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(ABSTRACT) 

This study determined and compared the views of New River Conununity 

College graduates and leavers of occupational programs on the optimal 

amount and importance of general education. Data were collected via 

mail and telephone surveys from a random sample of 400 New River 

Conununity College occupational graduates and leavers. Specifically, 

subjects were asked to provide information pertaining to: actual 

proportions of general education taken, optimal amount of general 

education desired, importance of general education competencies, 

importance and number of general education classes taken, and 

demographic variables influencing program completion. 

Results suggested that actual amounts of general education differed 

from the optimal amount desired. All AAS and certificate graduates and 

leavers had taken proportionately more general education than desired, 

in particular certificate leavers. Analysis of the importance of 

general education competencies revealed that communication skills, 

critical thinking skills, mathematics skills, and vocational adjustment 

were rated high by all groups. Knowledge of arts and literature, 

knowledge of health and fitness, and ethical perspectives were rated as 



least important. Low correlations were common between importance and 

number of general education courses taken. 

The study identified sufficient consciousness among the groups 

surveyed to suggest that community college administrators should 

reevaluate required proportions of the general education component in 

the occupational curriculum. Focus should be placed on amount of 

general education required in occupational programs, necessary outcomes 

of general education, and need of general education courses for 

occupational students. 
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CHAPTER 1 

INTRODUCTION 

Community colleges are experiencing declining enrollments in the 

traditional disciplines which contribute to a student's general 

education. Some researchers (Kissler, 1982; Knoell, 1976) speculate 

that many of these students have achieved their educational goals and 

that acquisition of a general education was never a part of their 

decision for attending a community college. Cohen and Brawer (1982, p. 

59) claim that students who attend community colleges for only short 

periods of time and then leave without receiving a degree may be the 

pragmatic ones. That is, students and former students of community 

colleges recognize the diminished value of a general education. This is 

an ironic state for a curriculum that has traditionally been "touted on" 

as the answer to almost every educational and social problem (Boyer & 

Levine, 1981, p. 29). 

Perhaps one positive outgrowth of this condition is a growing 

willingness within the academic communities to question the legitimacy 

of the general education curriculum: Who does the community college 

serve? How does the clientele value the total community college 

education? What competencies are essential to the vocational education 

graduate? What proportion of the curriculum should be devoted to 

general education? In times of declining enrollment these issues, which 

have perplexed educators for years, are in need of addressing. 

1 
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Background 

Much of the concern about general education within the community 

college curriculum focuses on whether vocational education students are 

in need of general education competencies upon graduation. When 

considering the design of the community college curriculum, Taba (1962) 

recommends that the development process include: (a) a theoretical 

framework stating aims and specific objectives, ( b) valid content 

criteria, and (c) a program of evaluation. 

Theoretical Framework 

A basic rationale for having a general education program includes 

explicit statements of the competencies that general education can 

provide. For example, Miami-Dade Community College has identified five 

broad benefits to students: 

1. A general education enables individuals to integrate their 

knowledge so that they may draw upon many sources of learning in making 

decisions. 

2. A general education provides students with a beginning on a 

further commitment to a life-time of learning. 

3. A general education enables students to intensify the process 

of self-actualization. 

4. A general education enables students to find value in the 

activities and experiences of their lives, both those in which they 

engage because of obligations or commitments and those which are 

discretionary. 

5. General education increases students' understanding of the 
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breadth and depth of ideas, the growth of society and institution, and 

the development and application of the scientific process in communities 

throughout the world. (Lukenbill & McCabe, 1982, p. 85) 

By justifying, identifying, and reinstating general education 

competencies, many community colleges, like Miami-Dade, have structured 

curricular reform efforts such that students have limited choice with 

regard to course selection. This is the case with many of the program 

requirements in the vocational education curriculum. 

Valid Content Criteria 

Taba ( 1962) states that if curriculum development is to be a 

rational and scientific procedure, the decision about the statement of 

aims and objectives needs to be made on the basis of some valid 

criteria. "These criteria may come from various sources--from 

tradition, from social pressures, from established habits" (p. 10). 

Typically, the decisions concerning inclusion of general education in 

vocational education programs have been made by community college 

administrators and faculty members, four-year college and university 

representatives, and business and industrial employers. The 

justifications for the inclusion of general education in vocational 

education programs vary. 

Vocational education developed over the years with the specific 

intent of preparing individuals for immediate employment. According to 

researchers, this early purpose should not imply that students' programs 

be void of other areas of education (Barlow, 1982). Accepting that 

specialization need not be at odds with liberal education, community 

colleges promote vocational education graduates as competent, for 
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example, in the use of language as symbols for ideas and channels of 

communication (Brawley, 1980, p. 5). Community college administrators 

and corporate employers expect vocational education graduates to have 

" • • competence in the use of basic mathematical concepts as symbols 

for quantitative thought and develop reasoning skills in order to deal 

effectively with the world" as one finds it (Brawley, 1980, p.5). More 

specifically, Perkins (1985) determined that academic personnel and 

employers rank communication skills and critical thinking as the two 

most important student competencies upon graduation. The Perkins (1985) 

study revealed that mathematics skills, human relation skills, knowledge 

of science, and knowledge of economics are viewed by academicians and 

employers as being important student competencies for employability. In 

determining how much general education should be required of students, 

regardless of major, employers and academic personnel support the 

present accreditation requirements of approximately 33% of the student's 

program (Perkins, 1985). 

Program of Evaluation 

Curriculum as defined by Taba (1962) "is a way of preparing young 

people to participate as productive members in society" ( p. 10). 

Therefore, constant evaluation is necessary to insure that the 

curriculum is a reflection of social needs. Numerous questions 

concerning general education are in need of assessment; among them are 

the following: (a) is there a consistency between the aims and 

objectives and what is actually achieved by students? and (b) does the 

curriculum provide experiences which offer optimum opportunities for all 

varieties of learner to attain independent goals? Providing the answers 
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to these questions, community college curriculum designers typically 

have looked to researchers, practitioners and employers for guidance. 

Regardless of the importance that researchers, practitioners, and 

employers place upon general education, many community colleges are 

experiencing declining enrollments in disciplines which contribute to a 

student's general education. This is in contrast to full-time 

equi valency figures which, on an institutional level, have not 

experienced as sharp a decline (Cohen & Brawer, 1982). Koltai (1982) 

contends that problems stern from the nature of the reform movements 

which typically concern curricular structure and subject matter and very 

rarely grant attention to students. Often " ••• students do not see 

the connection between the various general education disciplines they 

are studying and their life off-campus, which results in more and more 

leavers each semester" (p. 104). 

Al though not focusing on general education specifically, Willner 

( 1981) investigated characteristics of student leavers and the 

importance of the general education curriculum. Willner contends that 

the percentage of leavers increases with the number of college semesters 

attended. Similarly, students who did leave were typically enrolled in 

the vocational education curriculum, did so at the end of the semester, 

usually took a full-time job, and left because they were not interested 

in the college studies. The data, although not conclusive, support that 

leavers attended community colleges to attain occupational skills as 

quickly as possible or they intended to satisfy their general education 

requirements at the university when they transferred (Willner, 1982). 

O'Banion and Shaw (1982, p. 66) state that many students are not 
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interested in obtaining the associate degree. They either plan to 

pursue a bachelors degree or they plan to get a job. 

Beeken (1982) used analysis of student transcripts to investigate 

the amount of general education experienced by students. She makes the 

following observations: 

1. General education programs for vocational education students 

differ from those for transfer students. 

2. The amount of general education taken by leavers differs 

substantially according to curriculum. 

Beeken also examined competencies by way of course selection. Although 

differences in course selection were observed, the differences were 

attributed to program requirements for vocational students. 

Problem Statement 

Reform of the general education curriculum is receiving a great 

deal of attention. Assessment efforts have been predominately 

determined by the views and perspectives of administrators, educators, 

and governing authorities. However, it is evident that students, both 

those who graduate and those who leave, are an important source of 

information for curricular planning. The problem of this study was to 

determine the optimal levels and importance of selected general 

education competencies as viewed by community college graduates and 

leavers of occupational associate and certificate degree programs. 
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Purpose Statement 

The purpose of this study was to help improve the general education 

component of the community college curriculum for occupational students 

by identifying the optimal amount of general education and emphasis upon 

general education competencies. This was accomplished through 

completion of the following ancillary tasks. 

1. This study reviewed the extant literature. 

2. This study identified the optimal level of general education 

desired by vocational education leavers. 

3. This study determined the importance of general education to 

vocational education leavers. 

4. This study assessed whether general education is a deterrent 

for degree completion for vocational education leavers. 

5. This study identified the optimal level of general education 

desired by vocational education graduates. 

6. This study determined the importance of general education to 

vocational education graduates. 

7. This study assessed whether general education is an influence 

on degree completion for vocational education graduates. 

Research Questions 

The following questions were addressed. The first four questions 

were addressed through a synthesis of the literature. 

1. What is general education? 

2. What are the classifications of general education in the 
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community college curriculum (e.g., disciplinary, integrated and/or 

competency-based)? 

3. How are general education competencies measured within the 

vocational education curriculum? 

4. What is the importance of general education to community 

college personnel, corporate employers, and community college students? 

From survey analysis the following questions were addressed: 

1. What proportion of the occupational curriculum was devoted to 

general education by (a) associate in applied science graduates, (b) 

associate in applied science leavers, ( c) vocational certificate 

graduates, and (d) vocational certificate leavers? 

2. What are the differences between the optimal levels of general 

education for (a) associate in applied science graduates, (b) associate 

in applied science leavers, (c) vocational certificate graduates, and 

(d) vocational certificate leavers? 

3. What is the importance of general education courses to (a) 

associate in applied science graduates, (b) associate in applied science 

leavers, ( c) vocational certificate graduates, and (d) vocational 

certificate leavers? 

4. What are the differences in importance of general education 

competencies to (a) associate in applied science graduates, (b) 

associate in applied science leavers, ( c) vocational certificate 

graduates, and (d} vocational certificate leavers? 

5. What influences does the general education component have on 

program completion for (a) associate in applied science graduates, (b) 

associate in applied science leavers, ( c) vocational certificate 
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graduates, and (d) vocational certificate leavers? 

Definitions 

The following definitions were employed in the study to maintain 

consistency of terms and set desired parameters. 

Associate in applied science degree: certifies competence in 

technical and occupational fields enough to merit entry into employment 

or academic achievement that can be transferred to a four-year college. 

A.A.S. degree programs offered at New River Community College, Dublin, 

Virginia, include building construction, secretarial science, business 

management, community and social services, data processing, educational 

services, electrical/ electronics technology, industrial technology, 

police science, and automotive technology. 

Certificate degrees: awarded for completion of vocational training 

requirements linked closely with apprenticeship training or with the 

training needs of government and social services agencies. The 

certificate programs involve concentration in one field of study with 

limited additional general education or distribution requirements, 

outlined in the associate in applied science degree definition. 

Community college graduate: refers to the student who received 

either an associate in applied science degree or a vocational 

certificate degree from New River Community College in June, 1985. 

Community college leavers: refers to the student enrolled in 

either an associate in applied science or vocational certificate degree 

curriculum starting in Fall, 1983, and who did not graduate from New 



10 

River Cormnuni ty College and was not enrolled at New River Cormnuni ty 

College during the 1986 academic year. 

Competence: will imply acquisition of cross-disciplinary skills 

within cited parameters of the general education curriculum. Competence 

will infer the lifelong learning needs of students graduating from 

cormnunity college programs. Relevant to the study of general education: 

Competence will infer that parties will make reasonably 

objective judgments with respect to achievement or 

nonachievement of outcomes; that tends to conceive learning 

experiences in terms of these outcomes; and that certifies 

student progress on the basis of demonstrated achievements of 

these outcomes. (Grant, 1979, p. 6) 

General education: for the purpose of this study, is what all 

individuals granted an associate or certificate degree have in cormnon in 

terms of the development of knowledge, attitudes, values, and skills to 

enhance their participation in social, technological, and cultural 

environments. These courses carry a nonoccupational course prefix. 

Optimal amount: refers to the proportion of the cormnunity college 

curriculum devoted to the general education component. 

Public cormnuni ty college: is a two-year institution offering a 

variety of programs and awarding the associate degree and other sub-

baccalaureate training in specific occupations for irmnediate job entry. 

Vocational/occupational education programs: n • is a plan of 

study designed to prepare individuals for gainful employment as 

semiskilled or skilled workers or technicians or subprofessionals in 

recognized occupations, or to prepare individuals for enrollment in 
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advanced technical education programs, but excluding any program 

considered professional or which requires a baccalaureate or advanced 

degree" (Educational Amendment of 1972). 

Delimitations 

The study could have been extended to include currently enrolled 

students and graduates of many years. However, the study was delimited 

to 1985 graduates and leavers. This was done to maintain a manageable 

unit and also to reduce the risk of factors jeopardizing the internal 

and external validities, including instrumentation, maturation, and 

reactive effects of experimental arrangements. 

The proposed study was further delimited by parameters set in 

Perkins' ( 1985) study with one alteration in methodology. 

Geographically, the Perkins survey used three publicly supported 

independent community colleges in southwest Virginia. The proposed 

study investigated occupational graduates and leavers from New River 

Community College, just one community college in the southwest Virginia 

region. The information pertaining to the sample's college attendance 

and location was provided by New River Community College. 

Instrumental design and methodology approaches were an extension of 

the Perkins (1985) mail survey. The survey mailing process and 

statistical procedures complied with those accepted by Dillman ( 1977) 

and Koehler (1971). 
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Limitations 

The research questions and definitions set the parameters with 

which this study was concerned. The scope of this study, then, may be 

stated in this way: The views of graduates and leavers of New River 

Community College vocational education programs were compared as to the 

optimal amount and importance of selected general education 

competencies. 

It was recognized that there was no single list of competencies of 

the general education curriculum. It was the intention of the 

researcher to extend Perkins' (1985) methodology. Therefore, the cited 

13 selected competencies are a replication. 

It was also accepted that general education can be studied from a 

variety of perspectives (e.g., disciplinary, integrated). This 

investigation used a compE;!~ency-based model to evaluate the curriculum. 

General education was also studied and compared against selected 

variables. These variables were analyzed by way of demographic data 

collected with the survey instrument. The demographic information was 

obtained from graduates and leavers at New River Community College. See 

Appendix A for a copy of the instrument. 

Finally, it was not intended. that the proposed study gather 

national or regional data. Instead, the study focused on New River 

Community College graduates and leavers and should not be generalized 

further. 
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Need for the Study 

The Virginia Community College system has determined that general 

education shall be, and will remain, a significant function within the 

community college curriculum. As analyzed by Beeken (1982), any program 

in the Virginia system has a minimum requirement of credit hours to be 

completed by the student in general education. The students enrolled in 

the Associate in Arts and the Associate in Science degrees are required 

to spend approximately 75% of the 97 credit hour program in specific 

components of general education. The Associate in Applied Science 

degree students are required to take 25% of the program in general 

education. 

The program requirements and function of the general education 

curriculum are also recognized and supported by the faculty, 

administrators, and corporate employers. Mapp- (1980), while 

investigating the need of general education in the vocational education 

curriculum, stated that faculty members desire students to master 

certain selected competencies. Of these competencies, values for 

humanities, decision-making, skills in communication, knowledge of 

political and social structures, and ski 11 s in in terpersona 1 

relationships are essential. Consistent is Perkins' (1985) contention 

that community college administrators and corporate employees agree that 

approximately 32% of a student's occupational program include general 

education. Of the most desirable competencies, the sample recommended 

that graduates be able to " • • • communicate purposefully and use the 

habits and skills of critical and constructive thinking in the 
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identification and solution of problems" (p. 128). 

Few efforts, however, have delved into the views of community 

college graduates and leavers with regard to general education and 

desirable outcomes. As recognized by many researchers (e.g. , Bar low, 

1982; Kissler, 1982; Koltai, 1982) students enter community colleges for 

the main purpose of preparing for a job and they tend to elect courses 

that are related directly to that quest. As such, it is speculated that 

students' reactions to general education requirements often result in 

1 ea ving the community college without receiving a degree. 

Unfortunately, the high levels of attrition typically found in the 

community college invite criticism that the institution is not providing 

programs and services in tune with students' needs. 

The study was to improve the community college general education 

curriculum. Six important justifications were cited: (a) information 

pertaining to the views of community college administrators, faculty 

members and corporate employers regarding the proportion and character 

of general education may not be consistent with the views of the 

graduates and leavers; (b) the graduates and leavers of the community 

college are powerful agents of curricular changes; (c) levels of student 

attrition within the community college programs are linked to curricular 

content and requirements; (d) additional data pertaining to the optimal 

amount of general education curriculum is needed; ( e) graduates and 

leavers may provide insight as to the desired outcomes of the general 

education component within the community college; and (f) evaluation of 

general education programs within the vocational education curriculum is 

required. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Introduction 

The literature related to general education in United States 

comrnuni ty colleges dates back to the origins of education itself and 

forward to today. Though the literature can be organized in a variety 

of formats, it is deemed prudent for this study to view the literature 

from four major orientations. These orientations are (a) definition of 

general education, ( b) classification of United States community 

colleges' general education structures, (c) assessment of the amounts of 

general education in the community college curriculum, and ( d) 

determination of importance of the general education curriculum. 

Definitions of General Education 

Definitions of general education abound in the literature. There 

are almost as many definitions as there are research scholars. Analyses 

of 20 authors' definitions of general education yielded three distinct 

classifications: (a) descriptive, (b) prescriptive, and (c) operational 

(see Appendix B). Due to the nature and various interpretations applied 

to the operational definitions, ·only the descriptive and prescriptive 

definitions were dealt with. The common elements and the unique 

elements of the definitions were extracted to provide the basis for this 

study and offer an operational definition of general education (see 

Appendix B). 

15 
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Selected Definitions 

The literature search revealed numerous works, most of which 

offered operational definitions of general education. Thirteen 

descriptive and prescriptive definitions were selected from the 

literature. The authors of descriptive definitions include Barlow 

(1982), Boyer & Levine (1981), Harlacher (1982), Hillway (1958), McGrath 

(1972), Piland (1981), and Riley (1980). The authors of prescriptive 

definitions include Cobb (1983), Eaton (1982), Klein (1980), Marsee 

(1979), Martin (1983), and Roueche & Roueche (1982). 

1. Barlow (1982) devoted attention to an intrinsic perspective. 

Students should obtain (a) "a sense of personal competence, (b) personal 

growth in an aesthetic expression, (c) personal growth in integrity, (d) 

personal growth in cooperativeness, and (e) growth in a heightened sense 

of altruism" (pp. 26-27). Barlow argued that a general education is, in 

fact, vocational depending upon the interests of the student. "In many 

respects these two areas of education [general education and vocational 

education] are miscible, each dissolves into the'other" (p. 21). 

2. Boyer and Levine (1981) defined general education as that 

which "concerns itself with shared life experiences and focuses on areas 

of interdependence" (p. 33). The authors proposed six broad components 

of a general education: (a) "shared use of symbols, (b) shared 

membership in groups and ins ti tut ions, ( c) shared producing and 

consuming, (d) shared relationships with nature, (e) shared sense of 

time, and (f) shared values and beliefs" (pp. 33-34). 

3. General education, as defined by Harlacher (1982) "is 

responsible for the preparation of students for the obligations they 
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have in common as citizens in a democracy and enables them to 

participate in a wide range of life activities and enhances the overall 

quality of life in the community" (p. 100). Furthermore, the genesis of 

the curriculum "encases everything from traditional education to career 

training to coping with life" (p. 40). 

4. According to Hillway (1958), general education is that which 

provides for the individual: 

(1) the ability to effectively use language and mathematics, 

(2) a comprehensive and usable knowledge of nature and 

science, 

(3) an understanding of the human society, 

(4) an appreciation of the fine arts, 

(5) ethically sound attitudes toward people, 

(6) deep loyalty to the worthwhile institutions of 

contemporary society, and 

(7) confidence in people's capacity for improving their 

world. (p. 98) 

5. McGrath ( 1972) defined general education as that kind of 

education "which provides a common base of knowledge and which stresses 

behavior in a free society in terms of motives and attitudes" (p. 25). 

General education is further regarded as the "breadth or complement" 

component of the undergraduate curriculum. 

6. Piland (1981) defined general education as "that aspect of the 

institutional program which has as its fundamental purpose the 

development and integration of every student's knowledge, skills, 

attitudes, and experiences so that the student can engage effectively in 
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a lifelong process of inquiry and decision-making" (p. 34). 

Furthermore, "students should be able to interrelate knowledge within a 

broad area and perceive the implications this integrated knowledge has 

for them and for the world in which they strive to survive" (p. 35). 

7. Riley (1980) defined general education as that which 

(1) develops a student's critical and analytical 

intelligence, 

(2) prepares the student for the entry into work, 

(3) transforms the student within institutions, 

(4) acquaints the student with classical knowledge, 

( 5) trains the student in moral, religious, social, and 

economic skills and values, and 

a. 

