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Introdudion

James C Palmer and George B. Vaughan

ssevere fiscal problems demand the attention of commumiy ollege

leaders in the 19905, faculy scholatship outside of the dassroom may

seem unimportant and even fiivolous. Yet the long overdue recog-
nition of scholarship as a professional cesponsibility for all college edu-
cators and not simply university based tesearchiers renains of spedial sig-
nificance to the commumty college. Calls for a broader definiton of
scholarship—made by Vaughan (1988). the AACJC Commission on the
Future of Community Colleges (1988), and the Camegie Foundatnon for
the \dvancement of Teaching (Bover, 1990)—muay lead to a wider recog:
nition of the scholavly accomplishments of commumty college faculty, ac-
complishments that hav e oftenbeen overshadowed by the work of univer-
sity facults. The acceprance of scholaiship as a broad arena for many
activities (G which rescardh is but one) also imposes an obligation on ¢om-
munity college leaders to encourage and 1ecognize faculty aud admums-
trator scholatship, making it a valued part of the community college’s in-
stitutional culture.

The essays in this monograph addiess thize themes related to the chal-
lenge of scholarship at the community college. The first is leadership. Be-
cause connnunity college edudatons have often siewed scholarship out-
side of dassroom teaching as pervipheral to the institutional mission and
even harmful to it leaders need to change attitudes and institutional values
i scholarship is to take its place as an accepted part of community col-
lege life Chapter One discusses Eow the institutional culture of the com-
munity college often discourages scholarship and how leaders can thange
the cultute in ways that foster scholarly achies ement. The two following
essavs by Bowyer and Duvall (Chaptas Two and Three) also discuss leader-
ship, examining, 1espectively, the tole of the president and the dean of
instraction in encoutaging faculty who take on scholatly projects.
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The connection between s, holarship and teaching, often denied in the false
but widely accepted teachmgvasusaesearch dichotomy, isa second theme
hroll m Chapter Fom suggests a typology of activities that fall under the
rubitc of "dassioont 1eseadh” in which faculty conduct systematic in-
quiries into the processes and effecs of theit own teaching. By acting as
drasstoom reseai cher s, e maintains, faculty gain ownership of the edu-
cation 1esearch agenda and take on a central vole in college efforts to
measure student outcomes and institntional ceffectiveness. In Chapter Five
Ratchif exanmmes the dose tes hetween teaching excellence and faculty
scholaiship m the disciplines. Noting that teaching is a matter of wans
formig knowledge n ways that make itundet standable to students and
qot stmply & matter of commumicaung facts, Ratchiff argues that discus
sions of teaching without seference to what is being taught nivialize the
teachmg profession and present anos ersimplified view of what happens
in the classroom.

he professiwnal obligatwns of community college educators constitate a third
theme, cmphastzed throughout by cach of the authors. The degiee o
which scholatship becomes a par tof the connmunity college’s institution
al cultwre will depend largely on the extent to which administators and
taculty view themselyves as professionals with obligations to the farges aca
deme community and not simph as employees whose obligations end
with the work dav In tas regaird there may be cause to be optimistic,
Palmer’s national survey of taatt e porsed in Chapter Sisreveals that
desprie the lack of monetany rewards (or, in some cases, the lack of any
tecognition at ), many faculty members engage in projects that are of
potential scholalvimport. i forging alagar role for scholarship within
the community college ailture, leaders can build upon the scholarly diives
and mierests that alieady exist among many faculty: members and
administrators.

Lhis monogiaph s a companion picce to a second series of €ssays on
sc holarship published w1991 by Jossey Bass Publishers, Inc. incits New
Durections for Communty Colleges senes (Vaughan and Palmer, 1991). By rais
mg the sssue of scholaship and its place in the professional ises ol faculy,
we hope that commuminy college educators—despite cunent fiscal woes—
will contmue to define and support scholaship in wavs that promote the
institution’s teaching mission.

Support for the production of this monographwas provided by the US
Department of Education’s Fund for the hiprovement of Pstsecondary
Fcucatton (FIPSE). We are grateful to FIPSE fot its suppoitas well as 1o
the Nattonal Gounal for Insttucnional Adnunistrators, which co sponsored
the nattonal surves of faculty 1eported in Chapter Sis. Diane Hivshberg
of the LRIGC Cleanmghouse for Junion Colleges provided a bibliograph
of additional teadmgs, which me listed i Chapter Seven. Finally, we
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CHAPTER ONE

Scholarship and the Culture of the
Community College

George B. Vaughan

ommunity colleges are dedicated to teaching and learnmg, Effective

teachingrequires that those who teach and adminaster i these nesti

tutions be committed to seeking uuth and knowlcdge mn an ordetly,
planned. and consistent manner—that they be conmmitted to scholarshap,
In spite of thair dedication to achieving tue community college’s teach
ing mission, teadhers and administiators havc devoted hittle conscious of
fortto the role that scholarship plays v achieving that mission. A major
teason scholaship has never been a pronts among many conmunety col
lege leaders is that it has wever been an integiad part of the comaunity
college’s culture,

Those who would understand the 1ole of scholarship as an institution
al value at the commurity college must understand the meantmg and na
ture of the community college's institutional caltwe. It 1s «a truism tha
all institutions have a culture, also true s that all mstitutional anltutes
are constantly evolving. Moteover, it wy oclief tha the commututy ol
lege's calure tefleats the attitudes of its leacers, Given these asumptions,
the purposes of this essay are foutfold. to briefly discuss institutional cul
ture, to delineate certain aspects of the community college's caltune that
have historically militated against scholaship becoming an integral part
of that culture, to define scholavship in a way thatis compatible with the
community college mission, and to suggest ways i whirch educationd lead
crs might incorporcte scholaship into the s ommunity college caltre.

Institutional Culture

Definitions of culture abound, 1eflecting its amorphous and elusive na
ture " Peterson and others (1986), pointing Gut that the question of what
The tollowing discussion sl nstitutonal wilture s hen nt pait hom Geotge B\ dughan,

“Leaders enw Dightropc Mamtining the Fhicad Balaice, 0 GB Vaaghan and Associates,
The Fthical Dimensions of Communats College 1 eades ship, Josses Bass, torthconnng
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constitutes organzatonal cultar e randins undeanr s nete tha “the defini
ton of ;mganizatond culture s aeither precise nor consensaad™ (p. 1),
ey behieve that the attnbutes of caultn e—values, beliets, and assumyp
tionns—distingush the concept ot culture fron tie concept of domate.
thenmore, they observe that dimate centers onomdividuad attitudes and
porceptions and that those may change muadi maore quickly thae 8 e values,
belwets, and assumptions that wake ap the mstiunonal caltn c (Porarson
and others, 1986).

Oue was of conceptualizing asttutonal calture s toview it aathin the
conteat of the actvites and beliasions of those wha make up the college
comunutity, huh aad Whnt (1885, while noting the clusive character of
culture as aconcept offar the following detimtion. values, pradices, be
heds, and assmuptions that shape the behuvior of mdsaduals and groaps
e college o universay and provide a fr une of reference within which
o mter pretthe meating of cvants and actions.” They fuirtha saggest that
“nsttonal cubture s bot's a4 process and a product, As aprocess, cul
ture shapos, aitd s shaped by, thie sigomg mteractions of people o an |
off conpus, As aprodact caliee tefleas imeracions among history, tna
dhuons, organzanona stuctees, and the pehwvion of anrent students,
facultv, and staff” (v The concept of caltur e as both process and prad
uct s useful way ol dunking about the addture of the conauaity col
lege, especially when vicwed thiough the dalv actmaties of teachers and
adsnnestators, ncudmy those actuvities that ave a scholady purpose,

s, the college cultune grows out of pastaand preseat actioms (process,
and rosults neshan ed sadues, bedic s and assumygations about w iistitution
(producy. Instational calture dhanges slow v, For example attitudes o
ward taces tehgion and gende are often so deeply mgraned into some
msttubonal calun os thatopen couflictresults when new vaues daslwath
cultwral vadues that had existad Lo veanscand inthie case of some colleges,
centunies, While undenstading anmstitution’™s cultat e is arational pro

coss appreciating itean be i emotionad processg one that demands sen
sitv ity to what has gone before and o what may happan in the futne,
Cultinne conssts of those thimgs that miakcan wstiation distnet. its his
oy ats tradthons, s values, its niteraction wath the Lager envnonment,
(s ceremonies, s tenewal process dndudiug the reanmimment and sele
tiun ol pasoneh), and is evaluation process anduding the assessiient
ol cthicad valuos and comnutnent o such dungs as scholaship). Open
access, e anpottant aspedt of acconomunity college’s caltme., s atself o
value statemcnt, for exaple, adnating students who have acadenne defi
ciencies and not dealing wirlcthose dehioenaes is edhicaly waiong. Such
thngs as nvtlis, fegends, stories of the colleges foundimy and of cariy in
stututiowal leadas we part of an nstitution’s aaltare, they contbute o
asense of Iistory and comnumty and inspn e lovalty o the institution,

O 9 IO
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An mstitution’s culte influences how 1t is peceived by members of
the college community and by the commmuuty at lage. The effective leader
understands and s sensitive to aninstitution’s aultwie, 1especting and
presenving the good things of the past but always taking the lead in shap
ing the present and planning for the futwme, the effective leade, and es
peaially the effective president, understands when and wheire to work o
change wairinstitution’s caltwe, when to let go of past values that are no
longer aceeptable msociety o1 as part of the institnuond mission. Indeed,
thic highly suceessful president becomes one with the caltwae, he o she
aus asits imterpreter aud as the symbol of the institution, absorbing and
beimg absorbed by the msututional calture and ultimately becoming an
integral part of that cnliate, often after passing from the s 'ne.

Stholarship and the Community College Cultsra

Somc mstitnnonal cultsies have evolved ova many sears and bult e
tensive listor s, For example. dhe histories of Hee rd College and Obae
I £ ollcge beginovespectivelv. m 1636 and 18330 In both cases, thaie
is little doubt that the calune of those mstututions heo been shaped by
the evolution of then missions, When this long i m evolution is con-
tsted with the aclatively shott histors oi the conmunin college, one
< understand why community college leaders have been someswhat i
scusitive 1o thea mstitwtions culures and 1o thea voles mshaping those
culties, H however community colivge leadas ae o mtegrate schola
shap into the commnney college culivre, Teaders must begin o undes
stind how than acnons influence the college calune and its undetlyving
e,

Whadeats dangaous and usually wioug to gencralize about more than
a thousand varny difforent commumiy colleges, cach wath s own umegue
cultirc une cutadenndy several aspeats of caommunity colloges that con
tibute to thon stunedadontity, opaaccess adimissions, comprehensive
¢ unicul and commumty based progras atosowe exannples. There wie
abo sine common theads woven wite the fabne of the communn
colleges lustory and mssion that lenve often cused nany communut col
Tege Teaders to view scholanship as hutle more thay an appendage to the
teaching and leanmng process, or, as some \\()lllX\d\. to the "real ms
ston™ of the commenin college, While there e exceptions, the over all
result s ad bestan atitude of bangn neglect towand scholaship, with ol
lege prosidents tunimy & blind eve to the scholaly accomplishmonts of
facalty. and at worst an ounightejection of i,

Severdl factors vemforce schokaship's fow priotity. Nonc s safficent
et to predude sdiotanship from the caltin e of the commmty col
lege. but the collectiv e effect has taken s toll

ERIC i1 :
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History

The community college’s histoty, especially its dase ties to the public
secondary schools, has been one thas emphasizes teaiing and rejects re
scarch. Even those aspects of the community college’s history that are
grounded in the naditions of foun year wileges and universities have done
little to enhance scholarshap, this iy true in spite of the et that most com
mutnty college teachers and admuistiators held advauced degrees fiom
universities, One community college faculty me- her rerers to the “in
betseen character of the community college” ana  aintains that com
munity college faculty, like the community coliege itself, are viewed as
hybuids whose work is only tangentially connected to higher education.
She is pessinnstic about the institutional calture, wguing that this “profes
sional stereotyping” will hkely remain (Sledge, 1987, p.62). The commu
nity college, then, lacks o« history of commitment to scholaship in pat
because of its early ties 1o public schoolsaid it part because of its rejection
of university-type reseaich.

Teaching Versus Research

As suggested at the begiming of tus discussion, community colleges
have 1ggected research m favor of teaching. No knowledgeable person
would argue that the commumty college should abandon ot even lessen
its comminment to teaching, But it could be suggested that aeating a cli
mate that fosters broad concepts of scholaship could actualy improve
the quality of teachmg on cauapus. Nevettheless, the argument that aeom
mitment to teaching fimits a commitnient to 1esca ch has just enough
validity to cause conmmunity wllege cducautors to 1ggectieseachin favo
of teadhung, perhaps unintenionally and unknowingly de emphasizing
scholarship in the process.

Vocationalism

Community colleges vightly prde themselves on thea comprchensive
program offerings, winch, inmost cases, indude vocationad education.
But the indusion of vocational education as an important pat of the
community college mssion, i spite uf its many positive attnibutes, has
not enhanced the commnity college cemminnent to schola ship, One
1eason vocattonaiisin has inhibited scholaship ou some campuses lies
in the nane of the programs and courses falling under the rubiic of
vocational education, another 1 eason is that mueh of the work done by
vodational faculty members fatls outside of traditional concepts of aca
demie scholashipe Regadless of the 1easons, and winle many vocation
al educators e outstanding scholars, scholaship has not oceunied a
prominent place in the history of vodttional education in the nation’s
connnunity colleges.
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Community Service

Commun’ty service programs are an integral part of the community
«ollege’s nuission, and these broad based coutses ai - programs are taught
almost exclusively by part time faculty manbers, While many of these part
timers have devoted thei lives to the scholatly pursuit of a sulyject, sone
of the activities conducted under the commuaity service mmbrella require
little understanding of o1 commitnient to scholarship on the part of st
dents o instructors. In addition, community service programs opetate
outside th - regular mstiuctional program on many catpuses, thus, faculty
members weaching community service courses e often excduded fiom
faculty de clopment programs (where they exist) that promote and en
courage scholarship.

Pert-time Faculty

On many community college campuses today, one not only fails to find
acommunity of scholars, but.abso fatls to find a commuuity of faculty wem
bers of any o pe. Many two year faculty members e parttime tedachens,
they dhive in, teach their dasses, and drive away. This statement is not meant
to denigrate commynity colleges inany way and certainly does not intend
to judge the value and use of parttime faculty. [t is important to note, how
ever, that many pattime faculty find it difficult to make a commitment
to scholaiship when their puiotities lie elsewhere (Indeed, H pereent of
the pat time faculty responding to the survey described in Chapter Sis
of this monograph weported that work autside of the college was a mayn
impediment to scholaly activity, this contiasts to ouly 9 pereent of the full
tnie faculty members,) The problems involved in building an institutional
culture that vahies scholaship are compounded when many of the faculty
have ouly o limited professional investment in the college conmunity.

The Rewards System

Mudh of the fallne to integrate scholarship into the commurity col
lege culture results frone the failie to wnsider participation i schola
Iy activities when tewarding faculty, For example, few community colleges
indude an evaluation of scholaly practices when detenmming the pro
motion ot rctention of faculty members. Certamly comuunin college
leaders should be cautious about falling o1 being pushed into a “publish
ot petish system.” On the other hand, itseems appropriate for scholarly
activities to be at least a part  fany evatuatio, system for inembers of
the academic community.

Expectations of the Job
Ash a community college faculty member o1 administrator why he o
she docs notengage in mote scholarly activites, and the auswer s Iikely

Q "
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to be that there is not enough time. This is also born out in the survey |
1esults 1epotted i Chapter Sin of this monogiaph. The sole of the com

winnty college professional s demanding, mvolving a teaching load of

15 o1 more aedit hows per week and an endless mmba of connuitted
assigmnents, Nevertheless, scholarly activities are a necessary part of
professiondl life in any academic instimtion and should be engaged in
regardless of the demands of the job.

Eapectations that faculty be scholars have not been high in most com
nnnnn colleges, thaefoe, the cultnre has grown to reflect the high pri
oty givan to the dentands of the job and ignore the demand for schola
shup that one nonnally assodiates with membership in the academic
profession.

Scholarship Defined

1 he limuted extent to windh faculty we expected to engage in scholai
shiup s die largely to the tadur e of community college leadets to define
stholarship i away that is compatble with the commminsty college’s weach
g misston atd that does not nintor the research eumphasis of the univer
sity. The failute to wive at a more appropriate definition of scholaiship
s fotmdable batner w the integranon of scholaship in the connuni
t college cultire. Unul an acceptable definition s adopted by college
leaders, scholaship will never be a vecognized part of professiona dife
at the connmmity college.

