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PREFACE

I1f we look at general education in its broader aspects, we shall
find that it exists everywhere. It may come from family associatioms,
friends, churches, or schools. The problem considered in this study
icovers only a smesll part of the total range, namely, general education at
the college level. It is further limited to an emphasis on science in
igeneral education at the six Oklahoma State Colleges as seen by those who
are directly responsible for the program. Only by narrowing the scope of
the problem can greater depth be attained.

Restriction to the college level brings further limitation be-

cause general education in the colleges.of today differs in goals from

other forms of education. One of the most distinctive aims is that it

z
'shall be concerned with the quality of experience developed within each

|
;student. This is an experience upon which he may base his life's activi-

ities and decisions. It is about this meaning that the major concern of

’the study revolves.

! The problem under consideration is limited to the selected group
lof colleges mentioned, and looks to the addition of a scientific, criti-
ical analysis of the movement as it has developed and is functioning in

these institutions.

In order to develop the study, the presidents, deans, departmentTI

chairmen and teachers of science in general education were questioned at

iv



ength concerning their theories and practices In general education.
Views on general education as a movement were discussed to serve as an
orientation and background to the more detailed study of the sciences in
Ithe program. It is in this last part that we can hope to find methods
and materials, philosophies and aims, problems and successes that have
proved themselves of value or have failed in the Oklahoma schools.

Only as a program is examined and evaluated can there be calcu-

lated, intelligent change. Only as general education meets the demands

;of democracy and society is it worthy of the faith which has been placed
iin it. This study can serve as one link in a chain leading to improve=-
‘mznt. Answers to the questions used are presented in such a manner that
they may prove of value in other studies of science in the general educa-
tion program. As they relate to our peculiar problems in Oklahoma col-
leges, they may serve as reference material for committees and study

igroups wishing to review the general education program,
l
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SCIENCE IN GENERAL EDUCATION AT THE OKILAHQMA STATE COLLEGES
CHAPTER 1
"INTRODUCTION TO THE STUDY

One of the most extansive changes to take place recently at the
‘lower division level of undergraduate education is incorporated in "gen-
eral educaticn.” The recent history of the progress of general education
ﬁas been somewb. % analogous to a prairie fire which, beginning as an un-.
;pectacqlar flame, is suddenly driven by the wind over the dry grasses i+
?its path to flare out on a wide front; or, in smaller areas, it may comeE
to a near standstill., Where there is fuel to feed upon, only a fresh
breeze is needed to drive the blaze forward.

The influence of leaders in the general education movement is not
unlike that of driving winds on a prairie f£ire pushing it forward. Our
educational institutions in which programs are being developed provide
materials to feed the fire. The movement has spread, drawing nationwide
attention of educators to its activity. .
) !

' Here the analogy breaks down, for the prairie fire is destructive,
; destroyer of the products of growth. General education, limited otly |
by the student's capacity, seeks to further individual growth and the de;

velopment of knowledge and desirable attitudes for all citizens of a

democracy.
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It is a segment of this movement of general education as it has
developed in the six Oklahoma State Colleges in the area of science that
has been the major concern of this dissertation. The colleges selected
for study are an administrative unit under the Board of Regents of Okla-
homa Colleges. Included are Central at Edmond, East Central at Ada, North-
eastern at Tahlequah, Northwestern at Alva, Southeastern at Durant, and
Southwestern at Weatherford. Teachers of general education in science at
these colleges, as well as administrators, provided the information used
for analysis.

The following sections of this chapter will set forth briefly the
need for a study such as this, the specific problem of the dissertation,
the method by which the data were compiled, and the organization of the

material.

Need for the Study

Background of the Program

The official beginning of the general education program at the six
Oklahoma State Colleges was the school year 1951-52, Much preliminary
work was done by the Intercollege Curriculum Committee before this begin-
ning. Harvey Faust, registrar at East Central, was chairman of this group.
Though it was originally charged with a restudy of the total curriculum,
the program of general education became its major project.

After extensive study by the group with the assistance of repre-
sentatives from the different schools, recommendations were made to the
Council of Presidents of the colleges. This Council approved the recom-

mendations and submitted them to the State Board of Regents of Oklahoma
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' Colleges. Next, the findings went to the Oklahoma State Regents for

Higher Education, who gave constructive criticism concerning the broad
pattern of the f£inal report. The last report, written in the form of a
resolution, was passed by the Council of Presidents and the governing
board of the colleges.1 The State Regents for Higher Education approved
the resolution orly in its broad form, believing that approval of the de-
tailed contents might at a later date be interpreted as restrictive,

Thus was born the program of general education in the six Oklahoma

State Colleges.

Timeliness of the Study

As the program of general education in the six Cklahoma State
Colleges neared its fifth year, it was deemed mature enough to justify
investigation and evaluation. The official beginning of the program in
1951-52 followed over three years of planning and study. It is the period
from 1951 through 1956 which is of chief concern here. The interviews
for gathering the data were made in the spring of 1956. To check on any
major changes which may have taken place during the writing, a follow-up
questionnaire was sent to representative individuals selected from those
interviewed at each institution. This was done in the fall of 1957.

This movement at the colleges included in the study had grown out
of a need to prepare the increasing number of students at college level
with a broader background against which they could stage their personal,

political, economic, and social lives. The program to meet these needs

lsee Appendix III, Resolution Establishing the Program of General
Education.
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- was established, but only as the educational efforts in this direction
are studied and evaluated can there be any measure of success or failure

or basis for suggested improvement.

Selection of an Area

It is obvious to anyone familiar w&th general education that the
total program has tremendous breadth and depth, making it difficult if
not impossible in a single study to probe deeply enough for concrete evi-
dence on which to base an evaluation. On the other hand, if one major
area were selected, some practical good might come of the effort.

There are several reasons why the program of science in general
education was selected. First, the writer is presently engaged in teach-
ing these general science courses. The question of whether or not the
courses were accomplishing the purposes for which they were established
was constantly presenting itself in personal experiences, conversations
with contemporaries, findings of study groups, and reading from profes-
sional literature.

Further, science is and has been a topic of concern to laymen in
recent years. Few decades, if any, have seen as many new developments as
has that just past. The scientific and technological changes are so nu-
men:.\us and rapid that the awverage citizen can scarcely expect to keep in-
formed. Yet never has there been = time when so many need to know the
basic fundamentals of science. This is that they may participate as in-
telligent voters, consumers, military strategists, elected officials, or
even as passive persons able to make a rational acceptance or rejection

of propaganda associated with science.
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[ Clearly, science in general education has become an area of great
importance in the lives of many. This, coupled with the facr that many
izullege students will acquire their total knowledge of science through

the general courses, makes the area worthy of extensive study.

The Problem

The problem of this dissertation is to make a survey of the gen-'
fnaral education program in science at the six Oklahoma State Colleges dur-
éing the first five years of its existence. An analysis of the problem ‘
iitself brought forth several questions: How has the program of science ii
general education developed at the six Oklahoma colleges? How well were’
%its Principles understood by those most directly concerned? What attit@e
ivwas held toward the movement by those directing or teaching in the pro-

%gram? What status was held by general education? What were the practicés
irelative to curriculum, instruction, and the student? What does the fut\?n'e
;11old in store for the program in these schools? |

‘ The protlem becomes, then, one of finding answers to these ques-:‘
ftions through direct response from interviews with selected persons in
these Oklahoma colleges and by camparison of these with what has been doge

or should be done, as set forth by professional writers in the field.

Method Used for the Study

| |
The Interview Guide ;
I

The pattern for the interview was developed from questions which!

i ;
have arisen concerning general education and the place of science in the|
| |

l

iprograms. These questions and problems were selected from those appearixi:g

Lo — JRU——
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in current literature, from pcrsonal knowledge of the problem, and from

conversation with those who hawve participated in the movement at the six
Oklshoma State Colleges. As background, the writer has the benefit of
Lextm!n reading from professional literature on general education, the
ichairmanship of the general education committee at the institution where
he teaches, and teaching experience in both the general physical and bio-
logical sciences.

The tentative form of the guide proposed for the interview was

ftoo lengthy and perhaps awkward in sequence. The writer's graduate com=-
:rnittee gave valuable assistance in refining this form. Colleagues also
gwere generous in this respect, giving their time and advice and granting
trial interviews. Better transitional organization was gained on the im-
proved, final form. Many of the questions were anticipated by those in-
terviewed and several commented favorably on the completeness of the
coverage. A total of 141 questions appear on the interview guide, a copy

of which may be found in Appendix I.

1 Persons Interviewed

i Not all of the questions were asked of any one individ=al but
they were divided according to the interviewee's responsibilities in the
program. Of these 57 were directed to the presidents of the colleges, 89
ko the deans, 107 to the teachers, and 50 to the departmental chairmen.

Lf the chairman also taught in general education, 74 questions from those

ked of the teachers were added to his list. Separate forms to each group
nterviewed woul!d have required the writing and reproduction of 377 ques-

ions. By placing these in one unit and coding them with "P" for presi-

nt, "D for dean, "C" for chairman, and "T" for teacher, the length of
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the interview guide wes greatly shortened and duplication of questions on

separate sheets eliminated.

Method of Collecting Data

The primary information for this study was obtained by direct in-
terview with administrators and teachers connected with the program. This
took place on the campuses of the schoels included. A copy of the "Guide
for Interview" was mailed to each of those to be questioned prior to the
interview, giving an opportunity to become familiar wita the questions to
be asked of him and others. All institutions visited either arranged a°
tentative schedule of interviews through the administrative offices or
designated someone to cooperate in doing this. In two instances depart-
mental meetings had been called at which plans were made to facilitate
the procedure. Because of this consideration it was possible to make as
many as six interviews in one day. Two days was the most time required
at any one institution. No one could have received greater cooperation
and consideration than the writer did during these visits.

The uestions asked and the answers of the interviewees were re-
corded with a magnetic tape recording machine. This is a method which

facilitated the interview and extended the usefulness of the data gathered.

Advantages and Disadvantages of this Type of Research

Although the patterr was set by the guide, the oral responses per-
mitted a flexibility not attainable with the standard write-in question-
naire. If the individual seemed at a loss in answering a question, a lim-
ited amount of explanation was possible during the interview. This might

have had its dangers because of the ease with which the interviewer could
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ask questions or make statements which would be leading. The writer was
aware of this, however, and an effort was made not to influence the nature
of the discussion. The respondent was at liberty to organize his own
statements and extend them to include as many points as he saw fit.

Some problems were encountered in this method of obtaining data.
The extemporaneous nature of the answers, if considered in omne respect,
was a disadvantage because the replies were not so well stated with re-
spect to semantics as written answers would have been. There was also a
chance for omission of points which the individual might otherwise have
stated. Failure to include the basic concepts which are almost uniwver-
sally accepted was the most common, they being treated as though self-

evident.

Treatment of Data

The information gathered on the tape recorder during the inter-
views was transcribed verbatim by a typist and grouped according to the
position of the interviewee. This transcription was studied and impor-
tant points and key ideas underlined. The second typing included only
the marked phrases.

The responses were further classified by topic and those basically
the same were retyped onto cards with the proper heading. The abbreviated
cards, arranged according to major thought, proved useful in writing the
report; however, they were repeatedly checked against the original sheets
as a precaution against any deviation due to brevity and to refresh the
memory relative to shades of meaning. In some cases the "taped" answers

were replayed to re-establish some of the impressions which were gained
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because of the manner in which the interviewee responded.

Organization of the Report

With the exception of the first, second, and final chapters, the
sections of the report will follow a regular pattern. Each begins with
an introduction to the area with quotations from writers in the field.
Against this background of information, the answers from the interviewees
are presented for analysis and comparison. Chapter II gives basic infor-
mation needed for understanding of the movement.

Though the interview guide followed a sequence that seemed nat-
ural for the interviews, the questions had to be regrouped to fit into
the order of analysis indicated by the chapter titles. In each case,
however, the number of the question is plainly set forth and car be found
in original context and order in the "Guide for Interview" as it appears
in Appendix I.

Chapters II through V are primarily concerned with the total pro-
gram of general education in the six Oklahoma State Colleges. This proved
necessary to provide enough background for the more specific study of the
science area. The analysis of primary data begins with Chapter III. The
interviewees were questioned as to their understanding of the program,
the ﬁeaning and objectives of general education, and their philosophy re-
garding it. -

After the interviewees were questioned concerning their attitudes
and opinions of the total program, they were next questioned on their
views of the role and objectives of science courses in general education.

This is included in Chapter VI. Chapters VII through X carry the study
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into the problems encountered in carrying on the program; an appraisal of
the teachers; curriculum; methods of instruction; and evaluation. Student
needs are the topic of Chapter XI., Chapter XII varies from the pattern

and is reserved for a summary, evaluation, and proposals that grew out of

the analysis.



CHAPTER II

BACKGROUND FOR THE STUDY

|
|
| Chapter II has as its purpose the establishment:of a generalized
1
l

h.mderstandin.g of the terms which are needed for the explanation of senererl

education, the background which brought about its development, and a sur-

'

lrvey of areas of lesrning usually included in general education programs.

]Ll'he discussion expands on these in this order.
%
i

The Goal and Definition of Education

| A statement which is sometimes heard or read is that the aim of !
Eeducation is to develop the individual to the utmost of his capacity.
ISociet:y is composed of individuals with widely varying abilities, but |
each hss many potentials which may be developed.

These potentials may take any direction. Often these potentialsz
: i
are in diametrical opposition. Any release of human effort may be good

or bad, constructive or destructive, intelligent or ignorant, stable or
! : _
I1(-:mot:iomal. Educators are charged with directing the release of these in

fthe proper direction.

|
! This leads to the question of what is the right direction? For-
!

[
lttm,at:ely there are guideposts to which one may lock as he observes the !

Wwwumm
11
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‘that reoccur through the history of mankind and from these to predict
some of the probable future needs of wan. |

Both leadership and knowledge are needed to develop the potentia
of a democratic society. The leadership should come from individuals hay-
ing the breadth and depth of kanowledge necessary to direct them unerringly
to the goals which have value.

The purpose of education, then, iz to direct the release of the !

jindividual's potentials in th: direction that rational thinking, based
1

upon knowledge and experience, has designated as the right direction.

i
|

Kinds of Education

; The kinds of education take their name from the principal aims to
1
be accomplished. Liberal education was in its earliest form an educatim;t
|
for free man but has come to mean an education which is not directly con-

i
1 ,
| |
Ecemed with acquiring knowledge and skills needed for earning an income.i
E |
i .
,EIt is often called the education which every man should have. :

For many specialized «@tion means the kind of education vhichf
‘has as its ultimate goal the preparation of the individual for "earning
a living." There are some, however, to whom specialization means the
%pursuit of intensive study in a limited area. This may be academic, pro«ir

! .
|fessicnal, or vocational.

; General education is that which is concerned with outcomes written
: |
' in terms both of the student and of his place in society. A full descrip-
' |

§
)

'tive definition of liberal education compared to general education will .
|
not reveal many great differences. Two things do appear to separate the?,

[

|
i
i
!
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fhowever. General education requires a greater breadth of knowledge than

could readily be obtained under the system of liberal education which had
developed prior to the present movement, and general education looks more
to changes of attitude and ways of thinking than to the knowledge of spe-
cific subject matter.

The definition of general education is discussed in detail in
Chapter I1I, In the following section consideration is given to the rea-
sons for the growth of the movement.

I From a logical viewpoint it is possible to assume that the first

|
learning was a form of general education which encompassed both liberal |

jand general aspects. Primitive man, in all probability, not only tauglit:l

’ .
lhis children the tricks of survival (vocational) but also those things

j |
that could make life more pleasurable and meaningful. Some time in the |

1
}early history of man an awareness developed of the need for those things
}wbich lead to peaceful and compatible coexistence and the means leading !

étoward this end became a part of the education of the individual. This

1

was an acquisition of knowledge determined by the forces which influence
I B

‘and transform society itself. Occasionally, especially in recent times,%

ithere appear some indications that this pattern may be reversed and t:hat:‘;
jt:he kind of schooling may determine the form of snciety which we have;
Ebut war, crime, and intolerance continue to persist in spite of present

!
lefforts in education.

The situation which demands an education and dictates the kind

5

iof learning has not, in terms of basic needs, changed too greatly. One |

may still find, for example, those things which, under one circunstance,;

might be a part of general knowledge becoming useful for making a living
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or merely contributing toc a more satisiying life. General education has

existed in all learning and exists in life itself. Every experience,
every observation, becomes a part of the individual. It is said that
"general education occurs at any point in the student®s experience as a
result of which he progresses toward the achievement of one ox more goals

of general education."l

The Beginning of the Present Movement

The development of a program of instruction, and consequently of
general education, has been influenced by factors which are relatively
easy to identify. They are the change in the number of those who attend
college, the change in emphasis on the purpose of learning, the dewvelop-
ment of a culture heavily influenced by science and technology, the de-
manding need for specific skills, a rapid increase in the extent of
knowledge, and a withdrawal from the influence of the educational patte
or cultures of other countries to one which is more appropriate to our
American democracy. Each of these carries witih it related problems.