(6) develops the whole person. (p. 300) 

Cobb (1983) defined general education as " that part of 

the curriculum which provides ample opportunity • • • to identify and 

address a common set of issues and questions about the world, both as it 

is and as it should be" (p. 354). There are three qualities essential 

as student outcomes: "to be able to think systematically, grasp ethical 

issues, and integrate differing perspectives" (p. 355). 

9. Eaton ( 1982) defined general education as that which is 

concerned with the " • development of a wide range of skills that 

assist individuals in leading productive, meaningful, and humane lives 

in complex social, technological, and cultural environments" (p. 73). 

10. As defined by Klein (1980), general education is the courses 

"designed to afford students more efficient preparation for the 

responsibilities which they share in common as citizens in a free 
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society and for wholesome and creative participation in a wide range of 

life activities" (p. 4). General education is that which prepares men 

and women for a satisfying personal life, happy family and social 

relationships, and responsible citizenship in a free society, by 

acquainting them with our common cultural heritage, by helping them to 

integrate the subject matter of related disciplines, and by developing 

skills, abilities, attitudes, and values (Klein, 1980, p. 4). 

11. Marsee (1979) defined general education as that part of the 

curriculum that "should help people live with themselves, develop wisdom 

and character, mature psychologically, and continue a program of life-

long learning" (p. 2). He calls for general education courses that 

pertain directly to the lives of students, that encourage them to take 

responsibility for their own learning, and that provide them with an 

understanding of what scholarly work entails. 

12. Martin ( 1983) defined general education as "that which 

prepares the student for a career as well as citizenship" (p. 36). The 

teacher and the student may define general education by way of 

specialized education; thus using the author's example, citizenship may 

be enhanced through vocationalism. 

13. Roueche and Roueche (1982) defined general education "as a 

preparation for effective living in contemporary societies" (p. 31). An 

assumption in the authors' definition is that general education will 

provide for the students "the ability to read, write, study, and figure 

well enough to be successful ••• " (p. 31). 

Common Elements in Definitions 

Analysis of the 13 selected definitions yielded 23 elements common 
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to two or more of the definitions. These elements were grouped into 

three clusters dependent upon the frequency found in the definitions. 

The cited elements range from acquisition of survival or coping skills 

to the realization of one's potential as an individual. The varied 

elements center around a common theme: the development of the student 

as a person as opposed to the communication of traditional academic 

knowledge. 

The cluster of most frequently stated general education elements, 

found in more than five of the definitions, was "enhancement of 

citizenship in a free society" and "instillment of critical thinking" 

(Boyer & Levine, 1981; Cobb, 1983; Harlacher, 1982; Hillway, 1958; 

Martin, 1983; McGrath, 1972; Piland, 1981; Riley, 1980; Roueche & 

Roueche, 1982). A second cluster of elements common in four or five of 

the definitions includes (a) development of knowledge necessary for 

lifelong learning, (b) development of attitudes, (c) integration of 

subject matter, (d) development of personal values, and (e) the 

cultivation of heritage (Barlow, 1982; Boyer & Levine, 1981; Cobb, 1983; 

Eaton, 1982; Harlacher, 1982; Hillway, 1958; Klein, 1980; Martin, 19837 

McGrath, 1972; Piland, 1981; Riley, 1980; Roueche & Roueche, 1982). 

A third cluster includes the following elements found in two or 

three of the definitions: (a) establishment of social relationships and 

cooperation, (b) enhancement of leadership abilities, (c) development of 

moral and religious training, ( d) promotion of meaningful and humane 

lives, and (e) satisfaction of personal life and family (Barlow, 1982; 

Boyer & Levine, 1981; Cobb, 1983; Eaton, 1982; Harlacher, 1982; Hillway, 

1958; Klein, 1980; Marsee, 1979; McGrath, 1972; Piland, 1981; Riley, 
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1980). 

Unique Elements in Definitions 

Several unique elements exist in the selected definitions. These 

elements were clustered into a single group. The criterion used to 

cluster the unique elements was the frequency in which the elements were 

found in the cited definitions. All unique elements were explicit in 

only one of the definitions. These elements were (a) enhancement of 

specialized skills, (b) promotion of basic skills, and (c) development 

of an appreciation for fine arts and recreation (Harlacher, 1982; 

Marsee, 1979; Roueche & Roueche, 1982). 

Enhancement of specialized skills. General education is concerned 

with the development of skills or the acquisition of knowledge precisely 

for their applicability to a job, a career, or another specialization. 

It is through this vocational approach that integration of knowledge 

occurs. In this sense, general education focuses attention upon goals 

that are desirable for all persons. However, certain subject matter 

areas contribute more toward some of these goals than others, but it was 

never intended that general education consist of a defined list of 

subject matter areas. Straying from the concept that general education 

should provide students with a total education, certain scholars have 

associated the curriculum with a specialized function (Harlacher, 1982). 

Barlow ( 1982) and Harlacher ( 1982) state that the subject matter of 

vocational education can make real contributions toward achieving some 

of the goals of general education. 

Promotion of basic skills. Roueche and Roueche ( 1982) reported 

that more than half of the entering freshman class reads below the 
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eighth grade level. As such, efforts are made to expand the function of 

general education to include developmental content. The authors state 

that no matter whose definition for general education one uses, a basic 

underlying requirement is that enrolling college students be able to 

read, write, study, and figure well enough to be successful in freshman 

courses. Arguing that if general education is to prepare learners for 

effective living in contemporary society, Roueche and Roueche contended 

that inclusion of basic skills programs is necessary. 

Development of an appreciation for fine arts and recreation. 

Harlacher (1982) contended that "citizens of communities want and need 

the general skills and values necessary for living their lives in 

harmony with others" (p. 48). General education must be comprehensive 

enough to permit citizens to broaden their interests and insights in 

diverse areas including the fine arts and recreation. Supporting this 

contention, Harlacher cites the general education programs at San 

Joaquin Delta College and Florida Junior College at Jacksonville. The 

programs' objectives are to do the following: 

(1) use training in the arts and recreation to allow students to 

interact effectively with the environment; 

(2) tap creative and artistic potentials of students in order to 

build self-confidence and overcome failure; and 

( 3) present artistic, musical, dramatic, and other recreational 

performance as a means of educating citizenry (p. 49). 

Summary: Operational Definition of General Education 

An operational definition was drawn through a process of 

synthesizing and analyzing the common and unique elements in the cited 
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definitions. It was deemed necessary to draw from six common and two 

unique elements for the construction of the operational definition. The 

following is the operational definition of general education in this 

study: General education is what all individuals granted a degree have 

in common in terms of the development of knowledge, attitudes, values, 

and skills to enhance the student's participation in social, 

technological, and cultural environments. 

Historical Perspectives of General Education 

Despite the apparent simplicity of the elements describing general 

education, the nature and aims of the curriculum have changed over the 

years. As a means of analyzing the present curriculum, investigation of 

a historical perspective was necessary. The following concepts were 

reviewed: (a) origins of general education, (b) adaptation/adoption of 

general education in higher education, and (c) issues confronting 

general education in higher education. 

Origins of General Education 

Gaff ( 1980) has linked the origins of general education to the 

ancient Greeks, who regarded education not just as an individual 

pursuit, but as "· • a communal activity by which a community 

preserves and transmits its physical and intellectual character" (p. 

17). Conrad (1983) contends that Greek society founded the idea that 

education is " • culture and not simply the transmission of, or 

knowledge about, culture: (p. 1). 

Furthermore, it was through this culture that only the freed man 
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had the privilege of being educated for citizenship. Thus, education 

had both a broad and conunon basis as well as a specialized training 

necessary for intellectual pursuits. Although each culture had its own 

definition of a generally "educated person," education was a moral 

activity valued for instilling national unity. For the Greeks, a 

liberal education was seen as a prerequisite for vocationalism. As 

such, the liberally educated citizen possessed competencies in the use 

of language, was widely knowledgeable about society, and had a sense of 

history. 

During the Middle Ages, the liberal arts were formalized into the 

trivium--granunar, logic, and rhetoric--and quadrivium--arithmetic, 

geometry, astronomy, and music. Such practices were the foundations for 

contemporary programs of general education that involve the core 

approach (Gaff, 1980). 

Adaptation/Adoption of General Education in Higher Education 

Throughout the history of American higher education, changes in the 

course of study have been constant (Rudolph, 1977). The nature of these 

changes had a profound impact on the structure of general education in 

United States higher education. As a means of analyzing the adaptation 

and adoption of general education in higher education, an investigation 

of the changes in the courses of study, philosophical reform approaches, 

and the effects of the reform approaches will follow. 

Changes in the courses of study. During the 17th and 18th 

centuries, colleges and universities in the United States offered 

curricula modeled after the English universities. While opinions and 

purposes changed somewhat, the expectations remained intact: " ••• to 
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make a man or-woman more wise, more creative, more compassionate, more 

responsible, and more useful" (Rudolph, 1977, p. 2). 

Changes in courses of study became a matter of need with the 

increased demand for specialization (Gaff, 1983). Rudolph (1977) 

observed that conflict increased between general education and the 

specialized curriculum, thus resulting in an unpredictable but constant 

change in emphasis from 1636 to the present. Gaff (1983), too, noted 

the pendulum swings of emphasis through the centuries. 

Measures to invoke reform were called upon because of "three 

principle evils" discovered in the standard liberal arts programs 

(Hillway, 1958, p. 96): 

1. Subject matter was being taught for its own sake rather than 

for what it might mean in the life of the student. 

2. Every subject was taught as if it were an isolated body of 

knowledge with no relation to any other subject. 

3. Classes were taught as if every student were a specialist. 

Philosophical reform approaches. As an outgrowth to the initial 

change, four distinctive philosophical approaches to general education 

arose. Idealism is exemplified by the views of John Henry Newman who 

saw the university serving simply as a "setting for teaching and 

learning" (Gaff, 1983, p. 3). Newman, a humanist and promoter of 

liberal education, would not have considered research a function of the 

college. "The context within which teaching and learning ought to occur 

is a community of scholars" (Newman, cited in Gaff, 1980). The goal for 

Newman was a liberal education without direct practical or vocational 

application, but one that prepares individuals for all of life (Gaff, 
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1980). 

It was the entry of the German research university in 1819 that 

appealed to a progressive sector within United States higher educati,on. 

It was the rise of the research university that did much to cause a 

shift in the importance and vitality of the liberal arts curriculum 

(Cadwallader, 1983). Supporters of this progressive philosophy, such as 

Alfred North Whitehead, the philosopher and mathematician, saw " ••• no 

essential difference between general education and specialized 

education: both are integrar parts of a full education" (Gaff, 1980, p. 

18). Further, within the progressive camp, Bailey (1976) contended that 

education must serve three basic purposes: 

( 1) helping persons anticipate and increase their capacity for 

creative engagements with major predictable changes in their stages of 

development; 

(2) helping persons to cope, to work, and to use their free time 

in ways that minimize neurotic anxiety and boredom and that maximize 

inner fulfillment and joyful reciprocities; 

(3) helping individuals to learn the arts of affecting the 

enveloping polity in order to promote justice and to insure the 

blessings of liberty for others as well as for themselves. (p. 254) 

This approach suggests a necessity for general education as a 

"supplement to specialization as a way of making the total education 

more useful" (Gaff, 1980, p. 18). 

The theme of philosophy can best be represented by Robert Maynard 

Hutchins' view of general education within the American system of higher 

education. According to Hutchins, institutions should be responsible 
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for providing an essential core of knowledge. To accomplish this, a 

specific core within the curriculum should encompass the teaching of the 

"Great Books" (Gaff, 1983, p. 4). Likewise, Boyer and Levine (1981) 

insist on a particular content of general education that is rooted in 

the belief that " individualism, while essential, is not 

sufficient" (pp. 32-34). 

Gaff (1983) recognizes the work of Clark Kerr as best personifying 

the final philosophical perspective, pragmatism. The theorist defines a 

"multiversity" as "an institution comprised of many communities: the 

community of the undergraduate, the graduate, the humanist, the social 

scientist ••• " (p. 6). And general education plays a vital part within 

the total community. 

The differing philosophical views of general education highlights 

the debates concerning the role and content of the curriculum during the 

20th century. It was during the early decades of the century that the 

pendulum was temporarily "poised" (Perkins, 1985, p. 18). 

Effects of reform approaches. One positive outgrowth during this 

period was a quest to restore common learning by way of reform 

movements. The first of these efforts resulted in a number of 

experimental courses. For example, at Amherst, under the direction of 

Alexander Meiklejohn, a course was constructed that integrated the 

social studies disciplines. Within the curriculum at Columbia, the 

Great Books colloquium was introduced (McGrath, 1976). Experimental 

colleges emerged at St. John's and Sarah Lawrence. An example of the 

goals and ideals of these experimental colleges is portrayed by the 

course descriptions found at Sarah Lawrence College: 
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The academic work of a single course must pass readily across 

conventional subject boundary lines as to the interests and 

needs of the individual students. The curriculum of Sarah 

Lawrence College consists, therefore, of the recognized formal 

disciplines of our time. The experimental element enters in 

trying out new approaches, fresh materials, untested methods 

for these departments of study • • [to insure 1 the total 

development of the student. (Benezet, 1971, p. 68) 

Reform measures were also implemented within the existing universities 

of Florida, Minnesota, and Michigan State (McGrath, 1976). 

It was during the period of the 1920s and 30s that is described as 

the II fullest flowering of the liberal education within higher 

education (Winter, McClelland, & Stewart, 1981, p. 3). This is not 

solely due to the many reform efforts but also to the expansion of 

student enrollments throughout the 20s and early years of the 

Depression. According to Benezet (1971) vast numbers of potential 

workers were unable to find work, prompting them to attend college upon 

graduation from high school. Both colleges and students agreed that the 

programs of learning should not stress training of specific skills or be 

just for investment purposes for making a living. The curriculum was to 

be a new general educ a ti on with two common features: (a) "broad 

abstractions and basic principles; and (b) attention would be directed 

away from vocationalism and graduate education" (Winter, McClelland, & 

Stewart, 1981, p. 4). 

An increased focus on general education continued into the 1940s. 

In 1945, a Harvard faculty committee released a report declaring that 
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the general education curriculum was a needed remedy to "class 

divisiveness and as a common bonding device for high school students 

destined for different futures" (cited in Rudolph, 1977, p. 258). 

Harvard's "Red Book," as described by Rudolph was an "act of public 

service" (p. 259) warning that American democracy and social stability 

were being threatened by a shift in political power, " from the 

educated few to the unenlightened many" (p. 259). Unfortunately, the 

author notes that the movement had run its course by the late 1950s. 

McGrath (1976) viewed the Harvard reform movement as a much more viable 

and permanent agent. McGrath (1976) suggested that due to the 

curricular patterning of the 1940 decade as many as one-half of the 

American colleges had initiated reform measures in general education. 

Gaff (1983) stated that where highly publicized general education 

competencies revamped the courses of study during the 1940s and 50s, 

". • • less publicized erosion of those requirements took place in the 

1960s and 70s" (p. 12). Rudolph (1977) contends that the breadth and 

distribution of general education courses became the "hobby horse" of 

new presidents, ambitious deans, ". • • the well meaning humanists of 

the sort who were elected to curriculum committees as a gesture of token 

support for the idea of liberal learning" (p. 253). More specifically, 

various authors cast blame for the present condition of general 

education on a number of occurrences throughout the decade; Winter, 

McClelland, and Stewart (1982) connect American involvement in the 

Vietnam War to the shift in curricular priorities. The authors agree 

that "some of the anguish, bitterness and cynicism aroused by the war 

rubbed off on the universities that had, in the minds of many, made it 
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possible" (p. 5). Kerr (1963) also noted that a connection had been 

made between higher education and national government and higher 

education had become a "prime instrument of national purpose" (p. 87). 

Issues Confronting General Education in U.S. Community Colleges 

In introducing some of the issues of the community college general 

education curriculum, no attempt is made to present a comprehensive list 

but only to highlight some areas of concern as expressed by a small but 

significant group of scholars. The issues have been categorized as 

external or internal depending upon their focus. 

External Issues 

American society includes various elements that warrant the 

inclusion of a general education curriculum. Al though these elements 

are numerous there are an equal number that limit the growth of general 

education in the community college. As a result, many external issues 

exist; a few of the most potent ones are examined here. The external 

issues include (a) definitive goals, (b) common purposes, and (c) 

curricular reflection of social needs. 

Definitive goals. As indicated, many definitions of general 

education may be given and all distinguish an important and positive 

value of the programs. However, this in part is cited as a reason for 

the failure of general education programs in higher education. As 

observed by O'Banion and Shaw (1982), general education has become "too 

general" and is often defined as "what it is not" (p. 60). As such, 

community colleges have been unsuccessful in designing appropriate and 

innovative programs. Monroe (1973) contends that numerous programs have 

been attempted but little agreement on outcomes has been reached. 
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O'Banion and Shaw (1982) stated that a general education is practical 

but "it somehow never comes out that way" (p. 64). 

Eaton ( 1982) claimed that the general education curriculum has 

never fully been defined within the mission of the community college. 

In this sense, Cohen (1980) stated that colleges will continue to offer 

the general education curriculum but exclusively through the transfer 

courses. He warned that rapid change "is essential if the liberal arts 

are to survive in more than minuscule form" (p. 38). 

Common purposes. During the 1960s, while attempting to adapt 

liberal education to the changing society, educators justified the 

curriculum by describing it as a "need for tolerance among men" 

(Harrison, 1973, p. 88). Unfortunately, the reform measures either 

failed or had no lasting effects. Thornton (1966) stated: 

The data lead inescapably to the conclusion that junior 

colleges have made relatively little progress in developing 

well organized curricula for general education. Among the 

factors responsible for this was the lack of a compelling 

conviction that an adequate program of general education 

requires a conscious and systematic effort. (p. 209) 

Concurring, Medsker (1960) wrote: "The fact remains that fewer than 

half of the colleges enforce any requirements beyond English, history, 

and physical education, and fewer than half organize and pattern courses 

specifically for general education" (p. 63). 

As recognized by Case ( 1983), "community colleges speak for their 

general education programs, most of which can be termed nonprograms when 

correctly defined" (p. 103). A program should have "institutional 
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recognition, some form or organization, a set of goals and objectives, 

and the means to accomplish them" (p. 103). Instead, general education 

is typically a list of courses categorized by departments or divisions 

and regulated by a body of policy and requirements (Case, 1983). The 

evidence is conclusive that the community colleges have not, in 

practice, accepted general education as one of the primary purposes. 

Curricular reflection of social needs. Another problem stems from 

a cultural attack on authority. Bell (1966) has explored the factors 

that furthered the erosion of general education during the 60s and early 

70s. The underlying theme of Bell's work suggests that society was not 

in control of determining solutions to the cultural problems. 

In continuation of Bell's work, Rudolph ( 1977) wrote of the many 

forces and adversities that had plagued general education during the 

previous decade. He found important sources of influence in the 

changing social order as a dominant issue. "The challenge of the 

curriculum today is to create an environment that is friendly to the 

production of social critics and that is responsive to a concern with 

values and the human experience" (p. 288). The author stated: 

The general education is the artificial respiration of a 

lifeless ideal. Recent efforts to develop specific courses in 

values have a synthetic quality about them: unless the entire 

institutional environment is recognized as making conscious 

and unconscious statements of value, courses will run the risk 

of being irrelevant to social needs. (p. 288) 

Internal Issues 

In addition to being influenced by factors that have shaped general 
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education in all postsecondary institutions, general education in the 

community college has been shaped by factors peculiar to itself. These 

internal influences include (a) curricular offerings, (b) specialization 

of content, and (c) goals of students. 

Curricular offerings. Friedlander (1983) examined the issue of 

curricular offerings as it related to student attrition. The author 

observed that a common issue of the general education curriculum 

involves the types of course offerings. Typical throughout community 

college offerings, no precollege courses in the social sciences are 

designated especially for students who need some assistance in basic 

skills. Thus, students who are weak in reading, math, or science have 

no choice but to enroll in courses for which they are not prepared. 

This raises a concern as to what types of general education courses and 

competencies ought to be offered. 

Parnell's The Neglected Majority (1985) recognizes the importance 

of a revised general education curriculum. Supporting a "two plus two" 

arrangement, Parnell stated that community colleges will have to remain 

comprehensive. Expressing a need for general education, the author 

wrote, "In today's technological society colleges simply cannot have 

first-rate technical-education programs unless they are integrated with 

liberal programs" (p. 95), which presently they are not. 

Specialization of content. Hill (1981) suggested that the increase 

in specialization, while guided by the principle of comprehensiveness, 

did little more than produce a "social irrelevance" (p. 130). The 

curricular offerings had minimal coherence and students seldom shared 

academic experiences. As a consequence, students "may have graduated 
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with high honors, but in complete ignorance" (Hill, 1981, p. 130). 

