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o e Aljeﬁ B. Johnson and Norman W. Moen

Missions and Coals §
-~adopted by the faculty in 1979, and ratified by the
Begents in 1980, states that as it plans for theifuture,
the faculty adeigns a first priority to evaluat and
revising its general education program for the asgoc-
iate ‘In arts degree. For almost two years now, a sub-
committee of the College Committee on Curriculum has °
=" beeri working under the chairmanship of Professor iAllen
Johnson on the task of carrying out thfs first and
basic commitment of the planning document. The May 11,
1881 statement prepared by the sub-committee and adop- -
ted by the parent body --The Associate in uts% in
.General College: A Definition - -was accepted by
General College Assembly at its June, 1981 meeting.
Although it 1s an ti‘portpnt first step, the statement
is primarily an introduction to an undertaking yet to
be completed. For in General College, as in many other
colleges and universitirs, defining and evalupting the
general education conponfent’ ol lower division undergrad-
uate studies is a continuouz process.

4

In this edition of Newsletter, Professors Johnson und
Moen discuss next steps in refining General College gen-
eral education by setting the task in the, context of the
history of the program, discussing the point reached ‘
when the Assembly adopted the S'81 statement, and.exam-
ining the nature of the work to be done during the 1981-
1982 academic year in the 1light of suggestions found in

a recent Carnegie Foundation Essay, A quesy for %
Learning: The Aims of General Education by Ernest L.
Boyer and Arthur Levine Washiqgton: Carnegie Foundation
for the Adu’nc?en: of Teaching, 1981). ° )

- , N i N . ¥ .
’ Vil DEPARTMENT OF SDUCATION
' ‘ . NATIONAL JNSTITUTE OF EDUCATION
‘PERMISSION TO AREPBODUCE THIS. EDUCATIONALRESOUACES MFORMATION
AN MATERIAL HAS BEEN GRANTED BY CENTER (EMC) v
. - M‘ document hes bedn reproduced
puicaned hom the person o OIQINUSTION
onginstng a '
Mgt chengm have been made 10 mprowe
repreducHan, Quakty '
OMdﬂuwwmﬂm
e de Ndt recensgty represen ofticis) NIE
oositbn o pokcy

P




-2 - ) ,

> . * ) /

LGENERAL EDUCATION IN GENERAl COLLEGE: REFINING A PROGRAM FOR THE 1980s

(4

. Evolution of Generei Education: The fact that Americans appear never.to—
have reached full agreement about who should go to college and what a college
education should include has not inhibited them from establishing institutions
and experimenting vigorously with the programs offered in them, As early as
1638, ‘the Massachusetts Bay general court organized America's first college
in a township named Cambridge to honor the English university where approxi-
mately seygnty leading colonists had studied. Four years later, President
Henry Dunster described the course of study at this college, Harvard, in these

succinct ‘terms:
N,

This prescribed curriculum did more than foll‘w admired European models; it .
reflected general views held in common by Harvard founders about history,
social structure, ethics, religjion, how people learn, -and the characteristics

of a well-educated man.
(

. /-" , .
Primus annus Rhetoricam docebit; secundus et tertius
Dialecticam, quartus adiungat Philosophiaam.

- That #s the way it has been ever since 1638. fourses of study in American
colleges and universities may resemble one angther in various ways, but seldom

"1 toto because they reflect the changing reduirements of the society support-

ing them. The core program Dunster outlined may have served the ideals and
needs of Harvard's 17th century clientele, but it did not become an unchal-.

d model. Almost from the beginning, higher educatidn ia this country has
be luralistic, flexible, and pragmatic, continuously responding to a
changing society. . .

~

As early as 1756. for .example, only one-third of Provost William Smith's
"sc¢heme of Liberal Bducation" for the College of Philadelphia focused upon
clessical languages and studies. Thg rem:inder included mathematics, science,
and instruction in agriculture. sutveying mechanics, navigation, and French.
Al] students were required to take advantage of opportunities to improve oral
‘and written.English. Occupational or applied education became even more con-
spicuous a part of American advanced ‘study vbgn the United States Military
Academy opened at West Point in 1802, and Rensselaer Polytechnic Institute
began to accept students in 1804. Thomas Jefferson's 1824 plan of studies at
the University of Virginia called for eight professorships: ancient languages;
modern languages; mathematics; ngtural philosophy (e.g: ,mechanics, statics,
hydrdulics, optics, astromony); inatural history (e.g ,botony, zoology, chem-
istry, rural econoﬁy), ‘anatomy and medicine; moral phiJosophy; and law.

