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CHAPTER I
INTRODUCTICN
Title:

General Education Competences as Outcomes of Two-Year
Occupational Programs: A Comparison of Corporate and
Academic Views

Since the 1960s there has been essential agreement that the
instructional mission of the community college includes preparation of
students for further baccalaureate work /transfer function), provision
of skills for immediate job entry (occupational function), community
education/service, general education, and remedial education (Medsker,
·1960; Monroe, 1972; Thornton, 1972).

During the reriod of rapid enroll-

ment growth which continued through the mid-1970s; attention by
curriculum planners to the transfer and occupational training functions
of the community college was guaranteed by the great numbers of students
who surged to old and new institutions alike.

Because many of these

students were ill-prepared, remedial programs received substantial
effort, though the results were not always clear.

The community educa-

tion function also took shape and flourished during this time of
unprecedented educational affluence.

On the other hand, little

attention was focused on general education in the community colleges
during the 1960s, perhaps because the system of permitting students to
meet general education requirements by selecting courses from the
transfer division was so femiliar (Hudson &Smith, 1976), or because the
1
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community college, busily searching for identity, had no time to define
coherently the general education function (Harrison, 1973).
Statement of the Problem
By the mid-1970s, community college critics and proponents olike
expressed concern for the lack of effective, coherent programs of
general education in associate degree curriculums (Conrad, 1983;
Harrison, 1973; Scigliano, 1976).
one.

The issue was, of course, not a new

Agreement on means of resolving it, however, seemed no closer than

when frustration earlier had ended scrutiny of the topic.
Cohen and Brawer, noting the decline in the number of liberal arts
transfer students, suggested a new approach in 1982.

In The American

Community College, they argue for integration of the "collegiate"
function (embodying, in their terminology, the concept of liberal
education and associated in the community college tradition with the
transfer courses) into a reinvigorated ger.eral education program.
General education, on the rationale that it is the basis for individual
and societal freedom, should then be required of all community college
enrollees, "lest the gulf between social classes be accentuated as
members of the elite group learn to control their environment, while the
lower classes are given career education and training in basic skills"
(p. 327).

In this context, students in occupational programs share

equally with transfer students in the need for general education.
However, the determination of appropriate general education for students
in occupational programs poses particularly difficult problems for
program directors and curriculum specialists.

Students in these

3

programs are even more unlikely than other community college students to
achieve many general education objectives outside the formal curriculum,
and most community college students are disadvantaged relative to their
cohorts at four-year residential institutions (Astin, 1978; Chickering,
1969).

Yet the demand for curricular time to teach job related skills.

often leaves little room for courses which attend general education
goals (Koltai, 1982b).
The questions can be stated clearly:

How much is enough general

education for students in occupational programs?

And, given agreement

on the appropriate amount of general education in occupational programs,
what should be the character (that is, the nature, or constituent parts,
of the content) of that element of the programs?

In practice, answers

to these questions are seldom formulated on the basis of systematic
inquiry.

Rather, general education program content often follows

tradition; that is, it is copied from an existing program, which in turn
was copied from a prior one (Case, 1983).
requireme~ts

It may attempt to meet

at a nearby four-year college (Pilland, 1981) should

students eventually decide, the argument goes, to earn baccalaureate
degrees.

Sometimes it derives in piecemeal fashion from the

differential capabilities of departments to impose their wills on
curriculum committees or from backscratch compromises (McGrath, 1972),
thus ensuring continued enrollments in particular transfer courses.
Similarly, the proportion of the total occupational program dedicated to
general education efforts often is determined by the relative political
power of the occupational and transfer faculty groups within the
institutional bodies which approve new programs and program revisions.

4

The matter is further muddled

by

recognition that employers, as con-

sumers of the educational product, have a legitimate interest in helping
to determine the general education competences of the graduates they
hire.

While occupation program advisory committees are usually estab-

lished to provide this information, their potential value is seldom
fully realized by curriculum planners on a continuing basis.
Purpose of the Study
Suppose that information, resulting from systematic inquiry, was
available to curriculum planners regarding the desired amount and nature
of general education in two-year occupational programs.

Would.it be of

interest? Of value? This study was based on the assumption that such
information would be both attractive and useful.

The purpose of the

study, then, was to determine and compare the views of faculty and
academic leaders and of employers regarding the desired amount, relative
to other curricular elements, and character of the general education
component of occupational programs.
Research Questions
The following question was of primary interest in the investigati on:
1.

Within the general education component of two-year occupational programs, how much emphasis do academic personnel and
employers believe should be placed on each of several broad
competences as possible student outcomes?

Other questions considered in the study included:

5

2.

What proportion of two-year occupational programs, relative to
other curricular elements, do employers and academic personnel
believe should be dedicated to general education?

3.

To what extent do employe\S and academic personnel agree
within respective groups regarding questions one and two?

4.

Does knowledge of education and experience backgrounds, or of
current professional role or affiliation with a .particular
type of business or industry, help explain different views
regarding questions one and two?

5.

What are the implications for community college curriculum
planners of the research findings?

The focus of the inquiry, then, was desired competences of
graduates, rather than lists of courses to be taken or academic
discipline areas to be sampled.

This decision resulted in part from the

belief that, as difficult as it might be to identify broad statements of
competence, it would be more difficult to create in the minds of
participants in the study common conceptions of course content.

As

important as this consideration, however, was awareness of the current
societal concern with general competence (Riesman, 1979), and of
interest in competence-based general education as one approach to undergraduate curricular reform (Conrad, 1983; Ewens, 1979).

A third con-

sideration was belief that employers, because the term is used
frequently in the workplace, might respond with greater interest to the
concept of competence than to a focus on courses or disciplines.

6

Need for the Study
The curriculum planner for associate degree programs in occupational education faces an arduous task.

Graduates of these programs must be

technically competent in the knowledge and skills of the job for which
they are trained.

The body of educational experiences needed to achieve

this objective is relatively easy to define.

External accrediting

agencies or funding sources sometimes dictate the clock/credit hours
which must be devoted to developing this technical competence.

Thus

direction is given the program planner, but it often places constraints
on the development of remaining elements of the curriculum.
On the other hand, the desired purposes and content of the general
education component of the curriculum are often unclear.

Faculty are

seldom of one mind regarding either the amount or the character of the
general education element.

Debate usually centers on courses to be

included in the curriculum with little knowledge of or thought given to
student outcomes or how these fit into a coherent plan for achieving
general education objectives.

Employers are acknowledged to have ideas

regarding both occupational knowledge and skills and general education
student outcomes, but their beliefs are seldom gathered in any
systematic manner.

As observed above, programs are often copied from

existing ones at other institutions, or are assembled on the basis of
compromised antagonisms and pooled ignorance.
In addition to national and regional studies on the curricular
organization patterns of general education (Blackburn, Armstrong,
Conrad, Didham &McKune, 1976; Carnegie Catalog Study, 1980, in Boyer &
Levine, 1981; Hammons, Thomas &Ward, 1980; Hudson &Smith, 1976;
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Sullivan & Suritz, 1978), three recent doctoral dissertations have
spoken to this problem.

Mapp (1981) conducted a national survey of

general education purpose statements in community colleges and examined
the courses placed in occupational programs to achieve these objectives.
Beeken (1982) used analysis of student transcripts to investigate the
actual general education program (courses) experienced by students at
three Virginia community colleges.

Meyer (1983) conducted a Q-sort of

general education competences by selected employers to determine those
which were most desired as student outcomes of two-year occupational
programs.
While each of these studies illuminates certain facets of the
problem, much remains to be learned.

Mapp's work focuses on courses,

with only general regard for the extent to which the courses result in
student achievement of the purpose statements which she investigates.
Meyer's study has the value of focusing on student competence rather
than on courses.

It is limited, however, by geography--twenty-eight

subjects in a four county region of West Virginia were interviewed--and
by orientation of the subjects--only persons associated with industrial
units having 300 or more employees were interviewed.

Beeken essentially

described student course taking patterns and pointed out where
imbalances among discipline areas seemed to exist.

Her study does

corroborate the finding of Hudson and Smith (1976) that the general
education program for occupational students may differ substantially
from that experienced by transfer students, tending to be more oriented
toward professional training, while the general education of transfer
students focused more on advanced learning skills.

However, little

8

knowledge is -gained from Beeken's work about desired general education
competences as outcomes of two-year programs.
Additional information is needed.

Comparison of the views of

academic personnel and of employers regarding the desired amount and
character of general education in two-year occupational programs fills
one gap in the puzzle.
Definition of Terms
1.

Academic personnel.

Operationally, this group included deans,

program directors, division/department chairpersons, and faculty at
community colleges.
2.

Community college.

For purposes of this study, the definition

by Cohen and Brawer (1982) of a communi.ty college as "any institution
accredited to award the associate in arts or science as its highest
degree" (p. 6) was aaopted.

Included, then, in this definition are the

comprehensive two-year colleges and many of the public and private
technical institutes; the public vocational-technical schools and adult
education centers and the proprietary business colleges are for the most
part excluded (p. 6).

Community colleges used as a basis for this

survey were free-standing, comprehensive, public institutions.
3.

Competence.

This term was used to designate a demonstrated

capability or means of accomplishing that which is s'pecified.

Use of

the term does not indicate one all encompassing "material sufficiency:"
rather, it is used in the context of 11 a competence" or of "clusters of
competences."

9

Competence was chosen deliberately instead of "competency" for the
same reason that Alverno and Mars Hill colleges made the distinction in
developing their competence-based general education programs.

The

former dean of instruction at Mars Hill writes:
I have made a distinction between the terms competency and
competence for heuristic purposes. The term competency-based
curriculum has become loaded with overtones of behavioristic
evaluation of learning and fragmentation of instruction into
discrete learning units where the interrelationship of the
parts and the whole of the desired outcomes is questionable.
(Knott, 1975, p. 28)
Ewens (1977) uses competence in the same context and observes that
"competences are holistic, generic qualities, not a trivial series of
discrete bits and pieces" (p. 11).

The term "competency" appears, then,

only when paraphrasing, quoting, or otherwise referencing the work of
writers who specifically use this term rather than competence.

This

note is added to explain what may appear to be incor.sistent application
of terminology.
4.

Employers.

This group was comprised of managers, directors,

and other executives of business, industrial, commercial, or service
enterprises who by virtue of their positions, roles, or other means, can
determine or influence the selection and/or retention or dismissal of
employees of the enterprise, or can determine or influence the criteria
for making such decisions.

Operationally, employers were comprised of

members from selected occupational program advisory committees at
community colleges.
5.

General education.

As used in this study, the term general

education embodies three important ideas:

It is "that part of the

1()

college curriculum [a} which is deemed essential for the education of
all students, and therefore should be required of all for graduation"
(Monroe, 1972, p. 67).

Furthermore, general education (b) represents

the power of knowledge-- 11 the power of coping, understanding, mastering
the self and social interactions.

[c] It must lead to the ability to

do, to act [and, if successful, it] ... 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 gained them" (Cohen & Brawer, 1982, p. 318).
6.

Occupational program.

An occupational program is a planned

educational experience in a community college which is designed to
prepare the learner for immediate job entry.

Such programs include

instruction in job related knowledge and skills, and in knowledge and
skills requisite to or supportive of job-related training.

Further,

they usually include experiences which a.re intended to foster general
education knowledge,

skills~

and values.

programs refer only to those which

le~d

In this study, occupational
to an associate degree and which

are subsumed under the program family titles which are explained in the
section entitled "Scope and Limitations."
Scope and Limitations
The research questions and definitions, above, define those aspects
of the broad general education topic with which this study was concerned, as well as the groups whose perceptions were sought.
of the study, then, may be stated in this way:

The scope

The views of community

college academic personnel and of employers were determined and compared
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regarding the amount and the character of general education desired in
two-year occupational programs.

The amount dimension was measured as a

proportion of total program credit hours, relative to other broadly
defined program components.

The character dimension was defined by

emphasis, measured as a desired percentage of general education instructional effort, placed on each of several possible student outcomes (competences) of general education.
Two further limitations operated in the proposed study.
Geographically, the surveys was limited to three publicly supported
independent community colleges (as opposed to community college components of four-year colleges, of which there are several) in West
Virginia, and to three publicly supported community colleges in southwest Virginia.

Geographic accessibility to the researcher and compre-

hensiveness of occupational curricula were primary considerations in the
selection of these institutions.
In substantive terms, there was some focus on particular groupings
of occupational programs.

The typology of less than baccalaureate pro-

grams in A Taxonomy of Instructional Programs in Higher Education lists
six families of related occupational programs.

These are data

processing technologies, health services/paramedical programs,
mechanical/engineering technologies, natural science technologies,
business and commerce technologies, and public service related technologies (Huff &Chandler, 1970).

For purposes of information gathering

and analysis in this study, data processing and business and commerce
technologies were combined to make one group.

Academic personnel

associated with occupational programs were asked to identify themselves

12
as teaching or administering instruction in this family of business
related programs, in the allied health subject area, in mechanical/
engineering technologies, or in "some other" occupational program area.
Only advisory committees to programs associated with these three broad
families of occupational programs were used in the study.

This focus,

while not of central interest in the investigation, should be noted.

It

resulted from knowledge that these program areas comprise a large
proportion of the total number of associate degrees conferred (Abel,
1982), and from the awareness that the colleges which were used as a
basis for the study had in common programs in these families.
Summary
The need to establish effective, coherent general education
programs for two-year college students has in recent years attracted the
attention of community college leaders, faculty, and administrators.
But how to accomplish this, particularly in occupational programs, is
problematic.

"How much?" and "Of what nature?" are questions asked by

program directors and curriculum managers regarding general education.
Answers are seldom formulated on the basis of systematic inquiry.
Similarly, of the research dealing with general education in
college and

~niversities,

or of changing patterns.

much has been descriptive of current practice
Less often have the views of academic con-

stituencies and of employers--consumers of the

educatio~al

product--been

determined regarding desired student outcomes of general education.
This study examined and compared the beliefs of academic personnel
· involved in making curricular decisions and of employers regarding this

13

question:

.

Within the general education component, how much emphasis

should be placed on each of several possible competences as outcomes of
an occupational program?
Other questions examined wer.e these:

What proportion of a two-year

occupational program, relative to other curricular components, should be
dedicated to general education? To what extent do academic personnel
and employers each agree within respective groups regarding the desired
amount and character of general education? Does knowledge of background
and current role or affiliation help explain different beliefs about
general education? What are the implications for community college
curriculum planners of the research findings?

CHAPTER II
REVIEW OF RELATED LITERATURE
This review of the literature was undertaken in support of the
research questions and method of inquiry generally outlined in the preceding chapter.

No effort was made to cover the literature of general

education in an exhaustive fashion.

Similarly, and within even narrower

bounds, portions of the literatures of competency-based education and
the community college were explored.

Considerable effort was devoted to

identifying and supporting the choice of the several competences which
were presented to participants in the study.
under the following topical headings:

The review was conducted

(a) history and current practice

of general education, (b) competency-based education, (c) general education in the community college, and (d) identification of general
education competences.
Historv and Current Practice of General Education
The characterization by the Carnegie Foundation for the Advancement
of Teaching (1977) of current practice in general education as a
disaster and of the concept of general education as an idea in distress
precipitated a national discussion about how the quality of general
education in American colleges and universities could be improved.

Much

attention was given the Harvard faculty as it debated the report of its
Task Force on the Core Curriculum, but countless individuals the nation
over took up the question (Gaff, 1980b).
14
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The debate is old news.
surprising.

The action resulting from it is somewhat

Publications, conferences, and projects dealing with reform

of general education have increased noticeably.

Funds for curricular

improvements have become available from both private and public sources.
More importantly, review by hundreds of colleges and universities around
the country of their general education programs is underway.

Media

attention to the Harvard debate has focused awareness on the whole
process (Boyer &Levine, 1981; Gaff, 1980b).
One may rightly ask why this great increase of interest in general
education is occurring now after decades of neglect?

Perspective for an

answer results only from some understanding of the history of the
concept of general education, and of the precarious position the concept
now seems to occupy.
Conrad (1983) assigns the origin of general education to the
Greeks, who linked education, or more broadly culture, to "the ability
to lead one's life well" (p. 1).

Note that the term general education

is of modern usage; it is usually linked with and sometimes used synonymously with the older term liberal education.

The concept of liheral

education was founded in the idea "that education is culture and not
simply the transmission of, or knowledge about, culture" (p. 1).
must experience to be educated.

One

For the Greeks, education was a moral

activity in which personal excellence was meshed with the public good.
The Greeks accepted a plurality of approaches to liberal education.
Roman scholars organized the knowledge from the Greek heritage and
outlined the seven liberal arts as the familiar medieval curriculum of
the trivium (grammar, rhetoric, and logic) and the_quadrivium

16

(arithmetjc, geometry, astronomy, and music).

The early Christian

church adopted the seven liberal arts as the basis for the study of
theology.

Gradually, the baccalaureate degree

cam~

to represent in the

university competence in the seven liberal arts, which comprised the
medieval curriculum.

The Renaissance brought expansion of the medieval

curriculum to accommodate the revival of classical languages and
literature and the reconciliation by Thomas Aquinas of Aristotle to the
teachings of the Church.

Knowledge, then, of the seven liberal arts, of

the classical languages and literature, and of Aristotle constituted
liberal (some would say general) education {Conrad, 1983).
Gaff (1980a) summarizes the pre-modern period from a somewhat
different perspective.

He notes the Greek ideals of poet, statesman, or

sage as examples of the educated person, but contends that while different cultures have idealized different professions, "each cul'ture has
an image of what a generally educated person is, regardless of
speciality.

For instance, he typically is expected to be sophisticated

in the use of language, to be widely knowledgeable about the society,
and to have a sense of its history" (p. 17).
Shifting attention to the New World in the seventeenth and
eighteenth centuries, the nine colleges of the English colonies, modeled
after Oxford and Cambridge, were rooted in the belief "that true education was liberal and general, not narrowly vocational'' {Conrad, 1983, p.
4).

The vehicle was of course the expanded medieval curriculum.

By the

end of the eighteenth century reformers were suggesting additions or
limitations to classical studies to make them more modern and/or
practical.

The usual subjects put forward were history, politics, trade
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and commerce, modern languages, English, natural sciences, and more
mathematics.

Reforms were forestalled for several years, however, by

influence of the Yale report (see Levine, 1979, pp. 544-556), which was
a staunch defense of the medieval liberal arts curriculum.

Neverthe-

less, while reform was slowed, many colleges adopted the modern subjects
in the period just prior to the Civil War (Conrad, 1983).

After passage

in 1862 of the Morrill (Land Grant) Act and the consequent establishment
with federal assistance of the land grant institutions, whose mandated
purpose was to emphasize and promote study in the practical arts of
agriculture, engineering, and related subjects, change came rapidly.
The elective system installed at Harvard by President Eliot in the years
following his ascendance in 1869 was widely emulated.
his benchmark inaugural address, see

Levine~

(For excerpts of

1979, pp. 561-574.)

Influence of the German model for the university, though the model was
not fully adopted in any American institution, further weakened the
liberal ideal and led to enhancement of special rather than general
Rudolph (1977) chronicles the extent of

education (Conrad, 1983).

disintegration of the common, classical learning in a chapter simply but
aptly entitled "Disarray.
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In setting the frame of reference for his history of the American
undergraduate curriculum, Rudolph (1977) observes the often unpredictable but constant change the course of study has undergone from 1636 to
the present time.

Gaff (1980b) continues this line of thought by

positing as one recent dynamic of curricular change the pendulous movement between emphasis on specialized and general education.
the twentieth century, the pendulum was poised.

Early in

Conrad (1983) writes:
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While the practice of liberal education had been seriously
corroded, the idea of liberal education persisted. Supporters of
liberal education were increasingly identified more in terms of
their general point of view toward education ... rather than by a
particular course of study •... A series of reforms, known
collectively as the •general education movement,• were introduced
to reinstate and reinvigorate the tradition of liberal education.
( p. 6)

President Lowell at

Harvard~

supported by the faculty, made the

first major effort to restore the common learning.

His play in 1909 to

require students to take courses in the humanities, the social sciences,
and the natural sciences--a distribution pattern of general education,
it came to be called--was accepted at Harvard and widely adopted over
the next decade (Conrad, 1983).

Unfortunately, McGrath (1976) observes,

few safeguards were built into the system to ensure that students would
not select to meet general education requirements those narrow subject
matter courses which teachers trained in pursuit of the Ph.D. degree
tended to design.

McGrath concludes that the 11 distribution system under

these circumstances failed to instill the breadth of learning its
advocates intended 11 (pp. 22, 23).
Consequently, the period just.before and after World War I
witnessed development of a number of experimental courses in general
education, most of them constructed as comprehensive, often interdisciplinary, survey courses.

At the University of Rochester, at Amherst

College, at the recent-formed Reed College, and at Columbia University
and the University of Chicago, such courses were introduced, in
Rudolph's (1977) words, to revive the function of cultivating and
transmitting 11 the intellectual and philosophical inheritance of the
Western world as an instrument of man's understanding of himself" (pp.
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237, 238).

These were experimental courses, as were the more broadly

based college experiments at Sarah Lawrence, Bennington, the
Experimental College at Wisconsin, and at St. Johns, where study of the
Great Books was institutionalized.

General education units were

organized at the University of Florida, the University of Minnesota, and
at Michigan State and Boston universities (McGrath, 1976).
Conrad (1983) cites criticism of the survey courses, noting that
the emphasis on breadth often resulted in superficiality, and that the
courses were also attacked on the basis of their being piecemeal
efforts, often the work of small groups of faculty, and not parts of
comprehensive schemes of general education.

This latter indictment had

given rise to the experimental colleges, with which Conrad deals more
kindly, calling them "bold, innovative general education programs" (p.
10).

Interest in general education gradually lessened during the depression and war years, though McGrath (1976) characterizes them as part of
the reform period.

One may conclude from the literature that while

general education proponents worked long and hard in the interim between
the world wars, they could show little for their efforts other than some
few exemplary programs.

There was a particular failure to envelop the

natural sciences into the general education movement (Rudolph, 1977).
Publication in 1945 at Harvard of a faculty committee report
entitled General Education in a Free Society resulted for a short time
in renewed interest in general education.

Though only a portion of the

recommendations for higher education outlined in the "Redbook," as the
report came to be called, was adopted at Harvard, its suggestion of
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required courses in Western civilization, literature, the principles of
science, English composition, and the natural sciences, plus distributton electives, was widely heeded across the country (Gaff, 1980b).
McGrath (1976) writes that in the 1940s, "general education [with the
Harvard report playing a noteworthy role] gained wider acceptance as a
viable reforming agent in higher education, perhaps bringing half the
colleges in the nation into its sphere of influence by 1955" (p. 23).
Rudolph (1977) is somewhat less sanguine regarding the results of its
influence.

He sees the general education reforms following publication

of the Redbook as a ripple in American curricular history, and observes
1

that the whole movement had largely run its course by the late 1950s,
with uneven results.

The more innovative models, as at St. Johns, Sarah

Lawrence, and Chicago had no imitators.

"Institutions with a commitment

to general education ... [were] ornaments of liberal learning" (Rudolph,
1977, p. 261).
Conrad (1983) writes of the nearly one hundred years of attempted
reform:
On the one hand, at least some coherence was brought to the
undergraduate curriculum: the excesses of the elective system
were curbed by the development of a general education
component of the curriculum in most colleges, and widespread
adoption of distribution requirements occurred. On the other
hand, the evidence was persuasive that most attempts had
failed to recapture the shared learning and common curricular
experience that had once been quintessential to a 'liberally
educated' person. (p. 11)
The question is compelling.

