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Short-Cycle Higher Education in the United States

Snejana Slantcheva-Durst, Asst. Prof., University of Toledo

For the last fifty years, short-cycle higher education (SCHE) has been gaining prominence throughout the countries of Europe and the U.S. The need to respond to increasing demand for higher education in the 1960s stimulated the initial development and growth of short-cycle higher education institutions. Since then, in many countries of Europe and the U.S., the role of SCHE has enlarged to encompass expanding educational opportunities, fulfilling workforce needs, addressing local and regional challenges, and bringing innovation to national systems of higher education. In 2003, “2,5 million students (1,7 million in TSC and over 800,000 in post-secondary education)” were enrolled in the tertiary short-cycle institutions across Europe (Kirsch et.al., 2003, p. 7). In the fall of 2006, 6,518,540 students, or 37% of the total student population (Almanac, 2008-2009, pp. 6-8), were educated in the U.S. public and private 2-year institutions of higher education; one can also add to this number the estimated 5 million students enrolled in non-credit short-cycle programs.
Defining Short-Cycle Higher Education
The term “short-cycle higher education” was officially coined by the Organization for Economic Co-operation and Development (OECD) in their 1971 international Meeting on Short-Cycle Higher Education in Paris. In a subsequent publication, Short-Cycle Higher Education: A Search for Identity (1973), OECD defined short-cycle higher education as:

“... post-secondary education of a mainly terminal character designed to training students for middle-level manpower positions. Although in the majority of cases it is provided in institutions established outside universities (SCIs), in a few countries the universities offer a certain number of such short-cycle programmes, while in others this training is the responsibility of secondary level establishments (technical training in Sweden, teacher training in France).” (p. 41)
This original definition set a rather specific, and somewhat narrow, framework for understanding the emerging phenomenon of short-cycle higher education – a framework no doubt based on the developments of SCHE in this period of initial growth. In this definition, two major characteristics stand out. First, although OECD used the term ‘short-cycle higher education,’ its major concern was essentially with the institutions (as opposed to education) offering short-cycle higher education programs. Those short-cycle higher education institutions (SCIs) were defined as:

“all types of post-secondary schools established outside universities.... the common denominator of SCIs as defined here is the extra- or non-university character of these establishments which poses for all of them a problem of identity and of appropriate recognition within the overall system of higher education.” (pp. 41-42)

The university-non-university distinction was crucial for understanding the nature of SCIs and of their place and functions in the overall national system of higher education. Based on the relation of these institutions to university establishments, three main models were identified:

The multipurpose model, where SCIs a) had close links with universities thus allowing transfer of some students and inter-institutional mobility; b) offered a highly diversified curriculum – both academic and vocational; and c) were generally geared to meet local or regional needs. The Junior or Community Colleges in the US examplified this model.

The specialized model, training mostly graduates of non-academic secondary schools for immediate professional occupation. The SCIs in this model had very limited links with universities, low academic autonomy and offered terminal programs. SCIs in most of Continental Europe shared these characteristics until 1960s.
The binary model, represented typically by British polytechnics and the Colleges of Applied Arts and Technology in Ontario, Canada, in which higher education is divided into two independent sectors which are separately administered (Ross, 1972; OECD, 1973; Furth, 1973).

Second, SCIs were seen as offering mainly terminal degrees of vocational nature. Later, vocational was often replaced with the term occupational, to signal the distinction between vocational secondary training and occupational/professional education at the post-secondary level.
The evolving nature of the SCIs, and the range of functions they took within different countries, was soon reflected in the definition and understanding of this type of higher education. Even as the 1973 OECD conference was taking place, new, also termed experimental, types of SCIs were being piloted in a number of countries, including the French University Institutes of Technology (IUTs), the Norwegian Regional Colleges, the US community colleges (expanding the original missions of the existing junior colleges), as well as upper-division colleges.

Thus, only a decade later, short-cycle higher education was defined as “education placed between compulsory (often ending with secondary school) and university degree completion, where students engage in: (1) post-compulsory, often post-secondary studies considered terminal, (2) curricula leading to university diplomas and degrees, and/or (3) continuing or recurrent non-degree classes and activities… In all cases, short-cycle institutions or systems offer one or more of the above programs in a post-compulsory, often post-secondary setting” (Kinser, 1984). This definition attests to the growth of this kind of education only in a decade after SCHE was identified as a movement. Further definitions would refer to SCHE also as pre-college education, or sub-degree programs and qualifications. In 2003, in a comprehensive study of Tertiary Short Cycle Education in Europe, Kirsch et al. employs OECD’s upgraded definition of SCHE:
 “…a level or stage of studies beyond secondary education which can lead to a qualification recognized on the labor market…,” undertaken in formal tertiary education institutions – universities, polytechnics, colleges; public and private – but also in a wide variety of other settings, including secondary schools, at work sites, via free-standing information technology-based offerings and a host of private public entities.” (p. 8)

In sum, SCHE encompasses programs and qualifications below the bachelor’s level and above secondary education. Their length varies across countries as do the program areas they cover. In the Bologna Process framework, where a growing tendency to offer three-year bachelor degrees (as opposed to four-year ones) is noted, SCHE programs would most often be shorter than 3 years of study. In the U.S., the associate degrees last 2 years. Certificates and diplomas of shorter duration are common on both sides of the Atlantic.

Historical Roots of Short-Cycle Higher Education Institutions in the United States

The origins of SCHE in the U.S. are traced to the final years of the 19th century, when several university presidents (Tappan, Folwell) dreamed of ways to separate the first two-year programs from 4-year institutions thus freeing them from lower division training and turning them into “proper” universities of the German kind. In this dream, preparatory schools would serve as university feeders, providing the first two years of general and foundational studies. It was one of those dreamers, President William Harper of the University of Chicago, who created such a feeder school and named it junior college. The junior college was established as a two-year high school extension (13th and 14th grade). Thus, recognized as the first public junior college in the U.S., Joliet Junior College opened its doors with 6 students in 1901 at the local high school; there, its students received advanced standing upon entrance to the University of Chicago (Martorana, 1973; Cohen & Brawer, 2003; Bragg & Townsend, 2006).
Junior colleges multiplied quickly. As Cohen notes, the number of colleges increased from 20 in 1909 to at least 170 ten years later (many of them were private); their number rose to 450 by 1930 – small, averaging about 160 students per college, but widespread and found in all but five states (1981, p. 5). And while SCIs and, in general, non-university higher education institutions in OECD member countries grew at roughly the same rate as universities between 1950 and 1967 (OECD, 1973, p. 18), in the U.S., the former expanded much faster than the latter. In the early 1960s, junior colleges, increasingly termed community-junior colleges to signal the local orientation of these institutions, were being opened at the rate of fifty a year and student enrollments were increasing at a greater than ten percent annual rate (Cohen, 1981).
Interestingly enough, alongside the growing numbers of junior colleges, a new type of college – the upper-division college – also emerged. It was intended to build on the “open-door community junior college,” with no freshman or sophomore students. In 1970, Altman reported that seven upper-division institutions existed, while eight others have reached various stages of legislative or state board of higher education approval; six other states have started to consider establishing upper division colleges (Altman, 1970).

