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Editor’s Notes

Since the publication of Community College Reading Programs (Ahrendt,
1975), the fabric of reading and developmental education programs in the
community college has changed dramatically. Developmental education
has become the umbrella under which community colleges, colleges, and
universities_have placed a wide variety of courses, seminars, and work-
shops—credit or noncredit—desigried to assist “‘students’ development of
entry skills in reading, writifig, math, speaking, listening, note taking,
and studying” (Gruenberg, 1983, p. 2). )

‘Rotieche and Snow (1977) develcped a working model for develop-
mental education programs in community colleges. Their review of reme-
dial programs was desigiied to determine the characterlstlcs that successful
remedial programs possessed and the factors that conmbuted to their suc-
cess. Rouieche and Siow fociised oil programimatic context, phllosophy,
and rationale. Their work helped to dispel myths about remedial pro-
grams, and it defined | paraimeters for a model of successful developmental
education program. Maxwell’s (1979) landmark work exploreu the psy-
chological characteristics of the underprepared student. Her extensive
review of research and evaluation of developmemal edualtlon programs

provides professionals with a guide for the important task of selection,

evaluation, and program review.
Conferences, workshops and in-service meetmgs—both local and

ous artxcles coricerming admlsslon, retentron, and the structure and eval-

uation of developmental education programs have been published: A

common set of learner characteristics—lack of cohfrdence, fear of failure,;

unrealistic goals, poor self-concept; limited academic motivation, learned

helplessniess, emotional and psychological problems; and learning disabil-

ities—has emer ged from reviews of these resources. Using these data as a

foundatlon on which to build, the authors of the chapters in this source-

book have covered a wide rzmge of topics of concern to developmental

education professionals; content area instructors, and administrators. The

intent of these contributions is not to be prescriptive but rather seminal.

The various topics discussed by the authors of the chapters in this

sourcebook should provuie the professional in developmental education

with an understanding of the developmental education student’s needs

and thereby help to structure a learning environment with the whole fabric
of the educatlonal process:

The content areas of mathematics and saence were chosen simply

because these are the two content area courses that all college students
1
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experience. Chapters Seven and Eight deal with the mental blocks that
many students bring to these subjects—the expectation of failure and the

dislike. These chapters attempt to help. both the developmental education

professional and the content area instructor to deal with student attitudes

and build positive concepts toward both mathematics and science:

Studem selecrion; diagnosis; and retention as well as academic sup-

port services that are essential to developmental education programs are

discussed in Chapters Three and Four of this sourcebook: These chapters

prov1de clear and readily usable resources for the teacher; the administrator;

and board members:

One topic long overlooked in the literature on developmental edu-
cation students—the learning-disabled student—is addressed by Chapter
Five: The authors of Chaptér Five have condensed a vast amount of

research literature and resources for the prbfessmnal into a chapter that is
free from jargon and that affords numerous insights that should be useful
to teachers and administrators.

The need still remains for the community college to provide a qual-
ity education for all students and to adjust to the educational needs of the
students it serves. It doss no good to insist that the students adjust to the
school. Students cannot escape from the effects of past choices. Thus; both
they and the teacher must build on the accumulated past rather than on
what might have been if different choices had been made.

If the open-door policy of the community college is to be 1 meanmg-
ful; then professionals in developmental education as well as instructors
and administrators must become working partners integrated into the total
fabric of the educational process. Otherwise, the open door becomes a
revolving door.

Kenneth M. Ahrendt
Editor
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Thorough integration of developmental education throughout
the curriculuim is both a practical response to declines in
student literacy and an essential step in the protection of the
community college’s collegiate identity.

Responding to Criticism of
Developmental Education

Arthur M. Cohen

Overall declines in stadent literacy have brought developmental educatiori

to the fore in community colleges. Educators who came into the profession
fiftcen or more years ago had the luxury of dealing with students who had
been taught to read and write in the elementary and secondary school

systems. Sometime around the mid 1960s, the literacy rates of high schiool
graduates began to decline. The schools were not entirely at fault. As a
society we decided that teaching students to drive a car was more impoi-
tant than teaching them how to write. But regardless of the underlying
reasons; the community colleges have borne the brunt of that decision.
The large proportion of community college students who matriculate with
inadequate basic skills preparation dictates that developmental studies
will be at the heart of the curriculum and involve all college personnel.
Studies conducted during the past several years by the Center for
the Study of Community Colleges testify to this. For example, a curricu-
lum survey conducted in 1977 (Cohen and Brawer, 1982) revealed that one
out of every three mathematics colirses was being tauight at a level less
than algebra—that is, arithmetic. The same survey found that three out of

college districts reveal that 60 percent of the mathematics enrollmerts

K. M. Atiigndi {ed.). Teaching the Developmental Education Student, ____ ;
New Directions for Community Colleges. no. 57. San Francisco: Josscy-Bass, Spring 1987. 3
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were at the prealgebra level. Further, many students in these districts did
uot complete courses. Only half of the mathematics students persisted to
earn a passing grade; and only 60 percent of the students in English classes
+2ccessfully completed their courses.

Criticism of large-scale community college efforts in developmental
education continues to be raised. Some of the criticisms are valid. Others
are not. Some are answerable, while others defy a response. The next six
sections summarize some of the objections most often heard.

Criticism One: The Community College Is the Wrong Place
to Do Developmental Education

_ Some péople b'élieve that _two-year colleges, as ihstitijtioris of higher
who take thls posmon mamtam that,developmental ediication properly
belongs in the adult schools, in the private sector, or in corporate, on-the-
job training programs. THis argument is often advanced by college faculty
members who feel that their work environment would be improved if
students were more able. In response to the question, What would it take
to make yours a better course? more than half of the respondents to a 1977
national survey of two-year college sciefice ifistriictors noted, “students
beiter prepared to handle course requirements” (Brawer and Frledlander,
1979, p. 32). That choice far outraiiked all others on a list of sixteen.

Nevertheless, the drguimeiit that the comiminity college is the
wrong place to do developimental education simiply defies the reallty of
today’s situation. Community college personnel are frankly stuck w1th
the job. There is a tendency for staie higher education policy makers to
concentrate the remedlal functlon w1th1n two-year colleges and to free

possrble (Umversrty of Nevada Systemn, 1984; California Postsecondary
Education Commission, 1983).

Furthermore, developmental education programs are the logrcal
outgrowth of the fociis on access that has characterized the history of Amer-
ican higher education. In the early part of the nineteenth century, hlgher
ediication was operned to women by a few pioneering women’s colleges

Coeducation gradually followed, and it became immoral to bar women

from collegiite studies. In the later part of the century, the land-grant

colleges opened, makmg it possrble for the chtldren of the less affluent to

attend college. It subsequently became immoral to bar people of modest

income. In the twentieth century, the civil nghts movement of the 1950s

and 1960s led to the belief that it was immoral to bar members of ethnic

minorities from college. More recently, the various financial aid programs

have made it immoral to ban the 1nd1gent Fmally, the opeh door commu-

nity college now finds it unfeasible and indeed immoral to bar the ignorant.

13
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Community college involvement in developmental education rests to a

large degree on the fact that it is now deemed unacceptable to deny access

to college because of inadequate reading, writing, and computation skills.
Criticism Two: Developmental Education Costs Too Much

How many times should the pubhc have to pay to teach the same

person how to read: This quesuon is often asked by taxpayers who object

to piublic sub51d1es for the same type of basic skills instruction at various

levels of the educational plpehhe Such objecnons are often raised as a

consequerce of the relatively high per-student costs of remedial education.

No forin of education is easier; and hence cheaper, than a course for liter-

ate, self—directed learners: At the same time; no instructional program; not

even educauon in the hlglier technologtes, 1s more expensive than the

instructional media and person-to-person monitoring demanded by slower

learners. When it comes to deveIOpmemal education, quesuons of impact

on faculty and msutunonal image pale before the issue of cost.

In response to this issue, many community college leaders have

rephed that it costs less to teach developmental education in_two-year

colleges than it does in umversmes and four-year institutions. However,

this response is self-defeaung in that it prO]eCtS a negative image and

perpetuates the notion of the two- year college as a second-rate institution.

Admlmstrators would do better to focus instead on methods of effecting

cost savings in the developmental programs themselves. One of the best

ways of cutting costs is to use paraprofessional aides—including senior

citizens; other lay people, and advanced_ students. Such aides often find

intrinsic rewards in tutoring and are willing to work for a relauvely low

wage. Fufthermore, use of such aides allows the professional instructor to

make better use of his or her time. Capps (1984) points out that, in a

learmng laboratory situation; instructors with adequate tutonal and cleri-

cal support are free to spend a relatively large proporuon of their time

diagnosing learning problems and prescribing appropriate instructional

remedies: It smiply is not necessary_to hire a $30,000-a-year professional

faculty member to sit down and work on a one-to-one basis with students.

Criticism Three: Developmental Education Should Be the

Raponsﬂnhty of a Separate Instructional Division; Not the

Responsibility of Instructors in the Collegiate Curricula

Many commumty college practitioners argue that remedial instruc-

tion is best administered within a separate department of remedial studies.

Studerits should be tested at entrance, they argue, and those needing basic

skills instruction should be requ1red to pass developmental education

courses before being allowed to enroll in college-level classes. Separate

departimernts oif developmental education; it is further maintained; would

14
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put a stop to the unconscionable practlce of allowmg u'tprepared students
to exercise their so-called rlght to fail in the collegie ctlrnculum In
addltron, a separate operattonal dtvrsron with its own faculty and staff

would allow the college to build a cadre of instructors who were expeits

in remedial instruction. Thes: are compellmg arguments and many policy

makers (Umversny of Nevada Systern 1984) are convinced that the depart-

ment model will enhance remedial instruction:

However, there is much to be said for the alternative; namely, the

mtegratlon of rernedlatlon and literacy dee]opment throughout the cur-

riculurm: First; it is not clear that a separate, one-shot approach to llteracy

development will be of lasting value to students if literacy skills are not

subsequently practiced throughout the curriculum. Richardson; Fisk; and

Okun (1988) prov1de ample evidence that literacy érriohg community col-

lege students is on the decline précrsely because wntmg and r@admg assign-

ments are kept to a minimum: If community colleges are to graduate

literate students; then all departments and faculty must take responsibility

for basic skills. Second, community colleges run the risk of debilitating

the liberal arts curriculum if students without requisite skills are shunted
into separate developmental programs. These underprepared students
make up a sizable percentage of the student body. If they are not allowed
into liberal arts classes, whom will the liberal arts faculty teach? Finally,
there is the ethical question of tracking. The open-door philosophy of the
two-year college implies that access should not be denied, especially access
to the higher learning implied in the word college. This does not mean

should not be totally segregated from content area instruction. )

These considerations point to the need for every program and every
department to have its own developmental education component. This
component can take the form of separate developmental courses or, better
yet; it can incorporate basic skills instruction into every class. Efforts to
integrate basic skills development throughout the curriculum are under
way at many community colleges. For example, Sacramento City College
{California) offers team-taught courses that combine content material in
sociology or psychology with instriiction in speech, reading, and writing,
The courses are designed to assist students with low reading éb’ih‘ty and
Brlggs, 71984) Another,exampk. ofﬁ g:omhmed content and ba;rc skrlls
instruction_is provided by the Two-Year College Development Center of
the State University of New York (State Urniversity of New York, 1984).
Th'e Ceﬁtér Cbbi‘diﬁétéd 5 §i§ibWide ficiiltf' dEVEItipiﬁEﬁt p’rogrém’ ihit
mumty gollege ,w1th strategles that could be used to develop and reiniforce
basic skills in the classroom.

15



Criticism Four: There Is Insufficient Articulation

with Secondary Schools

The criticism that there is insufficient articulation with secondary

schools is justified: In many states; the early junior colleges grew out of the

secondary school districts, and many instructors taught in the high school

duhng the dayUme and in the j Jjunior college at mght In fact; most of the
full-time instructors at early junior colleges were former secondary school
teachers who considered themselves colleagues of the teachers at local high
schools. Today; however; the professional connections between high schools
and community colleges are considerably weakened. Over the past three
decades, community college leaders have increasingly identified themselves
and their institutions with higher education. In faculty sureys conducted
by the Center for the Study of Community Colleges in the 1970s (Cohen
and Brawer; 1977); instructors were asked, Have you ever gone into a sec-
ondary school to discuss your courses with your counterparts or to recruit
students to your program? Only one in ten said that he or she had. The
ccmmunity colleges seemed to be sending a message to the secondary school
and its students that they did not care what went on there; they would 1ake
students as they came and not worry about course articulation. )

_. However, educational leaders in some states are trying to rebu1ld
the links between higher education and the secondary schools. For exam-
ple, the academlc senate of the Umversny of Callfomla, the Callfomla

parents, hlgh schiool teachers, counselors, and admlmst.rato,rs,,establlshed
requisite '(::O'i"ripfe't'e'rii:i'esi in reading, Wi’itiﬁg, and arithmetic, algebra, georme-
try, and advaﬁ'c'e'd mathematics Aﬁother examp’le stems from Miam’i:Dade

opmemal students and presented these glata to thersecondary schools in its
" service district. The president of the college has also arranged joint meet-
ings between the co’mmunity college board of trustees and the board of
education to discuss issues of articulation between high schools and the
college Such measures may go a long way in 1mprovmg the skills of
students before they get to the college and thus in resolving the student
literacy crisis.

Criticism Five: Faculty Members Do Not Know How

to Teach Literacy

Memmn has already been made of the fact that many faculty

members are reluctant to shoulder the responsibitity for basic skills devel-

w
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opment Few mstructDrs enjoy teaching students who do not know how

to read and write: Most want bright, capable; literate individuals who are

eager to learn the most specialized subject matter that the instructors can

put forth. Furthermore; some instructors are little concerned with class-

room approaches to literacy development. Faced with mcreasmgly large

proportions of ill-prepared students, faculty members often minimize read-

ing and writing requirements; thus contributing to the literacy problem

(Richardson, Fisk, and Okun; 1983).

This suggests that the developmental educator should take on the

role of staff development specialist. Developmental educators should treat

their colleagues in the colleg1ate curricula as students who need to know

more about literacy and the ways in which it can be facilitated. Faculty

need to understand that students will only become literate by reading or

writing; whether voluntarlly, by coercion; or both _Most of the hteracy

deinands in the classroom,; and instructors in the developmental program
need to take the lead in turmng thlS 51tuat10n around

resource diiéttbi the tutonal center is managed by yet another person,
and there is conseqiiently very litile dssocidation between course content
and these ancillary support services. Develop.nental educators should take
it upon themselves to brifig support services and instructors together.

Criticism Six: Placement and Diagnostic Tests Are Not Valid

Numierous documents added to the ERIC collectlon durmg the

past three years point to an increased use of testing as a means of assess-

ing the skill levels of erterifng students and of assigning matriculants

with deficiencies to appropriate remedial services: See; for example, the

citations on testing in Chapter Nine of thxs sourcebook. At the same

time, marny view the tests used by colleges as culturall& biased instruments

that are not relevant to any content areas except English and mathemat-

ics. These objections can and should be countered. Every test; no matter

what it tests, is culturally biased: In fact, the entlre school system 1s

school would be biased if it dld not test students’ ability to succeed in

17
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those Classes In short classes are culturally biased. Therefore, a cultiire-

free test would not be valid.
These objecuons aslde, tesung can be (and has been) used as an

1mportant tool in student literacy development Miami-Dade Communny

College (Florlda) has a procedure whereby any student who ernroll$s in

more than three classes (either at once or in sequernce) or who enrolls i

an English or mathemaucs course is sent to the college testirig center to

take a placement examlnauon in Enghsh and mathematIcs (McCabe

sections of those classes. Of course this type of student flagging requires a

sd;ihxstidned student momtormg system, and few institutions have estab-

course without ever havxng been tested Ttsung procedures cotne into effect

only when the student signs up for an English or mathematms class. Even

then; the test used may be a crude, homemade instrument dev1sed by

members of the department. Nonetheless, more testing is better than less.

It is better to find out about student skills deficiencies before a student

begins his or her classwork than it is to discover halfway Lhrough the term

than the student does not have the skills he or she needs to succeed:
Conclusion: What Is at Stake for the Community €ollege?

- Integration of developmental education throughout the curriculum

is both a practical response to declines in student literacy and an essential

step in the | protecnon of the community college’s colleglate 1denmy It is

simply not feasible to bar students from collegiate courses until they

demonstrate hlgher levels of readmg ablhty, too few 7students can read at

the levels we would like. But; support services can be mandated, and

tutorials and learning labomtory activities can be integrated with class-

room instruction. Every instructor can dem: " reading and writing assign-
ments from students. Entry and exit tests c=a also be offered to document
basic skills gains as students progress through the curriculum:

] Such steps will help community college students and; at the same
time, assure the integrity of the institution. It is difficult to defend the
transfer function when less than 10 percent of student enroliment is
accounted for by courses with prerequisites. Yet; it is precisely this enroll-
ment pattern—and concomitant curricular erosion—that is the end result
of separate developmental studles departments that segregate 111 preparei'l

students, parncularly minorities and the economlcally disadvantaged; com-
miutnity colleges represent the only opportunity for access to hlgher educa-
tion. It would be a great disservice to these students if the communlty
college failed to attend to the problem of literacy and subsequently lost its
legitimacy as a collegiate institution.
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The politics of remediation reflects the struggle by

community colleges to develop u distinctive identity:

The Politics of Remediation
Dennis McGrath, Martin B. Spear

The politics of remediation over the past twenty years expresses the strug-
gle b'y legislatbrs state agencies, educators, and other groups to déhﬁé the

aboulr wha;rcommumty colleges,are as msmunons In these debates, com-
munity colleges have been variously understood as extensions of high
school, as comimiity ceiiters, 4s Sofiewhat unusual versions of traditional
colleges, and as a distinctively new educational experiment.

Remediation and the Struggle for Identity

Durmg the 1960s, the rapld g’rowth of commumty colleges pro-
duced zn attemnpt on their part to project a distirictive identity by defining
their transfer, remedial, vocational, and community roles. This initial
=ffort also spawned a first generation of criticism, which largely repro-

duced the “great school debates” of earlier decades concemmg public edu-
cation: These ‘were played out as contrasting conceptions of the social and

educational mission of the community college, leading to dlffermg stan-

dards of evaluation and divergent conclusions about comimuiiity colleges’

role and effectiveness: The discussion of reiiiediation and of institutional

resporISIblhty} for underprepared students served as a symbolic politics, in

which arguments about very spec1f1c issues were tied to much larger

K. M._Ahrendt (ed.).-Teaching. the-Developmental Education Student, o
Neéw Directions for Commumty CBlleges no, 57, San Francisco: Josscy-Bass, Spring 1987. 11
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debates about the role of schooling in influernicing poverty and the class
structure. o : o L

The remedial function of the community college first became artic-
ulated in the 1960s, with the raassive expansion of higher education: The
construction of hundreds of new community colleges, the formal open-
admissions policy of the City University of New York, and the expansion
of massive state higher education systems in California and New York
promoted a tremernidous influx of niew students who would otherwise never
have been able to attend college. This large group of first-generation col-
lege students placed great straifi on the traditional curriculum and peda-
gogy of colleges, challengirng the institutions that received these students
to redefine their missions and rethink their curricular structures and peda-
gogical practices. This challenge was most acute for community colleges

attempting to establish their roles and identities within higher education
primarily through the articulation of their “remedial function.”

In the early 1960, the primary categories available in conventional
ediicational thought for understaniding the problems of learners judged to

be not yet qualified to engage in college-level work were the conceptions
of remedial and compensatory education: The notion of compensatory
education was introduced into educational discourse following World War
II and gained substantial legitimacy with the Elementary and Secondary
Education Act of 1965, Compensatory education was understood as “‘those
efforts designed to make up for the debilitating consequences of discrimi-

nation and poverty” (Chazen, 1973, p: 35). Such programs were seen as
efforts to offset the cultural deprivation experienced by students in home
environments that did not provide support for education. ]

" While the language of compensatory education remained dominant
ifi public ediication throughout the 1960s and influencec such prcgrams

as Head Stort, Get Set, and many other efforts, the notion of remediation
primaiily guided program construction in the community college. The
concept of remediation can be seen as initially more attractive to commu-
fiity college administrators and faculty than compensatory education was:
By concentrating on specific academic skills; it supported an educational/
social mission compatible with the traditional college model. In other
Words, community colleges could be understood as engaged in traditional
academic instruction, with the only difference being that they admitied
large numbers of students who required intensive work on specific skills

before entering the regular curriculum. Remediation encouraged talk of

“skills” and “skill deficiencies;” understood. in relatively discrete and
mechanical ways, and suggested that the solution lay in_the development
of an appropriate educational technology. Understood metaphorically,
remmediation employs a medical model; in which specific weaknesses are

Jiagnosed, appropriate treatments are prescribed, and the learner/patient

is evaluated to determine the effects of treatment (Clowes, 1982-1983, p. 4).

2]
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Compensatory education was much more threatening, since programs
designed to combat cultural deprivation of students seemed likely to rede-
fine the college more as a social or community action agency than as an
educational institution. The establishment of remedial courses and pro-
grams thus permitted community college educators to distinguish them-
selves and their mission from that of the public school$ and to ally with
four-year institutions, many of which also were making tentative efforts at
remedlauon

leges and on thelr e£fecuveness One line of criticism centered on the role
of community colleges within the larger political economy and on their
function in reproducing the class structure. This view held that attempts
by communuy college leaders lO emphaslze the academlc dlmen51on of

unsuccessful and falled to recognize the role that two-year colleges play in
helpitig to isolate traditional colleges and universities from the growing
niumbers of nontraditional studerits. Jencks and Riesman (1968) f1rst artic-
iilated this coricern by arguing that the new community colleges “are a
safety valve releasmg pressures that might otherwise disrupt the dominant
systerni. They contiin these pressures and allow the universities to gO their
own way withoiit facing the full consequences of excluding the dull-witted
or ij'rii'merested majomy We dOubl lhal the communny college move-

argumg that bmh the structure and the culture of the commumty college

were excesswely vocational. Thls, they held hmued workmg-class stu-
dems, serving to reproduce their class position by coolmg out” thet;

expectations and channeling them into low-status positions and away

from the umversny-parallel programs that could prepare them for further
academic work and professional careers.

Karabel (1972), for instance; asserted that the communiy college is

a key element within the American sysgem of class-based education; in

which lower-class students are tracked into occupational programs as a

way of deflecung their aspirations for higher degrees and hlgher-status

employmem Zwerlmg (1976) complememed this analy51s by arguing that

community colleges “have become just one more barrier put between the

poor and the dlsenfranchlsed and a decent and respectable stake in the

social syistem which they seek” (p: xvn) Their function; in his view; is to

“assist in channeling young people to cssenua]]y the same relative posi-

tion[s] in the social structure that their parents occupy” (p. 33) Zwerlmg,

like Karabel, focused on the heavily vocational emphasis of community

colleges as compared to four-year institutions and argued that the powerful

vocational thrust of the curriculum and the career counseling of students

22
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both serve to comrol mobllny between classes by trackmg students into

lower-level techmcal and paraprofessmnal Jobs Thus, the expansion of

occupational education was ‘‘an ingenious way of providing large

numbers of students wnh access to schooling without disturbing the shape

of the social structure” (p: 61). Community colleges, with their primary

emphases on remediation and on development of low-level technical skills;

were seen as taking on the worst characteristics of the industrial plant and

the junior high school: The expansion of remedial programs throughout

thie 1960s and 1970s could be seen as an extension of trackmg, which fur-

ther defined the community college as a noncollegiate institution that

insulated four-year colleges and universities from nontraditional students.