Why has general education been such a

failure in practice, compared to the continuing ideal, which is widely,
if r.ot universally, accepted?

Boyer and Levine (1981) credit the end of

the first revival (after World War I) partly to the confusion about
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goals and internal contradictions of the ideas of the reformers, but
more importantly to the distractions of the depression and the shift
toward vocationalism.

The second revival (after World War II) grew out

of concern for "vocationalism, overspecialization, and the elective
curriculum" (p. 15).

An additional factor which contributed to the

renewal of interest was the Cold War with its implications for survival
of a free society.

Ironically, given the Cold War as one of its

origins, the revival ended in the response to Sputnik, the Soviet
artificial satellite launched in 1957.

Following this event came

attention to honors programs, a strengthening of majors, and attacks on
the general education curriculum as rigid, narrow, and irrelevant (Boyer
& Levine·, pp. 14-16).

The repeated failure of general education efforts is viewed in more
broadly construed terms by Gaff (1983).

General education, he observes,

has been opposing the tide of historical trends.

The establishment and

ascend2nce of the university, with its aims of research and advancement
of knowledge led inevitably to specialization of knowledge and departmentalization of the faculty.

The "academic revolution" detailed by

Jencks and Riesman (1968) weakened general education by giving control
to faculty whose primary interests \'Jere research and publication and the
freedom from teaching to accomplish these ends (see also Rudolph, 1984).
Furthermore, faculty influence in hiring led to more narrowly educated
specialists as faculty, who taught more narrowly conceived survey
courses.

Increasing numbers of students financed specialized courses

and fostered mass produced general education, which students in the
turbulent 1960s dismissed as irrelevant.

In addition, the traditionally
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packaged general education courses were in many cases not suitable to
the adult students who now swelled class enrollments.

Finally,

institutional differentiation further diffused the purposes of general
education.

With the rise of new types of institutions, particularly the

community colleges, where students tend to be part-time and vocational
oriented, no single model of general education is possible (Gaff, 1983).
So what may be said of the current practice of general education?
A number of recent national studies speak to the question.

In 1969,

Dressel and Delisle used college catalogs to investigate curricular
patterns and changes in requirements over the period 1957-1967 at 322
American liberal arts colleges and universities.
were excluded from the research.

Community colleges

Only the findings of trends are

reported here because a description of current curricular patterns found
in a more recent research report is presented at a following point.

The

investigators summarized regarding general education in the ten year
period:
1.
Formal requirements in English composition, literature, and
speech have decreased.
2.

Foreign language requirements have increased ....

3.
The use of proficiency tests for meeting requirements in
writing, speech, and foreign language has increased.
4.
Requirements in philosophy and religion have been reduced,
with these subjects more frequently appearing as options in a
distribution requirement.
The specification of mathematics as a requirement or an option
5.
has increased.
6.
There is some tendency to reduce physical education
requirements ....
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7.
Basic and general requirements remain at approximately 37
percent of the degree requirements .... (p. 30)

The changes were not profound.

The authors conclude that "the trends

substantiated in this study [are] ••• less extensive in nature than one
might have expected considering the curricular ferment of the past
decade ....

The overall pattern of general and concentration require-

ments has changed but slightly" (p. 74).
Blackburn and associates conducted a study for the Carnegie Council
on Policy Studies in Higher Education.
Dressel and Delisle, focused on change.
1966 through 1973.

This research, like that of
The authors reviewed the period

Both college catalogs and student transcripts were

used in the analysis.

The study is noteworthy for having included the

two-year colleges, a practice followed in subsequent Carnegie investigations.

Its description of general education curricular patterns is

not reported here, for the reasons cited above.
briefly, were these:

The gross trends found,

a decline in the amount of general education

required, some 22 percent less in 1973 than in 1967, which decrease
equaled about 12 credit hours in four-year institutions and 5 credit
hours in community colleges; a "marked" move away from requiring
specific courses toward requirements in more or less specified distribution areas; a substantial increase in free choice of courses to meet
general education requirements in institutions where there had previously been distribution requirements; overall, less structure in the
general education curriculum; a decline in the number of classes
required in each of the broad discipline areas--humanities, natura1
scier.ces, and the social sciences; and an appreciable decline in the
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number of institutions requiring as part of each student's general
education such basic
and mathematics.

~curses

as English composition, a foreign language,

This last trend was not so pronounced in two-year as

in four-year institutions, though the former had never in any number
required mathematics or foreign languages (Blackburg, et al., 1976).
Boyer and Levine (1981) report and comment on an unpublished
Carnegie catalog study of 1980.

This investigation used essentially the

same sample of institutions as those studied in the Blackburn effort and
similar methods of inquiry.

Boyer and Levine provide a snapshot in time

(1980) of general education in three dimensions:
outcomes.

The findings are summarized below.

content, process, and

The content of general

education is usually grounded in the academic disciplines, that is,
subject departments.

Some 95 percent of all institutions use this basis

for all or part of their general education programs.

However, some

curriculums include more broadly based interdisciplinary courses--from
simple blends of two courses to vast collages of subject matter areas.
About 25 percent of all programs have some interdisciplinary content,
but because few programs are entirely interdisciplinary in nature, the
total amount of broadly based general education is much less than this
figure.

An even smaller proportion of general education content is

organized on a thematic basis.

Boyer and Levine comment that the dis-

cipline based courses are often specialized and result in little
integration of knowledge; they characterize the thematic courses as
having potential, but often casually conceived and constructed and
always isolated from similar courses and the rest of the curriculum.
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Process is the term Boyer and Levine (1981) use to indicate structure or organization.

They find that establishment of distribution

requirements is by far the most prevalent structural pattern.

In about

95 percent of all institutions, required courses are spread over several
broad fields of study.

The most common type of distribution arrangement

is one in which some courses are prescribed, others are listed as guided
options, and there are few electives.

Some 70 percent of all

distribution patterns take this shape.
categorized by the term smorgasbord.

Another 25 percent may be
In this arrangement there is less

structure and more freedom of choice for the student.

Other little used

plans include the recommended (no coercion) distribution, the self-paced
(linked to exams, not courses) distribution, and the contract approach,
where student and advisor construct and contract for a general education
program.
Other less used means of structuring general education include a
core curriculum, in which students must take a wholly prescribed course
of general education studies, with no electives.

As with the Harvard

curriculum framers in 1642, this approach is based on the belief that
11

each student should study the same subjects, and that they should be

studied in the same way

11

(Boyer &Levine, 1981, p. 28).

A final alter-

native to the distribution model is to have no requirements at all.
Despite the apparent contradiction, colleges with this program express
strong commitments to general education.

About 5 of every 100

institutions have programs which fit these last categories.
Boyer and Levine summarize the process of general education as
currently practiced in this manner:
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These three approaches--core, distribution, and electives-constitute a continuum. At one end, the core curriculum holds
that all students need to know the same things and should
learn them in the same fashion. At the other, the wholly
elective curriculum is based on the notion that all people
need to know different things and should learn things in a
variety of ways. In the vast terrain between these two
extremes is the distribution approach, rooted in the belief
that all students need to know generally the same things, but
thay they can learn them in a variety of ways. (p. 28)
All of these approaches are found wanting as currently practiced.
Having no requirements is rejected out of hand.

The core curricula and

prescribed distributions show promise, Boyer and Levine say, but the
former are usually "too narrowly focused and fail to explore the broader
human relationships, [while the latter] •.. define the purposes so
broadly, and permit so many different and unrelated courses to satisfy
requirements, that, again, no sense of commonality emerges" (p. 31).
Finally, Boyer &Levine (1981) leave the findings of the Carnegie
study and comment on the notion of outcomes of general education, which
they trace in the American experience to the founders of the colonial
colleges, who "talked much more than [educators] ... do today about the
qualities of the educated person" (p. 31).

The tradition of a cultural

ideal is still found in most college catalogs.

More recently, competen-

cy-based general education has caught the attention of reformers.

In

programs of this nature, students must demonstrate competence, not mere
course taking, in a variety of knowledge and skill areas generally conceded to be within the province of general education.

This approach can

be a useful one, Boyer and Levine conclude, because its emphasis on
goals can help translate philosophy into practice.
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One additional reference bears mention.

A recent report by William

J. Bennett (1984), currently United States Secretary of Education,
focuses on the decline in the humanities content within undergraduate
education.

The preliminary findings of a study by the American Council

of Education are cited to document substantial declines in the requirement of ancient and European history and of foreign languages for
graduation with a bachelor's degree.

Bennett observes that the struggle

now is reduced to one for survival of the humanities in the structure of
education.
The tone of literature about the current status of general education is captured in three final comments.

Rudolph (1977) writes of the

period after World War I:
In the twentieth century ... [the traditional liberal arts]
curriculum lingered on as an anachronism. In many places the
purposes had fled with the curriculum .... Distribution,
liberal culture, and general education all were characterized
by an embarrassing lack of authority and an absence of agreement on the knowledge that should define an educated person.
(p. 243)

.

Characterizing general education half a century later, the Carnegie
Foundation for the Advancement of Teaching (1977) concluded that "the
erosion of general education on America's college campuses is even more
severe than its share of the curriculum might indicate, for in many
cases it is so poorly defined and is so diluted with options that it has
no recognizeable substance of its own" (p. 184).

If the colleges cannot

do a better job, the foundation suggests, they should seriously consider
eliminating the waste of time that general education now frequently
represents.
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Boyer and Levine (1981) metaphorically deplore the current practice
of general education by likening it to the basement room.

"General

- education is the spare room of academia with no one responsible for its
oversight and everyone permitted to use it as he will ....

[It is a

place] to keep odds and ends" (p. 3).
The question was posed:

Why is there now a great increase of

interest in general education after decades of neglect?

One is tempted

to answer in Shakespeare's adage that because there were those who would
not let general education "cease to be," it could only improve--her.ce
the renewed interest.

But more specific answers can be found in the

variety of educational contexts from which the proponents of general
education argue for its regeneration.
these positions.

Gaff (1980a) outlines a number of

Some want simply to return to the educational

stability of the 1960s; others regret the vocationalism of the 1970s and
long for the lost values of the liberal arts; some tout general
education as a remedy for the decline in basic skills, while others want
it to emphasize the higher order intellectual skills; some want

~eneral

education to reassert a commitment to historic values in the aftermath
of Watergate; others seek reaffirmation of a common heritage and
humanity in a society which is oriented toward individualism.

Boyer and

Levine (1981) add that a reinvigorated general education is sometimes
seen as a remedy for post-Vietnam isolationism, as an antidote for the
narcissism and demand for instant gratification of the 1970s, or as a
way to solve financial problems on the campus--by offering fewer small
departmental courses and more large general education classes.

Gaff
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(1980a) observes regarding this lack of consensus that, "in short, there
is a great deal of ferment and little agreement" (p. 22).
How can one make sense of these seemingly diverse purposes for
general education? Obviously some are peripheral to the primary thrust,
but Boyer and Levine (1981) find a commonality in historical and present
·general education activity.

"Each general education revival moved in

the direction of community and away from social disintegration.

The

focus consistently has been on shared values, shared responsibilities,
shared governance, a shared heritage and a shared world vision.

[This]

••. suggests that the ebb and flow of general education is in fact a
mirror of broader shifts in the nation's mood" (p. 17).

Gaff finds

direction through the maze of conflicting purposes which burden current
thinking about general education by analyzing the changes in post-secondary education which have occurred since World War II.

Notable among

these changes are the decline of private colleges and of their
curricular influences, the rise of public community colleges, the vast
increase in the numbers and diversity of students, the tremendous growth
of professional education, and attention to the concept of lifelong
learning.
All of this suggests, then, that consensus on general education
purposes will be built on each campus in response to the academic community's perception of societal changes and changes in higher education,
and in keeping with the tradition, mission, character, and resources of
each institution (see Clowes, Luckenbill, &Shaw, 1979, for related
comment).

Gaff (1980a) is optimistic.
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The careful and sustained attention to the reconstruction of
general education has just begun, and the thinking is very
much in the formative stage. Each institution will have to
determine what kind of general education is best....
But the
reconsideration of educational ideals, historical perspectives, and contemporary realities is already leading to new
approaches to general education that are appropriate for our
times. (p. 26)
By 1982, some were suggesting that a national revival had in fact begun,
fragile though it was.

Favorable attitudes toward general education,

they observed, were being transformed into "curricular changes
[including] ..• a larger proportion of required general education
courses, additional structure with less student choice, more liberal
arts subject matter, more attention to basic and advanced skills, and a
series of qualitative changes consistent with general education purposes
and philosophy" (Klein &Gaff, 1982, p. 12).

This enthusiastic pro-

nouncement was based on a survey of institutions known in advance to be
engaged in the process of general education reform.

Consequently,

neither the breadth nor depth of the alleged revival is known.

Whether

it represents a gentle wave or a flood tide remains to be seen.
Competency-Based Education
The Carnegie Foundation (1977) describes competency-based education
by noting those features which are unusual.
Competency-based curricula are different from subject-based
curricula in the following respects:
1. They are directed toward the achievement of outcomes that are
explicitly defined and made known to students in advance.
2.
They recognize competences wherever they are achieved--in
class, in class at another institution, through work experience, or
through some other learning activity.
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.

3. There is (theoretically) no time schedule for the completion
of the program.

4. They are sometimes developed in ways that assess the margin cf
competence specifically added by the college experience and are
thus adapted to each individual. In such cases, a diagnostic
_
assessment is made when the student begins the program, and a summational assessment is made when he or she completes it.
5.
They endeavor to assess not only the student's [sic] cognitive
development, as evidenced by what they know, but also their affective development, as evidenced by the manner in which they perform ..
(pp. 125, 126)
Tyler (1975) sees competency-based education as a response to two
recurring problems faced by educators:

(a) the question, given the vast

and growing body of knowledge from which to choose and the constantly
changing nature of society, of what should be taught, and (b) how to
facilitate the transfer of training, that is, to relate theory to
practice (pp. 55, 56).
One root of a competency-based approach to the solution of these
problems can be traced in the American experience to the establishment
of the land grant colleges following passage of the Morrill Act in 1862
by Congress.

There is evidence that, both in selection of course

content and in examinations, attention was given to the practical
concerns and problems of students (Tyler, 1975).

A second origin of the

competency-based approach may be found in the work of Herman Schneider,
of the engineering department at the University of Cincinnati, and
Arthur Morgan, who became president of Antioch College in 1920.

From

the efforts of these pioneers came the Cooperative Education movement,
which by 1975 had spread to more than 700 colleges.

Evaluation of these

programs has revealed their importance in helping students to see the
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connection between theory and practical situation·s and in providing
practice in the application of knowledge (Tyler, 1975).
At about the same time, contemporaries Franklin Bobbitt (1918,
1924) and W. W. Charters (1923) were.expounding methods of curriculum
construction which focused, in Bobbitt's work, on linking "goals to
systematic analysis of content" (Vogler, 1984) and, in the case of
Charters, on "present and future activities of the student" (Tyler,
1975).

Bobbitt (1918), for example, cites a 1914 report of the United

States Commissioner on Industrial Relations in which a long list cf
"occupational deficiencies" was detailed.

He concluded that in such a

list of occupational \'1eaknesses, broadened and ·refined, the objectives
of occupational education could be found.
During the 1920s, Charters assisted Stephens College, which
enrolled only women, in establishing a curriculum that included content
derived from analysfs of diaries kept by. graduates and other women of
the important activities they encountered in their lives (Tyler, 1975).
Charters continued work on providing a competency-base for curriculum
construction in his direction of the Commonwealth Teacher Training
Study, which resulted in a list of "The 1001 Activities of American
Teachers, and in his association with what was later to become the
Rochester Institute of Technology.

Tyler assisted over the years (and

continued after Charters' death) in this latter project, which as part
of its purpose determined systematically the competencies needed by
technical workers in the Rochester area and built curricula to develop
those competencies.
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With his emphasis on the relationship of goals to evaluation, Tyler
was in the forefront of the competency-based education movement during a
period of lagging interest through 1950 (Asche, Vogler &O'Reilly,
1980).

Tyler (1949) found instructional goals based in examination of

the student, the society, and the subject matter.

Possible goals

derived from these sources should be tested against an appropriate psychology and philosophy of education.

The residual goals would then

become the basis for learning experiences and for evaluation of student
outcomes.
More recently, Mager (1962), Taba (1962), and Mager and Beach
(1967) have combined the notions of goals linked to content and goals

related to evaluation (Vogler, 1984) in a series of widely attended
publications.

Others who have contributed to the surge of interest in

competency-based instruction include Popham (1973, 1980) and Gronlund
(1978), both of whom have produced how-to-do-it books on the selection,

efficacious phrasing, and use for instruction and for evaluation of what
are called behavioral objectives.

This term is applied because of the

underlying assertion that learning can be inferred and evaluation made
only on the basis of the learner's behavior.

Later work by Mager (1972)

focused on fine tuning the statement of objectives, a process he calls
goal analysis.

Vogler (1984) distills much of this information and

presents a checklist of tactics useful in writing the kind of learner
centered goals which can easily be translated into behavioral objectives
in instructional practice.

These later efforts took into account the

work of Bloom (1956) and Krathwohl (1964) in establishing a taxonomy of
educational objectives and of B1oom and associates (Bloom, Hastings, &
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Madaus, 1971) in relating evaluation techniques to objectives and
behaviors.

Davies (1976, 1973) in two books during the 1970s attempted

to take some of the mechanistic edge from the competency-based model by
emphasizing the "wholeness" of the system and by stressing that objectives are only a means of improving, rather than the end, of instructi on.
However, the apparent focus of competency-based education on
narrow, discrete, behaviorally measured outcomes and accompanying
instructional patterns to achieve them has provoked widespread
criticism, even among those who accept the broader tenets of the
approach (Ainsworth, 1977; Ewens, 1977; Slizak, 1976).

Conrad (1978)

summarizes the charges.
The major criticism has been that in redefining education in
terms of competence and in trying to measure the behavior that
demonstrates competence, education is being reduced to a
mechanistic measuring of specific behaviors. Especially in
general education, where it is nearly impossible to measure a
liberally educated person, the trend may lead to trivialization instead of true liberal learning. (p. 81)
Others, even some of the critics, are convinced that despite these
possible defects, competency-based education represents a reforming
impulse in American higher education, and holds promise for improvement
of general education (Boyer &Levine, 1981; Ewens, 1979; Knott, 1975;
O'Connell &Moomaw, 1975).
General Education in the Community College
The junior/community college as an institution grew to maturity,
though not to final form, during two periods of interest in general
education reform.

This fact might lead one to expect that two-year
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colleges, because of their formative condition, were hotbeds of innovation in general education.
Such was not the case.

Harrison (1973) summarizes a series of

studies which together picture the junior college effort regarding
general education.
Junior

Col~eges

A 1939 survey by the California State Committee on

revealed some good programs among those at the state's

26 junior colleges but, for the most part, administrators seemed not to
understand the purposes of general education, and little evaluation of
general education instruction took place.

A later study by the General

Education Committee of the California Junior College Federation found
more agreement on the purposes of general education, but little
curricular prescription to see that the purposes were fulfilled.

James

Reynolds in a 1944 investigation found general education to be far from
adequate at junior colleges (cited in Harrison, 1973).

The report by B.

Lamarr Johnson (1952) of an extensive study in California was somewhat
more encouraging, but suggested there was a need "to aim [programs] ...
at more than just the students' intellect,.to make them more consistent
with the philosophy of the college, to include required courses with the
recommended ones, and to supplement regular courses with other
educational experiences" (Harrison, 1973).
In 1950, Bogue deplored the condition of general education in the
community colleges, proclaiming it to be repetitious and dead,
consisting of initial courses in subject areas and including few broad,
integrative courses.

Later studies confirmed Bogue's observations.

Medsker, after surveying the efforts of 75 colleges from 1950 to 1960,
found that most two-year colleges failed to meet general education
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objectives.

Conventional academic courses were common, and integrated

general education courses were few (Conrad, 1983).

Studies by Thornton

(1972) and Hudson and Smith (1976) resulted in similarly pessimistic
pronouncements.

Monroe (1972) observed that the general education

movement never really gripped the community college, despite continued
lip service to the concept in college catalogs.

Johnson (1982) is

convinced that his criticisms of thirty years ago are just as valid
today.

Conrad (1983) looks back over efforts to revitalize general

education in the twentieth century:

"Most such attempts at reform had

failed, and nowhere was this more clear than in the vast majority of
community colleges.

While seeking to adapt liberal education to

contemporary society, most proponents of general education reform had
severed the connection with the rich, potent idea of liberal education
and had come up with nothing to rep 1ace it" ( p. 14).

Conrad takes no

note of the announcement in 1982 by Klein and Gaff of a revival in
general education, notwithstanding their inclusion of two-year colleges
in the survey on which it is based.
The same gap, then, between high ideal and poor practice of general
education is found in community colleges as in otlier higher education
institutions.

Many of the same reasons apply in both cases to explain

the failure.

The shattering of knowledge into academic disciplines, the

increase of faculty specialization, confusion over the definition and
purposes of general education, and low status associated with the
concepts of terminal and life adjustment general education, and the
inclusion by some of vocational adjustment as part of general education
all affected :ommunity colleges.

The great increase in the numbers of
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students after World War II pressed the community colleges particularly
hard, as did all of the other phenomena, above, excepting loyalty to the
academic disciplines (Cohen &Brawer, 1982).
Some factors peculiar to community colleges provide further
explanation.

Interest in general education was at a low ebb when the

greatest growth in the numbers of new colleges was taking place; replication of curricula and organizational patterns was at that time
typical.

The content and method of general education at the community

college was usually influenced by nearby four-year institutions.

For

these reasons curricular patterns, once established, were difficult to
change (Case, 1983).

Perhaps this explains the observation that up

through the 1960s, survey courses and distribution patterns were the
rule at community colleges, and that community colleges adopted, and
then slowly, only the less innovative of the experimental general
education programs pioneered at some four-year institutions (Conrad,
1983).
Some maintain that the liberal education model, prominent in the
experience of community college leaders, was so inappropriate to the
needs of "new" community college students that it led to disregard for
the general education function (Clowes, et al., 1979).

Others cite the

confusion of the community college's origins and its search for
institutional purpose and identity as detracting from the development
and implementation of a unique general education component (Harrison,
1973).

Finally, as one means of accounting for the recent weakness in

general education programs at community colleges, the nature of
community ccl1ege enrollment patterns has been analyzed.

It is rot
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surprising to learn that only about 25 percent (One would suspect that
the figure is lower now) of all community college students are both
full-time and enrolled in degree programs, a condition which promotes
the institution's greatest control of the student's actual course of
study.

The remaining 75 percent are either part-time degree seekers, or

have no degree aspirations, both of which conditions limit institutional
control over studentst course taking patterns (Clowes, et al., 1979).
It follows that where control is low, prescription is likely to be
minimal.
Having painted general education in community colleges as a foggy
landscape, what details may be added to bring the picture into focus?
Three recent studies provide data.

Blackburn and his associates, whose

study of the period 1967-1974 was referenced earlier in the comprehensive discussion of general education, included 61 two-year colleges in
their sample (Blackburn, et al., 1976).