Though general education is not new in itself, the begimning of
the present movement is recent. The recognition that a change was needed
and the attempts to arrive at a solution go back a little farther. The
first of these was the establishment of the free electiwve system for whig
Harvard, under the leadership of Eliot, provided the best known and most
influential program. This might have been a satisfactory solution had
the extent of knowledge and subject matter offerings not expanded so rap-

idly concurrent with the inauguration and growth of this system.

1p. Lamar Johnson, General Education in Action (Washington, D.C.$
American Council on Education, 1952), p. 40.

h
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The second major reorganization of the educational system aimed at
Plleviatian of the increasing problems was the organization of the schoo
into divisions or departments and the major-minor systeme. Both of these
were aimed at the elimination of a hodgepodge of freely elected subjects

which, for many, resulted in a college degree with no depth of knowledge

in any area.
| There was still a lack of integration of subject matter, a condi%
tion which was aggravated by ar increasing tendency within departments té
teach as though the only purpose of undergraduate education was to prepare
!the student for graduate study. The next major transition to be found wl;s
laimed primarily at this condition.

Educators reasoned that courses which sampled the different
branches of science would be the solution. In the early 1920*s "survey
icourses” were tried, but it soon became apparent that they were psycho-

logically and educationally impractical. So many topics were covered so

lrapidly that no depth of knowledge could be attained, and students were

i
! ?
discouraged by having to leave a given area just as they began to gain |

:enough familiarity with its concepts to enjoy their study and profit fro:#

]

it. There was also a tendency to teach these courses as isolated cells
of knowledge rather than as integrated parts of a whole. |

Simultaneously with the development of the survey courses came
the work of some farsighted educators who were seeking means of giving
all students a general and integrated core of knowledge. Columbia Uni-

{

'versit:y is quite generally given credit for the first successful attempt

in this direction with their course or program called "Contemporary Civ-|

dlization® Thi-.



16
rograms which, although they differed in organization and sometimes in

ic philosophy of education, were aimed at giving all students a well

rounded, integrated form of schooling.

Criticisms of Education which Have led
toward General Education

Our schools are the cynosure of the public eye! The moment things
begin to function at less than perfection in our socieiy, the schools a:j
certain to be called on for assistance. Or, converscly, there may arise
a rabble of castigation of the entire educational system. Education, ex-
isting under this barrage of complimentary and adverse criticism, brings
those who are concerned with the program to an acute awareness of its
problems. Probably no other institution is so quick to study its own
conduct and so diligent in policing the methods of its system, It is by
and from this self-study, self-analysis, and experience in improvement
that the movement of general education has risen.
One needs but to read the newspapers and magazines or attend a
professional meeting of teachers to hear of the dissatisfaction with our
present educational system. This is in spite of widespread support of
and faith in education as the foundation of our society. This criticism
could be roughly classified according to the interest and background of
the critic. Lippmann makes a charge which is representative. He says:
During the past forty or fifty years those who are responsible for
education have progessively removed from the curriculum of studies
the western culture which-produced the modern democratic state; « o «
the schools and colleges have, therefore, been sending out into the

world men who no longer understand the creative principle of society
in which they must live. « « «2

2yalter Lippmann, "The State of Education in This Troubled World{"
ital Speeches of the Day, VII (January, 1941), 200-201,
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More and more one hears the criticism springing from foreign propa-

which says, in effect, that the American system is not educating ils
students because it produces no depth of knowledge. A statement typical!

of this is "I have been increasingly.sure how alarming is that which pas%es
for education in twentieth-century America."3

I
|
Other criticisms, especially of liberal education, are found in ;
such descriptive phrases as “compartmentalisa or "separate packages," i

’ |

"disorganized” or "not integrated intc a consistent whole," or “unrelated
fragments™ and "lack of a sense of unity and meaning." All are in pro- i
test against the free elective system that fails to provide a hard core i
of coomon knowledge and which lacks the intellectual unity to form a basis
of understanding among educated men the world over.
From this point of view one may make the full swing to those who.

say that in a modern, complex, technological society only specialization

can provide the answer. It is true that because of the functions of busi-

ness and industry today an immediate monetary premium is often given thel:

iservices of the specialist. Ee can step directly into a highly paid po-!

?sition in most areas of specialization, but because his scope of useful-f
éness is limited by his narrow training to this position, advancements are
;not likely. It is the person who knows something of many areas who col-i
lects the rewards of leadership promotions. The specialists who fail to
broaden their knowledge are not always leaders of people.

Another type of criticism relates to values. It is frequently

charged that too much stress is placed on hours, grade points, and passing
E

v i
3Bemard Iddings Bell, Crisis in Education (New York: McGraw-Hilll

Book Company, Inc., 1949), p. vii. -
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lexaminations. Whether the struggle for grades is self-imposed or insti-

tutionally encouraged, it tends to distract from the true goals of educas
tion which are concerned with attitudes and the way of thinking as well
as with factual knowledge.

Scientists have developed great machines, nuclear energy, and syl'y.-
thetic fibers, yet the knowledge of how to control the economic and sociﬁl
iproblems inherent in these discoveries is not forthcoming from these speT
cialists. Nor have sociologists and economists adwanced rapidly enough
to be able to seize the reins and bring the situation under comtrol.

No one would advise that complete uniformity of ideas be demanded,

1
whether they be political, religious, or other; yet, when the teaching |

profession leans too far from a firm expression of opinion, the student |
|
is left without proper guides and must look to some other source than this

schooling for direction. The whole problem reverts to the question of

’vhether we shall educate for living a well-rounded life, or we shall edu

gcate the student in specific ideas and areas and those alone.

|

|

|

! |
General Education: An Answer to Criticism '

General education is an offensive. It is an offensive mounted b&

‘the liberal arts schools to combat criticism directed against the abusedi
‘free elective system, the limiting specialization program, and the lack
of aims or directions given graduates of these schools. But more than
just an offensive, the change in the educational pattern is an indication
of transition to cover the needs of a dynamic society.

Our whole way of life has changed. Before the turn of the cen-

tury most people lived simply and austerely, according to our standards.
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Eociet:y was not so complex nor were the demands on the individual so great.

college education was not necessary; it was a luxury for the privileged
fewe A farmer with a few simple tools and a strong back could, with a
little knowledge and long hours, support his family. In many cases the
job of making a living required the work of whole families and wore than
double the time now necessary. There was no time to "waste" on a college
leducation.

But things have changed. Population has increased, industriali-
zation has expanded, and the hours of work required to earn a living have
been reduced; These changes and others have released children from long

hours on the farm. Labor laws have changed, and more children remain in

school for a longer period, creating in many cases a desire for more knowl-
ledge. During the depression years of the 1930*'s the college became an ef!-
fective means to keep the young people out of a crowded labor market. Ax'xd,
more recently, the stepped-up technological advances of World War II and!

the following years have brought tremendous demands for trainmed people.’

i
| i
E'rhe social and political problems growing out of this have focused at:tenff

t

ftion on the need for a deeper understanding of international affairs by |

|
i

¢ !
jthe American people, whose nation has been thrust into a position of world

¢

ﬁleadership. Add to this the flood of veterans crowding the inst:itutionsi
‘ |
by taking advantage of the G. I. Bill, and the resulting picture is a spi-

raling demand for higher education all across the nation. |

Education today has become education for the masses, a prepara-

|

tion for life in a democracy which must provide much of the leadership itf:
laworld conflict of ideologies. This brings us again face to face with ;

wmmmmwm __Hhat__qu
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be the answer to the growing army of students with hungry minds who come
seeking knowledge? Will they be invited in to help themselves to what-
ever subjects suit their tastes with no preparation or guidance to aid

them in choosing a balanced diet? Will they be fed on one thing alone,

not being shown the other things available nor having an explanatjon of
’ i

the values of extensive knowledge for living a full and contented life? }
|

For the answer one must look to the general education program and

|
its aims. To do this a brief summary of the areas most commonly included
;

i

in the general education program will be surveyed. |
| |
|
i

Areas of Learning Included in General Education

|
!
Commumications i
f

The area of communications is comparatively new in its modern caT-

cept. As usually taught today it attempts to integrate the four linguis-

tic aspects: reading, writing, speaking and listening. Communication is§

I
Qnecessa.ry for transmission of knowledge and for thinking. Without this 3
!
{

ithere could be no education. As such it represents a tool of learning; !

Etherefore, it is common to all disciplines. Leyden defines coummicatiorixs
as "the study of the ways in which people try, primarily through language,
to get their ideas across to others, and, in turn, try to understand the‘

;meanmg and significance of what others are trying to say to them, wbeth&r
%the avenues used are reading, writing, speaking ox listening."‘*

i
t

Communications in general education has developed as a synthesis

|
|
|
|
|
|
l

{

I

; "Ralph C. Leyden, "General Education Communication,” Current Is~|

isues in Higher Education, 1956: Resources for Higher Education, ed. G.

Kerry Smith (Washington, D.C.: Association for Higher Education, 1956), ‘
. 235,
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of the previous separate courses in speech and composition. It included

the newly recognized receiving aspects, listening and reading, as well as
imass compunications. A fifth aspect, that of viewing, is added by some.

This includes such varied media as television, movies, film recordings,

and the illustrated newspapers and magazines.

Still suffering from rapid growth and immaturity, the attempted ;
i
i

programs in this field are troubled by lack of trained teachers and by

confusion as to objectives, the need for a better testing system, and ab-i-

sence of enough research to provide answers. A question has been raised‘;
‘as to "whether any communication program today can justify itself unless:;

it recognizes . . . student needs . . . and hence includes stress upon

critical evaluation of the mass mediums of cammmications."s

i
i
|
|
I
This area has many problems and more critics, but it is moving i
l

steadily forward to solutions and answers. The program of communications

Hin general education at the Oklahoma State Colleges is organized on an

'i
adaptation of courses which were beginning liberal arts courses. Each i
|

;student is required to take two grammar and composition courses for a to-
1
i

ital of six hours. They complete an eight-college-hour requirement with a

|
¢
¢
1

icourse of the student's selection. Advisors often urge them to take these

:additional hours in speech.

i
1

Humanities

One of the most difficult fields in which to identify specific

objectives and course content is that of the humanities. However, study

|
~

:
|
|
i
|
|
'
|
i

]
‘ 5Harold B. Allen, "Communications,” General Education in Transi-i
tion——A Look Ahead, ed. H. T. Morse (Minneapolis: The University of Min-

lnesota Press, 1951), p. 160,
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edge needed by the individual than does any other. The humanities ac-
quaint the student with the values and great writings found in our demo-

cratic tradition, and may develop an appreciation and understanding of

the arts. In this respect they negate some of the criticism of our twen;

tieth-century educaticn. ,
f

As our modern technological society advances and fewer work hours

|

|

are required to make a living, we find a growing need for education bene+

ficial to leisure-time activities. The humanities £ill that need by cle-i
veloping an aesthetic appreciation of that which is beautiful and har- ’

i
monious in the arts, and a rejection of the poor and shoddy. :
A practical extension of the aesthetic quality is the developmen%
of a critical awareness that will lead to enlightened judgment and evaluta-
tion. This can be acccmplished by studying what great men of the past |

j
have thought good, wise, or beautiful and applying this to the basic is-;i

sues of the present. In this age of rapid communications, this criticali

i

!

§awareness should encourage attempts on the part of individuals to get bes

t
'

i:neath mere propaganda through analysis of statements, rather than to as-%
ésu:ne a hypnotic state of mind brought about by the form of jargon often ‘

ésubstituted for thought. '

In order to lead the student toward these goals, the Oklakoma Stite
iColleges have, as a part of the pattern of general education, agreed up-i
;bn the program in which the students are required to complete five to sii!t
ihours in the humanities. These may be chosen from the two survey courses

iin general humanities, or from the other humanities courses which cover !

)]i at -t . music psg;chologﬂ or phj]osgphy-
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Fine Arts

The field of fine arts in the general education curriculum nor-
mally includes visual arts, music, and sometimes literature. Although
of ten iﬁcluded within the broad scope of the humanities, these aspects
are occasionally separated into a branch of their own to promote greater

aesthetic appreciatione.

Inherent in the program of fine arts are questions concerning the

|

relationships of theory to practice, the advisability of general subject;:

matter rather than separate specialized courses in the various arts, and;
the problem of whether to emphasize great art of all ages or to begin wit‘:h
|
appreciation of contemporary art. Any attempt to include the fine arts
in the general education program by survey courses comprising all the art!:s

c
will have the additional problem of the separate technical vocabularies |

that must be presented.

Stephens College centers its objectives in fine arts around "ap-{
|

preciation of the beautiful.,” After a student has been exposed to a parl
i

vticular work of art long enough, she is supposed to form her own opinion?l
%of what is good and to be able to answer such questions as: "(1) What is‘i
éic about? (2) What is it for? (3) What is it made of? (4) How is it put
gtogether? (5) What is the style? (6) How good is it? (7) What has my ex-%

Eposure to it done to me?™®
|

| The study of fine arts is included in the required five to six
]

r‘-ours, of humanities in the general education program of the Oklahoma State

6B. Lamar Johnson and W. S. Litterizk, "Stephens College: Func-

tional General Education for Women," Organization and Administration of

General Education, ed. W. Hugh Stickler %Dubuque: Wm. C. Brown Co., 1951)|,
. 257, ;




24

Colleges.

Languages

Ironical as it may seem in a world that grows smaller every year
k'it is still unusual to £ind a general course in language of any sort ins
cluded as a required part of a program of higher liberal education."’ |
Most colleges, however, offer foreign languages that may be elected as a
part of the general education requirements or studied as a majore.

Two notable exceptions to this trend might be cited. Basing his
statement on the opinion that "no one is fully educated who knows only
this mother tongue,"8 Cunningham suggests that at least a reading sbility
in one foreign language should be acquired before a student entexrs the
upper two years of college. St. John's College includes as a part of itJ
required effort toward a rigid intellectual program, studies of Greek,
Latin, French, and German.

Foreign language in the Oklahoma State Colleges is purely elec-
tive, but it may be counted as general education hours. Each institution
is allowed to set up its own program in this field, counting five credit

hours toward the general education total.

Social Studies
The place of the social studies in general education can best be

expressed by citing the goals of the program. One of the most widely

TJames A. Babcock, "A General Course in Language,” The Idea and
Practice of General Education, ed. F. Champion Ward (Chicago: The Univer-
isity of Chicago Press, 1950). z. 214.

8Wi11iam Feo Cunningham, General Education and the Liberal Colle
(St Louis:B. Herdexr Book Co., 1953), p. 7S,
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quoted and accepted sets of goals for this area is that by Levi. He lists

five aims =23 follows:

1. To provide a genuine understanding of the society within whose
frame we live.

2. 7To exhibit those conflicts of value which underlie all political
and economic decisions.

3. To provide the social knowledge which is a prerequisite to wise
decisions of social policy.

4. To enlarge social sensitivity in those areas in which institu-
tional change is desirable.

|
|
i
I
|
‘ |
g 5. To prepare and encourage the individual toward intelligent social
| action. E

\ Since the social studies involve the whole social universe of the
student, the more recent efforts are toward courses which use material i

from all branches of the field. Levi points out that the objective is té

i

ive "an integrated and comprehensive picture of the nature of modexrn so%

ciety,” and the task for instructors of social studies is "not merely thé

inculcation of new ideas; it is equally the eradication of bad previous

10

|
|
education
{ 1
1 !
' The plan for studying the social sciences in general education at

t

The University of Chicago is divided into three parts. In essence, the

i

first of these acquaints the student with the history of the country; and,

iin the words of Singer, the seccnd points to "what social science can
| !
pontribute to an understanding of man and society." He adds that the third

i'
Lourse introduces him "to the habit of deliberating rationally on problems

i
9a1lbert William Levi, General Education in the Social Studies |
(Washington, D.C.: American Council on Education, 1948), p. 3. f

|

101p1d., p. 21.

—-
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£ public policy."1l Other colleges use a plan for integrated study that

ncludes history, contemporary problems, and areas of sociologye.

The required courses f£or the general education program in the se-
lected Oklahoma colleges are govermment, three hours; American history,
three hours; and electives to complete a total of nine hours. The elec-

tive courses may be selected from the areas of economics, history, geog-

raphy, government, or sociology. ‘

Morals and Ethics |

Because most colleges take for their major goal the development ?

of intellectual disciplines rather than ethical and wmoral virtues, one [
, i

iseldom finds courses in which a student can enroll, saying, "Here is whe:i’e
1 ;
T can learn morals and ethics.” It is improbable that a student could be:
taught moral virtues in the same manner he is taught history or granmar.!

|
Then, just where is he to learn these qualities that are so important toi

the development of the "good" life for the "whole”™ man? They cannot be ,

completely ignored in a program of general education.