“This powerful style of criticism raised disturbing questions about

the nature of the new community college, but it had little impact on actual

curricular structures and pedagqglczil practices. In part, this effect was due

to the hostility these critics engendered among community college educa-
tors: Also, aside from Zwerling’s sketch of what a class-sensitive pedagogy
would look like; it was difficult to see how to bring these analyses to bear

on the administrative structures and classroom practices of the schools.

Besides the polmcal—economy criticism; a second line developed,
which focused on the ways in which curriculum and pedagogy would have
to be reconstructed to meet the needs of nontraditional students. This anal-
ysis; which we term the educational effectiveness criticism, held that tradi-
tional college curricula and pedagogy could not deal effectively with the
new students now entering higher education and so had to be reconceived.
But; unlike Jencks and Riesman, the educational effectiveness critics held
that the community colleges, and not the elite schools, would provide the
leadership in developing a new educational theory and practice that would
be effective with nontraditional students. Advocates of this approach
believed that they could develop ways_to reconstruct the curricular struc-
tures, student services, and pedagogy of community colleges to make thern
inviting and supporuve environments for nontraditional students.

. While recognizing the consequences that hlgher education had for
class structure, the educational effectiveriess critics softeried this issue in
several ways. They argued that nont.radmonal studerits should not be iden-
tified with minorities or with the lower class and, countering the political
economy v1ew, held that n ls 1llegmmate for pubhc pohcy to. shift the
and Brawer (1982) were most exphcn in anIculaung the hberal challenge
to the socialist goals of the political economy critics, arguing that no form
of schooling can “break down class distinctions . . . or move entire ethnic

groups from one social stratum to another" (p- 353) Cross (1971) was par-

ticularly forcefiil in defining “new students:” She described these students

as new to higher ediication because only in an age of open admissions

would they be considered ‘“college material”; they ranked in the lowest

third of high school graduates on traditional tests of academic achievement.
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Cross s conceptlon contradicts 1dent1f1catlon of nontraditional or Vunderpre-

pared students with racial minorities. She argued that most are drawn from

the white working dass; but many come from the middle class as well

Later {1976), she argued that “two-thirds are first-generation college stu-
dents . . . over one-half are white, about 25 percent are biack; and about 15
per'ceﬁt other minorites. . . . The r ma]onty of high school graduates rank-
ing in the lowest academlc th1rd are white” (p. 6).

As eduicational effectiveness critics examined the response of colleges

to these new students, however; they found that programs and pedagogy
remained extremely traditional and largely ineffective. Cross ( 1976) for

instance, argued that remediation efforts have helped mostly those on the

borderline of acceptable academic performance; but that “we have not
found any magic key to equality of educational opportunity through reme-
diation” (p. 9). Further, remediation efforts operated only on the fringes
of higher education and had not penetrated into the instructional core of
colleges.

Roueche (1968), f rom hrs frrst nanonal study of remedral programs,
echoed Cross s cntrcrsm that mstltunonal remedratlon efforts tended to be

little wonder that critics of community colleges soon referred to the ¢ open-
door polrcy as a revolvmg door policy’ " {p. 48). Most of the remedial
programs that he surveyed consisted mamly of watered-dovm versions_of
regular college-]evel courses, preparatory in nature afid taught by regular

academic departments. Because of this rather grim picture, Roueche, like

Cross, applauded the more comprehensive programs that were developed

in the 1970s; whrch included a broad range of educational services and

teaching strategres and had separately organized divisioiis of remedial edu-

cation with all- volunteer teachmg and counseling staffs (Roueche and

Kirk; 1973) These programs pioneered the “‘instructional revolution”

judged necessary for colleges to be educationally effective.

For the major advocates of this position, such as Cross, Roueche,

and Cohen; the instructional revolution should be based on the priniciples

rrt ey st teed et Ao Tt e tcan el S b ® i % i 4

of mastery learning; the individualization of instruction, and the iniio-

duction of new learning technologles Whrle these are first introduced

into remedial programs as efforts to improve the instruction of low-skill

students; this approach to pedagogy should be spread through the entire

curriculum; both in community colleges and in higher education gener-

ally. In this way, concentration on remediation, according to the educa-

tional effectiveness critics; can give the community college a dlsuncuve

identity as the vanguard msutunor} Broducrr}g the pedagogmal and pro-

grammatic innovations that will ultimately be adopted throughout higher

education. e
The emergence of developmental programs in the 1970s muted the
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impact of the educational effectiveness criticisms and completed the move-

ment away from more traditional; heavily cognitive understandings of
remediation. Partly as a response to the perceived failure to successtully
move large numbers of underprepared students into the general ‘curricu-
lum; and partly as a humanistic reaction to the widespread developiient

of educational “technology,” developmental educators argued that bring-

ing students “up to college level” in their “basic skills” (the concern that

had dominated earlier conceptions of remediation) was only a part, and
maybe not the most important part; of what the community college ought
to be doing for the students who were overflowing the remedial class-
rooms: Drawing on a rich set of educational, psychological, political, and

even ethical traditions; they said that even though few students ever suc-
cessfully made the transition from the special precollege programs into
that. Instead; developmental programs were to be understood as encourag-
ing and facilitating the full mental, moral, and emotional growth of stu-
dents; whose lives might be enriched by their coming to know, appreciate;
and ultimately express their full selves as members of society and as

members of their particular social and racial minorities: Developmental
practices and strategies conceived with the objectives of developing per-

sonal consciousness, changing affective styles, encouraging social compe-

tence; and enriching the lives of students, their families, and their
communities—despite the fact that such things are bound to be notor-
iously hard to evaluate—became progressively merged with the more tra-
ditional practices of remediation. This merger, which occurred within
many programs during the 1970s and 1980s; is astonishing in many ways;
sinice each programi draws on very different sources for its sense of mission,
underlying epistermology, vocabulary, and practices. Indeed, each often has
explicitly defined itself against the others and has sought to characterize

itself as trying to accomplish different ends by different means and for
different reasons. ,

. Looking back from our current perspective, we can see that the
lifies of criticism developed by both political economy and educational
effectiveness advocates were important, but neither was fully successful at
articulating an approach that would adequately define the identity of the
commiunity college and its mission with nontraditional students. The peda-
gogical revolution hoped for by the educational eftectiveness proponents

has not occurred; indeed; it has largely been preempted by the emergence
of the riotion of developmental education; while ever larger numbers of
students now enter our vocational and remedial programs. Working-class
and minority students are even more concentrated in community colleges,
while transfer rates to four-year institutions have declined precipitously.
The expansion of higher education curing the past twenty-five years has

reproduced the traditional two-tiered structure of education—one for the
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elite and another for the masses—that has long existed at the primary and

secondary levels (Bastian and others; lQSBlﬁe 1P,f‘35}9f1 of nontraditional
students; especially those from racial minorities and from the whne work-
ing and lower dasses; has provided some additional opportunities while

still preserving the dual educational structure.
The Quest for a Vision

It is not our mtenuon here to be unduly critical of remedial and

developmemal programs; since, in the absence of the commumty-based
literacy programs advocated by Kozol (1985), they represent the major socie-
tal response to adult illiteracy. However; we do want to argue that reme-
dial/developmental understandings of education have become diffused
through the community college to the point where those understandings
have come to constitute the academic environment, and that in remedial
programs language use is fundamentally trivialized as being either a mat-
ter of skills acquisition or personal expression; so that the “remedializa-
tion” of community colleges contributes to the perpetuation >f the dual
struictitre of American education.

The broad processes by whlch even the umversny parallel | programs

the story drffer from state to state and even ,Erom college to college Coun-
seli’ri’g aﬁd advisiﬁg p”ré’cti’ceé that p’laee “high i}alije on iiiaiiiiiiiaﬁori of

cial aid pollCleS that encourage rapld movement into regular college
courses or concurrent placement in them; the geéneral cultural disarticula-
tion of even the best-prepared nontraditional students from traditional
academic classrooms—all these phenomena have resulted in a blurring of
the dJsuncuon between the remedial/developmental function and the tra-
ditional academic function. Put criidely, the appeararce of large numbers
of underprepared studenits in the classrooms of traditional academic disci-
plmes has led traditional acaderics riore and miore frequently to mimic
the practices and vocabulary of remedral/developmemal programs;, which
suggest either a mechanical "skﬂls” crientation or a social service mission

aimed at mdividual affective developmenL
What is most astonishing about remedlal/developmemal prograrmis

is the way that langlmge use is implicitly devalued in them. To uinderstand

this, remember how language enters into the academic programi_and into

the lives of more tradmonal students at more traditional sorts of schools.

For them, readmg and ‘writing (and analogously, mathematics) are not

matters of mastering semantic, syntactic, and orthographic correctness, as

in remedial programs, nor are they matters of students being provided

with opportunities for intellectual; esthetic, and moral growth—"finding
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one § own voxce " as in the developmemal vanams For traditional stu-

dents, the deploymg of the competencies that programs try to remediate is

part ofa style of life that is rich and meaningful beyond the classroom. In

other words;, amdemlc educanon is for them a sy;stem of progresswe iniu-

ation into various communities of discomrse; Not so for remedial or devel-

opmemal studems, in these programs, language appears as rules to be

mastered, rules dworced from any meaningful adult use of language.

Semesters and possibly years of drudgery will precede any useful and sig-

nificant outcomes for remedial students; I Lradnional students had to

engage in countless essennally pointless exercises before any real engage-

ment with academics could begin; probably far fewer bachelor’s degrees

would be awarded: The developmental solution to the debilitating apathy

associated with dictionary exercises and mechanical drills is to put a much

greater emphasis on personal expression as the genre that will carry the

developing lahguage skills: Thus, little reaction papers; opinion papers,

journals, personal narratives, and the like are thought to be intrinsically
rewardmg as well as educanonally worthwhile and so_have largely dis-

placed drills and exercises as the primary modes of activity in the reme-

dial/developmental classroom. But what theory of human behavior

suggests that students would be w1llmg to spend a significant poruon of

their adult lives engaged in expressive activity that lacks the seriousness

SIgﬁalled by powerful communal supports and constraints?

~ Recent studies document the intensification of the two-tiered struc-
ture of American education. Today it no longer has_ the exphcn form of

one system for whites and one for blacks. Instead, what we see is erosion

of the standards of hteracy and inquiry throughout much of education,

with only pockets of rigor and high quality left for those able to pay the

tuition at more elite institutions. Virtually all the studies of classroom

expenence at the secondary and college levels document a “leveling down”

of the standards of what counts as sophisticated language use and rigorous

inquiry. At the secondary level, one research team finds class content

increasingly simplified and reduced to lists to be memorized, while in-

class assignments replace homework. (Sedlak Wheeler, Pullin, and Cusick,
1985): Another study of high schools characterizes the process as the for-
mulauon of “prlvate treaues" between studems and teachers to hmn the
the community co,llege,level thg an,alysxs’ls complemented by 7t7he work of
Richardson and his oolleagues. Their study of a community college system
argues that the traditional role of written language in the curriculum has
been undermined and replaced by more fragmented and limited language
use: In their terms, this is the shift from “‘texting,” Understood as tlie use
of reading and writing to comprehend or compose connected language, to
“bitting;” the production or understanding of fragmented language when

the student is presented with specific external cues (Richardson, Fisk, and

7
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Okun,; 1983). As in the high school studles, thlS erosmn of hteracy is pro-

duced through a series of “‘bargains” or “negotiations’ at the classroom

level: Teachers; committed to one particular instructional style, the class-

room lecture, and to the limited instructional goal of “information

transfer;” respond to underprepared and indifferent students by simply

watering down the requlrements Faculty both ‘“‘transfer”’ less complex

information to students via lectures and demand much iess literate behav-

ior from students by replacing term papers and essays with multiple-choice

exams. The consequences for the institution are that the rorms of literate

act1v1ty are renegotiated downward, ultimately altering the entire intellec-
;1985b).
The dj)ate about remediation prov1des a useful way to understand

the mission that makes the community colleges historically important;

what makes them worth having and worth saving; and what involves them
in bringing the socially and economically disenfranchised classes into full

integration with the dominant culture; full partlc1patlon in our civic life;
and equal opportunity for advancement. If community colleges are to artic-
ulate a distinct identity and educational role; then they must find ways to
put language use at the center of their curricula and develop pedagogical
practices powerful enough to prepare nontraditional students adequately

for the 11teracy requmements of academic and professional careers.

tices to address it. The liberal understandmg suggests practlces focusing
on individual achxevernengn a competitive setting, which is conceived as
essentially meritocratic. The nontraditionality of students is largely
'ad'd'r'essed b'y the develbprﬁ'em 6f largé sbtiél serikii:e 6igaiiiiiatibﬁs within
rote memonza,tlon,, the mastertng o[ mynadfessentlally, meanmgless tasks;
é'ri'd iri'divi'dual defiﬁitibﬁ Withiﬁ a rigid p"r'o'fessi'o'ﬁa’l hierarchy. The social

an oppressed group, both for apprec1at10n of the umque values and
achlevements of that group arid for collective political action to alter exist-
ing social and political arrangemienits. The remedial and developmental
educator attempts to recofistruct community colleges and make them ade-
quate settings for niontraditional stiidents, but siich attempts lack the edu-
cational vision and the pedagogical practices appropriate to countering
the leveling-down of literacy standards. Each approach draws on different
the'oretlcal tradltlons, but they are ahke in mh1b1t1ng the promotlon of

implied pedagqgical Styles is :di're'ctly 'cbﬁ'cemed with' tlie consistent and
sustained use of powerful and sophisticated language competericies, and
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all may be directly countering it by their insistence on the mechanical,
informational, and expressive functions of language use.
7 Our own xperience suggests that only a carefully designed; sus-
tained process of faculty and cuiticulum development that permits the

collegiate “renogotiation” of the norms and practices of literacy can have

sufficient power to counter the almost overwhelming downward drift of

expectations, which has a devastating effect on the academic and occupa-

tional destinies of students (McGrath and Spear, 1985a). If nontraditional

students are to be adequately prepared for academic success, then there
must be substantial transformations in their very conceptions of education
and in their sense of themselves as learners. Settings must be constructed
1o help nontraditional stidents experience education as something more
than simply memorization and recitation. Put another way, they must be
initiated into the intellectiizl community and enticed to participate in its

practices. But for students to be prepared for initiation into academic and
professional communities, they must engage in ‘and experience the real
nature of the intellectual activity. This, we strongly hold, requires a sub-

stantial alteration and upgrading of the role of literate activity in the
curriculum. This is the reconstruction of the community college needed
for it to fulfill its mission in the 1980s.
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Leammg assistance programs are vital to the pedagogical
muission of the community college.

Academic Support Services
for Developmental
and Hi**h:Risk Studéﬁts

Gilbert J. Carbone

In a report entitled Asszstmg Student Leammg, Barshis (1984) descnbed
varlous academlc support services provided by community colleges. These
SErvices are desrg’ned to achieve two objectives: one directly related to stu-

dents’ learnmg skills, the other involving the skills of the teacher

Direct support services are desrgned to enhzmce Students charices of

success: They mclude assessment and placemem activities; rermedial course

work; 1earnmg assistance laboratories; tutoring; counseling, and instruc-

tion in the use of educational technology.

The second okjective involves attempts to achieve improvements in

the instructional process through professmna{ staff developmem This

objective inclides a wide variety of in-service activities, ranging from com-

puter literacy training to team teaching with off-campus pracuuoners It

can provide opportunities for pedagogical training or incentives for con-

ducting instructional research related to teaching and learning.
According to Barshis ( 1984; p: 3) the overall goal of such activities

is to achieve * mdxvrduahzed instruction within a highly structured iearn-

l( M Khrena( («1) Teaching the Developmen tal Education Student. - Prgn
New Directions for Communitv Collegts no. 57. San Francisco: Jossey-Bass, Spnng I987 23
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mg program. » He cites the observation of Benjamin Bloom that such

activity involves dealing with “‘alterable variables in the teaching/learning

process that could bring convenuonal group mstrucuon closer to the supe-

rior levels possible in one-on-one tutoring or individualized instruction”
{Baishis, 1984, p. 5).

Learning Assistance Versus Support Services

Before proceedmg, it lS necessary to agree on some terms. Academic

supborz services is probably ot the most appropriate term for the activities

dlSCUSSCd in this chapter: I prefer the term learning assistance program. It

refers to various activities designed to advance the arts of learning and

teachmg The goals of all such activities are (or should be) the same: devel-

opmernt of the student’s abilities to acqmre and use information and

enhancement of the teacher’s ablllty to facilitate that development.

Effectwe learmng assistance requires more than just making reme-

diation services available to underprepared students. Palmer (1984)

revxewed a number of studies and concluded that skill improvement did

not result either from taking reading or writing courses or from merely

makmg progress toward a degree. At about the same time, Bender and
Lukenbill (1984, p. 17) charged that the community colleges diminished

their effectiveness by “the absence of systemauc and continuous develop-

ment of the human resources of the institution itself.”” Foth observations

have implications for learning assistance programming.
Réi’i’iéﬂlﬁhi‘iﬁ Plus

This chapter, then, will deal with learning assistarice in the broad-
est sense. At this point; it would be useful to make a distinction between

developmemal students and high-risk students. We can hope that all stu-
dents are developmental: Good readers can become better readers. Good

writers never quit perfecting their skill. Perhaps the sarme thing can be
said of teachers. Excellent teachiers can imiprove their art. However, not all
developmental students are high-risk students. While students in the sec-

ond group deserve the special focus of learning assistance prog'rams, those
programs must not be limited to remediation of chrommlly skill-deficient
students; lest our resiilis fall short of oiir expectations.

_Other writers have added to Barshis’s (1984) list of serv1ces that are

part of the mosaic of a comprehensive learning assistance program. Flamm

and others {1984) saw consultation, outreach and recruiting, and precollege

programs as desirable featuires. Fnedlander (1982) suggested that early and

mmidterm intervention strategies should be on the list. Cramer and Liberty

{1981) commiented that a probation policy, coordinated with other services;

was an irportarit aspect. Stumhofer (1984) descnbedigggqerglici 7g{of11es

developed by the admissions office on each entering student as a technique
to support the learninz program.
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Keys to Effective Programs

Roueche’s (1984) report on a Un ity of Texas study of college
and university responses to low-achieving students provides a convenient
checklist of the characteristics of successful programs. Noting that no insti-
tution could escape the problem of skill-deficient students; Roueche and
his associates synthesized eleven “elements of success” from the informa-
tion jjroiiidéd by institutions tliat reportéd 50 percent or better retention
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Award of creth for developmental courses
Flexible completion features
Multiple learning systems, arcessed through leamtng prescnp-
tions based on assessment data
Use of only volunteer instructors in developmental courses
Extensive use of peer tutors
Frequent monitoring of studenit behaviors
Interfacing with subsequent courses
¢ Program evaluation based on adequate data collecuon procedures
Noel Levitz, and Kaufman (1982, p. 7) also saw that developmental
or remedial services alone were insufficierit to ensure student success. These
writers described a compreherisive prcgram in terms of the outcomes that
studerits shoiild seek: ““Students mmust learn to miotivate themiselves, to
understand their leaming strengths and weaknesses, to negotiate the aca-
demlc and soc1al _system, to adapt effecuve and eff1c1ent methods of pro-

their own potential and their sense of self-worth. These needs are best met
by college programs that p’rowde a range of services that autend to special
developmental needs whlle considering the ad]ust.ment of the whole person
to the college environment.” ['hese authors added transition and orienta-
tion activities and study or survival skills to the list of desirable learning
assistance services, noting t that such support me;.hamsms provxded a com-
mon denominator for components of the program: Not surpnsmglyr how-

ever, these authors commented that responses gathered in their extensive

survey of two- and four-year colleges suggested that the personal charac-

teristics and attitudes of campus professionals were of greater importance

than the design and structure of the learning assistance progran.
Effective Teaching: A Prime Ingredient

_____Boylan (1985) has emphasized the importance of professional service

providers in dealing with developmental and high-risk students. In a

document identified as the third revision of a statement on underprepared-
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ness written for the National Association for Developmental Education
(NADE); Boylan commented that poor academic performance often stems
from p'o'b"r te'aicl-;ih'g as well as from deti'ci'eﬁt student skill devel'o'pmeht

ment of college teachmg skllls Other recommendauons in the proposed
NADE statement included increased support for research on teaching and

learning; increased efforts to disseminate examples of outstandmg efforts
to strengthen the skills of underprepared students, and recognition that all
students can profit from improvements in educational practices and learn-
ing assistance services.

A Multicampus Eeaming Assistance Model

leen adequ,tte resources, it .3 posstble to desrgn a model system of

leammg assistance services for the typically diverse clientele of the com-

miunity college and for the practitioners who funcuon there: ©ne such

atternpt, with which I was assoctated occu*red in the Washington state

system of community colleges It was a | project, supported by a two-year

FIPSE grant, designed to stimulate improvements in campus learning

assistance programs. The summary of the final project report describes the

Learning Assistance Support System (LASS) initiated by that project (Car-

borne and Torgerson, 1983).
In recognition of a need to xmprove the delivery of basic skills instruc-

tion and other learning assistance experiences to its students; the Washing-

ton community college system established a support system designed, first,

to encourage resource sharing; second; to promote professmnal growth;

and third; to assess the status of developmental education in the state’s

twenty-seven two-year colleges: The project sought to promote planning;

coordinate efforts, provide technical assistance; encourage research, and

increase campus- -level support for learning assistance activities.

A major aspect of the project involved identification and catalogmg

of resource materials that would be useful to developmental educators and

program directors in the various colleges During the course of the project,

more than 900 such references were processed. A brief description of these

resources was indexed through a system of twenty-eight general topic titles

and twenty-eight spedific program items. The information was stored in

the college system’s central computer; and it was available on line through

termmals located on the campuses. Extensive resource sharing occurred as
a result.