The reporting of Blackburn's

data by Conrad (1983) is cited here because Conrad uses only the data
pertaining to community colleges and because he often conveniently
blends it with the data on community colleges gathered by the unpublished Carnegie catalog studies of 1975 and 1980, which he also reports.
Finally, a third study by James Hammons and his colleagues investigates
by means of a survey of instructional deans the content and components
of general education in community colleges (Hammons, Thomas, &Ward,
1980).

Earlier descriptions of general education in community colleges

by Reynolds (1969) and Thornton (1972) are not particularly useful, even
for purposes of establishing background, and are not cited here.
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Trends in general education are discussed in four categories:
amount, structure, and content of general education programs, and types
of general education courses.

Blackburn found in 1974 that general

education comprised an average of 54 percent of all associate degree
programs, down from 59 percent in 1967.

The trend continued with an

additional slight decrease through 1980.

While the proportion was

reduced overall, three other observations are warranted.

In a few cases

there were no changes, and requirements were actually increased in some
colleges.

Variability in the total amount of general education is

great, and a "majority of degree programs still require that students
take at least one-third (A.S. degree) to one-half (A.A. degree) of their
degree program in general education" (Conrad, 1983).
Blackburn and his colleagues looked at curriculums from the standpoint of courses, labeling and counting them as prescribed (courses
specifically required), distribution (courses chosen from within defined
groups of classes), and free (courses chosen without restriction in
meeting general education requirements).

The Carnegie study categorized

curriculums as core (same program required of all students), distribu'
tion (may be prescribed, minimally prescribed, or recommended), and
elective (no particular courses specified).

Combining data from the

two studies, Conrad (1983) is led to three conclusions.

First, nearly

all community colleges have distribution patterns of general education
requirements, which distribution patterns prescribe minimal number of
courses, allow the student to elect a few courses, and usually require
that a large number of courses be selected within broad discipline
areas.

Second, there has been a subtle loosening, overall, of the
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restrictions placed on students, as core programs have tended toward
distributions, and distributions have become less prescribed.

Third,

programs no longer reflect, except for one or two required courses, "any
notion of general education as a common, shared educational experience
in which students take roughly the same program of general studies'' (p.
24).
The Carnegie conceptual scheme for examining content looked at
advanced learning skills (tools needed to support college-level work),
field distribution courses (those distributed in the sciences, social
sciences, and humanities), and general understanding courses (broad
courses such as fine arts appreciation, religion).

Blackburn looked
'

only at the four specific courses in the advanced learning skills area.
Conclusions were these:

First, with the exception of English

composition, specification of which declined prior to 1974 but had risen
beyond the 1967 level by 1980,

requi~ments

in advanced skills and in

general understanding courses declined in the years from 1967 to 1980.
"Second, while the proportion of institutions requiring field distribution courses had dropped slightly, most community colleges now require
students to take the majority of their general studies in field distribution courses" (Conrad, 1983, p. 27).

Third, beyond English com-

position and·physical education, community colleges do not know what the
content of general education should be.

See Table 1.

Hammons' data

particularly address the content question, and are similar to those
reported by the 1980 Carnegie study (Hammons, et al., 1980).
The conclusion regarding the type of courses comprising community
college general education programs is a simple one.

The survey course,
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Table 1
Trends in the Content of General Education Programs,
1975-1980 (Percentage of Colleges Requiring Courses)*
Content
Advanced Learning Skills Courses
English Composition
Mathematics
Foreign Language
Physical Education
Average

Percent
Change

1975

1980

79
50

86
27
5
65

+ 7

73
79

-

11

- 3
- 4
- 3

18

67

Field Distribution Courses
Science
Social Science
Humanities
Average

82
78

General Understanding Courses
Religion
Fine Arts
Average

14
16

77

77

12

-23
-13
- L
"
- 8

4..,
.)

1
3

*Includes associate of arts (A.A.) and associate of science (A.S.)
degree programs.
Source:

"Carnegie Catalog Study, 1980," in Conrad, 1983, p. 26.
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in its narrow discipline-based form, is the primary vehicle for general
education in the two-year college (Conrad, 1983).
found~in

Such courses are

all associate in arts and in 99 percent of all associate in

science programs in the colleges surveyed.

By contrast, only 11 percent

of the colleges offered interdisciplinary courses.

"Disciplinary

perspectives," Conrad observes, "and discipline-based knowledge have
clearly taken over general education in the two-year college" (p. 29).
Is there reason to look for reform?

In 1973, Harrison commented

that remedy for the failure of general education might be to remove the
function from community college mission, and he adds that apparently
some institutions have already done this.

Hudson and Smith concluded in

1976 that "for all practical purposes, general education has been
rendered an ineffective part of the student's program," and that
"general education appears to be in the final stages of dissolution, a
condition which institutions seem willing to see happen'' (p. 62).
Contrast these gloomy observations with the confidence of Chance, who in
1980 finds enough "notable examples" of general education reform,
including several at community colleges, to divide them into six
categories.

Two years later, Klein and Gaff (1982) announced that there

was a revival in general education, and that community colleges were
part of it!

Conrad (1983), less sanguine, maintains that the renais-

sance has not yet arrived.

"To the contrary, most signs indicate that

general education in the two-year college is in dcline and disarray" (p.
29).
Nevertheless, in preparation for his 1983 monograph, Conrad
reviewed in comprehensive fashion the programs of 11 community colleges
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where changes in general education are known to have recently occurred.
The data collected reflect not only the product, but the process as
well, and are "a rich source of information for understanding change"
(p. 33).

Chance (1980) had earlier categorized reforms (of both four-

and two-year institutions) under the titles of six curricular patterns:
distribution, integration, values, student-based, competency-based, and
career-focused.

The 11 programs reviewed by Conrad (1983), all of which

had actually been implemented, are sorted into three "innovative
approaches to designing general education programs:

integration, inter-

disciplinary/distribution, and competency-based" {p. 34).
The integrative model "provides one alternative to the traditional
discipline-based curriculum by connecting knowledge across disciplines
through a focus on specific themes, problems, or broad areas of knowledge" (Conrad, 1983, p. 34).
Medanos College in California.

Such an approach is represented by Los
Students at Los Medanos College who earn

a degree complete a "highly structured" pattern of 26 units of general
education.

In practice, students who transfer without a degree also

take many of these general education courses.

Of the 26 units, 20

result from selection of one course in each of six areas of human knowledge:

physical science, biological science, social science (The state

requires a second course in this area), behavioral science, language
arts, and humanistic studies.

This is not a typical distribution

pattern, despite its appearance, because of the integrative character of
all the courses from which the students choose.

These are taught from

an intradisciplinary perspective, each demonstrating the "commonalities
and overlap [which exist among the] ••. disciplines that make up each of
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the six areas of knowledge" (Los Medanos College, 1980, p. 31).

College

policy also make explicit the expectation that cultural pluralism
generally and ethnic and women's perspectives specifically will be built
into all the courses.
The second tier of general education at Los Medanos College is comprised of two capstone-type interdisciplinary courses.

The first

surveys four or five of what might be called 11 survival-level 11 societal
issues; the second focuses in depth on one such issue.

In each case the

student is led to (a) define, (b) gather evidence, (c) raise ethical
questions, (d) fashion alternatives, and (e) consider consequences and
ethical implications of alternatives.
taught.

"Answers" and "values" are not

Finally, in both the first and second tiers of the programs,

self-directed study is taught and required (Los Medanos College, 1980).
Conrad (1983) describes the interdisciplinary/distribution model as
one which "combines a required core of interdisciplinary courses with a
distribution requirement that allows students some flexibility in
selecting from restricted lists of courses in prescribed subject areas"
(p. 36).

The program of general education at Miami-Dade Community

College represents this model.

Here all students are required to take a

"general education core of five interrelated courses ...

[which~

directly address the college's general education goals" (Clowes, et al.,
1979, p. 13).

These courses are supportive of the college's develop-

mental programs through shared content areas and appropriate reading
levels.

In the second level of the program, students choose courses

from limited lists in the humanities, social sciences, and natural
sciences.

All courses are designed to meet the goals of general
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education.

In these courses, "students will explore in greater depth

individ1.1al disciplines to complement the breadth of the core courses"
(p. 14).

Conrad (1983) also reviews programs at Valencia Community

College, Santa Fe Community College, and Catonsville (Maryland) Cgmmunity College which are of an interdisciplinary/distribution nature
(see also Valencia Community College, 1980).
The competency-based model is the third one identified by Conrad.
It is, he says, "anchored in the belief not only that an educated person

can be described, but also that the description represents an important
tool in the curricular design.

Thus, competency-based programs proceed

with reference to desired outcomes or competencies that students must
achieve in order to complete their general education requirements" (pp.
38, 39).

At Cedar Valley Community College, one of the institutions in

the Dallas County Community College District, such a program has been
implemented as a pilot program for the whole district.

Based on the

concept of general education as providing tools for effective living,
planners devised a list of outcomes--values, attitudes, and skills for
life enrichment--which they organized under the broad headings of
relationships, roles and functions, and orientations, all of which they
called "Skills for Living." Associated with each broad competency area
are "the assumptions on which it is based, the goal to which it is
directed, and a set of competency statements" (Clowes, et al .• 1979, p.
19).

The competencies are not taught in a specific set of courses;

rather, the elements of existing courses which address the competencies
are identified and strengthened, and all new courses must incorporate
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them.

The effect is to integrate general education throughout the total

curriculum (Conrad, 1983, pp. 39, 40).
One topic must yet be addressed regarding general education in the
community college.

Should general education be required for students in

the occupational curriculums?

Before attempting to answer this question

some definitions are in order.

Career education is a comprehensive term

which denotes the 11 ·concept that a 11 education, from the early grades
into college, can and should be associated with the individual's career"
(Harris &Grede, 1977, p. 8; see also Marland, 1974).

Vocational

education has long been in the domain of the secondary schools and suggests relatively more manual than cognitive development.

It is often

associated with the trades and with industry and is sometimes said to be
more training than education.
educators

11

Occupational education is used by college

as a generic designation for postsecondary activities and

experiences that lead to gainful employment" (Harris &Grede, 1977, pp.
67, 68).

In this scheme, occupational education subsumes technical

education, which term used properly refers to
science and engineering program" (p. 69).

11

education based on a

Occupational education in

community colleges focuses on 11 middle manpower" job-oriented programs.
These include (a) "two-year, associate-degree collegiate-level career
programs preparing paraprofessionals, semiprofessionals, and high level
technicians and midmanagement personnel" (p. 74); (b) one- and two-year
skill programs which sometimes result in associate degrees and sometimes
certificates; and (c) one year or shorter specialized programs.

The

first of these categories usually has a generai education component; the
latter two may or may not.

The term middle manpower dates to the early
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1960s "and refers to _the ... segment of the manpower spectrum which lies
between the recognized professionals ... and the manual crafts'' (p. 52).
The terms occupational education and occupational programs, unless
quoted, are used here with reference to preparation for careers in the
co~munity

college.

Some background is also helpful in understanding the intensity of
the debate.

The private mechanics' institutes and trade schools of the

nineteenth century gave way to vocational public schooling in the
twentieth.

The federal Smith-Hughes Act in 1917 firmly established

vocational education as a public school function (Barlow, 1982).
The junior colleges, just establishing themselves in the same
period, paid little attention to this phenomena.

In the 1930s, however,

the American Association of Junior Colleges (AAJC) took note of occupational education as a possible area for growth.

When the AAJC's

executive director spoke of "terminal" education in 1941, he meant
terminal occupational education.

Despite advocacy by much of the jurior

college leadership, however, growth in this area did not happen
immediately.

Tradition, the small size of most junior colleges, and

association with penurious high schools all militated against the growth
of occupational education.

Occupational enrollments, probably mirroring

societal values and preferences, continued to comprise about 20 to 25
percent of all junior college students through 1960 (Lombardi, 1978).
But the two-year institutions, now calling themselves community
colleges, were ready when the college enrollment boom began in the
mid-1960s.

By 1975 Parker's enrollment surveys showed that well over

half of all community college students were enrolled in occupational
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courses.

Several factors explain the great increase in the numbers of

occupational students:

the legacy of community college leaders; the

federal Vocational Education Act of 1963 and subsequent amendments,
which brought the Smith-Hughes concept to postsecondary education; the
growth in number and size of community colleges, the visibility of the
career education concept; and the relatively high unemployment rates for
graduates of four-year college and universities.

Also, the "new"

students--part-time, women, disadvantaged, and older--enrolled in occupational curriculums at a higher rate than did traditional white male
students (Lombardi, 1978; see also Martorana &Sturtz, 1973).
A debate of earlier years was now beginning to shift ground.
Whereas the question addressed through the 1950s had been whether
occupational education belonged in community colleges (Monroe,

1972)~

faculty and administrators now asked whether general education belor.ged
in community college occupational programs.

Harris joined the issue in

1966 by advocating the integration of occupational and general education
(here identified with transfer) faculties, students, and curriculums.
His rationale was that of the traditional liberal arts proponent.

"All

educational programs," he said, "must incorporate some degree of
confrontation between students and the ideas men have produced and
nurtured down through the ages 11 (p. 49).

The vehicle should be a 19

hour core devoted to English, humanities, political science, economics,
and psychology.

These subjects should be taught from a less theoretical

base and more in tune with the practical bent of occupational students.
Scally (1976) suggests that this last aim can be accomplished if
humanists will use a teaching strategy which he calls "transvaluing", a
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method for bringing "abstract knowledge into the experiential world of
immediate problems and realities" (p. 219).
how to make subject matter more relevant.

He follows

~ith

examples of

Arons (1982) argues for and

presents means of implementing strategies to ensure that liberal
learning takes place within the technical portion of the curriculum, not
just within specified general education courses.
Weigman (1969) would create special general education courses in
the traditional field areas, citing much the same argument as Harris.
Others adopt the traditional general education rationale to the
community college setting by pointing out the opportunity to rench so
many students with general education's liberating influence (Cohen &
Brawer, 1982;-Moore, 1978; O'Brian, 1971; Sanborn, 1979; Waller, 1977).
Cross referencing to the depiction of general education "as a disaster
area," one wonders if the two notions ever struck a discordant thought.
Perhaps so!

Tillery (1975) pleads for general education that is

genuinely liberating,' not the "watered-down" learning that he says now
passes for general education.
Occasionally a less lofty voice is raised.

Vineyard (1978) poses a

pragmatic rationale for including general education in occupational programs.

The graduate will advance more rapidly in his career field if he

has experienced general education in his preparation for work.

Weigman

(1969) had earlier cited the greater ease with which the generally
educated worker could change jobs.

The survey by Al1en and Gutteridge

(1978) gave tentative support for this thesis.

They reported a

significantly higher rate of compensation increase for community college
occupational program graduates compared to proprietary school graduates
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(The latter had no general education experience).

The wage differential

was in favor of community college graduates, but the difference was not
statistically significant.
Some observers seem compelled to restore the wholeness of education
which vocatio~alism sundered.

Lombardi (1978) notes t~at occupational

graduates have begun to transfer to four-year colleges and sees the
potential for ending the "dichotomy which has existed between academic
and occupational education" (pp. 23, 24).

As the community college

gains acceptance, a merger of general and occupational education can
raise the status of jobs and the people who hold them (Dugger, 1976).
Carpenter (1979) would merge the practical and liberal arts at a time
when social class distinctions between liberally and occupationally
educated persons are already becoming blurred.

And as early as 1964

Venn had posed as a major policy matter in occupational education how
best to join general and occupational education in order to maximize
"individual development and preparation for work" (pp. 141, 142).
Not all the voices have been in chorus, however.

Sheldon (1970)

argues strongly against the inclusion of general education in community
college occupational programs.

He asserts that (a) students do not want

it, (b) it is generally poorly taught and irrelevant, (c) it is not
needed for job entry, and (d) it is sometimes used to fail otherwise
capable students.

Hudson and Smith (1976) hinted that acquisition of

generalized and theoretical knowledge was a waste of time for busy joboriented students.

Following a national survey of humanities in

occupational curricula, Kroeger and Bruce concluded bluntly that general
education unnecessarily lengthened these programs, causing loss of
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earnings and personal frustration.

The community college, with.its

philosophy of accepting and. adapting to the students' needs, should look
to the marketplace and reflect society's embracing of vocationalism (in
Bartkovich, 1981).

Weigman suggests that occupational students have

been conditioned_to ''dislike general education and that the idea of
being forced to take general education courses tends to keep potential
students out of the community college" (Crandall, 1975).

Finally, in

opposing general education, some insist that much of the social and
personal growth attributed to general education results from
occupational courses as well (Tillery, 1975).
What do students think?

Not much information is available.

Trufant (1974) surveyed graduates of occupational programs in Virginia's
community colleges.
perplexing.

His findings regarding general education were a bit

Students valued their general education experience more

highly than any other curricular component.

However, if given the

opportunity, more than half would increase the proportion of the program
devoted to occupational, not general, courses.

One can speculate that

students found general education courses enjoyable (This confounds the
usual supposition), but that they later needed additional specialized
knowledge or skills for job advancement.
The question of whether occupational programs in community colleges
should include general education will not be put to a national vote.

At

the present time, the weight of tradition in many cases assures its inclusion.

But the sorry state of general education has been revealed.

One wonders if it can be sustained at all, much less retained in its
most tenuous foothold, occupational education.

Its continued position
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here will probably depend on the rapidity with which reform is accomplished.

Perhaps this investigation of mutually desired general educa-

tion competences among academic personnel and employers of occupational
program graduates will hasten this process of revitalization.
Identification of General Education Competences
In July of

1947~

President Truman, observing the pressure that the

demand of hundred of thousands of veterans for access to higher education was putting on the nation's educational resources, established the
President's Commission on Higher Education.

Among the specific requests

given the commission was one to determine the adequacy of the higher
education curricula.

This, together with the broad charge to examine

the "functions of higher education ... [and] the means by which they can
best be performed," (Higher Education for American Democracy, a Report

1947, p. V) resulted in a statement of the tasks of general education as
the commission saw it.
outcomes.

The objectives were defined in terms of student

If higher education performed its function properly, the

commission argued, the student would be enabled:
1.

To develop for the regulation of one's personal and c1v1c life
a code of behavior based on ethical principles consistent with
democratic ideals.

2.

To participate actively as an informed and responsible citizen
in solving the social, economic, and political problems of
one's community, State, and Nation.

3.

To recognize the interdependence of the world and one's
personal responsibility for fostering international understanding and peace.

4.

To understand the common phenomena in one's physical environment, to apply habits of scientific thought to both personal
and civic problems, and to appreciate the implications of
scientific discoveries for human welfare.
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5.

To understand the ideas of others and express one's own
effectively.

6.

To attain a satisfactory emotional and social adjustment.

7.

To maintain and improve his own health and to cooperate
actively and intelligently in solving community problems.

8.

To understand and enjoy literature, art, music, and other
cultural activities as expressions of personal and social
experience, and to participate to some extent in some form of
creative activity.

9.

To acquire the knowledge and attitudes basic to a satisfying
family life.

10.

To choose a socially useful and satisfying vocation that will
permit one to use to the full his particular interests and
abilities.

11.

To acquire and use the skills and habits involved in critical
and constructive thinking. (pp. 50-58)

Upon analysis, these eleven desired outcomes fall into three
categories of competences.

The first may be headed ''personal adjustment

and well-being, 11 and includes those outcomes dealing with an ethical
basis for behavior, emotional and social adjustment, a basis for healthful living, and family living skills.

Knowledge of careers and the

basis for choosing and maintaining one, though not as clearly belonging,
may also be placed in this category.

A category characterized as

''learning and doing skills" includes verbal and quantitative communication competence and the competence of critical and constructive
thinking.

The third category, headed "broad knowledge/awareness com-

petences, 11 is comprised of those outcomes which address the basis for
responsible citizenship, a world perspective, assimilation of the scientific method as a way of

knowing~

literature and the fine _arts.

and understanding and enjoying
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The subsequent examination of other sources from which appropriate
competences might be derived was conducted in the context of this framework which resulted from analysis of the work of the President's Commission.

Johnson (1952) emphasized, though in somewhat dissimilar terms,

each of the competences set forth by the President's Commission.

Note-

worthy among the differences was his use of the phrase "achieving a
satisfactory vocational adjustment" and his separation of quantitative
communication skills from verbal understanding and expression.

The Mars

Hill College program (Knott, 1975) sought to foster student competences
in the areas of ethics, use of the scientific method, communication
skills, enjoyment of the arts, and understanding of the cultural
heritage and, in addition, addressed mastery of one discipline and the
use of "personal knowledge" as a vehicle to achieve goals.
The Competence-Based Learning Program at Alverno College
(Historical Development of CBL at Alverno, 1973) established eight competences, each with six hierarchical levels of development.

The eight

competences cited are compatible with those of the President's Commission, though the terms "analytical capabilities" and "problem solving
skills" are used in place of critical and constructive thinking, and the
science related competence emphasizes the relationship between the
individual and the environment.

No specific mention is made of

mathematics or communication by means of numeric symbols.
In 1977, a group of distinguished Tennessee educators, following a
request by the Tennessee Higher Education Commission, produced a report
describing the competent college student.

The expected student

outcomes, largely familiar. are organized under three headings:
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indispensable skills, basic understandings, and special attributes.

A

convincing case is made by these scholars for inclusion of a knowledge
of economics among student outcomes of the college experience.

The

capability of "self-directed learning" is also cited (Tennessee Higher
Education Commission, 1977).
Additional competences emerge from other efforts to describe the
educated college graduate in terms of general education outcomes.
Valencia Community College (1980) cites as an underlying goal in its
interdisciplinary studies program the development in students of those
qualities associated with employability.

Boyer and Levine (1981) talk

about the need for a sense of "shared time" resulting from the study of
history, about competence to participate in groups and institutions, and
about fostering an understanding of shared roles as consumers and
producers.

The Miami-Dade experience resulted in a unique emphasis on

ethnic awareness and, in addition, renewed attention to developing the
basis for family (or other primary group) living, a competence neglected
since Johnson's citing of it in 1952 (Luckenbill &McCabe, 1978).

The

Cedar Valley "skills for living" general education program adds the
dimensions of "creative living" and "living in the future" to
competences which students should command upon completion of a college
education (Shaw, 1981).
It became apparent to the investigator early in the search that no
single list of competences from the literature was likely to fit the
purposes of the proposed research.

In order to answer the research

questions, the presentation to participants for registering their views
would have to contain individual competence statements which (a) would
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be discrete, (b) would evoke similar meanings in the minds

~f

readers,

and (c) would, taken together, span the spectrum of possibly desirable
competences.

This meant that the statements of competence should

suggest ideas rather than include details over which reasonable persons
might debate.

Furthermore, in tune with.an approach which focused on

student outcomes, the verbs used should indicate measurable behavior
rather than (only) cognition.

In addition, each statement should seem

for readers initially to carve out a similarly sized arc from the circle
of general education "Competence", here used in the sense of "total and
ideal sufficiency.''

To the degree that these objectives were accom-

plished, the variation in responses by participants would accurately
reflect values placed on the respective competences, each relative to
the others.
The researcher drafted competence statements representing some
fifteen of the topics derived from the literature and cited above.
These statements were refined as they were subjected to critical
analysis by acquaintances and colleagues and to the reflection of the
researcher over time.

Gradually the list, now containing thirteen

statements, took shape.

For the most part, the competences suggested by

the President's Commission in 1947 remained at the core.