Finally, the area ”vocational-technical school” – another new type of a two-year institution - also developed, aided greatly by increased federal funds for vocational education provided by Vocational Education Act of 1965 and 1968. Technical colleges focused solely on occupational preparation and initially offered terminal degrees.
Main Characteristics of Short-Cycle Higher Education in the United States
In academic 2006-2007, there were 1,045 public, 107 private non-profit, and 533 private for-profit two-year institutions (Almanac, 2008-09).
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Together, they educated 6,518,540 students, or 37% of the total student population (Almanac, 2008-2009, pp. 6-8). 37% of their students are enrolled part time; of those, 58 % are 25 and older.

Table 1: College Enrollment by Age of Students, Fall 2006 (Almanac, 2008-09, p. 14)

	
	2-year Institutions

	
	Full-Time
	Part-Time

	Age
	
	

	15 to 19
	42.5%
	13.9%

	20 to 24
	33.8
	28.1

	25 to 34
	14.9
	27.2

	35 and older
	8.9
	30.7

	
	
	

	Women
	
	

	15 to 19
	38.7%
	12.7%

	20 to 24
	33.0
	25.3

	25 to 34
	17.3
	27.1

	35 and older
	11.0
	35.0



In addition to part-time education, two-year institutions are also strongly involved in on-line education. For the last 6 years measuring online enrollments, the Sloan Foundation study of on-line education has consistently found that over one half of all on-line students are enrolled in associate’s institutions. “Associate’s institutions teach about 37 percent of the entire higher education student body … Their impact among the online student population is much larger” (Allen and Seaman, 2008).
Figure 2: Online Enrollments (Allen and Seaman, Sloan Foundation, at http://www.sloan-c.org/publications/survey/staying_course)
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The two-year post-secondary degrees include the Associate in Arts (AA), Associate in Science (AS), or Associate in Applied Science (AAS). The majority of associate degrees are offered by two-year institutions. Less than two-year certificates are another kind of short-cycle education. Finally, non-credit programs are also growing. In academic 2003-04, 37% of all students in the country were enrolled in associate degree programs, while 7% - in certificate programs (Almanac, 2008-09, p. 17).

The number of awarded sub-baccalaureate degrees and certificates grew by 30% in the last 10 years (Table 2). The offer of associate degrees grew by 28%, while of certificates – by 33%.
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Total, all undergraduate credential levels 2,251,874 2,227,731 2,166,153 2,300,481 2,295,701 2,420,310 2,628,341 2,752,837 2,846,832 2,913,819

 Career education 1,553,859 1,527,839 1,482,463 1,586,827 1,573,744 1,661,013 1,835,114 1,926,181 1,984,396 2,022,885

 Academic education 698,015 699,892 683,690 713,654 721,957 759,297 793,227 826,656 862,436 890,934

Credential level

Bachelor's degrees 1,155,183 1,166,239 1,135,428 1,217,952 1,228,269 1,277,728 1,348,500 1,399,542 1,439,263 1,485,242

Career education 680,376 690,752 672,663 732,783 740,995 772,099 822,159 851,985 869,228 895,248

Academic education 474,807 475,487 462,765 485,169 487,274 505,629 526,341 547,557 570,035 589,994

Subbaccalaureate credentials 1,096,691 1,061,492 1,030,725 1,082,529 1,067,432 1,142,582 1,279,841 1,353,295 1,407,569 1,428,577

Career education 873,483 837,087 809,800 854,044 832,749 888,914 1,012,955 1,074,196 1,115,168 1,127,637

Academic education 223,208 224,405 220,925 228,485 234,683 253,668 266,886 279,099 292,401 300,940

 Associate's degrees 583,282 574,664 562,028 574,456 587,971 607,133 661,614 694,466 725,836 744,194

Career education 375,001 360,608 352,560 357,520 362,664 366,875 409,405 428,882 447,691 460,197

Academic education 208,281 214,056 209,468 216,936 225,307 240,258 252,209 265,584 278,145 283,997

Certificates 513,409 486,828 468,697 508,073 479,461 535,449 618,227 658,829 681,733 684,383

Career education 498,482 476,479 457,240 496,524 470,085 522,039 603,550 645,314 667,477 667,440

Academic education 14,927 10,349 11,457 11,549 9,376 13,410 14,677 13,515 14,256 16,943

SOURCE: U.S. Department of Education, National Center for Education Statistics, Integrated Postsecondary Education Data System (IPEDS), Completions and Institutional Characteristics (IC) data 

files, various years (e.g., report year 2006 uses IC 2006–07 and Completions 2005–06).



Table 2.  Number of undergraduate credentials awarded by Title IV postsecondary institutions, by curriculum area and credential level: United 

States, 1997 to 2006 (NCES, 2008)

NOTE: This table shows, for example, that 1,553,859 undergraduate career education credentials were awarded in 1997. There are no standard errors for this table because it is based on population counts.



As percentage distribution, in the last 10 years, more than half of the SCHE degrees have been in career fields (Table 3).

[image: image4.emf]Credential level 1997 1998 1999 2000 2001 2002 2003 2004 2005 2006

Total, all undergraduate credentials  69.0 68.6 68.4 69.0 68.6 68.6 69.8 70.0 69.7 69.4

Bachelor's degree 58.9 59.2 59.2 60.2 60.3 60.4 61.0 60.9 60.4 60.3

Subbaccalaureate credentials 79.6 78.9 78.6 78.9 78.0 77.8 79.1 79.4 79.2 78.9

Associate's degree 64.3 62.8 62.7 62.2 61.7 60.4 61.9 61.8 61.7 61.8

Certificates 97.1 97.9 97.6 97.7 98.0 97.5 97.6 97.9 97.9 97.5



NOTE:  This table shows, for example, that 69.0 percent of the undergraduate credentials awarded in 1997 were in career education. There are no standard errors for this table because it is based on population counts.

SOURCE: U.S. Department of Education, National Center for Education Statistics, Integrated Postsecondary Education Data System (IPEDS), Completions and Institutional Characteristics (IC) data files, various years (e.g., report year 2006 

uses IC 2006–07 and Completions 2005–06).