According to Jefferson's never-adopted plan?’students would be permitted
to choose among the eight fields of study, but freedom ended when the selection
was made, for within each field the curriculum was to be entirely prescribed.
This kind of.rigidity began to diminish as the 19th century advanced, American

-~society changed, and new leaders called upon our colleges to, acknowledge indi-
viQual differences, respond to new needs, and move away “from stifling precedent
. . ’ -
\ by

* Proféssors Allen B. Johnson and Norman W. Moen are on the faculty of the General

College (Division of Science. Business and-Math, Division of Social and
Behgvibral Sciences, respectively), University of Minnesota.
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. ‘ mental learning, whether general education should \ <
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Ralph Waldo Emerson put this kind of challenge in his "American ‘Scholar"
raddress delivered at Harvard in 1837, when he argued that American colleges
should adapt courses of study to the needs of those enrdlled in them, and also
seek so-advance a distinctively American culture. For, he said, "we will
walk on our oum feet; we wvill work with our own hands; we will speak our own
minds." President Francis Wayland Brown challenged academic-tvadition in a
different way when he proposed 1850 reforms at Brown University under which
"Every student might study what he chose, all that-he choge, and nothing but
vhat he chose.” -Congress entered the scene in 1862 with the Morrill Act which
promoted democracy and utility in American higher education by endowing
tuition-free, public colleges (now known as land-grant colleges) featuring
instruction in agricultule, technology, and military science &s well as the
liberal arts. ] . 4

. ) '\ .

Traditional, imported, classical principles about the prescribed content
and appropriate sequence of college courses of study appeared to receive the
coup de gréce seven years later, in 1869, when President Charles W. Eliot
called for the free-choice or fully‘!]ective curriculum in his inaugural
address at Harvard: - - ,

-The endless controversies whether language, phil-
osophy, mathematics, or science supplies the best

be chiefly lfterary or scientific, have no partic-
, ular use for us today. This university recognizes
oJ© real antagonism between literature and science, ’
and consents to no such narctow alternatives as :
mathematics or classics, science or metaphysics. : .
We would have them all, and at their best. -
) v . f
for a Harvard B:A. were two in English and
one in modern language--both in the freshman year. Even.aé'conservative Yale,
the entire junior and senior years were elective by the turn gg the century,

.

»

Democracy of access -and the elective principle came to American higher
education just at the time when persons working in the professions were begin-
~ning to form natiomnal assao&ations; and graduate‘studies were being intro-
duced in the United States. The National Teachers Associaticl, forerunner’ of
" the N.E.A., was organized in 1857. The American Association of Medical Colleges
appeared in 1876, The American Bar Association in 1878 and the National Medical
Associdtion in 1895. As time went on, these and other associations begah to
"have a standardizing effect upon the extent, content, _and quality of ‘the pvo-
grams of education for. the professions offered on cappuses across.the land.

Similarly, Yale granted what probably was the First American Ph.D. in”
1861. The first department of graduate studies wa ?Eizztzed at Harvard in
1872, and in ‘1876, Johds Hopkins, the first American_uniyersity Yaving a .;//
graduate emphasis, opened its doors. At the turm of the century, 150 insti<. |
tutions in the United States offered more or less extensive programs .of grad-
uate study. The Associatfon of ‘American, Universities, founded in 1900, was
organized in part to promote the uniformity and guality of American baccal-
aureate and advanced degrees. Lo

.
-

, possess_intrinsic, valu@s, or exercise certain desirable %kinds of impact upon

-

All of thel;;deisingents undermined the conﬁept that certain subjects
. . ] . . N . /
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the mind, which entitldkthem to precedence in the academic value system over’

utilitartan or applied studies. Freed from courke prescriptions, underg?adu—

ates COuld specialize narrowly or select classes most entirely'in the light-°

of career occupational abjectives. Respotiding to the pressure of interest in
. .science, and encouraged by the advent of gkaduate study, liberal arts courses
. diversified and proliferated. Literature became philological; logic became
symbolic and technicgl; psychology separated from philosophy, and philosophy
itself became positivistic. Harvard began to bring order to all of this in
1870 when it first listed courses by department. 1In 1905, thirty=two depart-
‘ments at the University of Michigan offered classes ‘aving a total of 665 -
different subject titles. At abbut thé same time, the Carnegie Foundation for
the Advancement of Teaching introduced the standardized "unit" in connection
‘ - with its pension fund for teachers with the result that all of this special-

° 1ieed’and professional and graduate study soon was somewhat artifically measured
in segments.called "contact hours'? or "credits."
/ L.} L ]

Te . hhus American colleges and universities entered the twentieth century
with specialized of professional or graduate educatien assuming content and
organiza io:zfamiliar to present-day observers. But aspects of the liberal

>

arts componept of undergraduate education needed attention. Liberal education
conimonly is /taken to- exclude applied or occupational tréining, to continue the
literary or humane traditton in the college curriculum, and to encompass study
both in depth and in breadth. Proliferating courses in a free-choice system
increased the likelihood that some students might receive degrees after follow-
ing relatively pointless or _meaningless pfograms As early as 1902, John Dewvey
warned that the rapid expansion of knowledge was causing disarray and conges-
tion in the curriculum. Some kind of order needed to be imposed upon under-
graduate iheral arts study. )

v : A. Lawrence Lowell, whblfollowed Eliot at Harvard in 1909, and President
David Starr Jordon of Stanford, became leaders im a movement directed toward
more-systematié¢ and prescriptive work in the lfheral arts. ‘Thanks to them and
te others, concepts of concentration (specific subject-matter focus .oy major)

? and distribution (studies ganging through diverse fields of knowledge) began
Y to be widely applied on American cempusess The in-depth. aspect of liberal, edu-
. cation became the major; the breadth aspect was satisfied by the distribution
requirepent. The former was shaped, and supervised faculty organized into‘
partmental units. The purpose of the latter, however, was only vaguely or
variously descried, and np specific campus or professional group was official—
ly charged with responsibility for its form and development.