The specific

statement on education for family living appeared no longer useful,
though a more comprehensive emphasis on competence in human relations
seemed indispensable.

A statement addressing the transmission of our

cultural heritage was determined necessary, as was one dealing with
economic competence.

Self-directed learning skills were thought
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important, but these seemed to be implied in the heuristic character of
several of the listed competences.
In final form the thirteen competence statements are listed below
in the order in which they appeared in the survey document (See Appendix A).
(The graduate of a two-year occupational program can:)
1.

Explain basic scientific principles and methods as one foundation for making decisions in personal and civic life.

2.

Explain the personal attitudes, skills, and behaviors which
are currently identified with successful vocational adjustment
and continued employability.

3.

Explain the cultural heritage and the primary elements of the
history of the United States and its people.

4.

Explain practices and principles which are currently thought
to promote the maintenance of personal health and fitness.

5.

Explain the economic principles and personal behavior patterns
which affect the roles of producer (worker, entrepeneur) and
consumer of goods and services in our economic system.

6.

Explain appropriate economic, political, and cultural issues
from a world perspective.

7.

Explain the ethical or value dimensions of public policy
issues and of common personal behavior questions, and can
explain methods for making choices on such issues and
questions.

8.

Explain the primary tenets of American government and the
nature of the political process as a foundation for the
exercise of citizenship.

9.

Demonstrate the skills and attitudes which provide c
foundation for enjoyment of the fine arts and literature.

10.

Use in formal and informal settings the interpersonal relation
skills which promote the achievement of personal and group
goals.

11.

Use the habits and skills of critical and constructive
thinking in the identification and solution of problems.
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12.

Use quantitative symbols and logic, including the performance
of simple algebraic operations and the application of basic
principles of statistics in common settings.

13.

Communicate purposefully: listens and reads with understanding, speaks and writes with organization and persuasion,
and give attention_to non-verbal skills and cues.

It is not likely, of course, that these statements of general
education competences meet fully all the criteria cited above for such a
list.

However, the virtual failure to list other competences and the

general absence of negative comments regarding the statements by the
survey respondents, coupled with the positive rate of return, suggest
that the list was adequate for its intended task.

The similarity of

these statements to a listing of "experiences" whicb the authors of one
recent report believe should be required of all college graduates also
strengthens the claim of validity for the proposed competences (Association of American Colleges, 1985).
Summary
Liberal education, with its origins in Greek ideals, remained a
potent idea and practice through the eighteenth century.

With the

fragmentation of knowledge and the rise of vocationalism in the nineteenth, however, the idea became an empty shell-- present, but no longer
compelling in its ability to define the educated person.
Efforts to reinvigorate liberal learning have flourished, but the
practice of liberal (or general, as it is usually called now), education
in American colleges and universities continues to fall short of the
promise implied in the tradition.

This is no less true fer community

colleges than for four-year institutions.
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The value and prospect of reform, however, still grips many
educators.

Competency-based education is often suggested as one

promising basis for reform, and the literature contains numerous
.. examples of general education goals which are stated in terms of student
outcomes.

From these, this investigator has derived a list of 13

possible student outcomes which could become the foundation for a
comprehensive general-education component in community college programs,
particularly those of an occupational nature.

CHAPTER III
METHOD
Introduction
This study investigated the views of academic personnel and of
employers regarding the desired amount and the character of general
education in two-year occupational programs.

Specifically, the desired

amount of general education was measured as the proportion--expressed as
a percentage--of the total credit hours in a program the participants
would dedicate to general education, compared to the amounts desired for
other curricular components.

Response to the primary

question-~desired

character of general education--was recorded as the emphasis placed on
each of several general education competences and measured as a percentage of the general education effort to be devoted to each.
Data Gathering Instrument
A four-page folded survey instrument was prepared and used to
gather data (See Appendix A).

Colors were used to indicate primary

group membership--blue to identify employers and yellow for academic
personnel.

The first page displayed a brief introduction and general

instructions.
dent variables.

Page two presented questions concerning selected indepenAll participants were asked to categorize the type of

previous educational experiences (academic, work based, or combination
of work and classroom) which most accurately applied to them.

Space was

provided to describe their educational background should none of the
specific categories appear to apply to them.
60

Age and gender were
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requested.

Participants were asked to designate the size of the

enterprises with which they were affiliated:

employers by the number of

employees of their firms or agencies, and academic personnel by the FTE
enrollment of their institutions.
Academic personnel were asked to identify their roles as teaching
faculty, instructional administrator, or teacher/administrator.

A

category described "other" was listed in order to allow recoding of
those who did not perceive that they fit any of these categories, but
whose responses the investigator might wish to capture.

In addition,

academic personnel were asked to identify their work assignments in the
community college as being in the area of liberal arts/general education, in one of three specific or in "some other" occupational program
area, or in an area combining general and occupational education.
Employers were asked to identify the nature of the organizations in
which they worked as being essentially manufacturing, for-profit service
or merchandising, or public or other non-profit service.

They were also

asked to identify the degree of influence they had in determining the
criteria by which employees in their organizations were hired, retained,
promoted, and dismissed.
Page three surveyed the participants' views on the amount of
general education desired in two-year occupational programs.

Following

appropriate definitions and general instructions, participants were
asked to distribute a "kitty" of fifty points over three curriculum
components--courses in the technical major and directly supportive
courses, general education, and unrestricted electives--to show the
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proportion of a total associate degree program they would devote to each
component.
The "kitty of points" concept (Koehler, 1971) has been used as a
"confidence marking" device in testing.

The procedure requires the

examinee to distribute ten points over the item alternative for each
question in objectively scored tests, placing points on an alternative
or alternatives to reflect confidence in the examinee's choices.

In

this adaptation of the concept, it was originally envisioned that survey
participants would darken circles associated with each of the curricular
components to visually demonstrate the relative proportions of a degree
program they would devote to them.

In field testing the instrument with

both employers and academic personnel, this exercise proved to be unnecessary and time-consuming.

Consequently, it was dropped and

participants were asked to provide in appropriate spaces the numbers,
totaling fifty, which represented their choices.
On the final page of the instrument, participants were asked to
distribute a second kitty of fifty points to demonstrate the emphasis
they placed on each of thirteen general education competences.

Fifty

points were again provided because, while this number was sufficient to
divide over thirteen entities, the points could easily be summed by
respondents.

In addition the values, when doubled, could be analyzed on

a scale of one hundred, which would be convenient for the investigator
by yielding percentage figures.
Participants were reminded specifically at the end of the instructions for each sectior. of the total number of points available and were
asked to review the arithmetic upon completion of the survey.
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Identification of Participants in the Study
Publicly supported community colleges were selected as a basis for
identifying participants in the study because such institutions award
most of the degrees for completion of two-year occupational programs.
Institutions in West Virginia and southwest Virginia were chosen because
they are accessible to the investigator and because their occupational
curriculums included examples of each of the program clusters.

Academic

personnel at, and program advisory committee members associated with,
Parkersburg Community College, Southern West Virginia Community College,
and West Virginia Northern Community College in West Virginia; and
Dabney S. Lancaster Community College, Virginia Western Community
College, and Wytheville Community College in Virginia were -participants
in the stuoy.
Permission to conduct the study was granted by the Virginia
Community College System and by the president of each of the six
colleges, who also named a contact person at each institution to assist
with the investigation (See Appendix B).

With the help of the

institutional contact persons, faculty and instructional administrators
at each college were identified.

Lists of employers--members of

advisory committees for programs appropriate to the study--were also
provided.

These lists were edited in order to ensure, so far as

possible, that participants in the study met the definitions of academic
personnel and employers established in Chapter I.

For example, using

catalogs as a reference, counselors and directors of non-instructional
programs were removed from the lists of faculty.

Similarly, advisory

committee lists were purged of faculty members, college administrators,
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and students.

In this way, operational definitions of tbe primary

groups in the study were more sharply drawn.
It was determined, once the numbers of academic personnel and
employers were examined, to include all those designated rather than
draw a sample.

This decision resulted in the distribution of 765

questionnaires, 346 to advisory committee members--employers--and 419
faculty and instructional administrators--academic personnel.
Data Gathering Procedures
The survey instrument was mailed directly to employers, along with
an addressed, stamped return envelope (See Appendix C).

Participants

were advised that the return envelope was coded so that the investigators could undertake a second mailing to initial non-respondents.
Seventeen days after completion of the first mailing, 146 questionnaires
had been returned.

A second mailing of 200 questionnaires, accompanied

by a reminder of the nature of the investigation, was concluded four
days la.ter.

Eighty-one additional completed questionnaires were

returned by the end of the data gathering period.

Of the 228 returned,

225 proved to be usable, though some were flawed by missing values.

The

overall return rate for usable documents by employers was 65.0 percent.
The return rate for employers by the college with which they were
affiliated is shown in Table 2.
A procedure which combined campus mail distribution and collection
and direct postal delivery to campus addresses was used to survey
academic personnel (See Appendix D).
contact persons at five colleges.

An initial mailing was made to

The investigator, who was employed at

one of the colleges, distributed questionnaire packets to academic

TABLE 2
RETURN RATE FOR QUESTIONNAIRES BY INSTITUTION
Associated Employers

Academic Personnel
Distbd

Retnd

Usable

Percent
Usable

Dis tbd

Retnd

Usable

Percent
Usable

WV Northern Community College

66

64

64

97.0

68

48

47

69.1

Southern WV Community College

53

45

45

84.9

47

29

29

61. 7

Parkersburg Community College

75

53

52

69.3

32

18

18

52.4

Wytheville Community College

61

49

49

80.3

113

66

64

56.6

Dabney S. Lancaster Community
College

36

33

33

91. 7

31

24

24

77 .4

128

91

89

61. 7

55

43

43

78.2

1

1

0

0

336

333

228

225

Institution

Virginia Western Community
Co 11 ege
Unknown
Tota 1
Note.

Distbd

419
=

distributed; Retnd

returned.

79.4

346

65.0

(j'\

Ul
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personnel there.

Return envelopes were labeled "Intercampus Mail" and

were addressed to the campus contact person.

Some four weeks after the

questionnaires had been distributed on campuses, and following return of
completed documents by four contact persons, questionnaires were sent
directly to academic non-respondents at four of the colleges.

A stamped

envelope, addressed to the investigator, was included in each packet.

A

second questionnaire was distributed also to non-respondents at the
college of

t~e

investigator.

Completed documents were returned so late

from the sixth institution that a direct mail follow-up could not be
made to academic personnel there.
Of the 419 survey forms distributed, 256 had been returned at the
time of the second distribution.

Subsequently, 35 were received as a

result of the follow-up, and 45 were received from the sixth college.

A

total of 336 documents were returned by respondents, of which 333 were
wholly or in part usable.

The return rate of usable questionnaires for

academic personnel was 79.4 percent.

A breakdown of the return rate for

academic personnel by each college is displayed in Table 2.
Of the total number of survey packets distributed, only six were
returned as undeliverable.

The aggregate number of usable question-

naires returned was 558 of 765, yielding an overall return rate of 72.9
percent.

Given this proportion of total documents returned, and taking

into account that all academic personnel and advisory committee members
associated with the six colleges were surveyed, this rate of return was
determined to be adequate.

It should be noted again that all

institutions whose academic personnel were surveyed had in place
programs representing the "families" of occupational programs which were
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cited in Chapter I.

The broad program areas were also represented by at

least one advisory committee at each institution.

This factor minimized

the danger of systematic error· which might otherwise have resulted from
under representation of returns from persons associated with colleges
for which the return rates were lower.
The reader should be aware of procedures used to edit and to
enhance the utility of the data in the returned questionnaires.

Respon-

dents were given an opportunity to indicate "other," and to explain
their answers with regard to certain demographic questions (See Appendix
A).

Both academic personnel and employers were presented this choice in

marking the credentials question.

Academic personnel were given the

same choice regarding their current role in the community college.
Providing this option proved to be wise.

The investigator was able to

code without hesitation most such responses into the appropriate
specific categories for these questions.

Those responses for which the

interpretation was not clear were left as "other."

In the case of

college employees, it was determined that 14 respondents did not fit the
definition of academic personnel for purposes of this study.

Data for

these questionnaires were not included in the analytic treatment.

The

documents were counted in calculating the survey return rate because,
while there was no way to determine how many questionnaires had been
distributed to college employees incorrectly identified as academic
personnel, there was also no reason to suspect a return rate for these
employees which would differ systematically from the return rate of
correctly idertified teaching faculty and instructional administrators.
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In some cases the number of points distributed over the thirteen
competences to show respondents' emphasis on them did not total 50.

If

the error was within the range of 47-53, sufficient random numbers
between one and thirteen were drawn to compensate for the error and one
point was added to or subtracted from the competence statements which
matched the random numbers.
One final comment is important.

While response on the demographic

questions was good, there were some missing values.

Similarly, on some

questionnaires, one or the other of page 3 or 4 was not va1id.
from the other section was used.
however, the

11

Data

Because of these missing values,

n figures cited in Chapter IV will never total the entire
11

sample, and wi11 change depending on the combination of variab1es used
in the analysis.
Analytic Treatment
Treatment of the data gathered in this study was simple and
straightforward.

Means and standard deviations of the values assigned

each curricular component and each general education competence by all
respondents were computed.

Independent variables which were established

from the demographic data collected in the survey provided a basis for
the computation of additional group means and standard deviations.

Mean

values representing the views of the classes of respondents were then
used to rank order the competences, and visual comparisons were made of
the rankings by related groups.
Mean values assigned to the curricu1um components and general
education competences by identified groups also were statistically
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tested for significant differences.

T-tests were used to compare the

differences found in the mean responses where two groups were specified,
with the significance level established at .05 for two-tailed tests.
When the classifications of respondents resulted in more than two means,
oneway analyses of variance were calculated to test for significant
differences among the means.

The Tukey method, or HSD (honestly

significant difference) test, was employed to maintain the a priori
level of statistical significance at .05.
The nature of the demographic data collected suggested that
additional variance in the dependent outcomes might be explained if the
effects of selected independent variables were analyzed simultaneously
in a factorial design.

Such designs were created where it appeared

their use would be productive.

Two factors (independent variables) were

used in one design; three were used in another.

Analyses of variance

(ANOVAs) were calculated to test for significant interaction effects
among _the factors built into the designs.
Summary
In this study, the investigator prepared and distributed a four
page survey instrument to 765 possible participants.

The purpose of the

survey was to determine and compare the views of community college
academic personnel and of employers in Virginia and West Virginia about
the desired amount and character of the general education component in
two-year occupational programs.

The survey employed an adaptation of

the kitty of points (KOP) procedure as a means of demonstrating the
proportion of the curriculum the respondents would dedicate to general
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education, and the emphasis they would place on each of several possible
competences as student outcomes of two-year occupational programs.
Survey instruments were initially distributed to academic personnel
in the campus mail.

A college contact person facilitated this

procedure, collected the completed survey forms, and mailed them to the
researcher.

Follow-up with academic personnel was by postal delivery to

their campus addresses.

Direct mail to employers was used to gather

their responses.
Mean percentage values were calculated to reflect the amount of
general education desired by identified groups of respondents.

Means

were also calculated to reflect the desired emphasis on stated general
education competences, which were ranked according to the values
obtained.

In addition to comparing the resulting rank orders,

comparisons were made between and among mean values by t-tests and by
oneway analyses of variance.

Factorial analyses of variance (ANOVAs)

were used to test for interactions of selected independent variables as
they related to dependent measures in the study.

Chapter IV
RESULTS
Introduction
This.study compared the views of academic personnel and employers
regarding the proportion of two-year occupational curriculums which they
believe should be devoted to general education

and~

within that cur-

riculum component, the emphasis which they believe should be placed on
each of thirteen general education competences as possible student
learning outcomes.
Proportion of General Education Desired
The primary focus of the study was the relative emphasis to be
given the thirteen general education competences.

However, from the

standpoint of analyzing the data, it is important to examine first the
importance general education is given by the respondents.

This was

determined by asking the respondents to distribute a kitty of 50 points
over three primary curriculum components:

technical and related

supporting coursework, general education, and unrestricted electives.
The assigned point values were doubled as part of the analysis.

The

means computed from these values, then, are expressed as percentages of
a total occupational program curriculum.

Proportions (percentages)

assigned the three curriculum components by all respondents are
displayed in Table 3.
It was of interest to determine whether the relative importance
given general education differed systematically according to demographic
characteristics of the respondents.

To this end, the respondents were
71
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Table 3
Proportions of Curriculums Assigned to Curriculum
Components by All Respondents
(n=533)

Curricular
Component.

Mean

Standard
Deviation

Technical content

54.3

14.9

General education

32.3

12.5

Unrestricted electives

13.4

7.2
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classified according to selected variables which might be related to
their beliefs, and differences in mean .responses were tested for significance at the .05 level.
The breakdown by employment status of the respondents is shown in
Table 4.

There is very little difference between these two groups as

evidenced by the similarity of the proportions each group would devote
to general education (32.1 versus 32.6).
Table 5 shows another breakdown wherein respondents have been
reclassified according to the primary type of credentials on which their
positions are based.

The mean responses of these groups were

significantly different.

Respondents whose credentials were essentially.

of an academic nature would devote 33.8 percent of the curriculum to
general education, while those whose credentials were related to work
experience or vocational training would assign only 30.9 percent to
general education.
The responses of each primary group--academic personnel and
employers--were also examined on the basis of factors relevant to that
group.

Academic personnel were asked to identify the discipline areas

in which they taught or administered.

The areas cited were (a)

mechanical or engineering technologies (MET), (b) allied health
technologies (AHT), (c) business technologies (Bus), (d) other
occupational subjects (OOS), (e) liberal arts or general education
(LA/GE), or (f) both liberal arts and technical subject areas (Both).
The responses of academic personnel whose work assignments were in
occupational subject areas (l-4 above, labeled Tech Pgms) were grouped
and compared by applying oneway analysis of variance to the responses of
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Table 4
Comparison of Proportions of Curriculums Assigned
to Curriculum Components by Academic Personnel
and Employers
Academic Personnel
(n = 312)
mean (s.d)

Employers
(n = 221)
mean (s.d)

t Value

Technical content

55.0 (14.9)

53.4 (14.8)

1.27

General education

32.1 (12. 4)

32.6 (12. 0)

-0.47

Unrestricted electives

12.9 ( 7.4)

14.1 ( 6.8)

-1.84

Curricular
Components
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T-able 5
Comparisons of Proportions of Curriculums Assigned
to Curriculum Components by All Respondents Grouped
on the Basis of Credentials

Curricular
Components

Credentials based on
academic experience
(n = 262)
mean
(s.d)

Credentials based on
work or work and
academic experience
(n = 266)
t
mean
(s.d)
Value

Technical content

52.6

(14.6)

56.0

(15.0)

-2.68*

General education

33.8

(13. 0)

30.9

(11.3)

2.73*

Unrestricted
electives

13.7

( 7.0)

13.1

( 7. 4)

0.89

*Significant at the .05 level.
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academic personnel whose work assignments were in general education
subjects (LA/GE) or both general education and technical subjects
(Both).

Means and standard deviations associated with these groups are

shown in Table 6.

Testing of the data demonstrated significant dif-

ferences between the groups.
also shown in Table 6.

Pairs of statistically different means are

Those teach}ng or administering occupational

subjects believed that a smaller percentage of a curriculum should be
devoted to general education than did personnel engaged in libeYal arts
education.

The mean responses of those whose work assignments bridged

the technical education/liberal arts gap did not differ from the
responses of either of the first groups.
In Table 7, mean responses and standard deviations of all six
groups described above are displayed, and the pairs of means determined
to be significant are displayed also.

The data demonstrate that of the

occupational subject areas identified, academic personnel who work in
the mechanical/engineering technologies (MET) area differ substantially
in their beliefs from each of the other groups.

Mechanical/engineering

faculty would devote two-thirds of the credit hours available in an
occupational program curriculum to technical content.

Liberal arts/

general education (LA/GE) personnel would set aside only one half of an
occupational curriculum for technical content.

There are lesser, but

significant differences between the responses of mechanical/engineering
personnel and all of the other groups.

Distribution of the proportions

reserved for the remaining curricular components is such that only
mechanical/engineering and liberal arts/general education personnel
differ in their beliefs about the proportions of an occupational

77

Table 6
Comparison of Proportions Assigned to Curriculum
Components by Academic Personnel Grouped
on Basis of Broad Work Assignment Areas
1
Tech
Pgms
n=153
mean
( s. d)

2

3

LA/GE
n= 89
mean
( s. d)

Both
n= 67
mean
(s.d)

Technical content

57.2
(15. 0)

50.3
(15. 9)

55.8
(12.1)

1, 2

General education

30.6
(11.1)

35.3
(15. 5)

31.3
(9.8)

2, 1

Unrestricted electives

12.2
(7.5)

14.3
(7.4)

12.9
(6.9)

Component

Pairs of
significantly
different
means,
. 05 level

Note. Tech pgms = technical programs, LA/GE = liberal arts/general
education, Both = both general education and technical programs.
Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.

Table 7
Comparisons of Proportions Assigned to Curriculum
Components by Academic Personnel Grouped
on Basis of Specific Work Assignment Areas
1
MET
(n=24)
Mean
(s.d)

2
AHT
(n=54)
Mean
(s.d)

3
BuS
(n=62)
Mean
(s.d)

67.2
(15.4)

56.3
04.9)

General education

24.5
(10.4)

Unrestricted
electives

8.3
(6. 7)

Component
Technical content

(n=l3}
Mean
(s.d)

5
LA/GE
(n=89)
Mean
(s.d)

6
Both
( n=67)
Mean
(s.d)

Pai rs of
significantly
different
means,
. 05 level

55.4
(12. 7)

51.3
(18.3)

50.3
(15. 9)

55.8
(12 .1)

1,2; 1,3;
1,4; 1,5;
1,6

31.6
( 11. 7)

31.4
(9.4)

33.8
(14.3)

35.3
(15. 5)

31.3
(9.8)

5,1

12 .1
(7.3)

13.2
(7.4)

14.9
(9.1)

14.4
(7.4)

12.9
(6.9)

5,1

4

oos-

Note. MET = mechan·ical/engineering technologies, AHT = allied health technologies, Bus = business and
computer technologies, OOS =other occupational subjects, LA/GE= liberal arts/general education, Both
= both general education and technical programs.
Note. ~/hen a pair of means which are significantly different is shown, the higher of the two means is
cited first.

.....i
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curriculum which should be devoted to general education and to
unrestricted electives.
A similar comparison was made of employers (Table 8), whose
responses were grouped on the basis of the nature of the enterprise with
which they were affiliated:

essentially manufacturing (Mfrg),

essentially "for-profit" service or merchandising (Mdsg), or public or
other non-profit service (Non-P).

Results were of little consequence.

There were no differences in the proportions of an occupational
curriculum these groups of employers would devote to technical content
or general education.

However, those involved in for-profit service or

merchandising would allow students more unrestricted electives than
either of the other groups.
· As shown in Table 9, a factorial analysis of variance (ANOVA) was
calculated, using group membership (academic personnel or employers) and
credentials (academic education or work/vocational training) as the
independent variables.

This analysis corroborated the main effects of

credentials in explaining differences in the beliefs of the respondents;
however, no interactions were revealed.
Nature of General Education Desired
Participants in the study were asked to record their beliefs
regarding the emphasis which should be placed on each of thirteen
general education competences as student learning outcomes of a two-year
occupational curriculum.

