Other rationale (explain)

2. Computational or Non-computational problem-solving demonstrations, including:

— exam(s) —_ quizzes —_ homework problems

— laboratory report(s) — ficld work ——other (specify)

3. Skill demonstrations, including:

— Class performance(s) — fisld work —— performance exam(s)

— other (specify)

4. Objective examinations, including:

— multiple choice __true/ffalse —__matching items

—_ completion — other (specify) ‘

A course grade may not be based solcly on attendance.
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CREDIT COURSE OUTLINE
DEGREE APPLICABLE
NON-DEGREE APPLICABLE

COURSE TITLE & NUMBER

‘ COURSE OUTLINE:
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CREDIT COURSE OUTLINE
COURSE TITLE & NUMBER DEGREE APPLICABLE

NON-DEGREE APPLICABLE

COLLEGE LEVEL CRITICAL THINKING TASKS/ASSIGNMENTS:
Degree applicable courses must include critical thinking tasks/assignments. This section need not be completed for
non-degree applicable courses,

REQUIRED READING, WRITING, AND OTHER OUTSIDE OF CLASS ASSIGNMENTS:

Overan 18mkpmmnﬁmofmemdreehomspuweekmrequhedfumhunhdmﬁt Two hours of
indepmdmtwukdmemtofchsmrequﬁedfuwhhomdlm Outside of the regular ciass iime the students
in this class will be doing the following outside of class:

— Smdy

— Answer questions

— Skill practice

—— Required res ding

— Problem solving activity or exercise

_Wﬁmmk(mydmpoﬁﬁamww)

— Joumnal (reaction and evaluation ofclass.dawonacmﬁnuingbasisthmughoutdwsemesw)

— Observation of or participation in an activity related to course content (e.g., play, museum, concert, debate,
meeting, eic.)

— Other (specify),

ATPROPRIATE TEXTS AND MATERIALS:

For degree applicable courses the adopted texts, as listed in the college bookstare, or instructor prepared materials have
been certified primarily to contain college-level materials.

——Yes

__No

Faaﬂmmsenﬁaqutﬁmdmdmmwﬂedmamkismimﬁmdinmccdkgeboomae.
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Long Beach City College
Standards and Criteria For
Associate Degree Credit Courses

orksheet

standards and criteria required in ’I"me 5, Part V1, of the California Administrative Code. Place a mark (x) in the appropriate
column and sign at the appropriate point below.
Rating
Section 55002 Criterion Met Criterion Not Met

(1) Is recommended by the cumriculum committee and
approved by the board.

(2> Is taught by a credentialed instructor.

()  Isoffered as described in an outline in official college
files. The outline shall specify the following:

*  unit value, scope, objectives and content in terms
ofaspeciﬁcbodyofknowledge —_—
*  required writing and reading, and other outside of
class assignments —_—

* tegching methods

* methods of evaluztion for detesmining if stated
® objectives have been met

@) s taught with instructional objectives common to ull
students earolled in i+ course (not just the pa-iicular
course section),

LT

(2 Provider for measurement of student porformance in
terms ¢f stated course objectives, whi.:h culminates in
uformalrecordedgndebaseduponmifamstandaxds.
Basugmdaondunmmdpmﬁcimyinmbject
maticr, at least in partt, by means of

*  substantial writing ass: ;nments (which may include
€ssay examinations), or, as deemed appropriate by course
(not class section),

* problem solving exercises or

» skills demonstration

Il

Note: A course grade could not be based solely on
attendance,

(6)  Grants units of credit based on the number of lecture
and 1ab hours, as specified by the board, and requires a
minimum of three hours of work per week (including
class time) for each unit of credit in a full semester

. course. - -
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a Rating
Section 55002 Criterion Met Criterion Not Met

) Pmenumu‘ulwithncopeandinmqnnhﬂm
students are required 1 study outside of class time.

()  Roquires, as doemed appropriate by the currical
cmnmimamuhﬂsndpl:lyeqﬁdmﬁor?;

®) muawamhmmm

and/or
skills are necessary for success in those courses.

(10) mem*mm;mw
inmppliwiouofmepn.

an Requilucollegelevd‘leunhg:kinsmdvocablﬂary. —
(12)  Requires college level® cducational maicriais, -
(13)  Follows course repetition rules —_
‘Coﬂegclevdasde(amhwdbydlecmﬁmhmmilwc.

If you have checked "criterion not met" on any of the standards above, you have two
options: (1) reclassify the course to non-degree applicable; or (2) upgrade the course
to meet these standards and provide a plan of action below.
prepare the appropriate curriculum documents,

In either case, you must




Long Beach City College
Standards and Criteria For
Credit Courses Not Applicable To The Associate Degree
Woriksheet

Section 55002

a Is recommended by the curriculum committee and
approved by the board.

(2) s taught by a credentialed instructor.

() Is offered as described in an outline in official college
files. The outline shall specify the followiny:

*  unit value, scope, objectives and content in terms
of a specific body of knowledge

*  required writing and reading, and other outside of
class assignments

¢ caching methods

* methods of evaluation for determining if stated
objectives have been met

(4) Is taught with instructional objectives common 10 all
smdmucnrolledinthecomse(mtjustmepanicular
course section).

(5) Provides for measurement of student periormance in
terms of stated course objectives, with uniform
standards.

(6) Grants units of credit based on the Camegie unit concept.

(7) Requires, as deemed appropriate by the cuwrriculum com-
mittee, completion of prerequisites prior to enrollment.

(8) Follows course repetition rules.

Criterion Met Criterion Not Met

RIRRE

——e
———————
—————
—_—
———
——
———

Instructor Date

Associate Dean
Initials

Department Head Date

Instructional Dean Date

I'f you have checked "'criterion not met' on any of the standards above, you have two options:
(1) reclassify the course o non-credit, if it falls within the entitlement areas; or (2)

UPgrade the course to meet the standards.
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If you have checked “criterion not met'!
options: (1) reclassify the course to community services;
meet these standards and provide a plan of action below,

Long Beach City Colle‘ge
Standards and Criteria For
Noncredit Courses

Worksheet

Section 55002
Is recommended bv the curriculom commitice and
approved by the board.
Is taugixt by a credontialed instrucsor.
Mmm.mmmm'
methods and standerds of atiendance and achicvement as
deemed appropriase by the curriculum commitsee.

koﬁaedadauihdhnonﬂimhmwlqe
files. The outline shall specify the following:

* scope, objectives and content
* teaching methods

* methods of evaluation for determining if stated
objectives have been met

Mutnal agreement with K-12.
(Ed Code 8512 and 8530-8534)

the appropriate curriculum documents.

Instructor Date
Department Head Date
Date

Criterion Met

Criterion Not Met

l

on any of the standards sbove, you have two
or (2) upgrade the course to
In either case, you must prepare

Associate Dean

Initials
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LONG BEACH COMMUNITY COLLEGE DISTRICT
NONCREDIT COURSE OUTLINE

‘ REVIEWED AND/OR REVISED DATES:
DIVISION
DEPARTMENT
COURSE TITLE COURSE NO.
(5 characters) -
DESCRIPTIVE TITLE UNITS 0
(40 characters only)
TOP CODE VEA CODE——_____ CLASS SIZE MAX. SAM CODE

METHOD OF INSTRUCTION CODE GRADE CODE . GR__.GC__.CR__ NC_x_DDs3B CODE
COURSE CLASSIFICATION CODE: ———————— TRANSFER CODE: e O

NUMBER OF HOURS:

a.  per week® | PO L | PP,
b. per semester* TOTAL b. —————— LECTURE b, LABORATORY b. TEACHING UNITS _____
*based on a term of 18 weeks
PREREQUISITE(S):
CATALOG DESCRIPTION:
ENTITLEMENT AREA (check one)
————- Parenting ———— Substantially handicapped

am—ee— Adult Basic Education Older Adults

—— English as a Second Language Home Economics

Health and Safety

—— Short-term vocational training  with high-employment potential

- Citize-"""p for immigrants

FINAL REVIEW;

/ ASSOCIATE DEAN
DEPARTMENT HEAD DATE INITIALS
INSTRUCTIONAL DEAN DATE
/ “FOR NEW COURSES":
DATE OF BOARD ACTION
. VICE PRESIDENT/ACADEMIC AFFAIRS DATE EFFECTIVE DATE
7/86 1.

[
9L




NONCREDIT COURSE OUTLINE

COURSE TITLE & NUMBER

COURSE OBJECTIVES:

Identify the three most important objectives of the course (other obstives may exist in addition to these three). No
adudhnpamistequmdmmmmeobjecﬁvsmybechm&mmymemp.

GROUPONE: SKILL DEVELOPMENT-APPLICATION

—— Knowledge skills-- The ability 10 relate general or specialized knowledge relevant to a problem and to implement a
soluticn; also, the ability to locate, retain, and apply relevant knowledge.

__Giﬁmlminhngmmngﬁnhm:bﬁhymfammmmdmmMmmm»mploymdwﬂ
Mbnhieveimmaednnduunding(c.g..lberecogﬁﬁonofbiaedpoimzofviewinaspeechorabook;
dwmopﬁﬁmdmww).

_Mwmmmmmmammmmmmﬁm
explanations, and implementations (e.g..meploducﬁonsoflmiwecommmicaﬁcn;thedcve!opmemofan
effecﬁvcphna’solmimloapoblan;a'theautbnofwmtsa’m).

__Commulﬁmﬁmmmeabiﬁtyacompewwewmd.wdw.speak.mdﬁsm The ability to convey
information, aninm,emoﬁons,ac.;andalso,ﬂwability 1o receive and interpret communications. These skills
alsouwnpusnmmﬂ.mnwﬁmexprwsimandpumpﬁm.

___Molorskills-TEeabilityorcmnpewuhlmskstequim;physimldexwﬁtyandskm.

GROUP TWO: PERSONAL DEVELOPMENT
—— Physical health-- The physical well-being of students,
Mental health— The mental well-being of students.

—— Change/Stability-- Attitudes toward new and different ideas, relationships, products or methods, The desire 1o
introduce, avoid, or be associated with changes.

Self-concept-- The feeling and acceptance of oneself as having basic worth and value.

GROUP THREE: GENERAL KNOWLEDGE

— Broad general theory in the discipline.

—— Social attitudes in terms of the relationship of the individual studnet to the discipline.
— Cultural knowledge relating the discipline to the culture,

——— Mastering of basic principles facts, and vocabulary of the discipline.
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NONCREDIT COURSE OUTLINE

COURSE TITLE & NUMBER

METHODS TO MEASURE STUDENT ACHIEVEMENT:

Check as many as apply.

—— Class participation —— Class assignments
—— Laboratory Work — Quizzes

——_ Attendance —— Standardized exit exams
— . Examinations

—~—— Other (specify)

PROCESS FOR ASSESSMENT GF COURSE EFFECTIVENESS:
Pleaseidenﬁfymemimmnwundmiliudmevaluammedcgnelowhich the course objectives were accompliLaed
(check one).

— . Standardized instrument measuring student subjective opinion

TEACHING MATERIALS:

Identity below the primary teaching materials utilized in the course. (check only one) It is recognized that additional
aerials may be used and they may vary from time to time.

Published textbook

Teacher-prepared instructional materials
— Tapes, videotapes, films, slides or other audio-visual mateials
—— Computer-assisted instruction
— District/college-prepared materials

Equipment, tools and materials




NONCREDIT COURSE OUTLINE

COURSE TITLE & NUMBER

comiss OUTLINE: .



D M

NONCREDIT COURSE OUTLINE

COURSE TITLE & NUMBER

COURSE OUTLINE (continued):
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LONG BEACH COMMUNITY COLLEGE DISTRICT
COMMUNITY SERVICES COURSE INFORMATION

COURSE-TITLE; CSERYV COURSE NO. DDSB:_CSC
DESCRIPTIVE TITLE FEE:
(40 characters)
Community Services Course Community Services Activity

COURSE or ACTIVITY DESCRIPTION:

Pkascdetamimwhuhaanmmeoanmmﬁtysuvioeemmzmxﬁmydwmbedabowmaa

mirinura the following standards and criteria required a Title 5, Part VI, of the California Administrative
Code. Place a mark (x) in the appropriate column:

Rating
Criterion Met Criterion Not Met
(1) Is approved by the board. See Below

(2) Is designed for the physical, mental, moral, economic
or civic development of unrollees.

(3) Msnbjectumm.ummomcemmﬁalsand
luchingmﬂbodsasdeunedappmpﬁatebydxeboard.

@) lscmducwdmdingloap'edﬂmninedplan.
(5) Is open 1o all members of the community.

Section 55002

(6) Will not be claimed for apportionment. (ADA)

(7) Is self supporting (78305 Ed code)

EINAL REVIEW FOR LEGAL REQUIREMENTS:
J
DEAN, EXTENDED INSTRUCTION DATE For New Courses:
Date of Board Action___
/. Effective Date

VICE PRESIDENT/ACADEMIC AFFAIRS DATE

[
<
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Long Beach City College

) Draft
Title 5 Project Plan
March 15, 1987
3/10/87 A 318 3:3087 € 42
Draft Curr Production Dep‘t
Project Comm Packet to Facuity
Plan Approve Department Meetings to
to AD/GE Project Heads Begin Course
Subcomm Plan Review
331787 a2 c a2 1
AD/GE
oot || subcomm |/ | Fiowo!
Workshop [ , Develop Changes to
3124 Operational Academic
= Guidehines Services
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Faculty
Meeting 33187 D 113187
Complete
31887 8 / Work Group Textbook
Reading Level [
Textbook
S:b?:)Gr:m Evaluation Evaluation
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Faculty
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ASSESSMENT

Central to ail the discussion on academic standards, educational excellence, and
access is the issue of assessment. The range of perspectives on this topic include
those that see it as a necessary evil to those that view it as a panacea. Some of the
specific questions regarding assessment in community colleges include the
following:

®  Whatis the difference between assessment and testing?

®  Whatis the legal definition of assessment bias?

®  Howdowe develop unbiased assessment programs?

®  Whatare the roles of assessment and course pre-requisites?

®  How can existing assessment programs be evaluated?

®  How can colleges assure compliance with Office of Civil Rights mandates?

In response to requests for supportive information, Chancellery staff have gathered
a series of articles and monographs addressing one or more of these issues. For
practical reasons, however, it is impossible to include copies of these in this
handbook. Instead, we are including a copy of the Colleges Assessment Program
Evaluation [CAPE] Self Study Guide for assessment programs. This Guide has been
reprinted with permission from the staff of the Office of Academic Affairs of the
City University of New York (CUNY) National Project for Colleges Assessment
Program Evaluation. The CAPE project is supported by the Fund for the
Improvement of Postsecondary Education and the City University of New York.

The Guide is designed to help you arrive at a useful description of your assessment
program, by “walking” you through a five-stage process. This document represents
the work of well over forty nationwide experts convened by CAPE to address the
evaluations of assessment programs. It is included in the Handbook because it is
consonant with our process to Jate -- in which local expertise is recognized. We
believe the role of the state Chancellor's staff should be facilitative, rather than
directive.

It s recommended that a team of persons having a stake in the assessment process
be involved in developing the response to the questions. Once this process has been
completed, it is expected that the many questions related to assessment would have
been answered in a manner specifically unique to your colleges.

The five areasincluded in the Guide are:

1. Adescription of the college.

231/43 7-2




5.

An explanation of the testing program.

A description of the relationship betwee: the testing program and the
curriculum.

An analysis of the strengths of and concerns about the college’s basic skills
assessment program.

Any additional comments.

Each item asks you to describe your college or a major aspect of your assessment
program. The general task is followed by a list of specific questions designed to
stimulate thought, not to define the limit and content of your response. Some of
these questions may not apply to your assessment program; on the other hand, you
may want to describe features of your programs not covered by the answers to your
questions.

If you have any questions about the Guide or about some of the reference articles
mentioned earlier, piease contact Dean Rita Cepeda of the Educational Standards
and Evaluation Unit, (916) 322-6880. You may also be interested in contacting CAPE
directly, at (212) 220-6420.
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THE COLLEGE ASSESSMENT PROGRAM EVALUATION
SELF STUDY GUIDE
CAPE

A Project of the Fund for the Improvement
of Postsecondary Education and
the City University of New York

CAPE This Guide is reprinted with
The City University of New York permission from the CAPE
at Bronx Community College Project Staff and The
Bronx, NY 10453 City University of New York

(212) 220-6420

161




b

A.

CAPE Self-Study Guide

Description of the college. (Use the most recent available data.)

1.

Institutional mission and demographics.

a.

b.

What is the mission of your institution?

What institutional data would help visitors understand the context
in which your assessment program operates?

(1) Background, size, and resources of the institution.

(2) Number and demographic profile af students enrolling at
your institution.

Academic profile of typical freshman class.

a

How are students admitted to your institution? If the college
follows a selective admissions policy, what are the criteria for
admission?

What percent of your freshman class is placed in basic skills courses
in writing, reading, mathematics and English-as-a-second-
language?

Please provide any other relevant data describing the academic
preparation of your freshman class (SAT, ACT, high school average
or ranking)

Institutional structure and administration.

a.

What data and what personnel are available on your campus for
administratior and evaluation of the assessment program?

To whom s the assessment program accountabie? How formal is
this accountability?

Who conducts the actual assessment? If any department uses essay
tests, who reads them, how are they scored, and how have readers
been trained?

What mechanism exists for student appeals?
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e. Hasyour assessment program ever before been evaluated? if so, by
whom? What were the conclusions?

f.  What are the physical conditions under which students sit for tests?
g.- Do any of your departments help prepare students for testing by

informing students in advance of the skills they are expected to
possess on entry? Explain.

B. The Testing program.

1.

3

History.

a. Why and how did your assessment program begin?

b. Hasitchanged over the years? If so, how?

Description of placement procedures.

a.  What specific instruments do you use to assess the skills of entering
freshmen? Indicate specific tests used in writing, reading,

mathematics, English as-a-second-language and in ary other areas.

b.  Areyour tests mandatory or optional? Are any of the tests that you
use mandated by a university of state system? By anyone else?

¢ What is the purpose of each of these tests? Placement?
Competency? Proficiency? Other?

d. If placementis based on test results, is it mandatory or optional?

e. How satisfied are you with each of these tests? What evidence do
you have or are you seeking that your testing instruments are
reliable and valid?

Additional uses of tests, if any: Do you give a competency or r -oficiency
exam to permit access from one college year to anot' ar for
graduation? Piease explain.

Assessment instruments for other purposes.

a. Who receives information about student performance on
assessment instruments? is any of the assessment information used
by policy-makers, faculty from different departments, student
advisors, or others?




b. What kind of information do students get about their test results?
Do students have the opportunity to review test results with any
College representatives?

¢. Do feeder high schools or groups from the public sector regularly
receive information on student performance on assessment tests?
If so, please describe.
C. The Curriculum.

1. Basicskills courses and descriptions: As a result of the initial placement
tests, what courses or sequences are required (or suggested) for
freshmen? Complete tables 1-4 (pages 7-10) for English, reading,
mathematics and English as a Second Language course sequences
Complete table S if appropriate.

2. Administration of basic skills courses.

a.  Whatdepartments offer the different basic skills courses?

b.  Whats the ratio of full to part-time facuity teaching these courses?

¢.  What speaial instruction or training 1s offered to part-time facuity
who teach basic skills courses? Is this assistai.ce mandatory or

optional?

d Do students receive degree-bearing college credit or no credit for
these courses?

3. Supportservices for students in basic skills courses.

a. Do you use assessment results to provide support services outside
the classroom? How?

b. Have these support services been evaluated? How? What has this
evaluationindicated?

D. Strengths and Concerns.

1. What do you perceve as the strengths of vour basic skills assessment
program?

2. Whatareyour concerns about your basic skills assessment program?

. E. Additional Comments
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CAPE Program Review Project

Description of Program and Uses of Assessment Instrument

Respondent: College:
Phone: Program:
Please Type in Data
Table 1
Writing: Fall 1985
Course Number Placement Criteria ExitCriteria Next Writing
and Title Hours? Credits  Test Scores Other Test Scores Other Course2

|

1 Listclassroom + other required contact time (e g., lab, conference) separately (e.g, 3+ 1lab).
2 Having passed the course being considered, what 1s the next writing course the student must enroll In? List all possibilities

1S5~
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CAPE Program Review Project

Description of Program and Uses ¢ Assessment Instrument

Respondent: Coliege:
Phone: Program:
Please Type in Data
Table 2
ESL: Fall 1985
Course Number Placement Criteria Exit Criteria Next ESL
and Title Hours! Credits  Test Scores Other Test Scores Other Course2

1 Listclassroom + other required contact time (e g., lab, conference) separately (e g., 3+ 1lab)
2 Having passed the course being considered, what is the next ESL course the student must enroli in? List all possibilities
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CAPE Program Review Project
Description of Program and Uses of Assessment Instrument

Respondent: College:

Phone: Program:

Please Type in Data

Table 3
Reading: Fall 1985
Course Number Placement Criteria ExitCriteria Next Reading
and Title Hours1 Credits  Test Scores Other Test Scores Other Course?

1 Listclassroom + other required contact ime (e g, lab, conference) separately (e g, 3 + 1 lab)
2 Having passed the course being considered, what is the next reading course the student must enroll in? List all possibilities




7

CAPE Program Review Project

Description of Program and Uses of assessment Instrument

Respondent: College:
Phone: Program:
Please Type in Data
Table 4
Mathematics: Fall 1985

la nt Criteria it Criteria Next
Course Number - Placement Criten Exit Criteri Mathematics
and Title Hours! Credits Test Scores Other Test Scores Other Course?

1 Listclassroom + other required contact time (e g , lab, conference) separately (e.g., 3+ 11ab)
2 Having passed the course being considered, what is the next mathematics course the student must enroll in? List all possibilities
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CAPE Program Review Project

Description of Program and Uses of Assessment Instrument

Respondent: College:
Phone: Program:
Please TypeinC 1ta
Table §
Other: Fall 1985
Course Numker Placement Criteria Exit Critena Next
and Title Hours! Credits  Test Scores Other Test Scores Other Course?

1 Listclassroom + other required contact time (e.g , lab, .onference) separately (e.g., 3+ 1 lab)
2 Having passed the course being considered, what is the next

course the student must enroll in? List all possibilities




"COLLEGELEVEL" 2nd "CRITICAL THINKING':
PUBLIC POLICY AND EDUCATIONAL REFORM
by
Nancy Clover Glock, Ed.D.*

In 1986, the Board of Governors of the California Community Colleges instituted a
policy defining college level and permitting only courses that meet the conditions of this
definition to be counted toward the degree. This policy brought to culmination three years of
effort from faculty and administrators in California's 106 community colleges to reestablish the
credibility of the Associate Degree.

Key phrases in this policy are the "ability to think critically" and "to understand and
apply concepts at a level determined by the curriculum committee to be ‘college level™'; and
“college level learning skills and vocabulary”. This essay is an effort to analyze the terms
“college level" and "critical thinking", as they relate to this new policy, and to develop some of
the practical implications of this analysis for assessment, curriculum, and instruction in
community colleges.