Project activities also mcluoed five workshops on techmml SUbjCC[S

two general-interest statewide meetings, production of thirteen videotapes

describing exemplary programs and instructional techniques, establishment
of a ctatewide professional organization for developmental educators, and
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publication of thirty newsletters and other bulletxns that descrlbed note-

worthy aspects of learning assistance programs: Services were extended to

public school personnel, vocational schools; Indian and Hispanic education
centers; and co]]eges and universities in Washlngton and neighboring states.
Project activities tended to increase the v151b111ty of developmental

education program strengths and weaknesses. Staff interaction with college
administration officers was instrumental in establishing a systemwide com-
m1ttee composed of developmental ducauon program directors. This com-

developmental educauon progmmmlng throughout the decision- maklng
structure both at the campus and at the system levels.
Four task groups cooperated in publlcauon of a document entltled

Educatron, 1983) Destgned as a plannlng tool the forty page booklet
reviewed the status of developmental education, program brgaﬁiiatibﬁ

and management; assessment practices and matcrials, and instruction in
English as a second language. It also presented a series of public policy
recommendations related to improving and sustaining developmental edu-
cation programmlng in the Washirgton two-year college system.
Implicit in the phtlosophy of an open-admissions college is the
promlse that programs and services will address the needs and skill levels
of enterlng students The Plalform for Excellence of tbe Washlngton proj-

characterlsttcs that a truly comprehensrve learmng assistance prograim
should have. The list began-with the suggestion that the program should
be based ona wntten statement of purpose and program phrlosophy Com-

tiofis is absolutely necessary.
The second requisite characteristic identified in the booklet was the

appointmiernt ofa program coordinator with sufficient administrative sup-
port to ensure campuswide access and credibility. Other recommendations
called for Eun’drn'g at least at the level of other instructional PrORTAIs,
coordination with an assessment and placement program, and an atten-
dance pohcy that encouraged dlhgent student participation: Other feutures
of a model program included competency-based self-paced learning oppor-
tunities and use of oomptrter-based instruction:

A further recommendation was that program vrsrbrhty and staffing

with professionals of diverse educational backgrounds were thought to be

key to program success. A close association between the learning assistance

program and the collﬂge s professional development program was consid-

ered essential: Finally, it was suggested that a high-quality learning assis-

tance program would include a brldge to a counselrng and adv1smg

program that prov1ded for “next-step” planning anc action activitie: for

students progressing through the system:
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A Model €ampus-Based Program

The Insutute for Developmental Educauonal Acuvmes (IDEA) oper-

program. A hs; o£ the elements of ,thls program reads like a glqssary of
possible activities for developmental educators. However, rather than just
offering a smorgasbord of elective services, the program required assess-
ment and scréening in order to match learners with services in nearly all
aspects_of the program. Because learning assistance programs must corm-
pete with more traditional programs for resources, the notion of proper
placement of students within the learning assistance program deserves
special emphasis. A record of successful completions, based on hard data
is the best way to efisuife continued suppoit, both flnancal and polmcal
The menu of IDEA services included a reading clinic, a project for
talented and gifted students, and ~ remedlal prograrmi for underachlevers
that not only served the college s adult learners but reached down to the
area s elementary and secondary students as well A baSlC hfe skllls com-

skllls 1nclud1ng tutorinig 4s requ1red Other services included dlagnosuc
testing, special seminars, and programs for targeted audiences preparing
for GED, SAT, and ACT testing.

In somethmg of a departure from tradition, the IDEA progmm

pai ticipated in an assessmient of the tralnlng needs and training programs

of businesses and educauonal institutions in its service area. Contractual

training prograris were then prov1ded for 1nterested firms in cooperation

with the state’s customized job training program. in add:uon, a training

resources dlrectory was pubhshed a conference on business training needs

was held, and plans were made to participate in development of a business

incubator faalny
Other IDEA services 1ncluded an academic placement testing com-

ponerit that screened all incoming fust-ymr students; a career planning

prograrmi, tutorial services, special services for students on academic proba-

tion; and reg'ularly scheduled academic skills seminars: Billing itself as the

prov1der of holistic approaches to meeting lndxvzdual student needs IDEA

admissions philosophy.
Educator; Heal Thyself

It shiould be of more than passing interest that many writers on the

subject of developmental education programs make comments or recom-

2



prof sstog that recogmtlom of thlS 51gn1t1amt connectlon has bcen slow in
coming, Perhaps it is more accurate to say that doing something about
improving the quality of teaching has not always been a high pricrity of
budget decision makers or of faculty. Even with much of the electorate
éﬁd iﬁéﬁy j:idlitiCiéhs flijshed With feéi‘s of é ﬁétioii ét i'iSR séttiiig highéi
The alternative of p[OVldlilg resources to deal w1th the causes o£ under-
achievement, rather than with the symptoms, received little attention.
~ Who, then, will lead in the efforts to improve learning skills and
teaching performance? The answer is, of course, that we ail must accept
resporsibility for reordering priorities so that the desired resiilis are
dchieved. The list must include more than the individiials responsible for
learning assistance or professional development programs. It should
include departiment heads who evaluate performance, members of tenure
review committees, zrd persons who sit at the table during collective bai-
gaining negotiating sessions: Students must be involved, too. They miiist
be willing to demand that community colleges deliver what they purpoit
to deliver: educational opportunities attuned to students’ needs.
Commumty colleges that enroll Si'gmficam numbers of sklll defl-

mg assistance programs descrlbed in th1s chapter are parucularly unique
or revoluuonary Rather, they are practlcal appllcauons that resulted when
leadershlp met need head on: Opportumues for leadershlp can and must
be created by admtmstratnrs, leglslators, and grant makers. The responsi-

bility for seizing those opportunities belongs to everyone:

Progress takes ume and persistence: After nearly aght years of a

placement testing program that has grown to cover virtually all incoming

students in New Jersey? public colleges and universities; a repnrt by the

New Jersey State Department of Higher Education (1985) noted that data

obtamed through the testing program indicated great progress iz improv-

ing remedial programs. However; the report also indicated that the pro-

gram should be extended to part-time students; that basic skills students

should not be allowed to pass unless they achieved 2 minimum compe-

tency level; and that site visitations and model program dissemination

should be increased:

The final recommendation of the New Jersey report recogmzed the

significance of superior teaching in the war on skill deficiency. Unfortu-

nately, the recommendation falls short of the mark: The report urges that

information on effective instructional procedures be distributed to second-

ary schools in the state. This is not surprising in light of an earlier report

a7
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by Morante and others (1982) that the first five years of the New Jersey

program failed to produce evidence of meaningful change in the prefi-

ciency levels of entering college students. However, postsecondary institu-

tions cannot expect o stunch the flow of skill-deficient students merely

by urging secondary schools to do hetter. Community colleges in particular

must be prepared to serve the adult leamer who needs special assistance.

To the credit of New Jersey, its Department of Htgher Education has plans

to initiate a state-level professional developnient program to augment the

efforts of individual colieges and the secondary schools.
Community Colleges Respond

 Those famliar with the history of American hlgher Edijcation'

In one sense; the current provtsrons fov learnrng assrstance services are an

extension of that movement. Just as the higher educators of the 1800s

struggled with the idea of broadening the course of study, present-day

educators face the issue of the need fo remediate. Commumty colleges
have responded not only r0r the students who come d1rectly rom the

) jajriés A.,éatfiéidi the tweﬁtieth presidempf tl'ie United Stgtes; has
been credited with describirig a well-eridowed college as a log with a stu-
dent on one end and Mark Hopkms on the other Thla trroute to excellent

vtdt..allzed lnstructton noted earher in thts chapter One-on -oneisa htghly
desrrable stuctent faculty ratto parUcularly lf the student is sk111 defrcrent

grams in communtty colleges can and do provtde an effective response to
the dual problems of dezling with skill-deficient learners and functionally

illiterate adults.
Providing learning assistance services is clearly an obllgatron of the

community ccllege. The other side of the coin is an equally tmportant

cbligation to insist on unequivocal standards of achievement for all students

in all disciplires. Creating an expectation of success is an important part of

the ‘teacliing/learning process. Failure to equip both student and teacher

with the skills needed to achieve those expectations is unconscionable:
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Assessment and placement systems go beyond testing; they are
directly related to student success and satisfaction.

Assessment and Placement
of Developmental and
High-Risk Students

Dorothy Bray

Assessment systems are playing a critical role in. college plans to improve
student success. Assessment and placement activities have become increas-
ingly valued as Stiétégiés that help tbllég& to deal With the wide range of
dems, lack baslc acadegmc skllls in the areas of readmg, wntmg, and math-
ematics that they need if they are to succeed in college classes. My purpose
is_to describe the assessment and placement of high-risk and developmenial
education students. _

Developmental educauon studems are studems who need assmtance
iti 6Vercommg sklll def1c1enc185 Dependlng on the COllege, these under-
achzetumg, or dzsadvantaged Idemlﬁcanonfof the,se studems is ggnera,lly
based on current composite scores in_mathematics, reading, or English
tests coupled with information on study habits, attitudes, and goals.

. Five key precepis underlie the relationship between assessment and
developmental instruction: First, the relationship between asséssment and
mstrucuon 1s becommg essennal Second a comprehensxve assessment

K. M. Ahrendt (ed.). Teaching the Developmental Education Student, _ _ P
New Directions for Community Colleges, no. 57. San Francisco: Jossey- Bass Spnng 1987, 33
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non and research Thlrd a crmcal path of assessment and placemem
activities provides a framework for student information. Fourth; research
on assessment can prov1de a basis for decision makmg Flfth studem flOW
through the institution is a key factor in plannmg for assessmem use:

Since little history or tradmo 1 is available; some of the examples

m thrs chapter are derived from the base of experiences at Sacramento City

College, Sacramerito, Cahfomra I wrll describe orgamz;monal concepts at

this college, along with the uses that it makes of assessment and its assess-
ment and placemerit practices.

Background

Four major trends are affectmg the work of colleges with develop-

mental education and hlgh-nsk students: First; a majority of college stu-

denits have deficiencies in one or more arcas of reading; wrmng, and

mathematics skills. Second, colleges umdersmes, and industry are requir-

ing mcreasmgly hrgher skills competencres Third; the remediation of

basic skills is a fast-growing area within the curriculum. Fourth; most

colleges identify developmental students by assessing the skills levels of

entering freshmen.
Improving the literacy skills of all postsecondary education students

is a prominent theme in the current literature: A 1983 national survey of

colleges (Lederman; Ryzewic, and Ribaudo; 1988) found that 85 | percem of

the respondents perceived poor preparation to be a problem among incom-

ing freshmen. A substantial _percentage of all college freshmen required

assistance in basic skills (28 percent in reading, 31 percem in writing; and

82 percent in mathemaucs) while a majority of the institutions surveyed

offered basic skills courses (80 percent offered reading and mathematics,

and 90 ‘percent offered wrmng courses)

Evangelauf (1985) notes that 23 percem of the freshmen at two-year

colleges and 17 percent of the freshman at four-year institutions took reme-

dial writing: By 1983-1984; 60 percent of the students entering the Cali-

fornia State University system failed to demonstrate entry-level writing

competence on an English placement test, and 53 percent failed to demon-

strate comipetence on a mathematics entry test.

Morante and others (1982) describe the nature of underprepared

students in New Jersey. The New Jersey College Basic Skills Placement

Test was instituted in 1978 as a proficiency examination measuring the

reading, writing; and mathematics skills of students entering college. In

spring and summer 1982, 51,185 students at New Jersey's state and county

colleges and at ten independent colleges took the test. Of these students, 27

percent appeared to be proficient in verbal skills; 32 percent were proficient

in computation skills; and only 11 percent were proficient in elementary

algebra:
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Assessment and Student Success

Two key questions are, How can community colleges be both effec-

tive and 7eff1c1em with large numbers of underprepared students? and,

What assists underprepared students to be more successful? In many com-

munity colleges; the assessment of students’ basic skills in reading; writing,

and mathematics and the placement of these students in courses that are

appropriate to their skills levels have become key strategies for improving

student success: The emphasis is; first; on increasingly systematic basic

skills assessment that provides data on students’ learning needs; second,

on directing and placing students in appropriate levels of classes; and,

third, on establishing a system of accountability for student learning and

retention for courses, programs, and degféé completion.

The theme of assessment and its relationship to student success is
receiving increasing attention throughout postsecondary education. A report
from the National Institute of Education (1984) describes assessment_and
feedback as constituting one of the three crtical conditions for the achieve-
ment of excellence. That report states that the use of assessinent information
to redirect institutional efforts is an essential ingredient in effective learning
and that it serves as a powerful level for student involvement.

Roueche (1984b, p. 6) indicates that mandatory assessment and
placement are strong contributors to student success: ‘‘Institutions are no
longer able or willing to use the high school grade point averages as indi-
cators of student ability or true performance. They are more likely to use
standardized tests—for example, SAT, ACI—as measures of student poten-
tial (without niterventions) to be successful in college. Because these tests
provide only indications of problems . . . , ofni-sité testing for more targeted
and in-depth analysis of these deficiencies is conducted during orientation
éﬁd/di‘ iégiéi*étibﬁ 6i‘ bﬁifc ﬂ’ié §tiidéﬁt iS éﬁi‘blléd iﬁ tlié _{eV'el'o'p'i'ii'e'riiél

Lederman Ryzew1c and Rlbaudo (1983) found in thelr survey that 97
percetit of the resporiding institutions assessed the ¢kills levels of ertering
freshmen; only 2 percent of the institutions held that assessment was unnec-
essary. A 1985 study oondiicted by the American College Testing Prograri
and the American Association of Community and Junior Colleges (AACJC)
reports that more than 75 percent of both urban and nonurban insdtutions
require some form of testing or the submlsﬂlon of test scores from sorme or
all enteiiog students (Amencan College Tesung Program 1985)

Rlchardson (1983) asserts that the open. door of the commumty
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the requ1sne competenaes, and placmg them appropriately.

The Developmg Relauonshlp Betweeil
Assessment and Instruction

mathematics; the goals and ob]ecnves of msl.rucuon have become 1ncr°as-

ingly dependent on assessment activities that monitor the growth of stu-
dents from entrance to exit. The criicial relationship that is developing
between assessment and instruction asks a new set of questions: How do
assessment and appropriate placément improve learning and retention?

How does the use of assessment affect college curriculum and services?
What assessment tests are most appropriate for use in community colleges?

What guidelines regarding assessment and placement should community
colleges use? How do we integrate assessment and placement into the total
college educational and student services program? How can as<essment
and placement data help community college faculty to improve their teach-
ing and increase learning outcomes for students?

A broader definition of assessmernt has emerged that is lmked to
mst.rucuonal improvement. In the past, students were tested and sent to
e-isting courses. Little emphasis was placed on de51gmng courses that
would meet the needs that students demonstrated on the tests: Thus, test-

ifig was an isolated activity, often with negative implications: Now, assess-

ment is being viewed as a process that identifies students’ potential success

levels, diagnoses their skills deficiencies, and provides a basts for a student

plan for enrollment in courses and programs. In practice, assessment sys-

tems also have begun to serve two other purposes: to assist in the improve-

ment of teaching and learning and to provide information for decisions

oii retention and advancement. This new definition of assessment points

up the close interdctive relauonshlp between assessment, instruction; and
student success, viewed as retention.

Assessment and placement systems go beyond testing: They have a

close relauonshlp to courses and programs: The mutual goals of assess-

ment, placement, and instruction include successful stu-dent performance

in class, successful completion of courses; student satisfaction; and

improved teaching and learning:

tium (I_.ARC) of the California Comimuriity Colleges (1982) describes assess-
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ment and placement as consisting of four systems that involve all segments
of the college. Each of the four activities of assessment; advisement, instruc-
tion; and follow-up has an information system. Based on an assessment and
placement systern; students are assessed. Based on guidance and placement
systerns; students are advised and placed. Based on a program delivery system;
students are instructed. Based on a research system, student progress is fol-
loiived u’p’ and évaluatéd The. LARC assessﬁEﬁt ‘and placement model

o Nme assumptlons serve as a foundatlon for the model, Assessment
arid p’la&:ettietit should be an i'ri't’egra"' al p'art of the total 'c'o'uégé iristruetiotial

port1ve Qf students, educauonal goals rather than exclusmnazy All college
groups should be involved and informed about the purposes, effects; and
procedures related to assessment and placement. Faculty should use assess-
ment and placement to improve their teaching. Administrators should use
assessment and placement to improve decisions about college programs.
An institution’s resporise to student bbjétliVES and interests will ii’i’iiji‘bVé
through lhb i.i§e bf ﬁSSESSiﬁEﬁt éﬁd j:ilé(eiﬁbﬁt Mﬁéﬁﬁfﬁéﬁt dbéﬁ not screen

not mfalhble Random student placement is not educauonally sound. )

Besides clarifying the elements of a comprehensive assessment and
placement systerri, the model includes operational guidelines. Different
combmatlons of these guldelmes allow for md1v1dual college dec151ons

the questions that colleges need to answer in establtshmg the assessmierit
and placement system exempllfled by the LARC model

tions of key types of courses into which students are placed The systern
deplcted in Figure 3 ‘was developed as a result of a statewide workshop of
California commumty colleges in 1983 thure 3 suggests that students can

leammg skills programs to preparatory programis and then to traditional
academic and vocational programs. Learning skills program was suggested
by workshop partn:lpants as an umbrella term fora process that will prepare
students to succeed in college courses. Workshop participants defined two

types of learning skﬂls programs through which students mlght proceed

Remedial edumtlon programs are des:ghed to help students to achieve fun-

damentat learning skills necessary to meet the minimum expectauons for

college courses: Deyelopmental edutznon programs are designed to improve

students’ chances for success in college courses: In thrs system; learning skills

courses can be credit or noncredn, depending on local definitions: It is

possxble, as the model suggests; for students to be assessed and proceed

directly to preparatory courses (courses in such a sequence as Chemistry 1A

followed by €hemistry 1B) and then on to academic or vocational programs:
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Figiire 1. LARC Cornisortium Assessment and Placement Model
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The premise that individual student success is closely related to an

institution’s ability to organize for directing the student to this success is
important to the discussion. A central question is, Who is responsible for

the success of the underprepared students, the institution or the student?
Roueche (1984a) quotes Maxwell, who pointed out that patterns for under-

achievers are enduring; expectations for improvement, by themselves, are
not enough: The situations that promote growth are situations that chal-
lenge and support the learner while linking remedial efforts to the stu-
dent’s regular curriculum. Even more pointedly, Roueche (1984b, p. 51)
indicates; “processes employed to manage students are as important as, if
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Systems Who? What? How arid Where?
Assessmerit Who will be What basic skills How will an _
assessed? Who will  will be assessed and assessment and
do the assessing? used to determine placement system
Who will be placement? How differ froma
administratively will catoff scores diagnostic system?
responsible? be determined? ~ How will an
What alternatives assessment and
to standardized tests placemernt system
will be available? be used? How will
the system be able
to screen large .
numbers rapidly
and inexpensively?
How and where
will testing take
place?
Guidance and thigvlll dp the Whiat are advmng How shouid
Placement advising? Who will needs? What is the  advisory services
be administratively  relationiship of the  be delivered?
responsible? advisory system How should
to othier support advisers be_selected
services? and trained? How
are placement and
information to be
unified?
Progxam Who will determine What courses will ~ How many courses
Delivery available programs? be available for and levels will Le
Who will be skills placement? available? How will
administratively What minimum_  staff be trained?
responsible? skill competencies
are needed to
succeed in courses?
Research and  Who will conduct ~ What type of How will research
Evaluation follow-up studies?  program evaluation results be used to

Who will be _
administratively
responsible?

will be conducted?
What student
progress infor-
mation will be

available?

adjust placement
as needed?
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Figiire 3. Program Delivery System

7 Preparatory |___
Assessinent o R Programs Academic
. and Learning S\ills __and__
Placement Programs Vocational
Systems Programs
7R;qijj§§i§j Developmental
Education | | Education

A Cntmal Path for Assessment and Placement

Three assessment stages make up a critical path for assessment and

placemem that will provide student intake information and student out-

come data: Colleges are begmmng to go beyond their emphasis on entry-

level assessment to placement into courses. Once the student has been

assessed and placed and the student has received instruction, his or her

movement from the entry-level course to another course has prompted a

broadening of assessment and placement activities and considerations.

The measurement of perforrriance at three important reference

pomts as the student moves through the institution suggesm that there is a

triad of assessment activities: entry-level assessment, exit measurement from

courses, degree or certificate measurement on completion of programs.

Each acuvi Y provides information that guides instruction of the student

through various developmental stages. This information provides a frame-

work for directing student flow. Rather than allowing students to place

themselves; students are guided to learning situations in which they dem-

onstrate the basic skills needed in order to succeed. _
o The first stage, entry-level assessment, is generally a sorung process
that develops an index of student skills that can be used to guide student

placement into courses. Many community colleges have developed this

stage as a process that produces multifaceted information that includes

démographxc mformauon, basm skﬂls mformauon, descnpuon of the stu-
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the student’s goals and expectations Wuh courses as components of the

student’s college plan: This information is used to cerufy student skills

competencies and to 1denufy any needs for remedial intervention as well

as to identify opportunity for advanced or accelerated work.

The second stage; exit measurement; focuses on the assessment of

learning that occurs in the skills development courses. At this stage; assess-

ment takes the form of exercises demonstrating the development of certain

competencxes The Iésulung information describes the student’s readiness

to go to the next step or level of learmng Several techniques have been used

for exit measurement. Pre- and posttesting—use of the same test to measure

skills at course entry and exit—is often requued in reading courses. Instruc-

tor evaluation of students’ in-class progress is another form of exit assess-

ment from courses. The demonstration of proficiencies as by a written essay

in a writing course is still another example of exit measurement. Exit

measurement as a form of the rapidly growing field of outcomes assessment

is of growing interest to decision makers who are seeking to connect funding
issues to pérformanoe growth of students m colleges

the tbllege or program. It matches the smdem s performancc: with a stan-
dard that designates or certifies that the student has developed and dernon-
s&étéd téitéiii skills. Cb”riibété'rii:y pé'rfdﬁiiéﬁ'cé iti the areas 6f 'réédiiig,

grams; i institutions are now usmg assessment to focus on students’ learning
achievement. This dual emphasis on erntry assessimerit and outcoriies assess-
i’iiéﬁi suggésts éﬁ éiﬁéigiﬁg ﬁ?ed tb oonsider placement entry standards

Campus Studies

A review of the current literature from the community college field
reveals that documented college experiences with entry-level assessment
are diverse but still relatively rare. Generally, colleges first have engaged in
the experienice of usifig assessmient and theni have looked at soriiie of its
impact on students and the institution. The llterature consists largely of
responses to five types of questions: How well does a standardized test
predict student readiiiess, particularly in comiposition? What is the impact
of entry-level assessment procedures on curriculum, services, and minority

students? How suiccessfil were stuiderits who followed the placement rec-
ommendations? How effective is mandatory assessment and placement,
and how effective is advisory dssessitierit and placement? Are students being

propeily placed as a resiilt of assessment?
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There is little unanimity in the responses. Several colleges have

reported that standardized tests do prédlct student readiness. Olson and
Martin (1980) found than an objective test was the single best predictor of

credit English grades: Santa Rosa Junior College (1984) found that scores on
the reading test correlated significantly with students’ overall grade point
averages. Boggs (1984) found that the TASK instrument from the Stanford

Test of Academic Skills seemed more effective in increasing student achieve-
ment in developmental writing than in freshman composmon but that
assessment by wnung sample seemed to be particularly effective in increas-
ing achievement in developmental writing. Rasor and Powell {1984) found
no correlation in using a placement test consisting of vocabulary and usage
subtests for placement in composition. Haase and Magee {1983) found ihe
reading test to be a significant predictor of grades in composition.

Some colleges are beginning to document the success of studentis
who follow placement recommendations. Haase and Calffrey {1984) found
ﬂiét students who éiiziilEd théiiiséliiés 6f thé ésiziblishéd assessment, é’d\?iséi
771 percem while students who used other processes had success rates rang-
ing from 44 to 66 percent. The effectiveness of mandatory assessment and
placement is verified by Bers (1982), who found that, under mandatory
placement; the percentage of enrollees in college composition who suc-
cessfully completed the courses increased over the levels reported under
advisory placement the year before. _

__ . Proper placement as a result of assessment was venfled by Cordrey
( 1984), who found that mlsplacemem rates were small in some areas: 9.3
percent in writing, 6.2 percent in reading, 1 percent in composition, and
33.4 percent in algebra. Haase and Magee {1983) found that students were
properly placed in their English courses as verified through assessmerit,
promotion rates, or both. Nationally, colleges express a stronger commiit-
ment to mandatory assessment than they do to mandatory placement
(Roueche 1984a). For examiple, while 81 percent of the major research
universities stated that preassessment of writing skills was requ1red only
58 percent stated that placemernt into writing courses was mandatory.