1 define scholarslup broadly as the systematic putsuit of a topic, as an
objective, tational iy nvolving antical analysis, Scholarshap involves
prease obsarsation, organization, aud recording of informiation in the
search for tuth and ovder. 16s the unibrella under which vesearcin falls,
fur 1esearchns but one form of scholaship. Scholaship resnltsina prod
uct that is shared with others and that is subject to the ariticisim of in
dividuals qualified to judge the product, whether ithe abook 1eview, an
annmotated bibhography, a lectune, a review of existing 1esearch on o top
16, o1 aspeedh that synthesizes the thinking on a topic. Scholarship 1e
quires one to have a sohd foundation in one’s professional field and to
keep cunrent with developiments in that field.?

While the above definition s one with whicdh most connunity college
professionals can identify aud onc that is m concat witdcthe commuanity
colleg s primary nussion as aicadung nstitution, upotiefledion would
broaden the ddfininon evenfurther, o the above defimton Twonld add
artvhibits by teachier mnists, oniginal essays and poems, scholarly anticles

Vadghan Bas proviowsh discassed ties subge b m aiambor of comtens Seeredeiences at
the end of this chapter (Vaughan, 1988, 1984, 19849h, 1980¢)
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in journals and other publications that are not research based, eriginal
texts designed for using computers in teaching (assuming the texts are
more than yellowed lecture notes transferred to the computer and assum
myg that more than technical skills are tequited to place existing material
on a computer), myentions and patents on inventions by technical faculty,
and faculty members engaged m dassroom research (rescarching theit
own teaching). A word of caution is in order. induding artides published
in joutnals as alegitimate scholaily outlet for community college profes
siondls 1s not the same as the university’s requirement that faculty mem
bers publish and is not a call for community colleges to adopt 1 “publish
ot parish™ stance. Indeed, a journal artide would be just another exan
ple ot scholatship, as would be a scholatly speech on a topic, an art ex
lubit ot a well constoucted agument presented on the op ed page of the
Sunday supplement.

By defining scholaship in terms that are compatible with the commu
nity tollege’s mission, its leaders can owee and for all free themselhves and
futtue generations of community college professionals from the argument
of teachingversus researdh. On the other hand, once community college
leadets define scholaship in theit own way, they can nolonger atgue that
the university —not the community college—1 the sole forwn for scholat
ship. Ouce scholaship is defined and the defininon is accepted by com
munity college professionals, scholatly work will become a partof the in
stitutional culuue.

Incorporating Scholarship into the Culture

I'hete ate a number of actions community college leaders can take to
cncoutage scholarsiup. A logical starting point is to modify those fuices
that militate against scholarship becoming an mmportant part of the com
munity college culture.

Fitst, eadhvinstitution should define scholaship in a way that s in con
cert with its mission, Without a definition that is compatible with the col
lege mission and accepted by the college community, 1 is unlikely that
scholashup will ever be viewed as anything other than a fuzzy coneept
that appedrs to havemore relevance to the university than it does to the
community college. Moreover, by going thiough the process of defining
scholasshipomerubers of the college community will under stand mote fully
what it nieans to be ascholar at theit institution and will, therefore, be
more wiling to comnit themselves to scholavship.

Sceond, probably the most effective means of inco porating scholarship
into the institutional caltare is @ reward scholathy adivities. Here one
cant see that a common definition must be used, otherwise iewarding in
dividuals for schiolarly activities becomes subjective and hence ineffective.
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If scholatship is part of the evaluauon process when decisions regarding
salary, promotion, and retention are niade, it will quickly assume a posi
tion of importance throughout the institution. A word of caution is in
order. teaching faculty members should not be the only members of the
wllege community who are expected to engage in scholarship (as is the
case at four year institutions). If scholarship is to permeate the communi
1y college culture, administrators, including academic deans and presi-
dents, must be committed to scholarship and must be judged, in part, by
their scholarly contributions.

Third, and related to the above, presidents, deans, and division chairs
must exhibit « commitment to scholarship through their own values and
actions. While presidents and academic deans rate producing scholarly
publications as a low priority for themselves and for those who report
to them, many administiators, especially academic deans, are interested
in and committed to scholarship in the broadest sense of the term. By
agteeing upon « common definition of scholarship and by including schol
atly activities as part of the evaluation process, presidents and deans have
the means to nanslate beliefs into action. Moreover, they can apply the
same standatds of scholarship to themsehves, thereby integrating them
selves into the institutional adture while at the same time influencing
that culture.

Fourth, members of the campus community must takhe every opportu
nity to celebrate scholatly accomplisniments. Activities such as receptions
and banquets honoring scholaly accomplishments are gaining populari
1y onmany campuses. Some community colleges ate publishing their own
scholarly joumals. An outstanding example is Educational Forum. A Jow
ned of Teaching, Leanung, and Professiwonal Development, published by Mas
sachusetts Bay Community Coliege. The Forum is attractive, contains well
written articles by members of the college community, and, above all, is
scholatly. Such journals are invaluable in communicating to the college
cotmunity and to the public that the institution is committed to teach
ing and leaming and that effective weaching and leatning 1equire that com
munity college professionals be scholars.

Finally, ev e1y effort should be made to link scholatship and outstanding
teaching. As Frederick Weaver, professot of economies and history and
ditector of institutional research and planning at Hampshire College, ob-
serves, ““Thercis no question teaching effectiveness should be the primary
aatetion for rew arding faculty in undergraduate instintions. {But]. . . un
dergraduate institutions nist make explicit provision for faculyy w engage
m scholanship, because there are substantial and often overlooked com
Plementarilies betw een good teaching and faculty scholarship™ (1989, p. 35).
The link between good teaching and scholatship can be made thiough
jommats swchas the one descnibed above, through evaluating one’s own
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teaching in a systematic, objective way, und through communicating to
students the vital link between the process and the product of learning.
Once the link between scholarship and teaching is establisned, the defi-
nition of the community college culture will begin to change from the
negative statement, “The community college is a teaching institution whose
faculty do not do research,” into the positive statement, “Cormmunity col-
lege faculty members are teachers and scholars.” The result will offer a
clearer understanding of the role the community college occupies in the
academic world and may well enhance its standing among other institu-
tions of higher education.

Community college professionals can iake great strides in integrating |
scholaiship into the community college culture if they are more sensitive |
to the role they as leaders play in shaping the culture, if they recognize
and deal with those factors that militate against scholarship, if they de-
fine scholarship in a way that is in concert with the institutional mission.
and if they make a conscientious effort to see that the integration takes
place To do any less is to ignore a weakness in the conununity colicge
philosophy that,if notdealt with, may well turn out to be community col-
leges™ Achilles' Heel.

References

Kuh, G.D. and Whitt, E.J. The Invisible Tapestry. Culture in American Colleges
and Universities. Washington, D.C.: ERIC Clearinghouse for Higher Edu-
cation, George Washington University, 1988.

Peterson, M\W. and others. The Organizational Context for Teaching and Learn-
ing: A Review of the Laterature. Ann Arbor. University of Michigan, 1986.

Sledge, L.C. “The Community College Scholar.” The Communaty College Hu-
manities Review, 1987, 8, 61-66.

Vaughan, G.B. “Scholarship in Community Colleges. The Path to Respect.”
Educational Record, 1988, 69 (2), 26-31.

Vaughan, GB. *A New Wind 'A Blowing.” The Commuanty, Techncal, and
Junior College Times, 1989, I (13). 2.

Vaughan, GB. Leadership in Transition. The Commumnty College Presidency.
Washington, D.C.: ACEMacmillan, 1989, |

Vaughan, G.B. Scholarship. The Community College’s Achilles' Heel. Occasion-
al Paper No. L. Weyers Cave, Va.: Research and Publications Commis-
sion, Virginia Community Colleges Association, 1989c.

Weaver, Frederick 8. “Scholaiship and Teaching.” Educatwnal Record, 1989,
70 (1), 54-58.

Gemge B. Vaughan 1s professor of higher education at the Unversity of Flonda,
Gainesville.

Q i 9-1d
ERIC 17

Aruitoxt provided by Eic:




CHAPTER TWO

The Role of the Community
College President in Promoting and
Rewarding Faculty Scholarship

Karen A. Bowyer

tollege presidentisesponsible for establishing an instituttonal cul

ture that cucourages and 1ewands facalty scholarship, If the presi

dentdoes notvalue faculty involv ement in scholay ship, itcan ha dly
thrive. The inna diive of some mstiuctors will lead them to pmsue then
scholarly interests despite the presidant’s indiffer eniee 01 discour agemen.
But the scholaly potential in otheis may go unreaized,

Inorder to determine what presidents do to promote and 1ewand faculty
scholaship, T oonducted abiief suivey of 117 communin, tedmicd, and
junior college presidents in May 1991, The questionnaire defined faculty
scholanship broadly as “faculty partidipation in and contibution to then
teaching disciplinets) andlor pedagogs . The presidents wer e advised that
examples of faculty scholaship may indude such activities as preparing
artides o papas for publication o1 presentation, preparing exhibits, gu
ing a paformace, developing computer softwaie for an academic dis
dpline, or helping area businesses adopt new techuologies. Within this
hamework, the presidents were ashed toaespond to the following thiee
questions:

* What have facudty onvom campus done to demonstiate thenn unolve
ment in scholnly activities

® Do you encomnage, 1ecognize, and/on 1eward faculty for scholaly ac-
tivitiesz Ifyes, please desaribe the type of 1eward o1 1ecognition that
Tou use.

® Do vou have o faculty evaluation svsten that indudes rey iew of faculty
scholmshipz If es, please desaribe how this works,

Fifty cight presidents 1esponded to the questionnaine. These responses
came from 26 states scattered aaoss the nation, representing all sin of
the regional acaediting assodiations. Thare were one o1 two responses
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per state, with the exception of Vinginia, Texas, and Arizona, which had
fis ¢ 1esponses cach, and Flovida, which had fow. While theaespondents
are not necessarily a tepiesentative sample of presidents, they do pro
vide insight into the o pes of scholarship faculty engage in and the ways
scholarly accomplishnents are recognized and rewarded.

Types of Faculty Scholarship

In answering the fist question, many presidents listed an impressive
array of scholarly actvities. Clearly, these presidents were aware of the
many ways their faculty 1emain involy ed as active scholars. Some of these
acnvities involved tnadional, disciplinay research, For example, the chief
excautive officer of the Forest Pk Campus of St Louis Community Col-
lege, Missomi, 1eported that a sodology faculty member at the college
wsed a sabbatical Teave m the Far Fast to examine the culwnal differences
that inhibit business telationships between U.S, and Asian companies.

Other activities, however, fell within a bioader scholarly framework.
Teaching, for example, was most often cited as the focus of scholarly at
tention. Demonstiating than commtient to instuctional improvement,
communty college facadty often work on the development of instructional
matetials ot programs. Exatiples from the suivey responses indade the
following:

* Faculty at Phoenix College, Aizona, have developed an intaradtive
video project in biology and a comiputer assisted instuction program
integrating lessons in English and library skills.
At Bainlington County College, New Jersey, faculty have worked to es
tablish a clationships with high school instructors, thereby smoothing
student tasition fiom the secoudary to the postsecondary levels.
® On the Swath Campus of the Community College of Alkegheny County,
Pennsyhania, faculty are cnrently developing a Wiiting Center in
tooperation with Camegic Mcllon University to foster and promote
the teaching of writing.
For the past two smmers, 30 faculty from Tanvant County Junior Col
lege, Texas, have patticipated in thice week seminas with visiting
scholars fiom Princeton, Temple, Aubuin, and other universities.
Funded by the Nanonal Endowment for the Lhnuanities, the seminars
have heiped the faculty prepare fo aud teach in a new humanities
based honors program.
¢ A faculty member at Greenville Technical College, South Caroling,
has prepared a paper, *Developing Critical ‘Thinking Skills in Tele
conise Instrucnon,” for the Hth Annual lntanationd Conference
on Critical Thinking and Fducational Reform.
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Another category of scholarship emerging in the survey was community
service; in these actizities, faculty use their subject expertise to inform
the public on anissue, topic, or skill. The president of Clackamas Com-
munity College, Oregon, for example, cited the efforts of an economics
instructor who produced a consumear protection book. Another example
conies from Milwaukee Area Technical College, Wisconsin, where two of
the auto boudy faculty have developed and starred in a television series
called "Classic Car Shop.” whidch has appeared on more than 200 public
television stations. These types of information sharing activities demon-
strate the potential valne of faenlty as a community resource.

Finally, artistic and acative endeavors were also mentioned. For ex-
ample, the president of Yuba College, California, repor ted that the band
instiictor at her institution led an international orchestra in Europe in
Angust 1991, At Bainbridge College, Georgia, an English teacher published
a collection of local folk tales in 1987 and subsequently worked with a
professor at asister institution to wiite a childien’s play based on those
folk tales. The president of Bainbridge College contributed an original
nmsical score for the play, which has been viewed by more than 21,000
people. many of whom were schoolchildren.

Recognizing and Rewerding Scholarship

In 1esponse to the sccond question, 35 of the 38 presidats reported
that they encourage. recognize, on 1eward faculty for schotarly activities.
Several expressed a concern about not doing enough in this aea, but when
asked to describe the type of reward o1 recognition anrently used, three
categories emerged: awards, reimbusement, and institutional support.

Atmany colleges, scholarly accomplishments are part of the aiteria used
i awad programs operated by college foundations, alumni associations,
o1 other groups Many of these programs take the form of “teacher-of-
the:year™ ceremonies. Examples include the following:

¢ \n ahnnni assodiation atEast Central Community College, Mississippi,
clects an outstanding academic instructor and an outstanding voca-
tional technical instructor each year. These outstanding faculty are
awarded plaques at the college’s annnal homecoming ceremonies,
The Northern Virginia Community College Educational Foundation
amually recognizes three faculty for outstanding teaching and scholar-
ship. Each is presented with an award of $1.000.

The Bainbridge College (Georgia) Foundation Faculty Emichment
A\ward goes to faculty for scholarly activity such as postdoctoral work,
research, or curricutum development and revision. The maximum
amount of cach award is $500.

O
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Theresponding presidents noted that these award programs are often
supplemented by other activities designed to 1ecognize faculty accomplish
ments, These indude news 1eleases to local media, notices in college news-
letters, personal letters from the pesident, certificates of completion,
1ccognition at meetings of the faculty and staff, and social events such
as banquets, teas, and receptions. Merit pay plans were also mentioned.
Besides awar ds, many colleges also reimburse faculty for wravel and con-
tunumg education. In numerous cases, presidents responding to the sur-
vey 1eported that their colleges pay for dasses taken by their faculty, veim
b se faculty for paiticipation in wnferences and seminars, and make
budgetary provisions for 1elease time. One institution, Frank Phillips Col-
lege. Texas, offars faculty a $7,500 no-interest loan to help cover expenses
mouned m complenng tenminal degiees. Funds for reimbursement may
come fiom avanety of sourees. For example, presidents noted that monices
for tavel andaelease time came from Tide 11, the National Endowment
for the Humamues, the Naional Science Foundation. and the colleges’
foundations.
Nommnonetary mstitutional suppot can also play arole in encouraging
faculty scholarship. For example, some presidentsieported that they pro-
vde seactaial and computer support for faculty pursuing scholaly
projects. This type of assistance is aitical if faculty are to become invohved
m scholaily activities while teaching five o1 more courses per term. In
sONIC Lases mstitutional support is built into the adminisnative structure
of the college. At Massachusetts Bay Community College, fov example,
there is a full e assodiate dean of teachingfleaning and professional
dev elopment who encourages, assists with, and recognizes scholarship by ‘
prowoting faculty nn olvement in professional devclopment activities on
and oft campus. The college's assodiate dean for plamning and resource
\
\
|
|

dev cdopment also encow ages faculty scholaship by involving instructors
in grant writing.

Scholarship as an Evaluation Criterion

Lhough all 1espondents weire able to dite examples of facalty scholar
ship, and though 53 of the 38 1espondents indicated that the college used
sotne formal mechanisiu to encow age and 1ecognize scholarly accomplish
ments, ouly 35 of the presidents indicated thateview of faculty scholar
shap was part of the college’s faculty evaluation system. Some of these evalu
ations incorporate a point sy:tem in which scholarship or other forns
of faculty development ae assigned specific weights. Others mandate that
faculty devote tinie to predetenmined professional development activities.
1 hie following are examples of the 1y pes of faculty evaluation programs
reported by the vespondents:
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* At Piedmont Comumnmity College, North Carolina, a point system has
been designed to reward various scholarly activities. Between 10 and
25 percent of each faculty member’s evaluation is based on his or her
professional development. It is up to the faculty member to determine
the exact proportion that will be used.