"COLLEGELEVEL"

Important as the term"college level" is in determining what work shouid be counted
toward a college degree, it is not an easy concept to define without circularity. Defining it is
less a matter of stating an exhaustive set of criteria, than of stating explicitly what are the
relevant factors. Since most subjects can be taught in some form to most ages, content alone
is often not a sufficient basis for determining college level, nor is the calculated "grade level” of
required texts. Nevertheless, it is possible to discern several factors that are typically used to
judge the difficulty or "level” of curricula, as for example when an introductory economics
course for high school is distinguished from a course for non-majors in college and both from
a course appropriate for majors. Unfortunately, none of these f=ctors, much less how they are
to be combined, can be readily reduced to a rule. Weighing them is a matter of judgment,
with the clearest cases at the extremes and much room for legitimate debate in the middle.

*© 1987 Excerpted from an article un-ier preparation for publication where arguments and
references are offered for the points suriimarized here. Permission is granted for reproduction
of this excerpt for non-profit use by Ca/ifornia Community College personnel implementing the
new regulations on academic standards,
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Page2
Glock ©1987

On the next two pages, a number of these key factors are summarized (in Table 1.)
Each of these factors is best viewed as a continuum running from clearly "pre-college" level to
clearly "upper division or graduate level." The point of this table, it is important to note, is not
prescriptive but descriptive. It is meant to describe what we do in fact take into account in
determining college level, not to recommend what we ought to take into account--much less
what we ought to teach. Not all of these factors are equally appropriate to all college classes,
much less necessary to all of them. Nor are these factors limited to college classes. The
educational merits of these factors and their appropriateness for different situations must be
judged case by case.

In practice, these factors seem to compensate for each other so that a course regarded as
“low" in one factor (i.e. towards the pre-collegiate level in one factor) may still be regarded as
“college level” if it is "high" in another, as long as it is strong in at least one qualitative area.
(Thatis, quantity of coverage zlone is not ordinarily regarded as justifying "college level" if
all of the qualitative factors are pre-collegiate.)
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CT Critical Thinking: Aspects of a course essential to its cultivation

T  Transfer: Essential for courses that are to support upper division or graduate
studies (Courses designed for students wk. intend to complete their higher
education at the end of two years do not need to stress these characteristics)




FACTORS COMMONLY USED TO DETERMINE COLLEGE LEVEL

COPYRIGHT 1987
Nancy Clover Glock

Intensity f SYLLABUS/METHODS ASSIGNMENTS/TESTS
* Diversity:  Greater range of different but related topics covered : ;
* Depth: More complex points made regarding each topic Sﬂie,gfw?gf::s ,,::cf,orp:g's‘eﬁneiﬁrgcs College homework load is
* Amount:  More new topics covered per class or per course College level history delves into ' 2-4 times that in high school.
conflicting interpretations,
fé’gn? cme?s efi f Iy by ref Students are asked not only t
eptual: Definition of concepts primarily by reference to other outlines may well >Xed not only 19
T concepts or to symbols; wables; formuli (though examples &)&r ;eroblerl::s and ayp‘;ficaﬁf,ﬁs find out, describe, listand
are offered for purposes of illustration). Emphasis upon intended to suggest the summarize facts and theories,
manipulation of symbols, and concepts. relevance of theory, but will B:l;m@e?mfeetﬁzﬁssess
uic 0 : ? own
*Theoretical: Emphasis upon concepts and relationships of concepts ',f‘fg‘sfn?aﬁof,lf,} c:ﬂsgr:ltemauc observations, develop
T  rather than upon applications; stress upon mastery of a principles. Methods and inquiry original analyses, syntheses
"discipline”, with its distinctive concepts, methods, and strategies distinctive to the or arguments. In lower
standards, as well as upon acquisition of the information | discipline are explicitly division, these activities may
to be harvested from that discipline. Objective is partly | discussed, or alternative be carried out at a very simplg
to provide a foundation for further academic work. practices or problem-solving level or on elementary
. techniques presented and material in order to introduce
*Principles :  While rules of thumb and "recipes” are available, assessed. Evidence or reasons | 1€ techniques.In vocational
principles are the main focus, thus providing more are offered in support of at least work, students are required to
leverage on the future, more flexibility. Objective is the | some of the information handle difficult situations, or
capacity to adapt to many situations, rather than to presented. Criticisms and to solve problems requiring
prepare intensely for only a few (hence it is "education” | conflicting viewpoints are selection from among, and
not just "training") discussed. CT intelligent application of,
relevant principles. CT
Open-endedness C di . Work requires judgement by
*Indeterminateness: Multiplicity of acceptable answers, some more or b ourif»e outiine coviforz top;cs students. Written tests
- less "effective” (see "Standards" below), but there is no f“t ¢ assroo:n met_b_r sallow | involve essays rather than
one correct answe.". Or, if only one correct answer is Or emergent possibiiities. short answers. Computation,
possible, a multiplicity of strategies or solutions for Plans for cl p performance, or problem-
arriving at that answer exists or the one correct strategy ans for classes an full solving is assessed not only
cannot be readily determined. Unexpected but acceptable gsslgnmec'gs gre “l°t h“ y 4o | on the final answer but upon
answers or results are possible; generation of new ideas | | egergnn - racu dty ave wide | the method or strategy used tq
is rewarded. ocreri g 10 new achieve it . "Hands-on" work
*Process:  Emphasis for instruction and assessment is as much POSSIDI lt;;es,_w 1l meeting is observed in process and thej
CT }q)on the generation and selfé'tion of vorious stra;;gies course objectives. procc(:is? appraised. ll:‘roblems
or completing assignments & tests as it is upon t . . posed (in an auto shop class
correctness of the kglowledge, the eﬂ'ectivenuel.’vs of the .l.:ac"“y..ca‘(‘j admit to be’('j‘g for example) would irll)clude
communications, solutions, products, or performance ;a‘vrong a". are prepared 10— come for which the answers
itself. Trial and error is encouraged; explicit attentionto | ‘.‘"gﬁ,t eg.,‘”e“,”s N TESpONSE | \ere not obvious. Risk-
process may be stressed. to in-class dialogue. taking is rewarded.
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COPYRIGIHE 1987
Nancy Clover Glich

Rigor
*Standards:
CT

Are shared by, or define, a discipline or state of the art,
and faculty and students are accountable 1o these shared
understandings. The "effectiveness’ of answers (see
“Indeterminateness” above) is judged by reference to
these shared standards. (Students have mastered this
discipline, or field, or occupation only 1o the extent that
they have mastered these standards.)

Since those evaluating work are accountable 1o these
standards, evaluations of work are not merely
“subjective”, reflecting personal preference, even
though they are not objective in the way an “ocjective"
test is intended to be . Professional judgement must be
employed in assessing answers or completed work
against multiple criteria andlor "globally", as essays or
Olynpic events are judged.

*Competence: Grades indicate a level of mastery, rather than effort or

improvement,

SYLLABUS/METHODS

ASSIGNMENTS/TESTS

Exccllent information is available in
community SCrvice courscs or on
public iclevision or contcmporary K-
12 text-books. The differcnce
between these "levels” of education
and an appropriatcly demanding
high school or post-secondary course
lies in the extent to which the latter
requires students not only to
"know" such information, but to
understand the sources and the
significance of that information.
Instructors model the methods they
expect and elicit insight by the kinas
of quesuons they ask.

Essays, rescarch papers, and other
complex products or performances
are intended to show onc or more oﬁ
the following:

a) Ability to recognize and define
problems, or to under-stand or pose
good questions

b) Knowledge or the ability to
obtain the information or resources
necessary

c) Appreciation of what is at stake,
of standards, objectives

d) Awareness of at least the obvious
alternatives or ability to generate
creative solutions

e)Decisions or conclusions, based
upon a-d, that are ai i22<{ plausible
or defensible.

Independence

*Explanation:

*Timeframe .:

*Coaching:

Material is presented with relatively little effort to relate
it to student experiences, provide concrete examples,
spell ot step by step instuctions, or lay out options.

Work is assigned cver longer periods of time with as
much as an entire semester passing before anything is
required, complex assignments may be made with no
informaton as to how they are to be broken down into
manageable tasks

Monitoring of student effort is slight or ncn-existent;
relatively lintle time is spent giving answers, assessing
student work, analysing solutions, or explaining
mistakes.

Traditionally, the "higher" the
course the more studerts are left on
their own 10 understand what they
are being taught, and to complete
their own work. Quality of instruc-
tion is judged upon the instructor's
grasp of the subject and its stand-
ards. (Yet, where instructional
quality is judged upon "teaching
method" as well as know-ledge, and
the instructor provides connections,
exp'anations, sugges-tions, and
frequent feedback--all aspects of good
instruction--the "college level” is
not necessarily lovered thereby)

Assignments that require students
to define problems for themselves,
organize their own tasks, gencrate
strategies and find informationThe
ability to work independently not
only is a requirement of post-
secondary education, but it is an
expectation that employers and
others have of people who have
completed a post-secondary degree.
Such independence must therefore
be demonstrated successfully at
some point before a degree is
granted.

Matenials

*Diversity:

*Primary Sources: Textbooks are supplemented or replaced by works

and commentaries not written primarily for students

*Reading Level:Vocabulary and sentence length make greater demands

of the reader as indicated by the calculated "grade level”
Students are expected 1o comfortably find and use many
sources of information

Instructing stucents in effective
approaches to difficult material does
not compromise the level of the
course.

Textbooks do much of the
intellectual work for students;
courses that require students to do
this work for themselves by reading
primary sources are "higher” level.
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"CRITICAL THINKING™

The new regulations governing which courses can count toward an associate degree
in California do not only require that the course be college level; they also mandate that the
course "require the ability to think critically”. That is not to say that they require faculty to
teach or even to test critical thinking skills as such, but rather that they require faculty to
assign work difficult enough to chalienge, cultivate, and demonstrate critical thinking skills
appropriate to each of the fields for which degree credit is sought.

The purpose of this requirement is to assure the continued credibility of the
associate degree. Since it is generally assumed that possession of a college degree,
including a two-year degree, attests to the ability of its holder to "think critically” in a
number of areas, to graduate students from community college who are unable to do sc¢
perpetrates a fraud on both the public and the students. To require as a condition of college
graduation that students succeed in coursework that requires critical thinking is, therefore, a
matter of integrity.

The new regulations can thus hardly be regarded as unreasonable. At the same
time, they could turn ont to be highly disruptive. If ‘critical thinking' is izuterpreted too
narrowly, the requirement that only courses difficult enough to demand such skills can be
counted toward the associate degree could eliminate entire programs and decimate
enrollments.

Narrow vs. Broad Definition

Traditionally, ‘critical thinking' has been defined narrowly. It has meant something
like "evaluating (reasons and conclusions) on the basis of explicit, valid criteria”. The roots
of this definition trace back to the "forms of thought" first analyzed by Aristotle, then
taught as rhetoric and logic in the medieval quadrivium, and today universally required in
English composition classes or taught in informal logic classes, usually somewhere
supplemented by "scientific method" or inductive reasoning. In this tradition, “critical"
thinking is critical in the sense of Jeveling criticism,

More recently, however, the term has come to be defined broadly enough to
encompass not only the leveling of criticism, but also the generating of ideas, the making of
decisions, the solving of problems, and the thinking of profound thoughts. And with this
broad meaning it has shown up in one after another recommendation for the improvement
of education. The meaning of the term has thus gradually stretched to cover essentially all
of the areas where "thinking" is at stake in education. Indeed, in this public discourse, the
words themselves seen to have been changing, with ‘critical', 'thinking', and skill' each
expanding in its own way. Thus, “criticcl” in at least some recent instances seems (o me:in
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“crucial” or “essental”, so that ‘critical thinking skills' comes pot to mean the "thinking
skills used to critically evaluate something”, but the “thinking skills that are critica; to the
accomplishment of something” . An indication that something like this shift in meuning
has occurred is that people who in one context will contrast ‘critical thinking' with ‘creative
thinking', will in another context use the same term, ‘critical thinking', to encompass
creative thinking. Thinking' has beea similarly extended, cozaing to cover not only verbal
thinking, but also visuaiization, intuiiion, and action itself. ‘Skills’, finally, has also
broadened to include not only the skills per se , but also the disposition to use these skills
and the values and attitudes that make a truly “critical thinker". (See for example the work
of J ...»./Paul) Thus when the pubiic demands improvement ir “critical thinking skills” it
1s demanding not only, or even primarily, training in logic, but 1ather training in those
skills of visualization and verbalizatica critical for success in most endeavors--as well as
cultivation oi the disposition to use these skills.

Meanwhile in the effoit 10 keep such a key nution from get:ing entirely out of hand,
many theorisis have falicn back upon the narrower traditional notion, seeking to clarify the
term by reference to coiicepts Jrawn essentially from informal logic or from the rhetorical

. forms. (See for exampic the recent work of Robert Ennis where the concept of “critical
thinking" is related to the broau noticn of decision-making, but the actual skills listed are
primarily logical and epistemological). Such definitions because they are narrow can be
more precisely applied, and because they are traditiona: can be more readily understood and
convincingly defended among educators.

Why a Broad Definition is More Appropriate for Educational Policy

The impetus for incorporating "critical thinking skills" into education is coming as
much from the public as from educators themselves. Indeed, it is at the behest of this
public that policymakers have required competency in “critical thinking” from students
graduating from K-12 and from publicly supported postsecondary institutions. And it is at
their behest that such efforts are funded. It is important, therefore, that in carrying out this
mandate to teach “critical thinking", educators prepare to teach what the public intended by
that term--or at least that they do so insofar as that is feasible and not at odds with the
overall goals of education for which educators are ultimateiy accountable.

What "the public" wants, of course, is hardly a consistent, much less an entirely
clear notion. Nonetheless, in reports by business groups and in magazine and newspaper

. articles, as well as in testimony to legislators, etc., citizens who are urging more "“critical
thinking" do not seem to have in mind only the ability to comprehen and to analyze textual

17
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material, important as that is. Their concern, that is, is not only with the ability to "discern
the truth”, but also with the ability to "thin.c on one's feet", to "show intiative", and to
“solve problems." From their perspective, typists who notice incomprehensible statements
in what they are typing and seek out the author to find out what was meant are "thinking
critically”". The skills at stake for the public are partly nonverbal, as much the hands-on
skills of an auto mechanic trying to figure out an unfamiliar problem as the word skills of a
debater trying to make a point. Nor is their concem only for ability; it is also for character--
for “initiative", "honesty", "accountability”, "objectivity", "integrity" and "service". The
public has thus been at pains to urge not only the intellectual skills -cessary for economic
survivai in the world of hign technology, but the moral qualities as well.

To attempt to meet this public concern with courses in informal logic is o partly
misread that concern. That concern is not to impart some new set of skills, however
valuable, but to engender more skillful, more alert, more intelligent ways of doing all
manner of things. Of course, instruction in informal logic if taught with a view to multiple
practical applications and re..ly transfer might be ar effective way to accomplish this end.
But still it is not instruction in "critical thinking" or in logic or in English composition, per
se, that the public is calling for. What they are seeking is a different approach to most
-ubjects and cccupations. Where "critical thinking" is treated as a separate subject, then, it
will meet the public's concern only insofar as it strengthens performance in other subjects.

Tt is a broad view of "critical thinking", therefore, that best reflects the public
interest in the matter and thus ought to govern the interpretation of the term when it is
written into public policy. Such a broad definition, moreover, would not only meet the
concerns of the public, but it would also better accomodate the diverse needs of students
who seek success not only in the liberal arts and sciences but also in the arts and vocations.

A broad viev has also the virtue of being less elitist since it acknowledges the
inte'lec rual significance of what people do who work less with words and more with their
hands. )

Finally, a broad interpretation of "critical thinking" best accomodates the rapidly
developing field of cognitive theory. Without pre-judging which are "higher" or "lower"
~kills, or assuming that something like formal logic is at the heart of effective decision-
1. '3, it remains open to whatever may be found out as to how we actually process
in ation xnd arrive at sound decisions. A broad definition of "cnitical thinking", can
accommodate the “right-brained"”, "ronstructive" or "creative" aspects oi thinking as well
as the "left-brained”. It could thus acknowledge the close partnership be.ween cognitive
processes that are intuitive, insight-producing and non-verbal (i.e. in the "context of
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discovery" where alternatives are generated) and cognitive processes that are ¢ itical,

sceptical, systematic, analytic and verbally oriented (i.e. in the "contex.t of verification"
where alternatives are evaluated.)

On the other hand, a definition that is too broad would be useless. And, certainly,
the term “critical thinking" is at risk for such detioration. In the backlash to the back-to-the-
basics movement, it has has suffered from its popularity, being the catch-phrase of every
recommendation for educational reform. Scholars whose disciplines each have their own
brand of “critical thinking" and who have embraced the concept and welcomed the strong
public interest have nonetheless expressed sqfletici sm, fearing creation of yet another
buzz-word, another distracting panacea. Specifically such commeantators have suspected
that it is only the vagueness of the term that has earned "critical thinking" such universal
suppcit by promising effectiveness to everyone but nowhere so clearly that claims on its
behalf may be tested and the success--or failure--of efforts to strengthen it conclusively
determined.

The question is, then, can a responsible definition be found that incorporates a view
of critical thinking broad enough to account for wide ranging public concerns without
simply yielding to vagueness: a definiticn at once comprehensive and clear

Critical Thinking in the Broad Sense: A Programmatic Definition
The most common way to define "critical thinking" is to propose an (exhaustive)
list of the skills themselves. As the concept broadens, however, such an approach becomes

unworkable. What is needed instead is an explication of the characteristics which any skill.
lish if it is  an instance of "critical thinking". The following

definition is of that kind. It delineates at least some of the charactistics pecessary to "critical
thinking", especially those characteristics of most relevance for educators. It is what israel
Scheffler (in the Language of Education) has termed a "programmatic definition" in that it
does not simply describe how we use the word, but takes into account what the practical
implications would be of choosing one definition over another. While it does not purport
to exhaust the relevant characteristics of critical thinking that could be specified, the
characteristics it does specify have been selected to do justice to the current meanings of
the term, while providing primarily for educational policy, instruction, and a.sessment.

DEFINITION: "Critical thinking skills" are (a) those diverse cognitive processes and
associated attitudes, (b) critica! to intelligen. action, (c) in diverse situations
and fields, (d) that can be improved by instruction or conscious effort.
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Comments

(a) No one "skill" is "critical thinking". The term actually encompasses a diverse set of

distinct cognitive processes not all of which are necessary to any given action.

(b) "Intelligent action” is any act of comprehension. communication. or problem-solving
that admits of various acceptable solutions or strategies. These solutions or strategies are
not usually "right" or "wrong" but are "better" or "worse" as assessed against nvdtiple
criteria (such as completeness, coherence, clarity, economy of effort, elegance of proof,
or excellence of workmanship). Where only one solution is correct and only one strategy
will work (as with a puzzle), solving the problem is an "intelligent action” only if the
person must find that strategy on his own.

“Intelligent action” refers n-t only te verbal and analytical actions but :o sequences of
kinesthetic actions such as participating in a tennis match or repairing an engine--as long as
these uctions can be subjected to analysis and the effectiveness of the approach or thez
strategy assessed. Intelli~ent actions require not only critical thinking skills of the
""generic" sort encompassed by the definition, but also the dispositions to use ihese skills,

domuin-specific knowledge, and some ianate capacities as well.
(c) These skills are useful in diverse situations and fields in that they are equally fundamental to

most fields of endeavor. Once learned in one environment, and under the right conditions, they
can be transferred into another. They will not, of course, be sufjicient for success in the new
domain, since specific knowledge of the domain in question is always necessary as well.
Instead, in the new environment, they will be applied on a trial and error basis, serving at first
only to speed up the learning process in tne new domain. Tnus if effectively transferred, critical
thinking skills substantially decrease the amoun: of time necessary to become proficient in a new
field or endeavor, hence their "generic"--or better--their "2enerative” quality.

(d) Critical thinking skills are_skills ond as such can be improved by instruction and conscious
effort. i.e. they are teachable and improvable.  As in any endeavor, of course, innate ability also

contribute: such that there will always remain differences in competence between individuals
which cannot be euradicated vith even the keenest motivation and the 103t effective coaching.
As neurolinguistic and related research proyresses such limits to the feasibility for instri:ction will
no doubt be clarified. Nonetheless, much of the thrust of discovery in this area so far has been to
Jurther expand rather than to restrict our notion of what it is possible to teach pecople. In any
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case, it is true by definition that a skill encompasses only those processes which can be taught or
which can be improved by teaching and is tnus the proper locus of educational policy and effort.

What 'Critical Thinking' Is Not

While the definition proposed here is comprehensive, it is not vague or all-
encompassing because there are cognitive processes that do not constitute critical thinking on
even the broadest interpretation of that term. Cognitive processes to be "critical” must be
teachable and cannot therefore be innate or instinctive processes alone, complex as these may
be. "Critical” cognitive processes must also be transferable:

-[T]he concept of...a set of learning strategies applicabie over a significant range of

inquiries, belongs clearly to that of basic skills, enhancing the effectiveness of decisions

to learn. Without guaranteeing the capture of new truths at will, [these strategies]

increase potential...that is, such [they] increase the agent's capability to learn,

strengthening the likelihood of his learning what he indeed sets himself to learn.
(p- 89, Of Human Potential by Israel Scheffler)

Finally, they must be distinctively associated with "intelligent actions.” This last
requirement means that critical thinking in the full sense is not at stake (or is but minimally
involved) in any response required of a student that is fully determined, i.e.for which there is
but one or a small set of correct answers and only one way to arrive at this, or these, answer(s).
Short answer quizzes, essays that ask respondents "to list" or "to describe” what has already
be<n listed, or described in class, or problem sets  where decision proczdures are given,
applications of given formulae where the terms of the problem are fully 1aid out, aud the
following of recipes, instrictions, or other skill demonstrations that require execution of a fixed
series of motions or rote drills are not "intelligent actions" in the required sense.

(This is not to say that such activities are not without their difficulty or their value, but
only that such activities do not involve the critical thinkingegontemnorary concern in education.
Nor, especially, is it to say, as Bloom's Taxonomy has been interpreted as saying, that
"describing” is a "lower" activity that does not involve critical thinking. Where the act of
description requires original selection and ordering it is as demanding as any intellectual activity,
and a good test of the understanding of a theory. It is only where the request for a description :
not a request for selection and judgement, as is too often the case in classwork, but a request for
what is somet'mes disparaged as "regurgitation" that the cognitive activity involved in
describing something fails to tap critical thinking.)

On the other hand, actions involving physical skill that are not only habitual but that
embody instantaneous decision making, such as some instances of athletics or craft, do call
upon critical thinking, at least in the broad sense defined here. The test 1s whetber the series of
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actions can later be analysed and assessed for strategic or aesthetic effectiveness and imp.oved
thereby.

On the definition proposed here, interestingly enough, answers to questions of logic,
mathematics, computer programming or Latin--even answers to 'objective” critical thinking
tests--that require only the step-by-step application of known rules, and admit of only one
correct answer, would not in and of themselves constitute critical thinking, even though the
practice of such activities might well cultivate the patience and train the discriminations that
critical thinking requires.