P
‘

Although the teaching of moral and ethical virtues is not to be

found in direct classroom instruction, these are secondary values in manfy

i

courses or activities on the campus. Their nature is such that only by

!

ftmderstanding,. followed by habitual practize, can they be deeply instillefd
j | !
in an individual. Basic beliefs of the entire college persomnel will re<

|

flect in students' attitudes toward such things as cheating on examina-

tions, fair play in sports, overcoming fear, and che values of prudence

|
. H‘Milton B. Singer, "The Social Sciences,” The Idea and Practice
of General Education, ed. F. Champion Ward (Chicago: The University of
Chicago Press, 1950), p. 13l.

|
j
|
|
i
|
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and fortitude. So we need not Feel that the students in our state col-

leges have no opportunity to develop this phase of their personalities

Lven though no course makes a direct spproach to this end.

Health and Physical Education

Health and physical education requirements for general educationf

)

are probably more nearly universal than those in any other areas. Some -

schools place instruction in health under the physical education depart-%

ment®'s jurisdiction while others include it as a part of personal adjust+:

l i
ment, biology, or home economics courses. But, wherever it may be taugh?,

'some form of health education along with physical education training is

considered desirable in any program of general education. ;

i

So much importance is attached to the matter of health education|

in California that it is required by state law for junior college gradua%
|

tion. This is prompted by the basic belief that a student would be unabli.e

to reach the other goals without good health habits to sustain him. E

{ The objectives for health and physical education as set up by the
, N ’
!St:ate University of Iowa are a typical example of the aims. They are: !

! (1) To develop an adequate level of endurance, agility, and skill

; in body mechanics; (2) to develop sufficient skill in at least one in-
‘ dividual sport or activity to use it for recreational purposes and fér
! maintenance of good physical condition; (3) to provide experience in|

' participation in at least one team sport or group activity in crder |
] to use it for recreational purposes and as an aid to social adjust- |
ment; (4) to develop some knowledge of sports and recreational active

ities for enjoyment as spectator or participent.l2

Other sets of objectives may lean toward physical education as a

1zbewey Be. Stuit, "General Education at the State University of
Towa," O_r%gnization and Administration of General Education, ed. W. Hugh
Stickler (Dubuque: Wm. C. Brown Co., 1951), p. 129,

[&
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part of the social development, toward building poise, establishing sel

L

confidence, developing habits of fair play, and the will to win.
Two hours of health education and four hours of physical educatiopn
as an activity are required in the selected Oklahoma colleges. There is

within this program a broad choice in the type of activity the student

may select for his participation.

Practical Arts ;
|
|

1 The field of the practical arts may be broken down into the broa%i
{areas of industrial arts, home economics, business, and agricultural edu~

;cation. The distinguisbing quality of such courses is that they are de-;
i :
i

signed specifically to aid the student in doing some of those things which
a

require some manual skill and are related to the work by which men make {

1

their living. This does not, however, mean that the extent of their benXL-

H

fit stops here. Each course has within its grasp the means to contributéa
!toward the goals of the entire general education program. ZEach of theseé
gareas also sets up generalized criteria which look to the integration of‘j
%knowledge and the development of the total personality. |

As Wymne has said, "The subject matter of the practical arts is

;as indispensable in the total program of general education as are the su;b-

éject matter of science and the subject matter of the fine arts. 13 '

In the general education programs of the Oklahoma State Colleges)

the practical arts are eantirely elective, but may be applied as a part of

'the total required hours.

13John P. Wynne, General Education in Theory and Practice (New |

York: Bookman Associates, 1952), p. 61l. l
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The Sciences
Because the emphasis of this dissertation is on sciences in gen-
Lral education, the discussion of these extends to later chapters and will
be developed here only to the extent needed to complete the picture of the
fields included in the movement.

It is not the purpose of general education to start the training

;of professional scientists. Conversely, experience and studies have in-

Flicated that traditional courses do not meet the needs of those who are {
pot to be specialists in the field. General courses in both the physical

|

and biological sciences have been organized and represent the most coamon
tpproach to teaching the sciences in general education. The colleges rep-

resented in this study require four college hours of general biology and
1

ffour hours of general physical science or approved alternatives to satisfy
|

|

frequirements of the program.

|
|
! Conclusion

' Though the patterns for general education vary from the entirely |
| |
&:rescribed curriculum at St. John's College to the almost free elective !

)
b

?system at Bennington and Sarah Lawrence, the end to which all colleges lc:)ok
jis the preparation of American youth for dealing with personal, social, ‘
.and political problems which confront all men in a democratic society. :
General education is a continuation of the training received before the
studenf arrives at college and the tie which increases the knowledge basic
to the needs of citizenship in a democracye.

If the goals of general education are reached, the student will
1 l

2o forth with a better understanding of social and political matters, a

1.
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f:apacity to enjoy and appreciate the aesthetic qualities in his world, and
he ability to ponder intelligently the nature of the universe and his rale

n it.

[ e e




CHAPTER IIL

THE MEANING OF GENERAL EDUCATION

Definitions and Their Analyses

A study of general education in the science areas appears to be a

k:lear-cut and relatively simple problem, yet as the investigation pro-

i .

Fresses, complexities develope. It seemed in the beginning that the meani
i

tin.g of the term general education would be concise and well established,

d that the responses of those interviewed for the study would yield a
near consensus which would be serviceable as a common guide in our study

]Lnd analysis. Such simplicity did not develop; even the definition of

i&:he term was involwved because of divergent opinions. An interviewee

|

istates that the greatest problem of general education is that no common

fassent exists on the definition.

The Source of Information
The first question asked of the respondents was, "In your own

}words, how do you define general education?" These responses and the
t

1
definitions of authors writing in the field of general education consti-

|
@tute the basic material for Chapter III. The answers of the interviewees

e analytically compared to those of the writers in the field.. No two |
£

the respondents®’ answers were completely the same except in the case

S

31
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lof those who referred to published or locally duplicated definitions.

ter classifying the responses under separate points of emphasis, it was
ound that among science teachers and administrators in the Oklahoma Stat
olleges there were over two dozen different definitions of general edu-
ation. This is not to say that there were that many different concepts,
ut there were distinct variations in points of emphasise A similar
reakdown of definitions given by professional writers was made with the
isame results. Again, over two dozen different points of distinction were

|tnade .

|

Why Define?
The above statements relative to differences in ways of defining
general education indicate one of the needs for clarification of meaning.
In most major studies used, definition receives great emphasis. The op-
posite point of view, however, is expressed by one respondent who feels

that too much time is spent in trying to arrive at definitions and too

gklittle is given to carrying on the prcgraii.

Concerning the Pattern of Discussion i

| An attempt has been made to arrange the definitions given by au-
';l:hors writing on the subject of education according to thought and fre-

!
Lquency of response followed by the persons interviewed. Some success has

been attained in this respect, indicating a relationship between the defi
|

:nitions of respondents from the Oklahoma State Colleges and the defini-

!
Fions of professional writers. This will become more apparent and sig-

tlificant as the discussion develops.

e
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Some Characteristics of the Interviewees
which Affect Responses

The group surveyed, with few exceptions, had not studied the prin-
ciples and concepts of the general educatica movement. They were sciencﬁ
teachers assigned to do a job of instruction in this area. This assign-
ment has been received with all gradations of cooperation from expressed
lantagonism to enthusiasm. In the institutions studied there have been r
rextensive individual and group studies made in attempts to further under-

standing and appreciation of the philosophy of general education as well

fas efforts aimed at a better understanding of the methods of teaching t:hel
lclasses in the manner suggested by the proponents of general education. '
e administrators generally displayed a high level of knowledge of the
{program, its needs and problems. Does this broad over-all view of general
Lducation held by the administrators, compared with the view embracing
y one area as held by general science teachers, account for the dif-

erences in their answers? It seems that it might, yet the previously

mentioned breakdown of professional writing in the field shows about the!
| !
isame amount and kind of disagreement among these writers as we f£ind be- |

tween Oklahoma teachers of science and the administrative personnel. 3

I
i

! The Definitions Obtained during the Interviews

It is completely impossible to characterize all the definitioms.

Fhe extempcraneous answers resulted in some vagueness, an occasional con-

lict in the statements of a given individual, and some rambling such as

—— -

results when one thinks aloud. To offset this, each gave a sincere statee

t
tment on his concept of the meaning of general education. There did de-

velop £xi
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r:e influenced by the interest and concern of the person giving it. In

}seneral, those familiar with the program will be approaching the defini-
tion fram one or more viewpoints. They may think in texrms of liberal arts
or kinds of knowledge. The teacher may define in terms of materials and
instruction. A few people will define general education as a system for
lpassing on our cultural heritage. However, all will be concerned with

outcomes in terms of the student and the needs of society. These factors

will be observed in the following sections of this discussion.

General Education as Knowledge

Both the respondents and authors of references cited were in ag:r:l
ment relative to the attainment of knowledge as a primary condition of g%n-
' Ieral education. As these definitions were analyzed, the similarity as will
@s the divergence in thought; due to language usage will become apparent.
IA few exceréts from definitions in current writings containing references

to knowledge have been collected. "General Education is that part of edl:-

gcation which is concerned with the common knowledge, skills and attitudes
;:needed by each individual. . . ."1 Since comnon knowledge, by the very
fpnature of man's learning, is without definable limits, the idea of "en-
Ecompassing the common knowledge" provides a flexible term for desci'ibin.gi
the breadth of information to be disseminated as general education.

Another writer recognizes that it is beyond the ability of any

one person to keep pace with modern knowledge. He says, "The courses must

E:e selected because knowledge has become so extensive that it is literally
1

lB. Lamar Johnson, General Education in Action (Washington, D.C.:
lAme.rican Council on Education, 1952), p. 20.
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ijmpossible to present all of it."2 He further points out that this is

not necessary because much of cultural heritage is conveyed to society by
social transmission. There will also be much knowledige passed on through
society, the home, friends, the community, the church, and other efforts
toward personal development. We cannot overemphasize in speaking of the
breadth of knowledge that life itself is a part of general education and
that the schools are but agents in the transmission of thirzs known.

Knowledge is either good or bad, valuable or worthless. The cri-
teria of values established by adult society dictate that instruction must
be given in areas of learning which are traditionally recognized to be
§a1uab1e or which currently are important to our society and culture.

All of this consideration of the kind of knowledge is brought iatc
focus by Meyer with the statement, "General education is intended to pro-
vide a rich academic background in organized knowledge and human activi-
ties."3 Careful consideration of the full meaning of this statement will
show that breadth, kind, selection, and quality of knowledge have bzen
considered. As has been seen, then, general education consists of broad
common knowledge which deals with matters which are of general concern to
the community and important to the development of ithe individual in his
preparation for citizenship.

"Knowledge” was also by far the most fregquently used expression

found in the definitions given by respondents. Kncwledge is fundamental

2Vill.iam Fo Cumningham, General Education and the Liberal College
(St. Louis: B. Herder Book Co., 1953), p. 6.

' 3Adolph E, Meyer, The Development of Education in the Twentieth
Century (New York: Prentice-Hall Inc., 1949), p. 407.
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as an outcome of education. Under consideration here was arn area of edus

cation; therefore, it is to be expected that a definition of general edu:
cation may be built upon the definition of education itself.

There were sixteen separate uses of the idea of knowledge in the

definitions given by the interviewees, some of which follow in abbreviated
|

land paraphrased form with comments on significant parts of them. One ad:‘-

inistrator states that a wide knowledge of facts is an essential part o%
kene.ral education. Knowledge in terms of facts is the kind of expressio&
Le would expect from a classroom teacher of science, yet the term "fact
is not met with again in definitions given by the teachers as often as |
rnuld be anticipated in view of their background of scientific training.
Except as it appears as a criterion of learning, the word in most cases
is implied.

Illustrative of the manner in which knowledge and its extent is

brought into the definition are such statements and phrases as, "to gain

!a wide knowledge of facts,” "to introduce students to a broad field of

icnowledge," *to develop storehouses of information needed through life,"

?'to provide a greater range of knowledge,"” "to build basic concepts of al;.l
%ields of knowledge," "to broaden the scope of knowledge," and "to trans-{-
ilfnit a body of knowledge every educated person should have." J
! The kind of knowledge is indicated by those who see genmeral edu-
cation as "knowledge needed by all regaidless of vocation, profession, ox
interest," "knowledge of things essential to leading a successful life,"

®that which encompasses knowledge, skills, and attitudes needed by each

individual to be an effective person," "knowledge you would expect an edu-

cated person to hsve,” "things (knowledge) a person would need in general




37
Fveryday Iife,* and "knowledge which 1Is the right and obligation for evjy
it

student to acquire." Besides the discussion of knowledge in terms of
breadth and kind, there are some who think of knowledge in terms of its
source. Such a definition would include "knowledge from previous experi-
ence." Others think of knowledge in terms of the aims or goals of genersgl
education, asserting that general education is that which seeks *common
goals of knowledge."

| One may note with satisfaction the reference to the breadth of
knowledge as a conditioning factor in so many of the statements. This .
takes the form of such modifiers as "wide," "essential,""'gréater range,"
Wexperiences of the past,” "well-rounded,” "common goals,"” "concepts of
all fields," "broadening of scope,” "body of knowledge," and other expres-
sions. Only one individual limited the breadth of knowledge to an appre-
iciable degree, restricting it to the sciences and closely related arease.

There is, in this case, the chance that the éuestion was misunderstood.

General Education as Areas of Learming or Common Experiences

There was less tendency of the writers surveyed to define general
education in terms of subject matter than there was among Oklahoma teach-
rrs. Although not indicated in the quotations which follow, those writexs
who did define general education in terms of subjccts. exhibited a tendency
to stress some given area. This is a reflection of individual interest.
The representatives of most church schools, for example, would not con-
ider a program of general education complete which excluded religion and
[thics as an area of studye.

An occasional writer will include in his definitions the stipula-

rion that general education is "a basic understanding of sciences, social
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science and humanities. . « "4 It is probable that many writers feel a
detailed listing of subjects clutters their definitions, whereas, in the
oral responses this statement of subject areas was used to assure clarity
and emphasis. There were also generalized statements relative to areas of
learning which by traditional standards are held to be valuable and state-
ments in terms of the student and his ability to recognize the principal
areas of knowledge.

Common areas of learning lead to a common experience. It includes
"e ¢ o learning which should be thé common experience of all educated men
and women?"> or, as Levi states it, "It is the education that all persons
ought to have within the limits of their capacity to receive 1t."6 Few
will question the place of general education as a common experience for
all citizens or that it should occur simultaneously with all learning,
contributing to individual development.

The general education which is obtained in the schools is but one
facet which can be controlled to the end that ideals and living standards
may be upheld and in the end elevated. Schools are the agents by which
the efficiency and universality of our education may be increased and
perpetuated.

In frequency, the answers of interviewees giving their definitions

in terms of subject areas were second only to those who built a part, or

4Cunninghan, ope. cit., p. 10.

SPtesident's Commission on Higher Education, Higher Education for
‘American Democracy, Vol. I: Establishin& the Goals (New York: Harper and
Brothers, 1948), p. 49.

a1hert William Levi, General Education in the Social Studies
(Washington, D.C.: American Council on Education, 1948), p. 6.
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211, of their definition around knowledge to be gained. This is under-

standgble since wve find so many references to science, social studies, apd
hunanities as the big triumvirate of general education and since the subes
ject areas themselves do point to the knowledge desired. Encouragingly
encugh, as seen in the following selections from definitions, mamy regarl!
general education as much broader than the three major areas. The most
limited of the specific listings called for commmications, natural sci-
ence, humanities, and social studies as the basic areas. One starts to |
list English, history, and science, then, departing from the list, con-
cludes with the generalization - "a broad thing." Another reverses the
kapproach and says that "general education is acquiring knowledge from
broad areas of human experience such as science, social studies, humani-
ties, and language arts.” Still others are even less specific than the
first of these just cited, stating such conditions as "an attempt to edu-
icate in several areas of knowledge,” "wide varied fields,” "an introduc-

ition to various major fields of learming,"” and "draws from as many divi-

'sions of the college as possible." ,
In one instance the person interviewed gave a very restricted vielv
i

of the scope of general education, limiting it to "a body of information
. « « of a scientific nature . . . most likely to be used by non-technical
| tudents.” This statement comes from one who expressed far greater than
verage enthusiasm for the general education program, ye‘t examination of

]L;his and other of his responses indicates a strong bias to the sciences.

’Lrhere is some chance that interest in an area of endeavor has produced a

tendency on the part of this respondent to interpret all questions, al-
t

L:hoquthey may refer to the movement as a whole, in texms of science. |
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Anothexr expression which occurred frequently in the respondents®

definitions was that of a "common experience.* This is closely related
to, and to a certain extent covers, both general education as knowledge
and general education as study in selected areas. The reader will notice
that the ideas listed under the several headings cannot in all cases be
clearly classified under that division and in some instances will fall in-
to more than one of the suggested heading#. There were found expressions
on general education as a common experience such as: "knowledge,” "sub-
ject areas," and other closely related words or phrases., This should not
distract from the analysis but rather point to the unity of thought pre-
vailing although expressed in diverse ways. As the study continues, there
is gained from this variance a body of words and phrases which will be in-
corporated into a composite definition.