\‘r~L—

first to refer to this breadth curriculum cofiponent as Mgeneral:education.'
Other professors and administrators found the term useful without agreeing
about its meaning:\ Ernest L. Boyer and Arthur Levine, authors of the,Carnegie
study referred .to in the editorial note preceding this essay, write that Packard

-

Professor A. S. Packard of Bowdoia College is crej};ed with being the

viewed it'as a prerequisité,for specialized study.
Alexander Meiklejohn, father of the ''survey course'
and creator of the University of Wisconsin's ac-
claimed experimental college, considered general
education to be precisely the opposite: an antidote
-to specialization.! John Dewey thought of general edu-
cation as "an integrative experience underlying the - -
unity of knowledge.'™™ But A. Larrence Lowell, the

& .
. / , ‘ .
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. marize first attempts tp institutionalize general education:

-, / ~. . ~
\ .
Marvard presidént who promoted distribution re-
‘ quirements, describéd it a8 the sum total, of
"a number of general courses in wholly unrelated
areas.”" 1In 1947, the Presidential Commission onf
Higher Education defined general education as ¢
education for publiﬁ-participation. Yet John
* Stewart Mill, years befofe, claimed it to be.ed- . .
ucation for a satisfying private '1ifé. The ’
fabed Harvard Report of 1945, General Education
in a Free Society, called it plainly and simply
! M iberal education.” .But Daniel Bell, in his .
. book on general education, said just as positively
* that liberal education and general education are
by no means syEPnyhouh.» (pp.2-3)

. _ . {
From these theorgtjcal considerations, Boyer and Levine go on to sum-

»

The firs® general education revivak oA this cen-
tury occured about the time of World¥§ir I. 1In

o 1914, Presidept Alexandef‘Heiklejohn of Amherst
College ‘introduted a survey course entitled .

- "Social and Economic Imstitutions.” It was a -t
wide-angle view of society designed to introduce \\\
students to the "humanistig-seiences." It was: ~

, also an attempt to put the ideas of John Dewey’

\ T into pragtice. Ad early as 1902, Dewey had

- said thit the disarray and corgestion of the
typical college curriculum was not simply'a
consequence of poor teaching, as many claimed,
but rather a result of the rapid expansjon of

) knowledgg. Dewey's remedy was an overview course

in its manifold phases from which a gtudent can
get an 'orientation'to the larger world." ’

BRI The movement launched by Dewey and Meiklejohn
‘Bained momenturp after the First World War,.with
the "survey course" as its centerpiece. Ip'19}9.

. o, Columbia University introduced "Contemporarg, .

Clvilizafion" and required all freshmen to enroll. :
This new course [was] a‘'combination of a wartime
army training class called "War Issues" and a
post-war add-on called "Peace. Issues." .

’ . Dartmouth and Reed followed suit with their own .
', survey courses. Soon such courses were turning
up on campuses all over the country, with at least
30 schools simply copying the Columbia or Reed *
designg. . ’

Tl © Toward the end of this general education revival, .
séveral well-known experimental colleges were
.. __ 'born. 1In 1927, the Meiklejohn College was started
2 at the Univergigy of Wisconsin. Here the sufvey
course bgi?me ¥ two-year program examining Greece e
3 - - P
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. * 1in'the Age of Pericles and the Suntenporary )
. N ‘- *  United States. In 1928, Missouri's Stephens "
; College, a two-year 1nstitutio},for women, in- i
. troduced a new curriculum base "1ife needs" .
as distilled from-activity diarie:)kept by S

300 women college graduates in 37 gtates.: And
.in 1932, the University of Minnesota‘ created .
its own General College.

The mwost hotly debated experiment of the period .
N was "the College” at the University of Chicagd.
The person whose name is inextricably linked. \
with this venture is, of course, Robert Hutchins..
. " In reality, the College was a series of experi-
. : ments. It was launched before Hutchins . .,
X arrived and continued pot. only after he retired,
- but even after the inilisl-wave of general interest . .
had long faded. The College at Chicago was a '
' radical approadth to general education, embodying, :
- in varying degreey great books, interd sciplinary .
. .courses, early college admissfidbn, comprehiansive
examinations, and a four-year fully-required - : . /
course of swudy. The prestige of the University
of Chicago and the charisma-of Robert Hutchins
caught the nation’'s imagination. Parts of 'the . )
«. Chicago program were replicated in experimental - .
, colleges, \Ronors colleges, and schools across the . '
country. Bt. Johns College 18 a direét descendant
of the Ch cago plan.’ (pp. 9-11 gassil) : )