A key conSIdelauon in planmng for the use of assessment is the
1ssue of studem ﬂow The model descrlbed in lhls secuon 1is based on

specific; it is not meant to suggest a standard.
The model represents the student characteristics of those enrolling
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iﬁ th dé@élbpiﬁéﬁtﬁl ﬁféés' CbiﬁﬁdSiﬁbﬁ éﬁd iéédiﬁg The defiﬁitibﬁ bf

proﬁle. ,The mpdel also descnbesthe msutuuonal programs demgned,for
the student. The activities described here have evolved over a period of
seven years as the college has undertat.cz o develop responses to underpre-
pared students. The activities are grouped in the order in which the student
is 3551gned to instruiction. Some of the dctivities are better defined than
others, since the college is conunually ad]usung the system d&scnbed here

activities. In this model entry assessmem is made up of three kinds of
information: This information is synthesized and then used to prepare a
composite proflle for the students.

In Figure 4, the student paruapates in emry -level assessment, which

produces a student proflle plan containing three kmds of mformanon

student plans, personal history, and profxcxency criteria based on test

scores: This information is used at orientation sessions where course and

program advising take place and appropriate courses are selected: Entry

into courses ic determined by student selection, prerequlsne criteria, or

both: A unique linkage between assessment and instruction is aepicted i in

the activity of demand scheduling; where courses can be added or dropped

based on student needs as identified in assessment:

Once students are in courses; reassessment of initial placement

generally takes place as diagnostic information is gathered based on writ-

ing samples or other types of exercises. More advising of studentsr !:akes

place here; and students can be reassigned to alternate classes if th

not placed in appropriate courses: Through a conunumg program review

process; the curriculum content of the skills courses is matched to the

needs described in student proflles Students complete the courses and;

where requlred pan1c1pate in the exit assessment; which verifies their
competency gains. Finally, the degree assessment information yields a mea-
surement of a student’s skills according to college- or district-determined
standards. The arrows in Figure 4 indicate that students may advance or
repeat until they demonstrate the desigr. ted mastery of skills.

The flow model depicted in Figure 4 is organized to respond to six
questions: What type of student; based on assessed proficiency abilities; is
éssiéiied to each of ﬂie three desigﬁéted lei}els of instruction in reading

content maich the defined aca_emic deficiencies of the students assigned
to a given level of instruction? What skills does the student need in order
to exit from the course? What skills does the student need to demonstrate
in order to earn an A.A. degree?

iy
(e )
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Figure 4. Student Flow at Sacramento City College
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Eight assumptions underlie the model: A standardized test is a good

predlctor of reading ability, but it is récogmzed that there will be excepnons

to placement by scores on standardized tests. Instructor recommendations

are used to augment assessment data; they may make recommendations

regarding the student flow both into and out of the courses. There is a

connection between reading abilities and success in composition courses:

The competency profile for student placement in levels was developed by

consensus of the staff. The student movement into and out of the courses is

based on *nerla to whlch faculty agree and whlch they apply somewhat

by nieed. Engllsh courses are not the only areas of deiielopmental training.

Conclusion

In this chapter, I have examined the use of assessment for high-risk

and developmental students. A necessary relationship between assessment

and developmemal msl.mcnon has emerged whereby asses.,mem provxdes

of assessment at commumty colleges .
Not ouly colleges but decision makers are now takmg an interest in
assessment. Iu. is lmportam to aote that acuvmes related to assessment are

interest, assessment will continue to be a major fiscal, pol;nml, and edu-
cational issue throughout the remainder of this centiiry. Despite phobias
agamst tesung as dlscnmmatory unsaenuflc and lmperfect assessmemi

The concept of assessment has been dec151vely redefmed A redefini-

tion of assessment as a mmprehenswe process of testing, advxsmg, place-

ment; and follow -up will continue to allow assessment to become a total

institutional process and an all-college support model. A key motif will

be collaboration; not competition. Growing partnerships between test mak-

ers and institutions will provxde for research; analysis; and staff develop-

ment services and support in return for use of a test product. Increased

cooperation between hlgh schools and colleges in sharmg assessmerit,

placement; and follow-up information will be one of the most important

developments of the 1986s:
Models for the orgamization of assessment and placemem acuvmes

will continue to change rapidly. The current model, which uses assessment
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to place students in courses within an institution, will be replaced with a
model 1 usmg assessment in a contifiiiim proceeding from entry to exit and
follow-up. Student services and instruction will become coequal prov1ders
of t tesung and advisory services. Communiity otitreach assessiient and advis-
ing centers are already being developed by many colleges. Mobile vans are

being used to take assessment to the community.
Colleges expect to adopt tougher assessment prerequisites mandat-

ing increasing numbers of students to participate in the analysis of their
skills abilities. One of the most difficult tasks that institutions w111 face
will be to connect skills deficiencies uncovered by assessirient w1th course

instruction and with learning and teaching success: A continuous flow of
information on students from assessmennt, placemem and fOllOW-Lp will

be a catalyst to efforts to define and improve the quality of learning pro-

grams as student and course matches and mlsmatches are analyzed

The amotint of money that is spent on test instruments will be less

relevant than the amoiint spent on a continuous advising and follow-up

system of inforimation. At the same time, the technology of assessment

will cortiniie to develop rapldly around mcreasmgly sophisticated com-

puter-based data retrieval systems. The selection of assessment instruments

will involve several criteria: Comparative data, although they will continue

to be sought after by groups external to colleges, will not be as informative

as agpiegdie data. A variety of assessment instruments will be less Impor-

tant than single instruments that are capable of providing various levels

of information. Local, institutional tests will prove inadequate compared

to professional tests with flexible norms geared to local student character-

istics. Technologlcal innovations in testing inciude a program of com-

puter-based diagnostic testing developed by the College Board and the

Educational Testing Service. Diagnostic testing; in combination with com-

puterized adaptive placement testing, will provide increasingly individu-

alized information.
Fmally, assessment will become the nexus where educauon and

work can meet. A model emphasxzmg assessmem placement; and follow-

up w1ll facthtate a student’s movement through college as well as the

movement from school to work. Assessment; training information; place-

ment services; and follow-up information will be used to maximize the

match between employee and job: Assessment will lessen some of the prob-

lems of job dissatisfaction through accurate identification of worker skills

and an improved fit between person and job. Applied to employment,
assessment will allow differentiation among the underskilled, the

unskilled; and the overskilled employee. Entry-level assessment wili be

connected to career advisement.

lf as this forecast suggests, the present cm serve as a prologue to

tutional suppori and student success models. Most colleges now usmg
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assesstiient systems are noting that a majority of their students are more
successful than they were five years ago, whatever the assessment model
utilized. Clearly, assessment influences student success, and it has led to

the deVeIOpmem of a new partnershlp between msutuuohs and students:

We know more about critical skills competencies, we use this mformaqon

to improve success in learning and teaching; and we are becoming increas-
ingly successful in teaching and learning:
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6bmmuﬁity 'cbiieges fa'ce a new thdiiéﬁgé 0 prbvz‘dé

students.

and the Developmental
Education Program

Bonnie J. Young; Bonnie L. Staebler

The years between 1975 and 1985 can be described as a decade of dignity

for learning-disabled students: In 1975, Congress passed the Education for

All Handicapped €hildren Act; in 1977; the regulauons for Section 504 of

tne Vocational Rehabilitation Act were 51gned and in 1981; the Rehabili-
tation Services added learning disabilities to its list of recognized handi-
caps. According to the U.S. Department of Education, the number of
learning-disabled students identified between the years 1976 and 1984
increased by 127 peroem In fact; according to the U.S. General Accounting
Office; nearly two million school-age students were provided with special
education under the learning-disabled category in 1981 (National Infor-
mation Center for Handicapped Children and Youth; 1985). Many students
within this group are seekmg further educational opportunities in devel-
opmental education programs at the community college level. .

A survey by the Voaational Committee of the Association for Chil-
dren and Adults with Learning Disabilities (Association for Children and
Adults with Learning_Disabilities; 1982) revealed that 14 percent of the
adult learning-disabled population had tried a two-year or four-year col-
lege; 32 percent were currently in college; 4 percent had graduated from a
K M Khrcnal (c&) TeachmglheDaprmmlal Hi&&h&u Stu&nl. am
New Directions for Community Colleges. no. 57. San Francisco: Jossey- Em. Spn MR 1987. 49
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junior college, 9 percent had earned a bachelor’s degree; and 8 percent had

earned or were earning a postgraduate degree. The influx of learning-

disabled adults into the college settmg documented by these figures has

created a need for additional services.
o In "1"978:}7,”37 §ttt‘yez Qf Lﬁﬁ California community colleges (Ostertag and
Baker, 1984) revealed that more than 80 percent of the colieges had formal

programs for learning-disabled students; another 12 percent provided infor-

mal services: Methods for meetmg the needs of this population included
special classes; tutorial support; counseling, and other auxiliary services.
Individual Education Plans (IEPs) were maintained on more than 9i | percent
of the learning disabled who received services from formal prcgrams.
Community colleges are particularly attractive to the izarning-dis-
abled adult because they usually provide testing and carzer counseling;

tutoring in basic sub]ects, adult education_and GED txdnung, hberal arts

and vocational assessment and Qccupauonal progrzins. These aervtces haye
always been available. The challenge today is o adapt them: to the needs
of learning-disabled students. Consequently, rommunity college faculty
are asking three questions: Who are the lezrning-disabled students? What
kinds of services should be provided? and Wtat informational resotirces
are available?

Who Are the I,eéiiiiiig Disabled?

The term leammg dzsobzlzty caie 1"1to use m the early 19605 Pre-

blm,dnfess,fanq pexcephml handzcap were used to descnbe the p(oblem In
1968, the National Advisory Commiitee on Handicapped Children devel-
ped a definition that was la.=r inci.ded in Public Law 94-142. The defi-
nition described a learning d::-hility “‘as a disorder in one or more ofr the
basic psychological processes involved in understanding or in using lan-
guage, spoken or writteni, Which may mariifest itself in an imjperfect ability
to hsten, thmk speak read wr1te, spell or do mathematlcal calculatlons
rﬁinirﬁal brain dycfunctlon, dyslexta, and developmemal aphasm The
termn does not include children who have learning problems which are
primarily the result of visual, hearmg, or motor handicaps, of mental
retardation, of emotional disturbance, environmerntal, cultural; or eco-
nomic disadvaritage” (Kitk, 1968, p. 84). This definition had legal status
since it was included in P.L. 94-142 and in the laws and regulation of
most states.
Another defm1t1on was developed by the National jomt Committee

for Learning Disabilities (NJCLD) in 1981. The NJCLD was comprised
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of 'ré;’j’résétiiztivés from the American. ép*ee'ciiiaﬁguage’iiaﬁﬁng Associ-

nauonal, Readmg Asspc;auon (IRA) and ,the Orton Dyslex1a Socrety The
new definition stated that learning disabilities was a generic term that
réﬁﬁéd tb a hete'rbge'riebiis group bf dis'o"rde'rs m’aﬁifes;ted by significam

the individual, and they were presumed to be due to dysfuncuon of the
central nervous system. “Even though a learning dlsablhty may occur
coricomitantly with other handicapping conditions {for example, sensory
impaifiieiit, mental retardation, social and emouonal disturbance) or envi-
ronmental influences (for example, eultuxal dlfferences, 1nsuff1c1em/map-
pr0prlate mstrufnon, psychogemc factors) it 1s not the dll‘EC[ result of

1981, p. 336) Under this definition, the emphasrs moved from smgle dis-

orders to heterogeneous groups of dlsorders This action emphasized the

absolutely critical need for careful diagnosis to determine the nature of the

disability. The category was so broad that effective treatment was Impossi-

ble without accurate diagnosis:
The new definition recognized the broad basis for a learning dis-

ability, but it did not emphasize the lasting nature of the disability. It was

not until 1984 that the Association for Children and Adults with Learning

Disabilities passed a resolution recognizing that learning disability did

not drsappear once a student left public school: According to that resolu-

tion, specific learmng disabilities were a chronic condition of presurried

neurological origin that selectively interfered with the develnpment, inte-

gration, and demonstration of verbal and nonverbal abilities. Specific learn-

ing disabilities exist as a distinct handicapping condition in the presence

of average o superior mtelhgence, adequate sensory and motor systems;

and adequate learning opportunmities. The condition varies in its manifes-

tations and in the degree of severity. It can affect self-esteem; education;

vocation, socialization, and daily living activities (Association for Children

and ZAdults with Eeaming Disabilities; 1984). This resolution provided a

definition of the term learning disabilities that stressed the potential of the

dlsabllny for affectmg people throughout their lives. It helped to create a

momentum across the nation. Increasing numbers of leammg -disabled

students began to attend community college. Selected organizations and

self-help | groups came into being: And; community college faculties began

askmg questions about treatment that required an understanding of the

various subcategories of learning disabilities.

in app]ymg the various definitions of learning dlsabrlmes at the

public school level; school district personnel have typically held fast to
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two elements withotit the various submtegorles First, there must be a
discreparicy betweeii iiitelligeiice and achievemernt; second, there must be
low performance in a basic skill area, such as readmg, mathematlcs, or
written language However, public school officials have been reluctant to

establish restrictive eligibility criteria. Research has repeatedly pointed out

that many studenits identified as learning disabled do not exhibit the char-
dcteristics specified under P.L. 94-142 (Shepard Smith; and Vojir; 1983;

Algonzine and Ysseldyke, 1983) In fact, Algoume and Ysseldyke (1983)

reported that as many ds sixty different definitions or criteria were used in

identifying the learning disabled: The guldehnes established in 1984 by

the National Task Force on Identrfymg Learning Bxsabled included the

recommendation that basic psychologuzl processing deficits should be

used as an indicator for the determination of eligibility (Chalfant; 1985).

The International Academy for Research in Learning Disabilities (Keogh,

Major-Kingsley, Omori-Gordon, and Reid, 1982) identified eight process

deficit areas: Activity level refers to hypoactive or hyperactive levels of

activity, such as facing away or acting out. Attention refers to the ability to

focus on a task over a period of time: Attentional deficits are often asso-

ciated with distractibility. Auditory perception refers to the understanding

of mformatron that is heard: Auditory perception includes such compo-

nents as audrtory disaimination, blendmg, and listening comprehension.

Fme motor coordination refers to the use of the small muscles with visual

perceptron in such activities as handwrltrng, copylng, and drawing. Gross

motor coordination refers to the use of large muscle groups. Such activities

as jumping, running; and throwing are examples of gross motor abilities.

Memory refers to the ability to store and retrieve information. Short- and

long-term memory, free recall; sequencing; and incidental learning are all

examples of memory abilities. Oral language refers to the comprehension

and production of verbal material. Vocabulary, semantics, and syntax are
common oral language processes Visual perception relers to the ability to
understand information that is seen. Visual perception includes such com-

ponents as matchlng, dlscnmlnatlon, and spat1al relatrons

did much for the field of learning disabilities. By recognizing the corm-
ponents of learning disabilities across national cultutss, its work made
research in learning disabilities i'niii:h i'nbre Easible Fdr éxaiﬁple Lybn

disabilities and readmg 1nstruct10n Hls research 1ncl1cated that certaln
reading 1nstmct10nal approaches may be beneficial for certain subtypes

With all the complexmes in the field of learnmg disabilities, it
becomes imperative for community college faculty to set their own poltcy,
criteria; and procedures regarding the identification of the learning-dis-
abled student.
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What Services Should Be Provided?

As already noted; community colleges have many services already
in place that can be extended to learning-disabled students. The majority
of the extension must occur within the developmental ediication prograr.
For example, most community colleges provide academic skill testing
ﬂii‘biigh ﬂiéii déiiélbjjiﬁéﬁizil Ediitzii.ibﬁ ptbgi‘éiﬁ Thé ésséssiﬁéﬁt that s'uch

and 1nd1v1duahzed process tesung
Assessmient. Individualized skill tes'tmg should include norm-refer-

éjiCed,achleyement tests, such as the Woodcock Reading Mastery Tests
(Woodcock 1981Léh"d the Keiriia’th' Diégﬁbsti'c Aﬁthﬁietii: Test (Cori'ri'o'lly,

1ncluded The Br;ganceilnvento,ry of Essemlal Skllls (Brrlgancer 1981)
includes useful subtests that can be used to assess basic sight vocabulary,
f'u'ri'ctib'riél math skills 'r'riép"r’eédiﬁg skills a’n’d 'r'eadin'g 'cbmp'r'ehensibn

studem in spec1f1c courses. For example if the studem is experiericing
difficulty with a personal finance class, the curriculum of the course can
be used to develop test itermns.

Process areas must also be assessed Typlcally, assessment of process
areas includes leariing styles; input channels, such as auditory and visual
perceptmn, and output channels, such as written expression; oral expres-
sion, or fme motor skllls Formal and mformal measures can be applied:

and the Cognmve Style Imerest Inventory (Hill, 1971).

Audnory and visual perception can be formally assessed by the
Detroit Tests of Learmng Apmude (Hammlll 1985), the Audltory Dis-
crimination Test Revised (Weprnan, 1975), the Visual Discrimination Test

{Wepiian, 19763) the Visual Memory Test (Wepman, 1976b) the Benton

Visual Retention Test (Benton, 1956), and the Goldman-Fristoe-Woodcock

Audnory Test Battery (Goldman, Fnstoe and Woodcock,; 1974). In addi-

tion, administration and examination of several subtests on the Wechsler

Adult Imelhgence Scale, Revised (Wechsler, 1981) can yield supportive

documematmn For example a student who is having difficalty with audi-

tory memoiy may find it partmularly difficalt to score well on the digit

span or arithmetic subtests Conversely, a student who is havmg chfflculty

with visual perception may find it partmularly difficult to score well on

the block design or object assembly subtests.

Although it is relatively difficult to substantiate informal methods

of assessing a student’s learning style and perceptual processc:; the experi-

enced dlagnosuman can glean much from observational data. Watching

how a student goes about a certain task: asking a student how a particular
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;BEBBleE is being solved; or becoming particularly involved in the teach-
ing- learmng situation constantly yields information helpful to the diag-
nostic process. Lerner (1976) points out that diagnosis must be_constantly
updated by data derived from the treatment 1mplemented Such informa-

tors should use such knowledge in de51gmng instructional technlques It
is not recommended that they spend anv time trying to remediate basic
psychological processes in adults. .

In addmon to the 1nput channels a student s output channels such

assessed if the student has been expenencmg dlfflgullyrln 7these areas. For-
mal assessment in written expression car use the Test of Written Language
{Hammill and,La:sen 1978) or the Test of ertten Spelhng (Larsen and

tasl; spec1£1c evaluatlon For example for the student who is experiericing
difficulty in writing a research paper, it is appropriate to analyze the stu-
deni’s writifig style or the paper’s striicture to determine where the stu-
dent’s learmng process is breaklng down

tive vocabulary Another useful formal measure is the mean length of the
student’s utterances. Llstenlng to the Student the dJagnosucmn can also

Judge the complexlty of the student s seritence structure, the student’s use
of modifiers, and the student s concept level in oral language

Fmally, fine motor response can be examined 1nformally Is the

student’s cursive writing legible? Can the student use a typewriter or a
word processor effecuvely? o -
Tatoring. Tutoring is another area of service that needs to be

extended within developmental education programs. In the past, tutoring

has consisted basically of helping the student to understand the matenal

in a textbook, helping the student to finish an assignment for class; or

both: However, if the student has a diagnosed perceptual leaming disabil-

ity, the tutor may need to present the material in ways that will maximize

the student’s learning strengths while minimizing the student’s learning

weaknesses. For example;, a demonstration of the concept to be learned

may be more effective than a discussion of the concept. That is; the student

who assembles a piza follow1ng the principles of division of labor may
come to understand the concept far better than the student who merely
discusses it with a tutor.

New Instructional Strategies. Remedial instruction is the third area
of service that needs to be extended within developmental education pro-
grams. At present; remedial instruction often occurs in large groups; and
it is scheduled and assigned by functional level. The teacher’s only knowl-
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edge of the student’s ability is a grade level for the basic skills being taught.
Now; the teacher will be given assessment information specific to. each
student regarding how the student learns; how the student processes infor-
mation; and how the skill can best be taught. Remedial teaching requires
individual or small-group instruction. The use of peer tutors and commu-
nity volunteers helps to reduce the demands on the instructor.

As an altemanve to the remedul approach taken by most develop-
1mplememed for adulg lcammg-d;sablgd studems Allcy and Deshlg‘.r {1979)
pointed out that teaching a student how to learn is perhaps of greater
value than teachirig a student what to learn. The instructional strategy
approach is characterized by teaching the student to cope with the learning
environment in new ways. For example, a student might ask an instructor
to accept a photo essay rather than a written essay as a means for dermion-
strating that lear'rii'rig has occurred. Teaching a student how to perform a
task analysis is another example.

Independent Living Skills. Another area that must be added to any
developmemal program for the adult learning- dlsabled student is assis-
tarice with ir.dependent living skills. Living skills, such as readmg bus
schedules, shopping, preparing meals, and managing rmoney, fiust not be
taken for granted. Leammg-dxsabled studems do not always generahze
skills learned in one setting to other settings in whxch the same skills are
requxred An overview of the problems of transition from school to work
is highlighted by Smith-Davis (1983). A program called Project Independ-
ence was developed to provxde a daily lxvmg skill curriculum: It was first

implemented in 1983 by the New York Association for Children and

Adults with Learning Disabilities (New York Association for Children

and Adults with Leaming Disabilities, 1983).

Advocacy. Advocacy for the student with other faculty is the fifth

area that must be extended within the developmental educanon program:

The information about how a particular student learns must be made

available to other faculty and developed on the basis of recommendations

regarding instructional practices: Several methods for accomplishing this

task can be explored. For example; the developmental education faculty
member who assesses the student can give the assessment to the guidance
counselor; who can then advocate on behalf of the student with other
faculty. The developmental education faculty member can act directly with
other faculty members on the student’s behalf. And last; the developmental
education faculty member can share the information with the student and
teach the student how to advocate on his or her own behalf.

Advising. The faculty member who assumes the role of advocate
must work tleély with the Siiidéiits academic adviser. According to Man-

that the student takes in 2 term, control the dlfhculty of the course load

R2-.
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consider the frequency and length of course settings, consider who is teach-
ing a course; corsider the instructional techniques used, encourage the
student to prepare for courses in advarice, and contract with the student in
regard to attendance and prodiictivity. The contract can include an agree-
ment to attend classes regulaily, to coiiferenice with the professor if the
student receives a grade of C or lower, to study on a daily basis; and to
meet all course requirements. S

Career Counseling. Not only must services be extended within the

developmental ediication progiaim, they must also be extended to other
departments, such as the counseling department, the vocational education
department, and the adult education department. First, changes can be

initiated in the counseling department, the vocational education depart-
ment, or both. The counselor or vocational education teacher who
becomes aware of a student’s learning strengths and weaknesses may make
very different career recommendations than the counselor or teacher who
does not possess siich information: Careers and occupations must be ana-

lyzed for task requirements in order to determine whether the learning-
disabled stiident can be successful on the job: For example, the learning-
disabled student who cannot process information auditorily may not be
siiccessfiil as a telephone receptionist. Or, the student who lacks spatial
orientation abilities is likely to find the job of mapmaker very difficult.

" Social Skills Training. Finally, the counselor or vocational educator
who works with a learning-disabled student must understand that such a
student often lacks the ability to make fine distinctions socially. For exam-
ple, learning-disabled students may not have a good grasp of a job situa-
tion because they interpret idiomatic expressions literally. They may not
understand hidden agendas or read body language or facial expressions
accurately. This is not to imply that they will not be successful on the job
but that they may need assistance in developing successful interpersonal
relationships on the job: Eourses providing such assistance to learning-
disabled community college students have already been developed. For

example; the Minnesota Association for Children and Adults with Learn-
ing Disabilities (1984) has developed a ten- to fifteen-hour course entitled

“Good for Me” that helps students to establish the social skills needed for
success on the job. The University of Kansas (1981) developed the ASSET
program. This social program ior adolescents consists of videocassettes
and a leader’s guide aimed at helping students to improve their social
skills: Role playing is a critical component of this program.