All faculty at Jefferson State Commumity College, Alabama, are re-

quired to submitindivichual action plans concerning professional de-

velopient. These plans are funded up to $1,000 each.

In order to have their contract renewed, faculty at Mississippi Gulf

Coast Community College ate requised 1o earn three semester hours

of credit for professional update. Attendance at professional meet-

ings niay be used to satisfy this requirement.

At Palomar College, California, faculty have a professional growth ob-

ligation of ten days per year. Faculty are encouraged to pursue schol-

arly activities 1o meet this requirement.

* Two of the ten criteria nsed at Bainbridge College, Georgia, to assess
faculty are (a) research and (b) professional accomplishments, growth,
and development. Other criteria incdude superion teaching, depart-
mental service, and student advisement.

* For promotion of faculty at San Juan College. New Mexico, profes.
' aal and personal development has a weiglting of 25 percent.

How effective are these ev aluation systems in encowraging scholarship?
The questionnaire did not solicit answers to this question. And because
most evaluation designs requite evidence of “professional development,”
a broad term that may encompass a variety of activities, it is hard to de-
termine the eatent to which promotions and pay 1aises are based specifi-
cally on the production of scholarly products as defined by George
Vaughan in Chapter One. Nouetheless, it appears that faculty evaluation
systems at community colleges have the potential to recognize and give
weight to scholarly achievement.

Conclusion

The informal survey provides additional evidence that scholarship,
broadly defined to indlude activities besides original research, is alveady
a part of the professional lives of many who work at community, techni
cal, and junior colleges. College leaders still face the task, howeyer, of mak-
ing scholaiship a central part of the institutional cultme. High expecta-
tions for scholaily achicvement need to be set. Faculty in community
colleges should be expected to emich and improve their teaching thiongh
scholarly activities. Review of faculty scholatship should be part of every
faculty evaluation system. One president said that he uses a carrot-and-stick
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approach with many more carrots than sticks. Faculty should be en-
couraged to produce a scholarly product but not threatened to the point
of “publish or perish.” Those who do produce should be rewarded and
recognized.

Presidents need to create the environment in which scholarship will
thrive. Itis a tall order, but faculty scholarship is essential for maintain-
ing the high quality teaching that has become the hallmark of out nation’s
community colleges.

Karen . Bowyer 1s president of Dyersburg State Communaty College, Tennessce.



CHAPTER THREE

Scholarship and the
Academic Dean

Beity Duvall

ommunity college educatars have long prided themsehves on the teach-

ing orientation of theit institutions. Their goal hasbeen to create an

institution that is different from the four year college, where teaching
veceivesless emphasis and faculty resear chis accorded op priority, Many
community college leaders totally e ect independent faculty 1esearch, as
though rejection of scholarship were the only way to achieve the supr eme
goal of teaching excellence.

Recently. however, some educators have come to 1ecognize the implicnt
intervelationship between teaching and scholarship, pointing out that
scholarly activity is appropriate for faculty in all higher education insti-
tutions, induding community colleges. This 1ecognition stems in large
part from arenewed debate on the meaning of scholarship and fiom the
realization that scholatly contributions an take many forms besides
university based research and publication. The accountability movement
has also played arole. fording all institutions of higher education o aug:
ment teaching with inquiry into student outcomes, both at the classtoom
and iustitutional lex els. Shorn of the excuse that scholarship is germane
onhy to the university, and required to apply research methods to thein
own instructional efforts, communit; college educators have had to rethimk
their position on scholarship and find ways 10 make scholarship an in-
tegral part of the community college culture, The dean of instmc tion, who
serves asavital link between the administration and the faculty, ¢m play
an important role in this process,

Redefining Scholarship

Ernest Boyer (1987, 1990) has been aleading advocate of a broader view
of scholarship. Boyer makes the case for a new view of scholarship by
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redefining the work of the profosoriate into four arenas, the scholaship
of discovary, the scholaslup of integraion, the scholaship of applica
tion, and the scholatship of teaching, Two of those Kinds of scholarship
are fannlian w highar education, the scholaship of discoverv,involving
taditional tesearch that adsanees knosledge, and the scholaship of in
tegration, imvoly g the synthesis, analysis, and interpretation of research
findings as a means of placing isolated facts into context. The third cate
gory. the scholaslip of application, is also familian o atleastsome paits
of lughar ecducation. Haoreseard knosledge is applied to practical prob
lems that 1equire solutions, This tpe of applied work is cennal 1o the
misdon of landsgrant instimtions.

Lhe fourth category identiticd by Bover —the scholaship of teaching—
breaks new ground i the common pereeption of scholaship, Boyer
gues that teadiers do more than tasmit know ledge, they aso nansforn
and extend knowledyge, presenting it innes and nsefud ways, This final
definttion of scholathy actinny as itsed b a nansforation, an extension of
the widely held view of scholaship as iesearch By extending sed Hlatly
acviny to ot porate tcadhing, Wl members of the acadent Commnni
t iy engage inscholanshiposhide cannolonger beviev.  as the sole
privicw of nin ety professors, Bover (1987) mguaes for this broaden view
of scholavshup i his vovies of undergraduate edncation in the United
States. There he commments that “scholaship is at the heat of what the
teaching profession s all abont. . cand to weaken taculty commitment for
scholaslup +.os to undaonuine the undagracdhate experience regardiess
of the acadeniic setting™ (p. 131), Seen in this light scholatly activie s
niore than suuply appropriate o commuants collegesitis anintegral and
necessary part of weaching,

Accountability

Lhe accomtabihty movement has added weight o aguments that
scholatsinp s anmportant faculty wolcat comminnity colleges, Demands
for the assessinent of studaut outcomes have enianated fron politicd bod
ies, 1egional acaediung assoaations, ana local boards, Colleges them
selves, inaeasmgh meerested moguality assuranee, have also spuned the
cattentmterest in institutional tnpact on student suceess, s assessiment
ot institutional effectiveness vises i inpor e, so will the need for svs
temanie schola ly inquiny mto educational processes and outcomes,

Lducatots at the insttunonad feved should be the primay plasers in this
schiolar ship. Assessiment may inddude but should not be limited to stan
darcdized toses, Locally developed weaswmies, induding both ¢quantitative
and qualitatise indicaion s, e also mupottant. Assessiant programs should
thus involve frealiy and statf in selt exammation, in daifying goals, and
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i inaeasing thein sophistication ineseach methodologies. These efforts,
1ooted in the scholarship of discovery and application, should enable col
leges to tack the intellectual and personal growth of students over time,
wmeasur ¢ changes in student attitades aaid vabres, and determine the “value
added™ impact on students, that is, the knowledge and skills that students
gain throtgh the educational experience.

Though assessimentis an institutional 1esponsibility, it can and should
be canvied out at the dassioom level and made an integral part of the
scholaship of teaching. "Classtoonirescar ¢h” as discussed by Cross (1990)
provides amechauism for this assessient. Working fioni the precept tha
the miission of the community college is teaching, she agues that by in
vostigating teaching as it ocaurs, facalty members enlumce both teaching
and leaning. At the same time teachas become prindiple reseaidiers,
active scholars who contibute to o understanding of the educational
process. Through dasstoom research, teachers help the institation pro
vide an immediate vesponse to thase seching educttional veform and
corntabihty. Classiooniesearch allows the teacher to play a key role in
idcnubving problems and seching out solutions. lt makes the teacher the
1esearcher and the discoverer, as well as the mterpreter of data and the
explover of applicd 1esearch.

Fostering a Supportive Institutional Culture

Despite the evidence that scholaship is aesponsibility of faculty at
b institutions of higha cducation and that good teaching is enhaiced
thirongh scholaly activities, faculty scholaship has not gene My been in
cor purated into the connunity college adture, lustittional leaders have
vet to adopt scholaship as a kev part of the community college mission,
Though individual faculty wembers fiequenty engage in wesearch and
other scholarlv work, and though these same leaders often tahe great pride
i those facudty accomplistments, scholaship at the connunity college
has been sean as adesiable but unuecessary add on, Individual faculty
will no doubt continue to pusee scholaly activities, Yet more could be
done to encontage scholady work and to reassure faculty that such work
is appropriate at the communiny college.

The instuctional dean can play the most intluential 1ole in aeating
@ dlimate that supports and encotnages faculty schola ship, Deans, while
they we e carly administiators, are also faculty members, conceined with
caniculum, teaching methods, and dasstoont management, Through then
cfforts, Lacultyv and the institution as a whole can explore andevise thei
notions of teaching, scholwship, and the velationship between the two.

\ st step s torecognize that connmunity college faculty have tpical-
Iy involved themselyves inactivities commonly viewed as scholaily. Many
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EMPOWERING FACDLTY AS TEACHER-RESEARCHERS

Table 1. Classroom Research Models: No Teacher Involvement

Experimental

¢ Process-Product

* Academic Learning
Time

School Ethnography

ole of Classroom teacher ¢ Classroom teacher

Classroom uninvolved in research; uninvolved in

Teacher Research conducted by rescarch, or
educational researcher ¢ Collaborator with

school ethnographer

Purpose Assessment of classroom | Description and inter-
instruction in order to pretation of the culture
improve student of the classroom
learning and teacher
effectiveness

Audiences ¢ Educational researchers | ® School ethnographers
* Policy makers ® Policy makers
* T'eachers ® Teachers

Methods ¢ Standardized tests ¢ Observations

of Data * Observational scales ¢ Field notes

Collection ¢ Case study

¢ Standardized tests

Methods of
Data Analysis

Quantitative: statisticai
and analytical analysis

Qualitative emphasis
but also quantitative

Example * N.L. Gage, The Scientif- | ® G. Spindler, Doing the
ic Basis of the Art of Ethnography of Schooling
Teaching ¢ 8. Florio and M.
* D.C. Berliner, Walsh, “The Teacher
“Tempus Educare” as Colleague in Class-
room Research”
O 3 A~
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community colleges, thereby broadening the information exchange

and expanding the scope of faculty recognition.
* The dean may be able to develop an innovative teachers’ fund to pro-
vide sinall grants for research or other scholarly work. This fund could
be informally administered, and faculty could apply for grants from
the fund by writing proposals that would be judged on a competitive
basis. Such a process might provide faculty with experience that would
help themn write proposals for larger, externally funded projects. Af-
ter a period of time, the fund might be expanded through contribu
tions fromn the college foundation or community groups.
Deans should also encourage faculty to seek out collaborative ventures.
Research partnerships with local industries (such as those undertaken
at advanced technology centers) or with local universities can be fruit-
ful avenues of scholarly work. In addition, partnerships between
faculty and students can be as productive at the community college
level (in both learning and in advancing knowledge) as they are at
the university.
Rewards for faculty scholarship will be important. *n some cases, they
may be part of the institutionalized reward system (advancement in
academic rank or salary schedule), but peer recognition (such as a
reception for published authors or a president’s luncheon for faculty
scholars) should also be usecl. Other rewards might take the form of
equipment grauted to faculty or departments pursuing research that
enhances teaching.
Release time awarded ennually to an outstanding faculty-scholar will
provide deserved recognition as well as relieffrom the vigorous teach-
ing schedules faced by most community college instructors. Colleges
can also develop teaching schedules that meet the needs of students
while providing faculty with uninterrupted office or library time. For
example, if an instructor in the fine arts can complete his or her teach-
ing schedule on Monday through Thursday this will leave three unin-
terrupted days—Friday, Saturday, and Sunday—of studio time.

The Dean as Scholar

A successful dean has the confidence of the faculty. This can come only
as the result of mutual respect; that is, the dean must first respect and
b ive confidence in the faculty. There is no better way to achieve this shared
respect than through the encouragement of scholarly activities. Faculty
in community colleges, like their counterparts in other areas of highet
education, have strong ties to their subject disciplines. In addition, com
munity college faculty feel a strong tie to the teaching-learning process.
The instructon is both scientist and educator, nurse and educator, etc. Even

Q 2

ERIC 28

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

% FOSTERING A CLIMATE FOR FACULTY SCHOLARSHIP AT COMMUNITY COLLEGES

if individual community college faculty have not been involved in research,
most feel a strong need tobe, and many comment on the heavy teaching
load and the demanding needs of a heterogencous student population
that syphon off timne, energy, and creativity. Deans should recognize and
encourage the potential scholar in every faculty member.

Deans will be more effective in this task by adhering to the principle
of leadership by example and remaining active scholars themselves. This
will require deans to teach, read, and remain current in their academic
fields. Deans, like faculty, feel a commitment to scholarship and will de-
rive substantial personal satisfaction through these scholarly endeavors.
But active scholarship on the part of the dean will also benefit the college
as a whole, fostering improy ed standards of academic excellence, the em-
powerment of strong faculty members, and the establishmen:t of an in-
stitutional climate that will be noted not only by faculty, but by students
and the community as well.

The academic dean, along with other instructional administrators,
should be a model of scholarship while at the same tme seeking ways to
encourage, recognize, ai « reward scholarly activities. Deans alone can-
not create the cuiaure needy o support scholaruhip. Faculty themselves
must recognize the need for and the benefits derived from scholarship.
They must make scholaiship a part of their professional responsibilities.
But the dean can set an example and communicate the importance of
scholarship to fac..lty colleagues. The benefits to faculty themselves in
terms of professional renewal both as suuject area specialists and as
teachers will quichly comvinee others to join the new movement in com-
munity college education: the scholarship movement.
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CHAPTER FOUR

Empowering Faculty as
Teacher-Researchers

Keith Kroll

ommunity college leaders have historically separated teaching from

rescarch, proudly proclaiming that their faculty members devote full

attention to students 1ather than to out-of-class research. Over the past
ten years, how ever, a growing number of critics have argued that thesepa
ration of teaching and scholarship (research being oniy one form of
scholarship) is a false dichotomy that has weakened teaching effective
ness and professional development at the community college. Writers such
as Simr nds (1980), Jones (1982), Sledge (1987, Seidman (1985), Vaughan
(1986, 1988), and Parilla (1986) define scholarship in ways that are ap
propriate for the community college and mgue that faculty should view
themselves as teachers and scholars.

Within the contest of this bioad view of scholarship, this essay discuss
es classroom research and the professional role of community college
faculty as teacher researchers who describe and assess the teaching and
learning that goes on in their dassrooms. Such classtoom research—a key
clement of what Boyer (1990) calls “the schelarship of teaching”—has been
viewed as an anchor for faculty scholarship at the community college. The
AACJC Commission on the Future of Community Colleges (1988), for ex
ample, argues that “commumity colleges should define the role of the
faculty member as dassioomresearcher—focusing evaluation on instruc
tion and making a dear connection between what the teacher teaches and
how students learn™ (p. 27). The commission’s statement clearly recog
nizes the potential scholarly contiibutions of faculty as teachers, contri
butions that may go unrecognized if scholarship is tied solely to research.

How is dassioomiesench conducted and what are the lager ramifica
tions for the professional roles ascribed to commumity college faculty? The
fom sections of this chapter addiess these questions. The first section
posits atypology of dasstoom research models, with particular emphasis

ERIC 50 2

Aruitoxt provided by Eic:



ERIC

Aruitoxt provided by Eic:

% FOSTERING A CLIMATE FOR FACULTY SCHOLARSHIP AT COMMUNITY COLLEGES

on the roles these models ascribe to faculty and on their applicability to
the community college. The second section discusses the ideology under-
lying the teacher-researcher movement and offers several reasons why conr
munity college faculty should become engaged in classroom research. The
third section discusses ramifications, including political ones, for commu-
nity college faculty when they take on the role of teacher-researcher. Finally,
the fourth section provides suggestions for commnunity college faculty and
administrators interested in teacher-researcher dassroomn research.

Classroom Research Models

There are various ways to define and describe classroom research (see,
for example, Aronowitz and Giroux, 1985; Calkins, 1985; Mohr and
MacLean 1987, Myers, 1985; Shulman, 1986). For the purposes of this essay
five research mouels used in examining teaching and learning within class-
rooms will be presented (sec Tables One and Two). The first two models,
expetimental research and school ethnography, employ (respectively) the
quantitative and qualitative methods of sodial science and rarely involve
icachers themselves. The remaining three—teacher-rescarcher ethnogra-
phy, teacher-rescarcher ethnographyfassessment, and teacher-researcher
assessment—assume a key faculty role, thus shifting the control of the re-
search agenda frow professional educational researchers to practition
ers who, in the final analysis, utilize the results of the research.