Basic skills have, in some educational discussions, been contrasted with 'creative
thinking'. What sort of contrast might be involved? Consider reading again. The reader
may learn something new to himself in reading a library book, but he has not therefore
processed the message critically nor has he engaged in creative inquiry—-inquiry beyond the
application of set rules. Wielding an algorithm in arithmetic is not the same as
mathematical problem-solving, which admits of no decision procedure, i.e. a routine
guaranteed to yield the solution.
(p. 87, Of Human Potential by Israel SchefTler)

Of course, a5 when one uses a "truth table" n a logic course, understanding an algorithm or
step-by-step process in the first place, appreciating . its significance, and--especially--
judging when it's appropriate to use that procedure are very much matters of critical thinking.

Setting of "Critical Thinking * Objectives and the Assessment of Competencies
Assessment
To think critically, one must think about something, and to some end. Thus, how effectively

someoi;< thinks can only be determined in connection with intelligent actions carried out in
some actual situations. To assess someone's ability to thinking critically, then, we must set up
situations and analyse that persons- response. More specifically we must'

1. Set tasks (or observe events) that call for such intelligent actions as the

Comprehension and appraisal of an argument

Presentation of an explanation, evaluation, definition, or argument (etc.) informally
in a discussion or formally in a speech or essay or report

Solving of a mathematics problem or puzzle for which thcre are no decision
procedures, where there are several solution strategies, or one strategy that must
be found by trial and error

Development of a design or the giving of a performance in art or sport which calls
for ingenuity, analysis and self-assessment

| Comopetition in a match or contest or debate

Management of a complex situation (e.g. a pack-horse trail leader faced with a
situation in which the customers in his charge were at risk; a landscaper given
conflicting p ‘vrities by customers)

Conducting an open-ended interview, managing a group of children, handling an
irate customer, resolving conflicting demands for secretarial services ’

2. Assess the presentation, performance, process, or product as a whole
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3. Analyse the components to determine which specific critical thinking skills, attitudes,
or domain-specific knowledge contributed successfully to this whole and which need
further development.

In considering the assessment of cognitive skills, it may be helpful to consider the
assessment of physical skills. In tennis, for example, we consider a player good only if she
wins a certain number of matches; in diving, only if his actual dives are typically rated highly
by judges. A coach intent upon improving performance does indeed test and analyse the
compone:its of the athlete's performance, finds areas in need of improver2nt, and set practice
sessions designed to strengthen that particular skill. Indeed in modern sports, considerable
ingenuity and high technology have gone iato devising more effective ways of measuring
specific skills in orcer to diagnose various strengths and weaknesses. Yet even so, should an
athlete "pass” all of these skills tests with flying colors, she would still not be considered
"good" unless she performed well and won often.

Similarly, when the public asks for "critical thinkers", they are not asking for people
who test out well on a variety of measures of specific logical or analytical skills. When faculty
want students who can think critically they don't mean students who have gotten A's in their
“learning skills course”. In every case, what they seek are people who can select and use both
critical thinking skills along and domain-specific knowledge to successfully carry out various
kinds of intelligent actions. It follows, then, that critical thinking competency can only be
assessed (n connection with actual applications. Tests of specific critical thinking skills, where
valid, can be useful in diagnosing strengths and weaknesses, but not as measures of over-all
competency.

It also follows that even the measurement of specific critical thinking skills is difficult.
Objective tests of a particular cognitive skill can be used appropriately to measure an aspect of
critical thinking only if open-answer formats are used to supplement tiie multiple choice
answers. These open {rmats are essential because they permit students to explore and express
assumptions, qualifications, misgivings, or other answer< not anticipated by the test maker--
that is, they perr.iit students to think critically about the test itself!

Sefting Objectives:

Given this necessity to assess critical thinking in the context of intelligent action it
follows that objectives for courses that are to require critical thinking should not just speak of
"demonstrating critical thinking skills" per se, or of "problem-solving" per se, but should
specify the types of intelligent action.; that will be required and that will be used as a basis for

assessing the ability to think “critically”, in context. For example, objectives might require
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students to generalize, to be able to "demonstrate how they would handle certain situations",
"demonstrate the conduct of open ended interviews in a variety of situations”, "compare ,
explain, and assess the differences between corporate management styles in different
countries.’

Inclusion of such clear objectives is essential not only to assure that the course
challenges critical thinking as fully as a college level course should, but also to permit students
to perceive from the outset a focus for their efforts to learn how to think critically. The
relationship between meeting course objectives, learning how to use critical thinking skills,
and the earning of a good grade should be spelled out from the beginning.

Requiring Critical Thinking
Impact on Programs : College-Level Subjects

Those charged with actually implementing the new carriculum reforms find themselves
immediately up against a difficult question: Does a close relationship between critical thinking
and objectives appropriate a given field naturally exist for all subjecis? That is, are all subjects
equally well-suited to be "college level” as defined by the new regulations or are some subject
matters ruled out at the outset.” If one defines critical thinking narrowly, treating it as the
essentially vorba] activity of analyzing and organizing ideas as these relate to argumentation and .
the assessment of evidence, then the answer must certainly be "yes". Such a definition would
seem to rule out some occupational subjects and performance-based subjects. Of course,
curriculura plarzers might tack on activities such as the critical analysis of argumentation to
any course, but setting such peripheral requirements would comply only with the letter of the
law, not its spiri*

If, on the other hand, ‘critical thinking skills' is defined in the broad terms seemingly
intended by the public, as has been done in this paper, and if the intelligent actions implicit in
most areas of human endeavor are identified and analysed, most subject matters will turn
out to have components that are both central to the subject and definitzly critical thinking.

Impact on Enrollments:: College-Level Students
The othei question that arises in connection with the requirement that only courses that
call for critical thinking may count toward the degree is whether they rule out certain students at
the outset. Under a policy mandating that all college level courses require critical thinking, what
happens to the students who lack the skills to do such thinking, at least in connection with
college subjects? What happens, that is, to those students who were the object of concern in
the first place? Surely, it cannot be the intention of public policies intended to increase the ‘
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capacity for critical thought to simply screen out those who lack such abilities and withhold a
college degree. Rather it must be their intention that such students should learn these skills.

In establishing the new regulations, California has been sensitive to its obligations. 1t
has, to begin with, recognized that the more rigorous standards would preclude success in
degree applicable courses for a great many of the students the community colleges have
traditionally served. Accordingly, its Board of Governors has accompanied the new
regulations with other requirements for the setting of empirically validated pre-requisites, the
extensive assessment of student abilities, and the provision of instruction designed specifically
to enable students to strengthen these abilities.

But a key question remains: when it comes to strengthening critical thinking skills,
what mode of delivering instruction is likely to be the most effective and the most feasible?

If students are to learn critical thinking skills, are they best left to pick them up essentially
on their own? Or should they be taught such skills in courses designed exclusively for that
purpose and by instructors trained primarily in cognitive processing and in related instructional
techniques? Or should they learn them from subject-matter specialists who incorporate critical
thinking skills instruction into their regular courses?

Curriculum Planning for Critical Thinking: Content-Based vs. Skill-Based Courses

One of the most insistent of the unresolved questions plaguing those who must find
practical ways to implement public policy directing educators to assure that students can think
critically is whether to attempt to teach critical thinking skills as part of courses in the standard
curriculum or to establish courses espe~‘ally designed for the purnose.

On the one hand, it is obvious that if critical thinking skills are to be exercised in
relation to intelligent acts, they must be learned in conjuntion with such acts. It is also obvious
that at least some specific critical thinking skills, are so deeply embedded in given subject
matters that it is simply not feasible to teach them except in, or in close conjunction with,
content-based courses. For example, attempts to teach problem-solving techniques divorced
from the problems themselves and from their consequences force them to be taught as games
or puzzles and risk their trivializazion. Skills learned in a vacuum may transfer poorly and
may thus never be applied to the very kinds of sitvations from which they were abstracted in
the first place and for which they are meant to be used. Thus, such specific skills as pattern
recognition, estimation and strategies for approaching unfamiliar problems--all essential to
mathematics--must be taught in close conjunction with the solving of actual mathematics

problems, or else their point is lost. Even though these skills can and should be generalized
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beyond mathematical application, they must first be grasped in connection with it and then
extended to other domain-specific applications, if their full power is to be grasped.

Even subjects traditionally taught separately in skill-based courses, such as writing,
may suffer from their isolation. Indeed, the desirability of only teaching these skills in courses
devoted exclusively to them has been challenged by the =ffectiveness of "reading across the
curriculum” and "writing across the curriculum” programs. All the more does "critical thinking
across the curriculum" seem the right approach, thinking seeming even more insepar=ble from
its products then reading or writing.

At the same time, it is equally obvious that teaching critical thinking skills as such
requires techniques--and motivations--that not all teachers primarily trained in subject matter
possess. Of course, to those instructors who do possess the interest, technique can be taught.
And with techniques in how to incorporate critical thinking skills instruction into content-based
courses, some instructors could design courses that would maintain the close relationship
between subject matter and thinking skills, while permitting a significant emphasis upon the
acquisition of skills. Meanwhile, many instructors would still be loath to make such changes
in their courses or in their teaching methods so that to rely exclusively on content-based
instructors for the inculcation of critical thinking skills would be to either put undue pressure
upon instructors or to risk failing students.

Teaching critical thinking skills also requires considerable time in its own right which
is one reason that .esponsible faculty hesitate to add that responsiblity to the one of imparting
content. Even where the skills involved are closely related to the subject matter, it is still true
that time must be taken to explain and demonst:ate the necessary cognitive skills, to monitor
repeated practice at ever-increasing levels of difficulty, tc provide frequent and detailed
feedback, and to share the results of these efforts.

Upon closer examination, "content-based" vs. "skill-based" turns out to be too simple a
dichotomy. When the choice of either mode is made to the exclusion of the other, too much is
sacrificed. It matters less which option is chosen than that the curriculum be designed to permit
both explicit instruction in the skills and regular exercise of the those skills in practice upon
applications in a variety of "real” domains. These conditions are not automatically met in a
traditional skill-based course, nor automatically exciuded from a content-based one. As long as
both conditions are met, on the other hand, the choice of delivery mode can be left simply to
what is feasible in a given situation, what instructors are able and willing to do, how schedules
and workioads are figured and what students are willing to spend time and money cn, etc.
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Curriculum Planning for Critical Thinking: Promising Options

A number of promising ways of structuring courses for the teaching critical thinking
skills exist or are emerging that permit both specific attention to the particular demands of
instruction in a skill and the immediate application of these skills in "intelligent acts" typical of a
given field. Among these are:

a) Regular Content-Based Course: The content-based instructor not only requires
course work that calls for critical thinking but specifically analyzes what students are failing to
do when they are unable to meet requirements and provides them instruction and coaching in at
least those thinking skills immediatedly needed.

b) Skill-Oriented Content-Based Course: Perhaps in an introductory course committed
primarily to content, the instructor nonetheless identifies and builds into the syllabus time for
explicit instruction (and regular practice and coaching) in those critical thinking skills that will
be most essential to success in this and subsequent courses in the field.

c) Less-Intensive Content-Based Course: Skill becomes the main objective of the
course, content remaining to provide immediate practice as well as substantive learning, but
coverage sacrificed wherever necessary (just as, in other courses, skill development is
sacrificed as needed to assure content coverage). There is no need to move on until
demonstration of the essential competencies is achieved. (Such an approach may mean
covering in two semesters what might otherwise be covered in one.)

d) Skill-Oriented Supplementary Instruction: Study sections are provided weekly in
conjunction with a regular course, sections whose immediate objective is to improve term
papers, test scores etc., but whose methods provide for explicit instruction and coaching in
critical thinking skills. (See Attachment)

e) Tendem Courses: Two courses, one taught by a content-based instructor (e.g. a
history teacher) and one by a skill-based instructor (e.g. a writing teacher), are provided to one
group of students by teachers who plan their courses to support each others objectives and to
assure both skill-oriented assignments (e.g. in history) and content-oriented practice (e.g. in
English).

f) Content-Oriented Skill-Based Course: The main assignments in a reading or writing
or college survival course come from homework assigned in various content-based courses
being taken concurrently by the students.

g) Transfer-Criented Skill-Based Course: Courses traditionally thought to strengthen
thinking skills (logic, geometry, Latin, English, German, computer-science, science labs) are
taught with an explicit effort to identify the generic thinking skills involved and to discuss their
possible applications in quite different environments (perhaps with guest speakers).

Teaching Critical Thinking: An Approach that Work.:

Students who come into a class uncertain of their abilities need first of all to gain
confidence. If the course is structured to identify and take advantage of the critical thinking
skills they already possss and then to build upon that with steps small enough that success is
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likely each time, and if the course does not move faster than most students ae able 10 stay with
it, confidence grows. With confidence comes courage.

One way to shift the focus of students onto process and to introduce the notion of
critical thinking skills while starting students off with greater confidence, is to give them the
opportunity to do something they already know how to do. An instructor could, for example,
invite students to discuss the purchase of a car or to compare rock and roll groups or to
organize a shopping list or to choose someone they would want to have as a boss. During the
class discussion, the instructor could analyse what they are doing and show students the critical
thinking skills they already possess and use every day. The instructor could then show how
these newly identified skills could be applied to assignments in the course.

Thereafter, when the instructor gives an assignment, he could walk tnrough an
example, explicitly describing the kinds of critical thinking skills that are appropriate, trying out
and assessing various problem-solving s'rategies and encouraging suggestions from students.
Students might then first attempt to do such assignments in groups, talking out their thinking as
they go and calling on the instructor with questions as needed. (They might be encouraged to
offer the instructor not only questions but their best guess as to an approach whenever they call
for help). ‘

Then when students bring their assignments back to class, they could once again work
in small groups to analyse what was done and why, with an effort to identify promising
strategies--even where the final result doesn't fully work out.

Students working in groups and eventually on their own should devise problems and
questions for other groups and each other. The better problems and questions should be
identified by the students under the instructors guidance and the reasons why they are better
discussed and then turned into general principles. Eventually such student-generated material
should provide the basis for actual examinations.

It has often been the experience of instructors who use such techniques that what is lost
in coverage is gained in leverage. Thus the very slow progress at the beginning of a course is
made up for in the end as students begin to move ahead quickly (that is, just at the point when
courses taught the usual way often bog down as students earlier uncertainties catch up with
them.)

Teaching Critical Thinking: Conditioas of Success
Stress on Process:

The most distinctive thing about teaching critical thinking skills is that it involves at
least a partial shift in the focus of the course from content to an on-going concern with process, .
or to what has been termed "meta-cognition". And process involves not only skill, but also

159



Page 19
Glock ©1987

self-tolerance, courage and persistence. Instruction in such things benefits from specific
information regarding how the brain works, tied in with explicit discussion of the process the |
instructor, students, and experts go through to accomplish objectives in given fields. It also

benefits from frequent acknowledgement of the difficulty of what is being attempted and of the

feelings of uncertainty, frustration, stupidity, fear, elation, relief, etc that normally accompany

such efforts.

Coaching Techni

Beyond the specification of objectives and the concern with process which can be
incorporated into any course without undue sacrifice of time, there are also specific
techniques essential to the coaching of a skill that cbviously do take time. These coaching
techniques supportive of the development of critical thinking skills include:

a) Identification and sequencing of skills: Complex competencies should be broken
down into identifiable skills, carefully sequenced in level of difficulty. Itis important that
the initial work, the terminology used to explain it, and the feedback given to it not be
intimidating. Frequent, early success builds the courage needec for later difficulties.

b) Modeling the proper exercise of such skills: Students need to actually see people
struggling with ideas as wher an instructor talks out an analysis, using a chalk board, or
when other students, in problem-solving pairs, explain their approaches to solving
problem:s. They also need to see correctly finished products, e.g. blue-book exams or term-
papers with analysis and comment.

¢) Ir  ~poration of skills emphasis in regular assignments: It is not enough simply to
show studen.. :ffective techniques on a take-it or leave-it basis. The focus of their work in the
class must become partly one of tackling the difficult and sometimes frightening on a regular
basis. Some assignments shcald be designed specifically to increase critical thinking skills, with
feedback focussed not just upon the outcomes, put upon the skills and strategies which
contributed to those outcomes.

d) Closely monitored practice: Someone needs to go over what students have done
and help them identify strengths and weaknesses and talk out the process whereby they
completed the work; fellow-students, instructional aides or tutors, or the instructor can do
this. This extra help is the most expensive, yet one of the most crucial, parts of any effort
to strengthen critical thinking skills; without it, the effort is sorely handicapped.
Supplementary instruction is a way to achieve this close monitoring without sacrificing
course coverage or instructional time. (See attached article, "Breaking the Attrition Cycle")

d) Use of skills in a situation calling for intelligent action: The skills should be
applied as quickly as possible to tasks that students recognize as "real” such as taking an
examination in a content-based course.

e) Analysis of how well the necessary skills were employed: Formal assessment of
students progress in their use of the skills should be accomplished primarily be analyzing
the process they have gone through in employing these skills in "real” ~ituations.
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EPlanning for Transfer

Transfer must not be left to chance. Wherever critical thinking skills are taught,
whether in a skill-based or content-based course, an explicit effort should be made to
facilitate the transfer of these skills. This effort is so essential because many students,
lacking experience and self-confidence, will not readily make such transfers on their own.
Yet without such transfers the generality of critical thinking skills and the great power they
provide for handling a lifetime of new sitations is lost.

Transfer is facilitated partly just by telling students that it is possible, and offering a
few examples, so that they expect and start looking for opportunities that present
themselves in other courses, etc. A more extended version of this idea would be to have
guest lecturers from other content-areas. For example, a geology instructor who had been
teaching the research methods peculiar to historical geology might invite in a history teacher
or a linguistics teacher to explore the similarities and ¢ (fferences in the methodologies of
their respective fields. A key point in the ensuing discussion should be the universality of
the value of systematic gathering and sifting of evidence, regardless of the f-*4. The
geology teacher might accompany this guest lecture, or follow it up, with one from an
occupational specialist--say an automobile repair instructor--who could explain how the
same patient, systematic mind-set useful in solving a problem in geology is also necessary
for isolating an electrical problem in a car.

Committment

Teaching critical thinking skills and facilitating their transfer is part of the educational
effort public concern is cailing for. But if the effort stops there. the whole point is missed.
For once again it is not skill alone that the public wants; it is the exercise of that skill, wherever
appropriate. And the exercise of critical thinking is as much a matter of disposition as of skill.
It is a matter of courage in the face of uncertainty, of persistence in the midst of difficulty, of
patience in the face of complexity. And it is, above all, the willingess--when truth is import-
antly at stake--to sacrifice security, efficiency, (and sometimes even loyalty) in its service.

Obvious as this point is, once made, it is in danger of proving a mere platitude if its
implications are not closely examined. At its root, insistence upon critical thinking in the fullest
sense is insistence upon jeopardy for student and teacher alike.

"Critical thinking is reflexive. It is not reasoning from A to B; it is reasoning about "Why

A?" and "Why B?" The refiexive character of critical thinking places unusual demands cn

teachers who would teach critical thinking....People tend to be wary of critical thinking and

made uncomfortable by it. The critical thinker may choose, on reflection, not to solve the

math problem, may even choose not to teach it!
(Unpublished Manuscript, "Teaching Critical Thinking"by Beatrice K. Nelson)
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Our native tongue appears to us at the bénning as a purely transparent window on the real
world. Ony later on, in encountering other tongues and other usages do we come to a more
reflective self-consciousness about our own symbolic representations. Extended further, such
self-consciousness turns sytematically critical, forcing a theoretical wedge between ourselves
and our own representations...we thus acquire a reflective distance...

(. 20, Of Human Pofential, by Israel Scheffler)

If it is to be authentic, the requirement for “critical thinking" in a course cannot only
affect the objectives of the course, its conient, texts, assignments, and evaluation modes. It
must also, most importantly, affect the style and methods of instruction and the atmospherz of
the class. Care in reasoning matters little if the products of reasoning are not taken seriously in
the class; if problems are set only as exercises. And if care is taught only in connection with
exercises and never in connection with real beliefs, deeply felt, then the likelihood of the
transfer of critical thinking skills to any context where they really matter is greatly reduced. On
the other hand, if the critical thinking going on in a classroom is to be authentic, then it means
tnat the statements of the teacher and of the text, and the assumptions and values inherent in the
discipline or field under study must all be open to scrutiny, shold question arise. It may also
mean that the teacher should explicitly and consciously raise such fundamental questions and
be prepared to seriously entertain any resulting challenges.

Nor must this questioning in its turn be permitted to become but an empty exercise.
The object is not the production of knee-jerk scepticism. Questioning is only part of critical
thinking. Unde. standing and being able to assess evidence, knowing when to act on partial
evidence, and recognizing where values or fundamental principles must simply be accepted as
starting points are also crucial aspects of the full exercise of critical thinking. In e end, the
educational objective is for students to arrive at better answers--not to refuse answers at all. It
is for them to take more responsibility for the answers they accept--not to avoid taking stands at
all.

Desire here blossoms into committment, perseverance, loyalty--a kind of love of the project
embarked on, with which one id 1tifies oneself and which helps shape one's self-respec.. Beyond
realistic hope, not always available, lies faith; and love of the goal may inspire the courage to
conquer even realistic fears. It is not only in the realm o/ moral principle, thus, that fear and love,
courage and respect, have a role to play, but throughout the sphere of action their relevance is
evident. Hedged about by constraints on availabie options, by limitations of capability, and by the
uncertainty of even the best-available foresight, human choice proceeds nevertheless to stake out
paths in the jungle of possibilities, building habitations of varied structure and adornment to house
its loves and works.

(p. 33, Of Human Potential, Israel SchefMer)
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CHART: CRITICAL THINKING SKILLS

On the next page is a chart showing the five main components of intelligent action
and attempting to distinguish which aspects of each of these components is generic and
transferable, hence a "critical thinking skill", which are are attitudes, and which are
domain-specific (i.e. skills or knowledge or attitudes specific to a given domain or field of
human endeavor and hence dependent upon specific experience with that field). It may be
useful in defining objectives for a course or in designing situations that test these abilities.

On the two pages following is 2 double-chart organizing intelligent actions in the
order of difficulty. Moving from top to bottom, it becomes more difficult to explain to
students what is required and more threatening to students to carry them out. For the most
part, those actions called for toward the bottom of the page presuppose the abiiity to do
those occurring earlier on the page.

The two sides of the double-chart attempt to show the roughly parallel development
in hands-on and/or technical tasks, on the one hand, and the more academic, verbal tasks
on the other. These charts may be useful in identifying and sequencing content-based
tasks that call for critical thinking skills at increasing levels of difficulty. While transfer
horizontally across these two classes of activities, on the double chart, even at the same
level, rarely occurs spontanecusly, there is some evidence that explicit efforts to bring
about such transfers can reap marked benefits to students.