As observed by Gaff ( 1983), this shift towards specialization is 

also attributed to the attitudes of the "faculty culture" (p. 13). The 

author stated that higher education witnessed an academic revolution 

led, for the most part, by faculty members who had interests contrary to 

the existing offerings in higher education. Consistent with the demand 

of the nontraditional student, faculties required support for graduate 

programs and research. Priorities and emphasis were placed "on graduate 

programs more than undergraduate; advanced courses "more than 

introductory or survey courses; and the interests of the departments 

more than the institutions" ( p. 13). Thus, undergraduate general 

education was considered the least important of the curricular 

activities. 

Instructors of community colleges, regardless of reform measures, 

"went ahead and taught what they knew and wanted to teach by methods 

that were already familiar to them" (Case, 1983, p. 106). This 

condition resulted in course content becoming structured around the 

instructor 1 s choice and specialization. And despite departmental 

measures to implement change, when innovations were made, they were 

typically made in the form of experiments that had no lasting effects. 

Goals of students. Rudolph (1977), McGrath (1976), and Winter et 

al. ( 1981) cited the growth in the number of nontraditional students 

attending the traditional programs as having an impact on the general 

education curriculum. This body of students voiced concerns of 

accountability and teaching skills. Furthermore, students' needs 

directed the curriculum towards "a reemphasis on graduate studies and 
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research, at the expense of general education" (McGrath, 1976, p. 27). 

According to Cross ( 1977) the new students preferred "to learn what 

others have said rather than to learn through intellectual engagement" 

(p. 58). They likewise "tended to possess a more pragmatic, less 

questioning, more authoritarian system of values than traditional 

students" (p. 159). 

Cohen and Brawer ( 1982) also point to the changing student 

demographics as an issue to consider: 

Confronted on the one side by universities wanting better 

prepared students and on the other by secondary schools 

passing through marginally literate captives of their own 

rhetoric to provide programs to fit anyone's desires, the 

community college erected a curriculum resembling more a 

smorgasbord than a coherent educational plan. (p. 311) 

The increase in nontraditional students contributed to. the 

instability of general education in other 'ways. For example, community 

colleges experienced a decline in literacy throughout the 1960s (Cohen & 

Brawer, 1982; Roueche, 1981). Faculty members became concerned about 

teaching basic skills. And as observed by Cohen and Brawer, faculties 

could not often link the teaching of basic skills with "critical 

thinking, values, and cultural perspectives," which were a part of the 

general education curriculum (p. 32). As such "general education was 

shunted aside by those who failed to understand that the curriculum 

could be taught to everyone" (p. 32). 

Summary: Historical Perspective of General Education 

General education has become the most misunderstood curriculum 
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concept in higher education, because of the changing role and focus of 

the curriculum dating back to the Greeks. Numerous reform measures have 

likewise occurred during general education's adoption into western 

higher education. Four philosophical approaches to general education 

exemplify the attempts made to adopt general education in American 

higher education. These approaches are expressed by the views of 

Newman, Whitehead, Hutchins, and Kerr. 

Presently, although most community colleges commit themselves to 

the general education function, numerous issues exist. These issues 

include defined goals, common purpose, social needs, curricula 

offerings, specialization of context, and goals of students. Many 

solutions to these issues can be found in the literature. The solutions 

are derived from the perspectives of researchers, college administrators 

and faculty, and corporate and industrial employers; and require 

substantial change and continued evaluation. There is a notable absence 

of literature related to students' views of the amount and importance of 

general education. 

United States Community Colleges' General Education Structure 

Curricular disorders and a lack of curricular uniformity existed in 

20th century higher education (Rudolph, 1977). As a means of 

implementing an effective general education curriculum in transfer and 

vocational education programs, community colleges have implemented 

various curricular approaches. This section will describe the (a) 

discipline, ( b) integrated, and (c) competency-based approaches in 
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relation to implementation of the community college education 

curriculum. 

The Discipline Approach 

With the decline of the 19th century, classical education was tied 

to the success of the industrial revolution, with its demand for 

technically and managerially trained workers (Conkright, 1982, p. 5). A 

related cause was the need for faculties to create themselves 

professionally by "claiming ownership of a set of specialized skills 

quite distinct and separate from those of their colleagues in other 

disciplines" (p. 5). The next steps were the assignment of credit for 

courses, the creation of majors, and the formulation of 

interdepartmental alliances to set distribution requirements. The 

discipline-centered curriculum, according to Cohen and Brawer (1982) 

"became so entrenched and so politically important to faculty survival 

that the rationale for its existence was rarely questioned" (pp. 284-

285). As such, the discipline approach was adopted in the community 

college curriculum. 

The term core is used in several different ways. According to Taba 

(1962), a large portion of curricula that are designated by this name 

represent "nothing more than a method for distinguishing the portions of 

curriculum required of all students from those which have specialized 

functions or electives" (p. 407). Alberty (1953) describes six 

different program designs as core programs: 

(1) The core consists of a number of logically organized subjects 

that are taught independently of one another. 

(2) The core consists of a number of logically organized subjects, 
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some or all of which are correlated. 

( 3) The core consists of broad problems or unifying themes that 

are chosen because they afford the means of teaching effectively the 

basic content of certain subjects. 

(4) The core consists of a number of subjects that are unified or 

fused. Usually one subject serves as the unifying center. 

(5) The core consists of broad, preplanned problem areas, from 

which are selected learning experiences in terms of the psychological 

and societal needs, problems, and interests of students. 

(6) The core consists of broad units of work planned by the 

teacher and the students in terms of needs as perceived by the group. 

(pp. 119-120) 

Conkright ( 1982) offers various advantages of the discipline-

centered curriculum. It is convenient to schedule for the college 

administration and the faculty; it makes few demands of the staff for 

curriculum development; it fosters a sense of unity among students 

exposed to the same courses; and it forces students to sample a variety 

of fields through distribution requirements (p. 6). 

The limitations of discipline-centered courses also are clearly 

evident. Students receive no direct help in integrating their diverse 

experiences; they lack any common intellectual experience; and they 

seldom see any models of integrative scholarship (Conkright, 1982). 

The Integrated Approach 

In recent years, integrated courses have become a vital part of the 

community instructional process (Curtis, 1983). According to Martin 

( 1983), an integrated program stresses teaching that is rooted in 
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academic disciplines. Furthermore, "knowledge does not come organized 

in disciplines, but is pursued and learned though them" (p. 12). At 

Dallas Community College, the Skills for Living program was designed to 

help students equip themselves for effective living and for responsible 

citizenship. Three categorical relationships were formulated: living 

with the developing self, living with others, and living with the 

environment. Each of these areas included a goal for the college to 

address and a set of competencies for students that defined the goal 

(Shaw, 1983). 

The disciplines of art, history, science, literature, and related 

courses were analyzed through the study of the "Great Books. " The 

content was conveyed by a historical ~ethod "so that a student has some 

chronological sense of how the ideas had evolved" (Monroe, 1973, p. 72). 

Boyer (1980) stated that students should come to understand that there 

exists a shared common heritage (p. 279). Thus, all students must be 

introduced "to the events, individuals, ideas, texts, and value systems 

that have contributed to all human gains and losses" (p. 279). 

The integrated model as recognized by Conrad (1978) is also 

committed to program integration. However, the primary focus of this 

model is on a variety of subject disciplines, not just one. As argued 

by Sbaratta (1982), in this era of specialization this type of design is 

essential to end fragmentation. We must implement a more holistic 

approach to course content and teaching methods in order to broaden and 

deepen our students' knowledge of their past and better prepare them for 

survival and growth in the future (p. 34). Similarly, Hursh, Haas, and 

Moore ( 1983) stated that education should be more than a diverse 
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knowledge base from which students leap toward areas of specialization 

(p. 43). As such, the integrated approach requires students to take 

courses outside of their major, "usually drawn from disciplines 

representing central areas of knowledge" (Hansen, 1982, p. 251). 

Within the past decade, a number of cultural factors have led to an 

increased interest in integrated programs. In the community college, 

legislative support for occupational courses, students' need for 

extensive remedial courses, the emphasis on personal development 

courses, and the students' rights movement all contributed to the use of 

the integrated model (Conkright, 1982). Increased adult enrollment in 

academic and community service programs also contributed to using the 

integrated model. Conkright stated that both the cognitive types and 

the developmental tasks of adults are more consistent with the 

integrated than with the disciplinary mode (p. 8). The integrated 

approach "deemphasizes processing acquisition of large amounts of new 

information, emphasizing instead the cognitive functions calling for 

integration, interpretation and application of knowledge" (Cross, 1981). 

The interdisciplinary model can best be exemplified by the approach 

used at Los Medanos Community College. There, a project was sponsored 

by the National Endowment for the Humanities (1980) to develop an inter-

and intra-disciplinary general education program that would (a) develop 

among students an awareness of major social issues of the late 20th 

century, (b) help them analyze social problems and inquire into the 

options for resolving them, (c) broaden their world view and encourage 

intellectual autonomy, and (d) bring a more humanistic emphasis to the 

general education program. The resulting model consisted of three 
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tiers. Its base consisted of six required intradisciplinary courses in 

social science, behavioral science, physical science, biological 

science, language arts, and humanistic studies. Serving as capstones to 

these courses were two tiers of integrated courses; one dealt in breadth 

with four or five social issues, and the other involved an in-depth 

study of one societal issue. 

The Competency-Based Approach 

Cross (1972), while referring to the changing clientele, contended 

that the form and organization of education would soon change because 

classroom practices were no longer consistent with purposes. According 

to Beitler and Lieberman (1980), attempts at educating the masses 

adheres to the problem. Presently, 99% of the community colleges and 

40% of four-year colleges have open doors. Therefore, the purpose of 

education "is not to select students who will be successful, but to make 

successful those students who enroll in college" (p. 45). As such, the 

curriculum model that has emerged out of these circumstances is ref erred 

to as competency-based. Outcomes are expressed as competencies or 

"abilities to perform in an observable and verifiable way" (Carnegie, 

1984, p. 124). Winter, McClelland and Stewart (1981, p. 124) described 

"' the approach as a "catch all" for a wide variety of programs. However, 

most of the programs have three features: 

(1) A curriculum is divided into units or competencies that are 

defined in terms that are narrower, sharper, and more operational. 

(2) Attainment of competencies is measured by performance tests. 

(3) Flexibility in the preparation is required before competency 

attainment is verified. (p. 7) 
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The Carnegie Foundation (1984, p. 125) further characterizes competency-

based programs as (a) acceptance of compet_encies wherever achieved, (b) 

no time schedule for completion of programs, and (c) assessment of not 

only cognitive aptitudes but psychomotor and affective domains as well. 

The American Association of Community and Junior Colleges (AACJC) 

( 1986) has as one of its curricular recommendations the need for 

competency-based education. Specifically, the association suggests that 

all components of the AAS degree requirements should become outcome 

oriented. Justifying this stance, the AACJC states that common practice 

in community colleges is to define course and program requirements in 

terms of subject matter topics. Instead, faculty and academic officers 

from all components of the program should develop and disseminate a 

statement of the course and program outcomes that students must achieve. 

While not all of the course and program outcomes can be measured, there 

remains a responsibility to define the knowledge, skills, and attitudes 

students are expected to attain. It is expected, according to the 

Association, that this outcome orientation will apply to all components 

of the degree, including general education. 

Cohen and Brawer (1982) contended that general education must lead 

to the ability to do and to act. People who have had a general 

education are supposed to be able to display certain competencies. To 

be successful, a general education program not only makes explicit the 

skills and understandings to be attained, but also relates those 

competencies to external referents, to what people are doing when they 

have achieved them. Accordingly, general education is defined by Cohen 

and Brawer (1982) as the following: 
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( 1) exercising the privileges and responsibilities of democratic 

citizenship; 

(2) developing a set of sound moral and spiritual values by which 

the person guides his life; 

( 3) expressing thoughts clearly in speaking and writing and in 

reading and in listening with understanding; 

( 4) using the basic mathematical and mechanical skills necessary 

in everyday life; 

(5) using methods of critical thinking for the solution of 

problems and for the discrimination among values; 

(6) understanding the cultural heritage so that one may gain a 

perspective of time and place in the world; 

( 7) understanding one's interaction with the biological and 

physical environments that one may adjust to and improve the 

environment; 

(8) maintaining good mental and physical health for self, family, 

and community; 

(9) developing a balanced personal and social adjustment: 

(10) sharing in the development of a satisfactory home and family 

life; and 

(11) taking part in some form of satisfying creative activity and 

in appreciating the creative activities of others. (pp. 318-319) 

Of the attempts to operationally define and measure general 

education outcomes, some of the American College Testing Program's 

studies are noteworthy. As revealed by Warren (1982), the program has 

defined the competencies in terms of the "ability to apply knowledge, 
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skills, and aptitudes to adult roles which is assessed by means of oral 

and written communications, objective performance tasks, and a self 

report inventory of activities" (p. 282). This type of an approach 

resembles the earlier attributes of the "truly educated person" and has 

received much attention within the community college. 

According to Conrad (1978) competency-based programs are as diverse 

as the traditional types of general education programs. There is also 

considerable variation in the competencies identified. For instance, 

Seymour ( 1974) stressed the need for attention of the following 

competencies: personal relationships, use of leisure, work situation, 

logic and clear thinking, law and order, and current affairs. At 

Alverno College, eight competencies must be achieved if a person is to 

be able to manage life effectively, make decisions, develop initiatives, 

and be responsible and confident: 

(1) develop communication skills; 

(2) sharpen analytical capabilities; 

(3) develop problem-solving skills; 

(4) develop facilities for independent value judgments; 

(5) develop abilities for social interaction; 

(6) understand relationships between individuals and the 

environment; 

(7) develop awareness and understanding of the world; and 

( 8) develop appreciation for the arts and hurnani ties. 

1978, p. 80) 

(Conrad, 

Al though these competencies are intended to be implemented across all 

curricula, there is an obvious connection with general education. 
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However, the fact remains that an integration of the two has raised 

some issues and challenges. Some educators may think that few 

assessment problems exist in competency-based instruction because 

performance is stressed (Gran~, 1977, p. 495). But at the foundation of 

the problem, according to Winter et al. (1981), is the nature of the 

general education content. In principle, the goals of general education 

can be expressed as observable outcomes. However, in terms of 

assessment, criteria for successful performance are typical 1 y 

subjective. Grant et al. (1977) cited as an example the competency-

based program at Alverno. Terming the approach as a "humanistic" 

deli very ( p. 83) the faculty emphasized holistic performances that 

offered few means for quantitative evaluation. 

Assessment of outcomes has been achieved through criteria-

referenced evaluations. However, applying these measures to the general 

education curriculum has some technical problems. Warren (1982, p. 282) 

stated that this method of testing uses "cut-off scores" that are 

arbitrary and without reference to any norm group. Thus, the techniques 

lack "the body of statistical theory that assures validity and 

reliability as norm-referenced measures" (p. 280). Supporting this 

criticism, Conrad (1978, p. 81) contends that since :i..t is nearly 

impossible to measure a liberally educated person, the approach may lead 

to "trivialization" instead of true liberal learning. 

More specifically, the following criteria are suggested for the 

adoption of assessment procedures for the verification of competencies: 

(1) The assessment task should be comprehensive and include both 

objective and subjective rating criteria. 
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(2) Assessment procedures should be sensitive to the development 

of past skills. 

(3) Assessment tasks should resemble real life. (Peterson, 1981, 

p. 172) 

Regardless of the lack of normative criteria, a number of 

institutions have implemented competency-based programs with differing 

approaches. Grant and his fellow researchers (1973) stated that some of 

the competency-based programs have been heavily behavioristic. The 

authors cited the curriculum at Mt. Hood as an example. The college 

faculty focused on specific behaviors that could be measured and 

replicated. Other colleges used a more functional method through 

analyzing "major functions, typical operations, and skills comprising a 

role" (p. 4). 

Evaluating the vocational education curriculum at Pensacola 

Community College, Walker ( 1980) stated that employers expected 

graduates to have a wide range of competencies. The author's research 

determined that the corporate employer wanted "safety-minded persons • • 

• someone who understood customer relations • • • and someone who could 

communicate" (p. 6). The direct job skills (welding, typing, surveying, 

cooking) equipped the graduate to begin the job. The related skills 

(safety, human relations, communications) equipped the new worker to 

keep the job. 

In terms of general education, it was assumed that the most 

important competence is decision-making. Therefore, the focus of 

general education became deciding scientific issues, deciding political 

issues, deciding cultural issues, and ultimately, deciding scientific-
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political-cultural issues. 

Summary: United States Community Colleges' General Education 
Structure 

General education presents several problems to community college 

academic planners and designers whose responsibility it is to devise 

effective approaches to the general education component of the 

curriculum. Problems involving the approaches to general education 

include general education's traditional tie with the discipline 

approach, effectiveness of the integrated approach, and the expansion of 

the competency-based approach. 

These problems have become heightened in recent years due to 

changes in higher education. According to various authors (Beitler & 

Lieberman, 1980; Cross, 1971), attempts at mass education at higher 

levels create significant concerns--concerns that directly affect the 

organization and structure of the general education curriculum. The 

demands for accountability and observable outcomes, typically a part of 

the vocational education curriculum, have now been carried over into the 

general education component. Furthermore, society is now demanding that 

colleges recognize student priorities and respond to the perceptions 

they bring, predicated on past educational experiences. Under these new 

conditions, the traditional learning theories, including discipline and 

integrated approaches, have limitations. Researchers (Benoist & 

Gibbons, 1980) suggest that an updated approach based upon a set of 

competencies expressed in terms of measurable skills, clearly defined 

assessment tasks, and levels of performance is required. Although the 

competency-based approach has been supported by many community college 
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administrators and curricular planners for general education, little is 

known regarding the acceptance of the approach by students. 

Justi f ica ti on for General Education in the Community College 
Occupational Curriculum 

Junior colleges were actually the first collegiate institutions in 

America to introduce the general education core into a program of study 

(Harrison, 1973). Such courses as those in the humanities, surveys of 

science, and surveys of social studies, received popular support by 

community colleges, which peaked during the 1930s. According to Hillway 

( 1958), at Pine Manor Junior College in Chestnut Hill, Massachusetts, 

the entire course of study consisted of a two-year program of general 

education. The belief was that courses "should be developed in 

occupational programs as integral parts of a body of knowledge essential 

to personal competence and intelligent community living" (Hillway, 1958, 

p. 102). This section will include an analysis of the justification for 

general education in the occupational curriculum. 

Occupational Curricula 

In 1947 the Truman Commission focused on implementing vocational 

education programs throughout higher education. The Commission also 

stressed the importance of meshing semiprofessional learning with 

general education to provide students with a combination of social 

understanding and technical expertise. Al though vast changes have 

occurred in both programs, the mesh still remains. It now seems 

imperative to determine the value of a general education within the 

vocational education curriculum. 
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In terms of the occupationally competent student, Perry ( 1982) 

offered another perspective on desirable outcomes of the general 

education curriculum. According to the author, occupational competence 

must include the objective of marketability: the skill must be of such 

a nature that an employer is willing to pay for performance. 

Competencies, therefore, "are the skills and sets of knowledge which an 

employer looks for in an employee who hopes to obtain and maintain -

employment" (Perry, 1982, p. 5). Furthermore, these sets of skills may 

or may not be directly related to the individual's primary job function, 

suggesting inclusion of the general education curriculum. 

Harris (1967) recommended that all occupational students enrolled 

in an associate degree program take approximately equal proportions of 

specialized skill training, technical and theory courses, and general 

education. Weigman ( 1969) called for the design of special general 

education courses in economics, social sciences, hurnani ties, science, 

communication, physical education, and health for occupational students. 

The author states that courses of this nature were essential to acquaint 

students with the best in "aesthetic literacy, and intellectual areas of 

living and should prepare students for use of their leisure time" (p. 

4). 

Answering the question "Must job conscious college students be 

forced to choose between the highly touted advantages of a 1 iberal 

education and the practical appeal of a specialized curriculum?" Stark 

(cited in Jacobson, 1986) of the University of Michigan suggests no. 

Stark bases her response on the data drawn from faculty members of 

professional programs at four-year colleges and universities. She 
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concludes that courses traditionally within the province of the liberal 

arts core are being absorbed into the professional or specialized 

programs to ensure relevance to the changing nature of professional 

practice (p. 26). 

The AACJC (1986) has undertaken a continuing study to make the 

Associate in Applied Science degree more applicable to students' goals \. 

for immediate employment without foregoing the opportunity for further 

education and advancement. Noted in the recommendations, and relevant 

to this study, is support for inclusion of the general education 

curriculum. The Association suggests that this technical specialty 

component should constitute 50% to 75% of the course credit. However, 

the general education component of AAS degree programs should constitute 

a minimum of 25% of the course credits with the combination of general 

education and related studies constituting up to 50% of the course 

credits. The justification behind this recommendation is an increased 

recognition of the importance of general education and related studies 

as integral components of occupational education. Increasingly, the 

ability to "think, reason, compute, and communicate and adapt to change" 

(AACJC, 1986, p. 1) are essential if workers at all levels are to remain 

employable and cope with the expanding knowledge base. 