The second department that must institute change if the leaming-

disabled student is to be served appropriately is the adult education depart-

ment. Unfortunately; many learning-disabled students do not finish trad-
itional high school programs. They opt, instead, for GED programs.
Therefore, GED instructors must be aware of the educational, social, and

emotional needs of learning-disabled students. It is a tragic mistake to

3
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assume that all students who seck a GED program merely need remedial

instruction: Repetition and reduced rate of learning are not the most
appropriate techniques fox the learning-disabled student. Such techmques
often lead to resentment, because they foster the development of poor

self-image.

What Information Resources Are Available?
_ The third question of vital importance to faculty who work with

learning-disabled adults is where to get help: A list of organizations, pub-

lications; and some community college programs may be beneficial.
_ Organizations. These organizations can provide support services to

learning-disabled adults and information for the public:
LAUNCH, Inc. -
The Coalition of Learning Disabled Adults
Special Education Department
East Texas State University

Binnion Hall, Room 221

Comimnerce, Texas 75428-1907

{214) 886-5932

Association of Learning Disabled Adults
P.O. Box 9722, Friendship Station
Washington, D.C. 20016

Council for Learning Disabilities CEC

Department of Special Education
University of Kentucky
Louisville, Kentucky 46292

Information Center for Individuals with Disabilities
20 Park Plaza, Room 330

Boston, Massachusetts 02116

(617) 727-5540

National Network of Learning Disabled Adults
P.O. Box 3130
Richardson; Texas; 75080

frﬁé Puzzle People

122 Belvedere Drive = =~
Mill Valley, California 94941
(415) 388-4236

T
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Time Out to En]oy inc:

114 Garfield Street

Oak Park; filinois 60364
(812) 358-9017

éibs'e'r i..'o"o'i( ‘i.e:i'm'iﬁg Disabled Teen Line

(800) 522-3458

Publications. Several publications provide current information

about learning disabilities; funding resources; and services: The Associa-

tion of Handlcapped Student Services Programs in Postsecondary Educa-

tion publishes an Annotated Bibliography of Services and Auxiliary Aids:

Address requests to Ms. Sherry Robinson; Chairperson, Communication
Committee, AHSSPPE,; 12000 S.W. 49th Street; Portland, Oregon 47219;
(503)_ 244'6111 Ei:t 1339, P'rbjé'ctrrFIEATH (Highéi Education éﬁd the

Dupom, Circle, N.W,; Washlngton, D.C. 20036; (202) 835-4707. Campus
Abbé&.i‘ fdi‘ Lé&ﬁiiﬁg Di&&bléd Slildéﬁi&‘ by B:ii‘bai’éi Si:liéibéi‘ éﬁd ]ééﬁﬁé

abled, by,Dlane M. Ridenous 7and ;]ane ;]ohnston For more mformauon,
contact the organization at thie address given in the preceding section.

$2 50 prepald fx:qrt) the Assoaatmn for Ch11dren and Adults wnh Leéfﬁiﬁg
Disabilities, 4156 Library Road, Pittsburgh, Pennsvlvania 15234. o
Postsecondary Programs. The reader should also be aware of the
many ERIC documients and jouriial articles that describe two-year college
p"r’o”g'ré'ms fo"r IEQ'r'riitig’diéébled §tiidétit§ _The ERIC détzi bziSE includes

(Bergman, 1978); San Dlego Mesa C nllege, Cahforma (Anderson and oth-
ers, 1981); Ventura College Caufomm (Barsch, i980j); and West Valley
CUllege Cahforma (Tuscher and otizers, 1977). AdJitional ERIC docu-
ments on related topics ~re rited in ¢ iapter Nine of this voluiiie.

.
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Conclusicn

This chapter has addressed the issue of serving tiie needs of the

adult learning-disabled population within the community college setting.

Such students TeprIesent a new challenge for dex}elopmental educanon pro-

grams across the nation: Although the challenge is great; the promxse is
greater still. Lawrence, Kem, and Henson (1982 p 164) perhaps say it

best: “Give the disabled access to colleges and umversmes, and they will

match the nondisabled in their performance; progress; and promise.”
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Because the new generation of students has diverse needs,

reading should be taught in many ways.

Reading and
Developmental Education

The community college student needs to be able not only to read text-

books and manuals but, more important; to know how to study and
remember their content. An increasing number of community college
students do niot have these necessary reading or study skills. Older adult
students are «ntering community college without high school diplomas
due to open-door policies (Carnegie Commission on Higher Eucation,
1970). Some of these students have acquired excellent reading and study
skills, others have only sup¢ificial skills, and still others are unable to
read even simple materials ‘" '.:rvis and Niles; 1984). It has been estimated
that more than 50 percent of all students entering community colleges
read below the eighth-grade level and that 20 to 35 percent read at or
numbers of adults entering community colleges can be classified as illit-
erace. Th= authors of a report on the study of literacy development in
.-y_colleges define literacy as “the ability to perform reading,
writing; »=i<! figuring tasks consonant with the expectations and needs of
the ind.viduai” {Roueche and Comstock, 1981, p. vJ. A large percentage
of students :

te resclo.

.M. Ahrendt i\.L). Teaching the Developmental Education Student. _ _ P
New Directions for Community Colleges, no. 57. San Francisco: Jouey-Rass, So.ing 1587, a7
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Formal Testing and School Records

‘Formal testing is not  reliable way of determining the abilities of

adult students: Standardized reading tests do not measure the abilities of
adult students because the results of these tests depend on speed, reading
ability; acculturation; and other extraneous factors; such as anx1ety level
(Cross; 1981). Critics of formal testing say that the short reading passages
and isolated vocabulary words found in most testing instruments are not
an adequate test oi reading ability (Trillin and Associates; 1980). School
records; mcludmg hrgh school grades, say nothing about the difficulty of
that educatior: or any additional maturation or experience that the student
has acquired in society and the world of work. With an expanded curricu-
lum of nontraditional courses and possible grade inflation, reading ability
can no longer be assumed even when the student’s grade point average is
high, In addition, many industries sponsor training and specialized classes
for their employees. These classes often do not carry credit; but they do
provide additional skills, experience; and confidence. Discovering the
strengths and weaknesses of students and meeting their needs is the respon-
sibility of all community college instructors.

Informal Evaluation and Studeni Discovery

Wdrkiﬁg tbgei.hei‘, teét:hei‘ﬁ éﬁd §tudeht§ Cﬁﬁ diéi:bvei‘ Weékﬁeﬁéeé iﬁ

m,adequacy, Several acuvmes can be used with llttle effort and great reward.
These activities provide the teacher with an indication of a student’s ability
to succeed with the reading material used in the classroom. One such activity
involves the Content Reading Inventory (Readence, Bean, and Baldwin,
1985). This inventory has three sections. Section one informally tests the
student’s ability o kriow 4nd use the aids in a textbook and in the library.
The iise of siich internal aids as a glossary, mdex, and t ble of conterts and
of stich externial aids as itie Reader’s Guide, the card catalogue, and erncyclo-
pedlas is tested. Secuon two indicates the student’s ability to deal with
specialized and technical vocabulary. Section three examines the student’s
ability to understand the author’s orgamzauonal structure as well as lmphcn
and exphcn text information. This activity can reveal studems specific
strengt.hs and weaknesses wiih all t.he reading material used in a course:
Another informal assessiment activity involves zhe cloze procedure
The cloze procedure is easy to prepare and admmlster in the classroom,

and it provides a written and scored record of a studem ] ablhty to deal

with specxflc readmg material: In the cloze procedure, a 250- to 300-word

passage is selectcd from the begmmng of the text: After the first twenty-

five words, every fifth word is deleted until fifty words have been deleted:

No words are deleted from the rest of the pzssage. Students then fill in the
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blanks left by the deleted words. Only exact replacements are counted as

correct. Students who are able to replace between 40 and 60 percent of the

words correctly indicate that they will be able to read and understand the
text. Students who score below 40 percent correct may find the text or
reading material too difficult: Students who score above 60 percent correct
may find the text too easy. This assessment activity encourages students to
predict word meanings: It also enables instructors to plan instruction based
on students’ reading levels; either by choosing additional reading material

that is more challenging or by providing study aids in the classroom (Rea-
dence; Bean, and Baldwin; 1985). The cloze procedure should not be
assumed to be directly associated with comprehension. Use of the cloze
procedure to assess comprehension depends on the reader’s purpose, the
demands of the text; and the instructor’s fcllow-up during and after a
cloze activity (Tierney, Readence, and Dishaer, 1985). The maze technique
is another option for estimating a student’s reading skills. This technique

differs from the cloze procedure by c/ering three choices for each blank

space in the reading passage. These two activities provide the teachier with

irformation not only about the studeit but also aboiit the value of the

textbook or reading materials (Vacca ~ad Vacca, ' 86). In addition, by
using material from later chapters, thes dctiviti= can be used as classroom
activities to encourage prediction. [k« -. is very ir'tle research that supports
the use of the cloze procedure either . « ic.tirug or for ibe development of

comprehension (Tiemney, Readence, 1ud Dishuiier, 1985). , )
Whatever the etiology of poor . .« it skills, it is necessary fo~ com-
munity college and developm:ental educiticn teachers o help students ro
see the connection between good <iiidy skills and success in learning: If a
stadent is not a successful learnei becaus= he or she lacks study skils, the
student needs to have access to strategies that wil? focus his or her aitenticn

on selected aspects of text, provide a format fc1 organizing text, and faci:-

jtate his or her attempts to practice and use the materials of a specific
content area. Formula techniques for studying, such as Robinson’s SQ3R;

help students to understand that effective studying is a pjimﬁé& process;
SQSR stands for survey, question, read, vecite, and review. The student can
use these words as ciies to remember study techniques: First, the student
skims over the iext or reading material. Then, the student turns the head-
ings into questions. Next, the student reads the assigned material and

looks for the answers to the questions. Finally, the student reviews the
questions and answers that he or she has written down (Askov and Kamm,
1982). There are several other formula techniques for studying; including

REAP (iead, encode, annotate, and ponder) (Tierney, Readence, and

Dishner, 1985) and OK5R (overview, key ideas, read, record, recite, review,
and reflect) (Pauk, 1974). Formula techniques need explanation and prac-

tice in order for students to appreciate how they can be useful when read-
ing and learning content material:
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1deas and the suppornng detalls can be an'anged in the traditional manner;
wlth,Roman numerals used for the rain iZeas and letters for the suppdrt-

answers to the, quest;ons Who? What? When? Where? How? and Why? on
lines that angle off from the horizontal. Free-form outlines—placing the
most important concept in a circle in the middle of the paper and the
supporting ideas in circles around the main circle—are another way of
hav1ng the student thmk about the materlal that is belng read and organize

ing can also help studerits to see whether ,they understand what theyz read.
In the summary writing strategy, the student reads a paragraph and then
writes a seriterice that paraphrases its content. The resulting notes can be
used to review the materials. Graphic organizers and visual reading guides
(VRGs) are other means of helping developmental education students to
see the organization of textual material graphically.

Text Orgamzanon

_ The organization of a content area textbook can best oc perceived

and explained by content area instructors. They have the expertise to antic-

ipate the unfamiliar concepts and terms and the particular style of writing

found in content area textbooks. Therefore; the content area instructor can

enable students to find meaning in their readlng by heipxng them to find
order and structure. Order and structure can be seen in the basic patterns
of organization in a textbook. According to Vacca and Vacca (1986); there
are five predominant patterns of organization: time order, enumeration,
problem-solution, compare-and-contrast; and cause and effect. These pat-

terns are found in most texts and other content area readJng materials.
The 1nstructor can 1dent1fy them 1n an overv1ew of the text at the begln-

can be,taught by show1ng students how to use. textbook glossanes, indexes,
and tables of contents as well as specialized handbooks; workbooks; and
techrical dictionaries. Having content area-specific reference books in the
classroom and using them gives students practice in looking for meaning
1 other sources. Worklng with maps and charts in class teaches students
the skills that they need in order to use those aids when they are included
in reading material.

Reading and Comprehension

The information that the student learns in the classroom is more

meanlngful than the sterile material that often is presented ina readlng or

de' “lopmental education class: Students at the community college level
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are in a classroom to leam sub]ect matter that will help them in their

work, give them enjoyment, or enable them to continue their education,

not, like younger students, to take courses that they consider valueless.

The textbook and readmg materials used in subject matter classes are writ-

ten to prov1de these adult learners with information: The reading material

is a tool for leammg only if the student is able to find the meaning in it.

The instructor is the most important factor in helpmg the adult learner

(Ahrendt, 1975). The instructor can help students to use their past experi-

ences to uncerstand the material in the text. Brainstorming in class to

discover the “1aterial that students already know and connecting the new

matenal encountered in texts and lectures to the student’s own schema are

two classrocm strategies that can be used to help students find meaning

in their text by relating known; past experiences and learning to the

unknown and unfamiliar:

Another strategy for developmg comprehension is to Lranslate

Blc:rar's six levels of learning into teacher objectives that can be used to

G snon students about what they learn from their reading. These ques-

s can be presented in the form of a study guide distributed before the

re«dmg, or they can be used aq dlscussmn quesuons afterward m class.

three-level study guides. Encourag-mg students i ask these dlfférem levels

of questions as they read helps to increase their learning and understand-

ing of the author’s meaning.

In his bcuy Reading Without Nonsense, Smith (1978 p- 85)
describes the pr :ess of reading as predjcnng what the author’s message is
irom what is al c.dy k. »n: “Prediction is askmg questions, and com-

prehension is getting je,e q‘nesnons mswered Smnh belleves !hat each
studem has a thecry OL =

asks questions; he or sh,e should §Lructure the quesnons SO as to help stu-
dents tc bridge the gap between the known and the unknown and so as to
héljj théi'ii fit What they téad iﬁtb théi'r th"ebi'y 6i p’e'ri:ep'ti'o'ﬁ bf the Wbrld

Linguistic ‘spproach
i_iﬁguists étiin a iaﬁguége ir1 order to exp’iai'ri how it works, How

parts. The phonologlcal pait is how the language is put into sounds the
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symacuc part 1s how these sounds; as words; are formed into sentences;

and the semantic part is how meanings are attached to these words. Simple

sentences or phrases are the “kemel of basic sentences (simple; declarative;

active, with no complex verb or noun phrases), deriving all other sentences

from these (more properly from the strings that underlie them)” (Chomsky,

1975; p. 166). By understanding the linguist’s theory of the relationships

of standard English to dialects, norms, and dev1auons, educators can put

differences in English into proper perspective as variations within a lan-

guage. When the instructor knows the correspondences between grapheme

(the written sound) and phoneme (the spoken sound); he or she can help

the student with a nonstandard background in English t. understand the
code for standard English; that is; to see the differences and similarities
(Goodman and Flermng, 1968) “Goodman defines readmg as a process of

selecting graphic cues that signal meaning; much as hstenlng is a process

of selecting audltory cues for meaning” (Hittleman, 1978, p. 72). Readmg
aloud from the text erables the student with nonstandard English to hear
the differences in language and to match the language that he or she hears
with the language that he or she sees. Smith (1978; p. 159) summarizes the
pnnc1ple succ1nctly “People from different geographical regions of the
country may speak quite differently, but this does not prevent them from
comprehendlng the same nauonal magazmes and the same telev151on pro-
many dlalects .

, In the llngmsuc model of readmg, readmg is part of language lean‘l
ing. In iunguage leaming, speech is prior to reading, and reading is prior
to writing—‘'not only historically but also genencally and logically”
(Bolinger and Sears; 1981, p. 274). “Language is learned in the context of
its use. Word meanings are built in relationship to concepts; language
facnhtatec _learning;, but it is the conceptual development tha; creates the

Nllcs, 1984 P ,,111) 7F1]ms, f;eld,ulps, and other ,dxscovery acuvmes are all
vv;i'ys of p’r'o'vidirig the eiqie'rieriii:'ir background that students need in order

be,recogmz,ed byﬁ the words arou’ndr them by the ideas or concepts that are
being explained ifi the text. Technical words are often italicized and
defined in context in a textbook. Students need to have such signals in the
text pomted out to them so that they wn make sense of their reading. By
1neructor can riiake the material in the text easier to understand A princi-
ple of effective vocabulary instriction is to provide c direct instruction for
technical words as well as for other potentially troublesome vocabulary in
all content areas.
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Fmally, if informal testmg and observation lndlcate that the adult

student lacks the basu: skills needed to »nderstand the reading material

(phoneucs basic word recogmnon, and sunple comprehension); the com-

munity college instructor can provi - direction and aid by finding

resources that will help that adult learner to succeed. An atmosphere of

worklng together toward success can ward off a sense of failure. As stu-

dents discover that they need skill in reading in ord=: to seach their goals,

they become motivated to learn: Where does th: instructor go to find the
necessary help for students? Help has traditionally been available through

special classroom presentations; ad]unct classes; remedial reading or Eng-

lish courses, tutoring; and learning resource centers. In addition to these

resources, the instructor can use special presen:ations in class to reinforce

basic decoding skills: For example; vocabulary can be taught by explain-

ing preflxes and suffixes that are common_ in the content area. Adjunct

classes can be formed to provide specialized help and materials. Students

can also be directed to remedial reading and English courses. However,

these courses often use material that students do not use in real life and

that sometimes repeat the situations that have caused failure. Ledrnifig

resource centers and prlvate tutoring in reading clinics have had some
favorabte results: However, more research and evaluation rieed to be done

before we can be sure that this is the best method of teaching basic
reading skills (Boylan; 1983). The instructor needs to understand the

options that students have and then work with the students who need

help in reading. The high-risk student who enrolls in a remedial or

developmental education program learns the skills that he or she fee‘s are

important. Dl‘Opplng out to find a job is not an indication that the

student or the program has been a failure; rather, it is an indication of

success:

Workshops or presentatlons at faculty meetings can prov1de 1nstruc-
tors with the rmntivation and information that they need in order to teach
content- spec1f1c reading and study skills. Time should be set aside in every
course to help tlie student review and practice reading and study skills:
Instructors can also ~arniine various methods of testing the probable level
of difficulty of the reading materials. For example, a readability formula

can be used to estimate the difficulty that students may have in reading a

particular text. Workshops can keep instructors up to date on services that

are available for students who are having trouble reading the material

required for a class. Students need to be miotivated and taught the skills

that they need in order to read and study effectively in an area that is safe

from failure (Macrorie, 1984). Macrorie cites examples of teachers who

“enable” their students to learn in an atmosphere that encourages them to

achieve without the fear of failtie. Students need to read, to learn to read:

Instructors need to provide the direction that students need in order to
understand the reading materials used in class.
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Future Needs and Faalities

Ther many changes that are occumng in technology emphastze that
adults need to be hfelong learners. Tlie community college can meet the
needs of the majority of these returiing students by providing an atmos-
phere of failure-proof and humiliation-proof learning. For example;
classes can be graded with the words completed satisfactorily when the
student meets the instructor’s criteria for passing. If the student is not able
to i:omjjlete a class satisfai:torily, then he or she should have no record of
that is erased from the record after a year if the work is not brought up to
the instructor’s standards or replaced with the course added to the student’s
list of satisfactorily completed courses. If the student is underprepared;
there should be a nonthreatening place in which the student can receive
help. Grande Prairie Regional College conducted a study of student skill
levels and remediation needs {Stonehocker, 1985). After studying and visit-
ing eleven other postsecondary institutions, the people who conducted the
study recommended a skill center to help in solving student problems.

1 recommend that the skill center be part of a library. If the skill
center is p’hysi’cailly connected with a library, it becomes a reading aid ju’st

,that,ena,b,le students to evaluate thelr own skills should also be avafllable
So should programs that teach students how to use the computer keyboard.

Assessment of students’ skills should be no more threatening to
them than taking a blood pressure test in a drugstore. No one except the
student should know what skills the student needs to work on or what
SRillS the studem is Wbi‘kiﬁg 6n in the §kill Center The §ii.idéﬁi S *ééli133
tional matenals that are avatlable

Interactive video could provrdc a varlety of experlences and teach
read1ng skills (Piepmeier, 1982). Computer-assisted instruction could pre-
sent a nonthreatening series of lessons on basic reading skills in modular
form that the student could complete and grade to monit ‘r his or her own
progress. Each lesson would presefit a specific reading skill, give help in
answerlng pract1ce quest10ns, and d1rect the student to another sl’ull lesson
students i in dlfferent ways. Networks with other skill centers could become
a source of new material and strategies. With a variety of software and
readmg mstructors to answer quesuons and tutor when necessary, a variety

Faculty should take an active part in the development of v1deo
and computer programs to teach the reading skills needed in specific

'y
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content areas, such as map reading in geography and chart reading in

economics, as well as specialized vocabulary and technical word defini-

tions. Readifg departmenit faculty could supervise the production; acqui-
sition, and use of such materials, acting in an advisory capacity and
preparing or adapting programs for student use. The reading faculty
could also be available to provide tutoring on student request, lead sup-
poit groups, conduct workshops, and provide materials that described
the available services. -

~ The skill ceriter that I am describing would include a special section
for faculty. Software, including artificial intelligence programs to make
the creation of software easier, would be available for faculty. Software

that measured the readability of iexi wouid also be available; so that

instructors could type in sample passages and determine the approximate
reading level of the reading materials that they used. Teaching strategies
would also be on file. The teaching strategies software could present alter-
natives for teaching reading skills, such as presenting vocabulary by mak-
ing crossword puzzles out of vocabulary words. The instructor would type
in the words, and the program would turn them into a crossword puzzle.
Miich of this software is already available (Fadale and Winter, 1982). How-
ever, more good software is needed: Program screens can be designed with
choice branches that allow another person to write the actual nrogram.

Some programs could be written by computer students under the direction
of reading faculty. o -
Locating the skill center in the library would make it nonthreat-
ening, convenient to other reference materials; and vis.>ie and available
to a great number of students: Students could always bring library mate-
rials and books into the skill center that reading tutors could help them
to read and understand: Finally, reading staff would be present to provide
material and help students to become involved in increasing their skills,
no matter what the ievel: Students would not have to complete lessons or
choose alternative methods to learn the same skills. Further, students
could check out software;, computer programs; and even computers in the

same way that they can already check out a book. With current technol-

ogy, computers complete with monitors and disk drives are available in
easy-to-carry suitcases. Community college students could check out com-
puters and programs and work with them in the privacy of their own

homes. They could share them with other family members or friends
who were unable to attend school and who might need to review basic
reading skills: As these potential students learned how to work with the

computer and improve their reading skills, they could theii chioose to
contnue their education in a commanity college. This would give the

community college yet another opportunity to serve the community.
Reading should be taught in many ways to meet the needs of our new

generation of students.
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The current community college focus on basic con:munication,

arithmetic; and study skills for the deuelopmental education

student is insufficient. To function in modern society, all
citizens need to understand basic science concepts.

S’cien’ce and

“I didn’t take science in htgh school "
“I've never understood science.’

“I'm not good in math.”