In a program, which looks to the accamplishment of as many goals
as does education, no one aim can be established as holding first place
in the definition; yet, the idea of a common experience seems to be stated
or implied in each of the answers to the question. The synthesis of the
definitions which follow will illustrate this point as well as the marnex
in which different respondents use the condition of a common experience in
the definitions. Implying this commonalty of general education, teachers
give such answers as, "It is general background information which is val-
uable in any field, in fact fundamental in all fields,” or "General edu-
cation is that wvhich becomes a part of a person's background that he can
use in all professions.” Further variation cf .language develops as some
of the respondents attempt to clarify the idea of common experience. Typi-~

cal of these are, "General education is non-specialized, non-vocational
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learning which leads to a common experience,” or Y1t is that type of edu

cation which covers the fields which should be of interest to everyone.”
In addition to these are found the more common and, in general, more brief

istatements such as, "General education is that which will give the student

B great number of subjects."

a grasp of fundamentals,"” and "General education is knowing a little abor.rt
i
i
!
General Education as a Means of Developing a Way of Thinking }

|
Included in numerous definitions is the idea that general educat*on

provides for the development of ability to think critically, analyticall;ly

f
or rationally. In terms of the devclopmental qualities, one finds it hel;ps
develop "thoughtful citizens acquainted with the great questions which cc’m-

iE:l:'ont thinking xman."7 Wynne notes that "a careful analysis of current lit-

'erature in the field of general education reveals considerable unanimity
!

s to the importance of responsible reflective thinking."8 Eckert says

;genezal education is that which aids the student "to think in terms of
.n9 |

|
| I

The idea of developing a background of knowledge for analytical I
|

!
1living in a democracy
{

&usming and intelligent critical interpretation as a condition of gen~|

i
eral education will not be discussed at length; but science teachers as a

| TLeighten H. Johnson, Fostering General Education in the Communi
tongge, Professional Series Bulletin No. 14 (East Lansing: Michigan State
niversity, 1956), p. 3.

! 8john P. Wynne, General Education in Theory and Practice (New York:
Bookman Associates, 1952), p. 43.

9Ruth E. Eckert, Outcomes of General Education--An Appraisal of

the General College Program (Minneapolis: The University of Minnesota
Press, 1943)’ Pe 9.
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fahole, because of the nature of their training, are very conscious of the

needs for analytical and critical thinking. This thought is developed fyr-
Eha’ in Chapter IV and is mentioned at this point because in informal :I-

versation so many expressed the belief that development of analytical

critical thought are prime charactexristics of general education. Those
including this in their definitions expressed the idea that more iuportufut
than anything else is the analytical approach to knowledge. }
General education is that which develops imsights through which 1
Lt:he student may expand his concepts and improve his way of thinking. " i-
l1:e11igent and purposeful behavior must be undergirded by a deep and broad
insight into human motiwvations and achievement."10 As insights are de- %
veloped understanding will grow. The use of understanding within the deTii-

nition is found in the statement, "General education . . . is concerned

with giving all students, regardless of the later area of specializatiom,

|
ia basic understanding, . . " or, expanding this idea, "The end of generlil

'education is integrated mtderstanding."n ;
i |

: Two of the definitions obtained in the interview had understand-;
iing and insight as a part. A president used the expression "realizationéi
Sof the breadth and depth of life." The dean of the same school says t:hat
égeneral education is that which leads to "broad insight into life, its |
iareas and objectives.” If one may presume that intelligent commmicatiom
'depends upon understanding, it may be assumed that the idea of one who

states that "general education is a basis for intelligent communications

i
with each other” is also based upon the quality, thoughtful understanding.

lolbid., Pe 9 uCumingham, Op. cit., pPP. 10-11'T
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General Education as a Means of Developing
Certain Qualities in the Student

Many definitions or parts of them are stated in terms of changes
lexpected within the student. mis is true both in the definitions of au-
[thors and of our respondents. One writer says that "general education
determines the personality and character of a people.”l2 Some will ob-
serve that this quotation speaks of "a people,” but the character of a
Tpeople is a composite of its individuals; therefore, we may reasgn that
igeneral education is something which can influence both the character and
ersonality of the person.

There are many writers who look to change in the student as a
icharacteristic of general education. Johnson says:

General education . . « refers to education which helps dewvelop
thoughtful, rational, informed individuals. . . . General education
is a means of developing a well-rounded individual—-one who recog-
nizes the princimit areas of human knowledge, who sees interrelationd
ships in human experiences, who appreciates various methods of find-
ing truth, who is acquainted with the great questions which confront
thinking man, and who is ready to participate as a responsible citi-
zen in the progress of a free society.l3

Some differences may be found in the approach to the development
of the individual as a part of the definition of general education. An
example which comes from one writing concerning liberal education says,
"General education has two aspects, social transmission and individual
development."14 Another looks upon general education as “"preparation of

youth to deal with the personal and social problems. . . "13

lzﬂynne, o Citey pe 7. 13Leighton H. Johnson, Ope Cite., Pe 34
1"Cmmin‘gham, . cit., pPs 8.

15ciarence H. Faust, "The Problem of General Education," The Idel_
Practice of General Education, ed. F. Champion Ward (Chicago: The
University of Chicago Press, 1950), p. 6.




44
Livingstone nolds a philosophy of education which is concerned

ith the individual and is highly compatible with that of general educa-
jon. He says, "The real benefit of school life . « . is its effect on
character. It is not a question of what the ordinary girl or boy knows
or does when they leave school, it is a question of the interests and
tastes they carry with them into life."16

The idea of values is stated or implied in a high percentage of
definitions of general education. The generally educated person studies
or has & knowledge of those things which have broad human values. A pre-
wvious quotation stipulated that general education should be in areas of
learning which are by tradition recognized as valuable.
Personal adjustments made by the students and qualities developed
in t:hén are approached in a more specific way by a number of writers and
respondents. The respondents speak of social assurance while Corey writes,
F'Unless formal education makes a big difference in the success with whicH
o o .menandvoqenare able to make the adjustments . . « in an era of
change, the education is not worth very much."17
Six of the interviewees used the expressions "the whole mar* and
Fa better life" in their definitions. They considered general education
las ubiquitous in the total life activity of man. The number who have in-
cluded qualities of development of the whole student was not as great as

was expected by the writer, yet the reason may not lie in the rejection

16Sir Richard William Livingstone, On Education: The Future in-

Education and Education for a World Adrift (Cambridge, England: Cambridge
University Press, 1954), p. ix.

17Stephen M. Corey, Action Research to Improve School Practices
(New York: Bureau of Publications, Columbia University, Teachers College,
1953), p. vii.
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of a student-centered program. There is a natural tendency on the part
of many to avoid overused expressions. Some of these such as "student-
centered,” "the whole man,” and "a better life" have, in the minds of a -
nunber, become trite. In addition, they lack the specificity which some
seek in formulating their definitionms,

Representative of the idea and manner in which different respond-
ents expressed their concept of general education as being of the whole
person are these statements: "Educate the whole man to take his place in
society," and, "General education makes provision for education of the
individual as a whole.™ Two other statements refer to the kind of life
or the kind of person we wish to develop as a result of our general edu-
cation program. They are "education that temnds to make a person a better
i:erson," and "to educate so that the educat;ed may live more abundantly.”

General education was .def ined by one college president as that
which produces "appreciation of the encire scope of living.” It is a
short statement, yet as one dwells on the full meaning of appfeciation and
joins that with the all-inclusiveness of the entire scope of livir_ug, he
finds it texrse but rich, dealing both with personal ends sought and the
educational scope of the movement,

There is much in professional publications concerning general edu-
cation as a means of passing on our cultural heritage; however, only three
interviewees included this idea in their answer to the question. The per-
sons stating this characteristic in their definitions were not from the
same school, but they were consistent in the expression of their concepts,
indicating that the definition was influenced by their reading. They used

such statements as, "that which contributes to genexal culture,” "the
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transmission of cultural heritage,” and "the attaimment of knowledge of

the culture of the past.”

General education as a developer of social assurance is a worthy
objective and one which can be attained to a significant degree; but, sur-
prisingly enough, only two included it in their definitions. One said,
PFGeneral education is a phase of education designed to help the individual
feel at home with people of other interests," and another, “General educa-
tion is designed to prepare the student to hold his head up in just about

lany kind of endeavor.”

Interspersed in manvy statements will be found the idea of educa-

tion for enjoyment, pleasure, and leisure time with various fields stressl-
ing different phases of general education. Industrial arts, for e::a'nple?i
includes as one of its goals the capacity to use profitably and enjoyabl}
a person's leisure time, while the fine arts stress enjoyment and appre-!

}
|
ciation of that which is beautiful. !

General Education as a Preparation for Life in a Democracy

| The Dewey influence, as we may have observed, is discernible in .

?a number of the definitions for general education. This appears when we

}

speak in terms of change within the student and, as we shall see in the i
;following definitions, in terms of a preparation for life or citizenship,
Probably the best known definition comes from the Harvard Report

which says in part that general education is "that part of a student's

whole education which looks first of all to his life as a respomsible hu:
man being and citizen."18 A number of definitions which vary in.semantics

183arvard Committee, General Education in a Free Society: Report
jof the Harvard Committee (Cambridge: Harvard University Press, 1945§,

P oS
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more than in emphasis are modeled about this. One says that general edu-
cation is designed to produce a "well-rounded individual . . . who is ready
to participate as a responsible citizen in the progress of a free soci-
ety."19 Another says, "General Education is that which prepares young
people for their commoa activities as a citizen in a free society."zo
Adding variety to definitions rather than changing actual meaning, others
use such terms as “democratic society,"” "free society,” and "American
society."

The criterion of general education as that which prepares for a
comon end is by far the most frequent definition expressed or implied by
writers in the field of general education. The definitions cover the use
of knowledge as needed in responsibilities, privileges, citizenship and
iother things. A condition which will have wide acceptance by proponents
of general education is that we wish to give people a universal core of
learning., The whole idea of a common end is so closely intermingled with
that of education for citizenship and for life that the major portion of
the quotations relative to this goal have appeared in previous sections.

The interviewees may have assumed that, since the study is in the
general education of American students, it would be understood that the
education is for citizenship in a democracy. However, some statements in-
cluded this idea of democracy and citizenship in phrases such as "life in
a democracy,"” "looks to life as a citizen,” "looks to life as a respon-
sible human being and citizen,” "this knowledge which will make of us a

better citizen," "that education required of all citizens of a society,"

19Leighton H. Johnson, e Citey Pe 3.

20ar1 J, McGrath (ed.), Science in General Education (Dubuque:
Wm. C., Brown Co., 1948), p. V.
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and "to educate people as free citizens in our American Democracy."

Two of the individuals simply referred to the definition contained
in the Harvard Report, while another referred to the local school catalog.
Since the Harvard Report looks to the development of the individual as a
responsibie being and citizen, we can place these two with those who de-

fine general education in terms of citizenship. i

General Education as a Method of Instruction and Learning

i
!
!
l

Some will hold that essentially general education is not something

{
new but primarily a change in methods of instruction. It is a protest,

®. « « not so much of the traditional objectives of liberal arts, as the}
traditional methods for achieving their objectives."21 |

In discussing general education as a movement, attention was di-
rected toward learning which immediately leads our thoughts to methods of
learning and instruction. Wynne says, "General education is primarily a

function of method.”"22 Others say in effect that it is different from

other forms of education in emphasis and approach and that this differenfe

'may be simply the way students are treated during their study. I
[ i

Another viewpoint which is worthy of our consideration is that of

|
'general education as a method of improving learning. One approach to thlis

|

jis through curriculum development. Corey23 holds that better learning i!s
the central purpose of all curriculum development. Continuous through the

|
21p, Ivan Dykstra, "Special Problems of Smaller Cclleges," Curreét_:_
Issues in Hi Education, 1956: Resources for Higher Education, ed. G.

Kerry Smith (Washington, D.C.: Association for Higher Education, 1956),
Pe 244, .

zzﬂynne, Op. cit., pe 26. 23l':orey, e Cit., pe viii,
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definitions of general education is the pattern of development and change

lof curriculum built about methods of instruction and improved learning.
Most conversations with the teachers interviewed soon turned to
imethods of instructions, so it seems peculiar that instructional methods
'were not given as a characteristics of general education at this point of
the interview. Such, however, is the case, indicating that general edu-
cation as a method of instruction or a way of learning has not been con-

sidered by these people as a part of the definition. The exceptions to

this lie in the use of specific phrases such as "rationalization," "criti-
cal analysis," "the scientific method,” and "an analytical approach to
knowledge." Reference has been made to these previously. An intervieweé
says that courses should mot be taught as though each student might be-
come a specialist in physics or chemistry or other areas.

A very significant contrast to be observed from this part of the
discussion is that authors writing concerning general education are very

conscious that the methods used in instruction point to a characteristic

iof the mve:nent; !
General Education in Terms of Curriculum
and Inggration of Knowleilg_e_

' There is some similarity between this section and that of generalz.
jeducation as knowledge or information from selected subject areas. But,
because curriculum and integration are involved in the success of the pro-
gram, it is important that the degree to which the authors and interviewces

include these in their definitions be discussed.

]
Writers on general education do not often turn to curriculum aloﬁe

ias a way of defining general education; however, they may use the idea o_&
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integrated study for this purpose. A few direct references point to this

fact. Judson Butler says, "The means of general education is integrated
knowledge and mtderstanding."zl‘ Other references refer to unity and inter-
relationships as features of integration. The generally educated person
is that one “who sees the interrelationships in human experience. . . ;25
is the view of one, while another says, ". . « the student is stimulated
and encouraged in many ways to develop a frame of reference into which
ideas or events will fit in their proper relations.”"26 A like idea taken
from another quotation shows the earmarks of a biologist, it states that
fgeneral education yields a sense of life and of education as a living
unified organism, functional, and not made up of individual blocks of dead
matter."27

The implications inherent in an integrated curriculum are much
broader than one built on subject areas alone. Ome teacher says the iden-
tifying characteristic of general education lies in its curriculum. Ane-
other states that general education is a form designed to enrich curricu-
lum, A third expresses the same idea when he says, "It gives students the
information they would miss in an ordinary course." A statement that gen-
eral education is something that "draws from as many divisions of the col-

lege as possible,"” also suggests that general education is a curriculum

2aJudsm R. Butler, "The Integration of General Education,"” Issues

in Integration: The National Workshop of the Foundation for Integated
Education, ed. Judson R. Butler (New York: The Foundation of Integrated
Education, Inc., 1948), p. 12,

25Leighton H. Johnson, op. cit., p. 3. 26Eckert, Oop. cit., p. 6.

27Mg1colm S. MacLean, ™A College of 1934," Journal of Higher Edu-

cation, XIII (June, 1934), 24l.




51
within the cuwrriculums of the college.

Those who demonstrated great enthusiasm for the program or have
studied rather extensively were almost vnanimous in acknowledging the need
for greater integration. In one case "an integrating experience” was des-
ignated as a characteristic of general education, and another said that
general education must be "an integrated education.” Other statements
were less specific but indicated the same trend of thought., ®The right
relationships between special training and transfer of cultural heritage,”
%giving him an over-all picture of education,” and "to find more about his
own total aspects of life,” all refer to the desirable interrelationships.
The exact meaning which was to be conveyed by the statement "to find more
of his total aspects of life" may be a little vague or may simply refer to
the breadth desired in general education, but has been interpreted hexe as

implying learning more from the various fields and their relationships.

Miscellaneous Ideas on the Meaning of General Education

There are some who would define general education in terms of out-
comes. If one recognizes this as the proper approach, the goals should
be established, then the definitions could be written in terms of aims.
Dykstrs is one who would concur in this procedure. He says that its ob-
jectives should be "defined in terms of behaviors which are desired in the
college graduates in their nonprofessional contexts. . . ."28 B, Lamar
Johnson says, "General education may then be tentatively defined as a proc-
ess of achieving goals. « « ."29 In this one work, or at conferences on

general education where the Johnson influence is present, it may be seen

28Dykstra, o Cite, po 245. 29B. Lamar Johnson, op. cit., p. 22,
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that the approach to the problem is through goals.

A common approach to the definition of general education is to
compare it to liberal arts, vocational education, or specialization. A:.u»
other approach is to state that which it is not. %“General education . .|.
is the antithesis of academic isolationism of separation, of narrow spe-
icialization, and of educational atomism generally.":’o On the other hand,
the President's Commission reports, "General education is the term that

has come to be accepted for those phases of nonspecialized and nonvoca-

tional learning which would be the common experience cof all educated men
land women.”3! In this connection an obvious fact stands; general educa- |
tion may be found in all educational endeavors. It is nonvocational, yet]:
it exists in all vocational experience.

Authors are anxious that the relationship between general educa-
tion and vocational education or specialization shall be understood. B.
Lamar Johnson says, "General education is complementary to but different
in emphasis and approach from, special training for a job, for a profes-

sion, or for scholarship in a particular field of knowledge."32 Eckert

I:‘l.s making the same point when she says, ". . . general education is by no

|

means antithetic to vocational educatiom, it is distinguished primarily
'by the fact that it represents a preparation for the more common respcnsi-
bilities and privileges. . » ."33 Leighton Jobnson has this to say:

General education is a promising remedy for those who are troubled

3°But1er’ Q. Cito’ Pe 22,

31?resident's Commission, op. cit., p. 49.