Table 3. Percentage of undergraduate credentials awarded by Title IV postsecondary institutions that are in career education, by credential 

level: United States, 1997 to 2006 (NCES, 2008)


From career SCHE degrees, the majority were in the Health Sciences, Manufacturing, Construction and Transportation, Consumer Services and Business (Table 4)

[image: image5.emf]Career field of study and credential level  1997 1998 1999 2000 2001 2002 2003 2004 2005 2006

 Credential level awarded 

Subbaccalaureate credentials 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

 Agriculture and natural resources  1.3 1.3 1.3 1.2 1.3 1.3 1.2 1.1 1.0 1.0

 Business management  14.1 13.4 13.7 14.0 13.9 13.9 10.1 9.9 9.7 9.8

 Business support  7.8 7.9 7.3 7.2 6.0 5.6 3.8 3.4 2.9 2.8

 Communications and design  2.4 2.6 2.7 3.0 3.2 3.3 3.3 3.0 2.7 2.6

 Computer and information sciences    4.5 4.7 5.7 7.2 6.7 7.5 8.9 7.1 5.6 4.7

 Consumer services  9.7 9.7 9.5 9.7 10.0 10.9 11.7 11.7 11.8 11.8

 Education  1.4 1.4 1.6 1.4 1.5 1.5 1.8 1.8 1.8 1.9

 Engineering, architecture, and science technologies  6.4 6.7 7.2 7.6 7.2 6.8 7.0 6.1 5.4 4.8

 Health sciences  29.8 29.5 28.6 27.4 27.8 28.1 31.5 35.4 38.2 39.3

Manufacturing, construction, repair, and transportation 15.5 15.6 15.4 15.3 15.4 14.7 12.7 12.2 12.5 12.8

 Marketing  0.4 0.4 0.4 0.3 0.4 0.3 1.7 1.5 1.5 1.6

 Protective services  4.6 4.7 4.5 3.8 4.6 4.2 4.4 4.5 4.6 4.8

 Public, legal, and social services  2.2 2.1 2.1 2.0 1.9 1.8 2.0 2.2 2.2 2.2

Certificates 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

 Agriculture and natural resources  1.0 1.0 1.0 0.9 1.1 1.2 1.0 0.8 0.8 0.8

 Business management  9.6 8.5 8.7 9.0 8.4 8.5 5.0 4.9 4.4 4.5

 Business support  9.3 9.6 8.8 8.8 7.1 6.7 4.4 3.9 3.1 3.2

 Communications and design  1.4 1.4 1.5 1.7 1.7 1.8 1.7 1.5 1.2 1.2

 Computer and information sciences    5.5 5.3 6.3 8.1 6.3 6.7 7.0 5.2 3.8 3.1

 Consumer services  14.0 14.0 13.5 13.3 14.0 15.2 15.0 14.9 14.9 14.9

 Education  0.3 0.6 0.7 0.7 0.8 0.8 1.1 1.0 1.0 1.0

 Engineering, architecture, and science technologies  3.3 3.8 4.5 4.9 4.4 4.4 4.2 3.5 3.1 2.7

 Health sciences  30.4 30.6 29.7 29.0 30.4 31.2 36.5 41.2 44.2 44.7

Manufacturing, construction, repair, and transportation 19.7 19.9 19.9 19.3 19.8 18.4 16.8 16.0 16.4 16.9

 Marketing  0.3 0.3 0.4 0.2 0.3 0.3 1.7 1.4 1.5 1.6

 Protective services  4.0 4.1 4.2 3.3 4.7 4.0 4.4 4.3 4.2 4.1

 Public, legal, and social services  1.0 1.0 0.9 0.9 0.9 0.9 1.2 1.3 1.3 1.2

Associate's degree 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

 Agriculture and natural resources  1.6 1.7 1.7 1.7 1.6 1.6 1.6 1.5 1.5 1.4

 Business management  20.1 19.9 20.1 21.1 21.0 21.6 17.5 17.3 17.6 17.5

 Business support  5.7 5.6 5.3 4.9 4.7 4.1 2.9 2.8 2.5 2.2

 Communications and design  3.7 4.2 4.4 4.8 5.1 5.5 5.6 5.3 4.9 4.5

 Computer and information sciences    3.0 3.9 4.8 5.9 7.3 8.6 11.6 9.9 8.3 7.0

 Consumer services  3.9 4.1 4.3 4.6 4.7 4.8 6.7 7.0 7.2 7.3

 Education  2.8 2.6 2.8 2.3 2.5 2.5 2.8 2.9 3.0 3.2

 Engineering, architecture, and science technologies  10.6 10.5 10.7 11.2 10.8 10.1 11.0 9.9 8.7 7.8

 Health sciences  28.9 27.9 27.2 25.3 24.3 23.7 24.0 26.8 29.4 31.5

Manufacturing, construction, repair, and transportation 9.9 10.0 9.7 9.8 9.8 9.3 6.6 6.5 6.7 6.8

 Marketing  0.5 0.5 0.4 0.4 0.4 0.4 1.7 1.7 1.6 1.5

 Protective services  5.4 5.4 5.0 4.6 4.5 4.6 4.6 4.8 5.3 5.8

 Public, legal, and social services  3.8 3.7 3.6 3.4 3.2 3.1 3.3 3.4 3.4 3.6



Table 4.  Percentage distribution of undergraduate career education credentials awarded by Title IV postsecondary institutions, by credential level and 

career field of study: United States, 1997 to 2006 (NCES, 2008).


Community Colleges as the Major SCHE Providers in the U.S.: Programs, Accreditation, Representation and Classification
The majority of SCHE degrees and certificates are offered by public two-year institutions, which are comprised of community colleges and technical colleges. These institutions currently offer almost half of all certificates and 77% of all associate degrees in the country (Table 5).

[image: image6.emf]Control and level of institution and credential level  1997 1998 1999 2000 2001 2002 2003 2004 2005 2006

Total, all subbaccalaureate career education credentials 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Public 2-year 58.5 56.2 56.4 53.2 58.1 55.8 58.4 57.6 58.6 58.4

Public less-than-2-year 7.4 8.7 9.1 9.5 6.4 6.5 4.8 4.4 3.0 3.1

Private not-for-profit 2-year 3.0 3.0 2.8 2.7 2.4 2.4 2.4 2.2 2.0 1.9

Private not-for-profit less-than-2-year 0.9 0.9 0.6 0.6 0.9 1.3 1.3 1.1 1.2 1.1

Private for-profit 2-year 12.4 13.5 13.9 15.0 14.4 13.9 14.1 15.1 15.7 16.6

Private for-profit less-than-2-year 17.9 17.8 17.3 19.1 17.8 20.1 19.0 19.7 19.5 18.9

Credential level awarded

Certificates 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Public 2-year 45.1 42.4 42.4 39.8 47.0 44.4 48.9 47.5 48.8 48.5

Public less-than-2-year 12.1 14.3 14.9 15.1 10.4 10.3 7.4 6.7 4.7 4.8

Private not-for-profit 2-year 1.1 1.0 1.3 1.2 1.2 1.1 1.3 1.2 1.1 1.1

Private not-for-profit less-than-2-year 1.5 1.4 0.9 0.9 1.5 2.0 2.0 1.7 1.8 1.7

Private for-profit 2-year 10.8 11.8 12.1 12.5 10.7 10.7 10.9 12.6 13.7 14.7

Private for-profit less-than-2-year 29.4 29.2 28.4 30.4 29.2 31.5 29.4 30.4 29.9 29.2

Associate's degrees 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Public 2-year 79.3 77.8 78.1 75.5 75.3 75.6 75.7 76.2 77.0 76.5

Public less-than-2-year # 0.1 0.1 0.1 # # # # # #

Private not-for-profit 2-year 5.8 6.0 5.1 5.2 4.4 4.6 4.5 4.0 3.7 3.4

Private not-for-profit less-than-2-year 0.0 0.0 0.1 # 0.0 0.1 # 0.0 0.0 0.0

Private for-profit 2-year 14.8 16.1 16.5 19.2 20.1 19.5 19.8 19.8 19.3 20.1

Private for-profit less-than-2-year # # 0.1 # 0.2 0.2 # # # 0.1

# Rounds to zero.

NOTE:  This table shows, for example, that 58.5 percent of the subbaccalaureate career education credentials awarded by less-than-4-year Title IV institutions in 1997 were awarded by public 2-year institutions.  There are no standard errors for this table because 

it is based on population counts.  Detail may not sum to totals because of rounding.