You probably recognize these statements as typical ot college and university
majors who have had an opportiinity to express themselves on their first
day in a sc1ence course. When asked why they are takmg the cout e Lhmr
need it to graduate ”” These statements neveal a percelved lack of confidence
in the ability to sucoeed in science. If failure occurs, tlie learner probably
rationalizes that he or she knew all along that success was not pOSSlblE 7

The fear of fallure in science that is common among nonscicnce
majors is amplified for developmental leamers, who are likely to be reenter-
lng the science classroom. Developmental learners often lack basic skills
in reading, writing, and arithmetic. They may not have had the ability or

they may not hove received the instruction that would have enabled them

to cortinue with their schooling: They are not llkely to have maintained

the stiidy skﬂls that they once possessed. Now, they are reentering a world

in which they have not succeeded: Fear of failure is to be expected.

Creard,

K. M. Ahrendt (¢d.). Teaching the Developmental Education Student. -
New Directions for Community Culieges, no. 57. San Frandsco: Jossey-Bass, Spring 1987, 75
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This chapter will focus on four issues: first, the characteristics of
developmental learners that may causg them to have an abnormal amount
of difficulty in understanding science concepts; second; what research says
about learning and teaching science elfectively; third, things that can be
done to help developmental learners to succeed in regular science classes;
fourth, ways in which science instruction can be ‘ndividualized So as to
meet tne academic needs of developmental learners.

The Problem

Developrment has been defined (Houistor, 1984, p. 69) as “progression

from earller to later stages of growth or orgamzauon 1nclud1ng g‘r'adual

toward goals thatf the,1nd1v1dual perceryes as rewardmg The hlghest level in

Maslow’s hierarchy is the need for self-actualization, the need for creative

self-expression, the need to satisfy one’s curiosity, and so on.
Development of each learner 'S potentral to its fullest is w1dely held

calls for a Shlf[ to educatlon based on the development of individual
strengths She assumes that everyone is 1n need of remedlatlon in some

educatlon students at une time or another Thus, many of the recommen-
dations made in this chapter are relevanit to efforts aimed at improving

science ediication for all students.
Onie resiilt of the Great Socrety prograrms undertaken durrng the

Johnson admrnrstratron was the opening of college doors to millions of

niontraditional students who might otherwise have stayed away frorn

higher educatlon for want of ability, opportunlty, or financial resources.

Many of these so-called new students were high school dropouts who
lacked basic communication, math and study skills: Most had little under-

standrng of basic concepts in any academic area, especially science. A dis-

proportiona’ - number of these students were from disadvantaged sectors

of the populatlon blacks; Hrspanrcs, Native Americans, poor whites:

The need for remedial and developmental education programs grew

idiv as two-year colleges began to implement the open-door policy, under

which any student over eighteen years of age was admitted, whether he or

she had a hlgh school diploma or not (Sanchez; 1977). Traditional full-time

students entering COrrmumty; college directly from higli school accounted

for only 20 percent of the enrollments (Edwards; 1980). In community col-

leges it was not uncommon to find students with low ACT and SAT scores;

poor Wnnng and speaking skills; pyor self-image; diffused goals, unsuccess-

ful learning experiences; and a dlslll(e and fear of science and mathematics

(Friedlander, 1979): Studies showed that students needing remedial education
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comptised between onie-fourth and two-thirds of each entering class (Lom:
bardi, 1979). Many community colleges have responded by providing pro-
grams aimed at hielping such students to overcome deficiencies in reading,

vocabulary, writing skills, mathematics, and study skills; so that they are

riiore likely to succeed in courses in the transfer and occupational educational
programs. Few colleges provide a developmental education program in
science beyond the general education science courses that typically are
designed to meet general education req. rements for a heterogeneous group
of nonscienice majors. ““Regardless of how community college programs are
designed, they are not sequential at all for nost students who enroll in them.
A sizable majority of the students do not complete planned programs. They
drop in and out, changing majors; begin programs without completing

them. Only a small percent of the students in community colleges stay for a
second year of study” (Friedlander, 1979; p. 61).

What Characteristics of }j§i;élbijiﬁéﬁtéi Learners Cause Them

to Have Difficulty in Science?

There is increasing evidence that students who choose to study

science, mathematics; and technical subjects and who succeed in these
disciplines differ, as a group; from students who choose nonscience pro-
grams of study. Science and mathematics are typically taught at both the
high school and college level as if the student were an abstract thinker. He
or she is assumed to be able not only to understand symbols, formulas,
and abstract terms but to think about the ideal case, subsystems, and hypo-

thetical situations. These are attributes of persons at the formal operational
stage of Piaget’s cognitive development model. L
As one matures and interacts with the environment in more com-

plex ways; progression through Piaget’s four stages of cognitive devel-
opment occurs. Piaget would classify college-age students as formal
operational thinkers whose reason'ng is systematic and involves logically
complex processes. One of the tasks typically used to obtain data from

which the formal operational stage is inferred requires the subject to use

proportional reasoning, a skill that is required to succeed in the typical

science or mathematics course. - - ,
But, studies show that as many as 50 percent of < ‘e students matric-

ulating at a state university may be concrete thinkers ~t in transition
between concrete and formal thinkers (Renner and oth. - .976). Other
studies find that nearly two-thirds of the twenty-one- to th «y-year-olds or
more than one-half of the community college students perform below the
formal operational level. It is reasonable to assume that even larger pro-
portions of the studerits who drop out of science and mathematics in high
school are not formal thinkers. After a period of time out of school; an

increasing number of these predominanty nonformal thinkers are choos-
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ing to continue their_education at the community college: Thus; a
ni’smatch between college science instruction and the student’s formal
thinking ability may be a major obstacle to success in science for a srgmf—

icant proportion of college and university nonscience majors. The i impact

of this mismatch must be even greater for developmental education stu-
dents in traditional community college science courses.

Another research finding indicates that persons who prefer and have
the greatest siiccess in the huimanities_and social sciences tend to be field
dependem whlle those who prefér dnd have the greatest success m malhe-

est drffrculr in locaung embedded frgures Persons classrhed as field depen-
dent exhibit a cognitive style dominated by a perception of the prevailing
field as a whole. Field-dependent individuals are better able to perform
tasks without regard to the prevailing field.

Witken and others (1977) profiled fleld-mdependem leamers as hav-
mg greater personal autonomy and succeeding at higher levels of abstrac-
tion dominated by symbolic representation. Field-dependent learners
required higher levels of external guidarnice and tended toward lower levels
of abstraction dominated by concrete representations. The implication is

that field- dependem leamers are more apt to succeed in science if concrete

rather than abstract learning activities are provided with relatively high

levels of teacher guidance:
Martens (1976) found that field dependence occurred srgmflcamly

more often in sampla of so-called new community college studerits than in

samples of traditional students. New studerits were defiried as those scoring

below the 33rd percenule on national achrevemem tests. Traditional students

were defined as those scoring above the 67th percentile on the saine tests.

This finding tends to cor)flrm Cross'’s (1976) speculation that field- dependent

individuals may be overrepresemed by developmental education students.

Much high school and ‘college education is geared towar. ‘ielc-uidependent

learning: Wher: instruction is conducted in the analytic style typlcal of

science and mathematics, cognitive mismatch may exist between scierice

instruction and the dcvelopmental educauon student. These ficld-dependent

learners may need more explicit instructions in problem solvmg strategies

and more exact explanations of what they are to lear:: and how.

What Can Be Done in the Regular Science Classroom to Meet

the Needs of Developmental Learners?

An inspection of community college catalogue descrzpuons reveals

that; with the exception of mathematics and communications; acadernic
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departmems do not often provide courses designed for dzvelopmental edu-

cation studerits. Friedland=: (1979) found that a preparatory course in

chemrsuy was offered by 26 percent of a represemauve national sample of

community and junior colleges: Only 10 percent f tniese colleges offered

such a course in physics or mterdrscrplmary natural science Friedlander

reports that tie science curricula in these colleges ap; ared to be d1rected
tc students who were already d15posed to the sciences:

Most commumty college instructors know that many of their stu-

dents are deficient in basic mathematics and communication skills and

that they do not have good study habits and slcllls They shouid also know

that a relatively large number of these students are likely to be field-depen-

dent learners who are not at the formal operational level of cognitive

development and that these attributes are likely to affect the students’ abil-

l[y to SUCCCCd n regular scierrce courses.

How can this knowledge help the science instruc.or to meet the

needs of his or her students? First; a high priority must be placed on help-

mg the student to overcome the fear of failure. It is logical to provide

'd-dependent learners with a highly structured learning environment. A

start can be made by providing such learners with performance incicators

over relatively small segments of the textbook or unit of study. Perfor-

mance indicators are statements that describe what the student is expected
tc be able to do in order to provide evidence that he or she has met the
course ob]ecnves It fo!" - -5 that items on quizzes; tests; and exa:ninations
should be consistent - performance indicator statements.

I give students in my phvsical science course for nonscience ma]ors
chapter study guides consisting of performance indicator statements closely
correlated with textbook conteni. The study 7uides are designed to be
i'ribst Helbful to s'm'aéﬁfs Wit}i nué science baekgrbijrid th Ficp"réss a rear

submitting written responses to the study gulde 1tems for (..eth (pomts
to be used m determm ’1? the "ourse g.ade) prov1ded that the written

that level. Thus; the lower-achieving student can be rewarded for studying
the te&tbbbk tb the Ei(tEﬁt that he 6r she aﬁswe'rs the stu"dy guide "terris

prior to exammat;ons on the subject matter report th,at,upmg the 1tems
helps them to understand the maierial and that they feel better prepared
for the examinations. Students who scc.z poorly on examinations and
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rem1nded that there are thlngs that they can do 10 learn the couise content
and immprove their test scores. Conscientious students usually take the hint.
Frequent one- or iwo-itemn short quizzes on the lecture topic, with answers
provxded so that students Ca.: cue._k then unclerstandlng of key 1deas, can

scored to prov1de an external reward for stude who have attended the
lectiire 41nd been atteiitive to the extent that the ¢ correctly answered a
quiestion about the materi:! presented

The tedching of concepts is a h1gh pnonty in any college science
cotirse. We use corncepts to interpret the world that comes to us through

our serses; we use COncepts to build rules and laws and to understand

things and evernts: Studies mdxcate that simply defmmg a concept is not

enough to enable students to understard the concept. Furtheriore, exam-

ples of the concep's are essential, and 1t is best to use a fev: well-chosen

eyamplcs Examples become mcreasmgly effective as they differ in attri-

butes. As soon as students understand a concept, we shouid ask them io

dlsungmsh it from concepts with which it might be confr:sed, rspenally if

the concept belongs to a family of concepts witkin a givcn area of s*udy

An example of a famdy of concepts in astronomy is ellipse; e.lipse; epicy-

cle, and eccentric: Similarity in the appearance and spelling of these terms

tends to confuse students. Thus; distinguishing one term from zeoth.er o=

important in helping the learner to understand each term. Compam*"

and contrasting the assumptions of the heliocentric and geocentric theories

can help students to develop a better concept of each and increase the

permanence of students'’ understandlng of each theory.

DPemoistrations can be used to help all students understand many

science concepts and prov1de a variety that is essential in helpmg stucents to

maintain interest in a topic. However, some concepts; such as gene and

atom; are hypor"lenml constructs for which there are no demonstrations.
Connection wir»  servable experience is made through a chain of inference.
Yet; without th )ncepts students cannot succeed in sub]ects that depend
heavily on st eetvactions. As many observable experiences as possible
should be prc .ded «. telp students understanid abstract science concep:s.
We know that people ‘-rn at different rates and that uie students
in any class have had a vz::-iy of experiences irc » which they have
acquired various kinds of knowledge and understandi:igs. Thus, it is valid
tb’ éSSiii‘ne thét th'é Stiidénts iii ;ﬁy Si:iEiiCE CIéss féll ailb’tig é oontinijijin iﬁ

mg w1th concrete expenences should be helpful to all let. ner~ For the

operatloual level of cogmtlve development, stich a review is essential.

RS
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it is critical that teachers provide for reviews at the beginning and

end of each lesson: According to a nunaber of studies, vviews help students

to learn what the instructor expects to be learned : ’ icrease the retention

of that learning: Teachers are more effective when =y use such techniques
as planned repetition of important points, diagraiis, and other visuals.
Underlining of the important points made in lectures reminds students
that those points are important. This is particularly true for developmental

education students; whse learning skills are likely to be at a relatively
low level: S o o )

Other studies show that the amotint of time il which students arc
involved in learning is positively associated with measures of achievemer.'

One effective way of involving developinental ediication students in learn-
ing is bv providing frequent; relatively short leaining tasks that the stu-

dents perceive to be relevant to the conteit to be learned. Relatively short
due dates, short assignments, prompt feedback to students concerning their
success; and recommendations ior the overcoriing of ersors have proved to
be successful learning strategies for many developmental education stu-

dents. Regular science classes car: be structured to provide these kinds of

experiences; but individualized learning strategies have been shown to be
more effective in doing so.

How Can Science Courses Be Individualized to Meet the

Academic Needs of Developmental Learners?

Develop.nental learneis vory widely in their motivation to study

scienice. Most have comipleted oriy required science courses. Few have
developed successful stuidy habits iti science or in any other area: Many are
school dropouts who, for a variety of reasons; have decided to continue
their education t a community college: Developmental learners vary

greatly in their ability to understand science instruciion: Each develop-

mental learner must overcome unique learning and science-related deti-

ciendies in order to be successful in his or her study of scince.

" In 1968, Penjamin Bloom based a theory of mastery learning on
work by John Carroll of Harvard University. Carroll’s pren.ise “/as that
learners could siicceed to the exterit that they were provided wiih appro-
priate instruction and that they spent the amount of time needed to learn
a task. Bloom reasoned that, if we could provide the time and help that

students needed and if we could motivate students to use ik ‘me that
was available, most could master between 75 and 85 percent of the tasks
reqiiired by a regular course. Findings indicate that, when students leari:

80 to 85 percent of the skills in each unit, ey are most likely to show

maximal positive cognitive and affective development {Block; 1971).
Bloom’s research indicates that 2 slowest 5 percent of students

requires as much as five times longer to learn material than the fastest 5
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mstru,ctlon,have been u;ed,th,h varying degl ees of success to prov1de indi-
vidualized instruction. Eaci of these instmactional cechniques incorporates
elements of mastery learning. .

The content areas that are most comr\:itlble w1th mastery leammg

have four charactenstlc They 7requ1re a mlmmum of prlor knowledge,

they are clused '(ﬁunki'eijerger and Heikkinien, 1083). Sciernice is closed in
that it possesses = fin: et of ideas upon which most instructors and
curriculum developers can agree. Ny prior kriowledge of many scienice

iar. Generally accepted loglcal methods are typlcally employed to ok ain
the finite answers that are characterlstlc of sc1ence problem solvmg Sequen-

acceleration, weathering, and respiration, each of which is based on more

basic concepts.
To 1mplement the mastery leammg concept successfully, the i mstruc-
tor or currlculum developer must clearly inform the student What itis that

domg whatever it is that he or she is to learn to do, prov1de feedback that
informs the student of what he or she is doing and of things that he or she
can do differently to correct errors; provide examples and practice designed

0 help the student correct errors; reassess aciiievement and recycle for

remediation if needed; inform the student when the crlterxort level has

been met; and, for the student who chooses 10 continue, provide a new

learning task that follows logically from what he or she has just learned:

Studies show that achievement can be srgmflcantly and positively

irfluenced through diagncsti= and remedia’ ;astruction and that the mag-

nitude of this in€l-:=nce can be expected to b: about 0:55 standard deviation

units of achievement when compared witl: .in instiuctional strategy that

does nct employ diagnosis and remediation (Yeany and Mitler, 1983) A

r: ta-analysis of the effects of diagnostic and remedial instruction on science

icarning suggests that the source of the impact appears to be diagnostic

(Yeany and Miller; :383). I this

teedback to the learner, not remediat

analysis is correct; these data have important implications; because it is far

simpler and less demanding to provide students with feedback oi: their

successes and errors than it is to follow through with remediation cycles.
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~ Individualized instruction tends to be more expensive than regular
classroom ifistriiction especially since the typical community college class

has 25 to 30 students. Roueche and Kirk (1973) report that students in
individualized instructional programs have significantly higher grades
than comparable high-risk students enrolled in regular courses. However,
they report that persistence in a course ana academic performance drop
sienificantly after these students leave remedial programs and enter regular
v 'lege credit programs. o

Individualized instruction cannot be viewed as a method of mini-

mizing the demands ylaced on the instructor. If anything, the mastery

learning model necessitates increased teacher commitment while changing
the teacher's role from one of dispenser of information to one of helper of
students: In successful mastery learning programs; students often emulate
the teacher's role and begin to help and work with each other.

~ Interactive computer-assisted instruction has potential for reducing
the demands placed on instruciors by individualized instruction. The com-
puter can inform the student clearly about what is to be learned, it can
assess what the student already knows about a science topic or a skill to be
learned, it can provide learning tasks that are appiopriate for the student,
and it can provide positive and negative examples oi the concept. It can
present the learner with mastery tests; inform the learnier when the task
has beenr mastered; present appropriate remedial instruction and reassess-

ment if necessary, keep a record of leamning tasks that the student has

mastered, and provide the next appropriate learning task in 2 seg,.. .atial

unit of study. The learner must be attentive as he or she interacts wiui the
coin:puter; and studies show that learning is positively related to the extent

to which the learner is attentive ana involved - doing learning tasks:
Also, the learner is in control and does not los. iace by asking an ever-

atient computer to “tell me again.” ‘Thus, compiiter-assisted instruction

permits the lir~er to progress throtigh a science udit at his or her own
rate. The nnit can be started or terminated at any time that the student
chocses; p:oviding that the computer and the softwase 3 avoilable. Unfor-
tunately;, much of the software needed for effzctive * ».iacgve computer-
assisted instruction has yet to be developed. De: . . . ach software
may involve the science teacher in a new creative inste nunal role:

Conclusion

Science and teckuology influence every aspect of our lives: In busi-

ness, governmieitt, :he military, occupations and professions, and the vot-

ing booth, mary decisions require an understanding of science: Scientific
literacy is basic for living, working, and decision making.
Developmental education students are most likely to have difficulty

ini finding employment becaiise many are school dropouts; and high

R
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school gra .uation or its equivalent is a criterion for most jobs: Eom-

munity collegss provide opportunities for the developmental education

student to compensate for academic deficiencies; including inadequate

preparation in .he sciences.
The current community collegc focus on basic cor:munication,

arnhmeuc and study skllls for the developmental educauu 1 student lS

Ciia S cowpes e—- oo

ern soc1ety, it lS lmportam for all citizens to understand basm science con-
cepts and to develop basic problem-solving skills, _

~ Science instructors who understand that developmental educauon
studerits are likely to be field-dependerit learners at the concrete level of
cognitive development and adjust their instriiction accordingly are most
likely to meet the diverse academiic fieeds of the persons whom they teach.
Researcti {indings on effective science instruction that are most relevant to
the developmenital education stiident cani be applied to instricticnal prac-
tice at !ittle cost. Creative use of computet-assisted ifistriction to meet the
diverse academic needs of developmental Jearners can reduce the heavy
demands placed by individualized instruction on science teachers. While
the cost of 1nd1v1duahzed 1nstruct10n is hlgher than [lldl of n-admonal

needs of a relauvely large l.umber of deve} cpmental ediication students in

our society can be much greater.
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The developmental teacher is the key to successful learning
in mathemetics.

Mathematics and
Edwin D. Strowbridge

Most developmentai education :* 2dents in the community college are defi-

cient in the basic skills necessary to deal with the concepts, CONStructs, and

language of mathematics: They tend to place little vaiue on mathemaucs

as a discipline; and they do not perceive it as useful to them in their daily

livee r in their career goals. Pevelopmental education students have a

self-concept of failure. This concert has been developed through repeated

expenences of failure in our educational system: Personal ldenuty or self-

congept is a reflection of the reinforcements that a student gets from peers;

teachers, and administrators.

Developmental education students have; at best; marginal math
skills. Their percepuon of math is aiiected by past experiences; and they
cannot escape from the effects of past choices. Both the developmental
education student and the developmental education teacher must build on
the assimilated past, not ot what might have been if different choices h~d
bééti 'riia'dé Tliijs, tii3 thélléﬁgé iii téédiiiig iiiétii tb déiiélbjjiﬁéﬁiél edu-
modlfy negauwe atumdes Loward math. The area of attitudes; feelings; and
emotions about math is the starting point for success in the teaching of
déﬁélbpﬁiéﬁiﬁl math.

K. M. Ahrendq (ed.), Teaching the Developmental Ecation Student,
New Directions for Community Colleges, no. 57. Sun . rancisco: Jossey- -Bass, Spnng 1987. 87
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Addressing the Needs of Developmental Students

Students who have not been successfiil or who have ot experienced

a sense of achievement in math cannot be expected t have strong positive
attitudes about th= subject. Even students who have experiericed success in
some areas of math cannot be expected to have strong positive attituces
toward the areas in which they were not successful. Many successful stu-

dents do not possess positii¢ attitudes toward math if their experienccs
have been limited to computation and the solving of oral ot written prob-

lems that merely restate the computational components. They have missed

math’s greatest challenge—thinking in mathematics, experimenting, inves-

tigating; and creating. Those who can see little or no use for math in their
lives constitute another group that needs attention. Thus, an effective math
program requires not only provision for meeting needs but also for diag-
nosing and ass-ssing attitudes, feelings, and emotions toward mathematics:

Most of these feelings, emotions, and attitudes are intimately con-
nected with past experiences and with the student’s perception that his or
her needs have or have not been met. Thus, both success and achievernent

are key needs, Maslow (1954) lists four general areas of need: safety, love;
belonging; and self-esteerni; all must be accommodated for an individual
to become self-actualized. ) S

Safety is not limited to physical safety. It encompasses freedom from

the embarrassment of niot kiiowing, of not understanding; and of having our
mistakes, errors, and unsiiccessful attempts at solving problems be revealed
publicly. Thias, many developiiiental education students are reluctant to ask
questions and consequently prefer to suffer in silence and ignorance.

Love and belonging may seem to be far removed from the mathe-
matics classroom, What we must consider is that exce)l=nt learning occurs
through interaction between and among individuals within a mutually
respectful group. Not only are basic facts and information exchanged;
they are also offered, discussed, and considered. The student who feels that
he or she belongs to the group can be an active participant; feel free o
offer ideas, suggestions, and possible solutions; ask questions; and through

this process learni miich of what we vish the student to know about the
subject. The student who does not feel that b or she belongs misses_these

opportunities and sev.zely limits Yis or her learning and understanding.
Stiidents wis?

) “igh seli-esteem have the confidence necessary tc
attack a probiem withi the attitude that they can ultimately expect to solve
it. They are much better preparex to withstand seibacks and deal with the
inevitable frustratiois: as:ociated witi che peri=ds of no progress; lack of
structure, and new nwethods and roncept: than students with low seli-
esteern. Mariy students come to var c'assizoms with an adequate level of
self-esteern. While it is our task 15 maintain and build adequate levels, it is

imperative that we build self-esteem iz those where it is low.