Respondents distributed 50 points over the

range of competence statements, assigning greater numbers of p0ints to
those competences they would emphasize and fewer numbers to those they
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Table 8
Comparison of Proportions Assigned to Curriculum
Components by Employers Grouped on Basis of
Nature ~f Firm or Agency
1
Mfrg
(n=52)
mean
(s.d)

2
Mdsg
(n=90)
mean
(s.d)

3
Non-P
(n=79)
mean
(s.d)

Technical content

56.7
(11.3)

49.9
(16. 2)

55.0
(14.6)

General education

30.9
(9.5)

34.3
(13.2)

31. 7
(12. 0)

Unrestricted electives

12.4
( 5. 8)

15.8
(7.4)

13.3
(6.4)

Components

Pairs of
significantly
different
means,
. 05 1eve1

2,1; 2,3

Note. Mfrg = manufacturing, Mdsg = merchandixing, Non-P = non-profit
service.
Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.
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Table 9
Proportions Assigned to Curriculum Components:
Analysis of Variance on Basis of Group
Membership and Credentials of All Respondents
(n = 528)
Component of
Curriculum

Main effects
Gp Mbrsp Credtls

F-Ratios

2-wa~ interaction
Gp Mbrsp/Credtls

R2

Proportion of
technical content

1.578

6.957*

3.508

.016

Proportion of
general education

.216

7.402*

3.667

.014

3.226

.679

.337

.008

Proportion of
unrestricted
electives

Note. Gp Mbrsp =group membership (academjc personnel/employers),
Credtls = credentials (academic/work experience).
*Significant at the .05 level.
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believed to be of lesser importance.

While the method imposed a forced

choice on the respondents, no other restrictions were placed on the
shape of the distribution.

All 50 points were available for association

with any one of the competences, or the points could be distributed
nearly evenly if the respondent desired.

The raw responses were doubled

because it was easier, conceptually, to work with means which summed to
100, and because, in one sense, the mean values associated with each
competence can be interpreted as percentages of emphasis in a curriculum
to be devoted to the thirteen competence areas.

The mean values

assigned the competences represent the pooled judgments of the
respondents about the manner in which available curricular time for
general education should be divided among

~ompetences

which, while

individually discrete, taken together exhaust the range of possible
general education competences.
the data.

There are caveats to this way of viewing

No one will likely agree on an exhaustive set of statements

of general education competences, nor will any curriculum planners
designate exactly four percent of the general education component to,
for example, the study of art and literature.

Conceptually, however,

thinking of these values as percentages is intellectually pleasing and
goes beyond ranking of the competences, permitting
interval basis.

mea~urement

on an

In this context, the data in Table 10 demonstrate the

mean emphasis placed on communication skills by all respondents to be
more than three times greater than the emphasis placed on knowledge of
art and literature (16.2 versus 4.8).

83

Table 10
Emphasis Placed on General Education
Competences by All Respondents
(n = 533)

Standard
Deviation

Competence

Mean

Rank

Communication skills

16.2

9.2

1

Critical thinking

12.6

6.6

2

Vocational adjustment

8.9

6.1

3

Human relations skills

8.6

5.2

4

Mathematics skills

8.3

5.9

5

Knowledge of science

7.2

5.4

6

Knowledge of economics

7.0

4.0

7

Knowledge of health & fitness

5.8

4.0

8

Ethical sensitivity

5.7

3.4

9

Political awareness

5.4

3.3

10

Global perspective

4.9

3.4

11

Knowledge of history

4.8

3.7

12

Knowledge of art & literature

4.8

3.6

13
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Demographic characteristics were used to classify respondents for
purposes of analyzing their beliefs about the nature of the general
education component.

Oneway analyses of variance and t-tests were

calculated as appropriate to determine where significant differences (at
the .05 level for two-tailed tests) existed.

One general observation

must be made about the differences which were found among the mean
emphases recorded for the competences by the groups which were identified.

Little practical importance of the differences was

demonstrated.

In some cases, differences in the means were

statistically significant, even though the ranking of the competences
were the same.

Seldom did the differences result in substantial

disruption of the general pattern of ranking which analysis of the data
revealed •. Tables 10 through 20 must be examined in this context.
On the basis of this observation, one may infer that the pattern of
ranking and relative percentages of emphasis within the rankings, then,
are as important as the statistical comparisons of mean values assigned
to each competence by the several groups whose pooled responses were
compared.

This general pattern of emphasis demonstrated by the data was

easily discerned.

Communication and critical thinking skills, in that

order, were perceived clearly to be the most important competences.

In

only one of the analyses calculated for various sub-groups was this not
found to be true.

There followed five additional competences which were

thought to be important:

vocational adjustment capability, human

rPlations skills, mathematics skills, knowledge of science, and
knowledge of economics.

A third group of competences--knowledge of

health and fitness. ethical sensitivity, and political awareness--are
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registered as less important.

The remaining competences--global

perspective, knowledge of history, and knowledge of literature and
art--were thought to be least important from nearly every analytical
vantage point.
Tables 11 and 12 show that no differences of consequence were
revealed when the beliefs of all respondents were grouped on the basis
either of primary group membership--academic personnel, employers--or
the credentials on which their positions are held.

Table 11 displays

the means, standard deviations, and rankings for each competence by
academic personnel and by employers.
statistically significant.

The differences in six means are

In only two cases, however, does the ranking

of the competences change more than one place, and in neither of these
do the competences move from one section of the pattern described above
to another.
The results of differentiation of responses on the basis of
credentials are shown in Tables 12 and 13.

It is noteworthy that the

means associated with vocational adjustment skills are significantly
different for all respondents (Table 12} and for academic personnel
(Table 13).

It is also interesting to note in Table 13 the changes in

rankings of the competences by academically credentialed academic
personnel, compared to the pattern described above.

For example, know-

ledge of history, knowledge of art and literature, and political awareness are all pulled into higher portions of the scheme, while knowledge
of economics, ethical sensitivity, and knowledge of health and fitness
drop to lower positions.

This deviation from the general pettern of

36

Table 11
Comparison of Emphasis Placed on General Education
Competences by Academic Personnel and Employers

Competences

Academic Personnel
n=312
mean (s.dJ
rank

Employers
n=221
rank mean (s.d)

t
Value

Communication skills

15.8 (8.5)

1

1 16.7 (10.1) -1.07

Critical thinking

12.5 (6.4)

2

2

13. 3 (6.9)

-2.20*

Vocational adjustment

8.8 (6.3)

3

4

9.1 ( 5. 7)

-0.64

Mathematics skills

8.4 (6.3)

4

5

8.1 (5.3)

0.67

Human relations skills

8.2 (5.1)

5

3

9.2 (5.3)

-2.33*

Knowledge of science

6.8 (4.6)

6

6

7.6 (6.3)

-1. 72

Knowledge of economics

6.7 (3.8)

7

7

7.3 (4.2)

-1. 71

Ethical sensitivity

5.9 (3.6)

8

9

5.4 (3.2)

1. 80

Knowledge of health
& fitness

5.9 (4.2)

9

8

5.6 (3. 7)

0.70

Political awareness

5.7 (3.5)

10

10

4.8 (2.8)

3 .10*

Knowledge of art &
literature

5.3 (4.1)

11

13

4.1 ( 2. 7)

3.97*

Global perspective

5.2 (4.1)

12

11

4.5 (2.8)

2.43*

Knowledge of history

5.2 (4.1)

13

12

4.2 ( 2. 7)

3.06*

*Significant at the .05 level .
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Table 12
Comparison of Emphasis Placed on General Education
Competences by All Respondents Grouped on the Basis
of Credentials

Competences

Credentials based on
academic experience
n = 262
rank
mean {s.d)

Credentials based on
work or work and
academic experience
n = 266
t
rank
mean {s.d} Value

Communication
skills

16.3 (9.4)

1

1

16.0 (9.0)

0.33

Critical thinking

12.4 (6.1)

2

2

12.8 (7.2)

-0.68

Mathematics skills

8.5 (6.5)

3

5

8 .1 (5.3)

0.75

Human Relations
skills

8.4 (5.2)

4

4

8.6 (5.0)

-0.45

Vocational
adjustment

8.2 (6.4)

5

3

9.5 (5.6)

-2.42*

Knowledge of
economics

6.9 (4.3)

6

7

7.0 (3.6)

-0.15

Knowledge of science 6.8 (5.2)

7

6

7.6 (5.6)

-1.66

Knowledge of health
& fitness

5.7 (3.9)

8

8

5.9 (4.1)

-0.56

Political awareness

5.6 (3. 7)

9

10

5.1 (2.8)

1.83

Ethical sensitivity 5.6 (3.3

10

9

5.8 (3.6)

-0.82

Knowledge of art &
5.2 ( 4 .1)
1iterature

11

13

4.4 (3.0)

2.57*

Knowledge of
hi story

5.2 (4.4)

12

12

4.5 (2.8)

2.33*

Global perspective

5.1 (3.6)

13

11

4.7 (3.2)

1. L:,3

*Significant at the .05 level.
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Table 13
Comparison of Emphasis Placed on General Education
Competences by Academic Personnel Grouped on the
Basis of Credenti~ls
Credentials based on
Academic experience
n = 148
mean {s.d)
rank

Competences

Credentials based on
work or work and
academic experience
n 164
t
rank
mean {s.d) Value

Communication
skills

16.3 (9.2)

1

1

15.4 ( 7. 7)

0.87

Critical thinking

11. 9 (6.3)

2

2

12.2 (6.5)

-0.46

Mathematic skills

8.8 (7.2)

3

5

8 .1 (5.4)

0.93

Vocational
adjustment

7.6 (7. 0)

4

3

9.7 (5.4)

-3.C2*

Human relations
skills

7.6 (5.0)

5

4

8.7 (5.2)

-1. 96*

Knowledge of science 6.5 (4.9)

6

6

7 .1 (4.4)

-1.13

Politi ca 1

6.3 (4.0)

7

10

5.2 (2.9)

2.81*

Knowledge of
economics

6.3 (4.0)

8

7

7 .1 (3.5)

-2.01*

Knowledge of
history

6.0 ( 5. 1)

9

13

4.5 (2.9)

3.13*

5.9 ( 4. 7)

10

12

4.8 (3.3)

2.60*

Ethical sensitivity 5.7 (3.5)

11

9

6. 1 (3.6)

-0.93

Global perspective

5.6 (4.0)

12

11

4.8 (3.4)

1. 95

Knowledge of health
&fitness

5.5 (4.0)

13

8

6.2 (4.4)

-1.34

a\~areness

Knowledge of art
literature

&

*Significc.r.t at the .05 level.

89

ranking may be compared to that of general education/liberal arts
instructors which is shown in Table 14, a discussion of which follows.
Oneway analysis of variance was used to compare the importance
assigned the competences by academic personnel, grouped on the basis of
their subject matter areas.

Tables 14 and 15 show the means, standard

deviations and ranking of the relative emphasis placed on each competence by each of the subject area groups.

Pairs of means that were

determined to be significantly different are also shown.

Taken

together, occupational program personnel (Tech Pgms) valued vocational
adjustment capability more highly than did liberal arts/general
education (LA/GE) personnel.

This pattern is reversed for knowledge of

history, global perspective, political awareness, and knowledge of art
and literature.

When responses representing the six subject matter

areas of the academic respondents are examined separately (Table 15),
differences in emphasis are revealed primarily to be between the
mechanical/engineering personnel and the liberal arts/general education
personnel.

Worthy of note is the high ranking assigned to knowledge of

health and fitness by allied health personnel and the high ranking given
critical thinking skills by mechanical/engineering personnel.

The

latter is the only case in which communication skills was not determined
to be the highest ranked competence.
The responses of academic personnel were also analyzed using gender
as a variable.

The results are shown in Table 16.

competences were significantly different.

The means for two

Women ranked mathematics

skills lower, and knowledge of health and fitness substartially higher,
tha~

did men.

The former finding is predictable; the latter may be
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Table 14
Comparison of Emphasis Placed on General Education
Competences by Academic Personnel Grouped on
the Basis of General Work Assignment Areas
2

3

1
Tech
Pg ms
(n=157)
Mean (rk)
(s.d)

LA/GE
(n= 87)
Mean ( rk)
(s.d)

Pairs of
Both
significantly
(n= 65)
different
Mean (rk) means,
(s.d)
. 05 1eve1

Knowledge of science

6.8 (7)
(4.2)

6.9 (7)
(5.6)

6.3 (7)
( 4 .1)

Vocational adjustment

9.7 (3)
(5.9)

7.4 (5)
( 6. 7)

8.0 (4)
(4.8)

1,2

Knowledge of history

4.5 (12)
( 2. 7)

6.2 (11)
(4.0)

5.8 (10)
(6.3)

2,1

Knowledge of health & fitness 6.5 (8)
(4.5)

5.3 (13)
(4.1)

5.1 (12)
(3.4)

1,3

Knowledge of economics

7.1 (6)
(3.8)

6.3 (9)
(3. 8)

6.4 (6)
( 3. 7)

Global perspective

4.7 (11)
(3.8)

6.3 (10)
(3.8)

6.4 (6)
( 3. 7)

Ethical sensitivity

5.8 (9)
(3. 7)

6.0 (12)
(3.8)

6.0 (8)
(3.1)

Competences

(continued, next page)
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Table 14 (continued)
2

3

1
Tech
Pgms
(n=157)
Mean (rk)
(s.d)

LA/GE
(n= 87)
Mean (rk)
(s.d)

Pairs of
Both
significantly
(n= 65) different
Mean (rk) means,
.05 level
(s .d.)

5.1 {10)
(2.9)

6. 7 (8)
(4.0)

5.9 (9)
( 3. 7)

2,1

Knowledge of art &literature 4.3 (13)
(2.8)

7.0 (6)
( 5. 7)

5.5 (11)
(3.3)

2,1

Human relations skills

8.7 (4)
(4.9)

7.4 (4)
(5.1)

7.7 (5)
( 5. 7)

Critical thinking

12.8 (2)
(7.0)

11.0 ( 2)
(4.8)

11.8 (2)
(6.8)

Mathematics skills

8.0 (5)
(5.6)

8.4 (3)
(6.0)

9.8 (3)
(8.1)

Communications skills

16.0 (1)
(8.2)

15.4 (1)
(9.0)

16.4 (1)
(8.4)

Competences
Political awareness

Note. Tech pgms = technical programs, LA/GE = liberal arts/general
education, Both =both general education and technical programs, rk =
rank.
Note. ~/hen a pair of means which are significantly d.ifferent is shown,
the higher of the two means is cited first.

Table 15
Comparison of Emphasis Placed on General Education Competences by Academic Personnel
Grouped on the Basis of Specific Work Assignment Areas
1

4 .

ems

(n= 13)
mean(rk)
(s.d)

5
LA/GE
(n= 89)
mean(rk)
(s.d)

6
Pairs of
significantly
Both
( n= 67)
different
mean(rk) means,
(s.d)
.05 level

Competences

(n= 24)
mean(rk)
(s.d)

2
3
AHT
BUS
(n= 54)
(n= 62)
mean(rk) mean(rk)
(s.d)
(s.d)

Knowledge of science

7.7 (5)
(4.9)

7.4 (6)
(4.4)

6.3 (7)
(3.8)

5.7 (8)
(3.9)

6.9 (7)
(5.6)

6.3 (7)
(4.1)

Vocational adjustment

7.8 (4)
( 4. 7)

9.4 (4)
(4.8)

10.3 (3)
( 6. 7)

11. 7 (3)
(7. 9)

7.4 (5)
( 7. 7)

8.0 (4)
(4.8)

Knowledge of history

3.8 (13)
(2.8)

4.4 (13)
( 2. 5)

4.9 (11)
(3.0)

3.4 (12)
(2.1)

6.2 (11)
(4.0)

5.8 (10)
(6.3)

Knowledge of health &
fitnPSS

4.3 (11)
(3.0)

9.1 (5)
( 5. 1)

5.5 (9)
(3.4)

4.3 (9)
(3.0)

5.3 (13)
(4.1)

5.1 (12)
(3.4)

Knowledge of economics

6.6 (6)
(3.4)

6.1 (8)
(3.8)

8.0 (5)
( 3. 7)

7.5 (6)
(3.8)

6.3 (9)
(3.8)

6.4 (6)'
( 3. 7)

Global perspective

3.8 (12)
(2.5)

5.1 (11)
( 3. 7)

4.9 (12)
(3.1)

4.0 (10)
(3.1)

6.3 (10)
(4.4)

5.0 (13)
(3.4)

~

(cont'd, next page)
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Table 15 (continued)

Competences

1
MET
(n= 24)
mean(rk)
(s.d)

3
4
OTIS
BuS
(n= 54)
(n= 62)
(n= 13)
mean(rk) mean(rk) mean(rk)
(s.d)
(s.d)
(s.d)

5
LA/GE
(n= 89)
mean(rk)
(s.d)

Pairs of
6
significantly
Both
(n= 67)
different
mean(rk) means,
.05 level
(s.d)

2

ART

Ethical sensitivity

5.0 (9)
( 3. 7)

6.1 (9)
(4.0)

5.8 (8)
( 3 .1)

6.2 (7)
( 5. 1)

6.0 (12)
(3.8)

6.0 (8)
(3.1)

Political awareness

5.2 (8)
(3.2)

5.1 (10)
(3.0)

5.4 (10)
( 2. 7)

3.8 (11)
(2.8)

6.7 (8)
(4.0)

5.9 (9)
(3. 7)

Knowledge of art & literature 4.3 (10)
(2.8)

4.8 (12)
(3.4)

4.3 (13)
(2.3)

2.7 (13)
( 1. 8)

7.0 (6)
( 5. 7)

5.3 (11)
(3.3)

5,4; 5,1;
5 ,3; 5,2

Human relations skills

6.1 (7)
(3.8)

9.9 (3)
(5.0)

8.2 (4)
(4.6)

10.6 (4)
(6.0)

7.4 (4)
( 5.1)

8.0 (5)
( 5. 7)

2,1; 2,5

Critical thinking

17.0 (1)
(11.5)

12.3 (2)
(5.5)

11.7 (2)
(5.6)

11.8 (2)
(5.2)

11.0 (2)
(4.8)

11.8 (2)
(5.8)

1,5; 1,3;
1,6; 1,2

Mathematics ski 11 s

12.8 (3)
(6.8)

6.4 (7)
(5.2)

7.5 (6)
(4.3)

8.5 (5)
( 5. 7)

8.4 (3)
(6.0)

9.8 (3)
( 8. 1)

1,2; 1,3;
1,5; 6,2

Communications skills

15.4 (2)
(7.5)

12.9 (1)
( 4. 7)

17.2 (1)
{10. 5)

20.0 (1)
(6.6)

15.4 (1)
(9.0)

16.4 (1)
(8.4)

!

Note. MET= mechanical/engineering technologies, AHT =allied health technologies, Bus = business and
data processing programs, OOS = other occupational subjects, LA/GE= liberal arts/general education,
Both ~ both general education and technical programs, rk = rank.
Note. When a pair of means which are significantly different is shown, the higher of the two means is
cited first.
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Table 16
Comparison of Emphasis Placed on General Education
Competences by Academic Personnel Grouped on
the Basis of Gender
Female
n = 128
mean (s.d) rank

Competences

Male
n = 184
rank mecin (s.d)

t
Value

Communication skills

16.7 (9.2)

1

1

15.2 (7. 9)

1. 57

Critical thinking

12.0 (5.4)

2

2

12.1 (7.0)

-0.18

Vocational adjustment

9.1 (6.4)

3

4

8.4 (6.3)

0.89

Human relations skills

8.8 (4.9)

4

5

7.7 (5.3

1. 77

Mathematics skills

7.0 ( 5.1)

5

3

9.5 (6.9)

-3.42*

Knowledge of science

6.7 (5.0)

6

6

6.9 (4.4)

-0.47

Knowledge of health &
fitness

6.6 (4.2)

7

12

5.3 ( 4 .1)

Knowledge of economics

6.4 (3.6)

8

7

6.9 (3.8)

-1.20

Ethical sensitivity

6.1 ( 3. 7)

9

9

5.8 (3.5)

0.70

Political awareness

5.6 (3.4)

10

8

5.8 (3.5)

-0.69

&

5.4 (4.6)

11

13

5.2 ( 3. 7)

0.37

Global perspective

4.9 (3.3)

12

11

5.4 (3.9)

-1.29

Knowledge of history

4.7 ( 3. 1)

13

10

5.5 (4.7)

-1. 65

Knowledge of art
literature

*Significant at the .05 level.

2.62*
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explained by noting that allied health program faculty comprised a large
proportion of the academic personnel who were female.
A closer examination of employers' responses is presented in Tables
17 through 20.

When employers were grouped on the basis of credentials

(essentially academic experience or work and occupational training), no
differences were found in the emphases these groups would place on the
general education competences (Table 17).

In Table 18, the responses of

employers were compared on the basis of whether the respondents were
associated with manufacturing, for-profit service or retailing, or
non-profit enterprises.

Pairs of significantly different means are

noted in the right-hand column.

Those affiliated with manufacturing, it

is somewhat surprising to note, ranked knowledge of health and fitness
substantially below those engaged in either sales and service or
non-profit service.

With the attention given in the trade journals to

loss of productivity as a result of illness, one might have expected
more emphasis by manufacturers on knowledge of good health practices.
Table 19 displays the results of analysis intended to determine
whether employers most closely involved with personnel decisions might
respond differently from those who are further removed from the hiring,
evaluation, promotion, and dismissal of employees.