The AACJC (1986) has stated that learning in the humanities is 

particularly critical in two-year colleges. This is the case because of 

the strong interest on the part of students in practical education. 

However, according to the Association, it is important that students 

become economically self-supporting. It is equally important for them, 

however, to "broaden their horizons so they may participate willingly 
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and wisely in a fuller range of human activity" (p.1). 

Associating the worth of a humanities education with technology, 

the AACJC (1986) states that the development of advanced technologies 

requires not only higher order processes of intelligence, but also a 

keen appreciation of the impact of technology on the human environment. 

The humanities concentrate in direct ways on skills of the mind and 

skills of language, while the abilities to reason clearly and 

communicate well should be a goal of all branches (p. 1). Furthermore, 

the study of the humanities nurtures the imagination and offers 

individual and private pleasure. It encourages the best habits of mind; 

fosters disciplined approaches to questions that do not have necessarily 

correct answers; enhances ability to make value judgments; and 

inculcates a sense of common culture, encouraging civic purpose and 

citizenship practices (p. 2). 

Morgan ( 1978) examined the administration of general education 

programs in two-year vocational institutes. Noting that conflict 

between general education instructors and vocational teachers places the 

general education staff on the defensive, Morgan argues that (a} general 

education should be considered in the curriculum planning process, (b) 

general education instructors should work together with vocational staff 

in developing instructional materials so as to increase communications, 

(c) general education instructors should find additional ways of making 

these courses relevant to students, and (d) employers should be reminded 

that general education produces well-rounded workers. 

Still a concern is the role and delivery of general education in 

community college vocational programs. Bartkovitch (1981) argues both 
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for and against the inclusion of general education in vocational 

curricula. Arguing for general education, he noted the importance of 

providing humanistic, pragmatic, and theoretical concepts in a holistic 

sense to the student, who would otherwise be exposed to only specific 

technical skills. Bartkovi tch' s basis for exclusion of general 

education focused on the students' desires for additional technical 

courses, the students' lack of desire for and interest in general 

education courses, the lengthening of vocational education programs due 

to general education requirements, and the belief that students' 

personal and social skills can be improved without general education. 

Summary: Justification for General Education in the Cornrnuni ty 
College Occupation Curriculum 

There is widespread belief that community college programs of 

general education are in need of review. Boyer and Levine ( 1981) 

maintained that many colleges have never reached agreement regarding the 

substance of general education within curricular programs. 

In determining the value of a general education within the 

vocational education curriculum, numerous opinions can be cited 

supporting or refuting the jo~ning of the two. Of those arguments 

against the inclusion of general education in vocational programs points 

have been made describing conflict between curricula instruction. 

Similarly, many students are not in favor of required general education 

courses due to personal goals or abilities. The arguments cited in 

favor of a general education inclusion include: (a) occupational 

competence must include general education skills; (b) occupational 

advancement is contingent upon general education proficiencies; and (c) 
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less specific technical skills are needed in non-occupational settings. 

Since it can be assumed that general education will remain a part of the 

vocational education curricula, justification of the inclusion should be 

delivered from the community college clientele, including graduates and 

leavers. 

Amount and Importance of General Education in the Community College 
Occupational Programs 

The Virginia Department of Community Colleges authorizes the award 

of three types of degrees: associate in arts, associate in science, and 

associate in applied science. Each of these degrees requires a minimum 

of 97 credit hours, of which a certain proportion must be devoted to 

general education. The associate in arts and the associate in science 

degree recipients are required to spend approximately 75% of the 97 or 

more course credits in specific components of general education. The 

associate in applied science degree recipients must devote at least 25% 

of their program to general education courses (Beeken, 1982). 

The specific courses that may serve the general education function 

for all three degree programs are not identified in the college catalogs 

(Beeken, 1982). To determine which courses are appropriate to fulfill 

the general education requirements, students consult the departments 

offering their majors, counseling services, or the universities to which 

they will transfer. The required and desired amounts of general 

education in vocational programs differ. 

Amount of General Education in the Vocational Education Curriculum 

Faculty in occupational education as well as employers and 
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consultants have expressed a need for general education as it inculcates 

students with competencies essential for career satisfaction. Perkins 

( 1985) determined that community college personnel and corporate 

employers agreed that approximately one-third of the students' programs 

should consist of general knowledge, skills, and attitude competencies. 

More specifically, communication skills and critical thinking were the 

most highly favored. Furthermore, "capability for vocational 

adjustment, mathematics skills, knowledge of science, and knowledge of 

economics" (p. 120) comprised a second set of competencies believed to 

be important (p. 120). 

Despite the recommendations, most community colleges continue to 

offer traditional general education courses to the occupational 

students. For instance, according to Mapp (1980) slightly over one-

third of the colleges investigated included a wide range of general 

education requirements of occupational students. However, the 

institutions did not always support the goals. Competencies such as 

citizenship, communication skills, and use of leisure time and social 

science courses with little fluctuation for the vocational students. As 

a result, students have been "conditioned to dislike or disregard the 

importance" of the general education curriculum. Furthermore, the idea 

of being forced to take the general education requirements tended to 

keep potential occupational students out of community colleges 

(Crandall, 1975, p. 62). Unfortunately, a tight relationship between 

general education and vocational education has not occurred. "Some 

students enter community college programs of vocational education for 

the sole purpose of preparing for a job and they elect only courses that 
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are related directly to such preparation" (Barlow, 1982, p. 24). 

Kroeger and Brace (1971) also argued that occupational students do not 

want to take general education courses. As a result many of the most 

skilled occupational students often flunk out of their programs for 

failing general education programs. Also, many students ignore the 

potential for developing competencies in other areas. 

Kroeger and Brace ( 1971) found that occupational students were 

required to take too many general education courses. Their study 

indicated that writing courses were required more often than any other. 

Occupational students are in need of courses that improve their reading, 

speaking, and listening skills more than their writing skills. They 

recommend that general education courses be optional for all students. 

Importance of the General Education Curriculum 

A 1973 study reported by Rudolph ( 1977) determined that many 

colleges and universities had a difficult time maintaining the general 

education core. Analyzing a national study, Blackburn et al. ( 1976) 

revealed a gradual decline in the proportion of general education in the 

undergraduate course of study during the 1960s. They observed that in 

1967, 43% of the curriculum constituted general education. 

However, by 1974, this figure was reduced to 33%. Furthermore, the 

"character" of general education programs also changes. Four-fifths of 

the four-year institutions decreased their proportion of "prescribed" 

general education courses. 

Other program personnel, particularly those in the mechanical/ 

engineering technologies, desire a greater amount of technical education 

and less general education than do liberal arts/general education 
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personnel (p. 131). Similarly, with regard to general education 

competencies, mechanical/engineering faculty value critical thinking and 

mathematics very highly, while liberal arts/general education faculty 

emphasize much more than technical faculty a knowledge of art and 

literature. 

Perkins' study ( 1985) revealed other disparities with 

administrative views of general education. He determined that certain 

groups of competencies were regarded as more important than others. Two 

competencies were valued more highly than any others: communication 

skills and critical thinking. Judged least important among the 

competencies were three that appeared to be linked by "humanistic or 

cultural context" (p. 13): (a) employment of fine arts and literature; 

(b) perspective of economic, political, and cultural issues; and (c) 

appreciation of cultural heritage. 

Corporate Employers' Views of the Importance of General Education 

Perkins (1985) determined that there is consensus among employers 

and academic personnel with regard to the amount of general education. 

The corporate employers agreed that about one-third of a total program 

should be devoted to general education. Further, they agreed that the 

greatest amount of emphasis within the general education component 

should be on insuring that graduates demonstrate competence in 

communication and critical thinking. When the responses of employers 

were examined on the basis of affiliation with manufacturing, 

merchandising, or nonprofit enterprises, no differences were found in 

the amount of general education. 

Consistent with Perkins, Meyer (1983) analyzed the views of 28 
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corporate managers regarding essential and desired general education 

competencies. Her study found that employers believe that general 

education competencies are critically important in getting a job and 

being successful on that job. More specifically, the respondents agreed 

that the essential competencies include factual communication skills, 

cognitive skills, inquiry skills, arithmetic skills, communication 

skills, critical reading skills, technical writing skills, and self-

directed skills. Consistent with Perkins' study, Meyer determined that 

historic awareness, cultural background awareness, and literature skill 

were less important in associate degree programs. 

following conclusions were drawn from Meyer's data. 

Generally the 

(1) General education competencies must be identified and 

incorporated in every occupational program. 

(2) General education should be a prescribed program of study for 

all students from a corporate point of view. 

(3) Technical graduates should recognize that employers are 

looking for the adaptive skills of general education, and these skills 

are necessary for success (p. 96). 

Students' Views of the Importance of General Education 

Most of the debate on general education is from the perspectives of 

administrators, faculty, and employers concerning curricular philosophy, 

structures, and subject matter. The revision of general education is 

often conducted by faculty members and administrators without the 

meaningful involvement of students (Gaff, 1980). Therefore, few efforts 

have delved into students' views of general education. 

Cross (1971) stated that students are positively attracted to 
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careers and prefer to learn things that are tangible and useful. They 

tend not to value the academic model of higher education that is "prized 

by faculty but prefer instead a vocational model that will teach them 

what they need to know to make a good living" (p. 159). Thus, they 

select the nonacademic activities and competencies from among the lists 

that are presented to them. 

Using transcript analysis as a research methodology, Beeken (1982) 

investigated student course-taking patterns in general educ a ti on at 

three community colleges in Virginia. The purpose was to discover the 

number and kinds of general education courses actually taken by 

community college students. The data indicated that the programs of 

many students were out of balance, specifically lacking in mathematics 

and science. 

transcripts: 

Two types of general education were evident in student 

one kind of general education was taken by the 

occupational-technical student; another, by the transfer student. The 

number of courses taken in different curricular areas of general 

education was generally related to enrollment status, age, and gender. 

Beeken (1982) observed that about three-fourths or more of the 

credit hours taken by transfer students were in general education. 

Nontransfer students also either met or exceeded the minimum general 

education course requirements. Both completers and noncompleters of 

programs took an average of 13 or 14 courses in general education even 

though the minimum requirement was about eight for associate degrees. 

Beeken noted that the majority of the extra courses above those required 

in general education were most likely taken to fulfill specialized 

course requirements in nontransfer programs. 
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Of the five groups in Beeken's study (transfer completers, transfer 

noncompleters, nontransfer completers, nontransfer noncompleters, and 

noncurricular), noncurricular students took the smallest proportion of 

general education (37 .8%) while transfer completers took the most 

(85.5%). 

London (1978) devoted a great deal of attention to this issue. The 

author's analysis of male, female, and older students offers a different 

view of students' perceptions of general education competencies. 

Generally, all three groups made reference to the need for a "good 

education," including a strengthening of general education skills. 

Recognizing the value of general education, the students were primarily 

concerned with other issues connected to the curriculum: peer pressure, 

failure to succeed, and financing. Further discrepancy of the students' 

perceptions of general education competencies is revealed by Seymour 

(1974). The author, after requesting students to rank order a list of 

competencies, determined that students favored "the broadening of 

outlook, encouragement of critical thinking and increasing general 

knowledge, over the advancement of technical and specialist skills" (p. 

9). 

Gaff and Davis' (1981) study revealed similar findings. The 

researchers determined that a vast majority of students subscribe to the 

goals of general education. That is, a broad general education was 

viewed as very important. Furthermore, four clusters of competencies 

were ranked by students based upon importance. The rankings determined 

that the following were considered "most important" competencies to 

obtain while attending college: 
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(1) to understand one's self concept, motivation, and personality; 

(2) to get along with people; 

(3) to obtain a variety of communication skills; and 

(4) to identify and solve problems. (pp. 114-115) 

Summary: Amount and Importance of General Education in Community 
College Vocational Education Programs 

Shifts in enrollments have resulted in expansion of the vocational 

education curriculum. Today as much as 70% of the total student body is 

enrolled in occupational programs. Thus, the traditional purposes of 

general education are being challenged and the issue of what type of 

general education can best serve the occupational student is being 

debated. 

O'Banion and Shaw (1982) stated that "students' attitudes, 

including resistance to curriculum prescriptions and an overweening 

vocationalism" (p. 66) are not supportive of g.eneral education. 

Students tend not to view general education as a means of providing the 

needed skills necessary for employment upon graduation. Focusing on 

vocational education students, only a small percentage of those enrolled 

in a liberal arts course did so to acquire or improve occupational 

skills. Similarly, very few students were participating in a general 

education course to develop basic learning skills, such as English or 

math. In fact, students who were academically underprepared were less 

likely to enroll, and placed little importance on a general education. 

It is accepted that the amount and importance of general education 

varies. Presently, community college associations and governing boards 

recommend that one-third of the students' education should consist of 
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general education. To comply with this recommendation, administrators 

and faculties require a minimum number of general education courses. 

However, not concerned with numbers of courses, corporate employers look 

for desirable general education competencies. Little is understood how 

the graduates and leavers' views compare to the accreditation 

requirements of the state, the goals of community college personnel, and 

the needs of business and industry. 



Introduction 

CHAPTER 3 

METHODOLOGY 

This study was designed to survey the views of graduates and 

leavers of community college vocational programs as to the importance 

and amount of selected general education competencies. The 

methodological procedures for the study were an extension of Perkins' 

( 1985) investigation of the views of academic personnel and corporate 

employers regarding the desired amount and character of general 

education in two-year occupational programs. 

Perkins' study expressed the desired amount of general education as 

a proportion of the total number of student's credit hours required for 

the associate degree. The desired character of general education was 

determined by academicians and employers' ranking of selected general 

education competencies. In this study, importance of selected general 

education competencies and the optimal amount of general education were 

explored using an adapted Perkins' instrument. 

This chapter describes the methodological procedures for the study 

and includes the research questions, the subjects, the data gathering 

instrument, the data gathering procedures, and analytic treatment of 

data. 

Subjects 

The investigation focused on the views of occupational -technical 
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graduates and leavers of New River Conununity College. Information on 

the following data elements was obtained from New River Community 

College: name, address, sex, age, race, last quarter status (full-

time/part-time), total number of hours completed at New River Conununity 

College, and student's curriculum in last quarter enrolled (see Appendix 

C). As a means of controlling threats to internal and external 

validities and reliability factors, a randomization process was used. 

A minimum of 100 subjects were randomly selected for each of the 

following four cells: (a) AAS graduate, (b) AAS leaver, (c) certificate 

graduate, and (d) certificate leaver. The sampling was restricted to 

New River Conununity College graduates and leavers, as limited by the 

definitions. This sample size appeared possible considering there were 

162 AAS graduates and 102 certificate graduates from New River Conununity 

College in June, 1986. 

Data Gathering Instrument 

Permission was obtained to modify and implement the Perkins' 

instrument. The instrument was modified to negate information 

pertaining to the demography of community college personnel and 

corporate employers. The modified instrument provided instructions 

concerning objectives and intention of the study and instructions for 

completion of the instrument. The survey instrument requested subjects 

to respond to five areas of information: (a) nature of the general 

education background, (b) amount of general education, (c) importance of 

general education competencies, (d) importance and amount of specific 
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general education courses, and (e) demographic information (see Appendix 

A)• 

Information was collected regarding the nature of the subjects' 

general education background. Areas of investigation included general 

education credits received, class size, and instructional techniques 

employed in the general education courses. In addition, the subjects 

were asked to judge the quality of instruction for general education 

courses completed. This information was obtained through use of a 

Likert-type scale. It was not intended that this study include quality 

of instruction as a primary target. 

The subjects were asked to determine the optimal amount of general 

education in occupational programs. The New River Community College 

graduates and leavers rated the following three curriculum components on 

a percentage scale: 

related courses. 

specialty courses, general education courses, and 

The three curricular components and the brief 

descriptions of each were consistent with those outlined by the Carnegie 

Foundation ( 1984) and published in the 1984-85 New River Community 

College student catalog. Subjects were also reminded to check the 

accuracy of the sum on the ratings of the components to yield a total of 

100%. 

A Likert-type scale was employed to determine the importance of 

general education in occupational programs. According to Isaac and 

Michael (1983) the Likert-type or "summated rating scale" seems to be 

the most useful in behavioral research. The respondent is presented 

with a statement in the questionnaire and is asked to indicate whether 

he or she "strongly agrees," "agrees," "disagrees," or "strongly 
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disagrees." The literature (e.g., Babbie, 1979) indicates that the 

above Likert-item response categories have about the same degree of 

intensity as the rest. The varying degrees of intensity for each of the 

separate competencies were summed and averaged to yield an overall 

score. 

The overall scores were not the final product; rather, they were 

used for purposes of an item analysis resulting in selection of the best 

items. Caution was observed in that while a greater variance is 

obtained, there "is a vulnerability of the variance to biasing response 

sets" (Isaac & Michael, 1983, p. 142). Through this procedure, subjects 

ranked the competencies on a numerical scale that was given a "strongly 

agreed" response. 

The · Perkins study offered 13 competencies which employers and 

academicians viewed as essential student outcomes for graduation. 

Verification of these competencies was met through review of the extant 

literature, critical analysis by experts in the field, and by satisfying 

four subjective criteria: (a) discreteness; (b) similar meanings in the 

minds of readers; ( c) the aspect of comprehensiveness; and ( d) 

observable outcomes (Perkins, 1985, p. 56). The 13 competencies cited 

"'in the Perkins study and modified in the proposed study are listed 

below. 

1. Explain basic scientific principles as one foundation for 

civic life. 

2. Explain the personal skills and behaviors which are identified 

with successful vocational employability. 

3. Explain the cultural heritage and history of the United 
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States. 

4. Explain practices which are thought to promote the maintenance 

of personal health and fitness. 

5. Explain the economic principles which affect the roles of 

producer and consumer goods. 

6. Explain economic, political, and cultural issues from a world 

perspective. 

7. Explain the ethical or value dimensions of public policy 

issues and questions. 

8. Explain the primary tenets of American government. 

9. Demonstrate the skills which provide a foundation for 

enjoyment of the fine arts and literature. 

10. Use interpersonal skills which promote the achievement of 

personal and group goals. 

11. Use skills of critical and constructive thinking in the 

identification and solution of problems. 

12. Use quantitative skills including the performance of simple 

algebraic operations in common setting. 

13. Communicate purposefully: listen and read with understanding; 

speak and write with organization. 

In the instrument was a list of general education courses offered 

at New River Community College. Subjects were allowed to complete a 

Likert-type scale indicating the importance placed on an occupational 

program student taking each of the selected courses. The set of courses 

was determined by AAS and certificate program requirements as outlined 

in the 1984-85 New River Community College student catalog. 
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Also incorporated was a section to determine the specific amount 

and kinds of general education courses. The subject was asked to state 

the number of courses taken in each of the given areas. It was intended 

that the responses in this section be correlated with the previous two 

regarding numbers of general education courses taken and importance of 

selected general education courses. Also, authenticity and insight to 

course taking patterns was determined. 

Specific information referring to the graduates' and leavers' 

background characteristics was requested, including purpose upon entry 

to the community college, reasons for taking general education courses, 

employment status, enrollment status, and socioeconomic status. 

Measures were taken to ensure proper coding of specific demographic 

characteristics obtained from New River Community College (see Appendix 

D) • 

Pilot Test 

A pilot test was conducted to detect weaknesses in the instrument. 

The instrument was mailed to selected students and graduates of New 

River Community College. The students and graduates were asked to 

complete the survey instrument and provide reactions and suggestions for 

revision. All subjects involved in the pilot test were interviewed. In 

addition, input from the researcher's committee was obtained. 

Data Gathering Procedures 

The survey instrument was mailed directly to the randomized sample 



68 

of New River Community College's graduates and leavers of occupational 

programs. The researcher established and used a mailing sequence in 

accordance with Dillman's (1978) general recommendations. Participants 

were advised in a cover letter that the survey instrument was coded so 

that the investigator could undertake a second mailing to initial 

nonrespondents (see Appendix E). 

One month after the initial mailing, a post card was sent to each 

of the subjects of the study to serve as a reminder for nonrespondents 

and a thank you note for respondents. At the end of the second week 92 

questionnaires had been returned. 

A second mailing of 308 questionnaires accompanied by a reminder of 

the nature of the investigation was conducted seven days later. 

Seventy-two additional completed questionnaires were returned by the end 

of the initial six-week period. 

At the end of the seventh week, telephone calls were made to the 

236 nonrespondents. Thirty-four percent of the nonrespondents were 

contacted and asked to participate in the study. The 34\ were mailed 

additional surveys which also included a letter stating the purpose of 

the study (see Appendix E). At the end of the eighth week 28 additional 

usable surveys had been obtained, for a combined usable total of 192. 