Table 5.  Percentage distribution of subbaccalaureate career education credentials awarded by less-than-4-year Title IV postsecondary institutions, by 

control and level of institution and credential level: United States, 1997 to 2006 (NCES, 2008).



SOURCE: U.S. Department of Education, National Center for Education Statistics, Integrated Postsecondary Education Data System (IPEDS), Completions and Institutional Characteristics (IC) data files, various years (e.g., report year 2006 uses IC 2006–07 and 

Completions 2005–06).



The most common, and most populated, programs on these campuses are in the fields of Business, Health Professions, Computer Sciences and Liberal Arts and Sciences (Fig. 3).

Figure 3: Programs offered at community colleges (by program and institution) (AACC).
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Community colleges and their programs are accredited by the regional and professional associations that accredit four-year institutions as well. Institutional accreditation is administered by one of the 6 Regional Accrediting Organizations which covers the region of the specific college. The largest of these is the North Central Association of Colleges and Schools, which also accredits institutions of higher learning in Ohio. Programs are accredited by specialized and professional accrediting organizations. A number of foreign institutions are seeking to be accredited by Americans, and U.S. accreditors have been reluctant to get involved overseas, although institutions in other countries have received accreditation in the U.S. Professional associations are much more proactive in joining international forums, global initiatives and work with partners along professional lines. 

By contrast, for-profit schools and some online ones are nationally accredited by the U.S. Department of Education.
Community colleges in most U.S. states have a state-level organization that represents them before the state policy-makers. At the federal level, they are represented by the American Association of Community Colleges. The association was founded in 1920 as the American Association of Junior colleges, a name changed in 1972 to the American Association of Community and Junior Colleges (AACJC), and finally in 1992 to the American Association of Community Colleges. The association is one of the Big Six national associations that represent the voice of higher education: AACC, Association of American Universities (AAU), the American Association of State Colleges and Universities (AASCU), the National Association of Independent Colleges and Universities (NAICU), the National Association of State Universities and Land-Grant Colleges (NASULGC), and the American Council on Education (ACE), which is the national coordinating body for American Higher Education. These 6 major associations differ from most other Washington higher education associations in that they are presidentially based, or the presidents of colleges and universities are designated as the principal institutional representative. AACC is the largest of the 6 after ACE. Its members are public and private two-year degree-granting colleges. Its heads spend most of their time on federal relations and lobbying before Congress and national decision-makers. At the same time, it also works with directors of state offices to inform and affect state policy. At the federal level, AACC focuses on 5 strategic areas: 1. Recognition and advocacy for community colleges; 2. Student access, learning and success; 3. Community college leadership development; 4. Economic and workforce development; and 5. Global and intercultural education. 

AACC does not represent proprietary schools. The 6,500 proprietary schools in the U.S. are mostly two-year or less-than-two-year technical and vocational schools, and they often differ from community colleges in the duration and breadth of their degree and certificate programs. The 1,200 largest proprietary schools are members of the Career College Association (CCA), their umbrella organization.
There is no national or state ranking system for community colleges in the U.S. – at least none of the kinds developed for 4-year schools and their programs (such as the US News and World Report on Best Colleges). Good practices and entrepreneurial initiatives in community colleges are often listed in community college newsletters such as Community College Week, Washington Monthly, or in industry specific publications such as Business Week’s “D-Schools” ranking list, or in survey reports published by professional associations.

The Carnegie Classification system, developed in 1970 for research purposes, is not a ranking system but a framework for grouping different kinds of colleges and universities. The intention of the first classification’s creator (Clark Kerr) was to organize institutions in given categories so as to facilitate studies of them. Unfortunately, and unintended by the creators, the system ordered schools vertically, placing prestigious research universities at the top (calling them Research I institutions) and 2-year institutions at the bottom. Thus, unintentionally, a hierarchical order of schools was often perceived in the higher education community and the Carnegie Classification was often misinterpreted as an instrument evaluating institutional quality. As a result, in 2005, the Carnegie Classification was changed to include multiple, parallel classifications (thus avoiding the hierarchical structuring). It was in 2005 too when for the first time, two-year colleges were also split into subcategories according to a number of criteria (such as size, location, etc.).
Student Choice of Community Colleges

Community colleges are increasingly becoming a first-school choice for a growing number of high school graduates. High school seniors who enrolled immediately in community colleges in 2004 spanned a broad range of academic achievement—including students who were well-prepared for college in terms of their performance on standardized tests and coursework completed. They included a greater percentage of well-prepared seniors than did the 1992 senior cohort (Department of Education, 2008). In addition, community colleges continue to attract more and more students that do not fit with the traditional type of student – adults, returning workers, first-generation, college graduates, etc. Students come to the community college with an array of wishes (figure below).
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Different reasons stand behind the increasing popularity of community colleges. Their open door admissions policy is one important reason. Nationally, community colleges enroll 47% of all Black undergraduate students, 56% of all Hispanic undergraduates, 48% of all Asian/Pacific Islanders, and 58% of Native American students (AACC, 2006). Many of these students come from low-income or educationally disadvantaged backgrounds and the community colleges extend educational opportunity to them through their open admissions policy. Next, community colleges are affordable. Although community college tuition and fees have increased over the years in response to economic conditions and state and local tax policies, the average price of attending a community college is lower than that of a four-year college, and has not increased at the same rate as tuition and fees at four-year institutions.

Table 6: Tuition and Fees (The College Board, 2008).
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Finally, most community college students are adults, the so-called “new majority,” who require non-traditional forms of education, more flexible course offerings, low costs, and proximity to their work or home. Community colleges are spread throughout the country, regionally responsive and entrepreneurial in quickly responding to emerging needs.

In the U.S., school counselors are a critical factor in shaping the student choice. Students also follow the College Board site as well as the annual publications of school rankings, for bachelor and master programs (such as the US News and World Report). Institutional visits are also an important determinant of student choice.

Main Functions of Community Colleges

In the more than a century of their existence, community colleges have embraced a complex set of missions. Many analysts have noted that the colleges’ missions often conflict with each other. Perhaps those most often cited as sources of conflict include the institutions’ emphasis on occupational education, which can be quite expensive and has been associated with less institutional transfer rates. Yet another source has been the growing interest in the community college baccalaureate of applied sciences and in the honors programs. This section focuses on the two major functions of community colleges, the baccalaureate transfer function and the career training function, while also touching upon the myriad of other function these institutions fulfill.
The Baccalaureate Transfer Function
Preparing students to transfer to four-year colleges and universities by providing the first two years of a bachelor’s degree was the primary reason for the emergence of the two-year American college at the beginning of the 20th century. Different transfer patterns exist. The traditional transfer direction, from a two-year institution to a 4-year institution, is expressed in two major patterns:

1) transfer with an AA or an AS degree or transfer before completing one of these


Using data from the Beginning Postsecondary Student Longitudinal Study, Berkner, Lorn and Clune (2000) followed students for three years. Of the 24% of the community college students who enrolled with an intention to transfer, 12% actually transferred. Studies have also shown that completing the associate’s degree increases the likelihood for success at the future institution (Townsend, 2006, Cohen and Brawer, 1996; Keeley and House, 1993).