-

-

General College was more integral a part of chis first chapter in the
liistory of general education- than these excerpts #ndicage. Thosg,fa-iliar
with it in its early phase - -now almost fifty years ago--recognize that its
courses without credits, its unconverntional grading system, and its comprehen-
sive examinations cum advanced placement and award of the degtqe all come
from the Univcrsity of Chicago. ]ts curriculum,based upon student needs ob-
jectively identified in s{;ﬁies of adolescents and, adults, follgwed Stephens

i

College precedent. . 1te firsat director, Malcolm Shaw MacLean, was recruited
in 1931 from the University of Wisconsin whete Meiklejohn's exper 1
college functioned between 1927 and 1932. While not precisely "suryeys" in
the Meiklejohn 'tradition; many of its courses were designed to be Broad in
scope, cross boundaries between subject natter fields,,and ﬁeet\practic‘; ap-
plications. ’ ~ . .o

‘ 4

3oy¢r and Levine fiua that the subsequent hWistory of general education
in the Udited States has passéd through two phases or revivals, and perhaps is .
entering the third. As we have seen, theyfirst begaa shortly before World
War I. . It ended with the swing-to vocational education coming in the wake of -
the Great Depression. The second fdllowed on the heels of World War II, when
educators felt the need to reaffirm values central in Western and American
civilisation, and sought, in the words of the 1945 Harvard report, General
Education in a Free Secity, to identify a core of studies which would have the
effect of preventing the psople of the United States from having-to ‘experience
‘ the calamities which fell upon the phrp es of Eurqpe and Asia in the 1930s

lnd 1940s. This second chapter ended-in 1957 when Russia orbited Sputnik and

[ 4
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" American higher education responded with renewed-attention to specializéd .
study emphasizing science, mathematics, foréign langudges, and programs for
« the gif;ed. ) R 2 , v

S
bl

Generdl education fell into dire straits during the sixties and early :
seventies. Indeed, all of undergraduate education came under attack for one
reagon or another during these years. Students complained about rigidity,

fparrowness, and impersonality. Minorities, feminists, and  representatives of
other by-passed groups declared tha&‘general education in particular presented
’ a limited view of the world.- In consequsnce, they called for diversity and
) relevance. ) T ,
* . !
In spite - of all this, general educatiJL is not-dead, but rather seems to
be in the familiar process of modifilation.to meet current students' needs.
. Some scholars still maintain that propeily conceived, general education can
combat the self-absorptich characteristic of the seventies; the apparent weak-

. ening of the American socfal fabric; the decline in the quality of adademic .
: performance; the current vocationalism; dnd the contemporary trend toward aca-
<D demic overspecialization. To some deans 'and other adginistrators, reinvigqr-

ated general education,:consisting in a core curriculum taught by a small
junior faeulty, can make a crucial difference between economic survival and
collapse. B _ .
This inherent or potential utility--taken in.conjunction with other cir-

cumstances documented by the Fund for the Improvement of Post Secondary Edu-
- cation or geported in the Chronicle of Higher Education or 1llustrated by

national interest in recent g;;gzz:ls for curriculum reform at Harvard --all

ne

can be taken to promise that 1 education is entering %a new and vigorous

, - phase-in 1its history. Publication of Boyer and Levine's essay both reports
and promotes this national concern. In Minnesota, the Higher Education i
Coordinating Board (HE(B) 1s working to establish state-wide definitions for
all associate degrees conferred by public institutions. The proposed state
criteria include the requirement that at least sixty of the ninety quarter-
credits be satis{actorily complet:. i: .' rsework distributedythrough the
sc 8 and the |ljberal arts. . - .

The Associste in Arts Degree in Genmeral College: Statement of S 1981:

| * + The General College faculty is moving in tandem with these state and national
developments. In June, 1981, the College Assembly adopted a Curriculum
Committee report, The Associate in Arts Degree in General College: A
Definition. This document, now an official policy statemeny, deals prin‘i-
pally with the goals, charactertstics, and desirable outcomes of our general
‘education program. It aleo prescribls degree requirements --quantity and’ ’
quality, credits and grades -<in concise, flexible, practical terms. In séme
respects, the new statement{codifies policies and procedures approved piece-
meal over the past decade. Thfoughout, it bears witness to the fact that the
committee preparing it paid attention to potential HECB stipulations without
sacrificing Gemeral College curriculum principles and, practices. ’

- ]

. " The Committee warns i:?t the statement 1s an important firgt step toward
a final objective yet to befattained, It seeks to brifig order to our curricu-
lum by providing ". . . a-fense of how’all the individual parts fit together

to serve a common purpose.” -The outlines, of this common purpose are somewhat

- > difficult to discern, however, ‘because the view is obscured by aglist of ten.

admirable behavioral traits to be exhibited by graduates.™and ano®her

" S
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presenting almost as ﬁany, equally desirable, characterigtics of a good

‘program of general education. The whole culminates in an ultimate or common,

but multiple, purpose which is preaented in the- form of three. outcomes of ¥

" education: skills, liberal education, and apglication/problem solving7 ’