While the mean

values assigned to knowledge of health and fitness proved to be of
statistical significance, one may conclude that employers, whether or
not their influence on personnel decisions is primary, essentially
agreed on the emphases which should be given various general education
competences.
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Table 17
Comparison of Emphasis Placed on General Education
Competences by Employers Grouped on the Basis of Credentials

Competences

Credentials based on
academic experience
(n = 110)
mean (s.d)
rank

Credentials based on
work or work and
academic experience
(n = 101)
mean (s.d)
rank

t
Value

Communication
skills

16.3 ( 9. 7)

1

1

17.0 (10. 7)

-0.48

Critical thinking

13.0 ( 5. 7)

2

2

13.6 ( 8 .1)

-0.66

Human relations

9.6 (5.3)

3

4

8.5 (4.8)

1. 53

Vocational
adjustment

9.0 ( 5 .4)

4

3

9.0 (5.9)

-0.05

Mathematics skills

8.1 (5.3)

5

6

8 .1 (5.0)

-0.00

Knowledge of science 7.1 (5.6)

7

5

8.3 ( 7 .1)

-1.33

Knowledge of health
&fitness

5.9 (3.8)

8

8

5.4 (3.5)

0.94

Ethical sensitivity 5.4 (2.9)

9

9

5.4 (3.4)

0.01

Political awareness

4.8 (3.0)

10

10

5.0 (2.6)

-0.60

Global perspective

4.5 (2.8)

11

11

4.5 (2.9)

-0.18

Knowledge of art &
literature
4.3 (3.9)

12

13

3.9 (2.4)

1.05

Knowledge of history 4.2 (2.9)

13

12

4.4 (2.6)

-0.48
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Table 18
Comparison of Emphasis Placed on General Education
Competences by Employers Grouped on Basis of
Nature of Firm or Agency
Mfrg
(n=51)
Mean(rk)
(s.d)

2
Mdsg
(n=90)
Mean(rk)
(s.d)

Pairs of
3
Non-P
significantly
(n=75)
different
Mean(rk) means,
(s.d)
.05 level

Knowledge of science

8.7 (5)
(6.2)

7.3 (7)
(7.0)

(7.4 (6)
(5.2)

Vocational adjustment

9.0 (4)
(5.4)

8.6 (3)
(5.0)

9.6 (4)
(6.6)

Knowledge of history

3.8 (13)
(2.6)

4. 7 (12)
( 2. 7)

3.9 (13)
(2.8)

Knowledge of health &
fitness

4.2 (11)
(2.4)

5.9 (8)
( 3. 7)

6.2 (8)
( 4 .1)

3,1; 2,1

Knowledge of economics

7.6 (7)
(4.6)

8.0 (5)
(4.3)

6.2 (7)
(3.7)

2,3

Global perspective

4.1 (10)
(2.Z)

4.9 (11)
( 2. 8)

4.2 (12)
(3.2)

Ethical sensitivity

5.3 (8)
(3.4)

5.3 (10)
(3.1)

5.5 (9)
( 3. 1)

1

Competences

(continued, next page)
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Table 18 (contirued)
1
Mfrg
(n=51)
Mean(rk)
(s.d)

2
Mdsg
(n=90)
Mean(rk)
(s.d)

3
Pairs of
Non-P
significantly
(n=75)
different
Mean(rk) means,
( s. d)
.05 level

Political awareness

4.4 (9)
(2.6)

5.3 (9)
(2.8)

4.6 (10)
(3.0)

Knowledge of art &
literature

3 .8 (12)
(2.5)

4.2 (13)
( 2. 7)

4.2 (11)
(2.8)

Human relations skills

9.8 (3)
( 5. 7)

8.4 (4)
(4.4)

9.8 (3)
(5.7)

Critical thinking

14.3 (2)
(6.9)

13.0 (2)
(7.2)

13.7 (2)
(6.5)

Mathematics skills

8.5 (6)
(5.1)

8.0 (6)
(4.5)

7.9 (5)
(5.9)

Communications skills

16.5 (1)
(7.5)

16.4 (1)
(11.1)

17.2 (1)
(10.4)

Competences

Note. Mfrg = manufacturing, Mdsg = merchandixing, Non-P = non-profit
service, rk = rank.
Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.
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Table 19
Comparison of Emphasis Placed on General Education
Competences by Employers Grcuped on the Basis of
Influence on Personnel Decisions
A Primary
Influence
(n = 111)
mean {s.d) rank

Influence not
Primary
(n = 102)
rank mean {s.d)

t
Value

Communications
skills

16.4 (8. 7)

1

1

17 .o. (11. 5)

-0.44

Critical thinking

13. 9 (7.4)

2

2

12.7 ( 6. 1)

1. 31

9.2 ( 5. 1)

3

3

9.1 ( 4.9)

0.27

Vocational adjustment 9.2 (5.4)

4

4

9.0 ( 5.9)

0.35

Mathematics skills

8.4 (5.2)

5

5

7.8 ( 5.0)

0.85

Knowledge of science 8.2 (7.8)

6

6

7.0 ( 4.2)

1.44

Knowledge of

7.7 (4.6)

7

7

7.0 ( 3.8)

1.26

Ethical sensitivity

5.7 (3.2)

8

9

5.6

Knowledge of health
& fitness

5.1 (3.3)

9

8

6.2 ( 4.0)

-2.30*

Political awareness

4.6 (2.9)

10

10

5.2 ( 2. 7)

-1.28

Global perspective

4.3 (2.9)

11

11

4.6 ( 2.8)

-0.76

Knowledge of history 4.0 ( 2. 8)

12

12

4.5 ( 2. 7)

-1. 39

Knowledge of art &
literature

13

13

4.4 ( 2.5)

-1. 71

Human relations
skills

3.7 (2.8)

*Significant at the .05 level.

3.1)

-1. 34
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The gender of employer respondents is taken into account in the
data presented in Table 20.

The mean values assigned to four

competences by female and male respondents were different.
worthy of note:

Two are

men are shown to value a knowledge of health and

fitness substantially less than women, and the negative association of
women and mathematics, oft observed in test scores and attitude surveys,
is confirmed.

The difference regarding the knowledge of health and

fitness is possibly explained by noting that a large proportion of the
female employers surveyed worked in the health professions.
Proportion and Emphasis
A logical question which arises from the data discussed thus far
regards the relationships between the amount of general education
desired by respondents and the importance attached to individual general
education competences.

Is there a pattern in these relationships?

Do

those who desired less (or more) general education consistently assign
greater (or smaller) emphasis to certain general education competencies?
Data shown in Tables 21 through 25 address these questions.
used to get at the answers is a straightforward one.

The method

The proportion of

desired general education recorded by all respondents were listed in
order, lowest numerical value to highest numerical value.

These

responses were then divided into three groups of approximately equal
number.

These three groups were labeled low, medium, and high

(proportion of general education desired) and were recoded so as to
allow examination on this basis.

A low proportion of general education

was defined as less than 30 percent; a medium amount of general
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Table 20
Comparison of Emphasis Placed on General Education
Competences by Employers Grouped on the Basis
of Gender
Female
(n = 72)
mean {s.d} rank

Male
(n = 149)
rank mean {s.d}

t
Value

Communications skills

15.7 (10.3)

1

1

17.2 (10. 0)

-0.99

Critical thinking

12.0 (5.8)

2

2

14.0

7.3)

-1. 98*

Vocational adjustment

10.8 (6.3)

3

6

8.2 ( 5. 1)

3.18*

Human relations skills

9.5 (3.9)

4

3

9.1 ( 5. 7)

0.48

Knowledge of health &
fitness

7.2 (3.9)

5

9

4.8

3.3)

4.60*

Mathematics skills

7.0 (4.6)

6

4

8.7 ( 5.3)

-2.33*

Knowledge of economics

6.7 (3.5)

7

..,
I

7.6 ( 4.5)

-1. 32

Knowledge of science

6.5 (3.9)

8

5

8.2

7.2)

-1. 93

Ethical sensitivity

5.9 (2.9)

9

8

5.1

3.3)

1. 64

Political awareness

5.0 (3.0)

10

10

4.8 ( 2. 7)

0.60

Global perspective

4.8 (2.9)

11

11

4.3 ( 2.8)

1.06

Knowledge of history

4.5 (2.6)

12

12

4.1 ( 2.8)

1.15

Knowledoe of art &
l i tera tu re

4.4 (2.5)

13

13

3.9 ( 2.8)

1.43

*Significant at the .05 level.
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education was defined as 30 through 39 percent; and a high proportion
was defined as 40 percent or greater.

Proportion of general education

desired (Proged) became, then, an independent variable which could be
used to address the questions outlined above.

Tables 21-25 show the

means and standard deviations of the relative emphasis placed on each
competence by each of the three "Proged" groups.

Also shown in these

tables are the pairs of means that were determined to be significantly
different at the .05 level.

In Table 21 the responses of all

participants in the study are examined.
personnel are shown in Table 22.
Table 23.

Only the responses of academic

Employers' responses are analyzed in

In Tables 24 and 25, results· are cited for analysis based on

whether respondents held their positions as a result of primarily
academic or work experiences.
The data in Table 21 show that those who desired a low proportion
of general education in an occupational program valued more highly
vocational adjustment capability, critical thinking, and mathematics
skills than did those who wanted a high proportion of general education.
Respondents who would devote a high proportion of the curriculum to
general education would give greater attention to fostering a global
perspective and to knowledge of art and literature than would those who
desired a low proportion of general education.

These results are

compatible with earlier findings which identified desire for a higher
proportion of general education with academic personnel working in
liberal arts/general education subject areas and with those holding
academic-based credentials.

It may also be recalled that a lower pro-

portion of general education was identified with occupational program
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Table 21
Comparison of Emphasis Placed on General Education
Competences by All Respondents Grouped on the Basis
of Proportion of General Education Desired
2
Med
(n=l58)
n=l93)
Mean(rk) Mean rk
(s.d)
(s.d)

3
Pairs of
High
significantly
(n=l67)
different
Mean(rk) means,
(s.d)
. 05 1eve1

Knowledge of science

7.7 (6)
(7.2)

6.7 (7)
(4.2)

7.2 (6)
( 4. 7)

Vocational adjustment

9.8 (3)
(7.9)

8.8 (3)
(5.2)

8.1 (4)
(4.9)

Knowledge of history

4.4 (11)
( 4. 7)

4.8 (11)
(3.0)

5.2 (13)
(3.2)

Knowledge of health &
fitness

5.4 (8)
( 4 .1)

5.6 (9)
(3.9)

6.4 (8)
(4.0)

Economic awareness

6.7 (7)
(4.5)

7.0 (6)
(3.4)

7.1 (7)
(4.0)

Global perspective

4.1 (12)
(3.1)

4.9 (13)
(3.2)

5.7 (10)
(3.6)

3,1

Ethical sensitivity

5.1 (10)
(3.8)

6.1 (8)
(3.2)

5.6 (11)
(3.2)

2,1

1

ToW
Competences

(continued, next page)

1,3
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Table 21 (continued)

(n=158)
Mean(rk)
(s.d)

2
Med
(n=193)
Mean(rk)
(s.d)

Pairs of
3
High
significantly
(n=167}
different
Mean(rk) means,
.05 level
(s.d)

Political awareness

5.1 (9)
(3.4)

5. 5 (10)
(3.0)

5.5 (12)
(3.3)

Knowledge of art &
1iterature

3.8 (13)
(3.0)

4. 6 (12)
(2.8)

5.9 (9)
(4.6)

Human relations skills

8.7 (5)
(6.2)

8.8 (4)
( 4. 7)

8.3 (3)

Critical thinking

13.6 (2)
(8.4)

12.7 (2)
(5. 7)

11.4 (2)
(5.5)

1,3

Mathematics skills

9.5 (4)
(7. 7)

8.2 (5)
(5.0)

7.4 (5)
(4.5)

1,3

Communications skills

16.2 (1)
(9.6)

16. 2 (1)
(8. 7)

16.2 (1)
(9.3)

1

LOW
Competences

Note.

rk

=

3,1; 3,2

( 4. 7)

rank.

Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.
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personnel, particularly those teaching in the mechanical/engineering
technologies, and with those whose credentials were based on work or
work and vocational education experiences (see Tables 5-6).
When the responses of academic personnel are examined separately
(Table 22) the results are much the same.

Those who desired a low

proportion of general education emphasized vocational adjustment
capability and mathematics skills more than those who desired a high
proportion of general education.

Greater emphasis was given to

political awareness, to knowledge of history and of art and literature,
and to fostering a global perspective by those who desired a high
proportion of general education than by those who desired less general
educati~n.

The differences are similar when the responses of employers (Table
23) and of respondents grouped according to credentials are examined
(Tables 24, 25).

More important than the statistical differences in the

mean values assigned to the competences is the observation that, despite
the differences, the pattern of emphasis is generally the same.
exceptions to this may be noted.

Some

Knowledge of art and literature is

ranked seventh (Table 22) in importance by academic personnel who
desired a high proportion of general education, compared to last place
rankings by those who wanted a low or medium proportion of general
education.

The importance of this difference is mitigated, however,

when the range of mean values assigned for the sixth through thirteenth
ranked competences--6.8 to 5.5--by those who desired a high proportion
of general education is taken into account.

Because of this narrow

range of percentages of emphasis placed on these lower ranked eight

J.06
Table 22
Comparison of Emphasis Placed on General Education
Competences by Academic Personnel Grouped on the
Basis of Proportion of General Education Desired
1

ToW

Med

(n=115)
Mean(rk)
(s.d)

Pairs of
3
High
significantly
(n=96)
different
Mean(rk) means,
(s.d)
. 05 1eve l

Knowledge of science

6.6 (6)
(4.6)

7.1 (7)
(4.4)

6.8 (6)
(5.1)

Vocational adjustment

9.9 (12)
(8.2)

8.7 (3)
(5.4)

7.7 (4)
( 5.. 0)

Knowledge of history

4. 9 (12)
(5.6)

5.2 (12)
(3.2)

5.5 (13)
(3.5)

Knowledge of health &
fitness

5.6 (9)
(3.9)

5.6 (10)
(4.0)

6.5 (9)
( 4. 7)

Knowledge of economics

6.5 (7)
(4.2)

7.1 (6)
(3.5)

6.5 (8)
(3.6)

Global perspective

4.5 (11)
(3.2)

5.3 (11)
( 3. 6)

5.9 (11)
(4.2)

Ethical sensitivity

5.4 (10)
(3.9)

6.1 (8)
(3.3)

5.9 (10)
(3.5)

Competences

(continued, next page)

(n=94)
Mean(rk)
(s.d)

2

1,3

3,1
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Table 22 (continued)

--row-

(n=94)
Mean(rk)
(s.d)

2
Med
(n=l15)
Mean(rk)
(s.d)

3
Pairs of
High
significantly
(n=96)
different
Mean(rk) means,
(s.d)
. 05 level

Political awareness

5.7 (8)
(3. 7)

5.8 (9)
(3.3)

5.7 (12)
(3.5)

Knowledge of art &
literature

4.3 (13)
(3.3)

5.0 (13)
(3.0)

6.7 (7)
(5.4)

Human relations skills

8.1 (5)
(6.0)

8.6 (4)
(4.9)

7.6 (5)
(4.4)

Critical thinking

12.8 (2)
(8.8)

12.1 (2)
( 4. 5)

11.1 (2)
(5.5)

Mathematics skills

10.5 (3)
(8.8)

7.6 (5)
(4.8)

7.7 (3)
(5.0)

Communications skills

15 .1 (1)
( 7. 7)

15.8 (1)
( 8 .1)

16.4 (1)
(9.5)

1

Competences

Note.

3,1; 3,2

1,2; 1,3

rk = rank.

Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.
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Table 23
Comparison of Emphasis Placed on General Education
Competences by Employers Grouped on the Basis of
Proportions of General Education Desired

Competences

2
1
LOW
""Med
(n=64)
(n=78)
Mean(rk) Mean(rk)
(s.d)
(s.d)

Pairs of
3
High
significantly
(n=71)
different
Mean(rk) means,
(s.d)
. 05 l eve 1

Knowledge of science

9.3 (5)
(9. 7)

6.3 (7)
(3.8)

7.6 (6)
(4.0)

Vocational adjustment

9.7 (3)
(7.4)

9.0 (5)
(4.9)

8.6 (4)
(4.6)

Knowledge of history

3.6 (11)
( 2. 7)

4.2 (12)
( 2. 7)

4.8 (12)
(2.8)

Knowledge of health &
fitness

5.0 (8)
(4.3)

5.6 (9}
( 3. 7)

6.2 (8)
(2.9)

Knowledge of economics

7.1 (7)
(4.9)

6.8 (6)
(3.4)

7.9 (5)
(4.3)

Global perspective

3.5 (12)
(2.9)

4.3 (11)
(2.5)

5.5 (9)
( 2. 8)

3,1; 3,2

Ethical sensitivity

4.5 (9)
(3.5)

6.1 (8)
(3.1)

5.3 (10)
( 2. 7)

2,1

(continued, next page)

1,2

3,1
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Table 23 (continued)

LoW

Med

(n=78)
Mean(rk)
(s.d)

Pairs of
3
High
significantly
different
(n=71)
Mean(rk) means,
.05 level
(s.d)

Political awareness

4.1 (10)
(2.6)

5.0 (10)
( 2. 6)

5.2 (11)
(2.9)

3,1

Knowledge of art & literature

3. 2 (13)
(2.5)

4.1 (13)
(2.4)

4.8 (13)
(2.9)

3,1

Human relations skills

9.4 (4)
(6.5)

9.1 (4)
(4.5)

9.2 (3)
(4.9)

Critical thinking

14.8 (2)
(7.8)

13.6 (2)
(7.1)

11.9 (2)
(5.5)

1,3

Mathematics skills

8.0 (6)
( 5. 7)

9.1 (3)
(5.5)

7.0 (7)
( 3. 7)

2,3

Communications skills

17.8 (1)
(11. 7)

16.8 (1)
(9.4)

16.0 (1)
(10.1)

1

Competences

Note.

rk

=

(n=64)
Mean(rk)
(s.d)

2

rank.

Note. When a pair of means which are significantly different is shewn;
the higher of the two means is cited first.

llO

Table 24
Comparison of Emphasis Placed on General Education
Competences by Academic Credentialed Respondents Grouped on
the Basis of Proportion of General Education Desired

~

~

(n=92)
Mean(rk)
(s.d)

Pairs of
3
High
significantly
(n=93)
different
Mean(rk) means,
(s.d)
. 05 level

Knowledge of science

7.4 (6)
( 6. 9) .

6.0 (8)
( 3. 7)

7.1 (6)
( 5 .1)

Vocational adjustment

9.1 (4)
(8.8)

8.8 (3)
(6.1)

7.1 (5)
(4.3)

Knowledge of history

4.9 (10)
(6.3)

5.2 (12)
(3.6)

5.5 (12)
(3.3)

Knowledge of health &
fitness

5.4 (8)
(4.5)

5.6 (10)
(4.3)

6.0 (9)
(3.1)

Knowledge of economics

6.6 (7)
(5.2)

6.9 (6)
(3.6).

7.1 (7)
(4.1)

Global perspective

4.1 (13)
(3.3)

5.2 (12)
( 3. 7)

5.8 (11)
(3.6)

3,1

Ethical sensitivity

4.7 (11)
(3.6)

6.4 (7)
(3.4)

5.3 (13)
( 2. 7)

2,1; 2,3

1

Competences

(continued, next page)

(n=69)
Mean(rk)
(s.d)

2
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Table 24 (continued)

(n=69)
Mean(rk)
(s.o)

2
Med
(n=92)
Mean(rk)
(s.d)

3
Pairs of
High
significantly
(n=93)
different
Mean(rk) means,
(s.d)
. 05 1eve1

Political awareness

5.3 (9)
(4.0)

5.7 (9)
(3.6)

5.8 (10)
(3.4)

Knowledge of art &
1i terature

4.2 (12)
(2.9)

4.8 (.13)
( 3. 1)

6.5 (8)
(5.4)

Human relations skills

8.3 (5)
(6.0)

8.6 (4)
(5.2)

8.3 (3)
(4. 6)

Critical thinking

13.1 (2)
(8.0)

12.3 (2)
( 4. 6)

11.7 (2)
(5.6)

Mathemattcs skills

10.8 (3)
(9.1)

8.2 (5)
(5.3)

7.3 (4)
(4.8)

Communications skills

16. 2 (1)
( 9. 7)

16.2 (1)
(9.1)

16. 5 (1)
( 9. 7)

1

LOW
Competences

Note.

3,1; 3,2

1,3; 1,2

rk = rank.

Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.
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Table 25
Comparison of Emphasis Placed on General Education
Competences by Work Credentialed Respondents Grouped or.
the Basis of Proportion of General Education Desired
2
1
LOW
Mec!
( n:::87)
( n:::99)
Mean(rk) Mean(rk)
(s.d)
(s.d)

3
Pairs of
High
significantly
(n:::73)
different
Mean(rk) means,
(s.d)
. 05 level

Knowledge of science

8.0 (6)
(8.5)

7.4 (6)
(4.5)

7.3 (6)
(4.1)

Vocational adjustment

10.5 (3)
(7.1)

8.7 (4)
(4.2)

9.3 (3)
(5.2)

Knowledge of history

3.9 (12)
(2.9)

4.5 (13)
(2.3)

4.9 (13)
( 3 .1)

Knowledge of health &
fitness

5.4 (8)
(3.8)

5.6 (9)
(3.6)

6.8 (8)
(4.9)

Knowledge of economics

6.8 (7)
(3.9)

7.0 (7)
( 3. 3)

7.0 (7)
( 3. 7)

Global perspective

4.2 (12)
(3.1)

4.6 (12)
( 2. 7)

5.6 (10)
(3.8)

Ethical sensitivity

5.3 (9)
(3.9)

5.9 (8)
( 3 .1)

6.1 (9)
(3.6)

Competences

(continued, next page)

3,1
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Table 25 (continued)
1
LOW
(n=87)
Mean(rk)
(s.d)

2
Med
(n=99)
Mean(rk)
(s.d)

Pairs of
3
High
significantly
different
(n=73)
Mean(rk) means,
. 05 level
(s.d)

·Political awareness

4. 9 (10)
(2.8)

5.5 (10)
(2.4)

5.1 (11)
(3.0)

Knowledge of art &
literature

3.7 (13)
(3.1)

4.6 (11)
(2.4)

5.1 (12)
(3.3)

Human relations skills

8.7 (4)
(6.0)

9.0 (3)
(4.3)

8.3 (4)
(4.9)

Critical thinking

14.2 (2)
(8.8)

13.0 (2)
(6.6)

11.1 (2)
(5.4)

Matnematics skills

8.5 (5)
(6.3)

8.3 (5)
(4.8)

7.5 (5)
(4.3)

Communications skills

16.0 (1)
(9.6)

16.2 (1)
(8.4)

15.9 (1)
(9.0)

Competences

Note.

3,1

1,3

rk = rank.

Note. When a pair of means which are significantly different is shown,
the higher of the two means is cited first.
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competences, changes in rank among them would have little practiccl consequence.

The same comments may be made for the high ranking given

knowledge of art and literature by academic credentialed respondents who
desired a high proportion of general education (Table 24).

The high

ranking given to ethical sensitivity by academic credentialed respondents who desired a medium proportion of general education (Table 24)
seems also to be an anomaly of no particular note.

There were no other

important differences.
The data in these tables (21 through 25) suggest that taking into
account the amcunt of general education desired by. respondents is of no
great consequence for purposes of analyzing the emphasis which
respondents would assign to the general education competences.
Interaction of Selected Independent Variables
Careful examination of the data discussed in the preceding
paragraphs suggested that the primary independent variables might have
interactive effects on the emphasis assigned each general education competence by participants in the study.

Credentials, group membership

(whether academic person or employer), and the created variable--proportion of general education desired (Proged)--were selected as independent
variables for a factorial analysis of variance (ANOVA) to test this
proposition.
The summary results of this analysis are found in Table 26.

The

main effects of the independent variables have been explicated previously and are of no concern in this analysis.

Discussion will focus

instead on the interactive effects of these variables.

Among the

two-way interactions, those of group membership (Gp Mbp) and credentials

Table 26
Emphasis on General Education Competences: Analysis of Variance on Basis of
Group Membership, Credentials of Respondents, and Proportion of General
Education Desired in Occupational Programs
(n = 513)
F-Ratios
Interactions
Gp Mbp/ Gp Mbp/ Credtls/
Credtls ~roged ~roged

3-Way
Interaction
Gp Mbp/
Credtls/Proged

2.787 1.472
4.300* 3.348*
5.745* 1.982

0.378 5.230* 0.400
4.698* 0.263
1. 935
8.118* 0.473 0.077

1.405
0.252
1.106

.017
.024
.036

0.585

2.186

1.614

0.199

0.508

0.479

• 012

0.028
1.060
0.446
3.316

0.255
8.552*
4.800*
0.949

6.282* 1.393
4.442* 0.617
0.102 1.155
7.673* 1. 771

0.007
0.567
1.823
0.451

0.063
0.135
1.964
0.705

.005
.048
.024
.030

5.068* 13.410*

3.135

1.472

2.906*

2.761

.088

0.415
0.403
1.198
0.094

6.803*
0.055
0.030
0.638

0.303
0.404
4.743*
0.760

0.006
0.505
2.027
0.052

0.254
0.590
0.417
0.182

.011
.028
.024
.003

Main Effects
G~ Mb~

Knowledge of science 3.083
Vocational adjustment 0.417
Knowledge of history 9.430*
Knowledge of health
&fitness
0.457
Knowledge of
2.208
economics
Global perspective
7.135*
Ethical sensitivity 2.388
Political awareness 10.829*
Knowledge of fine
arts & literature 17.433*
Human relations
skills
4.675*
Critical thinking
5.775*
Mathematics skills·
0.617
Communication ski 11 s 1.444

Credtls

Proged

0.461
4.258*
5.674*
0.003

2-wa~

R2

Gp Mbp =group membership (academic personnel/employers), Credtls = credentials (academic/work
experience), Proged =proportion of general education desired.