2) transfer with a non-transfer degree such as the AAS or with non-liberal arts courses.


The A.A.S. degree is considered a non-transfer degree and is often labeled as such in state policies. However, more and more students with an AAS degree or courses in fields as nursing, business management, office administration seek transfers (Bernstein, 1986; Cohen and Ignash, 1994; Striplin, 2000). Different studies identify the different approaches among four-year institutions in accepting non-transfer courses. For example, Striplin (2000) examined the transferability of these courses from 26 California community colleges to the California State University System and the University of California and found that “in 1998, 72.6% of the nonliberal arts courses transferred to the CSU System and 26.75% transferred to the UC System” (p. 76, quoted in Townsend, 2006).


In addition, a variety of non-traditional transfer patterns have gradually emerged. One such development is the transfer to community colleges from 4-year schools – known as “reverse transfer students” or “drop downs” (Kintzer, 1983). 13% of two-year college students were estimated to be undergraduate reverse transfers, although the percentage varied greatly in individual institutions (Townsend and Dever, 1999). In addition, a significant percentage of college students attend more than one college – the multiple transfer, or “swirling,” phenomenon (Adelman, 1999; Townsend, 2000; de los Santos and Wright, 1989). As part of this swirling, some two-year students transfer to another two-year school before transferring to a 4-year college; or attend more than one two- or four-year school. A recent AACC research finds 50% of the nation’s baccalaureate recipients have taken courses at community colleges (McFee, 2007). Next, there are also the “double-reverse transfer students” (Cooley, 2000, p. 23), where students start at a community college, transfer to a four-year college, and then transfer back to the community college. Finally, transferring courses taken through concurrent enrollment, both summer courses as well as through dual enrollments (in two institutions of higher education)


The different patterns of transfer can help student complete a degree in shorter time, save on costs. However, transfer rates have steadily declined over time (Cohen, 1981, Gordon, 1996). Although different definitions of transfer students guide research on transfer rates, transfer rates have been around 22% nationwide (Cohen and Brawer, 1996), with other researchers placing them at 25% (Center for the Study of Community Colleges; National Effective Transfer Consortium) or even at 33% (Townsend and Wilson, 2006, p. 34). Different estimates vary due to the difference in defining transfer (whether a number of courses, or a degree) as well as the enormous challenges in collecting reliable regular data on transfer patterns. The relatively low transfer rates have stimulated concerns about the viability of the transfer mission of community colleges. Critics have charged that community colleges serve to track students into learning paths diverting those from disadvantaged backgrounds and preparation away from academic institutions (Brint and Karabel, 1972), or “cooling down” their aspirations (Clark, 1960; Alba and Lavin, 1981). In a 2005 study, Pascarella and Terenzini found out that if students are adequately matched on variables of academic aptitude, race, ethnicity, gender, and others, those who begin at a community college are at least 15% less likely to attain a bachelor’s degree than those who begin at a four-year institution. In light of those critiques, what is often forgotten is that for some students, starting at a 4-year college is simply not an option because of escalating tuition costs and student’s family or job responsibilities.
In a 2001 large-scale study, Bradburn and Hurst studied different student populations in an attempt to predict transfer rates of community college students to 4-year institutions. “Transfer” was defined as initial enrolment in a community college followed by subsequent enrollment at any four-year institution (public or private, in any state) within the five-year period. They started with a large pool of students including all potential transfer students, or all that were eligible to transfer. Gradually, they narrowed down the pool with different criteria. Their findings showed that transfer rates increase as the student pool narrows (see Table 7). Those students who were enrolled in more classes, were more informed of their future path, were taking bachelor-transferrable courses, and were more intensively involved, were more likely to transfer.

Table 7: Potential Transfer Rates ((http://nces.ed.gov/PUBSEARCH/pubsinfo.asp?pubid=2001197)
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A related concern is also how well students perform after they transfer from a community college, with critics maintaining that transfer education inadequately prepares students for academic work, which results in a lower bachelor attainment rate for students starting in two-year college campuses. Most studies find that performance of transfer students from community colleges is rarely problematic, at least for those who completed their associate degree. Those who transferred before earning the associate degree were found less successful at the 4-year institution; and the more credit hours a student has taken before transferring, the higher the likelihood of success (McCormick and Carroll, 1997). In addition, an initial drop in performance during their first semester of transfer has also been noted (Carlan and Byxbe, 2000; Glass and Harrington, 2002; Koker and Hendel, 2003). 


It is strongly believed that transfer challenges require both state and institutional commitment. Measures to improve transferability of students and courses include:

· Individual course-by-course articulation agreements with 4-year institutions.
· Developing institutional and state-level articulation agreements for certain associate degrees. States with a statewide transfer guides, articulation agreements and policies have higher transfer rates than others. Ohio is one example of such a state. Institutional capacity issues should also be resolved at the state level. In states like California, New York, North Carolina, Florida, Washington, four-year institutions cannot accommodate all students aiming to transfer and turn many down (ex., in 2005 New York’s four-year colleges and universities refused admission to 38% of transfer applicants).
· Agreements geared to transfers into bachelor of applied sciences. A number of community colleges in several states – Florida, Texas and Utah – have sought to increase the number of community college students attaining the baccalaureate by offering and awarding the degree themselves – known as the community college bachelor of applied science degree.
· Develop honor’s programs for students aiming to transfer to selective colleges and universities

· Develop strong advisement systems
The Career Education: Occupational-Technical Education and Workforce Training Function
Community colleges provide programs of education and training beyond the high school, but below the professional level, for students seeking immediate entry into the productive labor force in business, industry, or government; and for persons already employed but seeking to improve or learn new skills required in our changing economic and cultural environment. The community college workforce development function includes all the institutional programs, courses, and activities that prepare students for work, and is present in credit and noncredit programs, career and technical areas, and contract training units.
The return on investment for students and their communities from occupational programs is significant. Currently, graduates from programs in engineering, nursing, physical therapy, and skilled trades make a middle class salary almost upon graduation (US Department of Labor, 2006).
More than 90% of all community colleges offer academic degrees or transfer opportunities that lead to a specific career, and 96% offer occupational, professional, or technical training for workforce development. 79% of community colleges offer contract training for a specific company and 61% offer some form of occupational, professional, or technical training open to the general public. A significant number of students are enrolled in applied degree programs, with a national median of 33% in occupational workforce-related programs (General Accoutning Office, 2003).

Table 8: Basic Types of Credit and Non-Credit Vocational Programs

	Type of Vocational Program
	Program Description

	Credit Programs
	

	Academic degrees
	Courses leading to an Associate in Arts, Associate in Science, or other academic degree, or eligible for transfer credit to an institution that offers baccalaureate degrees in such majors as engineering, architecture, business, etc.