Experimental Research

Within the experimental model of educational research, two methods
have been used to assess dassroom teaching and learning: process-product
research and academic learning time. As described by Shulman (1986),
process product research focuses on the effectiveness of teacher perform-
ance (processes) and on student learning (products). In the academic learu-
ing time method, the educational researcher studies the observable class-
room behavior of students in order to determine teacher effectiveness.
In both methods the rescarcher collects and analyzes data quantitatively.
In neither method does the classroorn., teacher play an active partin re-
search; each depends upon outside observers.

Sthool Ethnography

Asdefined by Wilcox (1988), “Ethnography is first and foremost a descrip-
twe endeavor i which the researcher attempts accurately to describe and
interpret the nature of social discourse among a group of people” (p. 458).
Erickson (1984) was one of the first to argue that with some changes the
ethnographic research niodel is useful for studying schools, induding (but
not limited to) classroom activities. According to Goetz and LeCompte
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Table 1. Classroom Research Models: No Teacher Involvement

Experimental

* Process-Product

* Academic Learning
Time

School Ethnography

Role of Classroom teacher ® Classroom teacher
Classroom uninvolved in research; uninvolved in
Teacher Research conducted by research, or
educational researcher ¢ Collaborator with
school ethnographer
Purpose Assessment of classroom | Description and inter-
instruction in order to pretation of the culture
improve student of the classroom
learning and teacher
effectiveness
Audiences * Educational researchers | ® School ethnographers
* Policy makers * Policy makers
¢ Tcachers ¢ Teachers
Methods ¢ Standardized tests ¢ Observations
of Data ¢ Observational scales ¢ Field notes
Collection * Case study

¢ Standardized tests

Methods of
Data Analysis

Quantitative: statisticai
and analytical analysis

Qualitative emphasis
but also quantitative

Example * N.L. Gage, The Scientif- | * G. Spindler, Doing the
ic Buasis of the Art of Ethmography of Schooling
Teaching *S. Florio and M,
* D.C. Berliner, Walsh, “The Teacher
“Tempus Educare” as Colleague in Class:
room Research”
O 3 Av
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Table 2. Classroom Research Models: Direct Teacher Involvement

¢ Recordings

Teacher Teacher- Teacher-
Researcher Researcher Researcher
Ethnography Ethnography! Assessiment
Assessment
Role of Teacher: Teacher- Teacher
Classroom researcher con- | researcher con- | researcher con-
Teacher ducts research | ducts research | ducts research
Purpose Description and| Observation Improvement
interpretation | and formula- of quality
of the culture tion of research | learning
of the class- questions to through the
room to gener- | assess classroom | improvement
ate pedagogical | practice and of teaching
theory student learning| cffectiveness
Audiences ¢ Teacher- * Teacher- ¢ Teacher:
researcher researcher researcher
¢ Other teacher- | @ Other teacher- | ® Other teacher-
researchers researchers researchers
* Policy makers | ®Policy makers | ® Policy makers
Methods * Narrative ¢ Observations | Classroom
of Data descriptions ¢ Student work | assessment
Collection ¢ Informal ¢ Pre- and techniques
journals post-tests

Methods of

Qualitative

Qualitative and

Qualitative and

Data Analysis quantitative quantitative

Example ¢ H. Tinberg, ¢ L. Odel}, ¢ K. Patricia
“A Model of “The Classroo- Cross and
Theory-Making | m Teacheras | T.A. Angelo,
for Writing Researcher” Classroom
‘Teachers: Assessment
Local Techniques
Knowledge”

FRIC %

Aruitoxt provided by Eic:

33




EMPOWERING FACULTY AS TEACHER-RESEARCHERS

(1984), “The purpose of educational ethnography is to provide rich,
descriptive data about the contexts, activitics, and beliefs of participants
in educational settings” (p. 17).

Within the school ethnography model, classroom teacher participation
varies from no active involvement at all (Spindler, 1988) to that of col-
laboration with an educational researcher (Florio and Walsh, 1981; Kan
tor, 1990). But the purpose is usually to describe the culture of the insti-
tution as a whole rather than the teaching and learning that goes on in
individual classroom settings. Examples of school ethnography include
the works by London (1978) and Weis (1985), who spent a year or more
participating in and describing the institutional character of an urban
community college. Their studies provide insights into the cultural con-
texts within which teaching and learning take place at those institutions.

Teacher-Researcher Ethnography

The teacher-researcher ethnography model of classroom research has
a more focused purpose, using the techniques of ethnographic field work
to study learning in particular classroom environments. Teacher-
researcher ethnography retains ethnographic characteristics because of
the teacher-rescarcher’s interest in describing the culture of the classroom
and doing field work in the classroom, but it differs from school ethnog:
raphy in several ways. First, the teacher makes his or her own observa.
tions in the role of teacher-researcher, rather than remaining on the side-
lines as a nonparticipant. Second, school etlmography tends to ve
conducted over an extended period of time, whereas a teacher-researcher
ethnograp’ty project might vary in length from one class period to one
termor (ai most) one school year. Third, in teacher-researcher ethnogra-
phy the teu her-researcher focuses solely on his or her own classroom(s).
A school ethnographer, on the other hand, may focus on several teachers’
classrooms within one or more schools.

Tinberg (1990), who has proposed this classroom research model for
community college faculty, argues that there is a “need to observe and
to record, in detail, the ceremonies and transactions that take place in
the classroom™ (p. 19). With these observations, he points out, classroom
teachiers can begin to develop and understand the theories that underlie
classroom practice. Inquiry and discovery are the primary purposes of
this quasi school ethnography, although assessment—defined throughout
this essay as secking to improve student learning and teacher effective-
ness—may ultimately emerge from this model of classroom research.

Teacher-Researcher Ethnography/Assessment
The teacher-researcher ethnographylassessment dassroom research
model, best described by Odell (1976, 1987), appears to be the dominant
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model of classroom research currently used by teacher-researchers. It re-
tains ethnographic research methodology in that the classroom research
continually emerges from the teacher-researcher’s dwn classroom obser-
vations about his or her teaching. As Odell (1987) writes, “The process
of exploration and discovery [which generates the research question] arises
from a sense of dissonance or conflict, or uncertainty” (p. 129). It differs
from the teacher-researcher ethnography model, however, in that the re-
search questions that the teacher-researcher secks to answer clearly in
volve the assessment of student leaning and teacher effectiveness (Odell,
1976). While the teacher-researcher ethnography model seeks a broad un-
derstanding of all that goes on within the enlture of a particnlar class:
room, the teacher-researcher ethnographidassessment model has the more
specific goal of answering teacher questions abont student leaning and
teacher effectiveness.

Teacher-Researcher Assessment

The fifth type of classroon research, teachervesearcher assessment,
rleseribed by Cross and Angelo (1988, 1989), emphasizes the development
and use of simple feedback techniques that can be incorporated into the
teaching process to detenmine if students are learning what is being taught.
As an example of such a feedback technique, Cross (1990) notes that “a
stndy of critical thinking in the classroom. . .might begin with the assign-
ment of a task that requires aitical thinking and permits systematic ob
servations abont how stmdents approach the task and how well they per
form” (p. 15).

‘Though the use of defined feedback technignes differentiates this model
from teachei-reseacher ethnographylassessment, which emphasizes a
broader process of discovery and inquiry within the cassroom leading
to the formulation of research questions, theve are similavities between
the two models. Like the teacher-researcher ethnographiclassessment mod:
el, assessment of learning is the key focus. As Cross and Angelo (1989)
explain, “The pmpose of dassroom researchis to improve the quality of
learning in college classrooms by improving the effectiveness of teach
ing” (p. 24). In addition, both models assume faculty ownership of the
research. Cross and Angelo (1988) emphasize that “the vesearch most likely
to improve teaching and leaning is conducted by teachers on questions
they themselves have formulated iniespouse to problems o1 issues in their
6. teaching” (p. 2).

Appropriateness for the Community College

The three teacher researcher models listed above are the most appro:
priate and benefidal for community college faculty in all disciplines.
Research undertaken within these models derives fiom and is used by

O
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faculty themselves. Ideally a combination of all three of these teacher-
researcher models provides the best approach to classroom research and
to the promotion of faculty scholarship through teaching. This combined
approach proceeds from the general to the specific: the field work of
teacher-researcher ethnography helps faculty come to an umnderstinding
of the classroom culture in general. This understanding, in turn, leads
to more specific vescarch questions that guide the teacher-researcher eth-
nographyfassessment model. Finally, the teachier researcher assessment
model provides assessment techniques for determining teacher effective
ness and student performance within the context of specific learning
objectives.

By arguing for community college faculty 1o become teacherresearchers
within the context of the latter three models, I do not mean to diminish
the importance andyalue of the more traditional experimental and school
cthnography models. All five models have their uses. As Shulman (1986)
puints out, "Different programs of vesearch are likely to produce differ-
ent types of knowledge about teaching, knowledge of interest to theoreti-
cians, policy makers, and practitioners” (p. 27). But if the goal of class-
room research is to apply faculty scholarship to the understanding and
improvement of student learning, then research models that involve
faculty themselves (rather than outside researchers) must be employed.

Community College Faculty as Teacher-Researchers

Why should community college faculty members become teacher-
researchers actively involved in dassroom research, and why should com-
munity college leaders encomage and support community college faculy
as teacher researchers? There ave several compelling answers to this ques-
tion: to close the link between educational research and practice, to ve-
spond to demands for information on institutional effectiveness, and to
improve teaching itself. Each of these answers posits a strong faculty role
within the institution. Hence the underlying ideology of the teacher-
researcher movement has implications for college governance as well as
educational research.

Ownership of Pedogogicl Theory

For years a gap has existed between educational research and classroom
practice. Educational researchers complain that classroom teachers dis-
like educational theory and are more intevested in knowing what they
can do in class on Mondey morning to survive. Classroom teachers re-
spond that educational researchers produce theories that have no direct
pedagogical application in the classroom. While both points of view have
some validity, the real problem lies less in the relevance of theory than
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in the question of professional investment in and ownership of that the
ory. Becanse teachers ave varely involved in educational vesearch, many
faculty members, induding community college instructors, do not have
a sense of owning the theory that guides dassroom pedagogy. As Berthoft
(1981) argues, “Educational research is nothing to our purpose, unless
we [teachers] formulate the questions;. . . if the questions. . .are not origi-
nally REformulated fsic] by those who are working in the dasstoom, educa:
tional research is poindess” (p. 31).

Berthoff's assertion is snpported in the literature by the arguments for
and destriptions of dassroom researclvundertaken by teacher-rescarcliers
themselves. (See, for example, Bissex and Bullock, 1987; Daiker and Moren-
berg, 1990; Goswami and Stillman, 1987; and Miller, 1990). Ly becoming
teacher-researchers and analyzing questions that emerge in their own cass-
1ooms, fuculty members generate, revise, and assess pedagogical theory,
The scope of research is no longe: left to outside researchiers (as is the
case with traditional, experimental 1esearch). Ownership of educational
theory rveverts to these who nuke use of it

Assessment

A sccond answet to the question of why faculty shouldbecome teacher-
researchers concerns the growing demand (from both inside and outside
the college) for good faith efforts to assess student learning, teacher per-
formance, and program and institutional effectis eness. Though commn
nity colleges face mounting pressm e from outside groups, including ac
crediting associations and governmental bodies, for assessments of student
performance, many twoyear colleges are not well prepared to meet these
demands (Alfred and Linder, 1990). Both faculty and administrators are
lnupered by the traditional barriers between their roles in the commue
nity college. I colleges are to collect information about student learning
and teacher performance, the faculty role in institutional assessment and
decision making will have to be increased,

Classroom rescarch models that cast the faculty member in the role of
a teacher vesearcher provide one way for community colleges to gain in-
formation about student learning and teacher performance based on ac
tual experiences in the dassroom. These maodels also provide comnumi-
1y colleges with the opportunity to assess the effectiveness of specific
academic programs. Finally, dassroom reseairch will enconrage and im-
prove imohvement of faculty in the college and overcome some of the
powerlessness connnunity coliege faculty cnrrently experience in institn-
tional dedision making (Alfred and Linder, 1990). Through their role as
teacher-researchers, communnity college faculty would finally be involved
in curriculum development and evaluation.
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Effects on Teaching

A third response to the question of why community college faculty
should become teacher-researchers lies in the accounts of classroom
teachers who have had experience in this role (Bissex and Bullock, 1987;
Goswami and Stillman, 1987; Miller, 1990; Mohr and MacLean, 1987). Be-
sides promoting teachier ownership of educational theory, classroom re-
search forces teachers to look closely at their own teaching and to view
itin new ways. Such professional reflection and analysis combats stagna-
tion because it requires a continual re-examination of teaching approaches
in a quest to find those that are most effective and root out those that
are ineffective. In addition, it provides a positive and nonthreatening
impetus for change in pedagogical techniques, builds «t sense of commu-
nity with other teacher rescarchers (especially when results are shared),
and empowers students by creating a classroom environment that en-
courages collaborative and cooperative learning.

Ideology Underlying Teacher Research

The argument for community college faculty as teacher-researchers
clearly alters the traditional role and perception of the classroom teacher
botb inside and outside t2e classroom and the college. Educational
researchers and school ethnographers are no longer the only groups creat-
ing, revising, and assessing educational theory and practice. They are now

Jjoined (not excluded) by teacher-researchers who create and revise educa-

tional theory, assess the effecte of their own pedagogy on student learn-
ing, and ultimately own and control the theories that underlie classrooms
practice. Through their classroom research, teacher-researchers seck and
achieve new and greater authority within their classrcoms, their colleges,
and higher education as a whole.

By becoming teacher-researchurs with the support of college leaders,
the traditional roles of teachers and administrators are altered. As teacher-
researchers, community college faculty will play a stronger, more impor-
tant, and necessary role within their respective colleges, particularly in
terms of assessment and strategic decisions concerning academic programs
and curricula. Teacher-conducteil research, then, redefines not only the
vole of the classroom teacher, but also the governance wodel for the com-
munity college. In the final analysis, most answers to the question of why
faculty members should become teacher-researchers touch on the issue
of governance,

The Role of Teacher-Researchers

What does it mean for community college faculty members to become
teacher-researchers? The ramifications not only involve one's self-identity
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as a teacher, but also include the teacher-rescarcher’s role in the class-
room and in the college as a whole. Finally, the underlying political ramifi-
cations must be acknowledged.

Teacher-Researcher Self-Identity

As discussed above, becoming a teaches-researcher inay require faculty
members to perceive themselves in new ways. Commmunity college faculty
who have previously viewed themselves as teachers, not researchers (par-
ticularly when rescarch is defined as basic research of the type that is com-
monly carried out at the university), may resist or misunderstand the
teacher-researcher role. As Mohr and MacL.ean (1987) acknowledge, be-
ginning teacher-researchers may at first experience a tension between the
roles of teaching and researching, particularly because they cannot dis-
tance themselves from the research. The actions and goals of the teacher
may at times conflict with the actions and goals of the researcher. Me"ir
and MacLean argue, and the reports of teacher-rescarchers confirm, that
these conflicts are resolved as the teacher becomes more comfortable in
the role of teacher-researcher. Ultimately, as Bissex and Bullock (1987)
argue, a “teacher-researcher is not . . . a split personality but 2 more com-
plete teacher” (p. 5).

Roles Within the Clossroom

Becoming a teacher-researcher also engenders a new model of teacher
and student behavior in the classroom. In the teacher-researcher’s class:
room, education is no longer simply “an act of depositing, in which the
students are the depositories and the teacher is the depositor” (Freire,
1989, p. 58). Instead, teacherresearchers coutinually study the culture of
the classioom (Tinberg, 1990), inquire into the nature of their teaching
and into the scope of student learning (Odell, 1976, 1987), and assess their
own effectiveness (Cross and Angelo, 1988, 1989). In these classrooms, stu-
dents are treated as equals and with respect. Their opinions are valued.
‘They are encouraged to become involved in the life of the classroom, to
realize their own potential, and to interact with other students through
collaborative learning. When this occurs, the classroom becomes a com-
munity of learners (Goswami and Stillman, 1987).

Roles Bayond the (lassroom

The ramifications of teacher-conducted research extend beyond the
classroom, particularly for community college faculty. Although the pri-
mary purpose of classroom research is to enhance teaching and student
learning within specific classroom contexts, teacherresearchers should
be encouraged to shave the results of their efforts with the larger profes-
sional community. Several benefits will derive from this larger distribution.