A series of telephone calls were once again placed to the remainder 

of the nonrespondents. For convenience, the subjects were asked to 

either participate in the study by the original mailing process or via 

telephone. Using Dillman's (1978) guidelines for telephone surveys, 2% 

of the sample provided the information via telephone. An additional 

1.25% of the sample provided the information using the mail survey. By 
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then, 219 (54.75%) surveys had been obtained; 205 (51.25%) proved to be 

usable. 

Analytic Treatment 

A series of descriptive measures were used for computation and 

analysis of the constructs. Means and standard deviations were computed 

for the "amount" and "importance" variables. Further analysis of the 

optimal amount component involved computation of group means and 

standard deviations of the independent variables. Mean values 

representing the views of the groups of participants were then used to 

rank the competencies. Differences were tested using the mean values 

assigned by the three curricular components and general education 

competencies. 

Means and standard deviations were also calculated on the general 

education course-taking patterns and the importance of specific general 

education disciplines. Spearman Rho correlations were calculated on the 

importance of each specific discipline to the number of courses taken 

within that discipline. 

Factorial analyses of variances (ANOVAs) were used to test for 

interactions of selected independent variables as they related to 

dependent measures in the investigation. Scheffe multiple group 

comparative tests were conducted to determine where differences existed. 

Summary 

In this study, the investigator prepared and distributed a five-
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page survey instrument to 400 possible participants. The purpose of the 

survey was to determine and compare the views of New ,1i ver Community 
1( 

College graduates and leavers about the importance and dptimal amount of 

the general education curriculum. The survey employed was an extension 

of Perkins' (1985) investigation of the views of academic and corporate 

personnel regarding the desired amount and character of general 

education in two-year occupational programs. 

Dillman' s ( 1978) mail and telephone survey guidelines were used 

during the nine week data collecting process. A total of 205 (51.25%) 

usable surveys were obtained from the four combined cells: AAS 

graduates, certificate graduates, AAS leavers and certificate leavers. 

Mean percentages were calculated to reflect the amount of general 

education desired by the identified groups of respondents. Means were 

also calculated to reflect the desired emphasis on the stated 13 general 

education competencies. Additional means were determined on the numbers 

of general education courses taken and importance of specific general 

education disciplines. Spearman Rho correlations were determined 

between importance of specific general education disciplines and the 

number of general education courses. Factorial analyses of variance 

(ANOVAs) were used to test for interactions of selected independent 

variables as they related to dependent measures in the investigation. 



Introduction 

CHAPTER 4 

RESULTS 

The underlying purpose of this study was to help improve the 

general education component of the community college curriculum for 

occupational students through the identification of the optimal amount 

of general education and emphasis placed upon general education 

competencies. The following definitions were employed in the study to 

maintain consistency of terms and set desired parameters. Community 

college graduate refers to the student who received either an associate 

in applied science degree or an occupational certificate degree from New 

River Community College (NRCC) in June, 1985. Community college leaver 

refers to the student enrolled in either an associate in applied science 

or occupational certificate degree curriculum starting the Fall Quarter, 

1983 and who did not graduate from New River Community College and was 

not enrolled at New River Community College during the 1986 academic 

year. General education is what all individuals granted an associate or 

certificate degree have in common in terms of the development of 

knowledge, attitudes, values, and skills to enhance their participation 

in social, technological and cultural environments. These courses carry 

a nonoccupational course prefix. 

The population consisted of 262 graduates and 677 leavers of 

associate in applied science or vocational certificate programs at New 

River Community College. Selected demographic information was provided 

71 
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on all of the graduates and leavers by New River Community College (see 

Appendix D). These data were coupled with data collected using a survey 

instrument (see Appendix A). One hundred subjects were randomly 

selected for each of the following cells: (a) AAS graduates; (b) AAS 

leavers; (c) certificate graduates; and (d) certificate leavers. 

Using Dillman's (1978) mail survey technique, a 54% return rate was 

obtained during the nine-week data gathering period. It was determined 

that 3.75% of the returns were not usable, thus resulting in a 51.25% 

usable rate. The respondents included 55 ( 26. 6%) AAS graduates, 49 

(23.9%) AAS leavers, 54 (26.3%) certificate graduates, and 47 (22.9%) 

certificate leavers. Goodness of fit tests were employed using Chi-

square and One-way ANOVAs to compare the population and the respondents, 

and between the nonrespondents and respondents. No significant 

differences were found at the .05 level for the following demographic 

variables: age, gender, race, grade point average, and enrolled 

curriculum. Therefore, it was concluded that a representative sample of 

respondents was obtained. 

This chapter reports data related to the following concepts: (a) a 

profile of subjects, (b) proportions of curriculum devoted to general 

education, (c) differences between optimal levels of general education, 

(d) importance of selected general education courses, (e) differences in 

importance of selected general education competencies, and (f) influence 

the general education component has on program completion. These 

sections align with the study' s research questions instrumentation. 

Each of the selections includes a narrative description of findings, a 

tabulation display of data, and a report of statistical tests employed. 
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Summary, conclusions, and recommendations follow in Chapter S. 

Profile of Subjects 

Demographic information was collected on the graduates and leavers 

of occupational programs. These demographic variables included age, 

race, gender, and GPA. The purpose upon entry to the community college, 

reason for taking general education courses, enrollment status, and 

program enrollments were also collected. 

Data pertaining to age, race, gender, and GPA are reported in Table 

1. The sample group of AAS graduates was comprised of 58.2% male and 

41.9% female. In contrast, certificate graduates were 31.4% males and 

68.6% female. Likewise, graduate groups had a higher mean value for GPA 

than did the two leaver groups. 

Table 2 displays data related to purpose of enrollment, reason for 

taking general education courses, and enrollment status. Percentages 

were computed on the purpose of enrollment upon entry to the community 

college. Approximately 94% of the AAS graduates entered the community 

college intending to complete the AAS degree. The AAS leavers group 

reported 10.2% dropping from one-year certificate programs to the two-

year. Certificate degree students had the highest amount of transfer 

from two-year AAS degrees to the one-year certificate degrees. 62.7% of 

certificate graduates stated that their original intention was to 

graduate with an AAS degree; 34.1% of the certificate leavers had 

reported the same. Approximately one-third of certificate leavers 

dropped from the two-year occupational degree program to the one-year. 



Table 1 

Comparison of Selected Profile Characteristics by Occupational Students 

AAS Graduates AAS Leavers Certificate Gradudtes Certificate Leavers 
(!'! = SS) (!'! = 49) (!'! = S4) (!'!= 47) 

Profile 
Characteristics x SD x SD x SD x SD 

-..J 
~ 

Age 22.98 7.38 28.0 7.29 30.96 8.27 27.92 7.16 

Race 1.00 .ooo 1.04 .204 1.03 .169 1.07 .264 

Gender l.S8 .498 1.48 .sos 1.31 .469 1.41 .499 

GPA 3.26 .sos 2.83 .812 3.09 .607 2.66 .767 



Occupational 
Students 

AAS Graduate 
( !:!. = 55) 

AAS Leaver 
( !:!. = 49) 

Certificate 
Graduate 
( !:!. = 54) 

Certificate 
Leaver 
(!:!_= 47) 

Table 2 

Comparison of Program Enrollments, General Education Courses Taken, 
and Enrollment Status by Occupational Students 

Purpose of Reason for taking Enrollment 
enrollment general education courses status 

Personal None Full Part 
AAS Cert. Required interest taken time time 

94.5 5.5 87.3 7.3 3.6 80.0 20.0 

79.6 10.2 75.5 10.2 8.2 46.9 53.1 

62.7 29.4 74.5 11.8 7.8 47.1 52.9 

34.1 51.2 68.3 17.1 9.8 43.9 56.1 

*Significant at .05 

g-value 

.001* ""' \.J1 
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The majority of respondents stated that the reason for taking 

general education courses was due to program requirements; 87.3% of AAS 

graduates took general education courses to fulfill requirements. In 

contrast, 68.3% of certificate leavers stated that general education 

courses were taken due to program requirements. Certificate graduates 

and AAS leavers took general education courses because of personal 

interest, 11.8% and 10.2% respectively. However, 17% of the certificate 

leavers responded that enrollment in the general education courses was 

because of personal interest. 

The data support that AAS and certificate leavers reported the 

highest percentage of no general education courses taken, 8.2% and 9.8%. 

Only 3. 6% of AAS graduates stated that none of the courses were 

completed. 

Information on enrollment status was collected. Percentages were 

computed on enrollment status in terms of full-time and part-time 

attendance. Three of the four groups, consisting of AAS leavers, 

certificate graduates and certificate leavers were enrolled part-time. 

In contrast, only 20% of the AAS graduates were enrolled mainly part-

time. 

Data were collected on program enrollments of occupational 

graduates and leavers (see Table 3). The largest percentages of AAS 

graduate enrollments were in electronics and instrumentation, 

respectively. The second largest group of AAS graduates was in 

secretarial science and business. The largest AAS leaver enrollments 

were in business programs. Accounting, drafting, and machine technology 

constituted the second largest group for AAS leavers. 



Table 3 

Percentage of Program Enrollment by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
<! = 55) <! = 49) <! = 54) <! = 47) 

% % % % 

Business 10.9 32.7 5.9 2.4 

Secretarial 10.9 4.1 11. 7 9.7 

Instrumentation 18.2 4.1 8.0 o.o 
-...J 
-...J 

Electronics 27.3 4.1 2.0 2.4 

Accounting 3.6 10.2 4.0 2.4 

Drafting 3.6 8.2 3.9 o.o 

Machine Technology 3.6 8.2 o.o o.o 

Computer Machine 1.8 o.o 7.8 53.7 

Career Studies o.o o.o 35.3 o.o 

Child Care 3.6 6.1 2.0 2.4 

Welding o.o o.o 3.9 4.9 

Other 16.5 22.3 23.5 22.1 
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Programs of enrollment for certificate graduates and leavers also 

varied. Certificate graduates were primarily enrolled in career 

studies, secretarial science, computer machines, and business, 

respectively. In contrast, the largest group of certificate leavers was 

in computer machines. Enrollments in secretarial science, welding, 

child care, business, electronics and accounting, constituted the next 

largest group of program enrollments. 

Proportion of Curriculum Devoted to General Education 

Actual amounts of general education completed were examined to 

determine if any differences existed within the AAS and certificate 

degrees. Respondents were asked to provide the number of total hours 

completed and the number of general education hours completed. 

Proportions of the curriculum in general education were subsequently 

calculated. 

Means and standard deviations of subjects' total credits and 

general education credits were compiled and are illustrated in Table 4. 

A breakdown of the four groups indicates that high proportions, ranging 

from 31.6% to 40.6%, of general education were taken by each of the 

occupational groups. The two AAS groups of students completed 

approximately one-third (32%) of their course work in general education. 

In comparison, the certificate graduates and leavers reported completing 

a higher percentage of general education credits with respect to total 

credits. Certificate graduates indicated that 34.4% of the credits 

taken were classified as general education credits. Certificate leavers 



Table 4 

Comparison of Total Credits and General Education Credits 

Completed by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(~ = 55) (~ = 49) (~ = 54) (~ = 47) 

....... 
Credits Completed x (%) SD x (%) SD x (%) SD x (%) SD \0 

Total credits 
completed 109.2 40.4 80.2 56.9 68.0 39.9 41.8 34.5 

General 
education 
credits 
completed 34.8 (31.6) 24.9 25.4 (32.1) 18.0 23.4 (34.4) 21.4 17.0 (40.6) 22.3 



80 

reported completing an even higher percentage (40.6%). 

Differences Between Optimal Levels of General Education 

Subjects were asked to indicate the optimal amounts of the 

associate and certificate program requirements by three curricular 

components including specialty courses, general education courses, and 

related courses. As a means of distinguishing the optimal amounts, all 

respondents assigned a percentage value to the three areas. Means and 

standard deviations were computed (see Table 5). 

The percentages for specialty requirements ranged from 50.6% for 

certificate graduates. to 59. 9% for AAS graduates. In contrast, 

certificate graduates placed more emphasis (29.4%) on the amount of 

general education than the other three groups. AAS graduates indicated 

that approximately one-fourth of their program requirements should be in 

the general education component. Percentages of related courses ranged 

from 20% for certificate graduates to 15.6% for AAS graduates. Using an 

ANOVA, no significant differences were determined between the four 

groups on the amount of specialty, general education, and related course 

requirements for occupational programs. 

Importance of General Education Courses 

Participants in the study were asked to rate the importance of 

selected general education courses in occupational programs. A three-

point Likert-type scale was used as a means of determining the degree of 

intensity (see Table 6). To illustrate differences and consistencies in 



Table 5 

Comparison of Desired Curriculum Percentages Assigned by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(~ = 55) (~ = 49) (~ = 54) (~ = 47) 

Curriculum - x x x Components x SD SD SD SD P-value 00 ...... 

Specialty 
courses 59.9 16.9 54.7 18.8 50.6 17.5 54.5 18.3 .063 

General educa-
tion courses 24.6 14.0 28.5 14.9 29.4 15.6 26.4 14.5 .344 

Related 
courses 15.6 10.2 17.6 8.6 20.0 12.1 19.2 9.4 .147 



Table 6 

Comparison of Importance of General Education Courses by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
<t! = 55) <t!= 49) <t!= 54) (t! = 47) 

Importance Importance Importance Importance x SD x SD x SD x SD P-value 

Art 1.74 .479 1.33 .477 1.32 .474 1.54 .558 .184 
Biology 1.60 .603 1.65 .482 1.82 .608 1.86 .585 .122 
Chemistry 1.88 .627 1.58 .498 1. 71 .502 1.81 .569 .052 
Drama 1. 78 .764 1.82 .806 1.83 .696 1. 75 .683 .970 
Economics 2.05 • 772 2.19 .619 2.39 .562 2.46 .555 .018* 00 

N 

English 2.56 .608 2.66 .562 2.57 .617 2.63 .633 .837 
General Studies 1.51 .644 1.58 .748 1. 76 .786 1. 76 .675 .241 
Geology 1. 72 .701 1.84 .631 1.84 .666 1.86 .578 .646 
Government 2.17 .767 2.30 .591 2.12 .640 2.33 .621 .262 
Health 1.84 .607 1.97 .614 2.10 • 729 2.18 .563 .148 
History 1.90 .806 1.97 .657 2.08 • 725 2.18 .563 .248 
Mathematics 2.78 .507 2.65 .677 2.63 .698 2.43 • 718 .152 
Music 1.32 .550 1.32 .560 1.29 .504 1.56 • 728 .176 
Religion 1.41 .606 1.56 .583 1.39 .536 1.50 .604 .495 
Physical 

Education 1.65 .653 1.91 .812 1. 76 .598 1. 73 .652 .335 
Physics 2.26 .751 1. 76 .673 1.85 .684 1. 73 .644 .003* 
Psychology 1.86 .687 2.15 .666 2.06 .626 2.07 .587 .094 
Sociology 1. 72 .666 2.04 .665 1.91 .613 2.05 .655 .050 

*Significant at .05 
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in the ratings of general education courses, the courses were grouped on 

the basis of their mean scores. A scale was arbitrarily devised which 

distinguished levels of intensity by a .50 margin and are as follows: 

2.5 - 3.0, highest level of intensity; 2.0 - 2.49, upper middle; 1.50-

1.99, lower middle; and 1.00 - 1.49, lowest level of intensity. The 

occupational students' ratings of general education courses by the 

levels of intensity are displayed in Table 7. 

The four groups were consistent in rating English as the most 

important course. Mathematics was grouped with the highest third of 

important courses by all respondents, except certificate leavers. 

Government and economics were rated by all subjects within the upper 

middle group. Although all respondents rated economics within the upper 

middle group, AAS graduates rated the course significantly lower (2.05) 

than the other three groups. The majority of the courses were 

categorized within the lower middle group. Certificate graduates rated 

eight courses within the same scale. Art and music were consistently 

within the lowest di vision for all respondents except certificate 

leavers who had no ratings in the 1.00 - 1.49 scale. 

Importance of Selected General Education Competencies 

Participants in the study were asked to indicate the emphasis that 

should be placed on each of thirteen general education competencies. 

The competencies are student learning outcomes of a two-year 

occupational curriculum. Respondents rated the competencies via a four-

point Likert-type scale to indicate the degrees of intensity. In this 

context, the data in Table 8 illustrate the emphasis given to each of 



Table 7 

Comparison of Ratings on Importance of General Education Courses by Occupational Students 

Scale 

2.5 - 3.0 
highest 
importance 

2.0 - 2.49 
upper-middle 
importance 

1.50 - 1.99 
lower-middle 
importance 

1.00 - 1.49 
lowest 
importance 

AAS Graduates 
(! = 55) 

Mathematics 
English 

Physics 
Government 
Economics 

History 
Chemistry 
Psychology 
Health 
Drama 
Sociology 
Physical Ed. 
Geology 
Biology 
General Studies 

Religion 
Art 
Music 

AAS Leavers 
(! = 49) 

English 
Mathematics 

Government 
Economics 
Psychology 
Sociology 

Physical Ed. 
Health 
History 
Geology 
Drama 
Physics 
Biology 
Chemistry 
General Studies 
Religion 

Art 
Music 

Certificate Graduates 
(! = 54) 

Mathematics 
English 

Econc;>mics 
Government 
Health 
History 
Psychology 

Sociology 
Physics 
Geology 
Drama 
Biology 
Physical Education 
General Studies 
Chemistry 

Religion 
Art 
Music 

Certificate Leavers 
(! = 47) 

English 

'Economics 
Mathematics 
Government 
Health 
History 
Sociology 
Psychology 

Geology 
Biology 
Chemistry 
General Studies 
Drama 
Physics 
Physical Education 
Music 
Art 
Religion 

00 
~ 



Table 8 

Comparison of Importance of General Education Described by Competencies by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(~ = 55) (~ = 49) (~ = 54) (~ = 47) 

-Competencies x SD x SD x SD x SD P-ratio 

Knowledge of 
Science 2. 72 .732 2.56 .655 2.78 .737 2.73 .693 .442 

Vocational 
Adjustment 3.31 .609 3.41 .49B 3.50 .647 3.40 .545 .451 

Knowledge of 
History 2.63 • 77B 2.62 .7B9 2.66 .79B 2. 77 .69B .744 

Knowledge of 00 
LJ'1 

Health & Fitness 2.90 .646 2.83 .724 2.BO .B57 2.64 • 778 .BB6 
Knowledge of 

Economics 3.05 .750 3.06 .697 2.93 .747 3.26 .742 .1B4 
Global Perspective 2.Bl .722 2.89 • 729 2.80 .BOB 2.89 .882 .690 
Ethical Perspective 2.65 • 775 2.67 .701 2.62 .780 2.BO .75B • 716 
Political Awareness 2.90 .727 2.93 .633 2.67 .774 2.92 .755 .1B2 
Knowledge of Art 

& Literature 2.30 .B36 2.51 • 71B 2.60 .782 2.64 • 778 .217 
Human Relation 

Skills 3.20 .650 3.35 • 729 3.20 .535 3.27 .452 .273 
Critical Think-

ing Skills 3.37 .623 3.5B .49B 3.44 .577 3.5B .499 .131 
Mathematical Skills 3.32 .640 2.91 • 710 3.0B .752 3.22 .759 .027* 
Communication Skills 3.61 .623 3.64 .4B3 3.64 .59B 3.6B .610 .982 

*Significant at .05 
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the competencies. 

Analyses of means and standard deviations revealed that all 

respondents rated communications skills and critical thinking skills 

within the most important group of competencies. AAS graduates also 

placed high importance on mathematics skills, vocational adjustment, and 

human relation skills, ranging from 3. 20 to 3. 32. A second group of 

less important competencies (2.81 - 3.05) included knowledge of 

economics, political awareness, knowledge of health and fitness and 

global perspectives. A third group of competencies including knowledge 

of science, ethical sensitivity, knowledge of history, and knowledge of 

art and literature were rated as lowest (2.30 - 2.72). 

AAS leavers rated human relation skills within the group of the 

most important competencies. Likewise, in only two ratings did the 

level of importance vary among the four groups. Mathematics skills were 

viewed as less important to AAS leavers than to AAS graduates. 

Similarly, knowledge of science was rated as a less important competence 

in contrast to the ratings of AAS graduates. 

Computation of means and standard deviations of responses from 

certificate graduates revealed similar results. Also within the group 

of highest rated competencies was vocational adjustment ( 3. 50). 

Although mathematics was rated as important (3.08), the mean score was 

more consistent with AAS leavers than with AAS graduates. The three 

competencies rated the lowest by certificate graduates were knowledge of 

art and literature, ethical perspective, and knowledge of history (2.60 

- 2.66). Political awareness was viewed as a less important competence 

to certificate graduates than to AAS graduates and leavers. 
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The rankings of certificate leavers were similar to those of AAS 

leavers. The group ranked as most important the same four competencies 

as the AAS leavers with communication skills and critical thinking 

ranked one and two, respectively. The ranking of mathematics skills was 

given higher importance, consistent with AAS and certificate graduates, 

as opposed to AAS leavers. The three competencies ranked lowest by 

certificate leavers and consistent with the other three groups of 

students were knowledge of history, ethical sensitivity and knowledge of 

art and literature. 