~ote:

*Significant at the .05 level.

I-'
I-'
Ul
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(Credtls) are statistically significant (.05 level) for the competences
of vocational adjustment, knowledge of history, knowledge of economics,
political awareness, and human relations.

The cell means associated

with these interactions are shown in Table 27.
It must be noted that interpretation of such interactions is not
precise.

Their exact nature cannot be determined, nor can the possible

effect of some unknown, uncontrolled variable in explaining them be
ruled out on the basis of the analysis (Kerlinger, 1973).

With

awareness of these problems in interpreting the findings, attention is
directed to Table 27.
The differential effects of the credentials held and of being
either an academic person or an employer on the emphasis assigned to the
six competences cited above are shown in Table 27.

For employers, the

nature of the credentials held are shown to be of no significance in
determining views on the importance of vocational adjustment capability
or of a knowledge of history.

However, credentials appeared to be an

important factor in determining the emphasis assigned to these
competences by academic personnel.

Vocational adjustment was ranked

substantially higher, and knowledge of history lower, by academic
personnel if their credentials were based on work experience or work
experience and academic training.
The findings regarding a knowledge of economics represent the
crisscross (symmetric, disordinal) effect often demonstrated by
factorial analysis of variance when interaction of the variables is
significant.

Holding academic credentials resulted in employers
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Table 27
Means Associated with Siqnificant Interactions:
Academic Personnel/Employers x Credentials
on General Education Competences
(Refer to Table 26)
Vocational Adjustment
Academic
Credentials
Mean

Hork/Work
&Academic
Credentials
Mean

Academic Personnel

7.66
(146)

9.78

Employers

9.08

9.00
(100)

( n)

( 108)

( n)

(159)

Knowledge of History
Academic
Credentials
Mean
(n)

Work/Work
&Academic
Credentials
Mean
( n)

Academic Personnel

6.00

(146)

4.49
(159)

Employers

4.18

4.34

( 108)

Knowledge of Economics
Academic
Credentials
Mean
( n)

( 100)

~1ork/Work

&Academic

Credentials
Mean
(n)

Academic Personnel

6.29
(146)

7.10

Employers

7. 77

6 .67.

(108)

(159)
(100)
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Table-27 (continued)
Global Perspective
Academic
Credentials
Mean
(n)

Work/Work
&Academic
Credentials
Mean
(n)

Academic Personnel

5.66
(146)

4.86
(159)

Employers

4.41
( 108)

4.55
( 100)

Political Awareness
Academic
Credentials
Mean
(n)

Work/Work
&Academic
Credentials
Mean
( n)

Academic Personnel

6.33
(146)

5.21
(159)

Employers

4.69
(108)

4.99
(100)

Human Relations Skills
Academic
Credentials
Mean
(n)

Work/Work
&Academic
Credentials
Mean
( n)

Academic Personnel

7.49
(146)

8. 77
(159)

Employers

9.67
( 108)

8.56

(loo)
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assigning knowledge of economics a mean value which was higher than that
accorded it by academic personnel; the opposite is true, however, if
respondents held credentials bas·ed .on work experience.
The· interactive effects of group membership and credentials on the
emphasis given to global
in their manifestations.

pers~ective

and political awareness are similar

For employers, the nature of their credentials

appeared to be of no consequence in valuing these competences.

But

academic personnel whose credentials were based on work experience
valued each competence lower than did academic personnel with academic
credentials.
The importance of human relations skills to academic personnel and
employers appeared also to be related to the credentials of the respondents.

The crisscross pattern is again evidenced, though not quite so

strongly as was found for a knowledge of economics.

For employers,

having credentials based on work experience resulted in a substantially
lower mean value assigned to human relations skills than if credentials
were academic in nature.

Credentials based on work experience were

associated with a higher value assigned to human relations skills by
academic personnel, a value which is higher than the emphasis given this
competence by employers with similar credentials.
Table 28 shows the cell means resulting from the values assigned to
a knowledge of science and to mathematics skills by academic personnel
and employers when their responses are partitioned on the basis of the
amount of general education desired by respondents in each group.
Recall that proportion of general education desired (Proged) was an
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Table 28
Means Associated with Significant Interactions: Academic
Personnel/Employers x Proportion of General Education
Desired on General Education Competences
(Refer to Table 26)
Knowledge of Science
Proportion of General Education Desired
Low
Med
High
Mean
Mean
Mean
( n)
( n)
( n)
Academic Personnel

6.57
(94)

7.07
( ll5)

6.81
(96)

Employers

9.48
(62)

6.16
(76)

7.66
(70)

Mathematics Ski 11 s
Proportion of General Education Desired
Low
Med
High
Mean
Mean
Mean
( n)
( n)
( n)
Academic Personnel
Employers

10.47
(94)

7.64
( 115)

7.67
(96)

8.03
(62)

9.20
(76)

6.97
(70)

121

independent variable created by recoding responses on this question,
such that they were categorized as low, medium, or high.

The patterns

of the means for these competences, shown in Table 28, were similar but
opposite.

The proportion of general education desired had little rela-

tionship with on the value assigned to a knowledge of science by
academic personnel.

But for employers the proportion of general

education desired is related to the values assigned this competence.
Those employers who desired low and high proportions of general
education assigned mean values to the knowledge of science which were
higher than that given the competence by academic personnel.

Employers

who desired a medium proportion of general education assigned a lower
mean value to this competence than did academic personnel.
For mathematics skills, the pattern of means is nearly the
opposite, with academic personnel who desired a low proportion of
general education assigning the higher mean value to this competency.
Employers who desired a medium proportion of general education assigned
a higher mean value to mathematics skills than did academic personnel;
those who desired low and high proportions of general education
emphasized this competence less than did academic personnel.
Finally, as shown in Table 26, the interaction effect of proportion
of general education and credentials is statistically significant for
the knowledge of fine arts and literature competence.
are displayed in Table 29.

The cells means

Among those who desired low and medium

proportions of general education, the pattern of mean values assigned to
a knowledge of art and literature by groups of respondents with academic
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Table 29
Means Associated with Significant Interactions:
Credentials x Proportion of General Education
Desired on General Education Competences
(Refer to Table 26)
Knowledge of Art and Literature
Proportion of General Education Desired
High
Med
Low
Mean
Mean
Mean
( n)

( n)

( n)

Academic Credentials

4.03
(69)

4.80
(92)

6.51

Work/Work and Academic
Credentials

3. 72

4.56

5.10

( 87)

(93)

(93)

(73)
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and with work experience credentials is parallel in structure.

But

academic credentialed respondents who desired a high proportion of
general education valued knowledge of art and literature disproportionately higher than did those whose credentials were based on work
experience.
Knowledge of these interactive effects is interesting, but it turns
out to be peripheral to the primary research questions addressed in this
study.

If differences of practical consequence had been found in the

proportions of general education desired by identified groups of
respondents, or if important differences among the same groups had been
found in their patterns of ranking the general education competences
(see discussion of Tables 21-25, this chapter), then a more comprehensive investigation of these interactions would have been undertaken.
Failure to identify such differences, however, obviated additional
attention to this matter.

CHAPTER V
SUMMARY, CONCLUSIONS, OBSERVATIONS
AND RECOMMENDATIONS
The intent of this study was to assess and compare the beliefs
about the amount and the nature of general education in two-year occupational curriculums in community colleges.

The research questions posed

in the study were these:
1.

Within the general education component of two-year occupational programs, how much emphasis do academic personnel and
employers believe should be placed on each of several broad
competences as possible student outcomes?

2.

What proportion of occupational programs, relative to other
curricular elements, do employers and academic personnel
believe should be dedicated to general education?

3.

To what extent de employers and academic personnel agree
within respective groups regarding questions one and two?

4.

Does knowledge of education and experience backgrounds, or of
current professional role or affiliation with a particular
type of business or industry, help explain different views
regarding questions one and two?

A final question referred to the application of the findings.
5.

What are the implications for community college curriculum
planners of the research findings?
124
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A four-page survey instrument (see Appendix A) with questions
appropriate to address these issues was prepared, tested, and distributed to the teaching professionals in six community colleges in two
states.

Questionnaires were also distributed to members of occupational

program advisory committees at these colleges (excluding students and
college employees), representing mechanical/engineering technology
programs, allied health science programs, and business and data
processing programs.

The first group of participants was characterized

as academic personnel; the second as employers.
Seven hundred sixty-five questionnaires were distributed.

Five

hundred fifty-eight usable documents were returned, resulting in a 72.9
percent return rate.

Responses were coded, verified, and placed in a

data file, and t-tests, oneway analyses of variance, and factorial
analyses of variance were calculated in a manner appropriate to answer
the research questions.
Summary
Since the 1970s, attention has been focused on the lack of quality
in the general education programs of the nation's colleges and universities (Boyer and Levine, 1981; Carnegie Foundation for the Advancement
of Teaching, 1977; Gaff, 1983).

Lack of purpose, excessive reliance on

narrowly conceived survey courses, and unsuitability for the adult
students who increasingly swell college ranks--all these problems are
cited as failures of current general education programs.
Community colleges, where students tend to be part-time and to
enroll in occupational programs, have not escaped the criticism.

That

126

community colleges grew to maturity in periods of interest in general
education reform seems to have engendered few positive examples of
general education innovation among their ranks.

Successive scholars

have called attention to the shortcomings of general education in the
nation's two-year institutions (Bogue, 1950; Conrad, 1983; Johnson,
1952; Thornton, 1972).

It is not that community colleges fail to profess interest in
providing

g~neral

education for their students.

Community college

catalogs have long been filled with goal statements alluding to general
education outcomes for their students, and this aspect of institutional
mission continues to get lip service (Monroe, 1972; Mapp, 1980).
There is a large margin of failure, then, between high ideal and
poor practice.

Why is this so? Confusion over definition, the general

disintegration of knowledge, and faculty specialization account for some
of the failure to reach professed general education goals.

The high

percentages of non-degree seekers and part-time attenders, both of which
conditions contribute to lack of institutional control over student
course-taking patterns (Beeken, 1982; Clowes, et al., 1979) also
contributes to poor quality general education in community colleges.
Other factors distract curriculum planners in

communit~

colleges.

This is particularly true in determining general education objectives
and learning activities for students in occupational programs, the
curricular area in which most students are currently enrolled (Cohen &
Brawer, 1982).

The appropriate amount and the character of general

education continue to be subjects of facu1ty debate.
are raised as well.

Other questior.s

Should general education be tcught

by

occupational
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faculty or transfer program faculty?

How can the college determine

whether general education objectives are being accomplished?

Some

planners give up in the face bf these issues, and leave the general
education program to chance.
This context, then, prpvided the setting for the present investigation.

The research questions set forth in the study seek answers to the

most pressing of these problems.

If the views of academic personnel

(professional educators whose judgments about general education ought to
be respected) and employers (as consumers of the educational product)
can be determined in a systematic and convincing way regarding the
amount and nature of general education desired, then part of the effort
to establish quality general education programs will have been
accomplished.
Conclusions
Conclusions derived from the study are related directly to answering the research questions.

Question two, "How much general education

is desired?" is addressed first.

Considered as one group (Table 3),

respondents in this study would devote 32 percent of two-year occupational programs to general education.

In practice, this would amount to

20 to 22 semester hours, or 30 to 33 quarter hours in most programs.
Reference is made to Table 4.

Employers and academic personnel agree on

the proportion of general education desired, assigning 32 and 33
percent, respectively, of curriculums to courses which, using the
language of the questionnaire, ''teach knowledge, skill, and attitude
competences so important that the competences should be required of all
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two-year occupational program graduates, regardless of major."

These

courses are exclusive of those which teach basic reading, writing, and
computational skills.

Participants were asked to presume that these

basic skills had been learned prior to the student entering a degree
program.

While this condition is seldom found, acceptance of it as an

assumption was asked of participants so as to establish clearly at the
college level the competences being investigated.
Question one represents the central issue which is investigated in
What general education competences are held to be important

the study.

by respondents, and what is the degree of emphasis placed on each?
Again the answers are easily discerned, and the pattern clearly estab1ished, there being only minor disagreements by academic personnel and
employers over the rankings and values assigned to the thirteen
comptences.
Two competences clearly are valued more highly than any others.
Communication skills and critical thinking are phrased this way in the
questionnaire.
The graduate of a two-year occupational program can:
Communicate purposefully: listens and reads with understanding, speaks and writes with organization and persuasion,
and gives attention to non-verbal cues.
Use the habits and skills of critical and constructive
thinking in the identification and solution of problems.
Both academic personnel and employers rank these competences as the
first and second most important in a graduate's array of knowledges,
skills, and attitudes when he or she crosses the commencement stage.
Some sense of the value attached to these competences derives from
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recognition that about 28 percent (academic personnel) and 30 percent
(employers) of the kitty of points available to respondents were placed
on these competences.

The difference in mean values assigned to

critical thinking by the two groups, while marginally significant, is of
no practical consequence (see Table 11).
Capability for vocational adjustment, mathematics skills, human
relations skills, knowledge of science, and knowledge of economics constitute a second cluster of competences which are believed to be important by academicians and employers alike.

The competence statements

follow.
The graduate of a two-year occupational program can:
Explain the personal attitudes, skills, and behaviors which
are currently identified with successful vocational adjustment
and continued employability.
Use quantitative symbols and logic, including the performance
of simple algebraic operations and the application of basic
principles of statistics in common settings.
Use in formal and informal settings the interpersonal relation
skills which promote the achievement of personal and group
goals.
Explain basic scientific principles and methods as one foundation for making decisions in personal and civic life.
Explain the economic principles and personal behavior patterns
which affect the roles of producer (worker, entrepeneur) and
consumer of goods and services in our economic system.
The range of mean values assigned to these five competences by academic
personnel is but from 6.7 to 8.8; by employers, from 7.3 to 9.1 (see
Table 11).

Together these five competences account for 39 percent

(academic personnel) and 41 percent (employers) of the points which
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participants were given to define personally their general educational
programs.
Ethical sensitivity, knowledge of health and fitness, and political
awareness comprise a third group of competences in the pattern.

These

are valued substantially less than the seven which have been discussed
above (see Table 11).

Only 17 percent (academic personnel) and 16

percent (employers) of the available points are represented in these
competences, the full statements of which are listed below.
The graduate of a two-year occupational program can:
Explain the ethical or value dimensions of public policy
issues and of common personal behavior questions, and can
explain methods for making choices on such issues and
questions.
Explain practices and principles which are currently thought
to promote the maintenance of personal health and fitness.
Explain the primary tenets of American government and the
nature of the political process as a foundation for exercising
good citizenship.
Judged least important among the competences were three which
appear to be linked by what might be termed their humanistic, or
cultural content (see Table 11).

The full statements which define

knowledge of art and literature, global perspective, and knowledge of
history are listed below.
The graduate of a two-year occupational program can:
Demonstrate the skills and attitudes which provide a foundation for the enjoyment of the fine arts and literature.
Explain appropriate economic, political and cultural issues
from a world perspective.
Explain the cultural heritage and the primary elements of the
history of the United States and its people.

131
Respectively, for academic personnel and for employers these three competences together are given only 16 percent and 13 percent of the kitty
of points which were made available to participants for distribution
over the array of competences.

These figures may be compared to the 28

percent (academic personnel) and 30 percent (employers) of the points
assigned together to communication skills and critical thinking.
Review of Table 11 will remind the reader that in addition to the
mean values for critical thinking, those assigned to five other
competences discussed above were statistically significant.

It is again

important to observe the ranking of the competences and to take note of
the ranges of values associated with the groups of competences as they
have been outlined in the preceding discussion.

Such scrutiny persuades

the author that it is the similarity of views of academic personnel and
employers that is important, not the differences.
Research questions three and four may be addressed in the same
context.

The responses of academic personnel and of employers were

classified on the basis of selected independent variables to determine
whether these factors explained in any statistically significant way the
variance within the two primary groups.

Tables 6-8 displayed the

results of analysis of this data, with regard to the proportion of
general education desired.

Substantial disagreement was found among

academic personnel on the basis of the subject areas in which they
taught.

Occupational program personnel, particularly those in the

mechanical/engineering technologies, desired substantially greater
amounts of technical education and less gerera1 education than did
liberal arts/general education personnel.

This finding confirms the
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need to account for such differences in establishing_strategies for
curriculum development and approval within the college community.
When the responses of employers were examined on the basis of
affiliation with manufacturing, merchandising, or non-profit
enterprises, no differences were found in the proportions of general
education these groups would devote to general education.
Similar kinds of analysis was applied to the responses of academic
personnel and of employers regarding the emphasis they would place on
each of the general education competences.

Credentials, subject area of

work assignment, and gender were used as independent variables in
examining the responses of academic personnel (see Tables 13-16).
The credentials of academic personnel are related to a pattern of
differences among this group.

Vocational adjustment, human relation

skills, and knowledge of economics are valued more highly as competences
by academic personnel whose credentials are based on work experience or
a combination -of work and academic experience than by those whose
experiences have been solely academic.

The opposite is true for

political awareness, knowledge of history, and knowledge of art and
literature.

Just as important as these differences is the fact that all

academic personnel agree in emphasizing most highly communication
skills, critical thinking, and mathematics skills.
Comparison of the responses of academic personnel based on the
subject areas in which they teach is also noteworthy.

Faculty and

administrators of mechanical/engineering technologies believe that a
much larger proportion of occupational curriculums should be devoted to
technical content than do liberal arts/general education faculty, ar.d,
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indeed, than do other occupational program faculty.

Similarly, with

regard to the competences, mechanical/engineering faculty value critical
thinking and mathematics skills very highly, while lioeral arts/general
education faculty emphasize much more than technical f2culty a knowledge
of art and literature.
valuable.

Such findings, while predictable, are also

Confirmation of these expectations is important if for no

other reason than that verifying expected results validates the data
base, thereby strengthening the central conclusion that there is substantial agreement among academic personnel and employers regarding the
amount and nature of general education in two-year occupational
programs.
In a similar vein, responses of employers were grouped on the basis
of respondents' credentials, the nature of their firms or agencies, and
the degree of influence they had on personnel decisions (see Tables
17-19).

The conclusion that there are no differences of conseque.nce

among employers on these bases is an important one because it mitigates
concern that general education components in occupational programs
generally must be tailored for different employers.
The primary conclusion of this investigation can be summarized and
set forth clearly.

There is consensus among employers and academic

personnel with regard to the amount and nature of general education
which should be required in two-year occupational programs.

These

groups agree that about one-third of a total program should be devoted
to general education.

Further, they agree that the greatest amount of

emphasis within that general education component should be on ensuring
that graduates can demonstrate competence in communication and

critic~l
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thinking.

Lesser, but substantial, emphasis should be directed to

helping students achieve competence in human relations, vocational
adjustment, mathematics, science, and economics.

Other competences--

physical education, ethical sensitivity, political awareness, global
perspective, and knowledge of art and literature--are clearly thought to
be less important.
This conclusion holds following analysis of the data not only on
the basi.s of primary group membership, but of numerous sub-groups as
well.

The most important deviations from this pattern are the

substantially smaller and narrower general education component desired
by academic personnel in the mechanical/engineering technology sucject
area and the relatively greater emphasis which liberal arts academic
personnel would place on those competences related to the humanities
subject matter area.

Academic personnel also differ somewhat in their

views, depending on whether their credentials are based on work or
academic experience.

Employers hold largely the same views regardless

of the nature of the enterprise with which they are associated and the
degree of their influence on personnel decisions.
Observations and Recommendations
What do these conclusions mean, then, for the program builder, the
curriculum development officer, the instructional dean or president of
the community college? A number of observations and recommendations are
suggested.
One topic addressed by the findings is the debate regarding the
importance of general education in occupational curriculums.

It may be
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argued that the academic personnel group may have been biased in its
judgments by affiliation with the academic community.

But employers

also made a resounding declaration in behalf of general education.

The

importance of this endorsement is strengthened by the agreement among
employers from

differen~

areas of the work force and with varying

experiential backgrounds.

The critics' arguments (Bartkovich, 1981;

Crandall, 1975; Hudson &Smith, 1976; Sheldon, 1971) largely should be
silenced by these findings.

General education should be given a

substantial proportion of the two-year occupational program curriculum.
The nature of that general education component is also given shape
by the findings of this investigation.

There are local variables, of

course, which are associated with specific programs in different
institutional settings, and the conclusions reached in this study are
posited as guidelines rather than as rigid rules.

Nonetheless, there

are competences which academic personnel and employers agree should be
emphasized in the two-year occupational program curriculum.
tion skills and competence in critical thinking are central.

CommunicaVocational

adjustment capability, human relations skills, mathematics skills, knowledge of science and of economics are of lesser, but substantial,
importance.

This group of competences is similar to that which Meyer

(1983) concluded to be important in her investigation of the opinions of
28 corporate leaders.
One should take note that those competences which are at the bottom
of the rankings--knowledge of health and fitness, ethical sensitivity,
political awareness, global perspective, knowledge of art and
literature, and knowledge of history--should not be ignored by the
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curriculum planner; rather, the conclusion is that these competences
should command less attention than others in the time available to
promote general education knowledge, skills, and attitudes.

Meyer

(1983) also found several of these competences--particularly those
related to the humanities--to be at the bottom of corporate leaders'
ranking of general education topics, but also characterized them as less
important, rather than of no value.

Some community colleges have

included substantial humanities cores in their associate degree
programs, but it is not clear how much is required in occupational
programs (Bennett, 1984).

Mapp (1981) found that considerable attention

is given these competences in catalog purpose statements, but that few
courses are required of students to promote the learning of them.
It is also important to note that the competences proposed to
participants in this study are not tied inexorably to discrete general
education courses.

This is particularly true of some of those

competences held to be most important.

For example, both communication

and critical thinking may be termed "generic" skills, which can be
promoted by the activities associated with many kinds of courses, as
well as in those courses specifically dedicated to teaching these
skills.

Some competences, of course, will be addressed by the course

mode; others, however, may be fostered by the example of method or
process used in teaching, or by content modules within several courses.
Faculty as role models may teach still others.

In addition, some of the

competences can be taught and/or reinforced in appropriate technical
courses (Arons, 1982).

Competences, rather than courses, were chosen as

a vehicle for this inquiry in part because it was believed that
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competence statements would be more likely to evoke similar ideas in the
minds of respondents than would course or subject titles.

There was

behind this decision as well, however, a conviction that competencebased learning showed much promise as a basis for the improvement of
general education in community colleges (Boyer &Levine, 1981; Conrad,
1983; Ewens, 1979; Knott, 1975).