O R
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First, community college administrators will benefit by gaining access
to additional and essential information that will aid in curricular deci-
sion making. Through the insights gained by describing and assessing class-
room pedagogy, faculty can play a larger role in strategic decisions con-
cerning teaching and learaing. Increased faculty involvement in decision
making, however, will depend on the degree to which college administra.
tors reconceptualize the role of community college faculty in college gover-
nance and revise their definitions of research and scholarship. While such
changes may at first scem improbable, if not revolutionary, it is hearten-
ing to note that many college leaders, including those on the AACJC Com-
mission on the Future of Community Colleges (1988), endorse the teacher-
researcher role for faculty and support the related themes of student em-
poweriment as active learners and of teacher-researcher involvement in
curriculum and program assessinent.

Second, sharing results with other educators turough college seminars,
state and national conferences, and professional publications will help
establish alarge body of classroom research studies that may be analyzea.
An accessible body of classrooin research studies will allow teacher-
researchers to test the validity and reliability of their ¢wn research efforts.
As Mol and MacLean (1987) state:

Through the specific nature of teacher-researchers’ reports and the per-
sonal nature of their interpretations, other teachers and readers sce the
generalizable “truths” that can be reliably interpreted as applicabie in
their classrooms. No classroom setting with all its variables can be repli-
cated or controlled, but »ith enough information and solid, explana
tory analysis, readers may discover findings that do apply in their own
work with their own students (p. 64).

Third, sharing classroom research vesults with other educators will pro-
vide coinmunity college faculty with an opportunity to become part of
the larger community of scholars. Studies have consistently shown that
community college faculty have for too long been isolated from their
respective disciplines and colleagues in two-year and four-year colleges
{Seidman, 1985). As teachers in a sector of higher education now enroll-
ing c'ose to 51 percent of all first-time college students and over 40 per:
cent of all undergraduates (AACJC Commission on the Future of Com-
munity Colleges, 1988), community college teacher-researchers should
have and can have a stronger voice in higher education.

Political Ramifications of Teacher Ressarch

Calls for faculty to take on the teacher-researcher role are not without
poiitical ramifications; as Berlin (1990) points out, the ideology underly-
ing the teacher-asvesearcher movement stresses “democratization of
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authority” in education (p. 10). Teacher-researchers gain authority over
the educational theory that supports classroomn practice. They gain a voice
inside the college through their active involvement in strategic decisions
concerning curricula, and they gain authority outside their colleges
through active involvement in their respective disciplines. Finally, students
in the classrooms of teacher-researchers gain authority by becoming ac-
tive participants and learners rather than passive consumers of facts. Ac-
cording to Berlin and to writers such as Aronowitz and Giroux (1985),
all of these outcomes, which strengthen teacher and student authority,
are counter to the ideology of many educational reformers who, in re-
sponse to the crisis in American education, suggest reformns that ignore
or weaken the authority of classroom teachers by imposing prepackaged
curricula that assume that all students iearn the same way in all classrooms.

Nowhere else in American higher education is the democratic ideal
more sought after than in the community college. But are community col-
leges truly democratic institutions? Yes and no, depending upon whom
you read. Certainly efforts 1o encourage community college faculty to be-
come teacher-researchers will go a long way to strengthen the democratic
ideal of the community college.

Developing Classroom Research Projects

There are teacherresearchers and teacher-research groups and projects
throughout the country. Currently the most notable project involving com-
munity college faculty is the Classroom Research Project headed by
K. Patricia Cioss at the University of California, Berkeley (Cross and
Angelo, 1989). While the support such projects provide is helpful, theve
are enough matetials now available (and still more Materials becoming
available) to assist community college faculty in their own classroom re-
search efforts.

How should community colleges go about starting a departmental or
campuswide dassroom 1esearch project? The following list provides sever-
al .xggestions.

* Faculty imvolvement in the project should be voluntary, and faculty
should (if possible) receive some form of compensation.

* A first-time classroom research project might be more manageable
and beueficial if three or four faculty members are selected from two
ot three departments. Ultimately, it should be acollege goal to ins ur-
porate classroom research into the college's faculty development
aciivities.

* The six to twelve project members should spend some time at the be-
ginning of the project reading and discussing the available material
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about classroom research. (Several of the items listed in the reference
secticn will be helpful))

¢ The classtoom research model should include all three models of
teacher research described in Table Two.

® Once a research question is formulated, the teacherresearchers should
read material related to their individual investigations.

¢ Teacher-rescarchers shonld share their research findings with other
project members, with college admnistrators who make strategic de-
disions concerning curricula, and with other collcagues both inside
and outside of the college.

Teache: researcher dassroom rescarch offers a new, exciting, and realis
tic model of teaching to community colleges. It is teacher-centered, class:
room-hased, and assessmentoriented. It provides community college
taculty with an opportimity o develop and apply pedagogical theory and
with a means for assessi* _ their own teaching effectiveness. It encourages
faculty participation in strategic decisions concerning curricula, and it
promotes professional renewal by giving faculty a sense of purpose, by
valuing what goes on in the dasstoom, and by building a sense of com-
wumity with the larger community of scholars. All of these outcomes are
essential 1o the futwie des clopment and suceess of community colleges.
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CHAPTER FivE

Scholarship, the Transformation
of Knowledge, and
Community College Teaching

James L. Ratdiff

ommunity college educators take pride in their commitment to teach-

ing. They view the ideal faculty nember as a concerned, dedicated,

and effective teacher. The emphasis of this vision ison how teaching
takes place, not on what is taught. Indeed, the teacher’s expertise in a dis
cipline’s subject matter has until recently been trivialized, glossed over,
and cven treated with hostility by those writing about community college
education.

The emphasis on method rather than content developed with the best
of intentions. But the result has been a static vision of teaching, a
diminished view of the transformation of subject expertise into ways of
knowing for students, and a slighting of scholarship as asource of renew
al and reinvigoration for community college faculty. Much of this over-
sightand antipathy originated during the second greatgrowth period of
community colleges (1955-1975), when many of today's community col-
lege faculty were hired. During this time, college leaders often expressed
open hostilivy toward scholarship and the role of subject matter exper-
tise in the pre-service education of two-year college teachers. For exam-
ple, Garrison (1967) argued that preparation for scholarship is not the
same as preparation for teaching. O'Banion (1972) concurred, viewing
scholarship and subject matter expertise as potentially negative forces that
may cause faculty to enter comnunity college teaching with “academic
biases which seem to conflict abruptly with their responsibility for teach
ing the common man” (p. 21).

Even where no open hostility to scholarship existed, there was no clear
vision of how faculty members should sustain an intellectual engagement
with their teaching fields. Although the American Association of Com-
munity and Junior Colleges (1969) called for rigorous graduate prepara-
tion in subject matter, the association provided no indication of what such
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graduate preparation should entail, why it was important, or what kind
of scholarly activity might be desirable for faculty after attaining the
master’s degree. The leaders of community college in-service and graduate
preparation programs, usually housed in the education schools of univer-
sities, were no more articulate. While they agreed that a master’s degree
was the appropriate minimum preparation for those teaching college-
parallel courses, they provided no dear indication of how subject matter
expertise and scholaiship might contribute to the renewal and continued
professional development of faculty (Vaughan, 1989). As a result, the
master’s degree became the standard credential for admission to the
profession. But the contribution of subject matter expertise, beyond that
of fodder for transmission of information to students, remained obscure.
A coiamon undetrlying assumption was that if the faculty member was com-
petent inconveying the subject matter and in understanding the specific
learuing needs, interests, and abilities of students, good teaching would
take place. Little heed was given to the nature of the subject matter to
be taught or to changes in the content and modes of inquiry in one's field
of study.

As communty colleges move into the twenty-firsi century, the essential
link between disciplinary expertise and waching effectiveness must be ac-
knowledged. This chapter exammes the nature of the relationship between
the two and concludes with a discussion of implications for faculty develop-
ment within an institution dedicated to learning and scholarly inquiry.

The Curricwlum as Knowledge

That which is taught in college is of necessity based on some body of
knowledge (Squires, 1990). This basic though often forgotten premise is
at the heart of what mediates scholarship, faculty renewal, and effective
teaching. Cousider, for example, the following questions:

¢ How do you clearly convey ideas to students?
* How do you clearly convey ideas about the causes of the American
Civil War to students?

The questions are fundamentally dificrent. The second question inserts
& body of knowledge (American history) and a mode of inquiry (histori-
cal research) into the formulation of effective teaching. Sinilarly, “How
do you dearly comvey ideas about the causes of the American Civil War?"
is different from “How do you clearly convey the ideas of pitch and tone
in playing the violin#” The body of knowledge adds dimension, complex-
ity, and clegance to the task of teaching and to the talents required of
its practitioners. The vision of teaching without reference to what is to
be taught stultifies and oversimplifies the teaching process (Shulman,

“ 46




E

THE TRANSFORMATION OF KNOWLEDGE %

1990). More importantly, it denies the importance of scholarship in good
teaching.

Despite the critical intersection between instructional methods and the
knowledge base, previous writers on community college instruction have
portrayed teaching as transferring knowledge (Cohen and Brawer, 1972;
Gleazer, 1968; O’Banion, 1972). It became popular in the 1960s and 1970s
to use Bloon’s (1954) Taxonomy of Educational Objectives to place what is
to belearned on alinear plane from simplerecall and understanding of
facts to the analysis, synthesis, and evaluation of knowledge, skills, and
abilities. See, for example, the League for Innovation’s 1981 monograph,
Teaching in the Community College. This view of instruction as knowledge
transfer cast most curricula as a static set of facts to be consumed, under-
stood, and recalled by students. The role of the discipline in mediating
instruction wer't unmentioned.

Several attributes of the curriculum are ignored when teaching is viewed
as the transmission of knowledge. First, collegiate studies, be they in phys-
ics or Spanish literature, involve the conceptualization and explanation
of people, phenomena, and ideas, not simply the memorization of facts.
Second, each college-level subject area has its own mode of inquiry and
its own way of organizing knowledge. Biologists learn a way of examin.
ing phenomena that is quite different from the methods used by psychol.
ogists. These modes of inquiry and analysis are not simply abstract quali-
ties; they are valued by students, employers, and faculty as the hallmarks
of the intellectual contribution of the field of study tosociety as a whole.
Third, the knowledge base of a discipline does not remain static; it is cu-
mulative or developmental in nature. Why is it that microeconomics,
macroeconomics, and quantitative methods of analysisare common core
subjects in the field of economics? Why does chemistry typically include
organic and inorganic courses? The answer to these questions is partly
attributable to the unique way in which the content and method of these
disciplines are organized to produce cumulative and developmental ef-
fects on students. Teachers do not impart discrete facts; they help students
develop—on a stepby-step basis—a knowledge base that will enable them
to employ specific modes of inquiry in interpreting and conceptualizing
the world around them.

Recognition of the theoretical or conceptual complexities of a subject,
its modes of inquiry and organization, and its cumulativeor developmental
nature elevates the enterprise of teaching; those whe. would understand
this enterprise need more than teaching tips leading to the effective trans-
mission of information. The teacher's task 1s to use the appropriate mode
of inquiry to represent the concepts, terms, and ideas of the knowledge
base. It is through this process of transforming the knowledge base that
learning occurs (Shulman 1990). Students acquire more than the salient
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dates and events pertaining to the Civil War; they also learn the major
social, economic, and political interpretations of how the war came about
and how different historians arrive at the various conclusions regarding
its origins. In short, students leam not only facts, but also ways of fram-
ing and conceptualizing those facts.

The transformation of knowledge, using concepts and modes of inquiry
that help students learn, is a challenging and worthy lifelong profession.
Such transformation, where the discipline mediates the pedagogy, elevates
teaching beyond the repeated transmission of knowledge that faculty mem-
bers learned while they were graduate students. Tt suggests a new and vi-
tal role for faculty devclopment and faculty scholarship—scholarship that
volves sustained reflection, dialogue, and inquiry. Viewed in this light,
teaching becomes more intellectually challenging than research, in which
modes of inquiry are applied to a discrete part of the knowledge base
in order to produce or test a new understanding, insight, or set of find-
ings. The teacher requires broader skills; he or she must devise represen:
tations of knowledge, concepts, and means of inquiry so that students can
comprehend, apply. and begin to utilize the range of perspectives, franes
of reference, and ways of problem sohi. g that are attendant to specific
disciplines. This view of teaching calls for continued intellectnal engage:
ment in the field of study and suggests a clear link between subject mat-
ter scholarship and faculty vitality.

The Role of Difficult Concepts in Scholarship and Teaching

Once one acknowledges that the field of study mediates and adds defi-
nition to the teachinglearning process, then it follows that not all ideas
and skills within a field are equally easy to learn. For example, a recent
focus group of history faculty determined that while it was relatively casy
to teach particular events in history, it is more difficult to lead students
to an understanding of the concept of time itsell and to an understand-
ing of how events can be placed in a historical context (Ratchiff, 1991b).
Shulman (1990) las suggested that the history of a field of study reveals
which concepts may be more demanding for students to grasp. Forexam-
ple, the history of the development of mathematics over the centuries ve-
veals that the concepts of zero and negative numbers evolved over rela-
tively long periods of time, reflecting the fact that they are—in relation
to other, nore concrete concepts—more difficult to understand. Is it no
wonder that students usually have more difficalty comprehending nega-
tive numbers or the concept of zevo than the principles of multiplication
or division?

If some concepts are more difficult for students to grasp than others,
it tollows that faculty will have more difficuity teaching certain topics and
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concepts than others. The ability to teach relatively wifficult concepts de-
pends not only on the instructional methods used, but also on the insights
gained through schol.irly inquiry into the evolution of those concepts. This
does not mean that community college faculty should imitate university
faculty; scholarship may or may not imolve experimental research and
publication. But regardless of the form scholarship takes, it should be driv-
en by an inquiry into how difficult concepts may be represented and trans-
fornied in ways that make themn vnderstandable and meaningful to stu
dents. This is a logical, challenging, and critical role for faculty whose
primary role is teaching students in the first two years of college.

The Role of Socially Troublesome Topics

Troublesome topics also pose challenges to the classroom teacher. Here
society, tather than the field of knowledge itself, has created cheumstances
in which study of a topic takes on new meaning, motivating new scholar-
ship and inquiry (Ratcliff, 1991a). Itis the crucibledike nature of the cur-
ticulum to place before students and scholars the uniesolved issues of
ow socdiety—be they divil rights, abortion, or war—and subject themn to
saruting outside the political and social contexts in which they exist. Col-
lege curricula have always tahen up the politically chaiged issues of the
cra. With their dlose ties to the community, two-yean colleges are particu:
larly adept in sewving as forums for issues of social ferment,

Study of the Vietmam War is a good example of a socially troubling topic.
Here disciplines such as history o political science render an order to
the examination of an issue that is otherwise charged with emotion. Pike
(1983), for example, urges the use of objective social science inquiry to
weigh the conflicting interpretations of the war. In the wake of new histor-
ical information that vastly revises much of what anyone—left, right, or
center—knew about the war, he urges faculty to engage in scholarly reflec-
tion on this new information and to apply their conclusions to how the
war is conceptualized and taught in the dassroom. Similarly, Wilcox (1988)
advocates the use of primary sources inteaching about the Vietnam War.
This approach, he maintains, encourages student questioning and discus-
sion of issues surrounding the war within a frunework of discipline-guided
inquiry. Within this framework, the task of teaching is not merely to pro
vide a foundation of knowledge about the war, but also to help students
employ an academic discipline’s tools as a means of generating thinking,
interpretation, and analysis.

‘Troublesome topics bring excitement, imagination, and motivation to
the faculty and students who study them. In stimulating disciplinary
scholarship they foster the evolution of the curriculum, shaping its tran-
sitional nature and underscoring the key relationship betwzen curriculm
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and inquiry. Subjects or topics sanguine for one generation of students
nay not be for the next. The coursework embodying troublesome topics
may enter the curriculum from the extracurriculum; these topics may re-
side in the curriculum for a decade or more and then may wane or disap-
pear as the topic’s salience subsides. Ultimately a course on a socially trou-
bling topic may be discontinued for lack of student lemnand or may
migrate to the secondary school curriculumn as examin. -ion of the topic
becomes more widespread.

Toward an Enhanced Vision of Teaching and Scholarship

Clearly, academic disciplines play a vital role in scholarly inquiry. They
teach people ways of knowing and ways of exainining issues, events, and
phenomena. Faculty who learn a discipline learn more than facts; they
learn the values, norms, and modes of inquiry attendant to a particular
field of study (Biglan, 19732, 1973b). From this perspective, there is much
that is literal about the term “discipline.” Disciplines habituate and or-
der our thinking; they provide frames of reference for viewing problems.
Most importantly, they guide how we transform our knowledge of the field
of study into representations that students can understand and from which
they can learn different ways of viewing a situation. Disciplines provide
us with the knowledge base and the tools for critical review and analysis.
These tools are particularly important in understanding and teaching
topics that are relatively difficult to comprehend or that raise particular-
ly troublesome social issues.