One such effort to encourage transfer of critical thinking skills across the split
between "verbal” and "visual" follow the chart. is an effort to use the visualizing,

graphing techniques typical of "problem-solving" to carry out the essentially verbal task of
writing an answer 4o an essay exsmingdaon.
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SOME TININKING SKILLS CRITICAL TO COMPREHENSION, COMMUNICATION, & PROBLEM-SOL VINGNY Clover Glock

Components of Intelligent Acts

Generic Thinking Skills

Attitudes Critical to Thinking

Domain-Specific Thinking Skills

1. PROBLEM-POSING

Perceiving and defining a problem (or
potential);

Asking a fruitful question

Defining an cffective theme

*Understanding what a problcm or a
theme is, in general, and having some
schcmata or scarch strategics for
anticipating or discerning problems or
devcloping a theme

* Ability to sift through multiple
variables and "put one's finger

on the real problem" or the "real point”
*Ability to shift perspective, to re-
define problem or theme from different
perspectives

*Ability to articulate a problem or
theme in diffcrent terms

*Initiative

*Habit of "scanning”, of looking out
for problems or significance

*Both caution and conlidence in setting
aside other variables or themes to focus
on the one more promising

*Tolerance for "cognitive dissonance”
and uncertainty

*Recognition that problems must

ofien be redefined, or ideas reworked,
before a solution or a structure can be
found

*Overriding desire 10 find the best
solution or structure

*Knowledge of the types of problems
or issucs constitutive of this disciplinc
or familiasity with the types of
problems that typically show up in
this field or situation.

*Undersianding of the vocabulary
peculiar 1o this field and of the range of
terminology that can be used 1o define
problems or state ideas that will be
comprehensible to others in the field
*Experience with successfully reform-
ulating problems/ideas in the past;
familiarity with the different
viewpoints in the field

2. INQUIRY
Determining what information
is necessary and obtaining it

*Understanding when its necessary o
ask each of the following questions
*Ability to evaluate the distinct kinds
of evidence for cach:

a. What do you mean?

b. How do you know?

c. So What?

*Disposition to seek answers before
acling ang to check the validity of
crucial information where ii may be
suspect

*Willingess 1o take responsibility for
the truth of one's claims

*Honesty

*Understanding of the modes of inquiry
constitutive of a discipline or of the
techniques for finding out used in a
field

*Skill in rollowing these modes or
using these techniques

3. STANDARDS
Understanding whal is at stake

in the situation, what are the
objectives, or the standards of the
endeavor

*U: .gerstanding standards of relevance,
clarity, evidence, logical validity,
coherence, proportion, economy,
utility, faimess

*Understanding of when and how these
standards apply

*Techniques for testing when these
standards have been et

*Appreciation of what it means to
meet standards

*Willingness to subject one's ideas or
efforts to critical scrutiny and o
modify them in light of what is found
out, in order to meet standards of truth,
justice, caring, beauty, effectiveness
and efficiency

*Understanding of the standards
constitutive of a discipline, or the
objectives constitutive of a field
*Experience applying these standards
to actual situations;

*Judgement regarding the relative
importance of standards and when they
may be safely set aside

4. CREATIVE THINKING
Generating alternatives

* Ability 10 "break a mind-set"
*Familiarity with strategies and
schemata that could be varied 'o fit
new situations

*Brainstorming & insight-generating
lechniques

*Tolerance for uncertainty
*Playfulness *Courage
*Patience and persisiciice
*Understanding and respect for one's

own creative processes
*Capacity o work with others

*Familiarity with all of the usual
alternatives available in the field
*Experience solving a wide array of
problems and generating additional
altermatives when the usual ones
wouldn't work

5. REASONING

Accepling a conclusion; making a
plausible decision for sound reasons
Assessing one's own work correctly

ntelligent acts require general cognitive skills, the disposition 1o use these skills, and knowledge peculiar to a given domain.
“Critical thinking" can be viewed as covering all of these general
levaluative). The ability of someone to "think critically” is not j
LAssessment of critical thinking skills must be based upon a careful anulysis of how they were used, with the relevant
“domain-specific'_anowledge, in such actual applications:as grades in content-based courses or on-the-job effectiveness.

cognitive skills or as limited to a special sub-set (the

 they
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EXPOSITION

Tasks Calling for Critical Thinking Skills

Primarily verbal skills essential to success in the liberal arts, professions, menagement,
public policy, and the making of complex personal decisions

Levels of Teaching

Methods of Teaching and Assessing

Examples of Assignments

Answzring Questions
Answering "what", "when", “where",
"who" and "how" questions; giving
dcfinitions; listing, summarizing or
describing information from the
course; completing a form on the job.

{EEEENYEEENNEEEPNANEEENEEES

Critical
Thinking

Using information presented in the
course, or data ircady availablc on the

Go over the test and notes from your
own lecturcs in class, asking aloud
and gcetting answers 10 the questin:
"What question is answered here?”
The accuracy and types of qucstions
asked in response is an indicator of
compreheasion.

When a student gencrates a "why"
qucstion, take particular note and get
students discussing what questions are

Have students look at their notes or
texts and generate their own questiony
by asking themsclves "To what
question is this passagc an answer?”
Initally they will typically producc
primarily informational questions.

In quizzes, use student-gencrated
"icstions and posc analytical
questions,explaining ahcad of time

creativity: insight vs. verification,
"right-brain” vs. "left-brain”; global
vs.lincar; intuition vs. analysis)

Job, to appropriaicly answer the most powerful and why. Explain | how answers to such questions can
qustions posed regarding "Why” of | {he siructure of analytical questions be structured. (Requiring them (o use
questions that require analysis, using familiar material (and visual analogucs for each of the
synthesis, comparison, cvaluation, or | igyalizations. Sce following pagcs usual essay questions arc helpful.
justification for some cxamples.) {Sce examples on back of next page)

. . Once swdents have become comfort- | Use of structures (sce next chart) will
Asking Questnons_ ablc working with morc powerful gencrale many questions that go
Obtaining and then analysing, questions and answering them from | beyond the material.  Set-breaking
comparing evaluating, synthesizing | mayerial already available in the class, | exercises (sce DeBono) brainstorming
information and ideas not presentcd in | similar questions can be posed that techniques and other “creative
!he course or alrcady available on the require finding additional material on | thinking” excrciscs can be combincd
job. Material from other classes can | one's own using techniques explained | with self-criticism techniques (Sce
be used i.o'lct students experience the | in class. below) for specific assignments

ferability of thinking skill

. ) Students may be asked to read
v . Material presented in the text canbe | criticisms of their text or rcadings that

Questioning Answers analyzed 1o determine which of the | conflict with it. After criticism has
Critically asscssing the material in the | inquiry techniques (presented above) | boen modelied and analyzed by
course, or matcrial gencrated by gencrated it. Instructor may criticize | ihe instructor, or generated in class
onesclf. (This should be taught partly ¢ the text and may carcfully go over the | discussions, students could atiempt
to engender a healthy scepticism, but ] criticisms to point out relevant their own carefully argued criticism,
primarily as the parallel process to critcria. Above all, the instructor based where possiblc upon their own

must subject his own views (o
scrutiny and be willing to modify
them publicly during a discussion.

experience. This kind of learming is
threatening and is best internalized in
a supportive class

Questioning Questions
Rethinking the frame of reference, the
underlying assumptions in the
material taught, with an emphasis on
conceptual, normative and theorctical
analysis

Comparisons of divergent views or
theoretical anomolics mayv be
presented, then discussed, with the
instructor actively posing questions
that lead students to perceive that the
diffcrences in vicwpoint stem from
differences in terminology or cven in
the questions being answered.
Instructor may modc! reformulating a
problem and then explain that process.

To criticize ones own work or to havd
a framc of refe.ence questioned or
shifted is disturbing and is thus oficr
resisted.  Important but not mtractable
cmotion-laden topics are best assigne
initiatly until the reatization of the
universality of ccinterpretation and
rcdefinition begins 1o dawn, when
morc threatening topics might be
attempt-cd. (In short, dcbating
"abortion” is NOT thc place to starn)
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Tasks Calling for Critical Thinking Skills

PROBLEM SOLVING

Primarily spatial, reasoning, and quantitative skills essential to the performing and other arts
and to householding, various occupations, technical fields, research and management.

Levzi 10 be Emphasized in Teaching

Methods of Teaching and Assessing

Examples of Assigrments

Solving Problems Posed
Solving problems posced by others
using a given formula or a step by
stcp procedure (including word
problems with procedure given)

Consider not using a textbook, at

lcast initially, and having students
take complete notes with ful! wnitten
cxplanations, diagrams and charts they
draw themselves, and their own
marginal comments.

Havc students makc up their own
problems and solve them or cach
others. Have them first read the prob
lem scts in their texts to see what
they understand or can gucss-- then
read the text to see f they arc right:

Solving problems set by others by Have students sct word problems or Have studcnts work in pairs and talk
first formulating the problem m~ e problem situations for you and model  § aloud their approach 1o solving
precisely and then selecting from sotving them, slowly talking out problems, stopping each other when a
among solutions of proven possible approaches, and thinking step is skipped or wrong; have them
cffectivencss (including puzzles and | aloud about why you reject some use pictures and/or write out their
word problems other than above) approaches and pursue others. thinking (sce attached & Whimbcy).
Posing Problems Analyse cases in class. Obscrve Have them obscrve and evalualc
On the basis of experience and studeats solving problems or carrying | siwations, act, and analyze their own
understanding of a given sct of out complex processcs, in hands-on | actions. Have them writc up "lessons
objectives, standards, etc., percciving | situations, and later have them analvse | leamed" from cxperience (as some
or anticipating problems (or what they did and why. From these companics reward employecs for
poicntials), defining and acting to analyses, illustratc principles and doing).
solve the problem (or realize the draw out rules of thumb appropriate to
potential) by known solutions, or the ficld.
by trial and error.
g;‘;‘:iﬁc“uy explzir:):‘nd P’a‘;:icc Require students to deal with

. . nslorming an cr "right- ot
Posing New Solutions brained" or "creative thinking" s pove, cniough (hat the
Generating ncw ideas, approaches, techniques intended 10 help students y

solutions, or techniques; making
ncw uscs or new combinations of
old ideas; risking solutions of
unknown valuc.

break through & mindset. Encourage
"meta-cognition”, i.c. watching how
onc's own cognitive processes work
and lcaming to work with them and to
appreciate the wide diversity of
cfiective styles of problem solving.
Teach techniques for cooperative
problem-solving.

using won't work rcliably thus forcing
joint efforts, risk-taking and
persistence. Require them to explicitly
try out techniques taught and to
discuss, and possibly record, the
processes they went through and to
share such records with other students
looking for idcas.

Redefining Problems
Recognizing when the way the
problem is posed is getting in the
way of a solution, or is not the
“real” problem. Redefining what
counts as a solution or the very
terms in which the problem is
described.

Same as abovc. Also provide
historical and other cxamples of cases
where vicwing the problems
differently was the first step to

solving them. Model formulating the
"problem” in many diftcrent ways,
When cxplaining different theorics,
show how cach would view the same
problem diffcrently and what would be
gaincd thercby.

Require students to take the same
“problem" and define it in scveral
different ways, perhaps in cach of the
ways suggesicd by dilferent theorics
discussed in class. Reward risk; i.c.
reward students for redefining the
problem even when they sometimes
are icss effective because of having
tricd to apply soincthing new leamed
in class or to have done somcthing
more difficult.
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T-Formations
Comparison/Contrast Pro/Con
Typical Essay Question: Typical ¥ssay Question:
“Explain the similarities and differences "Discuss the issue of immigration”
betweencontemporary Britain and America”
England America Limiting Immigration: | | .
Parli mSame la ngug%e gress Preserves jobs Keeps ccl)lst ;l)f I:bor
lame ngri o : re e A
Royal family No inherited Jor Americans artificially hig
offices Makes it possible Keeps out the needy
Import most Grow most to serve the needy | and the endangered
food food already here
gzzﬁ ‘:}eo':'ﬁ ; z‘:;is S Country can only Almost all Americans
’ i
Both industrialized hold so many were once foreigners
Family members Separates families
get priority
Etc. Etc.
Comparison Grids
Typical Essay Question:
"Discuss the Italian, French, and English Renaissance"”
Italy France £ngland
Dates?
Center(s)?
Political Leaders?
Key Events?
Key Discoveries?
Scientists/Inventors?
Writers?
Artists?
Art Works?
Philosophers?

If you were setting a question like this for yourself ahead of time while studying for your exam, you
could make up the list of topics (left hand column) from your comments in the margins of your class
noes and the sub-headings in your textbooks. Answers in the boxes could be page numbers or lecture
dutes. (Avoid questions that would have a simple yes or no in the boxes)
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"EXAMINATION VERBS" FOR ESSAY TESTS

VERB POSSIBLE FORMS
DESCRIBE: LIST
wWhat.? PICTURE
when? DIAGRAM
Where?

Who?

VENN DIAGRAM

DEFINE:
TREE

GIVE AN EXAMPLE OF PICTURE

LIST, CLASSIFY LIST
TREE

COMPARE /CONTRAST "T" FORMATION (C/C)
C/C GRID

EXPLAIN THE RELATIONSHIP BETWEEN

ANALYZE
1. List key factors
2. Determine if relaticnship is: OUTLINE
Categorical (including Argumentatioa) VENN DIAGRAMS
Seguential TREE
Process FLOW CEART
chronological PATE LINE
Causal CAUSAL ARROW
Spatial
3. Choose appropriate form
“RACE THE DEVELOPMENT OF, SHOW WHY, WHY2, CAUSAL ARROW
EXPLAIMN THE CAUSES OF, 'GIVE REASONS WHY SUCH &SSUCH HAPPEN%EI SYSTEMS FLOW
EXSLAIN THE BPROCESS OF {HM' TO, ETC.) FLOW CHART
CYCLE
LIST STEPS

EXPLAIN THE REASONS FOR, JUSTIFY, SHUW THAT, PROVE,etc) "T"FORMATION (+/-)
VENN DIAGRAMS
DEFINITIONS
LIST OF REASONS

TJALUATE, CRITICIZE, INTEPPRET s LIST OF TOPICS
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Assessing College Level Materials
Annette Runquist

January 1987

Title V regulations specify the need for instructors to verify that reading
materials used in the classroom are "college level." While there is not one
instrument that can objectively measure the "reading level"” of our college

materials, the following resources should prove useful when evaluating your
classroom eading assignments:

I, Facts and Fallacies Concerning Readability by Annette Runquist (ATTACHED)
This simple handout is a product of my own research regarding
READABILITY. Keep in mind that while readability formulas may yield
a variety of results (grade level measures), recent court cases have
honored the use of reliable formulae to measure the readability
of legal documents such as welfare forms, contractual agreements, etc.

I1. Fry Readability formula amd graph (ATTACHED)
Developed by Edward Fry, Rutgers Ualversity; uses tolal  aumber of
syllables and average sentence length

I11. Raygor Readability Estimate (ATTACHED)
Developed by Alton Raygor, University of Minnesota; uses number of

words with 6 or more letters and average sentence length (Correlates
.875 w/Fry)

Iv. Rix Rate readability formula (LEARNING CENTER) - SOFTWARE
Developed by Jonathan Anderson, Flinders University of South Australia;
based on Swedish formula Lasbarhetsindex or Lix); uses number of words
with 7 or more letters and average sentence length

V. RightWriter (LEARNING CENTZR) - SOFTWARE
Based on the Flesch~Kincaid readability formula, this software
program attempts to measure readability, including a variety of
ractors (word length, sentence length, semantic variables). If you
choose to use this program, please use an additional readability
formula to measure reading level. Average the two formulae. (As

far as I can tell, the documentation on R!ghtWriter is not very
comprehensive).

After assessing the READABYLITY of your textbooks, ask yourself what you
consider to be “college level"” materials. Also, remember that there is a
marked difference between a student's INSTRUCTIONAL reading ability

(guided by instructor...70% comprehension) and a student's INDEPENDENT
reading abilicy (Not guided by instructor, e¢.g. homework...90% comprehension).

If I can be of further assistance, contuct me (x294 office or x465 dept.)/
.-.and remember, if your students need to improve their ability to read,
enroll them in our open/entry-open/exit Reading Improvement Lab (Engl. 320)!




I. FACTS AND FALLACIES CONCERNING READABILITY .

1.) what is readability?

Readability formulas are an estimate of the reading difficulty
of any reading material.

There are many readability Formulas. Most formulas are based
on correlational data, i.e. number of words in a sentence,
number of syllables in a word or word-count length,** and the
percentage of unfamiliar words in any reading passage (derived
from researched word lists). By averaging several passages

in a text (using a readability formula), a readability score
will yield a grade level equivalency score. This readability
measure represents an average of the readability (linguistic
variables) of the entire reading text. Keep in mind that
different formulas yield different grade equivalency scores.

2.) Of what practical use are readabiiity formulas?
Readability formulas provide an ESTIMATE of reading difficulty.

An adequate sampling of the text must be tested, if readability

formulas are to be considered objective. In general, one should

test a minimum of 3-6 100 word passages from the beginning,

middle, and end of the text. .

Readability formulas are only one measure of the actual readability
of a text. Althcugh sentence length and word length in particular
do have some correlation with passage reading difficulty, these
factors are not necesscrily the cause of reading difficulty.
Research has shown that word or semantic variable is the most
reliable readability factor in a readability formula score.

3.) wWhat factors, other than readability, should one examine when
evaluating textbooks?

In 1935, 2 researchers (Grave and Leary) identified as many as
288 characteristics affecting readability. 1In general, they
categorized these factors into 4 categories:

a.) Format

u.; Ceneral features of organization

c.) Content

d.) Style of expression and presentation

An examination of many of the characteristics that impact or enhance

readability usually results in a common-sense approach to critically

examining a text in its entirety. Relying solely on word count and

sentence length to obtain a readability score, ignores the specificity

and beauty of the English language. ‘
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RECOMMENDATIONS

THE DESIGN OF YOUR TEXTBOOK IS CRITICAL:
Consider: - ctypeface (style; size)
- long-winded paragraph structure
- lengthy sentence structure
- confusing punctuation
= full pages of type (eye strain)
- 1illustrations, charts, graphs, photographs
- chapter summaries
- study questions
- glossary and bibliography, as needed
- sub-heads and bold face type
- use of color
. READABILITY FORMULAS DO NOT MEASURF:
- scrambled text as compared to well-ordered prose
- concept density
- level of abstraction

- appropriate orgzaization, coherence, and
Jogical presentation of ideas (clear writing style)

- figurative and poetic language
- multiple meanings

- technical/scientific vocabulary (any co-~“ent
specific vocabulary)

- reader INTEREST AND/OR MOTIVATION
Be cautious of textbooks written to "formula.” Assist your students

to read and understand the best textbooks in your field; remember te
ask your students for an evaluation of the text.

THE GOAL OF READABILITY FORMULAS IS TO MATCH THE READER TO THE TEXT.




II. THE FRY READABILITY GRAPH

Directions ‘

1. Select three one-hundred word passages, from near the

beginning, middle and end of the book. Skip all proper
nouns.

2. Count the total number of sentences in eachhundred-word
passage (estimating to nearest tenth of a sentence.)
Avarage these three numbers,

3. Count the total number of syllables in each undred-word
sample. I find it conveniznt to court every syllable
over one in each word and add 100, average the total
number of syllables for the three samples.

4. Plot on the graph the average number of sentences per
hundred words and the average number of syllables per
hundred words. Most plot points fall near the heavy
curved line. Perpendicular lines mark off approximate
grade level areas.

EXAMPLE
Sentences Syllables
per 100 words per 100 words
100-word sample Page 5 9.1 122 ‘
100~word sample Page 89 8.5 140
100-word sample Page 160 7.0 129
3) 24.6 3) 391
) )
8.2 130

Plotting these samples and the average on the Faph, we find that the average
falls in the Sth grade area; hence the book is about Sth grade difficulcy level.
If great variability is encountered either in sentence length or in the syllable
count for the three sdections, then randomly select several more passages and
average them in before plotting.

Note: This and the following page may be reproduced as long ar the author is
given credit.

Sources: Journal of heading, April 1968

Reading Teacher, March 1969
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Average number of syllables per 100 words
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Directions: Randomly seclect 3 one hundred word passapes from a book or an article.
Plot average number of syllables and average nunber of sentences per 100
words on graph to determine the grade level of the material. Choose
more passages per book if great variabpility is ohserved and conclude that
the book has uneven readability. Few books will fall in gray area, but
when they do, grade level scores are invalid.

The Fry Graph for Estimating Readability (above) attempts to greatly simplify
the effort needed to determine grade level of reading material. In the example
above, the dot represents the grade level of a book whose average number of
sentences per 100 words is 6.3 and whose average number of syllables per 100
words is 141. The solid line indicates average numbers of words and syllables by
grade level. The upper right-hand and lower left-hand corners, shaded in color,
are areas in which readability findings are considered unreliable.

EXAMPLE: SYLLABLES SENTENCES
First Hundred Words 124 6.6
Second Hundred words 141 5.6
Third Hundred Words ) 158 6.8
Average 9()53 141 6.3

READABILITY 7TH GRADE (See dot depictad on graph)




Critical Thinking

and Thinking Skills:

State of the Art Definitions
and Practice in Public Schools

Barbara Z. Presseisen

444 NORTH THIRD STREET
PHILADELPHIA, PA 19193 one
(215)574-9300 :



REFERENCES

Allen, R. R., & Rott, R. K. (1969). The nature of critical thinking
(Theoretical Paper No. 20). Madison, WI: Wisconsin Research and
Development Center for Cognitive Learning.

Anderson, H. R. (Ed.). (1942). Teaching critical thinking in the social
studies (thirteenth yearbook). Washington, DC: National Council for
the Social Studies.

Ballew, N. (1967). Discovery learning and critical thinking in algebra.
High School Journal, 30, 261-270.

Barell, J. (1983). Reflections on critical thinking in secondary schools.
Educational Leadership, 40(6), 45-49,

Benderson, A. (1984). Focus 15. Princeton, NJ: Educational Testing
Service.

Bereiter, C. (1984). How to keep thinking skills from going the way of
all frills., Educational Leadership, 42(1), 75-77,

Beyer, B. K. (1984). What's in a skill? Defining the thinking skills we
teach. Social Science Review, 24(1), 19-23,

Beyer, B. K. (1985a). Critical thinking: What 1s 1t? Social Education,
' 49(4), 270-276.

Beyer, B. K. (1985b). Teaching critical thinking: A direct approach.
Social Education, 49(4), 297-302.

Beyer, B. K. (1985c). Teaching thinking skills: How the principal can
know they are being taught. NASSP Bulletin, 69(477), 70-83.

Bloom, B. S. (Ed.). (1956). Taxonomy of educational objectives: Handbook
I: Cognitive domain. New York: David McKay.

Brainen, S. S. (1985). Mediating learning: Pedagogic issues in the
improvement of cognitive functioning. In E. W. Gordon (Ed.), Review of

research in education (volume 12) (pp. 121-155), Washington, DC:
American Educational Research Association.

Bruner, J. S. (1960). The process of education. New York:

Vintage
Books.

Bruner, J. S. (1966). Toward a theory of iastruction. Cambridge, MA:
The Belknap Press.

Bruner, J. S. (1967). On knowing: Essays for the left hand. New York:
Atheneum.




Bruner, J. S., Goodnow, J. J., & Austin, G. A. (1956). A study of
thinking. New York: John Wiley.

Budmen, K. 0. (1967). What do you think, teacher? Peabody Journal of
Education, 45(1), 2-5.

Brown, A. L. (1985). Teaching students to think as they read: Implica-
tions for curriculum reform. Paper prepared for the American Educa~
tional Research Association Project: Research Contributions for
Educational Improvement.

Brown, J. S. (1985). Tdea amplifiers - new kinds of electronic learning
environments. Educational Horizoms, 63(3), 108-112.