This conviction regarding the efficacy of competence-based
education, coupled with the findings and conclusions of this study,
suggest a plan for implementing general education reform in community
colleges.

It may be outlined briefly.

Werking through a campus commit-

tee or task force, strategically selected to promote ultimate adoption
of the plan, the competence statements in this study could be adapted to
the local environment.

Each could be further broken down into several

measurable student outcomes (This is not easily done; but there are
examples, and it can be accomplished).

In the next step, as many

faculty as could be genuinely engaged would be set to the task of
identifying objectives and learning activities in existing courses--both
general education and technical in nature--which address the general
education student outcomes.

A representative panel of interested

faculty, perhaps with the help of an outside "expert," would review
these activities to ensure their substance and relevance to the
established outcomes.

Having identified, then, the "in-place" general

education program, subsequent efforts could be directed to curriculum
development such that the overall goals for general education would be
met.

The content of existing courses could be changed, irrelevant

courses deleted, and ne1'/ ones added as necessary.

In this way the gaps
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would be filled and emphases on particular competences adjusted
appropriately.

This approach may be related to the Cedar Va 11 ey "Ski 11 s

for Learning" program, which attempts to integrate general education
throughout the total curriculum (Conrad, 1983).
This outline is offered simply as a concept.

Development of a

model for curriculum change is outside the scope of this dissertation.
Several advantages of such an approach seem apparent, however.

(a)

While the competence statements would provide a unifying framework, the
local academic environment could be taken into account in elaborating
them into more detailed student learning outcomes.

(b) This approach

would recognize and build on existing strengths in the general education
program and, consequently, might not be as threatening to skeptical
faculty.

(c) It could be implemented in incremental steps, without

losing sight of the holistic quality of the program.

The existing

curriculum would not be immediately usurped, and time to absorb slowly
the competence-based approach would enhance the likelihood of its beir.g
accepted by "traditional" faculty.

(d) To the degree that appropriate

general education competences. sometimes are addressed in technical
courses, and that this learning is recognized, occupational faculty
might become supporters of the larger, comprehensive general education
effort.

(e) Finally, assessment of overall general education student

outcomes would be made easier by the implementation of this competencebased approach, compared to a traditional course-based general education
program.
Some additional observations are offered.

The findings in this

study suggest that curriculum planners in community colleges should work
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closely with occupational program advisory committees, not just to
determine the technical content of programs, but to discover as well the
general education competences which potential employers look for in
hiring graduates of the colleges' programs.

This will require a

broadening of the usual role for program advisory committees, but the
interest shown in general education by committee members who
participated in this study indicates that consulting them on this topic
will be worthwhile.

Suggestions for further research also result from

this investigation.

A similar study might test expected results in a

large urban community college, an example of which was not included
among the institutions which cooperated in this venture.

The views of

academic personnel and of employers in this kind of setting might differ
substantially from those expressed by respondents in this inquiry.

In

addition, another group of subjects should be surveyed and the results
compared to those found in this study.

The views of recent occupational

program graduates, gathered in much the same way as those of academic
personnel and employers, might add measurably to the know1edge derived
from this investigation.
Finally, one is led to affirm that enough time has been lost in
debate regarding how much, and of what character, general education
should be in community college occupational curriculums.
that this study has shed light on the topic.

It is hoped

In any case, the need for

general education reform has been demonstrated, and there is sufficient
information, both theoretical and practical, to guide faculty leaders
and curriculum planners in

e~tablishing

expected outcomes of all programs.

general education competences as

It is time for action.

APPENDIX A
SURVEY INSTRUMENTS
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"Yellow"

A SURVEY . ..
IN WHICH THE DESIRED AMOUNT AND NATURE OF GENERAL EDUCATION
IN TWO-YEAR OCCUPATIONAL PROGRAMS AT COMPREHENSIVE
COMMUNITY COLLEGES IS INVESTIGATED.

Dear colleague or associate in education:
This research will provide the.data for a doctoral dissertation in community
college curriculum and instruction at Virginia Polytechnic Institute and State
University. Your interest and assistance is appreciated.
The inquiry focuses on desired general education competer:i~e_s of graduates
of two-year occupational programs rather than on courses to be taken or
discipline areas to be sampled.
This is an opinion survey; there are no ''correct'' answers. Please provide the
background information in section A; then read the instructions for each of
sections Band C and answer as accurately as you can.
I value your response. Individual answers will not be distinguished, however,
in the analysis of the data. The return envelopes are coded so as to permit
follow-up on initial non-responses, but returned survey documents will be
treated with confidence and the envelopes destroyed upon receipt.
Sincerely,

David R. Perkins
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A.

BACKGROUND

"Yellow"

A Please answer each of the questions below.

1. Categorize your current role In the community college as
1 - D full-time faculty
2- D full-time instructional administrator
3 - D teacher I instructional administrator
4- D other (please specify)

2. Categorize your current work assignment in the community college as
1 - D teaching In or administering instruction In the mechanical/engineering technologies
subject area

2- D teaching in or administering instruction in the allied health subject area
3- D teaching in or administering instruction in the business/data processing subject area

4- D teaching in or administering instruction in some other occupational subject area
5- D teaching in or administering instruction In the liberal arts/ general education transfer subject
areas

6- D teaching or administration which includes both liberal arts/transfer and vocational/technical
subject areas

3. Categorize your credentials as being
1 - D primarily based on academic coursework and I or research
2- D essentially based on work experience
3- D a balance of academic coursework and relevant work experience

4- D other (please describe) _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

4. Please indicate whether you are
1- D female
2- D male

5. What is your age?

qJ

6. What is the full-time equivalent (FTE) student enrollment of the college with which you are
associated?

1 - D less than 1001
2- D 1001 to 2000
3 - D 2001 to 4000

4 - D 4001 or greater
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"Yellow"
B.

AMOUNT OF GENERAL EDUCATION
The exercise below investigates your belief about the proportion of a two-year, associate degree
occupational program which should be set aside for teaching or fostering general education knowledge, skills, attitudes. Please assume that the basic reading, writing, and arithmetic skills have
been mastered by students before they begin the degree program.
To complete the exercise, distribute a "kitty" of 50 points over the three curriculum components
below in such a manner as to show what proportion of the total degree requirements you believe
should be devoted to each component. In the space at the right of the statement describing each
curricular component, write the number which represents the proportion of the degree you would
set aside for that component. Make sure that the sum of the numbers for curriculum components
1, 2, and 3 is 50.

QUESTION: What proportion of a two-year occupational curriculum would you devote to each of the
primary curriculum components described below?
1. Technical courses in the occupational program content area and the non-technical
courses which directly support learning in the technical courses [Ex: electronics
courses in an electronics program (technical courses) and physics (support
_ _ _ _ points
courses)).
2. General education courses which teach knowledge, skill, and attitude comp~
tences so important that the competences should be required of all two-year
occupational program graduates, regardless of the major field of study. Take into
account that students are presumed to have learned the basic reading, writing
and computational skills before entering the degree program.
_ _ _ _ points
3. Unrestrictive elective courses. What proportion of the total credit hours required
for graduation should be reserved for courses which the student may choose from
any area of the total college curriculum (assuming specific course prerequisites
are met)?
_ _ _ _ points
TOTAL

(50) _ _ _ _ points

C•. NATURE OF GENERAL EDUCATION
The following exercise registers your belief about the relative importance of thirteen general education competences as possible student learning outcomes of two-year occupational programs.
Assume that you are In charge of all two-year occupational programs In a community college. You
can determine the subject matter In general education classes and the emphasis placed on each of
several general education topics or skills.
To complete the exercise, distribute a kitty of 50 points over the statements below to show the
importance you place on a two-year occupational program graduate possessing each of the
competences. Follow the procedure outlined in section 8, making sure that the sum of the values
assigned to all the competences is 50.
(continued on back of page)
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QUESTION: How Important do you think it is that the graduate of a two-year occupational program
command each of the competences described below?
The graduate of a two-year occupational program can:
1. Explain basic scientific principles and methods as one foundation for· making
decisions in personal and civic life.
_ _ _ _ points
2. Explain the personal attitudes, skills, and behaviors which are currently identi---~points
fied with successful vocational adjustment and continued employability.
3. Explain the cultural heritage and the primary elements of the history of the
United States and Its people.
_ _ _ _ points
4. Explain practices and principles which are currently thought to promote the
maintenance of personal health and fitness.
_ _ _ _ points
5. Explain the economic principles and personal behavior patterns which affect the
roles of producer (worker, entrepreneur) and consumer of goods and services in
our economic system.
_ _ _ _ points
6. Explain appropriate economic, political, and cultural issues from a· world
perspective.
_ _ _ _ points
7. Explain the ethical or value dimensions of public policy issues and of common
personal behavior questions, and can explain methods for making choices on such
issues and questions.
_ _ _ _ points
8. Explain the primary tenets of American government and the nature of the
political process as a foundation for the exercise of citizenship.
_ _ _ _ points
9. Demonstrate the skills and attitudes which provide a foundation for enjoyment of
the fine arts and literature.
_ _ _ _ points
10. Use in formal and Informal settings the Interpersonal relation skills which
_ _ _ _ points
promote the achievement of personal and group goals.
11. Use the habits and skills of critical and constructive thinking In the Identification
and solution of problems.
_ _ _ _ points
12. Use quantitative symbols and logic, including the performance of simple
algebraic operations and the application of basic principles of statistics in
common settings.
_ _ _ _ points
13. Communicate purposefully: listens and reads with understanding, speaks and
writes with organization and persuasion, and gives attention to non-verbal skills
and cues.
_ _ _ _ points

TOTAL

(50) _ _ _ _ points
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"Blue"

A SURVEY ...
IN WHICH THE DESIRED AMOUNT AND NATURE OF GENERAL EDUCATION
IN TWO-YEAR OCCUPATIONAL PROGRAMS AT COMPREHENSIVE
COMMUNITY COLLEGES IS INVESTIGATED.

Dear colleague or associate in education:
This research will provide the data for a doctoral dissertation in community
college curriculum and instruction at Virginia Polytechnic Institute and State
University. Your interest and assistance is appreciated.
The inquiry focuses on desired general education competences of graduates
of two-year occupational programs rather than on courses to be taken or
discipline areas to be sampled.
This is an opinion survey; there are no "correct" answers. Please provide the
background information in section A; then read the instructions for each of
sections Band C and answer as accurately as you can.
I value your response. Individual answers will not be distinguished, however,
in the analysis of the data. The return envelopes are coded so as to permit
follow-up on initial non-responses, but returned survey documents will be
treated with confidence and the envelopes destroyed upon receipt.
Sincerely,

David A. Perkins
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A.

BACKGROUND
Please answer each of the questions below.
1. What is the nature of the enterprise with which you are currently affiliated?
1 - D essentially manufacturing
2- D essentially "for profit" service or merchandising
3 - D public or other non-profit service
2. Categorize your influence on determination of criteria by which employees in your enterprise (or
more specifically, if applicable, those which you supervise, directly or indirectly) are hired,
retained, promoted, or dismissed, as being
1 - D a primary factor
2- D minimal
3- D important, but not the primary factor
3. Categorize your qualification for the position you presently hold as being based wholly or
primarily on
1 - D academic training in a general education or liberal arts area (plus work experience if
important)
2- D work experience in your present or a related field (no college training, or only incidental
college courses)
3 ~ D academic training in a vocational area (plus work experience if important)
4 - D other (please specify)

4. Please indicate whether you are
1- D female
2- C male
5. What is your age?

rn

6. What is the size of the enterprise with which you are currently affiliated (If a unit of a larger
company, consider the size of the profit center)?
1 - D 1Cl0 or fewer employees
2- D 101 to500employees
3- D more than 500 employees
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B.

AMOUNT OF GENERAL EDUCATION
The exercise below investigates your belief about the proportion of a two-year, associate degree
occupational program which should be set aside for teaching or fostering general education knowledge, skills, attitudes. Please assume that the basic reading, writing, and arithmetic skills have
been mastered by students before they begin the degree program.
To complete the exercise, distribute a "kitty" of 50 points over the three curriculum components
below in such a manner as to show what proportion of the total degree requirements you believe
should be devoted to each component. In the space at the right of the statement describing each
curricular component, write the number which represents the proportion of the degree you would
set aside for that component. Make sure that the sum of the numbers for curriculum components
1, 2, and 3 is 50.

QUESTION: What proportion of a two-year occupational curriculum would you devote to each of the
primary curriculum components described below?
1. Technical courses in the occupational program content area and the non-technical
courses which directly support learning in the technical courses [Ex: electronics
courses in an electronics program (technical courses) and physics (support
courses)).
_ _ _ _ points
2. General education courses which teach knowledge, skill, and attitude competences so important that the competences should be required of all two-year
occupational program graduates, regardless of the major field of study. Take into
account that students are presumed to have learned the basic reading, writing
and computational skills before entering the degree program.
_ _ _ _ points
3. Unrestrictive elective courses. What proportion of the total credit hours required
for graduation should be reserved for courses which the student may choose from
any area of the total college curriculum (assuming specific course prerequisites
are met)?
_ _ _ _ points
TOTAL

C.

(50) _ _ _ _ points

NATURE OF GENERAL EDUCATION
The following exercise registers your belief about the relative importance of thirteen general education competences as possible student learning outcomes of two-year occupational programs.
Assume that you are in charge of all two-year occupational programs in a community college. You
can determine the subject matter in general education classes and the emphasis placed on each of
several general education topics or skills.
To complete the exercise, distribute a kitty of 50 points over the statements below to show the
importance you place on a two-year occupational program graduate possessing each of the
competences. Follow the procedure outlined in section B, making sure that the sum of the values
assigned to all the competences is 50.
(continued on back of page)

148
"Blue"
QUESTION: How important do you think it is that the graduate of a two-year occupational program
command each of the competences described below?
The graduate of a two-year occupational program can:
1. Explain basic scientific principles and methods as one foundation for making
decisions in personal and civic life.
_ _ _ _ points
2. Explain the personal attitudes, skills, and behaviors which are currently identified with successful vocational adjustment and continued employability.
_ _ _ _ points
3. Explain the cultural heritage and the primary elements of the history of the
United States and its people.
_ _ _ _ points
4. Explain practices and principles which are currently thought to promote the
maintenance of personal health and fitness.
_ _ _ _ points
5. Explain the economic principles and personal behavior patterns which affect the
roles of producer (worker, entrepreneur) and consumer of goods and services in
our economic system.
_ _ _ _ points
6. Explain appropriate economic, political, and cultural issues from a world
perspective.
_ _ _ _ points
7. Explain the ethical or value dimensions of public policy issues and of common
personal behavior questions, and can explain methods for making choices on such
issues and questions.
_ _ _ _ points
8. Explain the primary tenets of American government and the nature of the
political process as a foundation for the exercise of citizenship.
_ _ _ _ points
9. Demonstrate the skills and attitudes which provide a foundation for ehjoyment of
_ _ _ _ points
the fine arts and literature.
10. Use in formal and informal settings the interpersonal relation skills which
_ _ _ _ points
promote the achievement of personal and group goals.
. 11. Use the habits and skills of critical and constructive thinking in the identification
and solution of problems.
_ _ _ _ points
12. Use quantitative symbols and logic, including the performance of simple
algebraic operations and the application of basic principles of statistics in
common settings.
_ _ _ _ points
13. Communicate purposefully: listens and reads with understanding, speaks and
writes with organization and parsuasion, and gives attention to non-verbal skills
and cues.
_ _ _ _ points
TOTAL

(50) _ _ _ _ points
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VIRGINIA COMMUNITY COLLEGE SYSTEM
JAMES MONROE BUILDING,
TELEPHONE AREA CODE

, RICHMOND. VIRGINIA 232"19

November 26. 1984

Mr. David R. Perkins
Wheeling. West Virginia

26003

Dear Mr. Perkins:
Thank you for your letter received here on November 19.
The
survey instrument appears to have the potential to gather some
meaningful descriptive data on the general education requirements related to the two-year occupational-technical curriculum.
As your study is now designed, I believe that it will provide
the Virginia Community Colleges with a perspective on general
education competencies considered essential to the curriculum
and to job performance.
I suggest that the three Virginia
Community Colleges you select should be one of each--small,
medium and large.
You are authorized to proceed to get in touch with the presidents at the community colleges you have selected for your
survey effort.
Each.president will review the purpose of your
study and then decide on cooperating with you on your
research.
Please let me know which community colleges you have selected
for the study.
Also, keep me informed about your progress.
since we are very interested in your findings.
Sincerely yours.

Assistant Vice Chancellor
Research and Planning
ER/po
cc:

Dr. Donald E. Puyear. Deputy Chancellor
Dr. Darrel Clowes. Professor (VPI&SU)
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Wheeling, WV 26003
December 13, 1984
President
Virginia Western Community College
Roanoke, Virginia

24015

Dear
I have recently received permission from
, Assistant Vice
Chancellor, Research and Planning, Virginia Community College System, to conduct
research involving three community colleges in Virginia. A copy of
letter is enclosed.
Briefly stated, I propose to survey, first, a sample of academic personnel
at each of three institutions regarding their views on the desired amount and
nature of general education in two-year occupational programs, and second, a sample
of employers in the regions regarding the same matter. Responses of the two groups
will be analyzed separately and will also be compared. A copy of the proposal
abstract which accompanied the announcement of my prospectus examination is enclosed.
I will also be happy to send you the appropriate portions of the proposal itself
should you have further questions about the nature of the investigation.
I should like to use Virginia Western Community College as one of the three
institutions to be surveyed. If you determine this research to have merit, and
can extend permission for me to carry on the project at Virginia Western, I will
need the name of a contact person on your staff (his or her role would require very
little time), a list of all current full-time faculty and instructional administra·tors, and names and addresses of those community persons who serve on occupational
program advisory committees.
The aggregate results of this study will be made available.to you, and
findings specific to your institution can be provided should you want them. Your
consideration of this request is appreciated, and I look forward to hearing from
you.
Sincerely,
David R. Perkins
Enclosures
Blind Copy:

Dr. Darrel Clowes

IDENTICAL LETTERS TO THOSE ON REVERSE.
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Southern West Virginia
Comm•mity College

Pres1annt

September 26, 1984

Mr. David R. Perkins
Assistant to the President
West Virginia Northern Community College
Wheeling, West Virginia

26003

Dear Dave:
I have received and reviewed your prospectus for your
dissertation and certainly we will be of any assistance to
you in this project which should be required.
You requested a contact person and we are designating
, Associate Dean of Instruction, Logan Campus,
as your contact. You may reach her by telephoning our toll
free ntm1ber,
, or at our Logan Campus address.
I am forwarding the materials to·her which you sent on
September 24 for her review.
Best wishes for success in completing your work.
Sincerely,

President
GOA/lb

cc:
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"Blue"

West Virginia Northern Community College
College Square
Wheeling, WV 26003
March 8, 1985

Dear associate in education:
West Virginia Northern Community College and Acting President
Michael Smith are supporting a research project which I am conducting
as part of a graduate education program at Virginia Tech. The outcome
of the research will be of value to colllllunity colleges generally and
of ·specific interest to institutions in West Virginia and to West
Virginia Northern Community College. Your role as an occupational
program advisory committee member for the College makes your opinion
an important component of this project.
Please complete the enclosed questionnaire and return to me in
the accompanying stamped, addressed envelope. The return envelopes
are coded so that I may send reminders to those who do not respond
initially and to specify the college with which respondents are
identified. Individual responses will not be identified in any way.
Thank you for your interest and assistance.
Sincerely,
David R. Perkins
Acting Dean of Instruction
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West Virginia Northern Community College
College Square
Wheeling, WV 26003
April 1, 1985

Dear associate in higher education:
I recently sent to you, in cooperation with the community college
with which you are affiliated as a member of an occupational program
advisory committee, a survey regarding the amount and nature of general
education which you believe should be required in an associate degree
occupational program. Unless our letters have crossed in the mail, I
have not yet received your reply.
Your opinions are
questionnaire which is
stamped envelope. The
in any way in analysis

valued. Please take time to complete the brief
enclosed and return it to me in the accompanying
answers of individuals will not be distinguished
of the data.

Thank you very much.

I look forward to your reply.
Sincerely,
David R. Perkins
Acting Dean of Instruction

APPENDIX D
INITIAL AND FOLLOW-UP LETTERS SENT TO ACADEMIC PERSONNEL
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"Yellow"

West Virginia Northern Corrmunity College
Co 11 ege Square
Wheeling, WV 26003
March 8, 1985

Dear colleague in education:
The Virginia Corrmunity College System, Wytheville Community College,
and President William Snyder are supporting a research project which I
am conducting as part of a VP! & SU graduate program. The outcome of the
research will be of value to corrvnunity colleges generally and of specific
interest to institutions in Virginia and to Wytheville Community College.
Your role as a faculty member at the College makes you an important
component of this project.
Please complete the enclosed questionnaire, place it in the
accompanying envelope, and return it to Dr. Jerry Beavers by campus mail.
Or. Beavers will forward the responses, unopened, to me. The return
envelopes are coded so that I may send reminders to those who do not
respond initially and to specify the colleges with which respondents are
identified. Individual participants will not be identified in any way.
Thank you for your interest and assistance.
Sincerely,
David R. Perkins
Acting Dean of Instruction
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West Virginia Northern
Coll1llunity College
College Square
Wheeling, WV 26003
April 24, 1985

Dear Colleague:
Some time ago you received a survey form which dealt with your
beliefs regarding the desired amount and nature of general education
in two-year occupational programs. Unless our letters have crossed
in the mails, I have not yet received your response.
I do value your opinions, which will add validity to the findings
whatever they turn out to be. Please take a few minutes to complete
the questionnaire and return to me in the enclosed envelope.
Sincerely,
David R. Perkins
Acting Dean of Instruction
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GENERAL EDUCATION COMPETENCES AS OUTCOMES
OF TWO-YEAR OCCUPATIONAL PROGRAMS:

A COMPARISON

OF CORPORATE AND ACDEMIC VIEWS
by
David R. Perkins
(ABSTRACT)
This study investigated the views of academic personnel at, and of
employers associated with, six community colleges in Virginia and West
Virginia regarding the desired amount and character of general education
in two-year occupational programs.

Specifically, the desired amount of

general education was measured as the,proportion--expressed as a
percentage--of the total credit hours in a program the participants
would dedicate to general education, compared to amounts desired for
other curriculum components.

Response to the primary research questicn

--desired character of general education--was recorded as the emphasis
placed on each of several general education competences and measured as
a percentage of the general education effort to be devoted to each.
Results of the analysis showed that academic personnel and
employers are in substantial agreement on the amount of general
education desired in a two-year occupational program--about 20-22
semester hours--and on the nature of that component:

both would

emphasize strongly communication skills and critical thinking and, to a
lesser degree, vocational adjustment ability, mathematics skills, human
relations skills, and a knowledge of science and economics.

Academic

personnel and employers would each place less emphasis on ethical
sensitivity, knowledge of health and fitness, and political awareness.
They would emphasize least a knowledge of art and literature, a global
perspective, and a knowledge of history.
Employers representing manufacturing, retail sales and non-profit
enterprises are in essential agreement on these points.

Among academic

personnel, occupational faculty, particularly in the engineering
technologies, desire less general education and put more emphasis on
mathematics and critical thinking skills than do general education
faculty.
The study finds sufficient consensus among the groups surveyed to

suggest that community colleges should move boldly forward to improve
their general education programs.