6
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How does a teacher build self-esteem? There are no. simple solu-
ticns. One approach concentrates on attempting to meet. Maslow’s basic
nieeds, which include success; achievement, recognition, belonging, con-

sistenc ; boundaries; and independence. The need to explore, investigate,

discover, and create is another integral part of this set. But, perhaps the
most critical need is the need to know. John Dewey was one of the first to
identify mental need. Piaget reinforced this concept thiough his idea of
disequilibrium. Jerome Bruner further reinforced the idea with his notion
that the satisfaction derived from having learned is one of the most power-
ful motivators available to iie developmental education instructor. The
processes of skill building and concept development both include need as
an early and integral part of each process. The need to do and the need to
know must be included as a segment of this more gener:'’ ..~ There is;

then, a direct relationship between needs and basics in 17 yemancs.
Krathwohl’s taxonomy of educational objectsscs -o-ides insight

into five levels of attitude, (+=ling, and emotion an’ ixito the sequence

throuigh which these nieeds aie learried (Krathwohl; 1969). The receiving

or awareness level i< : “aracterized by a willizigness to obseive; listen, or

realize. A willing - - ngage, respond, volunteer, or practice reflects the
responding leve! - . :“ie continued desire to grow; prcies, and assume

responsibility de i+ ‘. valuing level. The two remaining levels; orga-
nization and char, < . - ion, include the forming of judgments and relat-
ing, revising; and cunsistency, respectively. Krathwohl's hierarchy has five
sets of observable behaviors that can be used both as indicators for partic-
alar levels and as a guide for the affective skills that need to be taught and

1sarned as part of successful progress in mathematics:
Implications for the Developmental Instructor

“This discussion has some important implications for the develop-

mental instructor. If optimuin learning is to take place; attention must be
paid to establishing a classroom environment that provides safety for
attempts to participate in learning activities; that maintains an atmosphere

of mutual respect in which an individual can feel that he or she is contrib-

uting and thus that he or she belongs; that extends the individual’s self-

esteern through success and acnievement; that helps students to meet such
needs as investigation, exploration, discovery, ana knowing; and that incor-
porates the five levels of affective learning into the instructional program
both as a rieans of assessing attitudes—of increasing the teacher’s aware-
ness of students’ perceptions of self and mathematics—and as_means of

building attitudes through the skills just listed for Krathwohl’s five levels.

The teacher is the primary means of recognizing and addressing student

attitudes. Attitudes are of critical importance; but it is only through direct

action by the teacher that positive attitudes, feelings, and needs can be
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realized. The fact that negative atmudes can be leamed as easily as posmve
attitudes makes the tescher’s role even rmore significant and the teacher’s

responslbllmes even greater.
~ How does the teacher bu “ v ~1 Tilous, concrete link .among math

content, instruction, students, -veicpment of attitudes? Selecting

activities and materlals appropii. .. .ur mdxvndual learning abilities is one

obvious way. Specific strategies for maintaining and promoting this interac-

tion, as developed by Flanders (1965), include the teacher’s verbal acceptance

of feelings, emotions, praise; explanauon and interpretation of student con-

tributions; appropriate questions; careflly planned lecture; and clear, 5 ¢

cmct dlrecuohs Allen Fortune d Cooper (1968) hsr u.xwhteen tech ne.t

lishing a set for learmng, mouvauon lecture hlgher-ordm ma ¢ e

proVokmg questiols; attendmg o] studems questions; closure, inc udmg

review; summary, and linking :sf new and ol leammg, and redirection.

Completeness of communicatior. sensitivity to student behav1or

that provides cues to attitude, and use of appropriate [rames of reference

are also detailed: Finally, illustrations and the us~ of examples are impor-

tant. Exémples can be either inductive ot oeductwe in nature, but they

must move from the simple to the complex,; they must begin with familiar

experience and know]edge, and they must relate closely both io previous

learning and to the skill or concept being taught Havi~g students give

examples of ‘these skills or concepts and of huw they are used is one pro-

ductive means of checking student lea.rmng

_Nonverbal communication is another very important part of the

effort inv-lved in bu1ldmg and maintaining "tudem attitudes toward math-

ematics. Uur gestures; expressions, and movements all convey our attitudes

and percepuons to stuc'snts. We tell stui-nts how importarit we think a

topic is by the amount of time that we spend on it. Our eyes and fa'cial

expressions tell students that we are interested in them and in what they

are saying. We even tell them what we think of their contributions, and

they read not only our interest and acceptance but also our sincerity. We

can use these nonverbal behaviors and skills to make mathemaucs edsy or

impossible to learn. We can build positive attitudes toward mathematics

and help individuals to learn and enjoy mathematics, or we can build

negative attitudes. S N
The developmental math teacher must beﬁg diagnosucian. This

responsibility begins at the teacher’s first meeting with the student and

continues throughout the association. Effective diagnosis goes far beyond

itoting right and wrong answers on homework and tests: It mcludes iden-

tifying the student’s learning style and preferred mode: Thus, it must

include assessment of the student’s ablhty in both deductive and i: ductive

reasoning and in divergent and c convergm- -hinking: Both comprehensmn

(basic understanding) and the capacity to apply skills and content in like
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situations must be addressed. Can the student read mathematics? Can the

student read books on mathematics, including texis? Can the stiident use

the processes of skill learning and concept learnirig to learn mathematics?
Does the student possess skills of retention and transfer, and is he or she
applymg them consciously and efficiently? How good is the student s spa-
tial orientation and spaual visualization? We know that these sl’ulls are
tremendously important in learning. math. Can.the stiident work effec-
tively with models and diagrams at several levels of abstraction? Can the
student differentiate between and among models? Can the student integrate
data derived from models? Does_the student have a sensmvny to problem

answered The pOmt is that the teacher fieeds to 1dent1fy important varia-
bles *hat are operant in the successful learming of mathematics.
_Adjusting instruction to accommodate different learmng styles and
modes goes far beyond changing an approaci, or two or including a new
set of matenals The v1sual audltory, kmestheuc, aﬁd "ule styles and

retErence 1llustrat10ns and examples cues, and models that wo use in

teachmg such areas as geometzy an.d measurerrerit. Tlansfer and retennon

thmkmg skills are.
For instance, V1sual leamers 5. most comfortable with books and

graphlcs They see details. They are rood with visual symbols, and they

enjoy puzzles. Yet, they can have rexi problems with oral directions and

with participating in oral class dis.: iission; Removmg visual distractions

and giving one workshev.t at a ume A ways of promoting learning among

such studerits. Use of visual dlru + s, demonstrations, charts; graphics;

and conflguranon clues assists }2°-ning: Constructing and labeling dia-

grams i$ helpful.
The auditory learner tends - .» be a talker, memorizes easily, performs

relatively poorly on group tests, snd tends to have a poor perception of

timme and space. Thlnkmg out loud and oral responses help, as does pair-

ing with a visual learrer Ren.ovmg distracting noise; prbv1dmg a quiet

place to work, and using as fcw words as possible in giving instruction

and examples are ways of assisting the audnory learner.

Kinesthetic learners learn by moving and touching. They en]oy

doing things with their hands: They are well coordinated, and they can

take things apart and put them back toget': °r. Their spatial | perceptlon is

generally quite good Mampulanves, use of nurriber lines; and the cou-

pling of outlining with writing are suggested for kinesthetic learners.

A student who chalactensnailly has dlfflculty with such concepts

as one-to-one correspondences, rote computing, and sequencing at any

level miay well be a tactile learner. The tactile learner needs concrete objects

95
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in order to_learn and has difficulty leaming abstract symbols. Diagrams
and other illustrations can help this type of leamer to establish associa-
tons with numbers. Labeling, visual-auditory and kinesthetic approaches,
and the use uf manipulatives and concrete objects for sequencing and
patterning are all necessary.
Most learners use more than one mode 10 learn. Fo or mstance, visual
arners need to hear and write what they see, auditory leamers nied to
1. g.1ize visuzlly and write what they hear, and kinesthetic learners tend
to hedir and visualize what they write. When we use the various skills of
teach'ng, we must constantly be aware that even thé best lecture may miss
thé Viéijél kiﬁééﬂiéﬁt 6i‘ iﬁtlilé lééi‘iiéi‘ Thb illijsti‘élibﬁs, Eiéiﬁjjléé, and
Inappropnate models can produce mappropnate or fnegative amtu,desﬁ and
impede or even halt learning. Appropriate instriiction and exampleés have
the opposite effect.

Learning ¥ odels
The strategles acuvmes and materlals mvolved in effecuve leammg

sematmnal ur abstract ver bal p..‘.rtorv. kmestheuc or tactile. Models can
deal with units ~ne-i0-one rchuonshlps classes, or systernis. They can
involve chang 7 odif atd sn1; or thiey can represent the results of such
change Regai: . f the form in which we present them, they must be
carefuily adapted to mchvxdual leammg modes and styles:

Goncrete mocels are espeaally helpful dunng the mmal s!ages of

learmng new math skills and concepts at any level. Opportumues 1o manip-

ulate; order; sequence, arrange and rearrange, construct, or see the real thing

can make a confusmg operition or idea much more under*‘tandai\le atudems

also need to be able to group; classify; and form ‘categoiies in order o learn

math concepts. By identifying and buxldmg students’ ablhly to find and

locate; record, and discuss the major attibutes of aisu’b]ect or chjcctand then

differentiate between and among objects by comparing .o/, contrasting

them, we can make this categonzmg task inuch easier. T avility to find

and state pattems—the major attributes or essential efements of moaels—-has

been identified as one of the four réqmremems for transfer: The transition to

representational modcls—plctures, drawings, diagrams; and formuias—:hat

demand the abllny to deal with synibols becomes much =asier wher: -

tionships with concrete models are fmally estabhshed Concrete mociels are

ideal for teaching : spa av! orientation (; ,)Osmon in spac»’) and spatial vi- 1ai-

ization (change of position in space). These two aspects ¢+ spatial perception

are among the variables identified by Guilford (1967) as essential components

of problem solving. Other experts in the field of leammg have recognized
spatial perception as a criticzal component of concept learning.
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Representational models in the form of charts; tables; and graphs
constructed by students; by the teacher; or taken from such familiar sources
as eijﬁEﬁt magazines and newspapers are éspé'ci'auy well suited to estab-

consujucung,and 1nLerprenng them makes Lhem excellem veh;cles fpr ncor-
porating and extending the concept-building and thinking skills described
in the context of concrete models. Cbserving and recording, classifying
and categorizing, sumimarizing; analyzing, and synthesizing data obtained
from the models are additional thinking skills that are readily incorporated
into the math learning process through the combined use of models,
charts, tables, and graphs. Other thinking and problem-solving skills are
easy to éﬁébtiéte With theée i'iibdeli hypbthesiiiﬁg, pi‘edictiﬁg, eéﬁiﬁéﬁﬁg,

based on,how well so,methmg,meets a set of ,stz,mdards ) These thmkmg
and problem-solving skills are integral parts of the transfer and retention
of mathematical content and skills. Transfer helps Sigﬁiﬁcﬁﬁtl? to Sdlidif)"
and extend the original learning, to associate two or more learnings, and
to identify and label critical poinits and coristarits.

Teaching Mathematical Concepts and Skills

Models are 1mportam but successful ‘concept developrr.em in math-
ematics requires the learning of concepts to be viewed riot otily ds a process
but also as a set of skills. ‘The first step is to establish a purpose for learn-
ing the corcept. The instructor can relate the new coricept to other con-
cepts that students have learned and explain why, where, and how the
new concept will be used. Relaung the concept to needs taken from actual
life situations is another way of establlshmg a purpcse for leammg it
The second step is to analyze the concept and ldenufy its major atmbutes
Teachers can help students by pointing out the main points behind an
idea and by teachmg them how to recognize these characteristics from

such cues as numbered sequences, bold type, underhmhg, and italicized

words: Knowmg the termmology of math is essenual at [hIS stage The

third step in learmng a mathemaucal concept involves the use of models:

The ability to use models plays a major role in determmmg how quickly,

easxly and thoroughly a new concept will be learned: A significant part of

this learning process involves spanal perception, including spatial orien-

tation and spatial visualization: Models that move from the concrete to

the representational and thence to the abstract lie at the heart of the skills

needed to learn concepts. Positive models contain the attributes of the

concept being learned: Negative models do not: The use of both positive

and negative models allows for comparison and contrast, which promote

pattern development. However, Hunter (1974) has cautioned that negative

models can interfere with learning. Thus; negative models are probably
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best used somewhat ifito the leérning process after the positive models
have given students a grounding in the concept.

Successful learners of mathematicil coricepts cain explaln the con-
cepts in their own words. They should be able to define, illustrate, and
demonstrate. These activities help students to interpret, build, and refine
the knowledge and relationships that they have established during the
previous steps in the process. These activities provxde some of the practice
that leads to retention. The degree to which students are able to illustrate
and demonsuate 4 concept both orally and in writing is an excellent indi-
cator of the breadth and depth of their l&irmng

Apphcatlon or use of a mathematical concept follows the three

steps outlined by Polya (1975) for the problem solving process and extends

the student’s abilities to explain and demonstrate: Performing and care-
fully checkmg each step in the solution plan, compleung charts, tables, or

giaphs; followmg, orgamnizing, and generahzmg patterns; comparing pre-

dictions with actual work; solvmg mathemnatical sentences and recordlng

results; and working out simpler but similar problems and comparing

solutions are all skills of application and all part of carrying out the plan

required for problem solving:

Checking results; determining the reasonableness of one’s answers;

and drawing conclusions are probably other parts of the application of

concepts, but these skills can also be considered a transition to the final

step in the process of developing mathematical concepts; that of extending

the concept to new areas. Extendlng a concept to new areas requires the

student to have developed an attitude and a knowledge of success and
confldence 1n hlS or her ablhty to use skills and content knowledge At

probablhty
The Process of Teaching Mathematical Skills

The process of bu11d1ng a mathematical skill begins with establish-
lng a need for that skill. As in the case of concept development, the best
strategy is one that relies on students’ own identification of needs. In prac-
tice, the teacher must often assume the role of explaining why and where
a particular skill can be needed. The second step is to provide models.
Ap’p"rop"riéte models can iininEéSijrébly iﬁ'créasé inEéning, ijndetSizinding,

developmental students.

) 98
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Massed practice is drill characierized by intense activity over a rela-
tiiiél’y short period of time. Massed ptactice is 'ess'emial to l'eamiﬁg a skill

step correctly It 1S 1nf1mtely more. dxfflcult to coirect a skill learned incor-
rectly than it is to teach the skill in the first place.

A plateau is a point in the learning process where neither speed
nor accuracy appear to show any improvement. This is a time when stu-
dents can easily become discouraged and give up or go on to SOmethmg at
which they can succeed. Students need to know that plateaus are periods
during which consolidation, integration, and dxfferenUanon are taking

place and that these processes will eventually lead to greater speed and
accuracy. They need support and encouragement at this stage:
Spaced practice is mmated after the skill is learned. Pracuce periods

become less intense, longer, and spread out over mcreasmgly greater periods

of time. Review and summmary are important and should lead to a planned
and orgaiized skill maintenance program. Ideally, students will develop

attitudes and a sense of responSIblhty for skill maintenance on their own:

The teacher as a model can do much to encourage them to do so:

The Skllls need to be apphed regularly and in a number of different

situations. Students need to know how to modlf;f or alter the skill to fit

new circumstances, and they need to khow how to transfer skill from use

in number equations to problem-solving situations. This point is a major

source of dlfflculty and frus&anon for many students:

Overlearmng con51sts of repetitions of a skill after mastery has been

achieved. The purpose of addmonal repetmons is to ensure retention.

Everythmg from leammg and using the most basic facts to applying and

solving equations of varying complexity has lmpllcauons for overlearning.

One point to consider is that three to five repetitions can produce results

equal to those achieved by twenty-five repetitions. In other words, there is

a point of diminishing returns.
Finally, feedback should be used durmg each of the steps ]ust out-

lined: Knowledge that one’s responses are correct or incorrect is critical at
each step of the skill-learning process.

Conclusion

 The teaching of mathematics is a highly complex set of very closely
integrated and interrelated variables and procedures. It should be looked

on as a complete whole or unified system. A number of the major factors
have been isolated from this system for the purposes of definition and

descripnon, but each factor should ulumately be thought of as operaung
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successful learning, they do not produce learning without a teacher who
is aware of and skillfully uses the skills of teaching.

The developmental teacher is the key to successful learning in math-
ematics. Through use of these teaching skills, he or she helps the devel-
opmental education student to identify the essential models and other
materials and skills needed to learn the concepts and skills of mathematics.
The teacher who teaches the procedures needed for learning mathematical
concepts and skills does the maximum to ensure successful and rewarding

learning for students of mathematics: It is not a simple or easy task.
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Informahon Cenler (ERIC ) syslem provzde further information
on developmental education.

Séui‘éés and Infaymat’z’an‘

at the Community College

Diane Zwemer

The annotated blbhogtaphy of ERIC documents and journal articles in lhlS
chapter represents a selection of ERIC’s most recent acquisitions concerning
developmemal and remed1al educauon at the two year college The nems

Current Index to Joumals in Education. The chapter is divided into five
seciions: student assessment and placement; programs and program devel-
opment, instructional considerations, effectiveness of remediation; and state-
wide perspectives on developmental and remedial education. It concludes
with information or. how to obtain full-text copies of these documents.
___The literature on remedial developmental education has grown con-
siderably over the past ten years, and the itemns listed here are only a sample
of the most recent contributions. The reader seeking further information can
turn to several comprehensive texts on the subject, including the following:

Leadersth San Francisco: ;]ossey “Bass, 1985.

KJ\J Ah[cndz (cd) T;adqnx lhe WWW Eduawon Sludml _
New Directions for Community Colleges. no. 57, San Fiancisco: Jossey-Bass, Spring 1987. 97

101
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Maxwell, M. Improving Student Learning Skills: A Comprehensive Guide

to Successful Practices and Programs for Incredsmg the Performarice of

_ Underprepared Students: San Francisco: Jossey-Bass, 1979.
Rlchardson, R. C, Jr, Fisk, E: €, and Okun,; M: A: Literacy in the Open-

Access College. San Francisco: Jossey-Bass; 1983:

Roueche,J E., and Snow, ]J. J Overcoinmg Learning Problems: A Guide

lo Davelopmental Education in College: San Francisco: Jossey-Bass, 1977.

Each of these texts includes extensive blbllog'raphIES Another
source of information is Key Resources on Gommumty Colleges: A Guide
to the Field and Its Literature, by A. M. Cohen, J. €. Palmer; and K. D:

Zwemer (San Francisco: Jossey-Bass, 1986). €hapters of the Key Resources

guide list works that have had a major impact on the field of remedial

education at community colleges. Finally, the ERIE collection mcludes

scores of additional documents and ]oumal articles: For mformanon on

how to obtain these and other ERIC resources, cail or write the ERIC

Clearinghouse for Junior Colleges, 8118 Math-Sciences Building; UCLA,
Los Angeles, California 90024.

Student Assessment and Placement

Boggs, G R: The Effert of Basic Skills Assessment on Student Achzevement

and Dersistence at Butte College‘ A Research Report. Oroville, Calif.:

Butte College, 1984: 23 pp: (ED 244 686)

Exérrimes student achlevement data in an effort to measure the effec-

tiveness of an assessment program used to plcrce students in writing classes

at Butte College (California): Notes that, although there were no signifi-

cant differences in the high school grade point averages of students enter-

ing the college before and after lmplementauon of the program, the grades

earned by students at the college increased significantly after the assessmeit

procedures were operauonallzed Serves as an example of one college’s

effort to evaluate the impact of assessment and placement:

Borst, ?”W and Cordrey, L. J. The Skzlls Prerequzszte System, F"lléﬂoﬁ
College (A Six-Year Investment in People). Fullerton, Calif.: North

Orange €ounty Community College District, 1984. 10 pp. (ED 255 247

Describes the development, implementation, and evaluation of the

Skilis Prereqinsne System instituted by Fullerton College (California) in

an attempt to reduce withdrawal rates. Notes that the system involves

mandatory assessment of skills in readmg, writing, and mathematics, fol-

lowed by prescrlptive mandatory placemenit in dappropridte remiedial

instruction before cnurollment in sklll-dependent entry-level courses.

Includes course descriptions and information on assessment procedures.

€allas, D. ‘‘Academic t’racemem Pracuces An Analysxs and Proposed
Model.” College Teaching, 1985, 33 (1), 27-32.

102



Details the procedunes used by six two -year and four-year colleges
within the State Umversny of New York to 1dem1fy hlgh-nsk students.
Describes the operation of these practices wnhm the academic system as
well as the colleges evaluations of student progress in remedial courses:

1ege Deue 'opme"zlal Courses Momstown Teiin.: Walters State Commu-
nity College, 1984. 20 pp. (ED 246 934)

Describes a screening procediire 1mplememed for efiterinig studems at
Walters State Community College (Tennessee). Details the three-level system
of cutoff scores used io help studerits interpret. assessment results: STOP,
mdlcaung little charce of academlc suocess; CAUTION, suggesting that
studernts consxder carefully their choxces, and GO, md1catmg that studems
have the needed skills. Includes results of an assessment of the screening
procedure and its effectivenesss in idenitifying students who need remediation.

H'g’ljteﬁ, \].7 S,kill;A&iessmaﬁtjl,,Vic’tbjr,}(glley Cbll;eg;e, ,Yi;ctqrgille, Calif.:
Victor Valley Community College, 1985. 10 pp. (ED 253 278)

Describes the mandatory assessmient and voluntary placemerit pro-
gram at Victor Valley College (California). Notes that enrollment in basic
reading and math courses increased by 88 percent and 124 percent, respec-
tively, after implementation of the program. Also points out there has been
an 'up'wa'rd trend in retention biit a declirie in the enrollimerit of new students:

mumty College Programs Marysvxlle, Calif.: Yuba College, 1984. 41 pp-

(ED 241 080)

- Drawsonin terviews wnh college personnel to descnbe the assessment
and plfacemeng)r,ogramsfat four California community colleges: Sacramento
City College, Fullerton College, Sierra College, and Victor Valley College.
Examines program administration, operation, and design and sunimarizes
information related to tééﬁﬁg pb’li'cies, i‘ég'isti’?:itioﬁ and assessiient proce-
dures, future directions, and reactions from counselors, students, and faculty.
Notes that all four colleges rely heavily on the computer, using it to provide
a p'resaiptive fiﬁﬁlbiil for students withkin hoiirs of assessmierit.

R'o'iiii'dﬁ, J C, a'h"d Aﬁderseti D. "Plétéiﬁétit iﬁ Re'riiediéI College Classes:

(l) 20—27
~ Reviews literature on the quesuonable value of remedlal msl.rucuon
durmg the 19605 and 19705, the 1mprovemem of mtake and placemem
untary rem ?dxal,progra,m; Cites recommendauons emergmg from the most
recent studies of remedial instruction, and draws on this literature to note
the increased use and consejuences of mandatory placement and testing.
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Rounds; J. C,; and Andersen, D: “Registration and Assessment Procedures
at Ninety-Nine California Community Colleges.”” Marysville; €alif::
Yuba College, 1985. 16 pp. (ED 254 292)

Surveys the registration and assessment procedures used in €Ealifor-
nia’s community colleges;, focusing on course advising; orientation, coun-
seling; use of computers in advising; and testing. Notes that counseling at
most colleges_is handled by counselors rather than by faculty and that
only twenty of the ninety-nine responding institutions required testing for
remediation. Serves as a descriptive analysis of procedures commonly used
to advise entering students.