Chi, M. T. H., & Rees, E. T. (1983). A learning framework for development.
Pittsburgh, PA: Learning Research and Development Center.

Cornbleth, C. (1985). Critical thinking and cognitive process. In W. B.
Stanley, C. Cornbleth, R. K. Jantz, K. Klawitter, J. S. Leming, J. L.
Nelson, J. P. Shaver, & J. L. White, Review of research in social
studies education 1976-1983, Bulletin 75 (pp, 11-63). Boulder, CO:
ERIC Clearinghouse for Social Studies/Social Science Education.

Costa, A. L. (Ed.). (1985). Developiggﬁuinds; A resource book for
teaching thinking. Alexandria, VA: Association for Supervision and
Curriculum Developmeni.

Costa, A. L. (1986). Teaching skillful thinking (A videotape series,
Part 1). Alexandria, VA: Association for Supervision and Curriculum
Development.

Cuban, L. (1982). Persistent instruction: The high school classroom,
1900-1980. Phi Delta Kappan, §£(2), 113-118.

Cuban, L. (1984). Transforming the frog into a prince: Effective 'schools
research, policy, and practice at the district level. Harvard Educa-
tional Review, 54(2), 129-151.

D'Angelo, E. (1971). The teaching of critical thinking. Amsterdaw:
B. R. Gruner.

deBono, E. (1984). Critical thinking is not enough. Educational Leader-
ship, 42(1), 16-17.

deBono, E. (1986). Beyond critical thinking. Curriculum Review, 25(3),
12-16.

Devine, T. G. (1964). Can we teach critical thinking? Elementary
English, 41(2), 154-155.

Dewey, J. (1938). logic: The theory of inquiry. New York: Holt,
Rinehart & Winston.

208




Dressel, P. L., & Mayhew, L. B. (1954a). Critical thinking in soctal

science: A handbook for evaluation and teaching. Dubuque, TA: William
C. Brown.

Dressell, P. L., & Mayhew, I.. B. (1954b). General education: Explora-
tions in evaluation. Washington: American Council on Education,

Eisner, E. W. (1965). Critical thinking: Some cognitive components.
Teachers College Record, 66(7), 624-634,

Eisner, E. W. (Ed.) (1971). Persistent dilemmas in curriculum decision-
making., In E. W. Eisner (Ed.), Confronting curriculum reform (pp.
162-173). Boston: Little Brown.

Fonis, R. H., (1962). A concept of critical thinking. Harvard Educational
Review, 32(1), 81-111.

Ennis, R, H. (1965). Critical thinking readiness in grades 1-12: Phase I.
Deductive reasoning in adolescence (Project No. 1680). Ithaca, NY:

Cornell University, School of Education.

}
Ennis, R. H. (1969). Logic in teaching. Englewood Cliffs, NJ: Prentice- |
Hall. }

\

\

\

|

Ennis, R. H. (1976). An alternative to Piaget's conceptualization of
logical competence. Child Development, 47(4), 903-919.

Fonis, R. H. (1985a). A logical basis for measuring critical thinking |
skills. Educational Leadership, 43(2), 44-48.

Ennis, R. H. (1985b). Critical thinking and the curriculum. National
Forum, 92(1), 28-31,

Ennis, R. H., Millman, J., & Tomko, T. N. (1985). Cornell critical

thinkine tests: Level X and Level Z-manual (Third edition). Pacific
Crove, CA: Midwest Publications.

Feuerstein. R., Jensen, M. R., Hoffman, M. B., & Rand, Y. (1985).
Instrumental enrichment, an intervention program for structural cogni-
tive modifiability: Theory and practice. In J. W. Segal, S. F.
Chipman, & R. Glaser (Eds.), Thinking and learning skills, Vol. 1.
Hillsdale, NJ: Lawrence Erlbaum Associates.

Flavell, J. H. (1976). Metacognitive aspects of problem solving. In

L. B. Resnick (Ed.), The nature of intelligence. Hillsdale, NJ:
lLawrence Erlbaum Associates.

Fraser, D. M., & West, E. (1961), Social studies in secondary schools,
New York: Ronald Press.

»

Furth, H. G., & Wachs, H. (1974). Thinking goes to school: Piaget's
theory in practice. New York: Oxford University Press.

209




Gage, F. A. (1940). A unit on propaganda analysis. Social Education,
6(7), 483-488,

Cans, R. (1940). Critical reading comprehension in the intermediate
grades. New York: Teachers College, Columbia University, Bureau of
Publications.

Gardner, H. (1985). A history of the cognitive revolution. New York:
Basic Books.

Glaser, E. M. (1941). An experiment in the development of critical
thinking. New York: Teachers College, Columbia University, Bureau
of Publications.

Glaser, E. M. (1985). Critical thinking: Educating for responsible
citizenship in a democracy. National Forum, 65(1), 24-27.

Gordon, E. W. (Ed.). (1985). Review of educational research (Volume 12).
Washington, DC: American Educational Research Association.

Halpern, D. F. (1984). Thought and knowledee: An introduction to
critical think.~g. Hillsdale, NJ: Lawreiice Erlbaum Associates.

Harper’'s Index. (1984). Harper's Magazine, 268(1608), 9.

Heiman, M., & Slomianko, J. (1985). Critical thinking skills. Washington,
DC: National Education Association.

Howell, W. S. (1943). The effects of high school debating on critical
thinking. Speech Monographs, 10, 96-103.

Hudgins, B. B. (1977). Learning and thinking: A primer for teachers.
Itasca, IL: F. E. Peacock.

Kamii, C. (1984). Autonomy: The aim of education envisioned by Piaget.
Phi Delt. Kappan, 65(6), 410-415.

Kohlberg, L., & Turiel, E. (Eds.). (1973). Recent research in moral
development. New York: Holt, Rinehart & Winston.

Kurfman, D. (1967). The evaluation of effective thinking. In J. Fair
& F. R. Shaftel (Eds.), Effective thinking in the social studies (37th
yearbook) (pp. 231-253). Washington, DC: National Council for the
Social Studies.

Larkin, J. H. (1980). Teaching problem solving in physics: The psycho-
ingical laboratory and the practical classroom. In D. T. Tuma & F. Reif
(Fds.), Problem solving and education: Issues in teaching and research
(pp. 111-115). Hillsdale, NJ: Lawrence Erlbaum Associates.

Lipman, M. (1976). Philosophy for children. Metaphilosophy, 7(37).

Lipman, M., Sharp, A. M., & Oscanyau, F. S. (1980). Philosophy in the
classroom. Philadelphia: Temple University Press.

44 221()




Lochhead, J. (1981). Research synthesis on problem solving. Educational
Leadership, 39(1), 68-70.

Lochhead, J. (1985). Introduction to Section 1 - New horizons in educa-
tional development. 1In E. W. Gordon (Ed.), Review of research in

education (Vol. 12) (pp. 3-9). Washington, DC: American Educational
Research Association.

Lohr, §. (1984, July 8). The Japanese challenge. New York Times
Magazine, 18-23, 37, 39, 41.

loyd, L. (1986, February 13). The students of tomorrow will be harder to
teach, educators are told. The Philadelphia Inquirer, 8-B.

McPeck, J. E. (1981). Critical thirking and education. Oxford, England:
Martin Robertson.

Massialas, B. G. (1963). Developing a method of inquiry in teaching world
history. 1In B. G. Massialas (Ed.), The Indiana experiments in inquiry:
Social studies. 1Indiana University, Bulletin of the School of
Education, 39, 1-35.

Metcalf, L. E., DeBoer, J. J., & Kaulfers, W. V. (Eds.). (1966).
Secondary education: A textbook of readings (pp. 123-146), Boston:
Allvn & Bacon.

Morante, E. A., & Ulesky, A. (1984). Assessment of reasoning abilities.
Educational Leadership, 42(1), 71-74,

Moss, P. A., & Petrosky, A. R. (1983). A proposal for measuring critical
thinking. Pittsburgh, PA: Board of Public Education. (ERIC Document
Reproduction Service No. ED 237 399)

Mullis, L. v. s. (1984, May). Whac do NAEP results tcll us about students'
higher order thinking abilities? Racine, WI: Association for Super-
vision and Curriculum Development Conference at Wingspread (photocopy).

Murray, E. (1944). Conflicting assumptions. The Mathematics Teacher,
37(2), 57-63.

National Commission on Secondary Education for Hispanics. (1984). Make
something happen: Hispanics and urban high school reform (Volumes T and
IT). Washington, DC: Hispanic Policy Davelopment Project.

National Science Board Commission, (1983). Educa.ing Americans for the
21st century: A plan for action improving mathematics, science and
technology education for all American elementary and secondar students
so_that their achievement is the best in the world by 1995. Washington,
DC: National Science Board Commission on Precollegiate Education in
Mathematics, Science and Technology, National Science Fourdation.

Nickerson, R. S., Perkins, D. N., & Smith, E. E. (1985). The teaching of
thinking. Hillsdale, NJ: Lawrence Frlbaum Associates.

211

45




Norris, S. P. (1985). Synthesis of rescarch on critical thinking.
kducational leadership, 33(8). 40-45.

Olson, D. R. (1973). What is worth knowing and what can be taught.
School Review, 82(11), 27-413,

Olson, D. R. (1976a). Culture, technology, and intellect. In L. B.
Resnick (Ed.), The nature of intelligence (pp. 189-202). Hillsdale, NJ:
l.awrence Erlbaum Associates.

Olson, D. R. (1976b). Notes on a cognitive theory of instruction. In
D. Klahr (Ed.), Cognition and instruction. Hillsdale, NJ: Lawrence
Erlbaum Associates.

Olson, D. R. (1985). Computers as tools of the intellect. Educational
Researcher, 14(5), 5-7.

0'Reilly, K. (1985). Teaching critical thinking in high school U.S.
history. Social Educatiom, 49(4), 281-283.

osborn, J. H., Jones, B. F., & Stein, M. (1985). The case for improving
textbooks. Educational Leadership, 42(7), 9-16.

Palincsar, A. S., & Brown, A. L. (1984). Reciprocal teaching of compre-
hension-fostering and comprehension monitoring activities. Cognition
and Instruction, 1, 117-175.

Paul, R. (1984a). The concept of critical thinking: An analysis, a
global strategy, a plea for emancipatory reason. Racine, WI:
Association for Supervision and Curricuium Development Conference at
Wingspread (photocopy).

Paul, R. (1984b). Critical thinking: Fundamental to education for a
free society. Educational Leadership, 42(1), 4-14.

Paul, R. W. (1985). The critical thinking movement: A historical
perspective. National Forim, 65(1), 2-3, 32.

Piaget, J. (1970). Tn P. H. Mussen (Fd.), Piaget's theory in Carmicaael's

manual of child psychology (Vol. 1) (pp. 703-732). New York: John
Wiley.

P.grow, S. (1985). Helping students to become thinkers. Electonic

Presseisen, B. Z. (1985a). Thinking skills throughout the curriculum:
A conceptual design. Philadelphia: Research for Better Schools.

Presseisen, B. Z. (1985b). Unlearned lessons: Current and past reforms

for school improvement. Philadelphia & London: Falmer Press, Taylor
and Francis Group.

212

46




Purkey, S. C., & Degen, S. (1985), Beyond effective schools to good
schools: Some first steps. R&D Perspectives. Fugene, OR: University
of Oregon, Center for Educational Policy and Management.

Quellmalz, E. 3. (1985). Needed: Better methods for testing higher-
order thinking skills. Educational Lecdership, 43(2), 29-35,

Ranbom, S. (1985). Schooling in Japan: The paradox in the pattern.
Education Week, 4(22), 11-34,

Rapparlie, E. (1964). Election year: A time to teach critical thinking.
The Grade Teacher, EE(Z), 100-103.

Raths, L. F., Wassermann, S., Jonas, A., & Rothsteln, A. M. (1967).

Teaching for thinking: Theory and application. Columbus, OH: Charles
F. Merrill.

Resnick, I.. B. (1976). Introduction: Changing conceptions of intelli-
gence. The nature of intelligence (pp. 1-10). New York: John Wiley.

Resnick, L. B. (1985). Education and learning to think. Pittsburgh, PA:
learning Research and Development Center (photocopy).

Russell, D. H. (1960). Higher mental processes. In C. W. Harris (Ed.),
Encyclopedia of educational research (p. 651). New Yorl: Macmillan.

Sadler, W. W., Jr., & Whimbey, A. (1985). A holistic approach to
improving thinking skills. Phi Delta Kappan, 67(3), 199-203.

Scardamalia, M. (1984). Higher order abilities: Written communication.
Paper presented for the American Educational Research Association
Project: Research Contributions for Educational Improvement.

Schoenfeld, A. H. (1979). Can heuristics be taught? In J. Lochhead &
J. Clement (Eds.), Cognitive process instruction: Research on teaching

thinking skills (~p. 315-338). Philadelphia: The Franklin Institute
Press.

Schoenfeld, A. H. (1980). Teaching problem-solving skills. The American

Mathematical Monthly, 87, 794-805.

Schoenfeld, A. H. (198S5). Psychology and mathematical method. Education

and Urban Society, 17(4), 387-403.

Sepal, J. W., Chipman, S. F., & Glaser, R. (1985). Thinking and learning

skills (Volumes T and I1). Hillsdale, NJ: Lawrence Erlbaum Associates,

Shipman, V. (1983). New Jersey test of reasoning skills. New Jersey:
Totowa Board of Education.

Shulman, L. S. (1986). Those who understand: Knowledge growth in
teaching. Educational Rescarcher, 15(2), 4-14.




Smith, B. 0. {1953). The improvement of critical thinking. Progressive
Education, 39(5), 129.

Stedman, .. C., & Kaestle, C. F. (1985). The test score decline is over:
Now vhat? Phi Delta Kappan, 67(3), 204-210.

Sternberg, R. J. (1979). The nature oi mental ahilities. American
Psychologist, 34(3), 214-230"

Sternberg, R. J. (1981). Intelligence as thinking and learning skills.
Educational Leadership, 39(1), 18-20.

Sternberg, R. J. (1985). Critical thinking: Its uature, measurement, and
improvement. In P. R. Link (Ed.), Essays on tb: intellect (pp. 45-65).
Alexandria, VA: Association for Supervision and Curriculum Development.

Stcrnberg, R. J., & Baron, J. B. (1985). A statewide approach to measuring
critical thinking skills. FEducational Lecadership, ﬁ2(2). 40-43.

Taba, H. (1964). Thinking in elementary school children (USOE Cooperative
Research Project No., 1574), San Francisco: San Francisco State
College.

Walsh, D. M., & Paul, R. W. (1985). Critical ihinking: From educational
ideal to educational reality. Washington, DC: American Federation of
Teachers (photocopy).

Whimbey, A., & Whimbey, L. S. (1975). Intelligence can be taught. New
York: E. P. Dutton.

Wilson, H. E. (1942). Developing skill in critical thinking through
participation in school and community life. In H. R. Auderson (Ed.),
Teaching critical thinking in the social studies (thirteenth yearbook)
(pp. 93-124). Washington, DC: National Council for tre Social Studies.

Winocur, S. L. (1982). Project IMPACT. Costa Mesa, CA: Orange County
Department of Education.

worsham, A. W., & Austin, G. R. (1983). Effects -{ teaching thinking
skills on SAT scores. Educational Leadership, 41(3) 50-51.

214

48



The Fourth International Conference on

Critical Thinking & Educational Reform

CHAPTIR 2: CRITICAL THINKING: HOW

|

A. A to the Concept
o il Thinking

Defiming critical thinking can seem as challenging as
defining love. The “criucal spint™ 15 of m-
titudes (or disposions) and skills. both of which ase es-
sential to the process. Simply mastenng a set of discrete
thasking skills (recognizing assumptions o¢ drawiag con-
clusions. foc example) does not 8 critical thinker make
Thus would be cntical thinking in the “weak sense” merely
leamning the micro-skalls. Critical dunking 1n the “strong
sense” occurs when both the skills and dispositsons are 1n-
tegrated and intnnsic ultimately to the character of a per-
son. It 15 knowing not only how. but when 1o question
something and knowing what kinds of questions to ask.

As descnbed in Chapter 1. this cnuical spint 1s an ar-
nnde toward 1nQuiry, a browledpe of the methods of
reasoning and inqsry. and skl in applying them This is
akin (o Dewry’s descption of reflective thought as “ac-
tive. persistent and careful consideration of any belwef or
supposed form of knowledge in the light of the grounds
that support it and the further conclusions to which it
tends ~

Combletht (1985) idenufies the essence of cnuical think.
ing as informed skepticism. as active inquiry rather than
passive acceptance of tradiion. authofity oc “common
sense.” “lU1s.” she says. “a dynamuc process of question:
ing and reasomung, of raising and pursu.r ¢ westions about
our own or others' claims and conclugions. definitons and
evidence. behiefs and actions.” She rightly notes that cni-
scal thinking 13 not limised merely 1o the evaluation of
statements Or arguments. as SOMe narTower views have it,
but thas. depending on the situation. 1t involves question
raising. seeking wnformation. reasonsng. evalusung op-
uons. reflecting on one's tinking. and rusing and pursu-
ing further questions The concept 1s used in its broadest
sense here While cntical thinking 15 not necessanily
synonymous with all thought processes beyond memory.
or problem solving, or decision making. or the scientific
method. or reasomng. cnical thinking skills used fair
mindedly underlie. overiap and complement these proces-
ses  “All thought processes beyond memory™ could in-
clude creative thinksng which involves some elements of
cnucal dunking (ideas omce genersied need to be
evaluated for the best combinations) and some
unique unto itscif (generating the ideas) Problem-solving
theory invoives a senes of steps {7om problem to solution
Cntical thinking encompasses these sieps. but it also goes
beyond procedural thinking and cannot be reduced to a for-
mula or list of steps to follow because it i also generative
and crestive. The scientific method coasists pnmarily of
venficaton siulls whereas criticai thinking is & broader
conte ¢ includes addinal skulls Reasoming in-

volves infernng from premuses (0 conclusions. while cnt-
wal tunking encompasses this process and also includes
such skulls as assuming and wnierpreung.

The concept of cnuical thnking used here. while not
synonomous with creative tinking. emphasizes the use of
imagiaat:- n and the arutudes and skulls that are common
to both

There 1s . nger. however. in sepanting cnucal think-
g from crea. : thinking. says Robert Swarnz. Co-Direc-
toe of the Univ. ity of Massachusetts at Boston's masier’s
degree program 18 Cntical and Creative Thinkung  He says
that 1n developing good thinking skulls. students must also
develop a sense of where these skulls can be most approp-
nale and effectively used n dealing with problems and 13-
sues that call for clear thunkung. “We should stand back
from these “skulls’ approaches and look holistically at
good thinkung  taking 3 broader perspective means that
these lists (¢ g . cnuical thinkung. creative thinking. prob-
lem solving. decision making) should be viewed as com-
plementing eachother  1n situations where they are best
used. the norm. nok the exception 15 (0 usz them in combs-
nation. not 1n 1solation

Seeking an explanation of some event. for example.
will be funthered if we vonsider 3 number of possible ex-
planations +.reative thins, .g) and son out the best ones
tcnucal thinking)

Thus conception of cntical thinking 15 eclectic sn the
sense that st draws on several disciplines for thewr contnbu-
uons to the knowledge on this 1ssue. the social sciences.
philosophy. cogniuve science and psychology Theory
and research on problem solving. cognition. Metacogm-
uon (thinkung about thinking). oc the inquiry method all
contnbute somethung 1o our understanding of thinking
skills 1n general. and cnucal dunking 1n parucular These
contnbutions are included throughout this discussion

In summary then. the concept of cntical thinkung as
used here can be defined as faurmundedly werpreting.
analyzing or evaluanng \nformanon. arguments or expen..
ences with a set of reflecnive amuades. skulls and abelines 1o
guide owr thoughss. beliefs and actions Thus conceprualiza-
uon can be illustrated by the mode) 1 Table |.

B. Critical Thinking Dispositicns and
Attitudes

“The unportance of cntical tunking can best be
evalusied by the undesirabie attitudes and belsefs 1t
would climunme. Biases and prejudices distornt the
perceptive and reasoning abilives of students (0 ap-

situstons, beliefs and arguments accurately.”
(D'Angelo. 1971)
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Critical Thinking

kills‘Abilities
Dispositions’Attitudes

(Overcoming fear. prejudice.

egacentricity, ethnocentncity)

The Domain of Knowledge

Thinking critically begins with an atustude of being dis-.

posed to consider 1n a thoughtful. percepuive manner the
problems and subjects of one’s hie In thinking about in:
fusing critical thinking 1nto schooling. 1t 15 as imporant to
consider, emphasize, model and encourage this attitude—
the critical tunking dispositions—as well as the skills in
classroom instruction

An stutude 15 8 mental posture. & disposition a natural
tendency. D'Angelo (1971) ddentifies the following atu-
tudes as necsssary conditions for the de velopment of ¢nt-
ical thunking:

| InteDectusl Curiosity. Seeking answers to
various kinds of quesiions and problems. Investigat-
ing the causes and explanations of events. asking
why, how, who, what, when, where

2. Objec~**y. Using objective iactors in the
process of making decisions. Relying on empincal
evidence and valid arguments, and not being influ-
enced by emotive and subjective factors in reaching
conclusions. (Objacuvity can be comfused with
acutrality. however. It 15 a0t necessary that one be
acutral 10 freedom over tyranny. for esample. or (0
the rule of the law over rule of the mob m order to be
sysiems aad their heman consoquences.)

3. Opea-Mindedness. A willingness 10 con-
sider 3 wide variety of beliefs as possibly being true
Making judgements without bias or prejudice

4 Flexibility. To be willing to change onc’s be
Isefs or methods of inquiry Avouding steadfastness
of belief, dogmatic attitude. and ngudity A reahizs-
tson that we do not know all the answers

s. Intellectual Skepticism. Postponing the
scceptance of a conclusion as being true unhl
adequate evidence 1 presenied

6 latellectual Hooesty. The acceptance of
stmements beiag true when there is sufficient evi-
dance, even though it negates some of our chenshed
beliefs To avoid slanung certaun facts to suppon 2
pancular posstion.

7 Being Systematic. following a line of
reasoning conusiently 10 a pasticular conclusion
Avoiding wrelevancies that sty from the 1ssue

being argued

8. Persistence. To persist in seeking ways of re-
solving disputes Supporting cenain points of view
withowt giving up the task of Ninding evidence and
arguments

9 Decisiveness. To reach cenaun conclusions
when the evidence wasrants it. To avord unnecessar-
ily drawn owt arguments, snep judgments. and de-
lays in reaching drcisions watil all accessary infor-
mation is obtassd.

10. Respect for Other Viewpoiats. A will-
ingness 10 admit that you may de wrong and that
other ideas you do not acoept may be corvect Listen-
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mg carefully to another pount of view and respond-
ing accurately 10 what has been saxd.

We nead 10 examing the way that our educational sys-
em, a3 curremtly designed, cither foseers or inhibits these
sttrtudes in our students and ultimately define the purpose
and goal of schooling. Olson (1985) descnbes present
schooling a8 ~obedience training:” “Education tends 10
teach us to conform; 10 solve non-crestsve problems (those
with the answer ot the back of the book ). to reward conung
up with an idea ad a0t taking the action required 10 imph:-
ment our 1dea. It makes us ust wntea masenal such as
books 100 much: leads us 10 believe that others who are
more wise have the real answers and separates leaming
fromdoing  ous educational system leads us (0 believe
that fasluge is wrong and of no value.”