3230 Lamar JOhnsou’ 220 c’.to’ Pe 2. 332Ckert’ 220 c’to’ Pe 9.
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by the fact that too many graduates of our colleges, universities and
professional schools are highly trained in specialized fields, but
lack understanding of the total reality and the common problems of
mankind.34

™

This quotation recognizes that specialization is not a sufficient
education in our society and that general education is designed to comple-
ment other forms of education.

There are a number of ideas, some limiting and others broadening
the scope of that which we call general education. One interviewee re-
stricts it to "any type of formal learning.” Another called it "what you
can do after you have forgotten everything the professor has said.® A
second definition, which leans to the practical outcomes, is found in the
statement that general education "broadens the scope of skill.,"”

The statement, "General education is that which you would expect
an educated man to have" seems a good one, but unlike the definition of

the previous paragraph, it loses strength as we attempt an analysis of it.

In contrast with this is another statement which places a definite charge

|
and obligation by saying that it is that education "for which society hafs
l
a right and obligation to insist upon the student gathering.” Some may !
!
iclass this as dictatorial, therefore, not suited to a democracy. This is

mnot the place for a full discussion of that point, but any democracy can
)

‘continue to exist omly if its citizenship is well informed. Society has,
then, both the right and obligation to impose those things necessary for
its preservation.

| A number of authors, in order to assure their readers that general

education is not something new to the schools, especially to the college§

34




54
bf our nation, have started their definitions with the statement, "Generdl

ucation is a movement.” This idea is probably stressed more by authors
acing the history of the program than by those developing concise defi-

nitions. McConnell states, "General education is a movement which began

s a re-examination of the nature and purposes of liberal education and

1

which is leading to a revitalization, . . « and perhaps to a complete re-%

consideration of the nature of the learning process."35 Leighton Johnson

|

may have been referring to this definition when he wrote, "General educa-?

tion has been characterized as a movement which endeavors to reconsider

land revitalize traditional liberal education with the demands of a moden!;
democratic society in mind."” 36 I
There were two definitions by respondents which mentioned the guid-
ane potential of general education. They stated that general education
is in part "information on which to make choices of specialization and

|
"a way to make an intelligent selection of life's work.,” Education and

;guidance are inseparable. Many of the science teachers interviewed pointed
%to the number of students who have gone on to specialize in some field of

%science after completing the general courses. This would indicate that |
| |
:seneral education is an important factor in guidance, especially in voca-

'tional choice.

Definitions Lacking a Positive Approach

Four of those interviewed took one form or another of the "don't

351, R, McConnell, "General Education: An Analysis,” The Fifty-
fixst Yearbook of the National Society for the Study of Education, Part I:

General Education, ed. Nelson B, Henry (Chicago: The University of Chicago

Fress, 1§525, Pe 1.
———ﬁww. 3%
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fknow* atticude. One said, "I never tried to define general education.”

He later gave an excellent definition. Another said, I .s hard to truly
define.” Still another replied simply, "I don't know.” The last of the
responses grouped in this paragraph was, "We tried to define it in teachs
Lers' meetings. There were no conclusions. Everybody thought differently."
There was a minimum of negative attitude toward the question. A
reply was to the effect that too much time is spent in defining and not

lenough in doing. One defined general education as courses for thoses who
do not have the aptitude for success in conventional liberal arts courses.
A limited number of the people interviewed had no statement relas
tive to what constitutes general education. it was suggested that the
lextemporaneous nature of the replie_s may have accounted for this, yet one
f inds several writers in the field who attempt no definition. They base
these omissions on the fact that there is no clear-cut definition, that

there are as many concepts of general education as there are ways of lit'l,
or that there is no definite ideology, only an awareness of the need. It
is not an easy thing to arrive at an elementary concept of general educa-
tion, making definition one of the greatest current problems. Barmeier,
Lpeaking to educators in behalf of industry, says, "Those of us in busi-
ness « « « are impressed by the variations in points of view among educa-

tors on the subject of general education.*”37

A Composite Definition

From a synthesis of the definitions given by the interviewees and

37, E. Barmeier, "An Analyst's Statement,” Current Issues in
Higher Education, 1955,ed. G. Kerry Smith (Washington, D.C.: Association
for Higher Education, 1955), p. 287, i
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those studied, one thing stands out; namely, there is no simple defini-

tion, and any complete statement mus_é consider the movement as it concerns
the student, as it relates to the subject matter, as it concerns the meth-
od of presentation or teaching, as it concerns the learning process, as

it concerns society, and finally, as it prevails in all education and life
activities in general.

Someone has said that there could be as many definitions of gen-
eral education as there are individuals. This implies that, although we
are seeking a common core of knowledge, the outcomes for each student will
vary. And certainly, exact conformity of each person is not to be desired
even though we are educating for a common end. No definition can be com-
plete for all situations and all personse.

In terms of the student, general education is for all, however,
in this study the concern was with the lower division of the college. Gen-
eral education is that which will result in a well-rounded individual who
possesses a great breadth of knowledge. He will be a unified person able
to see relationships, to think critically, reason analytically, and make
intelligent decisions and choices. He will in the process have developed
a high degree of understanding and insight, and he will be able to commu-
nicate with those in all walks of life. This results in social assurance.
All of these lead to the truly cultpred and aesthetically appreciative
person who has been prepared for the common ends of life, both work and
leisure, in the society under consideration.

It has been seen that the materials of general education promote
breadth of knowledge and information through the utilizatijon of broad areas

of suvject matter which are by tradition recognized as valuable. In this
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respect it considers the principal areas of human knowledge and requires

a basic understanding in several of these. These areas are usually com-
;mmications, humanities, soclal studies, physical and biological sciences,
mathematics, health, languages, and the practical arts. One other, and
.very important, criterion for effective general education subject matter
remains to be related; namely, that knowledge must be integrated both with-
in areas and between areas of learning if it is to make a lasting imprint
on the life of the student.

Frequently in professional literature and in conversation we read
oxr hear the comment that the principal characteristic of general education
lies not in the subject matter or the organization of the program, but in
the methods of presentation. We know that appreciation of poetry seldom
comes from memorizing excerpts of poems and the name of the author, or an
understanding of the scientific method through memorization of isolated
facts. General education to some is a method of teaching which develops
appreciation, understanding, critical thinking, and other aims commonly
held desirable. Knowledge of wvocabulary and of facts as taught in more
specialized courses is, of course, not insignificant, but many of the other
outcomes are products of the way of teaching. The manner in which general
education differs in the learning process from older concepts of education
is indicated here. In brief, the learning will have shifted from emphasis
on facts to association and recognition of interrelationships.

General education is for the society in which it is functioning.
It is, then, a kind of education which has as its goal successful living
in a democratic society. This requires an understanding of the problems

am} participation in their solution. It requires that a person develop
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in his ability to serve, preserve, conserve, and promote the facets of
1ife which make our societye.

1f all of these enter into general education, it becomes obvious
that it has value for all and exists in all experiences. The methods used
in teaching and learn_ing, as well as the capacity of the individual to re-

ceive it, will largely determine the extent and kind of education each im-

dividual will have gained.

Moving from this synthesis of all definitions comsidered to thosé
of the interviewees only, their statements shall be drawn together into +
| common pattern for the purpose of writing a composite definition. The %
discussion to this point has placed emphasis upon words and phrases de-
sirable to make a comprehensive explanati: -, but at the same time there

has emerged the fact that a complete definition must be in terms of the

student, the subject matter, the teacher, the aims, a:13 othar factors.

From the composite definition one finds that the general education

of a person is the learning or knowledge gained in integrated subject ar)?as

which are fundamentally nonvocational and nontechnical. These lead to {
Ecoumon experiences that produce a better life for the whole man. It peri—
' ;;meates every activity and through the development of understanding, in- l
isight, and the ability to think critically and communicate intelligentlyi,
is preparation for citizenship in a democracy.

This statement does not presume to include all of the conditions

given in the answers, but does cover well the characteristics of general

education upon which there is some agreement. The concept of general edi‘l-
' . |
!cation held by those interviewed is on the whole quite sound. Only one !

aemlmmmmgwmmm_nmhuj
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is not to be interpreted as meaning that the best informed were not frie

ly to the movement. The contrary was true, although in many cases their

introduction to the interview and the preliminary conversation seem to
have left a few thinking only in terms of the sciences in general educa-
tion, thus coloring their definitions, and causing them to limit their

thoughts and statements to the science area.

|

the topic.

: A broad view of the general education movement against which to |

beliefs were shaded by the attitudes developed during specialization. The

i
i
{
i
i

consider the science program in general education is further developed 1?

the next chapter in which the over-all objectives of general education are

t

|
t




CHAPTER IV

THE OBJECTIVES OF GENERAL EDUCATION

The objectives of general education, the discussion of which is
the purpose of this chapter, are so closely tied to the definition and t

philosophy of the movement that no real line of demarcation can be estab-

1ished between them. Indeed, one would not wish a separation into com-
artments; but for the purpose of analysis and discussion, it is neces-
sary to establish an oxrder of approach which is comsistent with logical
development. Consideration of the general philosophy which one holds
toward a program is usually considered the best beginning. But, because
lat the first use of the term philosophy many have their minds diverted to

the more complex connotations of the word, interviewees were asked for

definitions and aims before they were questioned concerning their personal
: .
! |
beliefs concerning general education. 1

1

The material utilized in this chapter came from sewveral sources.f
;The first is that taken from publications which deal with the objectives
|
jof general education. They furnish the authoritative references against
|

|

!ywhich to make comparative and critical analysis of interviewees' re-

!
jsponses. Supplementing these are the objectives of the college as found

‘in their bulletins and an occasional set of objectives which had been

lidvanced by faculty study groups working in the field of general educatiTA.

60
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The main source of material was, of course, the many aims stated by the
interviewees.

The second question, as it appears in the interview form is, "Will
you state the objectives which you consider most significant?™ This had
been preceded by the request to state a definition of general education.
From the explanation given in the introduction and from the wording of
the previous question, the respondent understocd that the objectives
should be for the entire program. This sequence of questioné asked had
|

some influence upon the statement of objectives, and to that extent, the

question was a leading one.

l
The interviewees' interpretations of the question suggests another

factor influencing the answers obtained. Nearly all of those answering
|

4

were science majors. In discussing general education their thoughts nate
urally turned to the science area. Discovering this tendency, the interi—

viewer stressed that the objectives desired were those belonging to the

whole movement of general education, not to any specific phase of it; havlw-

iever, a few still stated their aims in terms of their teaching fields. |
’ " The difference between aims and definitions being largely ome ofi
*enphasis, it may appear at times that duplication of discussion between '
chapters exists. However, an examination of the setting of the discnssi&n
fw:lll reveal that there is a different approach rather than repetition.

Such terms as objectives, aims, goals, and expected outcomes have been

used synonymously in this dissertation. They carry a common meaning and

equal emphasis.

Formal Lists of Objectives
e —— Two lists of objaciives which-are-widely knowm-and-frequently -
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referred to are those of B, Lamar Johnson and the California workshop

oup, with which he served as adviser, and those of the President's Com-<
ission. They are copied here so that thc reader may be orientated with
gFespect to the kind and extent of objectives commonly established and have
ready reference in comparing the aims given by those interviewed. TboT
of the California group state:l

The general education program aims to help each student increase
his competence in

1. Exercising the privileges and responsibilities of democratic
citizenshipe.

|

2. Developing a set of sound moral and spiritual values by wh:lch\

he guides his life. f

l

3. Expressing his thoughts clearly in speaking and writing and in

reading and listening and understanding. }

|

4. Using the basic mathematical and mechanical skills necessary |
in everyday life.

5. Using methods of critical thinking for the solution of prob-
lems and for discrimination among values.

6. Understanding his cultural heritage so that he may gain a per-
spective of his time and place in the world.

1

: 7. Understanding his interaction with his biological and physical
{‘ environment so that he may adjust to and improve that environ-
: mente. !

|
8. Maintaining good mental and physical health for himself, for ‘
x kis family, and his community. |

|
I

9. Developing a balanced personal and social development,
10. Sharing the development of a satisfactory home and family life.

11. Achieving a satisfactory vocational adjustment,

12, Taking part in some form of satisfying creative activity and
" in appreciating the creative activities of others.

|
l
f
!

1p. Lamar Johnson, General Education in Action (Washington, D.C.:
[ ) ° 1'220
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From the President's Commission we have the objectives:<

1.

2.

3.

4.

5.

6.
7.

8.

9.

10.

11.

‘Since education cannot take place without subject matter and

To develop for the regulation of one's personal and civic lif
a code of behavior based on ethical principles comnsistent with
democratic ideals.

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

To recognize the interdependence of the different peoples of
the world and one's personal responsibility for fostering in-
ternational understanding and peace.

To understand the common phenomena in one®s physical environ-
ment, to apply habits of scieatific thought to both personal
and civic problems, and to appreciate the implications of sci-
entific discoveries for human welfare.

t
i

To understand the ideas of others and to express one's own ef-
fectively.

To attain a satisfactory emotional and social adjustment.

To maintain and improve his own health and to cooperate ac- ]
tively and intelligently in solving community health problems.

To understand and enjoy literature, art, music and other cul-
tural activities as expressions of personal and social experi-
ence, and to participate to some extent in some form of crea-
tive activity.

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

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

To acquire and use the skills and habits involved in critical
and constructive thinking.

Approaches in Formulating Criteria

Materials, Methods, and Subject Matter

2president's Commission on Higher Education,

Higher Education for
American Democra%, Vol. I: Establishing the Goals (New York: Harper and
9 9

Y. X3
o JURIT e
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use teachers have had years of contact with the knowledge which com-

rises their field of specialization, it is natural that objectives will
requently be stated in terms of the materials to be taught. While some
recognize subject matter as the tools of learning, others will seemingly

uild their entire set of goals about it, giving as their sole aim the

ttaining of knowledge of certain subject materials.
| Frequently one reads or hears the comment that the principal chaxi-
4 Lcteristic of general education lies, not in the subject matter or orsanti~
;zation of the program, but in the methods used in presentation. However,
Lany still hold that genmeral education is liberal arts under a new name
and that the courses which were accepted as a part of the liberal arts

Fmicuhm are also good for general education. Unfortunately, unless

Lhey have already been following a pattern of subject organization and of

1eac:hing methods which is wvery like that which has developed for general

}

!Lducation, such persons will, in all probability, still be teaching a 1ib

{
;eral arts course under the name of general education.

3 There was much agreement concerning the need for selecting the
;:owses of general education from broad areas of subject matter which havye
been found by tradition and by adult society to be a valuable part of &J
"nowledge of each individual. Two of the teachers interviewed said that!
Fhe subject matter should be that which has traditionally shown itself to
%e of value to all students. A dean expresse& _almost the same idea, say-
ing, in substance, that the materials of general education should be made

ﬁp of those things which aduit society has found to be desirable.

1 The areas or divisions most frequently included in a program pat-
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and science, humanities, health and physical education, practical arts,
and subjects which develop the moral and ethical qualities in the indi-
vidual. The grouping proposed by the curriculum committee of the Okla

State Colleges3 and used by all of them with only slight modifications o
variations will appear again in Chapter IX under the discussion of course
of study and curriculum.

Conflicting attitudes noted in the comparison of subject matter

of liberal arts and general education did not appear frequently in state:

Iments of the interviewees. However, a departmental chairmarn made a com-
ment representative of the dissident when he said, "If by general educa-
tion you mean first courses in chemistry, botany, physics, or other areas,
then I agree that general education is a good thing." He would throw out
the courses which have been organized to meet the necds of modern educa-
tion for all.

The points of emphasis. In considering the subject matter for I

@mral education, two differences stand out from that of either liberal

or special education. The first of these is that the student shall haveE

um understanding of the ideas and principal concepts found in the body of
ﬂcnowledge and the other is the emphasis upon the integration and inter- i
Felationship of knowledge. The method of general education instruction
|

}enphasizes the development of appreciation, understanding, and critical
thinking along with the attaimment of subject matter. Knowledgé of vo-

1
|
|
1!
cabulary and of facts is, of course, a part of these aims. The contrast{

3Intercollege Curriculum Committee, A Resolution lating the
Curricula at the Six State Colleges (Ada, Oklaboma: lithographed, 1952). |
Copies in the Libraries at East Central State College, Ada, Oklahoma, and
entral State College, Edmond, Oklahoma. |
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however, lies in the fact that general education will have shifted from

emphasis on factual learning to learning by association and recognition
of interrelationships. There are general education advocates who build
their entire program around this method of presentation.

Subject matter and methods have their important place in the aims
of general education, yet many see beyond them to the ultimate goal in
terms of changes within individuals. These often built their statements
of objectives around the expected outcomes in terms of the student. Both
instruction and learning become ancillary to the attainment of the final

PrOduct .