	Occupational, professional, or technical education
	Courses leading to an Associate in Applied Sciences or other occupationally related degree, certificate, license, or diploma (e.g., practical nurse certificate)

	
	

	Non-Credit Courses or Programs
	

	Occupational, professional or technical education
	Non-credit courses leading to a certificate, license, or diploma (e.g., non-credit certified home health aide program)

	Below college-level academics (developmental)
	Courses, including basic mathematics, English, English as a second language and reading that are required before students who lack college-level proficiency in those subjects can be accepted into college credit courses

	Basic skills
	Courses, including adult basic education, English as a second language, and those preparing students for the GED high school equivalency exam

	Contract or customized training
	Employee training provided under contract to businesses, government entities, or other employers

	Other
	Includes personal enrichment courses and any other courses not in the above categories


Source: Mellow and Heelan, 2008, p. 217; Government Accountability Office, 2004, p. 2.

Community colleges offer career education in health care, business (accounting, marketing, management, or sales), a range of industries (engineering, marketing, management, or sales), a range of industries (engineering, technology, or manufacturing), social services (human services, education, or drug abuse counseling), service occupations (administrative, retail, banking, insurance, paralegal), and specialized programs that link to a region’s economy, whether it is gaming in Atlantic City, silicon chip clean production in Southern California, or culinary arts in Mississippi (Mellow and Heelan, 2008; Government Accountability Office, 2004).


Many colleges link to high schools through federally sponsored tech prep and school-to-work programs. Colleges provide certification, licensure, and Associate in Arts or Associate in Applied Arts degrees for incumbent technical workers (Bragg, 2001a). National enrollment in credit programs averages for occupational programs is:

· Business and office: 27%

· Health: 26% 

· Computer and data processing: 17%

· Trade and industry: 10%

· Engineering and science technology: 7% (National Center of Education Literacy, 1996)
Associate degrees providing education for specific career areas are developed either for transfer or for immediate employment. The Associate in Arts (AA) and Associate in Science (AS) degrees are intended for transfer. Some common occupational AA degrees include media studies, human services, early childhood education, and theater design, while common AS degrees include nursing, engineering technology, hospitality management, physical therapy assistant, and Web technology. The Associate in Applied Science degree (AAS) is the degree intended to prepare students for immediate employment upon graduation. It contains few liberal arts courses. It usually does not transfer although some colleges have bachelor-level programs that accept the degree. AAS degree programs reflects the local and regional responsiveness of community colleges to the businesses and industries that surround them. Thus, one can find a plastics engineering technology program in the northeast, an oil extraction and refining degree in Mississippi, a nanotechnology manufacturing program in Ohio, etc. Nationwide, one can find the AAS in law enforcement, allied health, human services and computer technology; community colleges in the U.S. certify nearly 80% of first responders in the United States (police officers, firefighters, and emergency medical technicians) and produce more than 50% of new nurses and other health-care workers.

In AAS programs, business or industries are often partners in curriculum and course creation. In addition, occupational programs differ from liberal arts programs at community colleges with their tightly sequenced series of courses, ongoing curricular revisions, equipment updating, oversight of external stakeholders, internships, practicums and external examination and certification. Much of this is also the case for certificate occupational programs.
Mellow and Heelan (2008) argue that non-credit, sometimes called continuing education, is the most flexible and most innovative aspect of community college initiatives in workforce development (2008). Non-credit programs lead to certification or specific skills; they aim to help people enter into a new job or provide skills enhancement for individuals already employed. Warford and Flynn (2000) identified four workforce development segments:

· emerging workers, 22-years old or younger, seeking first full-time employment
· transition workers – moving between careers, seeking skill or job upgrades, coming back to the workforce

· entrepreneurial workers – self-employed, small business owners

· incumbent workers – currently employed and needing additional training

Workforce development programs are currently considered the ones with most students in community colleges. It is argued that more than 5 million non-credit students in the US are seeking skills to enhance their job readiness, whether it is a GED certificate or advanced micro-processing technology (Government Accountability Office, 2004). In this context, it is worthy to mention two somewhat contradictory positions. On the one hand, the proponents of a new vocationalism argue that community colleges should prepare individuals for high-tech jobs in computer technologies, teaching, health care, or they should be the gatekeepers for the skilled jobs of the future and a primary source of advanced training (Bragg, 2003). On the other hand, some advocate a renewed focus on meeting the needs of low-income workers: inner-city residents, new immigrants, and those displaced from traditional middle-class jobs because their manufacturing plants have closed. Thus the community college can lift such people out of poverty by providing both basic education and occupational training (Grubb, Badway, and Bell, 2003; Matus-Grossman and Gooden, 2002; Prince and Jenkins, 2005).
The need for new skills and for improving skills has accelerated with the change of American economy from industrial to knowledge-based. Non-credit programs help individuals achieve a job, improve their skills, change jobs. Often, colleges work closely with large employers or with sectors (banking, retail, hospitality, industrial production) to customize training and education for employees who need training. About 1 million employees were enrolled in customized training in 2003. Proactivity on part of the colleges is mandatory in establishing the business relations and developing the training modules. Workforce development programs depend very much on the marketing and entrepreneurially-minded staff at community colleges. Contract training offered virtually by all colleges provides training services to local employers, but the level of contract training varies with the kind and size of industries involved Dougherty (2003). In particular, large employers and firms in durable goods manufacturing and finance, insurance, and real estate are especially likely to use colleges’ contract training programs (Leigh and Gill, 2009). Training provided by specific industries also exists, especially in the IT field (Cisco systems for example). Unfortunately, data measuring contract training are limited and difficult to obtain.

A number of challenges to the workforce development function exits. First are the changes in employer demand. Demand for customized training on behalf of the largest sectors using customized training such as automotive, steel, aerospace has gradually declined. Cost-cutting is a second challenge, where less and less private money is allocated to training programs. Third, degrees are now being increasingly demanded, especially bachelor’s degrees, as opposed to workplace or technical skills (those are now widely considered an individual responsibility). Next, a weakening of state and federal support for large-scale worker training programs has been noted recently. A positive development in this respect is noted at the federal level. On February 17, 2009, President Obama signed into law H.R. 1, the American Recovery and Reinvestment Act of 2009 (ARRA), designed to improve the nation's economic situation. With a $787 billion in it, the bill includes numerous programs that will benefit community college students and enable the colleges to expand critical job training programs. Federal stimulus funds will be distributed on a competitive basis to support short-cycle training and job placement opportunities for unemployed and dislocated workers; especially supported are high growth, high demand occupations that include “green collar,” health care and construction-based industries.
The rise of new competitors is yet another challenge. Customized degree programs and certificates directed at employed adults have been developed at many for-profit institutions (such as University of Phoenix, DeVry Institute of Technology). In addition, there has been a significant rise of small for-profit trade schools aimed at working adults. Finally, there is a virtual separation of non-credit and for-credit programs, administration and functioning on community college campuses.