Many of these accusstions have validity When the sys-
tem overemphasizes content coverage. performance on
standardized tests which pnmanly measure whe lower
order thinking skills of recall and rote, and unquestioning
acceptance and docihity 1n students. then that 1s what the
schools will continue 10 produce.

Other obstacles to effective and creative dunkung . lude
habut. limated availabnlity of tyne. noed for immediate solu-
uons, cntscism by othen, fear of (alure. and complacency
Much of our thinkung 18 subconscious and automatx and is
based on our conditioning and buases We hear only what we
want 10 hear, and believe only what we want o believe Ura-
vonal tunkung 1s based on self decepton fvar swd selectiv:
ny of informaton to fit ous beliefs Habits 4= e tivns and
responses whuch we leam (0 pericrm autornancaily without
having to dunk and decwde [t 1s usually ve~y hard and un.
comforable to change bad habuts

An emphasis on ranonal thinkir; versus irratonal
thinking 1n school aid througho-.t lile can help studerts
recognize self-deception. se! ctis ity of :nformauon. and
the fallacious arguments ».  +~ Rational thinking 1s
based on evidence and fa.. .1.nded thought [t involves
leaming the bases of ou:r idear -4h'>- motivational
sources Itinvoives goin; beyond louking just for the evs-
dence to support 2ur beliefs being able to analyze argu-
ments and assess the validity of conclusions. being able 1o
reason fairly witt -0 opposing viewpoints

One’s approach to the world. or “world view™ 1s &
philosophy or set ot background beliefs which provide a
filter through which we perceive the world Reasoning
based on a distort=d O inaccurate world view yields dis-
soned and 1naccunie conclusions no maticr how good our
reasoning . says Kihane (1983) There 15 4 difference be-
tween thinking cntically and using cntical thinking sklis
The skulls can be used to suppon prejudices and nastow-
mindedness unless we learn how 10 identify our point of
view and protect against just assuming S cofreciness
Resonable people have always differed senously in theyr
world view even when they are exposed 10 the same evi-
dence [115 thew use of the evidence that fits theu world view
that makes a difference. What people remember about an
episode 1s the product of thewr own construction of the workd,
they expenences. atudes and ¢a g cotations

The schools should play the vital role of helping stu-
dents Jevelop accurate world views 50 that they inay be
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able 10 assess information accurately and fairly. whether it
be a history lesson or an incident wn thewr daily lives,
thereby becoming more aware of and hopefully reducing
the effects of bias. prejudice and self-deception 1n theur
thelang.

Schools need 10 begin (o explode the myth of the ‘one
nght answer™ as pant of its effort to foster cnucal thinking
This myth simply misrepresents the real world where
many questions do not have nght—or cvea good—
answers There are issues in the logically messy “real
werld” of evervday hife where one has to deal with oppos-
11e sonts of view and contradictory lines of mﬁng.
The. requires a willingness (0 listen and analyze contend-
ing: ~pectives onanissue Not all 1ssues can be reduced
10 3 single pownt of view. This type of “reasoned judgment”

15 akin (0 the jury we expect (0 enter empathetically into
the wrgum s of both the prosecution and defense We

wanithe s.  gest possible case (o be made on both sides

The schoo.  * work toward developing such reasoned
judgment 1. ed s perhaps the most challenging since
these disposits  wnd skalls are not acquired naturally. au-
tomancally

We may also ased (o reexamine an environment where
tnistakes are equivalent (o sins, the impact of this environ-
ment on nsk-taking with une « thoughts and deas. and the
role that competition glays in fostening or inhibiting cnu-
cal thinking In sums 2xpenmental studies specifically de-
signed (0 reduce ompelitiveness and increase coopen-
r.on 1n leaming tehnson and Johnson. 1981). cognitive
outcemes included retention. application and transfer of
.nformation, concepts and pnnciples. problem-solving
abidity and success. creauve ability. and Yivergent and
risk-taking thinb ing Affecuve outcomes .acluded accep-
tance and Jppre. .t 0 Of cultural. ethnic and individual
Jifferences. reduction ot bias and orejudice. pluralistc
and democratic values. valuing ec.. ahion, and positive at-.
(e 10w w3 whool ard « i

Raths savs that when tcachers emphasize thinking 1n
conjunctior. with subject marter. students™ thinking im-
proves and lcarning 18 enhanced When there 15 an accep-
tance and discussion of the tunking of students. they be-.
cme less Jogmauc. less ngid, less impulsive and will
suspend judgment and dehiberate and examine aliermatives
before rcaching a conclusion

Robert Ennis. Profes<or of Education and Director of
the llinors Thinking Project at the Universuy of Hllinoss,
LUrbana-Champaign, who has been engaged in the study
of cnnical thinking ability (what 1t 1s and how to teach and
test for it vince the mid- 1930s has developed what he calls
“Goals for 3 Cnucal Thinking/Reasoning Cumculum *
(1985) His defimuon of cnucal thinking (“reasondble
and reflective tinking that 1s focused on deciding what to
believe and do™) involves both dispositions and abilises
The 2ssenual dispositions he has identified for thinking
ceencally are the tendency to

Seek a clear statement of the thesis or question
Scek reasons

Try (o be well informed
Use credible sources and menuon them

b s V2 -




S. Take we0 accoumt the total situation

6. Try %0 memain mlevant 10 the main pount

7. Keep in mind the Sriginal and/or basxc concern
8. Look for aleeraatives

9. Beopen-mnded

2. Comsider senously other points of view than
one’'s own (dialogrcal thinking)

. Reason from premuses wiek: which one disag-
mes—without letting the disagreement ier:
fere with ont’s reasoning

¢. Wichhold judgement whea the evidence an/’
reasons ase mguflicient

10. Take a posicion (and change a position) when the
evidence and reasons are sufficient 10 do so

11. Sesk 83 much precision as the subject perrmats
12.00a) w an orderly manner with the pans of a
complex whole

13.To be disposed 0 use the hivied cnuical thinking
abulusey

14. 8¢ sensitive 10 the feelings. level of knowledge.
and degree of sophustication of others

These disposstiony and stutudes musi be included in
any approach 10 infuse the camcutum with thinking skilis
They can bs modeled. discussed. emphasized. their use
rewasded. their misuse identified. Teachers have incred:-
bls power and thus ~affective™ component of weaching for
thinkiag i 8 importast as the cognitive Kaha and Wesss
(1973), for exampie. have found that it 18 the Qualnty of cer-
tain wecher interactions thet dsermine the degree of trust.
risk-taking. level of cognition. warnvh. rappon. openness
and psychological safety in  cizssioom Lowery (1979)
cvan found thet the way th. _scher mspoads is more wl-
lusntial 1 desermuning studests’ behavirs than what the
teacher asks or wlls the students 10 2. We know that chil-
dren acquire much of their behavior, feslings. attitudes
and values through wmitation of significant adults i their
lives. Teachers cam use this power 10 ans{orm thewr class-
O0MS MO Tue communities of inquiry.

Peul (1962. 83. 86) has wrises 3 series of anticles which
stress the aeed 10 liak cwrricular svorm with a special em-
phasis on dislogical thinkixg. In this mode! students learm

both with sespect 10 disciplinary
beyond or cross disciplinery lines. He calls this kiad of
thinking multi-logical (in crossing domains and points of
view) snd contrasts it with sszaological thiaking (thunking
&2 is enclusively wichin ons poust of view or belief
systom).

M:-u thet mOs! Present instruction, most teat
books. and most studest thiaking are monological while
most of the important issuss of everydsy life are mulu-
. logicsl. He argues thet prejudice. buas. and irrationality
can be overcome oaly by cultivatizg the an of tunkiag
dislogically.

Paul developed an explicnt, “suong sense” approach to
criical tuaking. By creating opportunities for siudents to

reconstruct the pownts of view of others. Paul beheves
simuliancous intelieviual and affective growth will be
sigmficamly promoted He. like Praget. believes that
empathetically entenag 1™o the reasoning that supports
beliefs other than our own and experiencing the case that
can be made for and against them daalogically heips the
student 10 separate hys identity from the particular coniens
of beliefs. He eazourages students 10 focus wmssead on the
process of muoaaily enablishing thew beliefs. encourag:
mg them 10 develop a concepuion of themacives as open to
acw and differem ideas and not as umcntscally fixed in ary
bebefs For Paul whether or aot students ego-dentify with
perticular beliefs (become 30 persomally wdentified with
them as 10 pesceive a challeage 10 them as a Challenge to
themseives) 15 a crucial desermunent w whether or not they
have learned 10 thank critcally m the strong sense

To mansmuze tus kind of global change. Paul em-
phasizes providing studems with micro-skill pracuce 1n
the midst >f mzcro-sbility use He reduces mecro-skill
dnll 10 3 mumumum ano focuses Classrocm activities On
majoc macro-abiliies 1) the ability 10 question Socrati-
cally (.tudents leamn how 1o question each ather’s belwels
and re0n- prrbing fur evidence. TEASONT. ASIUMPLION:.
wnphcations), 2) the ability 10 reconstruct the thinking of
others (reciprocity). and 3) the ability 10 engage 1n the
give-and-take of inellectual exchange (students learmn not
how 10 score points of 1o defea other perspectives but
rather how 10 gain a clearer grasp of sweagths and weak-
sesses within opposing viewposats) Paul views eguven:
wicity and sociocentricity as the major impediments
strong sense critical thinking. His emphasis on dislogical
sssignments and dralogical wsaching is desigaed 10 break
down these deep-seated strucrures and make possible the
developme:t in the student of a more “rational” self

The significance of the d:alogical approach is suggesied
by recent studies by David Perkins of Harvard who found
that there was w0 significant corvelation between imelli-
gence and open-mundedness He found that imelligent
peopie have as srong a tendency 10 closedmindadness as
those tess melligent His conclusion is t'aat if we want
open-mundedness we aoed (0 teach for 1. through some-
thing like a dislogical approach. This poust 1 further illuy-
traied by a recent study of attwudes towan! dissent smong
West German youth, reporied by Sumemers. 1.4 {1986)

*The cental finding of dus scudy was that young
peopie who showed hugh tolerance for viewplants
d:fferent from (he majoricy om specific subjects had
been more eaposed 10 controversy or conflict than
those who had linle tolerance for disseating views
Even more 10 the powst. the gresees the reported fre-
Quency with which controversial topics had been en-
teruained 1n classrooms, the hagher the tolerance of
students loward dissenting viewpoint "

Juck Easley has pionecred the application of dislogical
mstruction 10 the domans of math and scwence. arguing
that even when issues are monolegical i is essential for
children 10 bu.ld their understanding of them through
classroom instruction that 1s dialogical

“Those few students who do Tuly master mathemat-
xcal or scientific subjects do so through a long pro-
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of doubting and challenging authority . .
of regular pimary grade claises should
group leaders on a regular basis to provide ap-
ime challenges for every member of their
. Primasy children should stnve first 0
develop expression in some form by working in
heterogenecur growps, Uying to convince each
other by clear speaking and writing . . . As children
discover they have different solutons. differemt
methods. different frameworks, and they try to con-
vince each other, or at least to understand cach
other, they revise their understanding in many small

but important ways.”

Paul asserts ther is 2 pressing need o develop more cut-
riculum which emphasizes multi-logical 1ssues as well as
classroom strategies that focus on dialogical reasoning.
and that only when more classroom emphasis ‘< place on
dialogical thinking will we be able to fully appt aise its po-
tential impect.

C.Critical Thinking Skills and Abilities

Raiph Johnson and Anthony Blair, two leaders in the
cntical tinking movement from the University of
Windsor. Canada have integrated the dispesition/skills
panallel by descnbing the critical thinker as 2 person who
1 disposed (o ask the following questions and has e
skills to pursue their answers:

I. Isutclear” (What does it mean?)
. Is that nght? (true” plausible? likely *)
How can anybody knuw that?
What 1s the evidence for it?
What is the negative evidence for it 't What other
possibilities are there?)
What afe its implications? (or consequences?)
What are the unstated assumptions at work here
(Johnson and Blau. 1€8S5)

The abihes that Enmis 1dentifies are classified accord-
ing to five different categones:
i. Elementary Clzrification

I. Focusing on a question

2. Analyzing arguments

3 Asking and answenng yuestions of

clanficauon

If  Basic Support

4 Judging the credibility of a source

S Observing and tudging ubservation reports
Il Inference

¢ Deducing and judging deducnons

7 Inducing and judging inductiuns

8 Mahking und judging value siatemenis
IV Advanced Clarification

9 Defining terms and judging defimitions

10 ldenufying assumptions
Y. Sirategy and Tactics

i1 Deuiding vn an action

12. Interacting with others

i

[V I S L

~ o

A summanzation of many current lists of cnuical tunk-
ing skills would include the following skills:

{ ldentifying central 1ssues

2. Recognizing underlying assumption

3. Recogmizing stereotypes and cliches

4. Recogmuing bias, ethnocentncity. propaganda.
or emotional factors 1n a presentation

S. Distinguishing between venfiable and
unverifiable data

6. Distinguishing between relevant and
nonrelevant data

7 Distinguishing between essenual and
ncidental

8 Recognizing the adequacy of data

9 Determining whether facts support a
generzhzation

10. C-ecking consistency "

i1 L ngwarranted conclusions or inferences
12. Fu,  aung or evaluaung hypotheses
13. Refe ceskills

14 Evalu.iing reliabihity of data

1S Disunguishing facts from opinion and
reasuned judgment

16 Determining validity or soundness of an
argument

17 Judging whether a theory 15 warranted

18 Exhibiting explanatory skills

19 Judging whether a statement is overvague or
overspecific

20 Compannyg similanities and differences among
ideus or events

21 Classifying items according to rational critena
22 Making informed judgments

23 Drawing applicatiens to a ditferent context

24 Relating cause and etfzct

25 Making decisions

36 Evaluaung questions

27 Bulding theories
(Cahfornia Assessment Program (CAP). Cahitormia
State Depaniment of Education. 1984)

An emphasis un these skills and abilies 15 quite difter-
ent from the current emphasis in most schools. School
pracuces have resulted 1n teachers for the must part using
the expository. or didacuc mode of teaching (telling.
explaining. showing) The teacher 1s active. the student
passive. While these techmiques are impontant. fostenng
thinking skills further requires that students actively do
something with the information Knowledge presuppuses
comprehension and rational assessment.

The question is. however. how do we move from 4 list
or hsis of cntical thinking skills to actual “infusion™ ot
these skills into the vanous disciplines and at the vanous
age and developmental levels of our students} While spe-
cific teaching strategies and examples will be descnbed tn
Chapter 3. 1t may be useful at this point to study one exam-
ple of a state-wide effort to 1denufy and define cnuical
thinking skills at vanous grade levels K- 12 to provide an
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Aruitoxt provided by Eic:

.ERIC

overall framework for educators from which to work
thereby building some continuity into school-wide of
distnct-wide approaches (o teaching for thinking

As mentioned. Califorma is considered to be at the be-
ginning of & senes of reforms directed toward enhancing
students” critical thinking skills.An advisory commuttec
using member input. the state’s cumculum tramework.
teacher survey results and consultation with promunent cnt-
jcal thinking experts. identified skills that they perceived 4
essential for critical thinking. According 10 Kneedler (198
the skills are presented as elements of a much larger provess
1n solving or reaching conclusions Though the
skills are presented serially for clanty @nd understanding.
there 15 a recognition that students do not necewanty think
this way—that these and other skilfs ane used 1n 4 vanety o
combnauons (o solve problems

Tables |- Villustrate the skills and levels of their use
at grades 3, 6, 8. 10 and 12. The skills that were decided
upon are clustered into three broad categones Clarinine
iss tes and terms. judging and unlizing injormanon. and
druwing conclusions The genenc skills remain the same
throughout the grade levels but the lesets of sophistivation
and transfer are cxpected te progressisdy develop

Under clanfying 1ssues and terms there is the following
sequence

3rd grade - mahes caretul absers atuwmns

6th grade  can distinguinh (tear trom unclear Lo
mulations of sumple 1ssucs or probleins

8th grade - can 1dentity central issues of problems
10th grade - can delineaie controversial
components

12th grade - can distinguish real and unstated
problems

Under judging and utilizing information

3rd grade - 1dentifies obvious sereoty pes

6th grade - understands the idea of a stereotype and
chiche

8th grade - can recognize stereoty pes and chiches

10th grade - can recognize subtle mamfestations of
stereotypes and cliches

12th grade - can distinguish between images and
reality

And finally. as an example of skill 1n drawing
conclusions

3rd erade - recognizes the adequicy of dats

6th grade - understands the idea uf drawing conly
sions from evidence

8th grade - can idenufy reasonable alternatives

10th grade - can jusufy the selection of an
altermanve

12th grade - can generate reasonable alternatives

While Iisting essential skills invalved in critical think
ing 1 helpful. a problem with liste. steps and procedures i
that they imply that cnucal thinking 18 or should be lincar
and sep by -step which it rarely. 1f ever. 1s The hind vi
question:ng and the means to pursue the answers depend
{0 4 Mg T exient on tae siruation the 1dess encountered.
the soceal conts vt ot the encounter. ard the prior hnow!-
edge and vaio f the quesnoner Criteal thinking con-
cludes Combleth. cannot be reduced to a umversally
apghicable formula of skl or steps to follow but 18 a cres-
1 Of JENCTANIVC PRos e IR W AN analogous to writing of
sculpting

Think.ng 1t natural. but unfortunateiy critical thinking
i not 1t s a shill capable of being pertected 1t alvo s
matter o Jegree No onc 1s without any caucal shlls
whatsoeser and no one has them so fully that there are no
dreas tor smprosement 1ts alse important to remember that
crinical thinking 1s not the equivalent of intelligence Per-
sons ot average intelligence can be traned 10 use their
mental ability more productively. The evidence suggests
that these <hills and abilities can be taught. that cnincal
thinking skills can increase academic success. and that the
carhier the skills are incorporated throughout a child s edu-
cation the bdetter

I. Clarifving Issues and Terms

A. Makes careful observatons

B. Identifies and expresses main idea.
problem. or central tssues

C. Identifies similanues and difterences

D. Organizes items into defined categones

E Defines categonies for unclassified
information

F Idenufies information relevant to o
problem

G Formulates questions

H. Recognizes different potnts of view

11. Judging and Utilizing Information

A [denufies obvious stereoty pes

Yable | - Third Grade Criticel Thinldng Sidits

B Distingutshes between fact and opinion

C Idenufies and explains sequence and
prionaizing

D Idenufies evidence that supports
(or 1s related to) a main idea

E ldenufies obvious assumptions

F ldenufies obvious inconsistency and
contradiction

G Identifies cause and etfect relationships

111. Drawing Conclusions

A Recognizes the adequacy of data

B Identfies zause and effect relationships

C Draws conclusions from evidence

D Puts simple hypotheses into “if . then”
sentences




Yuble N - Stxth Grade Critlenl Thinking Sidils
1. Clarifying lssues and Terms :

mMmoNwy

Can distinguish clear from unclear formulations of (simple) 1ssues and problems
Notes obvious similarities and differences

Understands the concept of relevance and irrelevance

Can recognize simple appropriate and inappropriate questions

Able to express problems and issues

Can recognize obvious individual and group value orientations and ideologies

1L Judging and Utilizing Information

mmonw>

Understands the idea of a stereotype and cliche

Understands the idea of bias, propaganda, semantic slanting
Understands the idea of fact, opinion, and reasoned judgment
Understands the idea of inconsistency and contradiction
Understands the idea of assumption

Understands the idea of evidence

IV. Drawing Coaclusions

MmMmoNw>

Understands the idea of drawing conclusions from e. lence
Understands the idea of predictory consequences
Understands the concept of hypothesizing

Can put simple hypotheses into “if, then" sentences
Understands the idea of an analogy, and a generalization
Understands the idea of implication

Toble 1 - Eighth Grade Critical Thinking Skills
L. Clarifying Issues and Terms

mmoNw>

Can ident:fy central issues of problems

Can identify similanties and differences

Can determine which information is relevant

Can formulute appropnate questions

Can express problems ciearly and concisely

Can recognize individu., and group value orientations and deologies

II. Judging and Utilizing Information

.

mmonNnw>»

Can recognuze stereotypes and cliches

Can recognize obvious bias, emotional factors, propaganda and semantic slants
Can distinguish among fact, opinion and reasoned judgment

Can recognize simple inconsistenciss and contradictions

Can recogmize simple unstated assumptions

Can recogmze clearly insufficient data

Drawing Cunclusions

Mmoo w>»

Can idenufy reasonable alternatives

Can predict possibie consequences

Can test conclusions or hypotheses

Can reason hypothetically

Can identify causal claims/generalizations/analogies
Can recognize immediate ymplicauons
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Yable 1V - Yoath Grade Criticel Thinking Skifls
1. Clarifying Issues and Terms

Can delineate controversy components

Can identify critena that best orgamzcs data
Can identify fallacies or relevance

Can formulate appropriate questions

Can paraphrase accurately

Can disunguish among diverse view points

I1. Judging and Utilizing Information

Can recognize subtle manitestations of stereotypes and chiches
Can recognize subtle mamitestation of emotional factors. propaganda and semantic slants
Can distingwish among fuct, opimon. and reasoned judgment in subtle cases

Can recogmize »ubtle or indircctinconsistencies

Can recogmze subtlc or “buried™ assumptions

. Can recognize subtle difterences in Judging the sufficiency of duta

I11. Drawing Conclusions

Can jusufy the selectson of an alternative

Can distingish between possibie and probable conse uences

Can tatlor conclusions strength to evidence

Can reason within opposing points of view

Can recognize fundamenta! problem in causal :laims/generalizations-analogies

Can recogmize indircct or eviended impiications

mmonw>

mmoN®>

mmoNo>

Yable V - Twelith Grade Critical Thinidng Sidlls

1. Clarifving Issues and Terms

Can disinguish real and stated 1ssues

Can identify the most satistacton interpretation of data
Can determine degrees of relevance

C.n fermulate approprate questions

Can articulate posiuons and suppuon

Can compare political cconom. . legal and social systems

-nmcpm;»

I1. Judging and Utilizing Information

Can disuinguish between images and substance

Able 1o write sentences and matenal into “unbiased” form

Able to use facts. opinions. and reasoned judgments in an effective manner in speeches and
writing

Demonstrates a sensitivity to subtle inconsistencies in reading and wniting

Demonstrates a sensitivity to questionable assumptions in reading and writing

Demonstrates an ability to marshall data and use it effectively in coming (o reasoned
judgments

mmog Nw>»

I11. Drawing Conclusions

Can generate reasonable alternatives

Can anticipate desirable and undesirable consequences

Demonstrates the ability to come 1o a reasoned judgment in reading. writing. and speech
Demonstrates a sensitivity to the “strongest” forms of opposing points of view

Can develop and assess cousal claims

Can develop an extended hine of reasoning, 1aking into account problematic implications
(CAP. 1984 reprinted with permission)

nronw>
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16.