An Analysis of the Objectives

The Development of Knowledge as a Goal of General Education

Some difficulty could be encountered at this point if an attempt
were made to consider all of the implications involved in the interpre-
tation of knowledge, learning, and information as used by the authors |

icited and those interviewed. Fortunately this is not necessary since

}elaboration and refinement will develop as further objectives are con-

%sidered. A study of the references to knowledge as a goal indicates that::
?knowledge, learning, and information are treated as near equivalents in i
l;ueaning. An appreciable consistency with respect to vocabulary exists
between the interviewees and authors writing in this field. Such dif-
ferences as may appear will develop in the discussion which follows.

Knowledge defined. Knowledge has no limits. This point stands

so firmly in the minds of all that it does not need to be stated, yet the

recognition of the fact leads to statements designed to limit the extent.
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of knowledge as it applies to general education. Another characteristic

of knowledge is that it exists in all goals of education. It is the tool
of general education and, as such, becomes an inseparable part of all
statenents of aims, whether directly stated or implied. Thke writers
recognize as self-evident this interaction of knowledge or information as

an integral part of education; therefore, they present fewer lists of

aims which involve the gaining of knowledge as one of the goals of generial
education. The interviewees used the idea that knowledge had to be at- l
tained as a beginning point for their discussion and were more inclined f
to supplement their statement of goals with details. This leads to a E
|

broader discussion of things learmed than would have otherwise been

justified.

Scope of knowledge. The knowledge needed for general education

has several characteristics. The most frequently noted by writers and
intexrviewees is that it shall be broad knowledge. An example in terms of

subject areas is that of Leighton H. Johnson, who says, "General educa=-

tion . . . involwves knowledge of three kinds: knowledge of the umiverse

1

%in which we live-—the natural sciences; knowledge of the behavior of men

;in social organizations—~the social sciences; and knowledge of human at-

;titudes, hopes, and aspirations—the humanities."? i

Breadth of knowledge. References which do mot identify the sub-
ject areas are more typical of those writers who show their concern for

the breadth of knowledge to be found in the general education curriculum

|

|
"I.eighton H. Johnson, Fostering General Education in the Community
College, Professional Series Bulletin No. 14 (East Lansing: Michigan State
University, 1956), p. 4.
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‘Believing that the subject matter is so extensive and the time element i

the acquisition of information so limited that all learning cannot be ac

complished in the time available in the general educatiomn phase of a col
lege student's life, the writers would limit its breadth. The Chicago
group reports that "the end of genersl education can be achieved best by
helping students to master the leading ideas and significant facts in
the prit'\cipal fields of knowledge. « "3 Pooley also recognizes that
the program of general education camnot become indiscriminately iuvolved:g

in attempting to cover all knowledge. He sees rather that "it is the

;pupose cf tbe program to sift from the vast array of knowledge the ma- :
terials which are pertinent to our general knovledge."6 The things whicliz
lare common and central to our culture must be selected and made the foun-
dation of our general education curriculum.

Reaching the obvious conclusion that knowledge is not unique to

general education and knowing that any well educated person will have a

&
broad knowledge, many writers would eliminate this as a specifically

§tated goal. On the other hand, those interviewed felt the need to sup- |
' i

i:lement: their statement with descriptive detail. This leads to more com-+
= i

ialete listing of the subject areas than would be expected from those who
;could have time available to word and edit carefully their statements of
l

fexpecced outcomes. Also, in studying the replies of those interviewed,

|
rt was found that several objectives were often included in the same

[ 5Reuben Frodin, "Very Simple, but Thoroughgoing,” The Idea and
Practice of General Education, ed. F. Champion Ward (Chicago: The Univer-
‘Sity of Chicago Press, 1950), p. 59.

L 6Robert C. Pooley, "General Education and the Cultural Heritage,"|
ollege and University Bulletin, VII. (November, 1954), p. 3.
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[cntence. Tt I8 only by dividing these many statements and reassembling

hem under common headings that one can bring order and arrive at a sys-
tematic pattern of aims. However, to be certain that by lifting from
context, the thought has not been changed, the discussion of any given
point may at times include ideas which will be consi'clered at greater
length under another kcading.

A sunmary of statements of interviewees shows that the most com-

stipulation relative to knowledge was that it be broad knowledge. As

ith the authors writing on the goals of general education, the idea of
road knowledge ranged from the implied, to the wvery general, to the spe-
ific, to some description of breadth in terms of subject areas. A dean
tated that, as he saw general education, its aim was to introduce the
tudent to a broad field of knowledge. Two teachers held similar ideas.
e felt that general education is tc broaden a person's knowledge while
he other added some limitation by suggesting a broadening of knowledge
hrough the use of subjects not included in the student's major. On the
ther hand, it was not an uncommon belief that students will gain the
eeded general education in their major field through the beginning courses

eading toward specialization. One of the college presidents saw the pur

ose of general education as an attempt to give the student a wide knowle
dge which will lead to an appreciation of the scope of living. "Wide"
ras used here in the same sense that others have used "broad.”

Not all statements of objectives which looked to a broad knowl-

nge have this as the primary thought. Some expreésed a belief that the

poal of general education is to acquaint the nontechnical student with as
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knowledge is recognized here, although the group has been limited to non-

technical students. Two teachers, although expressing their aims in terns

of curriculum, also included the extent of knowledge. They thought the

Bim of general education was to enrich the curriculum or to provide a gen
eral enrichment leading to a greater range of knowledge. One of these
was more specific in the statement of outcomes held desirable for the stu-

dent, believing that the purpose of geheral education is "to help the stu

&

dent, through a broad curriculum, to find his interests."

Areas of knowledge. A dean, a department chaiman, and three

teachers referred to areas in which knowledge should be gained. In only
pne were these areas named. The dean would acquaint the student with the

major areas of learning which are the common denominators of educated per

gons in a free society. This objective was also used by two teachers from
the same institution. At this school a faculty committee had set up a

l1ist of objectives which were adopted by the faculty. The influence of

such a study was readily discernible as the intexview progressed. AnothI

teacher would be certain that the student be provided education in sever

reas, that he may know more about the total aspects of life.

Functional knowledge. The discussion of the breadth of knowledge

sed such modifiers as "broad,” "wide,” "basic," "general," "essential,"
a large body of,” "an accumulation of," "a sufficient amount of," and
the major areas of" knowledge. However, these are descriptive terms
which give little insight into the functional aspects of the information.
In terms of change within the pupil, the use of knowledge is more impor-

tant than is the range of learning.

With no attempt to evaluate importance, several of these fumnctionpl
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hualities in the development of knowledge will be discussed. That which

is of common concern to all is very closely allied to areas of learning
but in turn suggests a useful knovledgé; therefore, it serves here as a
transition to more functional objectives.

Our interviewees recognized this need for a core of knowledge

ich is of concern to all. One said that the student should acquire a
ody of information essential for successful living. Another stated that
e should study from areas which serve as the common denominators of edu-

ated persons in a free society. In various ways, other replies indicat

1

recognition of the need for universal knowledge. It is the material up
on which general education operates.
Understanding. The least complex of the statements which set

understanding as an objective of general education is that from the Presi

dent's Commission. One of their objectiires is for the student "to u_nderT
stand the ideas of others and express one's own ideas effectively."7 ThiL
last part might be considered as communications, such as is taught in the
language arts, or it could refer to sufficient underétanding of vocabulary
gnd subject matter in the various areas to permit intelligent listening
rnd conversation.

B. Lamar Johnson lists two objectives which look to the degree of
understanding of the knowledge acquired by the student. One of these aimF
toward the student's "understanding his cultural heritage so that he may
gain a perspective of his time and place in the worl'd." Another calls

for "understanding his biological and physical enviromment that he may

7President's Commission, op. cit., pe 52.
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etter adjust to and improve that environment.”S
Faust also stresses outcomes of knowledge with respect to under-
tstanding as follows:

Without a broad base of analyzed experience with particular work
of literature, music, and art, . .  historical information which ma
be conveyed to students about these matters is hardly intelligible,
certainly is not real knowledge, and, above all, provides students
with little preparation for proper understanding.

Even those facts, moreover, which maintain their scientific statu
cannot be truly grasped and really understood as mere items of infor-
mation retained in memory. They come to be intelligible, come to be
truly known and significant, only through understanding the methods
by which they have been established.?

Integration of knowledge. Another characteristic of the knowl-

%dge which is acquired in general education is that it brings together
ideas. It is an integrating force, both within areas of learning and be-
en these areas. This matter of knowledge for the development of intex
elationships was expressed well by Faust when he wrote, "The college
recognizes its obligation to equip the student with the knowledge and in-
Htellectual disciplines necessary for the integration of the different
fields of knowledge."lo One respondent came more directly to the point
when he said that the student should be made acquainted with the interre-
lationships of the subdivisions of knowledge. This integrated knowledg:
ilsuitable for general education is, then, a thing to be desired because sd
ciety has found it to be true, because- it brings appreciation and under-
istanding of life, and because it has practical value in fitting the needd

of societye.

8. Lamar Johnson, op. cit., p. 26.

9Clarence H. Faust, "The Problem of General Education,” The Idea
pnd Practice of General Education, ed. F. Champion Ward (Chicago: The
University of Chicago Press, 1950), pp. 22-23.
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Does it make a difference what kind of knowledge is acquired in

general education? The authors to whom reference was made and the inter;

viewees agree that it does. A common core of knowledge is needed by all

lindividuals who are to function as citizens. Also, the knowledge acquir
in general education will lead to other values. Wise discussion will be
founded on this fund of information and, if one accepts that any transfer
¢f learning takes place, it should do so through an integration of

kTIWIedSe .

, Education for Citizenship in a Democracy
One of the goals of general education is, not only to impart
something to the student in the way of facts and skilis, but also to

bring about a change within the individual which will affect his conduct

!a.nd attitudes. The many ways in which different individuals approach this

igoal make it nearly as complex as the statements relative to knowledge as

Education for citizenship or for living is a common objective

}
given both by the general education enthusiast and those who tolerate the

|
i

movement as a necessary delay along the road to specializatiocn. C:tizen-

#hip is a broad term which implies many things not suggested by the word
i . |

!
"living”; however, some who set education for living as a goal are pos-

|
'F:lbly thinking of the same objective.

Education for a good life. In education for citizenship one seeks

to know, first, what kind of citizen is desirede "Education for a good

1ife"” is an expression which is often read or heard in educational circlﬁs.

This is typical of the statements on which almost universal agreement 1:j
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;Sia—inable, yet when analyzed they are found to have little specific meag-
ing. A check of several lists of published objectives did not disclose
ithe use of the development of a good life as an aim of general education,
but three of our respondents did use it, one placing this as the first
objective. Two others, using almost identical statements, would guide
the individual in developing a personal philosophy which leads to happi-
ness and a good life. All of these aims were from administrators, the
two very similar aims having come from members of the same institutional
staff.

Education as a guide to moral and ethical standards. The goal of

developing high moral and ethical standards is more closely related to the

igood life than the others, but it remains an integral part of citizenship.

One of the student-centered goals given in the Califormia study is the !

"developing of a set of sound moral and spiritual values by which he guides

wll

his life. The President's Commission on Higher Education gives the l

!
aimy, ", . . to develop for the regulation of one's personal and civic lif;e

@ code of behavior based on ethical principles consistent with democracié
| l
l

%ideals." 12 Hutchins, on the other hand, specifically eliminates the de-|

: l
velopment of character in the individual as an aim. He says, "We have ex-

: : i
cluded . . . character building."13

The interviewees made no direct reference to the moral and ethical

development, except as it may have been implied in reference to the good

nB. Lamar Johnson, o Citey, pPo 21,

lzPresident's Coomission, « cit., po 50.

1
l

13z obert Maynard Hutchins, The Higher Learning in America (New
Haven: Yale Univexsity Press, 1936), p. 11.
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1ife. The reason for this probably lies in the basic assumption that
tthere should be a divorcement of religion from the state schools, and thgt
the development of the moral and ethical side of the individual is pre-
leminently the responsibility of the church and the home. None would deny,
however, the importance of this. phase in the development of each person.
Nearly all church schools, which have retained strong departments of re-
ligion, give priority to the development of the moral and spiritual side
of the individual. It can be hoped that it is not neglected in our state
colleges, but that it may come as an indirect development of general edu-
cation, largely the humanities. It can, however, be integrated with all
learning. For those who wish to direct the progress of the student into
#tronger moral and ethical concepts, almost any subject has possibilitieg
for insights into a higher plane of life ideals.

Development of responsible citizenship. General education should

lead to responsible and successful citizenship, as a survey of objectivesi
pil}. indicate. Here again a contrast appears when comparing the objec-
tives found in literature with those of the Oklahoma group interviewed,
the writers placing more emphasis on this aim than did the interviewees.
One of the aims taken from the President's Commission is "to par-
ticipate actively as an informed and responsible citizen in solving the
b o o problems of one's community, State, and Nation."14 B, Lamar Johns
recognizes this outcome in the objective which looks to student competence

in "exercising the . . . responsibilities of democratic citizenship."l5

l4president's Comzission, op. cit.y P. 51,

158, Lamar Johnson, op. cit., p. 2l.
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Faust takes a very serious viev of the responsibility for citizenship as

an objective. He says, "It is, therefore, one of the important functions
of general education to prepare people to exercise wisely the power which
will be thrust upon them as citizens of a democracy."!® Syracuse Univexr-
sity offers a course, "Responsible Citizenship,” indicating the esteem in
wvhich this aim of general education is held by them.

Five respondents gave responsible citizenship, or statements
which can be interpreted as mesuing this, as one of their aims. Oaly one
of these was given by a classroom teacher, and he said that it should pro-
vide the basis necessary for citizenship, not specifically stating that
he looked to responsible citizenship as a goal. The interpretation must
come from another part of his discussion in which the development of a
"better man" was mentioned. Will not a "better man™ be a more responsible
citizen? ™To develop responsible citizenship in a democracy,” and "to
prepare the student for respomsible citizenship in the community and na-
tion and world"” were other expressioms of this aim.

Training for intelligent citizenship. The goals of citizenship

also hold that the student should be intelligent and enlightened. Intel-
ligence does not refer in this case to that with which we are endowed,
but rather to our awareness and skills.

An objective which emphasizes this point and spells out the quali-
ties desired Qas formulated by a faculty committee at Syracuse University.
It states that the student is to be prepared to: |

take his place in society as an informed, responsible, and active

16Faust, OPe. citey Peo 6o
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citizen, believing in the velue of individual and representative par-
ticipation in public affairs; having insight into the nature and role
of democratic govermment; devoted to the basic principles of freedom
and equality; and world-minded in his understanding and sppreciation
of the universal search for peace.l?
Another set of committee objectives would have the individual
"do his part as an active and intelligent citizen in dealing with inter-
related, social, economic and political problems of American life. ., . 18
In listing responsibilities of citizenship as a goal of general
education, relatively few included the analytical approach to the prob-
lems. This is an instance im which the false assumption is made that if
the principles of democratic citizenship are known and the individual is
a participant, bhe will also tt;ink critically on his problems. There are,
however, objectives which approach the conditions of anslytical partici-
pation and knowledge of principles in citizenship directly, such as that
6f Stickler in the previous quotatibn, or of McGrath who says the good
citizen "must understand his relationship with the members of the body
éoncic." 19
Several of the respondents showed awareness of this need for an
analytical approach to citizenship and an understanding of the democratic

principles. A teacher said we need to teach the student to take anr ana-

lytical approach to problems as well as to accumulate knowledge.. Because

: 17C. Robert Pace, "Organization and Administration of General Edu-
cation. An Introduction,” Organization and Administration of General Edu-
cation, ed. W. Hugh Stickler (Dubuque: Wm. C. Brown Co., 1951), p. 6.

18Dorot:hy Leemon McGrath (ed.), A Desig for General Education—
Reports of Committees and Conferences, (Washington, D.C.: American Council
on Education, 1944), p. l4.

191'-:3:1 J. McGrath et al., Toward General Educationm, (New York:

The Macuillan Company, 1948), p. 47.
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[intelligence is a word of extensive meaning, the person who included in

‘his goals the idea that the student should be politically intelligent un-
?doubtedly had in mind an approach to the problems of citizenship as well
;as a knowledge of the factors involved in citizenship. Some of the re-
ispondents looked to the understanding of govermmental principles in a
democracy, but did not continue or indicate the use to be made of this
‘information.

Only one of the respondents gave an objective using the term "in-
‘telligent citizenship." However, because it was strongly implied in other

‘statements of aims, it is possible the others considered it self-evident.

Education for the Student's Role in Society

Personal and social adjustment. That the citizen we seek should

‘be socially competent and well adjusted is an aim given prominence by

.many writers on general education. The American Council on Education ac~
cepts that general education should lead the student "to attain a sound
‘emotional and social adjustment through the employment of a wide ramnge

of social relationships and experience of working cooperatively with
others."20 The Syracuse group would have the student "prepare himself

for satisfactory . . . social relat:ionships."21 Two succinct statements
of the aims are tc prepare the student "to attain a satisfactory emotional
‘and social adjust:me::.l:,"22 and to aid him in developing a balanced "personal

and social adjustment."23

2ODcu:ot:hy Leemon McGrath, op. cite, p. l4.
21Pace, . cit., p. 6. 22president's Commission, ope. cite, P. 53.