« e

There are good reasons for welcoming a rationale stated in the form of
broad educational outcomes. For many years, General College proclaimed in its
catalogs that its program is founded. in studies of student characteristics and’
needs, and expressed in terms of hehavioral change. We will be in difficulty,
however, f we attempt to apply these axioms as we work on our general educa-
tion curriculum this year. We have made no study of student needs for some
time. Our student body in the 1980s is now, and promises to continue to be,
more heterogeneous than any of its, predecessors This difficulty is com-
pounded by tZe fact that our lower division general education requirements
presently are used by candidates for baccalaureate as well as associate degrees
Further, while ﬁaculty have little trouble describing how gstudents will improve,
as 3, congequence of completing a course of study, they encounter . formidable

"difftculties Hhen they attempt te test whether the changes’ did ‘take place, or,

if they did, whether, the .changes can be attributed to the curriculum or to
some other factor - such/aa merely becoming older and wiser?
1 < oL . .

Of the three educational oytcomes, most present-day classroom teachers
will have few quarrels with the first, which sets minimumpacceptablej&evels
in basic academic skills. § The third - application/problem solving - may be,
more controversial, but the Mne credits dssigned to it représent only a frac-
tion of the total, and the Committee is to be commended for wanting to experi-
ment with this kind of- requirement. The second of the three, the so-called
liberal eéducation requirement, requireqfthe most attention and refinement at -
this point.

. . \

The sub-committee responsible for the S81 Definition has assumed respon-
8ibilrity for testing its validity. The records of 143 students who were
granted the A.A. degree during the past year and ashalf are being analyzed in
the light of the new policy statemlent. Tie purpose, of course, is to gain
information about the extefit to which this body of graduates would have been
able to attain the degree under the new requirements. A preliminary rkport of
findings should be available to the faculty at a September '8]1 meeting. Impli-
cations will be discussed during early F'8l. While the sub-committee is thus
engaged, it asks the faculty to go to work on content for the sécond and third
outcomes, the "liberal'education and prgﬁtem/solving application requirements.
A framework for these outcomes have been constructed Now we must decide what
the building should contain.

Some semantic difficulties, probably resulting from te®rminology employed
in HECB documents, need to be overcome at the outset. The 8econd outcome
ought not be referred,to as the "liberal education" requiremenf. According to
widely accepted practice, and as mentioned earlier.in this esag@y, liberal
education includes study both in depth and breadth. Here we a dealing only
with the latter which foday commonly is labelled general education. Hence,
thiis second outcome should be termed the genemal education requirememt. Fur-
ther, the Definition refers to interdisciplimary and/or ‘integrated courses, v
thematic studies, and distributed credits. Neither individually nor collec-
tively do such deliv ry processes in themselves guarantee cohefynt general
education. In an at¥empt to overcome the semantic difficulties, the sub-
committee is now asking the faculty to examine current coutse offerings,

< . - / - 3 ' ’
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\ .
divisio&rb& division, to determine what should be retained, discarded,

i modified, or specifically designated, to give content to outcome number - .

) two - the "liberal ‘education" tequirement. If we act in the light of the - s

v goals -and chgractéristics found in the Definition under the heading "Back-

ground and Rationale", we might well end by finding reasons to let almost.

everything we teach count toward meeting the requirement, thus leaving us in

gpe ursatisfactory stdtus quo. . ~ ~ -%

& . ’ \ A ' N

. If we’ turn away from studies of student need and 1lists of individual 4

student behavioral outcomes, then where can we turn in our search for prin- (

ciples to guide us in Qur task of evaluating, refining, and renewing our, - '

program of general education? Karl Marx based the means of achieving~sdtial

_ reform and reconstruction described im Das Kapital upon his interpretation v

* of the lessons of history. Similarly, ﬁﬁ;ﬁ Boyer and Levine studied the pur-
poses of general education stated in the 1980 catalogs of 309 representatively
salected two- and four-year acolleges an@’ﬁhivers;;ies,'they concluded that none
of them really ". . .went‘to -the heart of the matter." But when they studied
histoﬂ?, the social context of the times when interest in general education -

\ reforms peaked, some instructive conclusions emerged:

a

« +» .a careful look suggests that, despite apparemnt . \
conflicts an'contra‘dit:lons,’ general education ' ( /
activity from 1941 to the present reveals a signifi-
carft, recurrent theme. Each general education Trevi- .
‘val moved in the direction of community and away —
’ : ‘from social fragmentation. The focus consistently . .
' has been on shared valués, shared responsibilities,
shared governance, a shared heritage, and 'a shared
world vision. To us, this is an important point. oo
It suggests that the ebb and flow-of géneral educa-
tion is, in fact, a mirrgf of broader shifts in the
N\ nations's mood. N t '

During each revival, gener;;)gducétion spokesmeg : -
consistently have been w;z;ied about a society that .
appeared to.be losing cohkésion,” splintering into
! ’ countless individual ax6ms, each flying off in its ,
own direction, .each pursuing its own selfish ends.
They have been conwvinced that our common ‘1ife must
. be reaffirmed, our’ common goalseredefined;. our (
common problems confronted. The specific agenda-- /
the preservatlon of democracy, the promoting of a ° »
common heritage, the development of citizen respon-
sibility, a renewed commitment to ethical behavior, - -
8 . the enhancement of global perspectives, the integra-
tiongf diverse groups into the larger society--has
varied. But\the underlying concern has remajined
remarkably constant. It reflects the never-ending
’ ( tension between the individudl and the group, bew
tween: freedom and control, between :I.ndependenc‘
and interdependence.
\ All societies, argued John Locke, are bound together
* by a tacit social contract, a compact among individuals
¢ who cede a portion of their autonomy for what 4s defin%d

. .
. . [
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. ‘ - - .
J ) as the greaterkgood. In‘egéhange for this concessien. N

every citizen expects certaip services, specified”

protections, and agreed-upon rights and ‘freedoms.