Sania Rosa ;]umor College, 1984. 189 pp- (ED 253 272) -
Describes a study undertaken at Santa Rosa Junior College (Cali-
fomla) to determine how well placement tests prédicted student grades in
nine courses. Uses _the scores of 350 student volunteers on the Diagnostic
Reading Test, the American College Testing Program’s ASSET test battery,
and Santa Rosa Junior College’s precalculus and prealgebra tests. Provides
'o”rily iﬁ'c’o’ﬁ'clusive fiﬁdiﬁgs but serves as an e:’céiriiple of one i:bllégé's effort

Report Readmg, Pa.: Readmg Ared Co'mi'mi'riity College, 1985. 86 PP.
(ED 261 719)

Readmg Area Commumty College (Pennsylvama) to improve the valldny
and reliability of the writing sample evaluation results used to counsel
entering freshmen into appropriate writing classes. Examines the consis-
tency of the evaluations arid draws a profile of students with borderline
wrmng samples in order to mvesugate the character15t1cs of these studems,

in college, and Idenufy factors that affect their retention.

Programs and Program Development

munity Gollege‘ 4 Desmptzon Revised. Alvin, Tex:: Alvin Commumty
College; 1984. 42 pp: (ED 248 938)

Describes t:he’phxlosophy, purpose, operation, Implememauon, and

assessment of the developmental education program at Alvin Community

College (Texas): Traces the program’s hlStOrY and describes its target pop-

ulation, current organizational structure, and administrative concerns.

174
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Chand, S: “The Impact of Developmental Education at Triton College.”
Journal of Developmental Education; 1985; 9 (1), 2-5. _ )

Describes the developmental education program at Triton College

Includes information on student placement; courses; faculty selection, read-

ing and writing instruction, and mathematics instruction. Examines the
college’s learning assistance center and its efforts in the areas of tutoring,
special projects, and assistance for the disabled.

Cohen, A. M "Mathemaucs Instrucuon at the Two Year College An

Rev1ews the lrterature on two-year college mathemaues cumcula and
mst.rucuon Includes information on remedial programs, college-level pro-
grams, student mathematics competendes, professional dimensions, and the
future of mathematics instruction. Notes {p. 56) that “the major dlfference
between remedial and college-level mathematics Seems to be in the pdttern of
presentation {laboratory versus classroom) and in the staffmg (a lead i instruc-
tor supervising a corps of aids versus 4 lone instriictor in & classroom):”

Flamm, A. L., and others. Reading Area Community College Basic Skills
Program Review. Reading, Pa.: Reading Ares Community College; 1984:

77 pp. (ED 251 129)
Examines basic skxlls progiamining and support services at Read-

mg Area Community College (Pennsylvania). Includes information on

the counseling and testing services that make up the college’s assessment

program Profiles the college s dwelopmemal studles prOgram in terms of

Hartsough G AK. "Managmg and Evaluaung Basic Skills Programs.”
Community College Review, 1983-1984; 11 (8), 37-40.

Addresses admlmsuauve questions relating to the design of reme-

dial programs. Focuses on factors to be considered within the areas of

admrmstratrve support, orgamzatxonal structure; internal program design;

program testing; and program outcomes.

Joseph; N: Integrated Language Skills: An Approach to Deuelopmental

Studies. Lake City, Fla: Eake City Community College; 1984. 14 pp.
(ED 241 09.))

Describes and evaluates a language skills program aimed at mcreasmg

the chances of academic success among remedial students. Emphasizes that

the program concentrates first on developmg students’ speaking and listen-

ing skills before proceeding to more complex reading and writing tasks.

Evaluation reveals that students who complete the language skills program

and subsequently take the college’s basic English course perform better on

class tests than students who complete only the basic English course.
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Lazdowskl, w. P “Savmg Your Assets (Open-Entry/Open-Exit).” Paper

presented at the Annual Conference of the Western Coliege Reading
and Learning Assodiation, Los Angeles, March 20-23; 1986: 10 pp:

(ED 270 186)
Provides 1nformauon on two open-entry/open-exit deve]opmental

courses at El Paso Community College {Texas). Notes that the courses,
which cover reading and study skills, were designed for students who

found themselves overwhelmed in_curricula for which they were poorly
prepared. Outlinies the sixteen modules in each course.

Leatherbarrow R The Remed:al Engllsh Program [andj An Outline of the

Compositional Skills Taught a; a Continuum Through English 111 and

112 [and] English Division Policies for English 111 and 112: Arnold,

Md.: Anne Arundel Community College; 1984. 8 pp (ED 241 090)
Preserits the goals, objectives, strategies, and content of four English

d1v1slon courses. Outlines course policies concerning the allotment of class

time; writing assignments, grading, and referrals to the English center:

Luvaas Brlggs L “Integranng Baslc Skills with College Content Instruc-
tion.” Journal of Developmental and Remedial Education, 1984; 7 (2),

6-9, 31.

Descrlbes Sacramemo Cny College s ngher Education I:earmng
Package (HELP), which integrates reading, + wrmng, study skills; and con-
tent instruction within tlie regular classroom to improve basic skills and
personal development among nontraditional; high-risk students; Considers
the HELP prograim’s team-teaching approach, the three- -phase strategy
used to implement the program, and the instructional materials used:

stcusses student responses to the program and concludes that the 1nte—

separate remedial and developmental courses.

McClure, P. J. Scierice Mastery: A Design jor High-Risk Student Success.
Columbia, S.C.: Midlands Technical College; 1984. 9 pp: (ED 259 785)

Describes a three-phase developmental science program in whlch
students gradually progress from developmental to college-level course

work. Notes that the program begins with well-ordered, tightly structured

mastery learning experiences, proceeds to more independent instruction;

and concludes with mainstream class instruction supplemented by tutonai

assistance. Indicates that the program has increased student success in
science courses and resulted in higher persistence rates overall.
Marcotte, J. “Cincinnati Technical College Developmental Education Pro-

gram.” Paper presented at the Annual Conferencef of the 7I§Ianonal

Association for Remedial/Developmental Studies in Postsecondary Edu-
cation, Philadelphia, March 8-10, 1984. 49 pp. (ED 251 187)
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 Deails the goals; objectives, and components of the developmental

educauon program prov1dmg basxc skllls mstrucuon for studems who

career programs at Cincinnati Technical College (Ohio). Cites a 90 percent
success rate with students who see the program through completion and
notes that; of those studf:msl 90 _percent succeed m the regular college

Michels, L. Milwaukee Area Technical College: The Crossover Program.

Milwaukee; Wls Department of Research, Planmng, and Development,
Milwaukee Area Technical €ollege; 1986. 24 pp. (ED 270 161)

Describes and evaluates Milwaukee Area Technical College’s Cross-

over Program, whxch was designed to help students with low assessment

test scores improve their readmg, math; and study skills. Includes infor-

mation on admlsslons, orientation; and attendance policies as well as out-

come data on retention and persistence among program students.

Schinoff, R. B. “Advisement and Counseling Challenges Facmg Commu-

nity College Educators The Miami-Dade 'Experience:” In A. S. Thur-
stoni and W. A. Robbms (eds) Counseling: 4 Crucial Function for the

1980s. New Ditections for C()mmumty Colleges, no: 43. San Francisco:
Jossey-Bass, 1983: 144 pp: (ED 235 865)

Details efforts undertaken by Miami-Dade Commumty College to

meet the counseling challenges posed by student assessment and placement

Identifies five areas in which counseling staff prov1de support services for

developmental students: value clarification, time management; stress and

anxiety reduction, goal setting and decision making; and study skills.

Wong, E. C A Master Plan for Deueiopmenlai Education: A Proposal.

Office of Instriiction Report No. 82-06. Los Angeles: Los Angeles Trade-

Technical College, 1982. 69 pp. (ED 248 913)
Proposes a master plan for developmemal educauon at Eos Angeles

Trade- Technical College (Callforma) detailing program goals, compo-

nents, staffing, and budget. Addresses key questions relating to develop-

mental education, including access and mission, program and resources;

and guidance and placemem Elaborales on tﬁl{eiprpgiram s four major

compoiierits: counseling, instruction, curriculum and professional devel-
opineiit, and program evaluation:

Instructional Considerations
Bozeman, W;; and Hierstein; W. J. “Using the Computer to Improve Basic

Skills:” Paper presented at the Annual National Convention of the Amer-

1can Assocxatxon of Commumty and Junior Colleges, Orlando, Fla.,
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Offers information on the benefits of usmg computer- -assisted
instruction (CAI) for remedlal education. Dlscusses the different modes
and features of CAI (drlll and practice, tutorial programs, simulatioris)

and describes the funding, administration, and outcornes of the Computei-
Assxsted Basm Skllls Prolect COnducted by Southeastern (‘ommumty Col-

list that provides information on vendoxs and costs.

Jacobson, K. H ‘and Horner, A. M. Notes to_ Teachers of Basic Writing:

College, 1983. 42 pp. (ED 250 035)
Presernits basic assumptions about the teachmg of developmcmal

wrltmg and draws on classtoom experietice and recent reseaich to explore
elements of the composition process. Suggests that the process of compo-
sition includes several parallel, recursive, and interactive stages.

Manikas, W. T. “Holistic Teaching " Paper presented at the Annual
National Convention of the Association for the mptavam&m of Com-

(ED 287 155)
Reviews recerit nesearch parucularly bram research on how indi-

viduals learn and relates this information to the development of programs

and instructional methods. Recommends that developmental programs

take a holistic approach that focuses on affective- -senso1y development as

well as on cogiiitive learning.

Roue'ch"e, J. E:, Wa"ri'd jo"tljé'ri "Ai:'g:éss, with Excellence: Toward Academic

Success in College.” Community College Review, 1985, 12 (4); 4-9.

Draws on a review of major studies conducted over the past ten

years to exami'rie the §tréﬁgth§ éﬁd WéékﬁésSEs 6f iﬁstitutibﬁél 'résp'bh';sés

that Vlhe basic skllls taught in rgmedlal classes are not relnforccd in the

regular curriculum and that such courses are taught without reference to

applications in academic or vocational settings. Concludes with an outline

of the elements that have characterized successful basic skills programs.

State University of New York. Basic Skills in Postsecondary Occupational
Education: Faculty Development Resource Manual. Materials Developed
and Used by New York State Two-Year College Staff in the Role of Faculty
Trainers. Albany: Two-Year College Development Center; State Univer-
sity of New York, 1984. 101 pp. {ED 258 269) .

_ Describes the implementation and outcomes of a statewide faculty
developmem effort to involve vocational instructors in the development of
classroom strategies that improve student basic skills. Describes strategies
developed by participating instructors in the areas of math; writing; and
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career survival skills. Serves as a rare example of the participation of voca-

tional faculty in basic skills instruction:

Totten C.FE “Paruapants in Lea’riii’ri’g, Not Spectators ” Paper presented at
the University System of Georgia Statewide Conference on Developmental
Studies, Jekyll Island, Ga., April 25-27, 1985. 13  pp: (ED 261 735)

Identifies student involvement as the most important element in
successful developmental work. Recommends strategxes to promote more

active miodes of teaching. Notes ways of encouraging students to take

greater responsibility for their leammg and discusses the lmportance of

creating an environment conducive to active student participation.
Assessing Effectiveness of Remediation
Akst, G: “Reflections on Basic Math Programs in the Two-Year College.”

Paper presented at the Sloan Foundation €Conference on New Directions

in Two-Year College Mathematics; Atherton, Calif.; July 11-14; 1984.
19 pp: (ED 246 925)

Reviews issues concerning basic math programs at two-year oolleges

Discusses tactors contnbutmg to the growth of these programs; touches on

the debate over their effectiveness, makes suggestions for improvement; and

offers suategies aimed at reducing the need for such programs.

Bayha (o} A j I. Summary of an Investtgatton into the Relative Ejjectsrotz
Student Performatice on a “Block” Versus a “Non-Block” Scheduled Devel-

opmental Semester: Pretest-Posttest Control Group Design. Monroeville,

Pa.: Allegheny County Community College, Boyce Campus, 1983.

12 pp. (ED 244 711)
Details results of a ..tudy mvesugatmg the effect of a block-sched-

uled developmental semester on student academtc performanoe Gompares

pre- and post-test results, dropout and absentee rates, grade point averages;

and studernit atntudes anxieties, and Speaﬁc lequ}tqg lge!‘avgors and con-

cludes that the block-scheduled semester is an effective strategy for increas-
ing student success.

Belcher, M The Role Q{ Developmenl Courses in Improvmg CLAST Per-

tional Research Mlaml Dade Commumty College 1985. 12 pp-:
(ED 267 87%3)

_Assesses the role of developmental studles in preparing Miami-
Dade Community College students for the College Level Academic Skllls
Test (CLAST), a basic skills tests that all students must pass before matric-
ulating i’ri the upper dlvxston at pubhc umversmes in Flonda Concludes
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gests that developmenital couirse work neither helped nor hindered student

test results.

Butte College. Evaluation of Remedial Programs: Pilot Study Final Report.
Oroville; Calif:: Butte College, 1985: 42 pp: (ED 263 963)

Describes a pilot study undertaken to develop and test evaluation

procedures for remedial reading; Engllsh and math programs at Butte

College (California). Examines the improvement in basic skills of students

enrolled in developmental readmg and math classes; evaluates the success

of remedial English students in subsequent courses; and reviews the success

of students enrolled in remedial classes at Butte who later transferred to
the California State University at Chico.

Cordrey, L: J. Evaluation of the Skills Prerequzsz!e Systemn at Fullerton
College (A Two-Year Follow- Up) Fullerton, Calif.: Fullerton College,

1984: 99 pp. (ED 244 663)
~ Studies the impact of a mandatory assessment and placemiernit pro-
gram 1mplemented at Fullerton College (Callfornla) to assess studerit

skills, ameliorate skill deflmenctes, and place students in classes appropri-

ate to their level of competency. Draws on a variety of data sources to

examine placement patterns; the effects of remediation on subsequent

grade point average and per51stence, and the frequency of misplacement

(that is; erroneous placement in regular, rather than remedial; classes. )

Elderveld P J “Fai:tors Related to Su'c'c'ess aﬁd Féjlure in Dévelbpiﬁéﬁwi

Quarlerly of Research and Praclzce, 1983 7 (2) 161- 174
Studies the achievement of 513 developmental mathemaucs students
in elght Illifiois commiufnity colleges. Corticludes that nurierical skills,
1nstrucuonal method age self—assessment of knowledge of math ablllty,

i Investlgates factors assoc1ated with success and failure in the basic
mathematics course at Brookdale Community College {New Jersey). Corre-
lates course pass rates with data on students’ sex; age; credit load; employ-
ment status; and attitude toward math. Reveals that, while a positive
att1tude toward mathemaucs correlates strongly with success; 2 negative

Simmons; J.A:M: Testing the Effectiveness of the One-To One Method of

Teaching Composmon' Improvement of Learning in Englzsh Pro]ect

Los Angeles; Calif.: Los Angeles Community College District, 1979:
39 pp. (ED 261 725)
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Evaluates the effecuveness of the so- called Garrison method a one-
to-one method of ‘teaching composmon to students who are mexpenenced

in writing and who are deficient in language skills: Reveals that Garrison

method students siiowed greater gains on pre- and posttest essay exams
than control group students.

Suter, M. A. “A Comparison of Grades, GPA; and Retention of Develop-

miental Students at Northwest Technical COllege ’i Unpubllshed gradu-
ate seminar paper, University of Toledo; 1983. 24 pp. (ED 254 267)

Compares the academic success of students who completed devel-

opmental education courses with the academic success of students who

did not take such courses but whose placemem test scores indicated that

they should. Describes the study methodology, which focused on analyses

of class grades overall grade point averages; and retention rates.

Tarrant Cournty Junior College. An Evaluative Study of the Student Com-

pletion Rate for Mathematics 1403 (4, B, C). Fort Worth; Tex.: South

Camipus, Tarrant Ccmmy Junlpr College, 1984 209 7pp (ED 248 911)

Analyzes curricular and instructional influences on student com-

pleuon rates in a remedial mathemaucs program at a Texas communny

college district. Exammes the impact of student placemem scores; mode of

instruction, class size; enrollment status; grades; and content being studied

4t the time of withdrawal:

Wilson; M. A: Evaiuzztzon of the Solano €Eollege Writing Skills Laboratory

Suisun City, Calif:: Solano Community College; 1984. 30 pp.
(ED 254 265)

Compares the writing 1mprovemem of three student groups at

Solano Community College: those enrolled in the writing skills laboratory

(WSL); those enrolled in an English fundamentals class (EF), and those

concurrently enrolled in both programs (WSL + EF). Reveals that the

WSE and the WSEL + EF students experienced the highest rate of improve-

ment; based on an examination of writing assignments at the beginning

and end of the term: Concludes that individualized laboratory instruction

contributes significantly to the improvement of writing abllny Includes

study recommendauons, information on holistic rating criteria, and sam-

ples of student papers.
Statewide Perspectives

for the Washirigton Commumty College System Olympla Washington
State Board for Community College Education, 1983. 13 pp.
(ED 246 942)
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Descrlbes the acuvmes of Washmgton s statewide & support system to
lmpro.le the delivery of basic skills instruction at community colleges.
Reviews various aspects of the project; induding a computerized data base
of teaching strategies and research reports, faculty workshops; statewide
meetings, videotape and newsletter production, and a developmental edu-
cation planning documeiit eiititled “Platform for Excellence.”

Coffey, J. C. Remedial Education in California’s Public Colleges and Uri-
versities: Campus Perspectives on a Serious Problem. Sacramento: Cali-
fornia State Postsecondary Education Commission, 1983. 12 pp.

(ED 230 227)
Reports on a series of fourteen site v151ts (mcludmg seven at com-
munity colleges) coriducted as part of a statewide study of postsecondary

remedial prograins and services in California. Summarizes the responses
of selected personnel at each campus on eleven issues.

Fadale, L. M., and Wmter, VG M Assessment of Develogmental PngTams
for Postsecondary Occupatzonal Educatzon Studénls A Task Force Report

York, 1984 34 pp. (ED 255 275)

Summarizes the recommendauons of a task force of developmemal
education professionals in New York that considered issues related to the
evaluation of developmental programs from a statewide perspective. High-
lights the need to develop consensus on terminology; the need to deal with
evaluation in the context of budgeung, studerit demogiaphics, aid college

structure; and the need to maintain local flexibility on assessment processes.

Farland, R. W. Remediation in the California Community Colleges: Pro-

posals for Board Policies and Actions. Sacramento: Office of the Chan-

cellor, €alifornia Commumty Colleges, 1985 24 pp. (ED 253 267)

Presents recommendauons of the Chancellor’s Task Force on Aca-

demic Quality concerning remedial offenngs in California community

colleges Proposes a new definition of remedial education, characterizing

it (p: 10) as “‘that process which is deSIgned to assist students to attain

those learning skills necessary to succeed in college transfer, certificate, or

degree courses and programs.” Responds to recommendations drawn up

by the €alifornia Postsecondary Education Comrmssmn concerning the

respective roles of each postsecondary educational segment in remediation,

evaluation processes; and college relationships with adult schools:

Fauske, J. R. “Developmental Education: The Second Chance?” In Don
A. Carpenter (ed.), Focus: A Forum on Teaching and Learning in Utah

Community and Technical Colleges: Vol. 2. Salt Lake City: Utah State
Board of Higher Education; 1983: 37 pp: (ED 224 840)
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Defines developmental education and discusses its place in today’s
educational arena. Points out (p. 27) the difference between developmental
education (“learning of sequentially related information”) and remedial
education (a “‘repetition of processes which were not initially successful”).
Argues that developmental education at the ceiling level does not neces-
sarily constitute duplication of effort and urges the continuation of devel-
opmental programs in Utah'’s institutions of higher education.

Colleges on_ the TEachmg of Wrztmg Illmoz.s Communzt’y College Board

Report to_the Illinois Board of Higher Fducation. Springfield: Illino’s
Community College Board, 1984. 12 pp. (ED 250 051)

Summarizes findings ofa a study conducted to determine Lhe ur.ent

status of writing instriction in Illinois community colleges. Provides infor-

mation on writing courses, course placement, graduation and completion

requirements, in-service ﬁ’ﬁiﬁiﬁg for instructors, and technical assistance.

Fla.: Miami-Dade Community College, 1983. 14 pp. (ED 230 232)
Examiines the consequences of Senate Bill 857, a comprehensive
cducation act designed to raise educational standards in Florida: Points
out that sections of the bill would have a negative impact on minorities
by hmmng access to hlgher educauon, ellmmaung funding for commu-
mty college developmemal edumuon, and reducmg federal fmanaal ald

example of the legislative role in remedial programming:

Morante, E: A:, and others. Reports to the Board of Higher Education on

the Character and Effectweness of Remedial Programs in New Jersey Pub-

lic Coiieges and Universities in Fall 1981. Trenton: New Jersey Basic

Skllls Councxl New Jersey; State Department of Higher Education; 1982;
168 pp: (ED 238 757)

Reviews the status of remedial program in New Jersey pubhc

colleges. Presents data related to remedial course passing rates; attrition;,

and student performance in subsequent courses: Notes that a relauvely

large number of students, especmlly those in mathematics courses; did

not complete their remedial courses and that students completing reme-

dial courses persisted in college at the same rate as students who did not

need remediation.

Piland; W. E. Remedial Education in the States. Normal: Illinois State
University, Department of Curriculum and Instruction, 1983. 68 pp.
(ED 251 160)
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Surveys state dlrectors of commumty colleges in an effort to collect
information on state definitions of remedial education; the state mission
in regard to remedial education, the types of courses that are funded as
remedial classes, methods of fundmg, governmental agencies with author-
ity in this area, the ediicational levels at which remedial education is con-
ducted, and the present condition of remedial education in each state.
Serves pnmarlly ds a descriptive analysis of the state role in remedial
programming as of 1983.

Uniiversity of Nevada Systeiii. An Assessment of Developmental and Reme-
dial Education in the University of Nevada System. Reno: University of
Nevada System, 1984 31 pp. (ED 258 621) B

Discusses trenids and issiies related to remedial education nationwide
and presernits the results of a study of developmenial programs in selected

Nevada universities and community colleges. Profiles enrollment, petsonnel

course offerings, and fundmg levels in Nevada developmental programs.

Woodfaulk C S “An Invesugauon of the Currem Practices for Preparing
Florida Publlc Community College Students in Communication and
Computation Skills.” Unpublished graduate seminar paper; Florida
State University, 1982 26 pp. (ED 232 715)

7 Rev1ews resedarch, planning, and legislative acuvlues concerned with
postsecondary remedidtion efforts in Florida, including the inclusion of
remedial programs in the statewide plan for postsecondary education;, the
assignment of specific remediation responsibilities to Florida’s p"ub'h'c uni-
versities and cominunity colleges, state board regiilations 1 requmng college
students to complete twelve semester hours of course work in English and
six hours in math successfully, and a statewide review of basic skills prep-
aration in Florida’s community cc ! - zes.

Obtairiing ERIC Docuitients

Items c1ted wnh an ED nuniber are ERIC documents: These docu-

ments can be viewed on microfiche at approximately 760 libraries nation-

wide or ordered at the cost of. reproducuon and mailing from the ERIC

Document Reéproduction Service (EDRS) in Alexandna, Vngmla Items

not marked with an ED number are ]oumal articles that must be obtained

through regular library channels. For an EDRS order form and a list of

the lib ies in your state that have ERIC microfiche collections; wntf. or

call the ERIC Clearinghouse for Junior Colleges, 8118 Math-Sciences
Bulldmg, UCLA, Los Angeles, California 90024.
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From the Editc:’s Notes

If the open-door policy of the community college is to be
meaningful, then professionals in developmental education
as well as instructors and administrators must become
working partners integrated into the total fabric of the

educational process. Otherwise, the open door becomes a

rebolvmg door The various topics dzscussed m thzs volume
the profésszonal in déuelopmental education with an
understanding of the developmental education student’s

needs and thereby help to structure a learning environment
with the whole fabric of the educational process.
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