".._..*-p_. o 2334.m_~x°hnm’.-.ggo_ cit.y Pe 27.
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7" 77 Here, again, the respondents were very indefinite on this point.
One spoke of the development of "certain intangible qualities which lead
;t:o control of conduct.® A second would have us "educate the whole man to
‘take his place in society.” A third would "instill in the students the
knowledge, skills, and attitudes which will enable them to take their
place as fine members of society." This last statement covers the aim of

social competence and the adjusted person very well.

Economic efficiency. Emphasis is changed now from the develop-

ment of the personal qualities of the student to a consideration of him
as a participant in society. In this respect t;he major portion of his
activities and responsibilities is going to be economic, beginning with
the ability to produce. This involves a prior condition of having made
an intelligent selection of a vocation followed by planning and prepara-
tion to attain skill and competence. %Achieving a satisfactory vocational
ad justment™ 24 35 the first step in achieving this goal. B. Lamar Jolmson
elaborates by saying: "The importance of vocational adjustment is further
heightened by recognition of the fact that through work for an appropriate
vocation each citizen can make his major contribution to the development
of his community, state, and nation."25 |

Turning to the objectives established by the President's Commis-
sion, one finds less attentic;n.given to the economic phase as part of vo-
cation except -as implied in the qualificati;)n of "socially useful,” as

stated in the tenth objective.26 The objectives of the American Council

241pid., p. 28. 251bid.

26President:'s Commission, o Citey P 56;
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include much of both the social and economic factors. They suggest that

general education leads the student to choose ‘a vocation that will make
the optimum use of his talents.2? Maclean gives one of the most elaborate
discussions of job choice by tying in knowledge of self, interest, abili-
ties, and aptitudes as prerequisites to selecting a career which will make
him economically productive.zs Also, many generalized references for re-
Sponsible citizenship include the selectio;t and planning for economic
productivity.

An aim given by one of the interviewees was "to give the equipment
needed by all individuals to take their places as productiwve citizens eco-
nomically.” Two respondents went no further than suggesting that infor- -
mation be imparted which will lead to a choice of life's work. Another
§erson would have us be certain that those things necessary to dewvelop a
§e11-rounde& individual in his field of competency be given. That woul.d
lead to more successful productivity. The same concept of "roundirfg out
the individual® exists in nearly all goals. It implies much, is accept-
able to nearly everyone, yet is as vague as the direction "over yonder."
Others have recognized this goal through inclusion of such conditions as
"economic efficiency" and "intelligent citizenship economically," or, as
one says, "A good general education helps them understand their vocation."

Family obligations. In the selection of a career by which a per-

son will be a productive member of scciety, two other steps followe. The

27Dorothy Leemon McGrath, op. cit., p. 15.

zaMalcolm S. Maclean, "Conflicting Theories of General Education,”

The American Collgg;, ed. P. F. Valentine (New York: The Philosophical
Library’ InCQ’ 1949 s Do 110. ‘ ‘
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citizen has an obligation to support his family, but holding a job and

having an earning capacity does not necessarily mean that he wi.ll do 0.
An interviewee included with his aim of economic efficiency the develop-
ment of successful home participation, which, without a. doubt, would in-
clude family support. The second of these steps is that he should be able
to manage this income. The amount of income does not limit the extent to
which the person can grow in knowledge and moral stability, but it does
1imit the degree to which he can prepare for financial emergencies. It

is the obligation of our schools not only to lead the student to an aware-
ness of the riches inherent in himself, but also to teach the economic
principles by which he can best manage the material things which accrue

to him. It may be that the respondent who made the allusion to the de-
wvelopment of certain intangible qualities was thinking someﬁhat along
‘this line for this is the kind of Mledge essential to successful

living.

Comnunity participation. In our society the intelligent citizen
will \mderstana the economic problems of society well enough, not only to
govern his own life, but also to extend his iuflqence to the problems of
his commumity. In this respect the kind of citizen desired is one who
can see that rehabilitation of the physically handicapped results in a
two-way return; namely, society will benefit and the individual will en-
Jjoy greater independence. The same qualities will lead the person to
vote for bond issues which will bring wealth to the community or to sup-
port other worthwhile endeavors.

Character building and personality growth. The personal develop-

ment of the individual and the building of values plus the life adjustments
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founded on these values represent with some groups and schools a major

goal of general education. There are schools which provide courses having
as their major function the pe.rsonal adjustment of the individual. These
courses are often in connection with health education. Neel, reporting
on Health and Personal Adjustment in the program at Florida State Univer-
sity, gives a comprehensive description of such a program.29

The character of an individual is always in the process of dewvelop-
ment, and general education can assist in this. Character is such a broad
term that the discussion is restricted to those phases mentioned by inter-
viewees. 'They include development of the personality, social adjustment,
family and home relationships, use of leisure time, a wholesome philos-
ophy, freedom from fear and superstition, the achievement of intellectual,
é.esthetic, and spiritual foundations, and the development of sound physi-
cal and mental health.

The development of personality is a goal recognized by some in
.its entirety and by others only in terms of some of the qualities which
make for a desirable personality. Boron considers attitudes contributing
to personality adjustments when he sets the objective "to develop an ob-
jective self-image, a wholesome attitude of self acceptance, and a con-
structive, problem-solving attitude toward frustration. . « «"30 A goal

often quoted is that of self realization. It is through this knowledge

9

Samuel R. Neel, "Health and Personal Adjustment,” General Edu-
cation: A University Program in Action, eds. W. Hugh Stickler, James Paul
Stoakes and Louis Shores %Dubuque: Wm. C. Brown Co., 1950), pp. 106-111.

3°Henry Boron et al., "The Personal Adjustment Area,"” General

Education in Transition——A Look QLA?ES_, ed. H. T. Morse (Minneapolis: The
University of Minnesota Press, 1951), p. 205.
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of self that much of our personality development comes. One of the goals

-of the Florida group is "to strive for self realization consistent with
social fulfillment."31 Other writers also give personality development a
major place among aims, but only a few ‘of the interviewees, all of whom
were in the administrative phase of the program, mentioned this aspect.
The essence of their stated goals was to help the student to develop the
potentialities of his personality.

The psychologist often attributes many personality problems to
poor family and home relationships. Awareness of this may account for
this phase of personal development being included in stated aims. Maclean
has one of the more complete statements on this. He says, "The assump-
tion is that a healthy and maturing individual can be taught to carry on
healthy and maturing relationships with family and friends, and that such
individuals, so taught, make more competent workers . . . and better
citizens."32

Writings concerning general education abound with the discussion
of the value of family life and the improvement of home relationships as
a goal. One of the objectives of the President's Commission is "to ac-

quire the knowledge and attitudes basic to satisfactory family life."33

31w. Hugh Stickler and James Paul Stoakes, "General Education:
Answer to a Challenge,” General Education: A University Program in Action,
eds. W. Hugh Stickler, James Paul Stoakes, and Louis Shores (Dubuque:
Wm. C. Brown Co., 1950), p. 69.

32MacLean, op. cit., p. 38.

33gar1 J. McGrath, "General Education and the Report of the Presi-
dent's Commission on Higher Education,” General Education: A University
Program in Action, eds. W. Hugh Stickler, James Paul Stoakes, and Louis
Shores (Dubuque: Wm. C. Brown Co., 1950), p. 38.
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Nome of the objectives listed in the catalog of the participating

schools related directly to improved family and home adjustments, and only
two respondents had anything to contribute on this point. One would teach
the student how to establish a home, and the other seeks to establish suc-
cessful home participation.

Enrichment of leisure time activities. The wise use of leisure
time is becoming an increasing problem and opportunity in this cowmtry.
General education is in a position to do a great deal about this. Behind
each. statement relative to broad knowledge and skills probably lies the
awareness of the functional aspects of these with respect to use of lei-
sure time. The discussion on this could be quite lengthy, pointing out
that this aim of general education represents either a "blind spot™ in
the deliberations of various groups or a door at which they arrive but do
not enter. One can, by inference, point to aims both in published mate-
rials and from interviewees which relate to the use of leisure time, but
the only direct statement found was given by an interviewee who said, "We

need to teach the individual how to live on his day off."

Conclusion
Those interviewed and the references of authoxrs utilized in making
the study approach the goals of general education from several different
directions. Some expressed their objectives in terms of knowledge desired
or of subject matter to be covered. Another way of beginning is to build
the aims around people, their activities, and the responsibilities which
they will normally encounter. A different but related approach to stated

aims is through expected outcomes. This may be in terms of the student
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as general education seeks to gain for him the mastery of subject matter,

or development of the kind of citizen desired. Other groups built their
aims of general education on the method of instruction. General educa-
tion, by its nature, demands that all of these be considered in establish-
ing goals. Most of those interviewed have expressed their aims in such a
manner as to bring in more than one of these approaches.

Taken quantitatively the statements of objectives coming from the
college presidents and deans were about double those of the teachers, al-
though there were nearly three times as many teachers. The quality and
strength of the aims given by the administrative group were also superior
to those of the teachers. This is a reflection of the greater amount of
time which the presidents and deans have given to the study of the program
as a whole and of their more frequent privilege of attending conferences
at which the problems of general education are discussed.

More variation was found in answers of those classed as depart-
mental chairmen than in those of the other groups questioned. Taken as a
grou§, they advanced weaker objectives and leaned more toward attitudes
which do not strongly support the program. From these came such state-
ments as "I am just not a general education fan"; or, "General education
is for those who show no.degree of intelligence.” Some of these persons
had no teaching duties in .general science. Having no direct contact with
the work, there was no pressing need for acquainting themselves with the
philosophy and aims of the program. By contrast, two of the people who
showed greatest knowledge of the program and had the most clear-cut state-
ment of objectives were of the group classed as chairmen.

. . There were negative attitudes and obscure statements of goals on
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the part of some teachers; but, as observed elsewhere, those who knew

most concerning the program were, in general, its strongest supporters.
As will be seen in the next chapter, clear philosophical premises

upon which to build objectives have not been established by most teachers.

The objectives, while many of them are sound and good, reflect to some ex-

tent the lack of guiding beliefs.



CHAPTER V
THE PRILOSOPHY (F GENERAL EDUCATION

Philosophy has come to mean different things to different people.
Some may consider it a method of thinking, of reflecting on weighty mat-

ters. Others may define it as queries on such abstract things as truth,

beauty, justice, or God. Many cons!'mder theories of the great philosophe:s:s
in history as true philosophy. In its broader sense, however, philosophl;
can mean the attitudes, beliefs, and convictions of an individual toward!
any part of life or the universe. As Horme terms it, "Philosophy is thel
mind of man wrestling with the universe.”l It is this laiter concept as|

it relates directly to general education that is of concern here.

The Need for a Philosoph ‘

! Every person, whether he recognizes it or not, has a philosophy.l

?;It may have evolved through family beliefs or social contacts, with no :
f!conscious effort involved. On the other hand, maturity may bring forth i
well-thought-out, critical, and reasonable beliefs that serve as guides
through life. It is from these basic ideals, from philosophy, that di-

rected action springs.

ll-lerman H. Horne, "An Idealistic Fhilosophy of Education,” The
Forty-first Yearbook of the National Society for the Study of Education,
Part I: Philosophies of Education, ed. Nelson B. Henxy (Bloomington: Pubs

{1ic School Publishing Company, 1942), p. 139.

i
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With the foregoing concept in mind, can there be any questioning
the fact that general education will require a different philosophy from
that of the older, liberal education from which it has emerged? The shift’
in emphasis from subject matter to the student is immediately apparent.

As French expressed it, "In general education we bend the subject matter
to the needs of the student; in departmental courses we bend the students

to the needs of subject matter.”2

No one is likely to attempt to establish a rigid pattern of just
what a teacher's philosophy of general education must be. "“However, every-
one who assumes responsibility for general education is under obligation
to decide what qualities he should seek just as he is under obligation to
determine what specific things he should teach or the subject matter that
he expects to use."3 Unless these decisions are resolved in the teacher's
mind, the journey of learning on which he takes his students will be lit-
tle better than it would be should he attempt to select subject matter at
randone.

Philosophy evolves; it emerges. A fixed philosophy, either for
an individual or a movement, comes with maturity. Because general educa-
tion is a relatively new movement, must it not also be apparent that the
guiding principles upon which it is founded are still in a state of flux?
However, if gemneral education is to unite the disparate ends of liberal

education, standards must be established on which educators may select

the materials of the curriculum, establish the criteriz for values, decide

2Sidney J. Freanch (ed.), Accent on Teaching—Experiments in Gen-
eral Education (New York: Harper and Brothers, 1954), p. 15.

3jobn P. Wynne, General Education in Theory and Practice (New
York: Boolkman Associates, 19525, P 97.
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hat forms of knowledge are worthwhile, and understand what basic ideas

hould develop as a result of the program of general education. Certainly
no one school of thought will be adequate to these ends, but there must
be a drawing from and utilization of guiding principles coming from dif-
ferent philosophies.

Question three of the interview form was, "Going farther than
definitions, will you attempt to give a brief statement eoncerniﬁg your |
philosophy of general education?" It should be noted that the question
did not necessarily call for a statement of philosophical theory, but
rather one concerning the respondent's personal philosophy. Ewven with
this permissive type of question, when the term "philosophy" was broached,
there was hesitancy on the part of many. In some cases mild prompting,
isuch as suggesting that the statement of definition and objectives might
reveal something of their philosophy, was all that was needed to overcome

the reluctance to discuss this essential part of the program.

The first reaction to the replies might well be that men and wome(n
1
as learned as those interviewed have managed to come a long way without

!

any guiding principles. A quick reconsideration and analysis will indi-:

: i
cate the unjustness of such supposition. The hesitance was more often

'due to a conflict between the concept of the more complex philosophical
itheories and philosophy of education as a guide and directive for actiong
[Ls stated in the previous paragraph, the philosophy of general education
La.s not matured. Many are still encumbered by old ideas and are in the
|

Ip:r:ocess of emerging to view with undexrstanding some new thoughts concern=
, :

Lln.g general education. This was especially true with those whose major

WMM




90
Basic Philosophical Theories and General Education

The philosophies which are most often associated with general edu-
cation vary greatly among the different programs and the leading people
behind them. Taylor"’ attempts to identify the philosophical principles
underlying the programs of general education. They are, according to him,
the philosophy of rationalism, neo-humanism or eclecticism, and the phi-
losophy of naturalism, or, more specifically, instrumentalism. In pre-
paring an abstract of philosophies which are most often considered by the
proponents of general education, the philosophies of idealism, pragmatism,
rationalism, realism, and humanism are discussed. S;cholasticism, although
it represents the fundamental philosophy behind some schools which have
extensively publicized their general education programs, is not included
in this discussion because all of the institutions are State owned. They
are, therefore, not directly influenced by this philosophy. The analysis
of the interviewees® responses will be in comparison with these.

There is some variation among writers as to which philosophy under-
lies certain programs. For exsample, Taylor, in the paragraph just cited,
says that the St. John's program, as advocated by Hutchins, is basically
rationalistic. Other writers place this program either to the left or
right of this position. This is indicative of the tendency of advocates
of various philosophies to make some transition or compromise. The steps
by which this takes place are so indeterminate that it is often difficult,

£ not impossible, to ascribe any given philosophy to the program. The

%Harold Taylor, "The Philosophical Foundations of General Educa-
tion," The Fifty-fixst Yearbook of the Nationali Society for the Study of
Education, Part I: General Education, ed. Nelson B. Henry (Chicago: The
University of Chicago Press, 1952), p. 26.
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‘problem of semantics is also present as evidenced in the use of "eclecti-
.cisn” for "neo-humanisa--a usage which is not common in philosophical
writings. The discussion which follows will highlight the basic points
of some of the philosophical theories which are the most common to dif-
ferent movements toward generxral education, and point to a philosophy for
the program itself. As noted earlier, this will require a different phi-
losophy. It will be eclectic in the true semse of the word, drawing from
the various philosophies as needed in order to attain the foundation for

establishing goals.

Idealism

There are two common concepts of idealism which are not a part of
the philosophy which bears this name. The first relates to the high moral
and ethical standards of the individual. The second considers the persom
who plans a better way of doing for a better tomorrow to be an idealist.
Only as these are products of the minds of men do they have any connection
with idealistic philosophy. Hocking points out that the philosophy is
more nearly one of ideas than of ideals. This he calls "ideaism."5 This
conception of the idealist as a visionary is not entirely unwarranted and
does influence the application of the philosophy to education.