Recognizing the key role of the discipline leads to a recognition of the
symbiotic relationship between teaching and scholarship. As Vaughan
(1988) reminds us, scholarship and teaching are inseparable: “The dis-
cipline and thinking required to be a scholar sharpens the critical skills
of the individual. It is only through critical review and analysis that we
as colleges and as individuals can fornulate positions on the issues of the
day and in turn interpret these issues to our students” (p. 9). Through
scholarship we come to recognize that what we teacl is based on a body
of knowledge with theoretical and conceptual elements. These facets of
the knowledge base sustain both the interest in and the importance of
the discipline or field of study. They also shape the act of teaching itself.

The importance of discipline-specific scholarship, however, is rarely
recognized by community college leaders, who continue to structure in-
service education for facuity around campus-based workshops on instruc-
tional techniques or “the community college philosophy” (Cohen and
Brawer, 1989). This is contrary to the real needs of faculty, who want
professional development in theit teaching fields. It also turns a blind
eye to the important role disciplinary debates play in collegiate life. Rather
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than viewing disciplinary scholarship as a threat to the role of the com-
munity college teacher, administrators should embrace the notion of
scholarship and embody the expectation of continuous professional renew-
al in the subject matter within the ethic of the learning community. Several
steps can be taken to accomplish this:

® Those planning professional development programs should recognize
that difficult concepts and socially troubling topics have a direct bear-
ing on teaching effectiveness. Teacher evaluation forms and student
ratings of instruction need to be revised accordingly. Faculty dialogue,
development, and scholarship need to give focus to the concepts, is-
sues, and topics most difficult for students to iearn.

® A departmentor division can schedule a monthly seminar, with faculty
suggesting the topic. Because the interaction of faculty and students
outside the classroom contributes to retention (Pascarellaand Teren-
zini, 1991), these seminars should be open to scudents as well.

* Divisions structured around related disciplines (rather than single-
discipline departments) will also help. Such configurations are ideal
for ferreting out the different frames of reference cach discipline
brings to the understanding of concepts, phenomena, and issues.

® Finally, a certain proportion of faculty development funds should be
set aside for participation in discipline-based professional meetings.
Because content mediates pedagogy in effective teaching, faculty need
the opportunity and encouragement to engage the field of study, to
explore the ¢ merging paradigms of inquiry within their field, and to
learn what their colleagues are thinking and how they ave teaching
in other institutional environments.

Faculty involvement in disciplinary associations will be particularly dif-
ficult to achieve. Such disciplinary associations tend to be dominated by
research university faculty, and the programs often focus on rescarch
rather than teaching. This will always be the case until community col-
lege faculty are enabled to be full and active participants in associations
representing the fields of study they teach. Each community college should
set a goal of having several faculty members in leadership positions in
disciplinary associations. These organizations can be used to enrich the
college curriculum, faculty development, and the quality and currency
of instruction.

Condlusion

The field of study plays a fundamental role in the renewal of commu.
nity college faculty. New knowledge is not necessarily generated from re-
search alone. It comes from new sy ntheses and analyses of the knowledge
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base of the field of study. By thinking about the teaching process and how
to convey, represent, and explore difficult concepts and troublesome
topics, we generate new ideas, conceptualizations, and approaches with-
in the field of study. Engagement in the literature of the discipline en-
riches teaching and stimulates a culture of inquiry that we so desperately
seek in owr college classrooms. .
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CHAPTER SiX

The Scholarly Adtivities of
(ommuml¥ College Faculty:
Findings of a National Survey

James C. Palmer

ow active are community college faculty members in scholarly work

outside of classroom teaching? Few national surveys have addressed

this question, and those that do usually analyze scholarship from the
perspective of research and publication. For exammple, Cohen and Brawer
(1977) assessed, among other constructs, the “rescarch orientation™ of com-
munity college hmmanities faculty, determining that only a minority had
published at some point during their careers or had applied for research
graunts from outside agencies. A more recent survey conducted by the
Carnegie Foundation for the Advancement of Teaching (1989) came to
the predictable finding that four-year college faculty were more likely than
two-year college faculty to view research (rather than teaching) as their
primary interest and to have received research grants over the past twelve
months. The U.S. Department of Education provided corroborating
evidence in its 1988 survey of faculty, noting that four-year college faculty
spend considerably more time per v zek on research than two-year college
faculty; the latter, however, spend more time per week on teaching than
the former (Russell and others, 1990). Finally, a national survey conducted
during the 1989-90 academic year by UCLA's Higher Educatien Research
Institute found that two-year college faculty were less likely than four-year
college faculty to publish and to view research as an essential or impor-
tant part of their work (Astin and others, 1991).

These findings reflect the negligible role assigned to published re-
search in the commumity college mission. But they say little about the
contributions community college faculty make within the broader frame
work of scholarship posited by Vaughan at the beginning of this mono-
graph. Though it may be conceded that relatively few community col-
lege faculty ave published reseaichers, little is known about the degree
to which faculty produce other scholarly products that are rooted in
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the knowledge of one’s discipline and thai are open to the aiticism of
others.

In order to undevstand faculty scholaship within this broader conteat,
George Mason Uniy ersity’s Center for Community College Education, with
assistance fromn the National Coundil for Instructional Administrators, an
AACJC-affiliated coundil, surveyed a national sample of faculty members
at public community, techaical, and junior colleges. Conducted in the
spring of 1991, the survey solicited information related to five questions.

® What propumtion of the faculty engage in scholaily projects along the
broad lines defined by Vaughan?

* What types of projects are faculty most likely to engage in?

* In carrying out these projects, what supportdo faculty receive, if any,
from their institutions and their colleagues?

* In the opinion of faculty members, what ave the factors that limit thei
ability 1o work on these projects?

* How do faculty feel about the role out-of dass scholarship plays in
their professional lives?

The survey methiodology (detailed in the appendix to this monograph)
was designed o oversample full time faculty and those teaching the liberal
arts and sciences (as opposed 1o those teaching vocational or technical
ficlds). Usakle respo sses wereaeceived from 840 1andomly selected faculy
members at 101 randonly selected colleges (See Table One for a profile
of the 1espondents). The following pages outline niajor findings and con
dude with a disanssion of implications for cllege leaders secking to create
an institutional aalture that encow ages faculy in thei scholarly endeayors.

Faculty Involvement in Scholarship

Adhering to the bhoad definition of scholarship proposed by Vaughan
(1988), the survey instrument listed a wide anay of products that may be
shared witl others and that vstensibly require those who produce them
to have asolid grovnding in thei fields of study. Respondents to the sum
vey were asked w indicate how inany of cach they had completed during
the past two years. These products can be placed in seven broad categories:

® Conference papers

® Publications, including books, jow nal articles, published reviews of erea-
tive works, cditorials o1 op-ed pieces, chapters in edited yolumes, and
published textbooks

o Instructional mater tals, induding instruc tional softwair ¢ and unpublished
textbooks o1 leaning guides that ave used by colleagues (and not
simply in oue’s own classes)
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Table One
Characteristics of Survey Respondents {n =840)

Full-Time

Part-Time

Respondents Respondents
Gender
Male 65% 52%
Female 2% 48%
Age
Under 30 3% 7%
3014 35% 4%
45-54 42% 24%
55-64 19% 17%
65 or over 1% 7%
Highest Degree Earned
Associate 2% 2%
Bachelor’s 8% 20%
Master’s 67% 61%
Ph.D. 16% 9%
Ed.D. 4% 4%
Other 4% 3%
Subject -f Highest Degree
Arts and Sciences 54 % 48%
Education 20% 15%
VocationalfTechnical 2% 33%
Other 0% 4%
Years Teaching at the Community College Level
Less than One Year 2% 12%
1-2 Years 5% 18%
3-4 Years 9% 18%
5-10 Years 20% 2%
11-20 Years 33% 19%
Over 20 Years 20% 8%

25 percent were parttime faculty members.

Note: 75 percent of the respondents w ere full time faculty members,

U1
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® Research or technical ports that are disseminated internally to the col-
lege or to other clients

* Community inform.ational materials, such as brochures or pamphlets that
are designed for the general public or to help area businesses improve
operatious

o Exhibits or performances in the fine arts

® Technical innovations, such as a patented invention, a new technology
for use in the operation of a business or industry, or computer soft-
ware designed for noniastructional purposes

® Other products (the respondents were asked to describe. other scholar-
ly products they have completed but that do not fall into any of the
categories listed above)

Given the wide array of products listed on the survey instrument, most
respondents found at least one that apylied to their own scholarly work.,
Eighty-sin percent of the full-time respondents and 75 percent of the part-
time respondents indicated that they had produced at least one of these
products during the past two yers. Among full timers, the median num-
bet of products completed per faculty member was five; among part timers,
the median number was six.

What is the naturc of this work? Because respondents were not asked
to describe the scholarly products they completed, the sunvey provides ouly
a rough picture of the types of scholarly work community college faculty
engage in. The products most often completed by the respondents are the
traditional standbys of acadene: papers delivered at professional confer-
ences (completed by 55 percent of the full-time faculty and 51 percent of
the part time faculty) and publications (completed by 36 percent of the full-
timers and 29 pereent of the part-timers). Instructional materials to be used
by colleagues were a dose third (34 percent of the full timers and 23 percent
of the part-timers), followed by research or technical reports (28 percent of
the full-timers and 14 pereent of the part timers), community informational
materials (23 percent of the full timers and 20 percent of the part-timers),
exhibits ot performances in the fine arts (16 percent of the full-timers and
20 percent of the part timers), and technical innovations (12 percent of the
fulltimers and 15 percent of the part-timers).

Are some faculty members more likely than others to engage in schol-
arly work outside of tlee classroom? Notif one looks across the broad cate-
gorics of produdts listed on the survey instrument (Table Two). For ex-
ample, the proportion of full-time faculty indicating that they have
completed at least one of these products hovers at approximately 85 to
90 percent regardless of teaching field (liberal arts o4 vocatic  alltechni-
cal fields), highest degiee carned (master’s o1 doctorate), the subject area
of that degree (liberal atts, education, o1 vocationalltechnical fields), the

o7
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Table Two
Proportion of Full-Time Faculty Completing at Least One Scholarly Product,
by Selected Characteristics

% Completing

At Least One None

All Faculty 86% 14%
By Teaching Ficld

Liberal Arts & Sciences 85% 15%

Vocational/Technical 87% 13%
By Highest Degree Earned

Master's 85% 15%

Doctorate 90% 10%
By Field of Highest Degree

Liberal Arts & Sciences 85% 15%

Education 85% 15%

Vocational/Technical 88% 12%
By Year Highest Degree Was Earmed

1974-1991 87% 13%

1973 or Earlier 85% 15%
By Years Teaching Experience at the Community College Level

0-10 Years 83% 17%

11 or More Years 87% 13%
By Gender

Male 86% 14%

Female 84% 16%
By Age

Under 30 85% 15%

30-44 85% 15%

45-54 88% 12%

55-64 82% 18%

65 or Older 90% 10%
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year in which the degree was carned, the number of years of teaching ex-
perience at the community college level, gender, or age.

Yet, when one looks within categories, it becomes evident that some
faculty are more iikely to produce cettain types of scholarly products than
others. These variances are quite predictable. For example, data in Table
Three suggest that those teaching the libeval avts and sciences are more
likely to have published (11 percent) than thuse teaching in vocationalitech
nical fields (28 pereent). Vouational/itechnical faculty, however, are much
more likely than their colleagues i the arts and suences to have worked
on insttuctiondl materials (43 percent versus 30 percent) or technical in
nuvations (21 percent versus 7 pereent). A similar pattern emerges when
one contrasts the scholarly work of thuse who hold degiees in the liberal
arts and sciences vu the vne hand and thuse who hold degiees in education
o1 in vocational/tedhnical ateas on the other (Table Four). The former
are mote likely to publish and less likely te work on educational materials,
technical innovations, and community informational matervials. Finally,
the type of degree une holds also comes mto play (Table Five). Almost
30 pacent holding a doctorate have published, compared to only 36
pereent of thuse holding the master's degree. In addition, doctoral degree
holders ate more likely to have produced research ot technical veports
than master’s degree hulders. Those holding the mastet’s degiee, on the

Table Three
Percent of Full-Time Respondents Compleiing One or More Scholarly Products
During the Past Two Years, by Teaching Field and Type of Product

Full-Time Faculty Who Teach:
Vocational
Liberal Arts Technical
% Who Have Completed and Sciences Fields
Any Scholarly Product 85% 87%
Conference Papers 57% 51%
Publications 41% 28%
Instructional Materials 30% 43%
RescarchiTechnical Reports 27% 29%
Community Informational
Materials 20% 29%
Exhibits, Performances in
Fine Arts 20% 8%
Technical lnnovations 7% 21%
Other Products 19% 18%

54




SCHOLARLY ACTIVITIES: A NATIONAL SURVEY

Table Four
Percent of Full-Time Respondents Completing One or More Scholarly Products
During the Past Two Years, by Subject of Highest Degree and Type of Product

Subject of Highest Degree Held
Liberal Arts Vocationall
% Who Have Completed  and Sciences Education  Technical
Any Scholarly Product 85% 85% 88%
Conference Papers 58% 55% 46%
Publications 1% 28% 329,
Instructional Materials 30% 12% 38%
Research/Technical Reports 28% 1% 27%
Community Informational
Materials 199 27% 26%
Exhibits, Performances in
Fine Avts 18% 15% 9%
Technical lnnovations 9¢, 149% 7%
Other Products - 18% 196G 19%

Table Five
Percent of Full-Time Respondents Completing One or More Scholarly Products
During the Past Two Years, by Level of Highest Degree Held and Type of Product

Highest Degree Held

% Who Have Completed Master's Doctorvate
Any Scholarly Product 85% 90%
Conference Papers 56% 61%
Publications 36% 19%
Instructional Materials 37% 29%
RescarehfTechnical Reports 209 38%
Community Informational

Matevials 26% 17%
Exhibits, Performances in

Fine Aats 18% 7%
Technical Innovations 129% 9%
Other Products 17% 20%
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other hand, are more likely than those holding the dc ctorate to work on
instructional materials or commumity informational materials.

Other variances emerged when findings were compared by gender (Table
Six). For example, women are less likely than nen to publish but more
likely than men to attend conferences. The reasons for these variances
are a matter of speculation. Part of the explanation for the variance in
the rate of publication may lie in the fact that women are less likely than
men to hold a doctorate (14 percent versus 22 percent, respectively). But
this seems to be counterbalanced by the fact that men are more likely to
teach vocaticnal/technical subjects than women (59 percent versus 49 per-
cent respectively). Perhaps family commitnents come into play; 34 percent
of the women responding to the survey, as opposed to 21 percent of the
men, indicated that time required for family 1esponsibilities was a factor
that limited their scholarly work.