The per ial tension between the individual and.the

-community is mirrored in the college curriculum. i o

The elective portion of the curriculum acknowledges

individualism--the right of each person to act in-

dependently and make personal choices, So dbes an . oL e,
: ' " academic major; here the student, within limits, is '

permitted to decide what’ he or she wants to study.

. ~

General educationfis a different matter. This por-
tion of the curriculum is rooted in th& belief that
individualism, while essential, is not sufficient."-—
It says that the individual also shares significant
relationships with a larger community. 1In this _ x ¢
manner, general education affirms our connectedness.
It is the educational tool we reach for in our search . S
for renewal of the frayed social compact, Through :
general education on the one hand, and majors and
electives on the other, the collegescurrigulum recog- -
nizes both our indeépendence and our interdependence. - S
It acknowledges the necessary balance between indiv-

" idual preferences and community needs. Just as we
search politically and socially to maintadg, the .nec- .
essary balance between the, two, 'so inyeducation we .
seek t&e same end. . . . . : ’ -7

7’

i
;
l
1
I
1
]
3

What then, do we see as the ggenda for general eduta-
tion? Simply stated, it is those expériences, relation- .
ships, and ethical concerns that are common to all of us
simply by virtue of our membership in the human family
at a particular mom:rt in Fisﬁ;ry. General educatiop
" is an institutional affirmatidm of society's claim on
its members (pp 17219 passim) - ) -

Reshqping General College General Education During;the 1981-1982 Academic
Year: “Many collgge teachers will find these views persuasive, for they tend "’
to a agree that contemporary students of ten appear to be cynical, pessimistic,
committed more ", . .to their personal futures than to the futlire we face to-
gether."”, Perhaps our faculty might well seek content for the general educa- *
tion degree ‘component in a program of 3tudies aimed away ftom preoccupationy
vith self and social isolation toward one reminding all of us that we are
both individuals and members of human communities witich have claims upon us.
Bertrand Russell put this in anothe way when he said "Without civic moral-

, ity, comnmnities perish; withoyt personal morality, their survivai has no .
value.' .

Thus en ‘we turn to out assignment of determining content. for General
College general educatién througout the '80s, we can consider whether or not*
Boyer and Levine can give useful guidance. General education, they write, ' .
". . .should concern itself mwith those shared experiences without which human
relationships are diminished, common bonds are weakened, and the quality of °
life is reduced." - They continue Ry presenting this kind of content, these

LI : e ‘
. - . .‘
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'sharéa experiences, under 'six bfoad'subject categories: (Note the hierarchy

of values.)

L)

Shared Use of Symbols

language, composition, mathematics, muglc
dance, visual arts, mass‘coggpunication,

' computers, statistics

[4 . .

Shared Membership in Groups, Institutions’

goverhment, business, family, church .

. social institutions, common institutions

III

v

. calling the past and anticipating the future

,.VI

These categories are described #n dethi} either in Quesdt for a C
The Aims of General Education, pages 35-52, or in tHe article derived from this

.

Shared Producing and Consuming

work, vocation, status, economics

geography, leisure. .
Shared Relationship with Nature

underlying, interrelated patterns in the
natural world; facts and methodology of

. science; observation, testing, application;

science and citizenship

Shared Sense of Time

common heritage, seminal ideas, ;ecurring.
themes, roots, resolving tensiens, inter-
relationghips among fdeas and culture; re-

Shared Values ahd Beliefs

right, wrong, beliefs, facts, social en-
forcement: of valuds, similiarities among
cultures, predictability of human behavior

’ Learniné:

".  ‘publication found in Change, 13:3:28-35 (April, 1981).

Some readers ﬁay well see these content suggestions oﬁly as a matter of

semantics - -terminology --old wine in new bottles.

' -are quick to point out that they present their proposals not as universal blue=- -
prints but asg means of initiating discussion.” .Indeed, their essay is only the

- opening chapter in what ig to be an extended study of general education spon—.

sored. over the next several years by the Qarneg%e Foundation for the Advance-

.ment of Teaching.

' The historical context in which th_eyxxi
Boyer-Levine proposals. They have the value freshness -and currency?

»

X

Boyer and Levine themselves

wexe conceived lend validity to the

They

lead'ua into vutriculum'reaches we have.not explored before.” We recommend
that each: faculey membe?. and, later, the curriculum committee of each divi-
,8ion, arrange each of our present courses under one of the 8ix headings in

order to see the extent to.which we already are doing what dur authors suggest, .