Results of ANOVAs revealed a significant difference for only one 

competence. Importance placed on mathematics skills was significant at 

.OS. A Scheffe multiple comparative groups test was used to determine 

differences between the four cells. Difference in the importance of 

mathematics skills exists between AAS graduates and AAS leavers. 

Influence of General Education on Program Completion 

This study sought to determine whether the general education 

component in occupational programs had an influence on program 

completion. The respondents' views on additional variables that could 

affect program completion were examined including: (a) class size, (b) 

instructional activities, and (c) instructional quality. Additional 

analysis focused on (d) a comparison of elective and required general 

education credits completed, ( e) a comparison of actual amounts taken 

and desired amounts of general education credits, and (f) relationships 

between importance and number of general education courses taken. 
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Class Size 

Respondents were asked to estimate the average class size of 

general education courses completed. A breakdown of the data in Table 9 

indicates that the majority of associate degree respondents experienced 

class sizes of 20-29 students. Certificate graduates and leavers 

responded that the general education courses completed had fewer 

students, with similar averages between 10-19 and 20-29. 

Instructional Activities 

Using a five-point Likert-type scale, participants in the study 

were asked to indicate the frequency of instructional activities 

employed by the instructor. Means and standard deviations were computed 

on the thirteen cited activities displayed in Table 10. The data 

indicate that lecture was used more than two to three times per week in 

the general education courses by all four groups. Class discussion was 

the second most frequently used activity, followed by 

quizzes/examinations, use of audio visual aids, and student 

presentations. The least frequently used activities consistent 

throughout the four groups were field trips, peer teaching, and use of 

simulation and games. 

An analysis disclosed that AAS leavers experienced class 

discussions less frequently than the other three groups. Secondly, the 

use of individualized instructional techniques were employed less 

frequently with AAS leavers. Furthermore, certificate graduates 

encountered individualized instruction about once per week in contrast 

to the associate degree students and certificate leavers who stated that 

individualized instruction was used less than once per week. Finally, 



Table 9 

Comparison of General Education Class Sizes by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(!'! = SS) (!'! = 49) (!'! = S4) (!'! = 47) 

Class size ' % % % 

00 
\0 

1 - 9 1.8 o.o 7.8 2.4 

10 - 19 20.0 32.7 3S.3 41.S 

20 - 29 60.0 51.0 39.1 41.5 

30 - 49 10.9 10.2 5.9 7.3 

SO or more 3.9 o.o 2.0 4.9 



Table 10 

Comparison of Frequencies of Instructional Activities in 

General Education Courses by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(~ = 55) (~ = 49) (~ = 54) (~ = 47) 

Instructional 
Activity x SD x SD x SD x SD P-value 

Lecture 4.52 .652 4.24 .802 4.34 .834 4.24 .983 .301 
Guest Lecturers 1.68 .629 1.60 .623 1.82 .644 1. 79 .946 .657 
Student 

Presentation 2.48 .930 2.24 .743 2.51 .970 2.63 1.160 .248 
Class Discussion 4.23 1.140 3.73 1.120 4.18 .794 4.25 1.030 .049* '° 0 
Audiovisual Aids 2.91 1.030 2. 71 .843 2.81 1.020 2.65 1.110 .646 
Simulation/Games 1. 73 .976 1.65 .782 1. 73 .860 1.84 .939 .857 
Field Trips 1.38 .534 1.25 .492 1.50 .647 1.45 .794 .353 
Quizzes/Examina-

tions 2.97 .675 2.91 .626 2.97 .801 3.08 • 770 .631 
Laboratory 

Experiments 2.47 1.360 1.95 1.080 2.56 1.330 2.12 1.160 .170 
Individualized 

Instruction 2.44 1.310 2.17 1.170 3.00 1.370 2.78 1.340 .021* 
Computer Assisted 

Instruction 1.57 1.110 1.63 1.080 1.62 1.100 2.43 1.450 .003* 
Peer Teaching 1.82 1.010 1.68 .780 1.84 1.040 2.26 1.100 .093 
Project/Term 

Papers 2.14 .608 2.07 .469 2.05 .837 2.24 .872 .838 

*Significant at .05 
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computer assisted instruction was used in general education courses less 

than once per week for AAS graduates, AAS leavers and certificate 

graduates. However, certificate leavers indicated that the same mode of 

instruction was employed approximately once per week. 

Instructional Quality 

Using a five-point Likert-type scale, subjects were asked to rate 

the quality of instruction in the general education courses completed. 

The courses were categorized by divisions: social sciences, humanities, 

physical sciences, behavioral sciences, and fine arts. The data in 

Table 11 reveal that all groups rated the divisions above the "fair" 

range. Significant differences were found among the groups in rating 

instruction in the physical sciences. 

Results of ANOVAs and Scheffe multiple comparative groups test 

identified that significant differences existed between the ratings of 

instructional quality of AAS leavers and certificate graduates. 

Significant differences (E, < .OS) were also found between the ratings of 

AAS graduates and certificate leavers regarding the physical sciences. 

The ratings of the AAS leavers and certificate graduates were lower 

(3.85 and 3.92, respectively). 

Elective and Required General Education 

Participants were asked to distinguish how many of their general 

education courses were taken due to program requirements or electives. 

Table 12 displays the computed means and standard deviations. The 

breakdown of the groups indicates that each group completed general 

education courses, ranging from 17. 5 credit hours for certificate 

leavers to 36.2 credit hours for AAS graduates. Further, the majority 



Table 11 

Comparison of Instructional Quality in General Education 

Divisions by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(! = 55) (! = 49) (! = 54) (! = 47) 

Divisions x SD x SD x SD x SD P-value 

Social Sciences 4.10 .795 3.97 .753 4.12 .927 4.26 .667 .390 

Humanities 3.92 .917 4.05 .780 4.18 .882 4.42 .573 .405 \0 
N 

Physical Sciences 4.20 • 729 3.85 .525 3.90 1.290 4.20 .561 .035* 

Biological 
Sciences 4.18 .750 3.85 .854 3.92 1.110 3.92 1.010 .534 

Fine Arts 4.23 .664 3.41 .870 3.90 1.190 3.83 1.030 .210 

*Significant at .OS 



Table 12 

Comparison of Elective and Required General Education 

Credit Hours by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(~ = 55) (~ = 49) (~ = 54) (~ = 47) 

'° x SD x SD x SD x SD w 

Required 33.16 23.10 24.10 17.90 22.80 20.30 14.60 19.30 

Elective 3.12 7.12 3.00 6.74 3.41 10.00 2.91 5.50 

Total 36.28 27.10 26.21 17.51 
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of general education courses completed by each group was required, 

ranging from 14.6 credit hours for certificate leavers to 33.16 credit 

hours for AAS graduates. Although all respondents completed elective 

hours in general education (ranging from 2.19 to 3.41 credit hours) 

fewer elective credit hours were taken by the leaver groups than the 

graduate groups. 

General Education Amount 

Percentages were computed on the actual amount of general education 

courses taken and the amount of general education desired in relation to 

total program requirements of occupational students. The comparison 

involved the use of a dependent T-test. The procedure eliminated all 

respondents who had missing data in either of the two variables, "actual 

amount taken" or "optimal amount." Therefore, the number of respondents 

within each cell and the proportions of actual amount of general 

education taken varied from earlier analysis. 

Table 13 shows that the four groups of respondents took more 

general education than they desired. The certificate graduates ( 38%) 

and leavers ( 42%) completed a higher percentage of general education 

courses than associate degree graduates (30.8%) and leavers (35%). 

Certificate grad'Uates completed more than one-third o~ their work in 

general education while desiring approximately 29%, resulting in a 5% 

difference in program requirements. Certificate leavers, in contrast, 

completed over 42% of the total credits in general education while 

desiring 26%, a 16% difference. Thirty-one percent of AAS leavers' 

courses were within the general education component while desiring only 

28.5%, a 3% dispersion. Consistent with the actual percentage of 



Table 13 

Comparison of Actual Amounts of General Education Completed 

and Optimal Amounts by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(!f = 55) (!'! = 49) (!f = 5·4) (!'! = 47) 

% % % % P-value 
I 

\0 
VI 

Actual amount of 
general educa-

.1920 .\ tion completed 31.800 31.000 38.500 42.200 

Optimal amount 
of general 
education 24.900 28.500 28.600 26.100 .3438 

P-value .053 .329 .030* .016* 

*Significant at .05 

ll 
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general education courses taken by AAS leavers, AAS graduates completed 

31.8% although desiring less that one-fourth of the same requirements, 

resulting in a 7% difference. 

Importance of General Education 

The subjects were asked to rate the importance of selected general 

education courses, scored on a three-point Likert-type scale. Also 

information on the actual numbers of specific courses completed was 

given. The Spearman Rho technique was used to calculate correlations 

between the two values. Table 14 displays the means on importance and 

numbers of general education courses completed and the correlations 

between the two variables. 

general education courses. 

Table 15 shows the ranking of specific 

The data indicate that mathematics, English, and economics were the 

most frequently taken general education courses. An ANOVA revealed no 

significant differences at the .OS level on the number of mathematics, 

English, or economics courses taken among the four groups. Correlations 

with importance, however, revealed that little relationship exists with 

the importance of general education courses and the number of general 

education courses completed. 

Additional breakdowns revealed similarities between importance and 

number ' of courses taken. Responses of AAS graduates showed that 

psychology, health, general studies, and government were within a second 

group of frequently taken courses. Psychology and health were rated 

less important, thus they received a low to no correlation coefficient 

(.00 to .19). The courses that were least taken by AAS graduates were 

music, chemistry, art, and geology. These courses were also rated low 



Table 14 

Correlation on Importance of General Education Courses 

and Numbers of General Education Courses Taken by Occupational Students 

AAS Graduates AAS Leavers Certificate Graduates Certificate Leavers 
(~ = 55) (~ = 49) (~ = 54) (~ = 47) 

Imper- Imper- Imper- Imper-
tance # Corr. tance # Corr. tance # Corr. tance # Corr. 

Course x x x x x x x x x x x x 

Art 1.34 .314 .215 1.33 .167 .001 1.32 .159 .213 1.54 .457 .100 
Biology 1.60 .370 .012 1.65 .488 .135 1.82 .333 .073 1.86 .371 .335 
Chemistry 1.88 .259 .266 1.58 .186 .485 1.71 .227 .097 1.81 .114 .335 \0 

....... 
Drama 1. 78 .725 .006 1.82 .537 .012 1.83 .395 .015 1. 75 .400 .020 
Economics 2.05 1.090 .016 2.19 .932 .115 2.34 .936 .175 2.46 .743 .ooo 
English 2.56 1.580 .135 2.66 1.530 .010 2.57 1.210 .243 2.63 1.110 .404 
General Studies 1.51 .885 .297 1.58 .884 .483 1. 76 • 717 .141 1.76 .514 .369 
Geology 1. 72 .278 .398 1.84 .273 .125 1.84 .267 .170 1.86 .229 • 277 
Government 2.17 .889 .381 2.30 .930 .030 2.12 • 778 .130 2.33 .600 .370 
Health 1.84 .889 .089 1.97 .651 .031 2.10 .659 .001 2.18 .486 .351 
History 1.90 .574 .035 1.97 .605 .424 2.08 .644 .308 2.18 .429 .403 
Mathematics 2. 78 1.640 .ooo 2.61 1.630 .270 2.63 1.290 .002 2.43 1.000 .053 
Music 1.32 .226 .060 1.32 .233 .098 1.29 .244 .214 1.56 .286 .284 
Religion 1.41 .315 .004 1.56 .349 .005 1.39 .156 .257 1.50 .171 .365 
Physical 

Education 1.65 .925 .053 1.91 1.000 .013 1. 76 .565 .012 1.73 .400 .475 
Physics 2.26 1.010 .ooo 1. 76 .302 .113 1.85 .156 .150 1.73 .086 .252 
Psychology 1.86 .849 .004 2.15 .884 .ooo 2.06 .917 .007 2.07 .600 .054 
Sociology 1. 72 .519 .002 2.04 .548 .083 1.91 .521 .180 1.05 .429 .036 
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Table 15 

Comparison of Correlation on Importance and Numbers of 

General Education Courses Completed by Occupational Students 

AAS Graduates 

(!!_ = 55) 
Correlation 
Coefficients Courses 

Lower high 
positive and 
above 
.60 - 1.00 

Positive 
.40 ~ 5.9 

Upper low 
positive 
.20 - .39 

Low 
positive 
.03 - .19 

No 
systematic 

Geology 
Government 
General Studies 
Chemistry 
Art 

English 
Health 
Music 
Physical Ed. 
History 

Economics 
Biology 
Drama 
Religion 
Psychology 
Sociology 
Physics 
Mathematics 

AAS Leavers 

(!!_ = 49) 

Courses 

Certificate 
Graduates 

(!!_ = 54) 

Courses 

Chemistry 
General Studies 
History 

Mathematics 

Biology 
Geology 
Economics 
Physics 
Music 
Sociology 
Health 
Government 

Physical Ed. 
Drama 
English 
Religion 
Art 
Psychology 

History 
Religion 
English 
Music 
Art 

Sociology 
Economics 
Geology 
Physics 
General Studies 
Government 
Chemistry 
Biology 

Drama 
Physical' Ed. 
Psychology 
Mathematics 
Health 

Certificate 
Leavers 
(!!_= 47) 

Courses 

Physical Ed. 
English 
History 

Government 
General 

Studies 
Religion 
Health 
Chemistry 
Biology 
Music 
Geology 
Physics 

Art 
Psychology 
Mathematics 
Sociology 

Drama 
Economics 
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in importance. 

The second most frequently taken courses by AAS leavers were 

psychology, government, physical education, and general studies. 

General studies was rated with an equally high level of importance. 

This resulted in a positive correlation. However, no relationship 

existed between importance and number. The fewest number of courses 

taken by AAS leavers were chemistry, music, geology, and physics. 

Correlations between importance and number were from .03 to .59. 

Computations on certificate graduates resulted in similar findings. 

The groups of the second most frequently taken general education courses 

consisted of psychology, government, general studies, health, and 

history. However, the ratings of importance varied. As such, 

psychology, government, general studies, and heal th had no to low 

relationships (.00 to .19). History was given an above average rating 

of importance and had a stronger relationship than the other (.30). The 

least taken courses by certificate graduates were chemistry, physics, 

religion, music, and art. Generally, these courses also tended to 

receive low ratings on importance, with .03 to .39 surfacing. 

The group of second most frequently taken courses by certificate 

leavers was comprised of government, psychology, and general studies. 

The three disciplines had stronger correlations with the number of 

courses taken ranging from • 05 to • 37. Physics, chemistry, geology, 

music, and biology were taken less frequently. The correlation between 

number and importance was relatively high, ranging from .20 to .39. 
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Summary of Findings 

The intent of the study was to determine and compare the beliefs 

about the amount and importance of general education in occupational 

programs. As a means of accomplishing this, six areas of concentration 

were investigated: (a) profile of students, (b) proportions of 

curriculum devoted to general education, (c) differences between optimal 

levels of general education, ( d) importance of selected general 

education courses, ( e) importance of selected general education 

competencies, and ( f) influence general education has on program 

completion. The findings within the six areas are outlined below. 

1. AAS graduates were primarily enrolled in electronics and 

instrumentation while AAS leavers were in business and accounting. 

2. Certificate graduates were predominantly enrolled in career 

studies and secretarial sciences programs. Certificate leavers were 

primarily enrolled in computer machines programs. 

3. Certificate degree students experienced the highest level of 

program transfer and frequently moved from degree programs to 

certificate programs. 

4. Fifty percent of AAS leavers, certificate graduates and 

certificate leavers were enrolled as part-time students for the majority 

of their attendance. This is in contrast to 20% of AAS graduates. 

Analysis of the four sample groups on the proportion of the 

curriculum devoted to general education revealed the following findings: 

1. The two AAS degree groups completed approximately one-third of 

their course work in general education. 
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2. Certificate graduates and certificate leavers completed a 

higher proportion of general education than AAS students. 

Findings on differences between optimal levels of general education 

are as follows: 

1. The percentages for optimal requirements for the specialty 

component ranged from 50.6% for certificate graduates to 59.9% for AAS 

graduates. 

2. Certificate graduates placed more emphasis on the optimal 

amount of general education than the other three groups. 

3. Percentages of related course requirements ranged from 15.6% 

for AAS graduates to 20% for certificate graduates. 

Participants in the study were asked to rate the importance of 

selected general education courses. The findings are as follows: 

1. English, mathematics, government and economics were rated 

within the highest third of important courses. 

2. Courses within the fine arts division including art and music 

were consistently rated low by all groups. 

3. Science courses, including biology, geology, physics, and 

chemistry, were rated low in importance. 

4. Mathematics was viewed as less important by AAS leavers than 

by AAS graduates, certificate graduates and certificate leavers. 

5. Significant differences were identified on the ratings for 

economics. Certificate leavers viewed economics as important while AAS 

graduates rated it less important. 

6. Significant differences were found with the importance of 

physics. AAS graduates rated the discipline significantly higher than 
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the other three groups. 



Chapter 5 

Findings, Conclusions, and Recommendations 

Introduction 

General education in the past few years has received serious 

attention in community colleges. The Virginia Community College System 

has determined that general education will remain a significant 

component within the community college curriculum. As a result, 

numerous steps have been taken to determine desirable outcomes and 

program requirements in terms of general education within occupational 

programs. However, assessment efforts have predominantly focused on the 

views of college administrators, educators, and governing authorities. 

Few attempts have been made to investigate the opinions of community 

college students with regard to general education as an occupational 

program requirement. Therefore, this study sought to determine the 

views of community college graduates and leavers of associate in applied 

science and certificate degree programs regarding the optimal amount and 

importance of general education in the occupational curriculum. 

The research questions posed in this study included: 

1. What proportions of the occupational curriculum were devoted 

to general ~ducation by AAS graduates and leavers and certificate 

graduates and leavers; 

2. What are the differences between the optimal levels of general 

education for AAS graduates and leavers and certificate graduates and 

leavers; 

103 
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3. What is the importance of general education courses to AAS 

graduates and leavers and certificate graduates and leavers; 

4. What are the differences in importance of general education 

competencies to AAS graduates and leavers and certificate graduates and 

leavers; and 

5. What influence does the general education component have on 

degree completion for AAS graduates and leavers and certificate 

graduates and leavers. 

This chapter includes a synthesis of the findings, conclusions, and 

recommendations as outlined by the research questions. 

Findings 

Findings derived from the study are related directly to answering 

the research questions. Further, in order to understand more fully the 

views of graduates and leavers, an additional section, entitled "Profile 

of Students," is presented. 

Profile of Students 

Examination of demographic variables of subjects revealed that 

differences existed between the groups regarding gender and grade point 

average. In terms of purpose of enrollment upon entry to the community 

college, the majority of AAS students transferred less often between AAS 

and certificate programs as opposed to certificate students. Stated 

reasons for taking general education courses were predominantly due to 

program requirements. Analysis of enrollment status of AAS graduates 

and leavers and certificate graduates and leavers revealed differences 
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with AAS students registering for full-time status more frequently. The 

majority of associate degree students were enrolled in electronics, 

instrumentation and business programs while certificate degree students 

were enrolled in career studies and computer machines. 

Proportion of Curriculum Devoted to General Education 

Findings of this study revealed that occupational students in AAS 

and certificate degree programs exceeded the general education 

requirements established by the college under the VCCS guidelines. Both 

AAS graduates and leavers devoted approximately 32% of their total 

credit hours to general education. In contrast, the two groups of 

certificate degree students completed a higher proportion of general 

education with respect to total hours. Certificate graduates completed 

34% while certificate leavers had completed an even higher proportion, 

40%. 

Analysis of the findings indicated that the large proportions of 

general education completed by the four groups were due to program 

requirements. More than 87% of AAS graduates stated that the primary 

reason for enrolling in general education courses was because of program 

requirements. The same was true for 75% of the AAS leavers. The 

proportions given by certificate graduates and leavers tended to be 

lower than AAS students because approximately 8% had chosen to take no 

general education courses. 

Additional analysis determined that AAS graduates and leavers 

completed 32 and 24 credit hours of required general education, 

respectively. This is in contrast to 23 credit hours completed for 

certificate graduates and 15 credit hours for certificate leavers. 
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Fewer elective credit hours in general education were taken by the two 

groups of leavers. 

Optimal Amount of General Education 

The optimal amount of specialty, general education, and related 

courses as viewed by graduates and leavers of occupational programs was 

determined in the study. The findings indicate that the optimal amounts 

of the three program requirements differ according to degree programs 

and graduation status. 

AAS graduates stated that approximately 60% of the program 

requirements should be within the technical realm. AAS leavers and 

certificate leavers indicated that 54% of specialty requirements was 

desired. Certificate graduates revealed that 50% of the requirements 

was sufficient. 