DeAnza College
critical Thinking

CRITICAL THINKING SKILLS

The following was extracted from 2 paper compiled by Anita Silvers
(Philosophy, San Francisco State University) from materials supplied by
members of the panel on critical Thinking Across the Curriculum, 1984
Articulation Conference.

At the postsecondary level, good peasoning skills should be enhanced by
jnstruction which re-enforces preparatroy study of the reasoning operations
characteristic of the various disciplines, and by instruction which focuses
explicitly on the techniques of eritical and constructive thinking. There are
two broad categories into which reasoning patterns fall: deductive and
inductive. Postsecondary students snould be :ble to satisfy the standards of
these reasoning patterns when criticizing or C. structing arguments. By
employing proper deductive reasoning patterns, ey can proceed with certainty
from true premises to a true conclusion. Good i: juctive reasoning enables
them to select conclusions which are not certain but have the best probability
or strongest evidence of being true.

Instruction in mathematics should include:

1. Introduction to fundamental reasoning patterns and recognition of
these patterns as they are used appropriately both in mathematics and
in other content areas.

5. Meaning and use of quantifiers (such as 'all' and 'some' ), logical
connectives (such as 'if,* 'then' and 'and'), and logical operato:'s
(such as 'not'), logical formulations of hypotheses and
generalizations.

3. Recognition and application of general principles.

4. Testing for assump”.ions and implications.

5. Standards of proof for deduction and induction, including valid and
invalid deductive forms.

6. Several modes of induction, such as enumeration, analogies, extension
of a pattern of thought, and probability.

Instruction in Science should include:
1. Reasoning from observations to explanatory or predictive conclusions.

5. Understanding the functions of definitions, concepts, and
quantifications in formulating hypotheses.

3. Assessing the truth of claims about facts and states of affairs.

4. Formulating and evaluating causal, statistical and probability
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Identifying central issues and problems.

Delineating facts from opinions, interpretations and conclusions.
Identify’ng assumptions and presuppositions.

Detecting stereotypes, biases, emotive devices and semantic slanting.

Acknowledging similarities and differences in value systems and
ideologies.

Formulating and assessing explanatory predictive hypotheses through
use of appropriate inference patterns.

Checking for consistency.

Applying rational procedures in arriving at conclusions expressing
moral, political, economic and social valuations.




Robert A. Blanc
Larry E. DeBuhr
Deanna C. Martin

Breaking the Attrition Cycle

The Effects of Supplemental Instruction on
Undergraduate Performance and Attrition

Numerous factors appear to influence retention
rates. Among these are student perception of progress toward an academ-
ic career goal (18], a high level of faculty-student interaction (2, 19], and
personal counseling and academic advising programs [5, 7]. General
upgrading of educational services has been suggested as an additional
strategy for increasing retention [14).

In their efforts to reduce attrition, many colleges and universities now
provide some form of academic support services. A well-designed learn-
ing assistance program can influence retention (9, 12)]. Typical programs,
however, tend to serve small numbers of students at a high per student
cost. Moreover, little empirical data exists concerning the effectiveness
of such programs.

The purpose of this article is to describe an academic support program
found to be effective in addressing the problems of student performance
and attrition at an urban institution of eleven thousand students. The
program rationale and description is followed by empirical data evaluat-
ing the effectiveness of the services as measured by (1) between-group
performance difference in entry-level arts and sciences courses, (2) stu-
dent reenrollment at the university in succeeding semesters, and (3) longi-
tudinal shifts in jrade distribution patterns.

Robert A. Blanc is 1ssistant professor of medicine and coordinator of curriculum and
development. Schoc of Medicine: Larry E. DeBuhr is assistans professcr of biology and
learning resource specialist. Student Learning Center: and Deanna C. Martir is assistant
profe::o‘r: of education and director, Student Learning Center, University of Missour: a:
Kansas Ciry.

0022-1546/83/0183-0080801.00/0  ©1983 Ohio State University Press
Journal of Higher Education. 1983. Vol. 54, No. |




82  Joumnal of Higher Education

subject while providing quality instruction in the reading, writing, and
thinking skills necessary for content mastery. Each instructor defines the
resource person’s role in accordance with what the instructor thinks 1s
appropriate. This role varies somewhat according to the nature of the
discipline and the instructor’s teaching style and priorities.

L. 1s important to note that students typically perceive their need as
largely content-centered. Experience shows, however, that the most com-
mon need is for the prerequisite learning and thinking skills that are basic
to content mastery. Recent evidence [1] suggests that 50 gercent of enter-
ing college freshmen have not attained reasoning skills at the formal
(abstract) operational level described by Piaget and Inhelder [13]. Stu-
dents who appear to operate at the concrete (nonabstract) level con-
sistently have difficulty processing unfamiliar information when it is
presented through the abstract media of lecture and text. Their questions
about material are often detail-oriented and superficial. Rarely do they
ask or answer questions that require inference, synthesis, or'application.
They can operate at more advanced levels once they have mastered a
concept, but they require regular instruction that either anchors the con-
cept directly in the student's previous experience or provides a concrete
experience with data from which the concept may be drawn [3. 6. 8, 16].

Experience has shown a profound difference exists between students
who operate at the formal level and those who operate at preformal levels.
The former more readily perceive a series of concepts as an integrated
system, whereas the latter may see only a series of facts to be memorized
under an arbitrary heading. This problem is complicated in foundation
courses in which the most common means of assessment is the student’s
performance on detail-oricnted exams which, by their design, reinforce
rote memory. It is therefore possible for students both to achieve high
marks in courses and to fail to understand the principal concepts that must
be assimilated if they are to retain and utilize the memorized material.
The effect of these differences in learning patterns surfaces in more
advanced courses that require students to demonstrate an integration and
application of the knowledge they have previously acquired.

Perhaps the most important aspect of SI is the leader’s attention to the
reasoning and questioning skills. The leader makes a conscious effort 10
assess the quality of student questions and responses and to identify those
students whose present levels of thinking appear to limit their mastery of
new concepts. Recent research studies with a wide varniety of high schoo!
populations indicate that substantial gains in the level of these skills can
be achieved expeditiously through appropriate strategies and techniques
(4, 11, 17]. In large pant, SI follows a *‘learning cycle'* format (3. 6. 8.
15, 16].
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The following differences can be seen in the performance data. Stu-
dents utilizing SI services (1) have entry data (high school class rank
percentile and college entrance test scores) comparable to data of the
motivational control group and lower than the other non-SI students—

TABLE |
Mean Performance for Students Enrolled in Seven Ans and Sciences
Courses, Spring Semester 1960 (N = 746)

Now-S1 Group
St Group Motivational Others
Messures (N = 2611 Comtrol (N = 132} (N = 353
High school class
rank (percentile)® 75 4 20.8
Converted test 5co.¢
(percentile)® 36.2 56.2 587
Course grade*® 2.50 2.12 | 57
GPA. spnng semester
1980°° 2.70 2.36 2.28 '
D.F. &
Wegeee 18.4 %5 4.0

Naras: Courses Sugmmlmmm(snm Biology 109. Chem-
mll!uﬂm&m and 202, and History 1020 u.cmo Al were

ewry-level courses for the e Mesn coune grade was based upon 2
“oicde = 48 = 3. OCER c-z.o .o F = 0)

et o .....""‘“9_": T i o are s
therefore, the groups appear equivalent in terms of prior academic
achievement; (2) have significantly higher average semester GPA’s than
both non-SI groups (p < 0.01); (3) have significantly higher average
course grades compared to both non-SI groups (p < 0.01); and (4) have
considerably fewer D and F grades and withdrawals! than either of the
non-SI groups (p < 0.05).

It is clear that motivation alone does not account for all of the dif-
ferences between the SI and non-SI students for the measures investigat-
ed. There are significant and substantial differences between the SI group
and the motivational control group in course grade, in semester GPA, and
ir. percentage of unsuccessful enrollments.

Reenrollment Data

Two semesters of reenmliment data for the 746 students were collected
and analyzed. Table 2 summarizes these data, comparing reenroliment of
the SI group with that of the non-SI group. No measure of students’

1Only those students who leave the course after the class roster becomes official (1.¢..
three ‘o four weeks into the semester) are recorded as actual withdrawals.
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through more traditional services; once involved, they tend to be difficult
both to retain and to assist effectively.

The Uaia support the conclusion that high-risk students do utilize Sup-
piemental Instruction, and that both performance and retention appear to

TABLE 3
Course Geade and Reenroliment Statistics of Students Using and Not Using
by Emery-Test Score Quartile
Percentage
Percsmage Recaroliment durin,
Grovp of Group  Course Grade W';mme.r
TogIOnnm'k N = ]49)
30 3.10° 6%
Noa-Si 0 2.30° R
Bowom Quartile (N = 75)
St 1.72° Ta%ee

0.58° 62%e"

]
(]
Nomn: T ile students were those sconag m the 75-99u percentile on
..~| mhmmumnk"&‘e&h

the bosom
-1w:=ﬁ$.~.“"u‘:.‘:.’;8r%::mu.
be improved by SI attendance. It is also noteworthy that S| services
appear to meet the needs of students with a wide range of abilities within
the same group setting, thus reducing the necessity for the institution to
provide additional tutorial programs.
Longitudinal Shifts in the Percentage of D and F Grades
and Withdrawals

The question of longitudinal shifts in grade distribution patterns with
the addition of SI is addressed in data from an introductory economics
class taught by the same professor during 1976-80, but no services were
offered during 1976-77. The data are presented in Table 4.

Significant differences in the percentages of unsuccessful enrol!ments
occurred after Sl services were introduced into the entry-level course,
Analysis of attendance data in SI during 1978 showed that |3 percent of
the enrolled students participated in the service. During 1979 and 1980,
32 percent and 45 percent participated, respectively. A substantial reduc-
tion in the rate of unsuccessful enrollments occurred during the five-year
period. Similar reductions in unsuccessful enrollments have been ob-
served repeatedly in other courses where instructional techniques and the
methods used to evaluate students’ performance (grading scales; the
types, difficulty, and frequency of examinations) remained consistent for
the period observed.
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seatial to S! effectiveness. Such attendance contrasts sharply with
the more common tutorial practice of providing instruction based
largely upon the students’ perceptions of what occurred in class.
Since these perceptions are often badly distorted, students do not
get the kind of assistance they neced.

. Sl is not viewed by students as a ;emedial program. In fact, the first
students to volunteer are usually those who tend to be better pre-
pared academically. The willingness of this group to participate
works to encourage participation from less able students who often
find it difficult to admit that they ne2d assistance.

. SI sessions are designed to promote a high degree of student in-
teraction and mutual support. Such interaction leads to the forma-
tion of pecr study groups, and it facilitates the mainstreaming of
minority and disadvantaged students.

. Sl provides an opportunity for the course instructor to receive useful
feedback concerning the kinds of problems students encounter. Stu-
dents generally hesitate to be candid about academic eoncerns to
course instructors for fear of demeaning themselves. They will.
however, openly acknowledge their problems to the resource per-
son whose duty it is to assist in such matters, and whose responsi-
bility does not include assessment of students’ course performance.

It is noted that as e SI leader seeks the instructor’s counsel in dealing
effectively with student concemns, the instructor gains the kinds of infor-
mation necessary 0 make instructional changes, or to add new dimen-
sions to the course. The program staff has worked with instructors to
develop such aids as pretests for use on the first day of class, practice

- tests, video tapes of review sessions, concept sheets and study guides,
and vocabulary lisis of key terms for the course.

Itis also interesting that student evaluations of some course instructors
have been higher after attaching SI to the course. If SI is a factor in higher
evaluations, it may be because students attribute the assistance offered
through SI to the course instructor. This seems likely, since instructors
regularly encourage students to participate and sometimes drop in on Sl
sessions to offer assistance. S attendance, however, is never reported to
the instructors until after final grades are recorded, and instructors do not
give preferential treatment to students who attend.

Aside from the factors that may contribute to student retention and
relatcd issues, the design for program evaluation merits specific mention.
The evaluation design is offered as a general approach that may prove
useful to institutions as they atiempt to monitor retention programs and
efforts. This particular means of program evaluation has proved success-
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Supplemental Criteria for the Classification
of ESL Courses According to the New Course Standards

In the past ten years, English-as-a-Second Language (ESL) has become, without a
doubt, one of the educational areas which has grown most quickly. Demographic
changes, passage of the Refugee Assistance Act and the more recent Immigration
Reform Control Act (IRCA) at the federal ievel, in addition to the passage of
Proposition 63 (the English Only Proposition) -- all have combined to create an
increased need and demand for ESL instruction.

Most recently, in direct response to a request made by the state Legislative Analyst’s
Office, Chancellor’s staff prepared a report which estimated the ADA (both credit
and noncredit) generated by ESL course offerings. These estimates indicated that in
the 1986-87 academic year approximately $67 million were generated by ESL
courses. This compares to $61 millionin 1985-86 and $53 million in 1984-85.

In addition to their fiscal significance, ESL course offerings have been at the center
of the academic debate, particularly as the issue of remediation is discussed. In 1984
the California Postsecendary Education Commission (CPEC) published a report,
Promises to Keep. The purpose of this report was to improve and agree upon an
intersegmental definition for remediation. As a result of Chancellor's Office
participation and community college input, the CPEC study stated that unlike
reading, writing, and computational skills, ESL did not fit entirely within the
definition of remediation.

In January 1985, specific Board of Governors policies were adopted in the form of
eight recommendations requiring further staff work specific to ESL (see
Attachment A). Even then, recommer.dations were made (see recommendation #2)
that recognized the need for supplemental criteria to Title 5 which would help
faculty in the proper classification of ESL courses. The key points made in these
recommendations still apply. Following is a restatement of the basic tenets raised in
those recommendations. The wording has been updated to coincide with the new
proposed Title 5 course standards:

®  Like any other instructional area, ESL is subject to the same criteria as specified
in Title 5 of the Administrative Code. If credit and degree applicable, the
course must meet the requirements of Title 5, 55002a(1-13) and 55805; if
credit but not degree applicable, Section 55C02b(1-7); if noncredit, 55002¢(1-
4) and Education Code Section 84711a(1-9).

® Inorder to facilitate the classification of ESL courses and because of the unique
student characteristics applicable to ESL, additional factors should be
considered which focus on: a) the use of placement test scores as pre-
requisites for entrance into a credit course, and b) the course focus -- is the
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course offered in support of, or as part of, an academic program -- does the
course transfer to a four-year college?

The following table helps to illustrate the various options under which ESL courses
may be classified.

English as a Second Language Course Classification Options

Non-
Minimal Criteria Degree Degree | Noncredit
s —————
1.  The course prepares students for
academic work X X
2. Isa VESL course concurrently taken
with credit Vocational Education X X
3. lIsapre-VESLcourse X X
Is equivalent to English 1A or is one
leve! below 1A X
S.  Uses test scores as a prerequisite X X X
Teaches survival skills only ! X
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Attachment A

English as a Second Language Recommendations
Adopted by the Board of Governors of the
California Community Colleges
May 31, 1985*

Issue: ESL is currently offered under at least nine different
departments and classified under five separate TOP Codes.

Recommendation #1:  Establish a uniform Taxonomy of Programs (TOP) Code
classification for all ESL course offerings.

Given the recent mandates to develop stricter criteria for
credit and noncredit offerings, confusion exists over the
appropriate designation for ESL.

Recommendation #2:

Complement Title 5 criteria for credit/noncredit offerings
with additional operational criteria to help in the
differentiation between credit and noncredit ESL.

Of the 89 colleges which offer ESL, 57 orfer ESL only for
credit. In these areas of the state, noncredit offerings are
the sole purview of the K-12 districts.

Recommendation #3: Provide zlternative options for colleges with credit-only
piograms to enable them to serve all students.

Issue; As many as 21 different assessment instruments are used
} statewide, therefore, placement decisions vary from

| college to college leading to problems concerning student
‘ transfers from college to college.

Recommendation #4: Facilitate more uniform practices through the
establishment of an ESL committee to review and correlate

| various language assessment instruments; recommend
assessment and placement procedures and act as a

clearinghouse for research on language testing conducted
by local districts.

* Excerpted from the Board of Governors Agenda, May 30-31, 1985, item 3: English as a Second
Language: Statement of Findings and Policy Recommendations
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Issue:

Recommendation #5:

Issue:

Recommendation #6:

issue:

Recommendation #7:

issue:

Recommendation #8:

231/43

There are no uniform criteria for the various levels of ESL
course offerings as such. Problems exist relating to ES!-
level equivalencies from college to college.

Facilitate course content equivalencies for the beginning,
intermediate and advanced ESL levels through statewide
guidelines.

The University of California and California State University
aiso offer ESL. Intersegmental articulation concerns have
arisen, particularly in regard to the ESL levels which are the
equivalent of English Composition.

Designate a special committee to study issues related to
the articulation of ESL programs and courses with four-
year colleges and adult schools.

Due to the reporting and classification problems with ESL,
existing reporting vehicles are not being utilized
consistently for ESL and a dearth of information exists.

Ensure that ESL data are gatheraed and reported annually
by adapting existing reporting mechanisms; and

Because of their shared refugee or immigration
experience, socio-eccnomic status, cultural and academic

. backgrounds, ESL students require that their instructors

possess specific saills unique to their language learning
needs,

Develop Title 5 regulations to establish a separate ESL
instructor’s credential utilizing the guidelines included in
this document; establish an ESL instructor inservice
training program for existing staff to ensure teacher
competency, ar.d produce a report to examine the
implications of implementing the credeniial requirement
for new and existing staff.

oo
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CHANCELLOR’S OFFICE

CALIFORNIA COMMUNITY COLLEGES

1107 NINTH STREET
SACRAMENTO, CALIFORNIA 95814
(918) 4458732

Unfortunately, we have been unable to approve the following courses for credit
because, the course outlines do not make sufficiently clear just what
instructors would be held accountable for:

TOP_NUMBER TITLE

. Course outlines must do two things (a) Permit local curriculum comittees and
other auditors and reviewers to determine whether or not the course in question
meets certain criteria required for all ADA funded courses under Title 5; and
(b) clarify the minimal obligations of the instructors of the course.
Instructors should be familiar with this outline and are expected to
use it in planning their courses. Their own syllabi, of course, may add
objectives, goals, content, assignments and/or materials, may describe topics
and objectives somewhat differently, and may place them in a different
sequence.)

In order for your "outline of record"” to adequately support your aoplication
for approval of a special course for the disabled (Ref: 56022 for non-degree
applicable credit (55002b), therefore, it must include information regarding:

(1) Student performence objectives specifying precisely the kinds of
skills that are to be assessed and strengthened (56022a)

(2) The instruction, coaching, and other interventions, as well as any
instructional materials to be used to strengthen these skills,
(56022c).

(3) The specific assessment to be used in evaluating student progress
toward fulfillment of the individual goals spelled out in their
IEP's. (Ref: 56022d)

(4) The amount of work students will have to do for each unit of credit
earned. (Ref: 55002b6)
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For your assistance, we are enclosing copies of two course outlines as
examples. These outlines have been submitted by other colleges and they
provide sufficient information to permit our office to determine that they do
in fact, meet the requirements of Title 5.

If we can be of any help or answer any questions, please call Dr. Nancy Glock,
at (916) 322-6880.

Sincerely,

Rita Cepeda, Dean of the
Educational Standards and
Evaluation Unit

cc: Joshua Smith
James Meznek
Ronn Farland

Enclosures




EVERGREEN VALLEY COLLEGE

COURSE OUTLINE - CREDIT COURSE

Credit applias to AA/AS Degree (see footnote) / /

Credit does not apply to AA/AS Degree XX/
Guidance 106 Diagnostic Learning Spelling Strategies N. Gresstey  9/29/86
DEPT., CUURSE NU. TITLE PREPARED BY DATE
I. CATALOG INFORMATION
WITS 1/2 - 4 HOURS THEORY HOURS LAB 1-8
HOURS TOTHER) -
PREREQUISITES:  Completion of REPEATABLE FOR CREDIT: YES (XX) NO ( )

or Concurrent Enroliment MAXIMUM NUMBER OF UNITS 4
in Guidance 100

GRADING: Mandatory Credit/No Credit CREDIT BY EXAM: YES ( ) NO (XX)
CATALOG DESCRIPTION: (Use Complete Sentences)

An intensive individualized course offering Tearning strategies and
instructional intervention for students who have difficulty spelling despite
traditional methods of instruction. This difficulty is usually due to a
weakness in one or more of the learning processes which affect the ability to
spell. Class size is 1imited and enroliment restricted to those students who
qualify. A student may earn a maximum of four (4) units.

II. SCHEDULE INFORMATION:
CLASS SIZE 20 RECOMMENDED ROOM (if any)
FACULTY LOADING

ITI. COURSE OBJECTIVES

In the traditional college course, the course outline has uniform
objectives. However, this class, as mandated by state law (AB 77) has
individually prescribed work with each student having different
objectives. Prior to or concurrent with the course, the student is
administered a battery cf tests to determine his/her learning strengths
and weaknesses, both academic and perceptual. With this information,
the instructor and student set short and long term objectives to be
written to the student's unique needs. With consistent attendance, the
minimal exyectation is that the student will achieve t-ese goals.




Course OQutline Guidance 106, Dfag. Learning/Spelling
Cour /TitTe

Iv. COURSE CONTENT (may use outline form)

Course content will involve the component parts of the spelling
process. There is a variety of instructional methods designed for each
of the learning modalities: the auditory, visual and
tactile/kinesthetic channels. Given an evaluation of the student's
learning style and strengths and weaknesses, specific learning
strategies will be implemented to compensate for his/her spcific
spelling disability. The following areas will be emphasized:

Decoding/word attack skills

Phonetic skills

Structural amalysis involving compound words ,contractions, plurals,
possessives, syllabication, prefixes, and suffixes.

Sight words committed to visual memory

Linguistic patterns in the English language

(3,0 ] W PO s
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The following methods and strategies will be employed to develop
spelling proficiencies:

1. Fernald's YAKT Method (used for the remediation of errors)

2. The use of sign language (the finger spelling alphabet) to
integrate sensory-motor skills in facilitating memory.

3. The use of cassettes, when appropriate, to provide auditory .
reinforcement.

4. The use of a metronome to aid in providing a syllabication formula.

5. The use of flash cards to reinforce visual memory.

6. A phonetic approach when the student exhibits auditory strengths
and visual perception weaknesses.

7. A more visual approach such as linguistic language patterns when
t:e auditory perception channel is weak and the visual channel s
strong.

8. A wmulti-senosry approach when the student exhibits weaknesses in

both channels.