‘and to decide if their suggestions point to the way we_want to go as we retune

. our progran.’

\.J ‘

A}
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° We also recommend that the faculty take advantage of the calendar. - :
General College will mark its golden anniversary, and the University of
Minneeota will host the annual national meeting of the Association for Gen-
e:al“apd Liberal’ Studies (AGLS), both in 1982. We woyld do well to capital-
ize upon these circumstances by using them to. ort what we are doing, "seek
external evaluation and reactipn to our efffrts, a supplement or reinforce
our conclusions with advice from interested peers: re esenting all parts of
the United States. By scheduling birth®dy observahces ahd the AGLS convention
on successive days, we could use the former for reporting nd external evalu— .
ation; the latter foF consultation and -a source of new ide , different -
approaches. Thus, instead of diverting us from work at hafd, these two events
could be’ made to converge upon, and assist us in, the task of refining our
program of general educatjon for the 1980s. . \
’ h 3 - ©
- . .

~ e rd

TWO RECENT HISTORIES OF GENERAL EDUCATION

. ( 1
& Two new doctor;é/Gissertations, one written at the University of Minnesota .
by our ows Gail A. Kdch, anrd the second at Northwestegn University: Evanston

by Roland Lincoln Guydtte, III, make useful contribyt to our understanding

of .general education at this juncture, because both deal with hiktory of the
movement, and neither sees that history quite as Boyer and Levine do. In fact, (
reading theiabstract prepared by Dr. Koch, one might_ conclude that the general
education movement is dead--which could be taken to mean that Geperal College »
- might well consider review of its mission and thé appropriateness of changing
its name to reflect tdday s mission. Dr. Guotte, now a member of the faculty
in history at thg University of Minngsota: Morris, devotes a significant
portion of‘bis thesis to an account of General College in the 1930s.

-
-

Liberal Education and the American Dream: Public Attitudes and the
. Emergence of Mass Higher Education, 1920-1952 Roland L. Guyop&ﬁ I11

Between 1928 and 1950 higher education in America

Agﬁ* grew from an aspiration to a right. Although = 2
J these years have beén aptly termed ‘g time of con- &
¢ solidation if American academic life, as igagjtu- - '
. tions build upon foundations already lai§?3351910,
this period witnessed a revival of liber duca-

tion as the centerpiece of college and uhiver—
- sity education. Takeh together, the rapid growth . “ "
of higler education's numbers and prestige and N
the coincident promotion of the:]jibgral arts”
ushered in an éra when liberal education begéme
a part of the American dream.
This eissertation traces the growtf of the liberal' -
education ideal hetween 1920 and 1950, concentrating
primarily on the intefplay among educators. Early
in the period, college presidents and others advo-"
cated an upgrading of academic standards to assure .
the production of a2 leadership class of liberal arts P
graduates. Some of them sought. to discourage the”
untalented from applying, while others adopted a .
variety of*strategies to upgrade liberal @rts practices
at’' individual institutions. During the great depres— L

t
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. o . sion, educators coped with the paradox that hard times

e oo brought increased enfollments and new missions for.the
college campus. A-rdiverse and contradiCtory array of

' ’ definitions of liberal education's proper meaning
: and clientele competed with each otl®r for public
‘ support. ) '

T . By the onset of American entry into World War II, )
- ' higher education was incréasingly defined as a ,
T . o social as-well as an individual good. additioen
‘ L * to traditional roles, the liberal arts wzre now
- asked to eduCate for competence and cosmepolitg@isam.
s ? " A democratic faith viewed widespread, education as
. ~ 7 a bdlwark against totalitarianism. As the G.I. Bill
recorded a federal commitment to extend higher educa-
tion widely, edutators debated the recommendations
of committees and commissions about the ‘content and
constituency of liberal education. By midcentury,
the acceptance of an enhanced role for higher educa-
' . . tion shifted debate from questions of who should go
to college to questions of who should spay the bills.

&

¢ Four case studies illustrate the problems educators
faced as they debated the merits of 1ibgral educa-
tion for the American citizenry. In contrast to
* - majority sentiment in the 19208t Alexander Meiklejohn
. ' conducted an Experimental College at the University
“of Wisconsidfrom 1927 to 1932 which argued that 1ib-
) ‘eral education‘*could be extended to ordina tudents
- s as well as superior ones. Shottly thereaftey, educa-
g tors at the University of. Minnesota opened & similar .’
venture, the General College, which redefined the .

' - goals of liberal education toward "1ife adjustment,"
. * and developed a program fcr'the academically uitalented.

During World War 1I, Harvard President Jamea B. Conant
appointed a committee to .survey the place of liberal -
i - education for the whole society. Report,
. p ) *  General Education in a Free Society, called for a
nationwille commitment to instruction in the liberal
arts at all levels of education. “Just as its report’
appeared, President Harry S. Truman appointed a nation-
v al commission to examine the desirability and feasibil
ity of broadened higher education. This commission's
- - . recommendations,” in Righer 8ducation for American Democ-
) - racy, favored higher education as a right for all who
' . could profit by it. .