The optimal amount of general education was approximately equal 

across the four groups. AAS graduates and certificate leavers desired 

the least amount, ranging from 25% to 26% respectively. The percentages 

determined by AAS leavers and certificate graduates were also similar, 

averaging approximately 29%. 

The optimal amount of related course requirements varied among the 

groups. Both groups of AAS students requested less of an emphasis of 

the related course component. Certificate degree students stated that 

roughly one-fifth of total course requirements should be devoted to 

related courses. 

Importance of General Education Courses 

Several patterns were observed with the ratings of occupational 

graduates and leavers on the importance of general education courses. 
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Most interesting are the consistencies in ratings of the highest and 

lowest important courses. 

Mathematics, English, government and economics were rated as the 

most important general education courses by all four groups of 

respondents. The lowest rated courses on importance were generally 

those courses within the sciences and fine arts. Chemistry, geology and 

biology were given low ratings by all four groups. Significant 

differences were determined on the rating of physics. AAS graduates 

placed more importance on the study of physics than the other three 

groups. Art and music were consistently regarded as the least important 

general education courses. Significant differences were also revealed 

with the higher rating of economics by certificate leavers in contrast 

to the rating by AAS graduates. 

Importance of General Education Competencies 

Selected general education competencies including communication 

skills, critical thinking skills, and vocational adjustment were rated 

in the highest third of competencies by all groups. Knowledge of art 

and literature, knowledge of health and fitness, and ethical sensitivity 

were rated among the one-third of least important competencies. 

The ratings of several competencies varied among the four 

respondent groups. Knowledge of science was viewed as a less important 

competence to AAS leavers as opposed to the other groups. Significant 

differences were determined on the rating of knowledge of mathematics. 

The mean value of AAS leavers was significantly lower than the other 

respondent groups. 
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Influence General Education has on Program Completion 

Two groups of data were analyzed to determine the influence general 

education has on program completion, including indirect and direct 

influences. Indirect influences consisted of class size, instructional 

activities and instructional quality. No significant differences were 

found for class size. Analysis of frequencies of instructional 

activities indicated that differences existed among groups with ratings 

on class discussion, individualized instruction and computer assisted 

instruction. In terms of instructional quality, significant differences 

existed in the physical sciences disciplines. 

Direct influences on program completion included comparison of 

elective and required credit hours, comparison of actual amounts taken 

and desired amounts of general education in occupational programs, and 

correlations between importance and number of general education courses 

taken. Means and standard deviations showed differences between 

elective and required general education credits taken by the sample 

groups. All groups reported having taken more general education credits 

due to program requirements as opposed to elective. Both groups of 

leavers took less general education credits as electives than the two 

groups of graduates. Similarly, all groups of respondents indicated 

that more general education credits were taken than desired. The two 

groups of certificate students had more differences between actual 

amounts and desired amounts. Certificate graduates took 38.5% of total 

hours in general education while desiring 28.6%. Certificate leavers 

completed 42. 2% of total hours in general education while determining 

26.1% as the optimal amount needed. 
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Analysis of the number of courses taken revealed that English, 

mathematics, and economics were the most frequently taken general 

education courses. The fewest courses taken among the four groups were 

in the sciences and fine arts. The correlations on the importance with 

amount of general education courses taken ranged from no relationship to 

low (.03 to .19). Positive correlations (.40 to .59) were computed for 

AAS leavers and certificate leavers, with English consistent among the 

two groups. 

Conclusions 

Conclusions derived from the study are related to the specific 

findings of the research questions. Also presented is a synopsis of 

related research for each of the research areas. 

Proportions of Curriculum Devoted to General Education 

The guidelines set by the Virginia Community College System (1986) 

state that AAS recipients devote at least 25% of their programs to 

general education courses. However, the findings of related literature 

suggest that occupational students tend to take more than the 25% 

minimum requirements. Beeken (1982) observed that non-transfer 

completers took 40.5% of total program hours in general education. The 

non-completers of occupational programs had completed an even higher 

proportion, 41.8%. Beeken (1982) noted that both degree completers and 

non-completers of occupational programs took an average of 13 or 14 

courses in general education even though the minimum requirement was 

eight courses for AAS programs. The conclusions drawn from this study 
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on the proportion of the occupational curriculum devoted to general 

education are as follows. 

1. The findings of this study support other research efforts that 

suggest that occupational students tend to take more general education 

courses than are required by state guidelines. 

2. The general education component in occupational programs is 

well established with each study group exceeding the VCCS requirements. 

3. Occupational students take few general education courses as 

elective hours and consequently do not exercise personal interest in 

selecting courses. 

4. Certificate degree students take proportionately more general 

education than AAS degree students. 

Differences in the Optimal Amount of General Education 

The optimal amount of general education requirements has been 

studied from a number of different perspectives. Perkins ( 1985) 

determined that community college administrators and corporate employers 

would devote 32% of two-year occupational programs to general education. 

In practice, this would amount to 30-33 quarter hours in most programs. 

A study' by the VCCS (1986) on general education as an occupational 

degree requirement reveals that the views of faculty members differ from 

administrators and corporate personnel. The investigation suggests that 

general education should amount to 25 to 27 quarter hours. 

The VCCS (1986), in accordance with criteria set by the AACJC, 

recommended that AAS degree requirements should be limited to 97 to 108 

total credit hours. The specialty requirement should constitute 30% to 

50% of the course credits while the technical or related component 
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should amount to no more than 25% to 45% of the total credit hours. 

The findings of this study reveal differences in the optimal amount 

of general education as determined by occupational graduates and 

leavers. The conclusions on the optimal amount of program requirements 

are as follows. 

1. The views of graduates and leavers of occupational programs 

regarding the amount of curricular components differ from existing 

requirements and for the views of academicians and corporate employers. 

2. AAS students desire more emphasis on specialty course 

requirements than are presently followed. 

3. Certificate students request less emphasis on specialty 

requirements. 

4. Occupational students request less general education 

requirements than presently taken. 

5. All occupational students desire more emphasis on related 

courses. 

Importance of General Education Courses 

The VCCS has mandated that AAS programs include a number of 

distribution course requirements. Applied to the general education 

component, the distribution requirement suggests that students have some 

degree of freedom in terms of course selection within five broad 

curricular areas. The areas include English or communication skills, 

the humanities or fine arts, social or behavioral sciences, natural 

sciences or mathematics, and health or physical education. The number 

of specific general education course requirements for Virginia suggests 

that English and social science disciplines are the most important 
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because these areas require nine hours in the program. Health, physical 

education, or recreation, and orientation courses are the only other 

disciplines noted, with three and one hour requirements stated, 

respectively. 

The findings on importance placed upon selected general education 

courses by occupational graduates and leavers support the following 

conclusions. 

1. English, mathematics, and economics were consistently viewed 

as important courses by all groups of respondents. 

2. Fewer general education courses were ranked as important by 

certificate students than by AAS students. 

3. Courses within the fine arts division were viewed as less 

important than other courses. 

4. Disciplines within the natural sciences were viewed as less 

important by all groups of respondents than non-natural sciences. 

5. Disciplines that were skill-oriented were viewed as important. 

Importance of General Education Competencies 

The Association of American Community and Junior Colleges ( 1986) 

states that all components of occupational degrees should be outcome 

oriented. In terms of the general education component, the abilities to 

think, reason, compute, communicate, and adapt to change are considered 

as essential competencies. Similarly, Meyer's (1983) study demonstrates 

that employers of occupational graduates believe that general education 

competencies are critically important in getting a job and being 

successful on the job. Meyer ( 1983) determined that communication 

skills, critical thinking, writing skills, and ethics appear important 
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from the perspectives of employers. 

Perkins (1985) indicated that consistencies exist between the views 

of academic administrators and corporate employers with regard to 

desirable student outcomes. Academic personnel and employers ranked 

communication skills and critical thinking skills as the first and 

second most important competencies. The capabilities for vocational 

adjustment, mathematics skills, human relations skills, knowledge of 

science, and knowledge of economics constituted a second cluster of 

competencies believed to be important. Judged least important were 

competencies linked to humanistic or cultural content. 

Findings in the present study support the following conclusions. 

1. Communications skills, critical thinking skills, vocational 

adjustment and human relations skills were viewed as the most important 

competencies. 

2. Competencies that were rated as highly important tended to be 

integrative and adaptive in nature; that is, general education skills 

that could be used in occupational settings were rated high. 

3. Knowledge of mathematics varied according to program 

completion and enrollment curriculum. 

4. Competencies related to the fine arts and sciences tended to 

be less important to occupational students. 

5. Competencies rated with high importance tended to be adaptive 

to the technical domains. 

Influence of General Education on Program Completion 

Many research efforts have been devoted to the study of general 

education as an influence on student attendance. Related topics under 
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discussion include the following: reasons for enrolling in general 

education courses, reasons why students do not enroll in general 

education courses, student enrollment status as a factor for general 

education attendance, and number of required general education courses 

taken. 

Friedlander (1983) highlighted a number of reasons why students 

enroll in general education courses. The student responses include the 

following: (a) solely to fulfill a general education requirement1 (b} 

to acquire or improve occupational skills1 (c) to satisfy counselor or 

faculty requests; (d) to develop basic skills1 and (e) to gain personal 

enrichment. According to Friedlander, the most frequently stated reason 

for not taking general education courses was that they were not 

required. Lack of interest in the courses was the second most stated 

reason. 

Gaff and Davis (1981) reported that the vast majority of students 

surveyed subscribe to the goal of general education. The authors 

concluded that 50% of the respondents studied stated that a broad 

general education was very important. 

In terms of enrollment status, Barlow (1982) contended that the 

large body of part-time students have goals that differ from those of 

ful ! -time students. The part-time student is primarily interested in 

courses that up-grade and up-date occupational skills. 

general education requirements serve little or no use. 

Therefore, 

Beeken ( 1982) determined that occupational students tended to 

follow the general education programs designed -=or them. The author 

revealed that occupational students primarily took a general education 
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program that consisted primarily of English, social science courses, and 

humanities and fine arts. The programs did not include many courses in 

natural sciences and physical education and health. Further, 

occupational students tended to take the minimum number of required 

courses and did not enroll in courses not specifically required. 

Findings of the present study resulted in the following 

conclusions. 

1. Part-time enrollment encourages leaving the community college 

before degree completion. 

2. The influence of general education varied within certain 

programs. Higher percentages of students enrolled in computer machines 

and business programs leave the community college before degree 

completion. Higher percentages of students in electronics and career 

studies graduate from the community college. 

3. Quality of instruction within the general education course was 

not an apparent influence to program completion. 

4. General education faculty frequency use lecture and discussion 

as instructional techniques. 

5. Occupational students tend to take courses outlined by the 

college's distribution requirements, including English, mathematics, and 

economics. 

6. Few occupational students take general education courses 

outside the distribution requirements, such as fine arts and sciences. 
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Recommendations 

Numerous conclusions were drawn from the findings on the amount and 

importance of general education in occupational programs. This section 

will include recommendations directly related to the conclusions and 

research questions. As a means of organization, the research questions 

have been grouped into three primary areas, including (a) amount of 

general education; (b) importance of general education; and ( c) the 

influence general education has on program completion. 

Amount of General Education 

Various conclusions were noted on the amount of general education 

in occupational programs. The conclusions were based on observed 

differences in the actual amount taken and the amount desired by 

graduates and leavers. It was determined that general education 

constituted a substantial proportion of the total amount of credits 

completed by all occupational students. There was agreement that 

general education should remain a part of the occupational program 

requirements. However, the optimal amount of the curriculum differed 

from the actual amount taken. All occupational students tended to take 

more general education than what was required and desired. 

Occupational students classified the majority of general education 

courses as require~, with very few taken due to personal interest or 

elective credit hours. As such, all groups of respondents requested 

less of a general education requirement. AAS students indicated that a 

reproportioned curriculum should include more of an emphasis on 

specialty and related course requirements. Certificate students, while 
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noting the importance of general education requirements within the one-

year degree program, stressed the need for more related courses. 

Based upon these conclusions, the following recommendations have 

been determined on the amount of general education within occupational 

programs. 

1. General education requirements should continue to be 

substantial proportions within the two-year occupational program. 

2. Program requirements for one-year degree programs should 

include a general education component. 

3. The guidelines set by the VCCS program requirements should be 

reevaluated in terms of considering the views of occupational students 

on the amount of general education. 

4. Counseling and faculty advising of students into additional 

general education courses beyond established VCCS guidelines should be 

carefully monitored and evaluated. 

5. Community college administrators should review the amount of 

general education that is required in AAS and certificate degree 

programs and consider decreasing the amount to bring it more in line 

with the views of students. 

Importance of General Education 

The conclusions of this study suggest that occupational graduates 

and leavers value selected general education competencies and courses. 

A core of courses, including English, mathematics, and economics, was 

recognized as being important with little variation among the 

respondents groups. 

Further, there were competencies that graduates and leavers agree 
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should be emphasized. Communication skills, critical thinking skills, 

vocational adjustment skills, and human relations- skills are central. 

These competencies tended to be integrative in nature and easily 

adaptive to many kinds of courses, whether humanistic or technical. The 

importance of ma thematics as a competence varied among the groups. 

Competencies related to the fine arts, sciences, and ethical sensitivity 

were viewed as of less importance. 

The findings and conclusions of this study are the basis for the 

following recommendations. 

1. Distribution requirements should be reviewed in terms of 

integrating the courses that were viewed as important by students. 

2. The general education component should become outcome oriented 

to include integrative and adaptive competencies. 

3. Less important general education courses and competencies 

should not be eliminated but should be given less attention. 

4. Mathematics, as a requirement, should be regulated according 

to degree programs. 

5. The general education component should consist primarily of 

courses from the social and behavioral sciences, communications, 

humanities, and mathematics disciplines. 

6. General education courses should be numerous to allow for some 

degree of choice by students. 

Influence of General Education on Program Completion 

Various conclusions were reached on the influence general education 

has on program completion. Indirect factors affecting completion rates 

were observed. Grade point average and enrollment stat us of 
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occupational groups were noted as hindrances in completion. 

Substantial numbers of AAS leavers were enrolled in business and 

accounting courses. These programs typically required courses in 

English, mathematics, economics and communication. Certificate leavers 

were primarily enrolled in a computer machines major which required 

various general education courses, including human relations, sociology, 

English, and mathematics. The set of general education courses required 

for students in computer machines strayed somewhat from the set of 

courses deemed most important by certificate leavers. The majority of 

AAS graduates and certificate leavers enrolled in electronics and career 

studies, respectively. 

All groups of respondents encountered lecture and discussion 

techniques the most frequently used instructional methods. The 

frequency of individualized instruction and computer assisted 

instruction varied among the respondents. Quality of instruction did 

not seem to be a concern in terms of program completion, although the 

physical sciences were the lowest rated division. 

Direct general education influences related to program completion 

were observed. Substantial numbers of certificate graduates and leavers 

had originally entered the community college with the intention of 

obtaining an associate degree. The transfer in degree programs, from 

two-year to one-year, implies that the respondents were concerned about 

the number of hours required. 

In addition, all groups of respondents took large amounts of 

English, mathematics and economics as outlined by program requirements. 

Little variation in course taking patterns existed. Few courses were 



120 

taken in the fine arts and science disciplines. 

Low correlations exited for the majority of general education 

courses with respect to number of courses taken and importance. 

Typically, the courses rated as moderately high in importance were taken 

less frequently. High correlations existed with the views of AAS 

leavers and certificate leavers which generally were rated low in 

importance and low in number taken. 

The following recommendations were derived from the above 

conclusions. 

1. Prescribed general education courses should be determined for 

certificate programs, including English, mathematics, and economics. 

2. The progress of AAS students enrolled in business and 

accounting and certificate students in computer machines should be 

evaluated. Information should be obtained on the students' academic 

performance and career goals. Judged on the basis of this information, 

counselors should prescribe a general education component consisting of 

the desired core, basic skills, or none at all. 

3. Community colleges need to initiate on-going dialogue with 

students regarding the number of courses taken and importance placed 

upon these courses. 

4. Community college students can be very helpful as members of 

curriculum development committees and should become an integral part of 

the advisory committee. 
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Reconunendations for Future Research 

It was the underlying purpose of this study to provide to conununity 

college curricular planners information on the importance and amount of 

general education from the views of occupational graduates and leavers. 

However, due to the nature of this study, a number of additional 

questions arose which were outside the scope of this study. 

The present study investigated the views of New River Conununity 

College graduates and leavers of occupational programs. A similar study 

might determine the views of students in a large urban community college 

or, if feasible, draw a sampling on a statewide or national basis. The 

opinions of amount and importance might differ substantially in areas 

with various industrial bases and senior institutions. 

This study focused on the views of recent occupational graduates 

and leavers of the community college. It is recommended that the views 

of graduates and leavers of many years be determined on the value of a 

general education in occupational programs. 

Evaluation of the content of general education courses was beyond 

the scope of the present study. It is assumed that few occupational 

students view their participation in general education courses as a 

means to develop job-related skills. However, findings in this study 

suggest that a surplus of general education credit hours are taken by 

occupational students. Additional information is needed to determine if 

content areas within general education are technically oriented, thus 

fulfilling specialized degree requirements. 

Typically, high proportions of students are entering the community 
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college with deficiencies in reading, writing, mathematics, and study 

skills needed to succeed in upper level general education courses. This 

study determined that AAS leavers and certificate leavers took 

proportionately more general education than graduate groups. Further, 

grade point averages of the leaver groups were significantly lower. It 

is assumed that large amounts of the general education courses taken 

included basic skills. Additional information is needed to determine 

whether counseling students into basic skills courses influences program 

completion. 

Finally, additional information is needed to investigate the 

patterns of student course taking in terms of student requirements and 

student goals. Various general education models are presently under 

evaluation; the most notable is provided by Miami-Dade Community 

College. An important feature of the Dade model is that students, 

regardless of enrolled programs, encounter the general education core 

requirements at the beginning of their degree program. The logic behind 

this is that all students will have participated in general education 

courses regardless of program completion. With the limitations in this 

study, it is not understood whether general education courses provide 

the skills necessary to complete AAS and certificate degree programs 

more successfully or if satisfying substantial amounts of specialty 

requirements first serves as an incentive to complete general education 

requirements. 
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Dtrectiou: n.... n•poad to tu follonq qa .. tiou: 

l. Bolf many totel 9uan:er credit• clid 10ll complete wbil• earolled •t Nev 
liYer Comiiiii't7 Coll•I• (m11t coureu haft J quan:er crediu ucb)? 

2. Bow llOD:J general education credit• did 7ou complete (mat cour••• 
ha•• l quarter credi u ucb) 7 

J. Bow .. n7 1oaeral education credit• (ueuallJ 3 quarter credit• per 
coarao) -r•: 

elective credit hour• 
required credit hoar• 

:::::: oehor, pl•••• •p•cifJ: 

4. What do JOU -ciliate co be tile aftrage claH el&• of JOUr 
1•n•r•l educecloa cl•••••7 

1-9 
10-19 
20-29 
JG-49 
50 or more 

:::::: ocber, pleu• •pecif7: --------------
5. Aa a rule, of tile geaer•l educatloa cour••• JOU coapleced, vhac 

tTP9(•) of laatraccioaal activity clid the iaecraccor eaploJf 

lecture 
puc lecturer• 
etudoac pr•••ntation 
claa• cliacaeeion 
audio Yiaual aida 
•imulatioaa/1 ... • 
Hold tripe 
qui&&o•/ell&minatioaa 
laboraCOr:J ezpori .. nt• 
ladhidualiaod 

laacractioa 
caapucor aa•l•ced 

tnatraction 
poor tucbiq 
projocu (ton papore) 

le•• than 
eftrJ 2/3 ct.ea about once once per 
d•J per week per veek veek oever 

otber, pl•-• epocif7: -----------------------
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A. ·""'11'!1lAL EDUCATION BACXC.OUND (Continued) 

6. Bow would you judge the quality of 1natruction in the general 
education cour••• that you coapleted? 

eocial 1cienc•• 
bU11&nitiee 
phyaical 1ciencea 
biolo1icel aciencee 
fine art• 
other ""( ... a_p_e_c_1_f1_5 __ 

B. AMDUIT or GUEi.AL !DUCATIOM 

The ltw below concern your belleh about how auch of • cvo-year 
occupational degree prograa ahould be GENEiAL EDUCATION. !!..!.!!.!. .!!.!!!!! !!!.!!. 
~ ~ readin1, vrit1n1 1 .!!!!!. adthaetic !!!ll!, ,!!!!!. ~ maatend ~ 
adaiHion ~ !!!!. degree proaru. 

QtJ!STION: What percent•&• of an occupation.al pro1raa ahould conaiat of 
the followin1 three curriculua coapoiaenta? 

Directions: As a means of determining how much of a 
two-year occupational degree program should consist of 
general education, rate the three curriculum components 
listed below on a percentage scale. Make sure that the 
percentages you assign to the three curriculum components 
are ~ to 100%. 

1. lnCULIT! COUISIS: Tb• Ht of courHe la the 
occupational pro1raa content area •tlicb directly 
euppo~ teclulical coapetence. 