9. The zse of mnemonic devices to better associate letters and/or
sounds.

V. METHODS OF INSTRUCTION (check appropriate areas)

() 10 - Lecture ( ) 40 - Work Experience

(X) 20 - Laboratory (Y51 -1V

() 30 - Lecture/Lab ( ) 5X - Independent Study

( ) 31 - Instructional Lab ( ) 60 - Field Experience
( ) 99 - Other (explain)
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Page 3 Course Outiine Guidance 106, Diag. Learning/Spelling
. Course No./Titte

VI. METHODS OF EVALUATION AND EXAMINATION
Progress toward ‘ndividual behavioral objectives as outlined in the IEP
will be monitored daily and reviewed weekly through an on-going system
of record xeeping by the instructor and the instructional aides.
Students will be evaluated based on:
1. Criterion-referenced tests
2. Completion of all assigmments
3. Evaluation of work samples
4. Standardized tests such as:
Wide Kange Achievement Test
The Peabody Individual Achievement Test
The Huelsman Word Discrimination Test
The Botel Phonics Test

Some major curriculum programs to be used are:

. 1. The San Mateo Spelling Program
2.  GTass AnalysYs for Decoding Only
3. SpelTToound
4. Programmcd Phonics
5. Rud¥tory Uiscrimination In Depth
6. SpeTTing Uemons
7. Tearning ATdes: Speak & Spell; Apple II Computer Software
ManipuTatives such as Scrabble Lettevs

8. Sequential SpeTTing

KM/bg
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CHANCELLOR'S OFFICE

CALIFORNIA COMMUNITY COLLEGES
1107 NINTH STREET

SACRAMENTO, CALIFORNIA 95814

(918) 4458752

April 14, 1987

Dr. Richard Lowe

Dean of Instruction

Napa Valley College

2277 Napa-Vallejo Highway
Napa, CA 94558

Dear Dr. Lowe:

The following credit course has been approved and may be offered for
apportionment purposes:

TOP NO. COURSE TITLE

4930.81 English 175: ESL Intermediate Listening
Comprehension

The enclosed course has been approved for credit, Please note that
under the new Title 5 regulations, its objectives and level would
place it in the non-degree applicable credit category, although,

of course, your own curriculum committee will make the final determi-
nation of its status.

Your outline was excellent. Please let us know if we ¢can use it as an
example to share with others.

If we can be ¢f any fur:her assistance, please feel free to call
Nancy Glock at (916) 32.-6880.

Sincerely, ‘

/
, » /
l[ﬂi /ﬁv/(’ (ﬁ/-"i’él\’

Rxﬁa M. Cepeda, Dean
of the Community Colleges
for Academic Standard and
Evaluation

Enclosures

cci Joshua Smith
Jim Meznek
Roun Farland
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NEW COURSE/COURSE REVISION APPROVAL,
-rmediate Listening Comprehension Lan;mage Arts Diviston
o TITLE 180 -

«® 000000060000 0 00 0 0 counst AL..'...........
SIGNATURE DATR

NSTRUCTOR PRESENT: G -
NODORSED B8Y DIVISION CHAIR -
‘NDORSED BY DEAN OF INSTRUCTION -

C e2id=8%

LT
'8 0 000000000 0 0 COURSE CLASSIFICATION® © 0 0 6 0 0 00 00 0000

Yes Ho CATEGORY
. CALIFORMNIA STATE UNIVERSITY GENERAL EDUCATION X

NDORSED BY CURRICULUM COMMITTEE -

WPPROVED BY BOARD OF TRUSTEES -

e ——r A
A. COMMUNICATION IN THE ENGLISH LANGUAGE AND
CRITICAL THINKING

{1) ORAL COMMUNICATIONS, (2) WRITTEN COMMUNICATIONS,
(3) CRITICAL THINKING
B. PHYSICAL UNIVERSE, LIFE FORMS, AND MATHEMATICS
{1) PHYSICAL UNIVERSE. (2) LIFE FORMS,
{3) LABORATORY ACTIVITY. {(4) MATHEMATICS
C. ARTS, LITERATURE, PHILOSOPHY. AND FOREIGN LANGUAGE
{1) ARTS, {2) LITERATURE, (3) PHILOSOPHY.
(4) PFOREIGN LANGUAGE. {5) ACTIVE PARTICIPATION,
{6) WESTERN CULTURE, (7) NON-WESTERN CUt “URE
D. SOCIAL, POLITICAL AND ECONOMIC INSTITUT.ONS
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{3) ECONOMIC INSTITUTIONS, (4) CONTEMPORARY SETTINGS,
{S) HISTORICAL SETTINGS, (6] WESTERN CONTEXT.
{7) NON-WESTERN CONTEXT
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{1) INTEGRATED ORGANISM. (2} ACTIVITY

X
11. BACCALAUREATE LEVEL

A. EQUIVALENT TO ANY EXISTING COURSE TAUGHT AT A
FOUR-YEAR INSTITUTION

B. OESIGNED TO HAVE SCOPE AND CONTENT APPROPRIATE
FOR BACC LEVEL

C. REQUIRES FUNCTIONAL OR COMPUTATIONAL SKILLS OR
OR APPROPRIATE MOTOR SKILLS

D. GRADED CREDIT COURSE

t11. NAPA VALLEY COLLEGE GENERAL EDUCATION X

A. NATURAL SCIENCE

B. HUMANITIES

C. SOCIAL SCIENCE

D. LANGUAGE AND RATIONALITY
{1} ENGLISH COMPOSITION, (2) MATHEMATICS,
{3) COMMUNICATIONS AND ANALYTICAL THINKING
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NAPA VALLEY COLLEGE
COURSE OUTL INE

s e AN LA}

COURSE TITLE ESL Intermediate Listening Comprehension

DIVISION _Language Arts/0.S. DATE SUBMITTED Fall, 1986

COURSE AUTHOR(S ) haron Gocke

coumss MMBER _English 175 ] Tom Numser _ 4930.1)

UNITS 3 LEC. HOURS 3 LAB HOURS 1

V/RUABLE UNIT - veEs O - no D Pon KBS 1 T TONAL Un TVE CADER"ENIoTEQYINEMENTS
REPEATABLE FOR CREDIT - YRs [J . no [J ::sss‘“wg OF sr TERS

Witl, CHANGE FOR EACH mtg'l’lﬂ.
SHORT TERM COURSE - Yis O - no @  i1F vxs, HOW MANY SEMESTER WEEKS

LOWER DIVISION courst - yEs (B - no (O GIVE RATIONALE

PREREQUISITES - Successful completion of Er.glish 70, 72, & 74 or consent
of the instructor.

CAYALOG DESCRIPTION .

1his course will emphasize theacquisition of auditory sensitiveness and

assimilative :apacity in English. Listening comprehension w'11 be enhanced

through the use of audio tapes, films, music, storytelling, -al reading,
dictatior and other appropriate exercises.

SPECIA. FACILITIES/INSTRUCTIONAL RESOURCES NEEDED -
Tapes and tape recorders in the media center.

TEXT(S) - MATERIALS (MINIMUM STUDENT MATERIALS REQUIRED)
FOR CURRENT TEXT SEE TEXTSOOK ADOPTION FORMS ON FILE IN OFFICE OF INSTRUCT 1ON

RERE TSty BUARRLS AT oo pindefetanding o o] g, Shoken Engnisn,

This course will complement the three other intermediate ESL courses which
cover structure, reading and composition.

COURSE GOALS - (TO APPRECIATE, TO UNDERSTAND, TO SYNTHESIZE, MATTER TO BE LEARNED )

The course goals for each student include an understanding of spoken English
in a variety of contexts where comprehension and inference are gained by

knowledge of stress, intonation, emphasis, syntax, vocabulary morphology,
inflection and cortextual clues.




COURSE OUTLINK -~ PAGE 2

» "FORMANCYE. OBJECTIVES - (DENTIFY, LIST. OR DEMONSTRATE THE PARTS OF THE SUBJECT
WHICKH CONTRIBUTE TO THE TOTAL EFFECT TO BE ACH!EVED

Please see attached

PREDOMINANT METHOD({S) OF INSTRUCTION - SELECT ONE

0 LecTURE O work EXPERIENCE

0O LecTuRE - DISCUSSION O TeELEVISION

C] DISCUSSION - SEMINAR O MEDIATED INSTRUCTION

) LABORATONRY 0O coMPUTER ASSISTED INSTRUCTION
X LECTURE /LABORATORY { DIRECTED ( INDEPENDENT) STUDY

0 LEARNING LABORATORY 0 0OTHER INDEPENDENT STUDY

O oTHER (SPECIFY)
EVALUAT 1ON OF PROGRESS (EG. THREE MIDTERMS, ESSAY TYPE, OBJECTIVE)

A two-part test consisting of an oral part and a written part will be given
after each chapter. The written part will consist of a short essay and
objective questfons based on an oral presentation. The oral part will
consist of a contextually relevant question for each student.

MUST BE STATED IN TERMS OF NUMERICAL/PERCENTAGE
MINIMUM STANDARDS FOR PASSING ° FIGURE TO EARN A GRADE OF D.

A passing grade will reflect at least 60% accuracy. The grading scale
will be the following:

90
80 - 89
70 - 79
60 - 69
59 & below

]
—
o
o

[ =-Nal- 24

TOPICAL OUTLINE - CONTENTS {(USE ADDITIONAL SHEETS AS NECESSARY }

Please see attached
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ESL LISTENING COMPREHENSION
ENGLISH 175
COURSE OUTLINE

PERFORMANCE OBJECTIVES

Given a set of orally dictated minimal pairs in English, students will
correctly write down the words spoken.

Given an orally dictated 1ist of vocabulary words, students will correctly
write down the words spoken and provide definitions.

Given orally dictated sentence pairs which are syntactically and lexically
jdentical with differences in stress and intonation only, students will
correctly identify in writing or orally the semantic import of each oral
sentence,

Given a complete, dictated passage, students will correctly reproduce the
passage orthographically.

Given acomplete passage read orally (story, dialogue, article, essay,
poem, etc.) or a spontaneous speech, song, story, discussior, joke,
riddle, etc., students will correctly answer orally and/or in written form
factual questions based on the foregoing oral presentation.

a. Students will complete exercises specific to the oral presentation.
Such exercises will include fill in the blanks, true-false, multiple
choice, and essay.

b. Students will be able to hold discussion on the oral presentation
indicating their comprehension of what was heard.

c. Students will draw correct inferences from each oral presentation,
thus demonstrating their ability to discern tone, stress, syntax,
inflection and morphology and their contribution to contextual
meaning. This ability will be tested through oral questions and/or
written ones.

Given a short lecture presentation, students will take notes in order to
write an outline of the lecture that was given.




ESL LISTENING COMPREHENSION
ENGLISH 178
COURSE OUTLINE

TOPICAL OUTLINE

1. Minimal pairs/contrastive analysi;.
2. Stress and intonation; rise and fall of the voice.
3. Staccato effect of syllable sequences.

4. Types of pauses.

5. Rhythms of long and short vowels.

6. Types of emphatic forms.

7. Where appropriate, review of syntactic structures, morphology and
inflection.

8. Dictation practices.

9. Rules of inference.

10. Context clues.

11. Rules for discerning and creating extrapolation/analogy.
12. Role playing in various contexts.

(NOTE: A1l of these are to be presented within the context of an oral
presentation using devices such as stories, poems, jokes, riddles,
music, essays, dialogues, plays, films, debates, etc.)

13. Riddles and the meaning of puns.
14. Outlining.

15. Note-taking.
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ESL LISTENING COHPREHENSION
ENGLISH 175
COURSE OUTLINE

~

ADDENDUM TO COURSE OUTLINE
TO ADHERE TO ITEM 68
ON NEW STANDARDS (TITLE V)

In lddi.ion to listening to the required tapes "vhich will correlate
with the text, students will be given homework »>f the following nature:

1. Listen to records and tapes which contain songs, poems, plays,
speeches.

2. See at least four new films in English.

Interview specific people on topics and write and/or present orally
their findings.

Attend lectures, conferences, etc. suggested by the teacher.

Watch certain T.V. programs and listen to radio broadczsts suggested
by teacher.

Participate in discussion groups and panel discussions inside and
outside class.

Play language games suggested by the teacher.
Use the telephone for specific assignments.

Engage in role-playing where students need to prepare before class.
Example: Mock ~ourt session where listening is crucial.




CHANCELLCR’S OFFICE GEORGE DEUKMEJIAN, Governor

CALIFORNIA COMMUNITY COLLEGES P
. 1107 NINTH STREET ( ;‘ ‘}‘.
3 NIA 95814 o -
o curos &
Dear

The following course(s) have/has been approved and may be offered for credit
apportionment purposes:

TITLE TOP. NO

The course outlines submitted suggest that all of these courses would be
appropriate for degree applicable credit under the new Title 5 regulations, To
fully qualify them for that status, if that is your intent, the existing
outlines should be supplemented by the information checked below in order to
allow your district curriculum committee to determine that these courses do, in
fact, meet all of the new requirements for degree credit.

. [_] Homework or 1ab work of 2 hours outside of class for
. each 1 hour of lecture per unit as credit

l::] Use of college level materials to complete assignments

|__] Completion of an essay exam and/or skill demgnstration
that requires "critical thinking". (Design, repair and
other "performance" courses snould explain what kinds
of problems students will be required to solve.)

The specific problem with these two 1305.30 courses is that in their outlines
the assessment lists "problem solving" but the ob;ectives only mention
"describing™, "listing" etc. The objectives should mention the kinds of
problems to be solved or situations to which critical thinking should be
applied, while the assessment should mention how such abilities are to be
demonst-ated, For example, a student in this course might be require’ to
design an activities project that would meet the needs of a particular patient
and that project could then be assessed by the instructor for nhow well it
incorporated principles from the course and demonstrated critical thinking.

If we can be of any heip or answer any questions, please call Dr. Nancy Glock,
at (916) 322-6880.

Sincerely,

Rita Cepeda, iJean of the
‘ Educational Standards and
Evaluation Unit




CHANCELLOR'S OFFICE GEORGE DEUKMEJIAN, Governor

CALIFORNIA COMMUNITY COLLEGES s
. 1107 NINTH STREET :, ;’: ;‘j-
. Ca 5814 28
:;irtr::xztzlwonnu 9 N D/
Dear

The following coursc2(s) have/has been approved and may te offered for credit
apportionment purposes:

TITLE TOP. NO

The course outlines submitted suggest that all of these courses would be

‘ appropriate for degree applicable credit under the new Title 5 regulations. To
fully qualify them for that status, if that is your intent, the existing
outlines should be supplemented by the information checked below in order to
allow your district curriculum committee to determine that thes~ courses do, in
fact, meet all of the new requirements for dearee credit.

\ Homework or lab work of 2 hours outside of class for
L___‘ each 1 hour of lecture per unit as credit

5____| Use of college level materials to complete assignments

N Completion of an essay exam and/or skill demonstration
that requires "critical thinking". (Design, repair and
other "performance" courses should explain what kinds
of problems students will be required to solve.)

If we can be of any help or answer any questions, please call Dr. Nancy Glock,
at (916) 322-6880.

Sincerely,
Rita Cepeda, Dean of the

Educational Standards and
Evaluation Unit

2 O
‘ Enclosures 248

cc: Joshua Smith
Jim Meznek
Q Ronn Farland




" CMANCRILOR'S OMICE

R —
CAUFORNIA COMMUNITY COLLEGES
1007 NINTH STRRET

SACRAMENTO, CALFONGIA 930} 4
016 U

April 20, 1987

Everett Brewer

Dean of Imstruction
Saddleback College
28000 Marguerite Parkway
Mission Viejo, CA 92692

Dear Mr. Brewer:

The following (course(s) have/has been approved and may be offered

for credit apportionment purposes:

TITLE TOP_NUMBER
4901.00

American Studies Seminar

The course outline(s) submitted suggests that (all of this/these)

course(s) are/is appropriate for degree applicable credit under the
f course, your own curriculum

new Title 5 regulations although, o

committee will make the final determination of its/their status.

1f we can be of any further assistance,
Nancy Glock at (916) 322-6880.

Sincerely,

m\;\ \\N\ (l/({\&_‘

Rita M. Cepeda, Dean
of the Community Colleges

for Academic Standards and
Evaluations

Enclosures
cc: Joshua Smith

Jim Meznek
Ronn Farland

please feel free to call




HAOR'S OFFICE —
IFORNIA COMMUNITY COI.I.EGESR E E | Vv D
;’.}.{.&21’3:.;’2::;%%?.‘ 95814 ' %’""""""’ g""" SUBMIT IN DUPLICATE
‘ -
MAR 16 1987

APPLICATION FOR APPROVAL OF NEW CREDIT COURSE
NOT A PART OF AN EXISTING PROGRAM

I. College: Saddleback College Contact Person: Gloria Selufskv

District: Saddleback Title: Currienlum Specialigt
Date: March 4, 1987 Phone Number; (714) 582-4577

I11. Course Descriptive Material:

A. Course Name: American Studies Seminar

C. Static Course
B. TOP # 4901.00 Identifying #

D. Goals of Course:

[X_! AA or AS Degree IZx_| Transfer
I__| occupational Placement  |__| License Preparation
‘ I__| Ski11 Upgrading I__| other:

E. Units 3 Hrs/Wk Lec. 3 Hrs/Wk Lab.

F. Prerequisites:
See attached information

G. Catalog Description:

See attached information
I11I. Course Objactives:

.yes no  uncertain
IV. Is course likely to lead to future program? |x.x_| i 1l

Y. What ev;dence of need exists for the proposed course (Attach Course !
Outline

See attached information

Yes No
VI. Has articulation or p” “nning with neighbo 1ng ins.itutions |.x__| i

taken place? If yes, .riefly describe: /
')'1'\ \i: ;IJ %’ ~

See attached information

‘ uperinténdént/Chancellor
Use Attachments as Necessary /)
I Sy
FORM CCC-EP-1A (Rev. 3/85) 25 T Date
® P 50 20




/t’ttttttttttttttttttttttttttttttttttttttttttt
#”¢® 1, . PLEASE CHECK THE APPROPRIATE CURRICULUM ACTION:

( Course Revision — Course Deletion XX New Course Request

{ (Complete 1) (Complete 11) (Complete 111)

L4
» 5% %% % »

..tttttttttttttttt_tttttttﬁtttttttttttttttt.tt

2. CourseID 1IDS6 J, U< /3. Initiated by Jack Clancy, Ph.D.

4. Course Title AMERICAN STUDIES 5. Computer Cat ID
(For Revision/Deletions Only)

SEMINAR

6. Cross Referenced: Yes No XX (If cross referenced, attach Course Outline and
Curriculum Action Form.)

7. Repeatable: Yes No XX wmodel: R- Number of Repeats
Maximus Accumulated Units If R~A: Sequence

8. Desired Date for Initiating Action . . . Semester Fall Year 1987

9. REASON POR ACTION (Include what evidence of need exists for mew course request)

This course is the final course of the American Studies Program. After a student
has completed twelve un.ts of A.S. courses, this course is designed to test his or
her ability to discuss analytically the issues which result from an understanding
of America's democratic institutions.

(-~ I. COURSE REVISION (Check Appropriate sores)
(‘- FROM TO .

Course ID

10

Title

Units

KN

Hours Total Semester Total Semester
Lecture/Week Lecture /Week
Lab /Week Lab /Meek

Repeatable model

A

Other Attach superseded course outline with changes underlined and
revised course outline.

I1. COWRSE DELETION

( Attach mpst recent course outline.

JER OVER OVER

C1 vi-2 .




' .4 FEN COMMSE (Course ID IDS 6 )
* . Rurpose of Course Ofors than one may be selected)

XX AA Degree XX Transfer —— Occupational Placement
' XX General Bducation w Skill Upgrading e License Preparation
~—— Other

Course requires approval of licensure board . . . . . . . ece oo Yeu___ No Xx
(1f Yes, attach evidence of compliance)
Counforss to the $tate Plan for Voeational Kducation o . . . . . . e Yes ___  Wo xx
tlthueounetoh)‘rtofnomtiuptogrn?......... Yes ___ Mo xx
1f yes, which program American Studies .
Iflo.vulttbcpnrtofafututeptognn?............Ynix_ No ___

Repeatable: Yes __ Mo XX_

Articulation (List the comparable course from UC or CSUC curriculum).

Course ID _ Amer. Studies 201 Campus

Course Title Introduction to American Studies

Cal State Fullerton

APPROVAL BY OOLLEGE OF ORIGIN

AGREEMENT/ARTICULATION BY OTHER COLLECE
vce scY ) Qavc sC )

(-f R 4 #9:62 ﬁg@ 12:3-84 Q1)
| Division/Schobl Date Signature/Position Date

2)
Curriculum Coamittee Date Signature/Position Date

(3)
° Dean of Instruction Date : Signature/Position Date

- k)
President Date Sigonature/Position Date

- APPROVAL BY DISTRICT

Executive Vice Chancellor o Date
Chancellor Date
Board of Trustees Date

............................i.........ﬁ.......

. YOR DISTRICT USE OKLY
S0PS i SAM

- GEC VEA

. L]

vi-3
8/85

252
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COURSE OUTLINE

I.Cou!';elb IDS 6 6a. Units . . . . . ... ..., 3 ‘
{ . Computer Catalog ID b. Lecture Bours/Week _3 x 16.6 = _49.8
3. Full Course Title _ AMERICAN STUDIES . c. Lab HoursNeek 0 _x16.6=_0
SEMINAR _ d. If a non-credit corequisite course is

B required, complete the following:
4. Short Title (Abbreviated--21 spaces maximum) Course ID

IA/MIEJRI T/ CIAINI__]_S/_T/e. HoursNeek X166 =
lv/D/1/E/S/ [/ S/ E/M/ | f.TOTAL SEMESTER BOURS TAUGHT 49.8

5. Cross Referenced as: . 7. Prerequisite Course/a elve units of
A. S., or the eggivaléaifz

Course ID(s)

8. Concurrent Enrollment Course/s
Course Title(s)

9. CATALOG DESCRIPTION . '

This is the final course of the American Studies Program. Students must complete

twelve units of A.S. before enrolling in this course. Students will be required to

research issues characteristic of America's democratic institutions and to report

their findings to the class for weekly discussions and analyses. In addition, a

- scholarly paper, fully footnoted and supported by a bibliography, of no less than

-— twelve pages, will be required. Topics covered in this seminar will reflect the

political, economic, religious, social, and intellectual institutions of the American .

people and how American thought has influenced the world.

Sea

10. EXPECTED STUDENT OUTCOMES (Upon completion of this course, the student ahould be sble to:

1. Recognize the issues and problems inherent in American living.

2. Research these 1ssues and problems in a scholarly manner.

3. Report to the class his or her rescarch findings.

4. Be able to critique his or her own research and the research of other students.

5. Describe the issues and prohlems common to American life and to learn to cope with
then.

11. PRIMARY METHOD OF PRESENTATION (for credit courses check only gne, for non-credit
courses check those that apply)

«— Lecture — Lecture/Lsboratory — Television
.ee.. Laboratory — Llearning Center — Radio
—_ Lecture/Discussion — Directed Study ___ Mediated Learning Center
—_ Discussion Seminar - TMeld Experience XX Other Team Teaching
b (oo lecture) Methodology.

OVER OVER '
253

vI-9




— . Page 2 of 2

', 42. Scope, Content and Method of Evaluation (see instructions)
—— M
!

A. The geminar approach will be utilized:
(1) Two class meetings per week
(2) One and one-half hours Per each meeting

B. Procedure:

(1) Two instructors, one from Liberal Arts, the other from Social Science
will serve as a team to conduct the seminar discussions.

(2) Students will choose the topics for weekly discussion

C. Evaluation:

(1) Research and discussion of the weekly topics
(2) Scholarly papers

ttt&tttt&tttttt&t&ttttt&tttt&ttt&tttt&tttt&tt

COURSE BISTORY

Date of Board of Trustees Approval:

New Courge
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Revisions

ERIC Clearinghouse for
Junior Colleges NOV 13 1987
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