Other Community College Functions

In addition to these two primary functions, community colleges also offer developmental education, also known as remedial or preparatory education, including developmental courses in English, writing, math, reading. Aims at improving the students’ basic academic skills, for all students who need it upon entrance into the college as well as for community needs. In the fall of 2000, 28% of all entering freshmen enrolled in one or more developmental course (Hoachlander et al., 2003). Community colleges also offer community continuing education and services. In general, continuing education encompasses programs and services that provide workforce training, adult basic education, academic transfer curricula, personal enrichment, and community outreach courses, and serve a diversity of learners in the local community.
Community Colleges and Lifelong Learning in Ohio
The Lifelong learning initiative of the Ohio Strategic Plan for Higher Education, 2008-2017 9 http://uso.edu/strategicplan/downloads/documents/strategicPlan/USOStrategicPlan_bw.pdf) is intended to promote returning to colleges and universities through special arrangements. Interestingly enough, this initiative is geared to mature adults at age 55 or older:

“Mature adults at age 55 or older are returning to college for a host of reasons, including upgrading job skills as part of their final years in the workforce, learning new trades for a second or third career, wanting to take on a part-time position for supplemental income, or simply to continue their education and take classes of specific interest. The Lifelong Learning Initiative will actively promote returning to colleges and universities through special promotions, discounts, convenient locations and times. More online courses will be available to computer savvy mature adults geared to their interests.” (p. 46)
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		Table 2.  Number of undergraduate credentials awarded by Title IV postsecondary institutions, by curriculum area and credential level: United States, 1997 to 2006 (NCES, 2008)

		Curriculum area and credential level		1997		1998		1999		2000		2001		2002		2003		2004		2005		2006

		Total, all undergraduate credential levels		2,251,874		2,227,731		2,166,153		2,300,481		2,295,701		2,420,310		2,628,341		2,752,837		2,846,832		2,913,819

		Career education		1,553,859		1,527,839		1,482,463		1,586,827		1,573,744		1,661,013		1,835,114		1,926,181		1,984,396		2,022,885

		Academic education		698,015		699,892		683,690		713,654		721,957		759,297		793,227		826,656		862,436		890,934

		Credential level

		Bachelor's degrees		1,155,183		1,166,239		1,135,428		1,217,952		1,228,269		1,277,728		1,348,500		1,399,542		1,439,263		1,485,242

		Career education		680,376		690,752		672,663		732,783		740,995		772,099		822,159		851,985		869,228		895,248

		Academic education		474,807		475,487		462,765		485,169		487,274		505,629		526,341		547,557		570,035		589,994

		Subbaccalaureate credentials		1,096,691		1,061,492		1,030,725		1,082,529		1,067,432		1,142,582		1,279,841		1,353,295		1,407,569		1,428,577

		Career education		873,483		837,087		809,800		854,044		832,749		888,914		1,012,955		1,074,196		1,115,168		1,127,637

		Academic education		223,208		224,405		220,925		228,485		234,683		253,668		266,886		279,099		292,401		300,940

		Associate's degrees		583,282		574,664		562,028		574,456		587,971		607,133		661,614		694,466		725,836		744,194

		Career education		375,001		360,608		352,560		357,520		362,664		366,875		409,405		428,882		447,691		460,197

		Academic education		208,281		214,056		209,468		216,936		225,307		240,258		252,209		265,584		278,145		283,997

		Certificates		513,409		486,828		468,697		508,073		479,461		535,449		618,227		658,829		681,733		684,383

		Career education		498,482		476,479		457,240		496,524		470,085		522,039		603,550		645,314		667,477		667,440

		Academic education		14,927		10,349		11,457		11,549		9,376		13,410		14,677		13,515		14,256		16,943

		NOTE: This table shows, for example, that 1,553,859 undergraduate career education credentials were awarded in 1997. There are no standard errors for this table because it is based on population counts.

		SOURCE: U.S. Department of Education, National Center for Education Statistics, Integrated Postsecondary Education Data System (IPEDS), Completions and Institutional Characteristics (IC) data files, various years (e.g., report year 2006 uses IC 2006–07 and Completions 2005–06).






_1311369417.xls
Table P81

		

		Table 4.  Percentage distribution of undergraduate career education credentials awarded by Title IV postsecondary institutions, by credential level and career field of study: United States, 1997 to 2006 (NCES, 2008).

		Career field of study and credential level		1997		1998		1999		2000		2001		2002		2003		2004		2005		2006

		Credential level awarded

		Subbaccalaureate credentials		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0

		Agriculture and natural resources		1.3		1.3		1.3		1.2		1.3		1.3		1.2		1.1		1.0		1.0

		Business management		14.1		13.4		13.7		14.0		13.9		13.9		10.1		9.9		9.7		9.8

		Business support		7.8		7.9		7.3		7.2		6.0		5.6		3.8		3.4		2.9		2.8

		Communications and design		2.4		2.6		2.7		3.0		3.2		3.3		3.3		3.0		2.7		2.6

		Computer and information sciences		4.5		4.7		5.7		7.2		6.7		7.5		8.9		7.1		5.6		4.7

		Consumer services		9.7		9.7		9.5		9.7		10.0		10.9		11.7		11.7		11.8		11.8

		Education		1.4		1.4		1.6		1.4		1.5		1.5		1.8		1.8		1.8		1.9

		Engineering, architecture, and science technologies		6.4		6.7		7.2		7.6		7.2		6.8		7.0		6.1		5.4		4.8

		Health sciences		29.8		29.5		28.6		27.4		27.8		28.1		31.5		35.4		38.2		39.3

		Manufacturing, construction, repair, and transportation		15.5		15.6		15.4		15.3		15.4		14.7		12.7		12.2		12.5		12.8

		Marketing		0.4		0.4		0.4		0.3		0.4		0.3		1.7		1.5		1.5		1.6

		Protective services		4.6		4.7		4.5		3.8		4.6		4.2		4.4		4.5		4.6		4.8

		Public, legal, and social services		2.2		2.1		2.1		2.0		1.9		1.8		2.0		2.2		2.2		2.2

		Certificates		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0

		Agriculture and natural resources		1.0		1.0		1.0		0.9		1.1		1.2		1.0		0.8		0.8		0.8

		Business management		9.6		8.5		8.7		9.0		8.4		8.5		5.0		4.9		4.4		4.5

		Business support		9.3		9.6		8.8		8.8		7.1		6.7		4.4		3.9		3.1		3.2

		Communications and design		1.4		1.4		1.5		1.7		1.7		1.8		1.7		1.5		1.2		1.2

		Computer and information sciences		5.5		5.3		6.3		8.1		6.3		6.7		7.0		5.2		3.8		3.1

		Consumer services		14.0		14.0		13.5		13.3		14.0		15.2		15.0		14.9		14.9		14.9

		Education		0.3		0.6		0.7		0.7		0.8		0.8		1.1		1.0		1.0		1.0

		Engineering, architecture, and science technologies		3.3		3.8		4.5		4.9		4.4		4.4		4.2		3.5		3.1		2.7

		Health sciences		30.4		30.6		29.7		29.0		30.4		31.2		36.5		41.2		44.2		44.7

		Manufacturing, construction, repair, and transportation		19.7		19.9		19.9		19.3		19.8		18.4		16.8		16.0		16.4		16.9

		Marketing		0.3		0.3		0.4		0.2		0.3		0.3		1.7		1.4		1.5		1.6

		Protective services		4.0		4.1		4.2		3.3		4.7		4.0		4.4		4.3		4.2		4.1

		Public, legal, and social services		1.0		1.0		0.9		0.9		0.9		0.9		1.2		1.3		1.3		1.2