2. Gl1RliL !DOC&TION COOKS!S: Tlae eet of couraea 
all •tudeata worltizaa toward an &1eociate de1ree 
bawe la coaaoa in term. of tbe dewelopaeat of 
ltDOWledse. attitude•, •aluee, and akilla which 
will ellhaace perticipatioa in 1ocial, 
tec!uaoloatcal, and cultural eawiroa.1nta. 

3. UT.ATID COOKS!S. Tlae Ht of tedmical ad 
aoatecha.1cal cour1u wtlicb tbe 1twt.at •Y 
cbooee froa any area of tbe total coll•1• 
cun-iculua. 

TO?AL 

% 

l 

100% 
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C. IMPORTANCE OF GENERAL EDUCATION 

The it ... below concern your belief about the relative i•portance of 
thirteen general education cu•petanciee ae poeaibla etudent learning outco .. e 
of two-year occupetlonal degree progre ... 

QUESTIONS: (I) Hov laportant ia it thee the atuder.t of a tvo-yaer occupet1o~•l 
prograa co ... nd ••ch of the coapetaacia• deacribed belov? 

Diractioaa: To co•plate the ice .. below, rate (by circling) 
each of the thirteen co•pacaaci•• uaing th• follovlni ecale: 
54 • Strongly Agree; 4 • Agree; D • Diaaarea; and SD • Strongly 
Disagree. 

(11) Hov would you rank the moat i•portant coapetenciea? 

Oirectioaa: Por all ite .... rkad 54, please ranlr. the 
iapoctanc:e. 4 ranldag of l ia moat important. .!22, ~ !!!!!, 
.ll!!!. .. rited !• .Q_, ~ ~· 

It ia l•portanc that the etudent of e two-year de~rae be able to: 

1. !zplaia baaic acieatlfic principle• aa one 
foundation for civic life, 

2. !zplaia the akille and bahaYiora which are 1deac1f ied 

(I) Scale 

S4ADSD 

with 1ucc:e1aful vocational uaployability. 54 4 D SD 

J. !zplaia the cultural heritasa of the United State• 
aad S.ta people. 

4. Explain prac:ticaa which are thou1ht to promote the 
-iateaaac:e of peraoaal .!!!.!.!!.!!. .!!!!!., Hto•••. 

S. !zplain tba acoaoaic priacipl•• vbic:b affect the 
rol .. of a producer aad c:oaa-r of 1ooda. 

6. lxplaia ecoaom.c, political, !!!!!, cultural ~ 
froa a world perapective. 

7. Explain the ethical or .!!!!!.!. di .. adoaa of public 
.J!!!!.!:1. iaeuea and queatioaa. 

1. !zplaia the priury teoeu of American soverwat. 

9. Demoaatrate tbe akilla vllicb provide a fouadati011 
for ..,1oymeat of!!!!, _!m aad Uteratun. 

10. Uae laterperaoaal relation !.!!!.!!. vllicb pr080ta the 
acbiev ... at of peraoG&l aa.d 1roup 1oal1. 

11. Vee 1kill1 of critical aa.d coaetructive thiaki111 la 
tb• ideatificatioa aad aolutioaa of probl .... 

12. ua. quantitative !!!!!!. iacludilll the perf oruac• of 
118ple al1ebraic operatioaa la C08mOD aettin&•· 

13. '".o-Dicace purpoaefully: liaceaa aa.d !.!!!!!, with 
, lladentaadin1, apealta aad ~ vitb or1enisftioa. 
':J 

S4 4 D SD 

54 A. D SD 

SAAD SD 

SA. A. D SD 

SA A D SD 

SA & D SD 

SA. A D SD 

SA. A. D .511 

SA. A. 1> SD 

SA. A. D SD 

SA A. D SD 



135 

S.,. DLICmD C1M11AL !DUCATIOM COIJISES 

12ae ~ li•tecl concern your belief •bout the relati•• import•llC• of 
9elacc.d ..... ral education cour••• aa parr. of the requir ... nt• for 
c:amplAct:oa of a tll!O-)'aar occupatioul d•IJI'" proar-. 

(l) llDlf iaportut do you think it i• that • atudent of a 
cwo-,ear occupatioul pro1raa t&ka coura.. in each of 
&lae ar... lhted belowf 

DlrecU.om: To complete th• it- below, rata th• 
i~ o1 the li•t•d 1•11aral education ccuraea 
uiq ta. followiq acale: LO • Low Imporunca; A.VG • 
A.••rap hlportance; an.d BI • Bish Importance. 

(II) llolr aany of th••• 1eaeral eclucation cour••• did you take7 

D1rect1oaa: Indicate tile auaber of courae• completed 
in each of the 11ven 1•n•ral education ar•••· 

1. It.rt• 
2. 1101011 
3. ai..iatry 
4. !coDOld.ca 
'· IDl11•b 6. Gelleral Orientation 
7. Geol(l'apby 
a. Gcnenmant 
'· 119altll 10. Biatory 

ll. Natb-tica 
12. Mule 
13. P!liloaopby an.cl Religion 
14. Pby•ical !clucaUon and ltecreation 
15. Pbyeic• 
16. P9ycbolo11 
17. Sociolo11 
18. Speech and Dr ... 
19. Other---------20. Other 
21. Otbar ----------

(I) 
t.portuce 
Bl AVC LO 

(II) 
lfuaber of 

cour••• completed 
0 1-2 3-4 s+ 
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Direction•: Pl ... • reapond to the follovi111 queetiona: 

l. What va• your parpo•• upoa entry to the co1111111lity college? 

occupational certificate pro1raa 
--- aaaociat• in applied •cianc• prograa 
:::::: other, plea•• •p•cify ----------------~ 

2. What va• your pri .. ry raaaon for taking general aducation cour•ee7 

reguired for .., prograa 
- due to per•onal intare•t 
-- did aot take aay 
::::::: other, pl•••• •pecify ----------------

3. What va• your anroll .. at atatua duria.g ~ (over 1/2) of your 
co111111aity college experience? 

full-tiae etudent (12 enrolled hour• or 80re) 
_ part-ti .. •tudaat (l••• than 12 enrolled hours) 

4. What i• your currant nqilo.,..nt atatue? 

atudent attending a four-year iaetitutioa 
-- nqiloyed full-ti• 
- 1111ployed part-ti .. 
- uneaployed 
:::::: other, pl•••• •pacify: ---------------

S. What vu your y-rly ll'OH eelary for 1955? --i... t hall Sl • 000 
-- Sl,OOO-S4,999 

SI 5 ,000-Sl9, 999 
-- S20,000-S29,999 
--- Sl0,000-Sl9,999 

- S5,000-S9,999 == S10,000-Sl4,999 
---- $40,000-$49,999 == S~,000 or 80Ce 

TllAft ?OU roa ?001 AllIITAllCI. 

PLZABI UTUll tRIS POUt Ill Tiii PU-PllD DTILOl't. A.I IOOI Al l'OUIILI. 
SUD tch 

1.. Pendletoa Armataacl 
C-aity Colla1e LlucatiOD 
Uni•areity City Office lklildilll 
Vlrliaia Polytacbaic Iutitnta 

and State Oni•araity 
llacltabur1, '1r1iaia 24061 
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Criteria for Definition Selection 

Definitions 

Authors Descriptive Prescriptive Operational 

1. Barlow (1982) x 
2. Boyer and Kaplan ( 1977) x 
3. Boyer and Levine (1981) x 
4. Burke (1980) x 
5. Cobb (1983) x 
6. Cohen and Brawer (1982) x 
7. Eaton (1982) x 
8. Gaff (1983) x 
9. Harlacher (19820 x 

10. Hillway (1958) x 
11. Johnson (1952) x 
12. Klein (1980) x 
13. Lukenbill and McCabe (1978) x 
14. Marsee (1979) x 
15. Martin (1983) x 
16. McGrath (1972) x 
17. Piland (1981) x 
18. Riley (1980) x 
19. Rouech and Rouech (1982) x 
20. Warren (1982) x - - -

TOTAL 7 6 7 I 



Frequencf .!!. !!ill!!!~!.!!. Deflnltton1 

loyer • 
larlDll Levln1 Cobb Eaton Harlach•r 

lleaent• (1982) (1981) (1981) (1982) (1982) 

1. Sotlllt peuonel llle 
and laal lt I 

2. lata.,lhh eoclal 
relatloae and 
cooperation I I 

l. Enhance clthanehlp ln 
e l,ree IOCleCJ I I I 

4. Culth•t• herlt•1• I I 

'· lncti1rate eu"J•ct •cter I I 

•• Develop peraonel akllh I 

1. Develop kn-led1• I I 

1. _ Develop act lcudH I I 

'· Deva lop value1 I I 

10. Deva lop lHdarehlp I 

11. Halntaln •1nln1hl lhH I I 

12. Halntaln huaane llv11 I I 

u. Succ••• In a co.,l•• 
eocloCJ I I 

Authon 

Hll lwa1 ltleln Har••• Hartin HcGrath 
(1958) (1980) (1979) (191)) (19U) 

I I 

I 

I I I I 

I I 

I I 

I 

I 

I 

I I 

I 

Plhnd 
(1981) 

I 

I 

I 

Roueche • 
Iller lloueche 
(1980) ( 1982) Total 

l 

I 4 

I ' 
4 

4 

I l 

I ' 
I 4 

4 

2 

2 

2 

l 

(Continued on neat p11e> 

.... w 
l.O 
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22'1 
~# -:v,-

ANNIVERSARYg VIRGINIA COMMUNITY COLLEGE SYSTEM 
ASSISTANT VICE CHA."ICELLOR 
RESEARCH AND Pl..A.'liNL"IC 

July 17, 1986 

Mr. L. Pendleton Armistead 

Dear Mr. Armistead: 

Your letter requesting information to support you doctoral 
dissertation work at Virginia Polytechnic Institute and State 
University was received June 23. (Since then, we have had 
numerous discussions.) Your dissertation topic "A Comparison 
of Virginia Community College Graduates and Leavers' Views on 
the Amount and Importance of General Education in Transfer and 
Occupational Curricula" appears to be an interesting sequel to 
the dissertation (VPI&SU) by David R. Perkins. See attached 
letter to community college presidents regarding Perkins' 
study. 

Your data collection requirements did pose a number of 
difficulties. 

• Unlike the Perkins' study which dealt with college and 
business-industry views on the general education, the 
population for your inquiry includes (1) college 
transfer program graduates and early leavers, and 
(2) occupational/technical graduates and early leavers. 
We could, with the permission of each of the 23 

Virginia community college presidents, provide you 
with the names of graduates: and by your definition of 
leavers, we can provide you with the names of early 
leavers. The problem is that addresses can be 
inaccurate for at least two reasons: (1) graduates 
and leavers are a very mobile and (2) our Student 
Information System has been in flux and many addresses 
are not present in the files. 

• I can think of nothing more burdensome to colleges 
than to have them provide or verify the addresses of 
former students. Through no fault of your research 
design, you have encountered a very "sticky wicket" 
concerning the collection of the dissertation data. 
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I ask that you inform your doctoral committee about the pro-
blems of collecting data on community college graduates and 
early leavers. It is not appropriate for me to suggest that a 
doctoral committee change its study procedures. It is appro-
priate. however. for me to indicate that building a sample of 
graduates and early leavers for the 23 Virginia colleges (for 
follow-up purposes) is bound to entail expense and a work 
effort of considerable magnitude. 

Yesterday. I heard from • Dean of Management 
Services at New River Community College. He indicated that you 
had. with the approval of your doctoral comm:ttee. changed your 
research design and that New River students and graduates will 
be the sole population for your study. The data elements which 
Dr. Lewis described to me and your method for collecting data 
represent a reasonable approach to obtain and process the 
information you need. 

Your proposal study design was quite well done. and the results 
would be of interest to VCCS academic planners and evaluators. 
Let me hear from you in the near future. 

Sincerely yo_~. 

ER/h 

Attachment 

cc: 
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July 17, 1986 

Dear 

This letter is to confirm my request for the demographic data 
pertaining to occupational-technical degree graduates and leavers of 
New River Community College. This data is necessary as a means of 
studying the sample's views on the amount and importance of general 
education in the occupational curriculum. 

Since the direction and scope of the study has changed substantially, I 
have contacted each of my committee members for discussion and 
approval. All members agree that the changes are justified and see no 
need for further delays. Or. Dan Vogler, Committee Chairman, has also 
been kept informed of all proceedings and have given me the "green 
light". 

Therefore, it would be appreciated if your office could provide the 
following data elements: 

1) names 
2) addresses 
3) sex 
4) age 
5) race 
6) FT/PT status of Quarter last enrolled 
7) hours completed at NRCC 
8) curriculum last quarter enrolled, and 
9) sequences I or ID #; 

restricted by the following definitions: 

1. community college graduates: refers to the student who 
received either an Associate in Applied Science degree or Occupational-
technical Certificate degree from New River Community College in June 
1985; and 

2. community college leaver: refers to the student enrolled in 
either an Associate in Applied Science or Occupational-technical 
Certificate degree curriculum from Fall, 1983 and did not graduate from 
New River Community College. 
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Thank you very much for your continued support and assistance. I will 
be in touch with you in the near future. Should any concerns arise I 
can be reached at 

Sincerely, 

Pend Armistead 

cc: Dr. Dan Vogler 
Committee Members 
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n 
NEW RIVER COMMUNITY COLLEGE, DRAWER 1127. DUBLIN, VIRGINIA 24084, PHONE 

r~-. --~ 

. 

August 6, 1986 

Mr. L. Pendleton Armistead 

Dear ~end: 

The demographic data pertaining to the occupational degree graduates and 
leavers at New River for June of 1985 and fall of 1983, respectively, are 
ready for release to you. These data are confidential and sensitive and 
should be used only for the research purposes stated in your letters to me of 
July 8 and 17. 

A layout of the records and a data element dictionary are enclosed. Please 
review these definitions carefully to make sure that we have interpreted your 
request·accurately. The data are in report form and also on magnetic tape. 
You will need to arrange through Dick Bratcher, Coordinator of Computing 
Services, to pick up the tape from our regional computing center located at 
Virginia Western Community College in Roanoke. I would suggest that you 
review the reports very carefully before making the trip to Roanoke just in 
case an error has been made and we have to rebuild the tape. 

Dick Bratcher personally programmed and prepared these data for you, so --
please direct any questions or concerns about this information directly to 
him. 

Upon the completion of your study, we would like to have a copy of your 
findings. We would also appreciate a copy of your survey data, on magnetic 
tape if possible, to support further study at New River. 

Please let me know if I can be of further assistance. 

cw 

Enclosures 

cc: 

Sincerely, 

~ Dean of Management Services 

An EQual Opgortunity Educational Institution 
Virginia Community College Svstem 
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Data Element Dictionary 

General Education Category 

1. "Elective" 
2. "Required" 
3. "Other" 
4. "Both 1 and 2 II 

Size 

1. "1-9" 
2. "10-19" 
3. "20-29" 
4. "30-49" 
s. "SO or more" 

Instructional Methods 

1. "Never" 
2. "Less than once/week" 
3. "About once/week" 
4. "2-3 times/week" 
5. "Everyday" 

Instructional Quality 

1. "Very poor" 
2. "Poor" 
3. "Fair" 
4. "Very good" 
s. "N/A" 

Importance of General Education Competencies 

1. "Strongly disagree" 
2. "Disagree" 
3. "Agree" 
4. "Strongly agree" 

Importance of General Education Courses 

1. "Low importance" 
2. "Average importance" 
3. "High importance" 
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Number of General Education Courses Completed 

O. "None" 
1. "1-2 completed" 
2. "3-4 completed" 
3. "5 or more completed" 

Purpose upon Entry to Community College 

1. "Occupational Certificate" 
2. "Associate in Applied Science" 
3. "Other" 

Purpose for Taking General Education Courses 

1. "Required for my program" 
2. "Due to personal interest" 
3. "Did not take any" 
4. "Other" 

Enrollment Status 

1. Full-time 
2. Part-time 

Employment Status 

1. Student in 4-year college 
2. Employed full-time 
3. Employed part-time 
4. Unemployed 
5. Other 

1985 Gross Salary 

O. None 
1. Less than $1,000 
2. $1,000-$4,999 
3. $5,000-$9,999 
4. $10,000-$14,999 
5. $15,000-$19,999 
6. $20,000-$29,999 
7. $30,000-$39,999 
a. $40,000-$49,999 
9. $50,000 or more 

Gender 

1. "Female" 
2. "Male" 
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Race 

1. "Caucasian" 
2. "Black" 
3. "Hispanic" 
4. "Other" 
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August 27, 1986 

Dear Vocational Education Affiliate: 

As a former student, New River Cornmunity College is interested in 
how well the college curriculum met your needs. This inquiry focuses on 
your beliefs of the importance and desired amount of general education 
within various program areas. The only way we know to find out about 
the general education component is to ask you. For the purposes of this 
study, the general education curriculum is defined as the set of courses 
all students working toward an associate degree have in common in terms 
of the knowledge, attitudes, values, and skills that will enhance their 
participation in social, technological, and cultural environments. The 
information you provide will be made available to Virginia community 
college administrators as a means of improving programs for fellow 
students. 

This is an opinion questionnaire; there are no "correct" answers. 
Please read the instructions for Sections A, B, C, and D; and then 
provide the background information in Section E. 

You may be assured of complete confidentiality. The questionnaire 
has an identification number for mailing purposes only. This is so that 
we may check your name off the mailing list when your questionnaire is 
returned. Your name will never be placed on the questionnaire itself. 

You may receive a summary of the results by writing "copy of 
results requested" on the back of the return envelope, and printing your 
name and address below it. Please do not put this information on the 
questionnaire itself. I would be most happy to answer any questions you 
might have. Please write or call. The telephone number is 

Thank you for your assistance. 

Sincerely, 

L. Pendleton Armistead 

/lpa Daniel Vogler 

Enclosure 
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September 8, 1986 

Dear New River Community College Affiliate, 

Last week a questionnaire seeking your opinion about the general 
education curriculum in the community college was mailed to you. Your 
name was drawn in a random sample of individuals from New River 
Community College. 

If you have already completed and returned it to us please accept 
our sincere thanks. If not, please do so today. Because it has been 
sent to only a small sample it is extremely important that yours also be 
included in the study if the results are to accurately represent the 
opinions of the New River community. 

Sincerely, 

L. Pendleton Armistead 
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September 23, 1986 

Dear New River Conrnunity College Affiliate, 

About three weeks ago we wrote to you seeking your opinion on the 
importance and desired amount of the general education curriculum in 
various occupational programs at New River Corrmunity College. As of 
today, we have not received your completed questionnaire. 

We have undertaken this study because of the belief that the opinions 
of former students of NRCC should be taken into account in the 
evaluation and formation of program requirements. 

We are writing to you again because of the significance each 
questionnaire has to the usefulness of this study. Your name was drawn 
through a sampling process in which all area residents, who have 
attended NRCC, had an equal chance of being selected. This means that 
only about one out of every 400 people in NRCC's service community is 
being asked to complete this questionnaire. In order for the results 
of this study to be truly representative of the opinions of all area 
residents, it is essential that each person in the sample complete and 
return the questionnaire. 

In the event that your questionnaire has been misplaced, a replacement 
is enclosed. 

Your cooperation is greatly appreciated. 

Cordially, 

L. Pendleton Armistead 

Daniel E. Vogler 

Enclosure 
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October 2, 1986 

Dear NRCC Affiliate, 

Several weeks ago we wrote to you seeking your opinion on the 
importance and desired amount of the general education curriculum in 
various occupational programs. As of today, we have not received your 
completed survey form. Therefore, we are writing to you again to ask 
that you please complete the survey and mail it to us as soon as 
possible. If we have not received the completed survey by October 13, 
we will phone you sometime in the near future. 

Thank you for your cooperation. Your opinions on this matter are 
of great importance to the significance of this study. 

Sincerely, 

Pendleton Armistead 
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October 26, 1986 

Dear NRCC Affiliate, 

We apologize for the persistence. However, we have been unable to 
obtain enough of the surveys to halt the data collection process. 
Therefore, if we are to generalize our findings to a much larger scope, 
it is essential that your completed survey is returned. 

By ·way of the phone calls, which were made to you or a member of 
your family last week, several inquiries were raised concerning the 
purpose of this study. This project is a curricular study intended to 
investigate how the general education component fits into two-year 
occupational programs. The opinions of faculty, administrators, and 
employers have already been analyzed. However, the views of students 
and former students of NRCC have not been obtained. 

We hope that you will take the 8-10 minutes necessary to complete 
the enclosed survey. A self-addressed, stamped envelope is also 
enclosed for your convenience. 

Thank you for your cooperation. The information that you provide 
will be very important to the success and significance of the study. 
We would appreciate it if you could return the completed survey as soon 
as possible, preferably by Saturday, November 1. 

Sincerely, 

Pend Armistead 

Enclosures 
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