-

- .

. As’ the place of higher education in American society en-
. larged, educators organized into networks representing
~ varied perspectives. Limited freedom of maneuver at
. - individual institutions, diversity, and differences among
educators all precluded drastic change between 1920 and
1950.- Debates about liberal education consistently re-
vealed disagreement, rbut they also displayed the emergence

P Q \
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) - by the 19508 of areas of agreement that would have been
un‘higkabli in 1920. In the midst of an enduring plural-
ism of institutions snd 1deas, liberal education becsme a
unifying force as an ideal, even though many professors
and college presidents continued to argue about its meaning.
: - 4

The General Bducation Movement in Awerican Higher Education: An
. Account Appraisal of its Principles and Practices and Their |
. © Relation tb Democratic Thought in Modern American Society Gail A. Koch

Lo , Thé‘gpneral education movement was a powerful thirty-
year episode in twentieth-century American higher .
education. Obscuring the movement's significance,
commentaries in the past two decades routinely harp

~ upon its end in the early 1960's, dismiss it$ prin-

) ciples and practices as naive or faddish, take its
“failure” to yield a universally acceptable defini-
tion of "general education” as license to assert .

_ the ancient, undisturbed synonydy of this term with
"liberal education,"” and neglect the triumphant ~

emergence of the movement's dominant experimentalist

direction in the 1930's.

_The term "general education” was a rallying cry in .

T . , the 1930's for college educators interested in chang-
~ N ing stlniard liberal education. They agreed neither —
* - on what changes were appropriate dor on how actively: "

- to foster them. But in any case, change was the des-
ideratum——the criterion of modernity which decided the
legitimacy of the college's place in the contemporary

- American educational hierarchy.

Biucationsl changes propogsed in ihengeneral education )
movement during the 1930's mirrored social criticism
_ and theory. Like otMer institutions, colleges were
t - ch-:;qg_vith dehumanization and social irresponsibility: -
_ ~ <« they were accused of dulling students' capacities fo .
o perform their roles in society sensitively and cowpe-
R tently. In response, colleges proposed to humanize
L undergraduate education and prepsre students for - °* e
- empirical problem solvingk-a democratic method of
participating in the shaping and reshaping of the social
.- order. College educators, adapting to divergent social
‘ . theories, took their agreed-upon socisl responsibility
) in one of two directions: 1) training students of
. high academic standing for the role of social experts
to manage saciety or advise its leaders or 2) developing
and honing the empirical skills of all students to acquire
the competencesto solve social problems and manage society

_ Qollectively. o

©

. ,
To the causes of changing undergraduate education and
nurturing future citizens, the colleges and the movement

- vhich supported them brought modern managerial leadership

]
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e ‘and the authority and p(t;oductivit‘y of .modern profes:
Bt .. sionalization. The new leaders‘publicized changes
*4 -2 ' nationally énd induced their faculties-to use the ne¥
yor L0 ' experimental methodology to develop undergraduate
% programs. Dissenting voices, especially in liberal
: o arts colleges, -expressed anxiety about the standardi-
- . zation of procedures which this new professionalism
' - e fostered; resented the intrusion of educational
i ’ . . specislists, and warned against relinquishing.control
’ :, of college programs to foundations and government
) agencies biased toward educational experimentalism.

. Three approaches to educational change were manifest
\ e ir the general education movement during the 1930's:
T the predominant maverick variety, looking to refoym
N v ] liberal education, embraced educational experimen- .
S *talimm and addressed the abilities and intesests of )\‘
. . unconventional students; the mainstream variety, . ,
desiring to removate liberal education for more com- iy
ventfonal students, proposed to refurbish curriculum )
~ and administration and institute ‘various means to
assure competency in the academic fields of knowledge;
the isolationist approsch proposed to restore tradi- "
. tional liberal arts and practices. The extent to
: " which each spproach found educational experiientalism
' compatible matched the‘\degree tqQ which each -accepted '
' thé new socisl sciences and the Progressive conflict /
>+ y theory of education. R

. 1 B
» . - Dossination of the geéneral education movement by Pro-
: . sréssive experimeéntalist leadership reached its peak
st the close of the Deprassion decade. By 1945,
. wit® the publication of.the Barvard Report, which
) .. vindicated the position of liberal arts colleges, - \
- sainstream suthority over undergraduste educational
. policy was reasserted. - It resained for Daniel Bell :
= in The Reforming of Genersl Education, published in . -
1966, to amend the mainstream position, adding\gmphases
ypon the natural and social sciences snd their "value- ~
free" analytical methodologies—the perceived new edu-
" cational imperatives for the management of technolog-
. ical society. Reflecting the consensus c¥imate of the
World War II period,and the subsequent Cold War years,
the mainstream resurgence, completed by the early
“ 's, brought the general education movement to a
close.

-
-

'ld."lotc': ‘Both pf\:,thc foregoing are from Dissertation Abstracts International,
Uniyérsity Wicrofilss, Ann Arbor, Michigan, 7 "
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