But whatever the reasone, academic factors remain importantariables.
The differences emerging in the types of scholarly products completed
by those with a doctorate and those with a master’s degree and by those
in the liberal arts and sciences and those in vocationalftechnical fields ap-
ply to both men and women (Sce Tables Seven and Eight). Among men
teaching on a full time basis, for exanple, those who had published were
mor¢ Jikely to hold a doctorate or to teach in the liberal arts and sciences
than thuse who did not. On the other hand, men who taught vocationall
technical fields o1 who held the master’s degree as the highest credential
were more likely o have worked on instructional materials. The same pat
ten holds for women. Regardless of gender, the raditions of one’s aca-
demic background and teachmg djscipline help guide scholarly work,
differentiating, partueularly, between those who ate more likely to publish
on the onc hand and those who are more likely to engage in less traditional

Table Six 7 (
Percent of Full-Time Respondents Compleilng One of More Scholarly Products
During the Past Two Years, by Gender and Type of Product

% Who Have Completed Men Women
Conference Papers 2% 60%
Publications 1% 0%
Instructional Materials 36% 32%
RescarcliTechnical Reports 30%% 24%
Community Informational Materials 23% 23%
Exhibits, Performances in Fine Arts 18% e
Technical Innovations 14% U LH
Other Products 18% LI R
)
ERIC * 1
6‘L



SCHOLARLY ACTIVITIES: A NATIONAL SURVEY %

Table Seven
Percent of Full-Time, Male Respondents Completing One or More Scholarly Products
During the Past Two Years, by Selected Characteristics
By Teaching Field
Liberal Arts  Vocatioral/
and Sciences  Technical
Conference Papers 54% 49%
Publications 44% 32%
Instructional Materials 30% 45%
Research/Technical Reports 30% 32%
Community Informational Materials 21% 28%
Exhibits, Performances in Fine Arts 21% 12%
Technical Innovations 7% 24 %
Other Products 19% 17%
By Level of Highest Degree
Doctorate Master's
Conference Papers 59% 54%
Publications 48% 40%
Instructional Materials 30% 37T %
ResearchiTechnical Reports 40% 29%
Community Informational Materials 18% 17%
Exhibits, Performances in Fine Arts 8% 21%
Technical Innovations 10% 15%
Other Products 21% 17%
By Subject of Highest Degree
Liberal Arts Vocational/
and Sciences Education Technical
Conference Papers 65% 49% 46 %
Publications 449 28% 39%
Instructional Materials 30% 42% 43%
Research/Technical
Reports 20% 20% 34%
Community Informational
Materials 29% 25% 25%
Exhibits, Performances in
Fine Arts 19% 20% 12%
Technical Innovations 10% 15% 20%
Other Products 20% 14% 16%
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Table Eight

Percent of Full-Time, Female Respondents Completing One or More Scholarly Products
During the Past Two Years, by Selected Characteristics

By Teaching Field

Liberal Arts
and Sciences

Vocational/
Technical

Conference Papers 62% 56%
Publications 36% 22%
Instructional Materials 299, 38%
ResearchiTechnical Reports 22% 27%
Commnunity Informational Materials 17% 34%
Exhibits, Performances in Fine Arts 18% 5%
Technical Innovations 6% 14%
Other Products 20% 20%
By Level of Highest Degree
Doctorate Master’s
Conference Papers 70% 60%
Publications 50% 29%
Instructional Materials 24% 35%
RescarchiTechnical Reports 30% 2%
Conmmunity Informational Materials 14% 25%
Exhibits, Performances in Fine Arts 4% 13%
Technical Innovations 7% 8%
Other Products 0% 17%
By Subject of Highest Degree
Liberal Arts Vocational/
and Sciences Education Technical

Conference Papers 63% 63% . 19%
Publications 34% 27% 27%
Instructional Materials 30% 41% 27%
RescarchfTechnical

Reports 26% 30% 15%
Community Informational

Materials 15% 31% 319
Exhibits, Performances in

Fine Arts 16% 8% 6%
Technical Innovations 7% 12% 10%
Other Products 26% 27% 23%
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scholarly work, such as the development of instructional materials or tech-
nical innovations.

Support Received by Fawlty

The questionnaire also asked respondents to check off, from a list of
several items, the types of support that they received from their institu-
tions while working on out-of class scholarly projects (Table Nine). Twenty-
seven percent of the full time faculty and 50 percent of the part-time faculty
who had comp'cted one or more scholarly products indicated that they
received no support at all. When faculty did receive support, itwasmore
likely to be in the form of collegial assistance rather than monetary out-
lay. For example, the items most frequently checked off by full-time faculty
were encouragement from faculty colleagues (37 percent), encouragement
from the division chair (37 percent), and encouragement from the dean
(88 percent); 18 percent cited encouragement from the president. More
tangible support, theugh less frequently cited, was also received by the
faculty: computer time and equipment (a category checked off by 18

Table Nine
Institutional Support Received by Fawlty for Work on Scholarly Produds
Full Time Part-Time
Facuhy Faculty
% Indicating that They llave Reccived:
Encouragement from Faculty
Colleagues 37% 26 %
Encouragement from Division Chair 37% 25%
Encouragement from Dean 33% 12%
Encouragement from President 18% 6%
Computer Time or Equipment 18% 9%
Release Time or Sabbatical 16% 3%
Financial Support (Exduding Salary) 15% 6%
Student Assistant 9% 2%
Other 6% 5%
Help from Institutional Research
Office 5% 4%
No Help at All 27% 50 %
Note: Percentages refer only to those respondents who indicated that
they had produced at least one scholarly product during the past
two years.
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percent of the full time faculty members); release time or sabbatical leave
(16 percent); financial support, excluding salary (15 percent); student as-
sistants (9 percent); and help from the institutional research office (5
percent).

These findings are encouraging, suggesting that collegial relationships
have the potential to conipensate—at least partially—for the lack of
resources available to support faculty scholarship. This collegiality was
underscored by the penciled-in comments of some respondents wlho noted
that althougl they had received no support from the institution for their
scholarly work, they were sure that some support would nave been forth-
coming had they only asked for it. On the other hand, others didn’t feel
they were working in a collegial environment at all. One respondent scrib-
bled, *This college doesn't give a damn!” Similar sentiments were ex:
pressed by others, though in a less bitter vein. For example, one respon-
dent wrote that “administrators place no value on independent scholarly
research, writing. or publication; creativity or initiative are not impor-
tant or encouraged at iy institution.” The fact remains that some faculty
members feel thein institutions welcome their scholarly work, while others
feel their institutions are indifferent or hostile to it.

Barriers to Faculty Scholarship

The sury ¢y instrument also asked respondents to check off, from a list
of several items, the factors that pose the most formidable barriers to the
completion of out-of class scholarly products at the community college.
Some of these items dealt with time constraints due to teaching loads,
family commitinents, o1 outside job or volunteer responsibilities (itemns
1, 3, 5,6, and 8 in Table Ten). Others dealt with remuneration, that is,
with the way colleges reimburse faculty and—more importantly—for what
(items 2. 4, 7, and 9 in Table Ten). Thus, this part of the questionnaire
was designed to answer the following question: Do faculty view constraints
on their time as the most formidable barrier to work on scholarship, or
do they view the limited financial support their colleges provide for these
activities and the limited extent to which colleges reward these activities
as the most formidable barriers?

The respondents indicated that bath were problems, though limited
time was an overriding concern. Most of the full-time faculty (61 percent)
cited the obvious: “Teaching takes up too much time.” Part-timers were
more likely to cite the time constraints posed by obligations outside of
the college; 44 percent of the part time respondents cited the time required
by other jobs, and 36 percent cited the time constraints caused by family
commitments. Interestingly, the more scholarly products the respondent
had completed, the less likely he or she was to cite time as a problem and
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Table Ten
Faculty Opinions Concerning Factors that Limit Ability to Work on Scholarly Products

FullTime  PartTime —I
Faculty Faculty

% Indicating:
1) Teaching Takes Up Too Much
Time 1% 30%
2) College Provides Little or No
Financial Help 45% 41%

3) AdvisingWork with Swdents
Ouside of Class Tukes Up Too
Much Time 2% 12%
4) Scholarship Outside of Teaching
Will Not Improve My Rank or
Salary N% 2%
$) Administrative/Committee Work
" Takes Up Too Much Time 28% 7%
6) Family Commitments Take Up
Too Much Time 26% 36%
7) Administrators Do Not Encourage
or Recognize Scholarship 2% 16%
8) Work Qutside of College Takes
Up Too Much Time 9% 44%
9) Union Contract Does Not Make
Provision for Scholarly Work 8% 3%

the more likely he o she was to cite remuneration policies and the ex-
pectations of the college. For example, of the fulltime respondents who
checked off two o more items related to remuneration, 46 percent had
published at least once duming the past two years. But of those full-time
respondents who cheched no items related to renmmeration and who cited
time constraints exclusively, only 26 percent had published during the
past two years. Obviously, those who have found time to work on scholar
Iy products ace less likely to see time as a problem; and, having invested
quite a bit of their time in scholarly work, they are probably more keenly
aware of the extent to which that wik has or has not been rewarded by
the college,

Though some faculty manage to maintain a productive schedule of
scholarly work outside of teaching, others find that the time constraints
posed by heavy teaching loads take their toll. In unsolicited comments,
many respondents emphasized the imposing budens born by teachers
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who face 130 or more students per semester, many of whom have defi-
ciencies in the basia skills. Some commented thit the work-a-day grind
is intellectuatly debilitating. For example, a philosophy instructor with
several years' experience wrote that “the problem with the community
college is we teach oo much—repeat ourselves too often and don’t have
enough time and energy to refuel.” Another respondent noted that after
years of teaching five courses per term, including summers, he had “got
ten out of the habit of being schiolarly.” For many faculty members, though
not all, time constvaints posed by heavy teaching loads stifled intellectual
life, making it more difficult for faculty to remain active scholars as they
progress through their carcers.

Faculty Attitudes Toward Scholarship .

Finally, ow do the faculty feel about the role out of-class scholarship
Plays in theit professional lives? In the survey, respondents were asked
to indicate then agreement on disagreement with the following statement:
“"Working on scholatly products such as those listed carlier in this survey
instrutnent will improve my teaching effectiveness,” Of the full-time
respondents, 73 pereent agreed, 15 pereentdisagieed, and 11 percent in
dicated that they weren't sure. Responses were similar for part timers. 7.
pereent agreed, U pereent disagreed; and 11 pereent indicated that they
weren'tsures Another item ashed the respondents to indicate their agiee
ment ot disagreement with the statement that “community college faculy
should not be vequired by their colleges to work on scholarly produas
such as those histed earlier in this questionnaire,” Responses to this ques
tion were notso lopsided: 18 pereent disagieed, 33 percent agreed; and
17 percent tesponded that they were not sure, Responses from part-timers
were revensed. 30 percent disagreed with the statement, 19 pereent agreed,
and 16 percent were not sure. Though the faculty recognize the value of
remaining active inscholarship, many —especially full time instructors—
are reluctant 1o view it as a collective, professional vesponsibility or as
arequisite of employment, Several of the respondents noted in the ma
gins that though theit institutions should encotnrage faculty work on schol
arly products, such works should not be required.

The view of scholarship as a personal and optional endeavor rather than
as a professional requisite was emphasized in the respondents’ wiitten
comments. For example, one mistiuctor with a lengthy publications record
indicated that while lack of vecognition from the college *hurts,’, . . I'm
doing all this writing for the very best reason (I want ), and neither ten
ure, tank, not salary is dependent upon publication.” To this respondent,
the time constraints and fiscal limitations that come with work at a com
munity college were inrelevant as far as his scholarship was coneerned.
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The implication was that while he valued the importance of scholarship,
he also valued his freedom fiom the publish-or-perish atmosphere of the
university. This freedom, he implied, made scholarship at the community
college a labor of love and not 2 matter of coercion,

The distinction between voluntary scholarship and the forced produc-
tion of scholarship was highlighted by the comments of another respon-
dent who expressed dismay at the little regard his college has for faculty
efforts to publish. “Active hostility [toward publication),” he wrote, “is
found not only within the administration, but also among faculty mem-
bers who seem to assodiate rescarch and publication with all that is evil
in the university system.” The ideal institutional culture, he continued,
would be one that encouraged faculty publication without demanding it
“I would not like to be forced to publish, but I am very angry at the lack
of toleration for those who do.”

Implications

A brief survey cannot do full justice to the topic of scholarship and the
ways faculty view their scholarly lives. The comments that some faculty
respondents wrote on the questionnaire showed that ihe survey barely
scratched the surface of a tempestuoeus issue. Some faculty tfeel strongly
that they should be more involved in the production of schularly products
and that community colleges should encourage this work. One vespon
dent, conceding that “teaching is onr main function at the community
college,” deplored the limited support and recognition he received from
his college for his scholarly efforts: “I think it is dangerous—almost anti-
intellectual—to not support written or other work that has been adjudi-
cated by outside publishers and sources.” Other faculty are leery of calls
for attention to out of class scholarship, fearful that their contributions
as teachers will be undervalued. For example, a political science instruc
tor noted that *. . .the obvious must be stated: the principal mission of
atwoyear community college is to teach. 1 am here in large part because
I consider that mission to be valid. important, and satisfying.” Another
respondent conenrred, seeing in the survey an endorsement of the publish-
or-perish philosophy:

The gistof your instrnment rubs at a sore in my educational philoso-
phy. Your stated items equate “scholarly” with publishing, be it soft.
ware, papers, books, ete. This represents the traditional “publish-or-
perish” syndrome. Somewhere in yown researclit must be recognized
[and] factored into your results that onr scholarly activities are di-
rected toward other ends. For years on end I lave reviewed books
to use asteats. Many are just plainbad. Many are outrageously priced
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if they are good. This is what has forc:d me into writing [and] pub-
lishing the materials that I have for classroom use. The objective, how-
ever, is what will help my studerts vs. my publishing something.

Clearly, sairolarship at the comnunity college is a touchy issue. No sur-
vey can capture all nuances of this topic, and much more needs to be done
to understand the professional roles community college faculty play as
scholars. Monetheless, the survey findings, however limited, lead to several
tentative conclusions.

First, if scholarship is defined broadly along the lines suggested by
Vaughan, and not limited solely to original research, then itappears that
most comnunity college faculty—perhaps 80 percent of those employed
on a full-time basis—are actively engaged in the production of works that
are of potential scholarly value. What these works are precisely and how
they cor slemnent teaching are questions that cannot be answered through
a brief questionnaire. It is not possible, for example, to determine if the
products developed by the survey respondents were actually subject to
the criticism of peers or if the duvelopment of these products required
the systematic application of a substantial body of knowledge. Nonethe-
less, the survey findings suggest that college efforts to encourage faculty
scholarship can be built on what faculty are already doing. This can be
accomnplished by providing forums that allow faculty to share the results
of their scholarly work and that provide the college with a mechanismn
for recognizing and rewarding this work,

Second, college leaders need to articulate a broad definition of scholar-
ship an”’ ssure faculty that an institutional emphasis on scholarship will
notbe ¢ mstructed within a publish-or-p~rish framework and will not com-
pete with classroom teaching. Despite the wide variety of scholarly
products hsted in the survey instrument, many respondents reacted nega-
tively to it, equating calls for scholarship with demands that faculty main-
tain a strong publications record. This reaction is understandable, given
the long association of scholarship with original research undertaken at
the university. But unless faculty understand that publishable research
is simply one form of scholarship, they may resent and resist efforts to
encourage scholarly work. Scholarship will not flourish if it is not
understood.

Thizd, it should be recognized that work on scholarly products will not
take the same fonn for all faculty inembers. Some will write for publication,
while others will concentrate on less traditional projects. Much will depend
on one's academic background and teaching discipline. College efforts
to encourage scholarship should be structured at the departmental level
with input from division chairs and faculty. Though all can be held to
the same standard of excellence, cach should Le free to pursue a wide

64 69




SCHOLARLY ACTIVITIES: A NATIONAL SURVEY %

variety of projects. Thisis consistent with the broad definition of scholar-
ship put forward by Vaughan.
Fourth, encouragement and support among colleagues is an extremely
important determinant of faculty work on scholarly products at commu-
nity colleges. While university faculty look to professional encouragement ‘
from colleagues across the country who specialize in the same subject areas, |
this is not usually the case for community college instructors, who must ‘
often seek collegial support from within the institution. While many
respondents indicated that they had received such support, especially from ‘
fellow instructors, the division chair, and the academic dean, others indi-
cated that they received no support at all. Clearly, college leaders and
faculty themselves have a role to play in assessing the degree to which
scholarship is welcome and encouraged within their institutional cultures. ‘
Finally, the task of bringing scholarship foursquare into the professional
lives of faculty will not be accomplished by simply adding the develop-
ment of scholarly products to the list of things faculty have to do. Many
faculty will resent this, especially if additional compensation is not forth.
coming. Scholarship is not a matter for the personnel office. It is a func-
tion of the institutional culture and will flourish best if that culture helps
faculty pursue scholarship as a labor of love. While the issues of work-
load and compensation cannot be ignored, much can be accomplished
by encouraging, recognizing, and valuing the scholarly work community
college faculty already do.
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CHAPTER SEVEN

Additional Resources on
Faculty Scholarship at
Community Colleges

Diane Hirshberg

small body of literature, dited below, addresses the issue of faculty

scholarship at community, technical, and junior colleges. Most writ-

ings call for an increased emphasis on scholarship within the institu-
tional culwire of the two year college, pointing out the need to complement
teaching  h scholarly inquiry. Many suggest ways in which scholarship
can be encouraged and rewarded.

The citations in this chapter are listed in two sections. The first section
includes 1eferences to ERIC documents (imarked with “ED” numbers). Most
ERIC documents can be read on microfiche at more than 800 libraries
worldwide. In addition, most may be ordered on microfiche or paper copy
(at cost of reproduction and maiting) from the ERIC Document Reproduc-
tion Service (EDRS). The second section includes citations for journal ar-
tidles. These articdles ave not av ailable through ERIC and must be obtained
through acgular library channels.