		Associate's degree		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0

		Agriculture and natural resources		1.6		1.7		1.7		1.7		1.6		1.6		1.6		1.5		1.5		1.4

		Business management		20.1		19.9		20.1		21.1		21.0		21.6		17.5		17.3		17.6		17.5

		Business support		5.7		5.6		5.3		4.9		4.7		4.1		2.9		2.8		2.5		2.2

		Communications and design		3.7		4.2		4.4		4.8		5.1		5.5		5.6		5.3		4.9		4.5

		Computer and information sciences		3.0		3.9		4.8		5.9		7.3		8.6		11.6		9.9		8.3		7.0

		Consumer services		3.9		4.1		4.3		4.6		4.7		4.8		6.7		7.0		7.2		7.3

		Education		2.8		2.6		2.8		2.3		2.5		2.5		2.8		2.9		3.0		3.2

		Engineering, architecture, and science technologies		10.6		10.5		10.7		11.2		10.8		10.1		11.0		9.9		8.7		7.8

		Health sciences		28.9		27.9		27.2		25.3		24.3		23.7		24.0		26.8		29.4		31.5

		Manufacturing, construction, repair, and transportation		9.9		10.0		9.7		9.8		9.8		9.3		6.6		6.5		6.7		6.8

		Marketing		0.5		0.5		0.4		0.4		0.4		0.4		1.7		1.7		1.6		1.5

		Protective services		5.4		5.4		5.0		4.6		4.5		4.6		4.6		4.8		5.3		5.8

		Public, legal, and social services		3.8		3.7		3.6		3.4		3.2		3.1		3.3		3.4		3.4		3.6
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		Table 5.  Percentage distribution of subbaccalaureate career education credentials awarded by less-than-4-year Title IV postsecondary institutions, by control and level of institution and credential level: United States, 1997 to 2006 (NCES, 2008).

		Control and level of institution and credential level		1997		1998		1999		2000		2001		2002		2003		2004		2005		2006

		Total, all subbaccalaureate career education credentials		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0

		Public 2-year		58.5		56.2		56.4		53.2		58.1		55.8		58.4		57.6		58.6		58.4

		Public less-than-2-year		7.4		8.7		9.1		9.5		6.4		6.5		4.8		4.4		3.0		3.1

		Private not-for-profit 2-year		3.0		3.0		2.8		2.7		2.4		2.4		2.4		2.2		2.0		1.9

		Private not-for-profit less-than-2-year		0.9		0.9		0.6		0.6		0.9		1.3		1.3		1.1		1.2		1.1

		Private for-profit 2-year		12.4		13.5		13.9		15.0		14.4		13.9		14.1		15.1		15.7		16.6

		Private for-profit less-than-2-year		17.9		17.8		17.3		19.1		17.8		20.1		19.0		19.7		19.5		18.9

		Credential level awarded

		Certificates		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0

		Public 2-year		45.1		42.4		42.4		39.8		47.0		44.4		48.9		47.5		48.8		48.5

		Public less-than-2-year		12.1		14.3		14.9		15.1		10.4		10.3		7.4		6.7		4.7		4.8

		Private not-for-profit 2-year		1.1		1.0		1.3		1.2		1.2		1.1		1.3		1.2		1.1		1.1

		Private not-for-profit less-than-2-year		1.5		1.4		0.9		0.9		1.5		2.0		2.0		1.7		1.8		1.7

		Private for-profit 2-year		10.8		11.8		12.1		12.5		10.7		10.7		10.9		12.6		13.7		14.7

		Private for-profit less-than-2-year		29.4		29.2		28.4		30.4		29.2		31.5		29.4		30.4		29.9		29.2

		Associate's degrees		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0		100.0

		Public 2-year		79.3		77.8		78.1		75.5		75.3		75.6		75.7		76.2		77.0		76.5

		Public less-than-2-year		#		0.1		0.1		0.1		#		#		#		#		#		#

		Private not-for-profit 2-year		5.8		6.0		5.1		5.2		4.4		4.6		4.5		4.0		3.7		3.4

		Private not-for-profit less-than-2-year		0.0		0.0		0.1		#		0.0		0.1		#		0.0		0.0		0.0

		Private for-profit 2-year		14.8		16.1		16.5		19.2		20.1		19.5		19.8		19.8		19.3		20.1

		Private for-profit less-than-2-year		#		#		0.1		#		0.2		0.2		#		#		#		0.1

		# Rounds to zero.

		NOTE:  This table shows, for example, that 58.5 percent of the subbaccalaureate career education credentials awarded by less-than-4-year Title IV institutions in 1997 were awarded by public 2-year institutions.  There are no standard errors for this table because it is based on population counts.  Detail may not sum to totals because of rounding.

		SOURCE: U.S. Department of Education, National Center for Education Statistics, Integrated Postsecondary Education Data System (IPEDS), Completions and Institutional Characteristics (IC) data files, various years (e.g., report year 2006 uses IC 2006–07 and Completions 2005–06).
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		Table 3. Percentage of undergraduate credentials awarded by Title IV postsecondary institutions that are in career education, by credential level: United States, 1997 to 2006 (NCES, 2008)

		Credential level		1997		1998		1999		2000		2001		2002		2003		2004		2005		2006

		Total, all undergraduate credentials		69.0		68.6		68.4		69.0		68.6		68.6		69.8		70.0		69.7		69.4

		Bachelor's degree		58.9		59.2		59.2		60.2		60.3		60.4		61.0		60.9		60.4		60.3

		Subbaccalaureate credentials		79.6		78.9		78.6		78.9		78.0		77.8		79.1		79.4		79.2		78.9

		Associate's degree		64.3		62.8		62.7		62.2		61.7		60.4		61.9		61.8		61.7		61.8

		Certificates		97.1		97.9		97.6		97.7		98.0		97.5		97.6		97.9		97.9		97.5

		NOTE:  This table shows, for example, that 69.0 percent of the undergraduate credentials awarded in 1997 were in career education. There are no standard errors for this table because it is based on population counts.

		SOURCE: U.S. Department of Education, National Center for Education Statistics, Integrated Postsecondary Education Data System (IPEDS), Completions and Institutional Characteristics (IC) data files, various years (e.g., report year 2006 uses IC 2006–07 and Completions 2005–06).

		all

		Total, all credentials		0		0		0		0		0		0		0		0		0		0

		Bachelor's degree		0		0		0		0		0		0		0		0		0		0

		Subbaccalaureate credentials		0		0		0		0		0		0		0		0		0		0

		Associate's degree		0		0		0		0		0		0		0		0		0		0

		Certificates		0		0		0		0		0		0		0		0		0		0

		cte

		Total, all credentials		0		0		0		0		0		0		0		0		0		0

		Bachelor's degree		0		0		0		0		0		0		0		0		0		0

		Subbaccalaureate credentials		0		0		0		0		0		0		0		0		0		0

		Associate's degree		0		0		0		0		0		0		0		0		0		0

		Certificates		0		0		0		0		0		0		0		0		0		0