For a list of libraries in your area that house ERIC microfiche docu-
ments, an EDRS order form, or for more information about ERIC products
and services, please contact the ERIC Clearinghouse for Junior Colleges
at (213) 825-3931. The ERIC Clearinghouse also welcmes your writings
for possible inclusion in the ERIC data base. Send two copies to:

ERIC Clearinghouse for Junior Colleges
UCLA, 8118 Math-Sciences Building,
405 Hilgard Avenue, Los Angeles, CA 90024

Part I: ERIC Documents

Bell, Stephen. Research Actwities of Communaty College Facully. Experience at
the Ontario Colleges of Applied Arts and Technology.™ Paper presented at the 30th
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Annual Forum of the Assocation for Iustrtutional Research, Louisville, KY, May
13-16, 1990. 26 pp. (ED 321 695)

A sample of seven colleges was chosen for a study on the research ac-
tivities of community college faculties in Ontario. Faculty (n = 394 out
of a possible 865) were asked to indicate how often they participated in
22 different research activities and how characteristic these activities were
of their role as community college faculty. The primary interest of the
study was to determine the structure underlying the data to sece whether
community college faculty were using the university definition of what
constitutes research (publishing) as a basis for defining their reseaich role
as compared 1o a broader definition of what constitutes research in the
community college enyvnonment (applied expertise). Results showed that
a small core of community coltege faculty were engaged in traditional
university research actnvities such as reviewing proposals for funding agen-
dies, publishing ot editing books and monographs, and delivering papers
o professional society meetings. Conmmunity college faculty were, how-
ever, more apt to engage in research activities related to the applied mis-
sion of the community college. These data suggest that continued research
should examine what these results might mean in terms of teaching cf-
fectiveness, institutional quality, and overall faculty job satisfaction and
productivity. Contains 20 references.

Griffuths, Rosemary E. “Critical Comments on the Literature Written by Presidents
of Community Colleges.” Graduate seminar paper, University of California, Los
Angeles, 1989. 16 pp. (ED 313 062)

This critical 1eview of the speeches, journal articles, and books written
by community college presidents examines themes, styles, and informa-
tion sources and attempts to define standards by which the presidents’
writings could be judged. The first section indicates that community col-
lege presidents are as prolific as any vther group of two-year college
writers; that they write not only for then pecrs, but also for a wide cross-
section of educators, and that they often continue to write about commu-
nity colleges even after they have left the field. The second section
desaibes the various types ot publications in which materials written by
presidents are found, ranging from community college journals, ERIC
documents, and speeches to full-length books.

Tracing the most ..equently covered topics in presidential writings, the
next section indicates that while coping with change and fiscal maters
have been recurring themes, most of the literature focuses on issues of
immediate concern, such as dedining enrollments and collective bargain
ing. While acknowledging variation in the writing Ltyles of presidents, the
next section offers generalizations about their predominantly positive and
uncritical tone, their lack of empirical data, and their use of jargon,
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technical language, and joumalistic phrases. Next, a section on informa-
tion sources indicates that most writings focus on the presidents’ own ex-
periences and their own colleges, relying little on outside literature. The
final section assesses the presidential literature on the basis of its factual.-
ity, objectivity, relevance, and practicality and offers general conclusions
about the least and most valuable writings.

Lord, Thomas R. “Spotlighting Facully Scholarship at the Two- Year College.” Un-
published manuscript, 1988. 9 pp. (ED 301 264)

According to Lord, most people do not associate community colleges
with the terms “scholarship” and “research.” One reason is that the mis-
sion statements of community colleges rarely include these terms when dis-
cussing teaching excellence. Another is that most people within higher edu-
cation still hold the antiquated view that scholarship is simply research
leading to publication. Other efforts, such as addressing professional au-
diences at regional or national meetings, designing and conducting work-
shops and symposia, and preparing articles for respected professional jour-
nals, are neither noted nor appreciated. If a broader view of academic
scholarship were generally accepted, encompassing professional activity,
artistic endeavor, engagement with novel ideas, comnmunity service, peda-
gogy. and research and publication, it would be more widely recognized
that scholarship takes place at community colleges. Scholars at community
calleges tend to be among the most devoted of the institutions instruc-
tors, for they make time for research while teaching a heavy course load
and are often not financially supported for their research by the institu-
tion. To encourage scholarly activities, the New Jersey Department of Higher
Fducation recently sponsored a statewide conference to showcase two-year
college scholarship. If scholarly activity is to prosper, community colleges
must begin to value and stimulate scholarship from their faculty.

Oromaner, Mark. “The Community College Professor: Teacher and Scholar.” ERIC
Digest. Los Angeles: ERIC Clearinghouse for Junior Colleges, 1986, 5 pp. (ED 272
248)

Oromaner claims that the emphasis in community colleges on teach-
ing as a primary faculty responsibility has frequently caused classroom
teaching to be divorced from scholarship. Although the teaching role is
notanecessary condition for successful scholarship, some form of scholar-
ship appears to be a necessary condition for successful teaching over an
extended period of time. Therefore, the stress on teaching in community
colleges may have actually led to a decline in the quality of teaching. The
fact that new colleges are not being opened, that enrollments are declining,
that funds for professional development are scarce, and that community
college faculty are aging reinforces the importance of schola rship as a ineans
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of enhancing faculty members’ performance and image as professionals.
While at the university level scholarship is equated with research, at the
community college level a mor. iberal definition of scholarship should
be employed, including professional activity, research/publication, artistic
endeavors, engagement with novel ideas, community service, and pedago-
gy. The systematic processes involved in each of these activities will do much
to strengthen teaching and combat boredom and burn-out. Though exam-
ples of scholar-teachers exist on every campus, there is a need for the for-
mal encouragement, support, and reward that would institutionalive the
role of the scholar-teacher, and, in doing so, revitalize the teaching role.

Panlla, Robert E. “Gladly Would They Learn and Gladly Teach.” Southern Asso:
ciation of Commumnity and Jumor Colleges Occasional Paper, Volume 4, Nu mber 1.
Charlotlesville, Va.: Southern Association of Community and Junior Colleges, 1986.
6 pp. (ED 263 949)

The author asserts that American higher education has isolated the enter-
prise of basic research and relegated it to the university, while simultane-
ously insulating th . craft of teaching from the scholarship that nourishes
it by identifying certain colleges, community colleges in particular, as “teach-
ing" institutions. From the start, community colleges have not required that
their faculty conduct research or publish in subject-matter areas. In fact,
the heavy teaching loads required in community colleges leave teachers
without the time or perhaps even the incentive to conduct scholarly re-
search. Few community college faculty inembers have been able to keep
abreast of their disciplines, and they enjoy fewer opportunities than their
four-year college counterparts to participate in professional activities. Con-
sequently, faculty burn-out is becoming the new acadenic disease, as faculty
members teach from year to year without significant professional develop:
ment. While there are currently many faculty development programs, most
place emphasis on how to teach rather than on what to teach, affording
litde support for scholarly activities. Community colleges need to define
a middle ground, blending subjectmatter research with pedagogical scholar-
ship, in order to promote intellectual revitalization, to engage the commu-
nity as a resource, aud to provide ficld experience for students. Such a pro-
gram has been developed at Montgomery College (MC) in Maryland, where
faculty receive support for activities such as writing for publication, pat
ticipating in performing arts, creating an artistic work, or holdirg a major
office in a professional organization. In this way, MC is assured of having
expert teachers who are also experts in their fields.

Sutherland, Mark J. “Community College Faculty: Why Do They Write What They
Write? (And Why Do They Write at All?).” Graduate seminar paper, University
of California, Los Angeles, 1989. 14 pp. (ED 313 060)
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An analysis of ten journal articles written by community college instruc-
tors revealed marked similarities in the authors’ topics, writing styles, basic
assumptions, datasources, and motivations to write. The authors focused
their writing on curricular matters within their academic fields, using
general teacher journals and teacher journals in specific academic areas
as their primary sources. The instructors’ choice of topics may have been
influenced by the following factors: the classroom is the doinain of the
instructor; instructors teach because they truly enjoy it; publishing an ar-
ticle on classroom instruction may serve as an outlet for communicating
teaching methods and ideas to colleagues; satisfaction comes from know-
ing that ideas are valued by peers; writing about teaching brings curricu-
lar decision making into the instructor’s realm; instructors may have been
encouraged by administrators to write about their classroom approaches
to improve the prestige of their community college; and educational jour-
nals actively solicit paper submissions. By writing, the well-integrated in-
structor may be attempting to fill a void in his/her professional life, break
free from the established dichotomy between research and instruction,
or avoid professional stagnation.

Part ll: Journal Aricles

Hopson, Carol S. “Faculty in Community Colleges Should Conduct Research for
Publication.” Association for Communication Administration Bulletin,
1984, 47, 81-83.

In thisarticle, Hopson stresses the need for and importance of research
by community college faculty. She argues that community college faculty
should conduct research that pinpoints the needs of their students and
fosters development of resources and materials that can meet these needs.
She points out that research can enhance the quality of teaching in the com-
munity college as well as contribute to the professional growth of the faculty.

Kievitt, F. David. “Tenure and Promotion Policies in the Two-Year College.” ADE
Bulletin, 1986, 83, 6-8.

Kievitt describes the harmful effects of administrators’ attitudes of
denigrating education, scholarship, and professional activities of the
faculty in community colleges. He suggests that the faculty counteract this
pervasive influence by doing their own research.

Knodi, Ellen Andrews. “Taming Hydra: The Problem of Balancing Teaching and
Scholarship at a Two-Year College.” Teaching English in the Two-Year Col-
lege, 1988, 15 (3), 170-74.

The author suggests several ways that institutions can help teachers con-
tinue with research and scholarly studies, including release time for
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faculty, variable course loads, external funding, government grants, provid-
ing adequate library resources, and overcoming the isolation of two-year
college faculty from their colleagues.

Kroll, Keith. “Building Communities: Joining the Community of Professional Writing
Teachers.” Teaching English in the Two-Year College, 1990, 17 (2), 103-8.

This article argues that classroom research is one feasible way for com-
munity college English faculty to (1) create knowledge, (2) overcome the
false dichotomy that exists between teaching and scholarship in commu-
nity colleges, (3) establish a professional identity, and (4) affirm the bond
with the community of professional writing teachers.

Laabs, Theodore R. “Community College Tenure: Teach or Research?” Communityl
Junior College Quarterly of Research and Practice, 1987, 11 4), 267-73.

Laabs explores the purpose of the doctoral (research) degree as an emn-
ployment qualification in the community college environment where teach:
ing is the primary mission. He sees a contradiction in the hiring process
under tenure requirements and suggests that equal value be placed on in-
structional material development and publication in scholarly journals.

Parilla, Robert E. “Scholarship in Community Colleges.” College Teaching, 1987,
35 (3), 111-12.

The relationship between teaching and scholarship in the community
college is discussed in this article, which argues for a revival of scholarly
activities at the community college. A program to encourage faculty
scholarship at Montgomery College, Maryland, is described.

Purser, Gordon G., and Scull, Shavon D. “Community College Research. A Crea-
tive Approach to Enhancing Instruction.” Journal of College Science Teach-
ing, 1989, 19 (1), 26-29, 62.

This article discusses faculty research in community colleges. it describes
the rationale for rescarch; research approaches including literature re-
search, theoretical investigation, and experimentation; funding sources;
obstacles; and benefits of faculty research. It includes addresses for five
resources.

Sledge, Linda Ching. “The Community College Scholar.” ADE Bulletin, ] 986, 83,
9-11.

Sledge discusses how community college scholars confront three thorny
issues in the MLA: coping with isolation and negative stereotyping on their
own campuses and within the profession; affirming the unique scholarly
perspective sparked by career readjustments; and making that perspec-
tive known in professional circles.
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Vaughan, George B. “Scholarship in Community Colleges: The Path to Respect.”
Educational Record, 1988, 69 (2), 26-31.

Vaughan argues that community colleges will achieve their full poten-
tial as institutions of higher education only when scholarship occupies
a prominent place in the community college philosophy. He thinks that
presidents must establish a climate on campus that promotes scholarship
as well as teaching, and must themselves be scholars. Much of this argu-
ment is detailed in Chapter One of this monograph.

Diane Hirshberg is user services specialist at the ERIC Clearinghouse for Junior
Colleges, Los Angeles, California.




APPENDIX

Sampling Methodology Used

in the National Survey of Faculty
Scholarship at Community,
Technical, and Junior Colleges

he methodology used in the survey discussed in Chapter Six aimed

atsecuring a random sample of faculty teaching at a random samnple

of 150 public community, technical, and junior colleges. In addition,
steps were taken to overepresent facuity who were inore likely to engage
in scholarly activities. full-time faculty and those who teach in the liberal
arts and sciences. The sampling procedures are outlined below.

® As a first step in securing this sample, letters were sent to the chief
executive officers of 250 randomly selected colleges asking that their
institutions participate in the study.

® Using the spring 1991 class schedules from those colleges that agreed
to participate, staff at George Mason University's Center for Commu-
nity College Education selected a rolling, random sample of every
ninth faculty member listed as teaching at least two three-credit classes.
Only faculty members actually named in the class schedules were
selected; no survey instruments were sent to faculty listed as “staff”
or who were otherwise unnamed. In addition, faculty teaching con-
struction trades, cosmetology, food service, and secretarial skills were
excluded.

* For each faculty member selected, center staff prepared a packet in-
duding the questionnaire and a return envelope. A roster of selected
faculty was then prepared for each college and sent, along with the
appropriate sun ey packets, to a staff person designated by the chief
executive officer as the college’s survey coordinator. The coordina-
tor distributed the packets to the designated faculty members and
returned the completed questionnaires in sealed envelopes marked
“confidential” *o the center. If faculty selected for inclusion in the

survey were no longer teaching at the college, or if they refused to
\
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participate, coordinators were asked to select substitutes teaching in
the same or similar disciplines.

These procedures yielded mixed results. Only 103 colleges (40 percent)
agreed to participate in the survey. Yet of those that agreed to partici-
pate, 101 returned usable questionnaires. And of the 988 questionnaires
sent to those colleges, 840 (85 percent) were returned. Thus, while the
response rate among individual institutions was low, the response rate
among faculty selected for inclusion in the survey appears high. (How-
ever, the degree to which college survey coordinators had to make substi-
tutions for faculty who were no longer teaching or who refused to partic-
ipat¢ remains unknown.)

How representative is the survey sample of the total population of
faculty at public community, technical, and junior colleges? Tables A-
and A2 provide at least some indication. Geographically, the respondents
are slightly underrepresented in the western region of the nation and over-
represented in the mid-Atlantic and northeast regions. The demographic

Table A-1
Comparison of Survey Respondents to Population of Public Community College
Facity Nationwide

Full-Time Part.Time
Population  Sample  Population  Sample

Gender

Men 62% 65% 58% 52%

Women 38% 359% 42% 48%

Total: 100% 100% 100% 100%
Age

Under 30 2% 3% 4% 7%

30-44 36% 35% 57% 44%

45-54 39% 429% 24% 24%

55-6+4 20% 19% 12% 17%

65 + 3% 1% 3% 7%
Total: 100% 1009% 100% 99%
% with Ph.D. 19% 16% 9% 129
Note: National data are from Russell, S.H,, and others. Faculty in
Higher Education Institutions, 1988. Contractor Report NCES 90-365.
Washington, D.C.: United States Department of Education, Office
of Educational Research and Improvement, 1990.
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profile of the full-time respondents nearly matches the demographic pro:
file of all full-time faculty nationally, but because parttimers were under-
represented in the survey, the match between those in the survey sample
and those in the population in general is not as close.

Table A-2
Geographic Location of Responding Colleges in Comparison of Geographic Location
of the Population of Public Community Colleges Nationwide

% of Colleges % of Faculty
in Region in Region

Population Sample Population Sample

Far West 19% 11% 28% 20%
Southwest 12% 15% 12% 13%
Plains & Midwest 18% 15% 15% 13%
Southeast 22% 23% 17% 19%
Mid-Adantic 15% 21% 13% 18%
Northeast 149% 16% 14% 17%

Far West = AK, WA, OR, ID, HI, CA, NV, MT, WY, UT, CO
Southwest = AZ, NM, TX, OK
Plains & Midwest = ND, SD, NE, KS, MN, IA, MO, Wi, IL

—! ——t —— il — =

Southeast = AR, LA, KY, TN, MS, AL, FL, GA. SC. NC
Mid-Adantic = VA, WV, IN, OH, MD, MI, DE
Northeast = CT. NJ. NY, PA, R, MA, NH, VT, ME

Note: Survey responses were received from states that are underlined.
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