Though idealism as a term is of relatively recent origin, the idea
goes back to Plato. In one or more of its various forms it appears as an
influence in many schools of philosophy, especially as it concerns the

development of the good qualities of man. The many forms which idealism

5
William E. Hocking, Types of Philosophy (1st ed. rev.; New York:
Charles Scribner and Sons, 1938), p. 248.
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has assumed under different leaders makes it impossible to discuss the
eatire philosophy. However, there are some common concepts. Idealism
stresses mind and relegates matter to the position of a by-product. Basic
reality is of the mind, thought, or the imner self. Butler says of
idealism:

The common attitude on which idealism builds is the rather un-
conscious disposition most of us feel that in some way we ourselves
are real existent beings, not transitory illusicas, not dreams, nor
fancies. « « o Although it may not be this particular phrasing of it
for most idealists, it is this motif comuon in human life which is 6
refined and brought into full bloom intellectually by idealisme o« o «

He adds that, by and large, idealists hold that mind oxr spirit,

as each man experiences it in himself, is fundamentally real and that the
totality of the universe is somehow mind or spirit in its essence;"7
Bearing this out is Horne, who says:

Idealism is the conclusion that the universe is an expression of
intelligence and will, that the enduring substance of the world is of
the nature of mind, that the material is explained by the mental.
Idealism as a philosophy stands in contrast with all those systems of
thought that center in nature (naturalism) or in man (humanism).8

Idealism applied to education considers the student as an individ-

ual who is in the process of developing his mental capacities. Butler
further adds that idealist-inspired education "is not wholly child-
centered, subject-matter-centered, nor society-centered; it is ideal-
centered."9 Though this concept is readily recognized as one of the
‘strongholds of the old formalized education, as it applies to the develoy-

ment of understanding between individuals through common knowledge, it

6J - Donald Butler, Four Philosophies and Their Practice in Educa-
tion and Religion (New York: Harper and Brothers, 1951), p. 163.
T1bid. 8Horne, op. cit., p. 139.

9Butler, ops cites P 224.
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has come to play a part in the philosophy of general education.

Obviously it is a dangerous undertaking to attempt to bend one
man's philosophy of life to fit the label attached to the beliefs of an~
other; however, many of the interviewees answered the question concerning
the philosophy of general education with various phrasings of the common
core of knowledge held desirable by the idealist. One teacher termed it
a "common background,” another believed general education should give all
students a "similar experience.” Going a bit further, another said the
philosophy behind general education is "to make it possible for everyone
to have the same fundamental knowledge so they can work together and live
in harmony."

A view of idealism that is even more inclusive of the philosophy
of general education is given by Horne when he looks to the desired re-
sults in the individual. He states:

o o othe really important thing is that the subject studied should
contribute to the growth of the personal spirit of the student . .
mainly he should develop his personality—his real self—in a wni-
verse that is personal. He takes an interest, he sets himself to
learn, he is self-active, he wins his sense of adjustment to his
world, he feels himself growing, he appreciates the great possibili-
ties of the ages, he learns to respect others as himself, and he feels
at home in his world.lO

An Oklahoma interviewee who included many of these principles in
his philosophy said, "General education should contribute to the dignity
of man and his responsibilities and participation in his role in society."
Leaning closer to the spiritual concept of the idealist, another Oklahoma
teacher said, "The student must have something to stand on so he can find

himself.,” Another said general education is "the first step toward

louom. 221 cit., Pe 164.
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‘intellectual and spiritual freedon on the part of the student. Real

growth and learning take place when the student assumes the initiative.

The idealist gives an important place to the teacher. In a very
real sense he is the ideal model for the student. It is his job to cre-
ate the educational enviromment and inspire the student to high attainment.

In terms of curriculum the idealist and many of our teachers of
general science agree rather closely. The idealist insists on a body of
facts which will challenge the mental capacity of the student, but they
also go beyond the books, especially in the use of experimental evidence.

Idealism, to the extent to which it subscribes to the theory of
coherence, fills the need of the genmeral educationalist in science. This
theory, that a judgment is true if it is consistent with other judgments
or has by experience been found to be true, is important to analysis,

critical thinking, and scientific method.

Pragmatism, Instrumentalism, and Experimentalism

Pragmatism as a philosophy is one by which modern Americans to a
very great extent live, even though they imagine they are committed to an-
other system of thought. We are, or attempt to be, "practical™ people.
The utilitarian test is a subconscious criterion. "What good is it?"
"How can you use it?", "What does it get us? These and kindred questions
voice this search for a functional guide.

Even with respect to truth, the test is of utility, workability,
or that which leads to a satisfactory consequence. There is no such thing
as an absolute truth; it is emergent. There are different ways by which

this truth is established. If the thing satisfies the desires and
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‘aspirations of mamn, it is true. Most scientists are at least partially
pragmatic because their theory holds that, if experimental verificatiom
iis possible, truth has been established. The position taken by James is
that "pragmatism is an attitude™ 11 which loocks to results and facts rather
than to first principles and categories.

If we look at pragmatism from the writings of James, excluding
the older concepts out of which it grew, many of the Oklahoma inter-
viewees' stated philosophies of general education closely resemble this
view. A teacher stated, "I believe all materials put into general educa-
tion should be of some practical value.” He would relegate cultural as-
pects to a minor position. Mentioning practical learning, another said,
%General education should enable the student to handle better his every-
day living."

Other facets closely akin to pragmatism mentioned by the intexr-
viewees are's "the ability to converse with anyone," "the training and sub-
ject matter of most general use to ail," "the knowledge to live life to
the fullest and to realize life's ambitioms," and "the background to make

life more enjoyable."

The term instrumentalism has been given to Dewey's philosophy as
it grew out of pragmatism. Although for many years this philosophy has
greatly influenced American elementary education, colleges have tended to
remain undex the influence of the European pattern of educational thought.
It is only with the advent of general education that instrumentalism has

come to the fore in higher education. A writer bears this out when he

1411 iam James, Pragmatism (New York: Longmans, Green and Co.,
Inc.,’, 1907) s Po 54,
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says, "General education today is developing as an instrumentalist

program."lz
To the instrumentalist, truth is temporal. The emphasis shifts
from the absolute to one of change based on experience, inquiry, and sci-
entific methods. John Dewey is generally credited with the beginning of
the movement known as "Progressive Education." Learning is by doing, with
emphasis on the projects and activities of the individual. Discussing
Dewey's contribution to educational philosophy, Brubacher says:
Knowledge, he [Deweyl claimed, is the outcome of action. Con-
fronted with a problem, an adult or child constructs in imagination a
theory or hypothesis of how it might be solved. The truth or falsity
of the proposed solution develops from whether or not the consequences
of acting on the hypothesis corroborate it.l3
None of the Oklahoma educators mentioned Dewey or his philosophy
in connection with general education. However, according to the interpre-
tation just quoted by Brubacher, many would agree. One teacher said, "We
must have more respect for the scientific method. Our whole life, the
social, the economic, and all other aspects are affected by critical
thinking." Another said, simply, "The process of scientific thinking is
the most important thing in general education." Two others called it the
feoritical application® of knowledge.

In a revolt against the over-used labels of pragmatism and instru-

mentalism, some writers prefer to use the term experimentalism. Geiger

takes this stand. In his discussion of knowledge he says, "An experi-

12French, e Citey, Pe 19.
1:"Jol:m S. Brubacher, "The Challenge to Philosophize about Educa=-

tion," The Fifty-fourth Yearbook of the National Society for the Study of
Education, Part I: Modern Philosopgig.s and Education, ed. Nelson B. Henry
(Chicago: The University of Chicago Press, 1955), p. 12.
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mentalist interpretation of knowledge is instead a description of the way

problems are actually solved, above all by scientific method. . . 14 1If
we accept this explanation as it applies to education, there need be no

further discussion in this study as to other points of difference.

Rationalism

Rationalism is greatly concerned with epistemology. This is es-
pecially true as it deals with the education of man, for rationalism holds
that reason is the most important instrument of knowledge and that we
know only those things which we have reasoned out.

Rationalism has evolved to the point that a difference is dis-
cernible between the older concepts and the new. The earlier rationalists
believed certainty to be attainable through mental processes only and that
absolute values do exist. Bigelow in writing of those that follow this
viewpoint, says, "The rationalists believe that certainty is attainable;
that absolute values do exist; that cultivation of reason is the sole
function of general education. . . 15

Those building their curriculum around this philosophy contend
that, if the development of reason is successful, it follows that correct
behaviour will be a natural result. This is not to say that educational
results will be uniform. Those who hold this concept also recognize the

variability of students which controls the anquni: to which they, by ra-

laGeorge Re. Geiger, "An Experimentalist Approach to Education,"
ibid., p. 140,

lsxarl W. Bigelow, "The Preparation of College Teachers in Gen-
eral Education,” The Fifty-first Yearbook of the National Society for the
Study of Education, Part I: General Education, ed. Nelson B. Henry (Chi-
cago: The University of Chicago Press, 195.25, Pe 303.
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tional processes, will transfer their knowledge from one situation to
another.

There are certain basic principles of the world which one recog-
nizes through deductive reasoning as true. Of these basic primciples,
Patrick says, ". . . there are certain basic principles of the world which
are recognized as true by reason of man and from these we can acquire a
rigorous deductive knowledge of the world."16 To contrast the new ration-
alism with the earlier concepts, Patrick also says, "The new Rationalism
emphasizes not merely the objective reality of logical relatioms, but also
the importance of constructive and creative power of the mind in acquisi-
tion of knowledge."”

For many the distinction between rationalism as it first developed
'and that form of rationalism which has evolved today is in the acceptance
or rejection of sense perception. The modern rationalist has not rejected
the idea that "the highest kind of knowledge comsists in the universally
valid judgments that are consistent with one another."18 He does say that
the sensations or experiences must be interpreted by the mind and organized ’
into a system which has meaning before they can become a part of our body
of knowledge. The rationalist, then, will stress laws, concepts, and

[

principles as a foundation on which new knowledge may come by reason

rather than by observation, experimentation, and sensation.

16George Thomas Patrick, Introduction to Philosophy (revised

edition; New York: Houghton-Mifflin Company, 1935), p. 333.

1bid., p. 342.

lsﬂarold He Titus, Living Issues in Philosophy (2nd ed. revised;
New York: American Book Company, 1953), p« 195.
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Here, again, it may seem that the answers of the interviewees are
bent to fit the views of a philosophical theory. To a greater degree than
found in the discussion of ot:her pailosophical principles, this may be
true in relation to rationalism. However, mamy of those who stressed a
good background or development of a well-rounded individual began in the
direction a rationalist would take, only falling short of a philosophy
because they failed to add a reason for this dewvelopment.

A college president said, "General education should provide all
students with a basic understanding of our way of life.® ™A good general
knowledge™ was given by three teachers as their answer on philosophye.
"To give students a good view of the whole field," "to educate the whole
man,” "to turn out well-rounded students,” and "to engender a broad basic
concept" are other expressions used by those interviewed. From these
answers it is obvious that ;he interviewees failed to change their state-
ments from the objectives of general education to a philosophy. If one
assumes the liberty of taking that firnal step for them, however, many of
these seemed to wish to cultivate that ability to reason that Bigelow has
called "the sole function of general education."

One teacher referred to education as it leads the student *"to de-
velop a philosophy of his own through rational methods." This last state-
ment probably comes nearer the standards of the philosophy of rationalism

than any other.

Realism
Realism as a philosophical theory has been widely accepted

throughout history in spite of its complex manifestations. As it coneerns
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us in the twentieth century, it is a part of the pendulum's swing away
from the emphasis on man and mind which became strong in the previous cen-
tury. The one persistent concept that is common to all realists, however,
is that the external world exists quite independent of man's mind to per-
ceive it. According to Breed, the philosophy of realism can be determined
by answering two questions:

Does one attribute to intellectual activity an impression or pre-
hension of the preexistent? If so, he is a realist. Does one attri-
bute to this activity the creation of the existent? If so, he is not
a realist.19

The realist places more importance on pure theory or knowledge as

an end result than do many of the other phiiosophers. He further claims
a closer relationship with science by attempting to furnish objectivity
and facts that will lead to an interpretation of life and the universe.
By being objective he hopes to force the unpredictable qualities of man's
personality to the background as he searches for truth in external rela-
tions. In the words of Wild realism, as it relates toc the aims of educa-
tion, is fourfold in that it seeks:
« « oto discern the truth about things as they really are and to ex-
tend and integrate such truth as is known; to gain such practical
knowledge of life in general and of professional functions in particu-
lar as can be theoretically grounded and justified; and, finally, to

transmit this in a coherent and convincing way both to young and old
throughout the human cocmunity.20

19Fred::ic:k S. Breed, YEducation and the Realistic Ouélook," The
Forty-first Yearbook of the National Society for the Study of Education,
Part I: Philosophies of Education, ed. Nelson B. Henry (Bloomington:
Public School Publishing Company, 1942), p. 94.

203 bn Wild, "Education and Human Society: A Realistic View," The

Fifty-fourth Yearbook of the National Society for the Study of Education,
Part I: Modern Philosophies and Education, ed. Nelson B. Henry (Chicago:
The University of Chicago Press, 19555, pe. 31.
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Throughout the study of the philosophy of general education as it

was conceived by the educators in the Oklahoma colleges, we have met with
repetition of the stated objectives in the philosophy. However, in at-
tempting to discover the extent of realism among these people, the task
would be simpler if more of these objectives were mmted. It will be
remembered that most of the interviewees began their stated objectives
with a reference to the acquisition of knowledge, then specified what was
to be done with this information. Though this typically scientific view
that would seek truth from the objective study of external relations ap~
peared many times in discussion with the Oklahoma educators, it was found
only in partial statements in their philosophy of general education. One
said, "All students should have an opportunity to explore some new areas."
Another would invoke a "broader basic concept of knowledge,” while a third

looked to Mgeneral knowledge.” A fourth that might apply to several theo-
ries of philosophy yet relate also to realism was the statement, "General

education should develop an analytical approach to knowledge."

Humanism
Humanism, like all other systems of philosophy, is a "many splen-

dored thing." In every case, however, emphasis has been placed on human

interests., The view of education that stresses the transmission of the
cultural heritage of human experience from one generation to the next is
sometimes called "neo~humanism.” "Scientific humanisa™ is a term applied
to the belief in man's control over his destiny by the institutions of
government and social affairs. Pooley in writing of the philosophies of
general education says:

Humanism as an educational philosophy means the continuous trans-
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mission from gemeration to generation of what man has learned and dis~
covered in his business of surviving, of adapting himself to his sur-
roundings, and in striving to change these surroundings in the light
of what at the mament he coasiders better.2l

This simplified interpretation of humanism was echoed by many of
those interviewed in the Oklahoma colleges. A teacher would "pass on the
general cultural contributions that the past has to make to the present
generation as it prepares for the future.” Another included an "appre-
ciation of the literature, music, and other cultural subjects" as a part
of his philosophy. Presumably he meant the study of the past as well as
the present. A president would engender "perception of the past and faith
in the future."

Two other teachers specified cultural development as an important
part of general education. Another went further, saying, "Everyone should
have certain appreciations of his past background and historical beritage
in order to have the best life possible " a dean said much the same
thing, yet qualified his answer. He stated, "Students need knowledge of
the past and how it can be used to guide their future; however, I wouldn't
go so far as Hutchins and his- 100 great books!"

If it seems that more of the interviewees met the standards of
hunanism than any other theory of philosophy, it should be pointed out
again that the statements of Pooley have been used rather than the many
more complicated explanations. It is entirely possible that because

Pooley is himself an educator he might speak in terms more nearly like

those of the interviewees than would a "pure™ philosopher.

Adverse Opinions

There was very little outright antagonism to general education
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indicated by responses to the question concerning philosophy. Nearly
everyone saw value in it. Three did express antagonism to the program.

One had no philosophy of the program because of this, another expressed
himself as just antagonistic, and the third felt that everything taught
should have some practical value. It was implied that no such value exists
in general education. A statement which at best was not a compliment to
the program was that it is for students of little ability.

Unfortunately there was more of this attitude among science teach-
ers than was indicated by direct replies to this question. This was
brought out in noting the many ways that a student may avoid taking gen-
eral education science, those courses in science which have been developed
to meet the needs of general education, and in other statements concern-
ing advisement of students. Some discouraged the student's taking the
courses set up for general education. Drawing from informatiom which will
be developed fully in Chapter VIII, it may be observed that it was a de-
partmental head who stated that only those subjects of practical value
should be taught, and a chairman who said, "If you mean by general educa-
tion those beginning subjects in the different areas, then I am for it."
This attitude is a point of some concern, because it came from three who
were in positions of some leadership and influence. Though the chairmen
were not teachers of general education subjects, it would appear that,
since it is a part of the program of the school, they should have been
leading in its development. On the positive side of this picture there
were a number who had not yet established their principles of general edu-
cation, yet had open minds and were trying to learn all they could of the

movement.
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The Total View

' Reference has been made to thg apparent immaturity of the philos-
ophy, of the interviewees' inability to formulate on the spur of the moment
a concise statement or opinion; yet, when the statements are evaluated en
masse, it becomes apparent that the material for the formulation of the
philosophy is present. Were these people able to study the problem as a
group or through selected representatives, they could write a set of philo-
sophical principles which would command respect and hasten the growth of

the general education movement throughout the state.

Institutional Philosophies

Asked of all persons interviewed was, "Has your school or any de-
partment therein established and put into record'a philosophy of general
"education other than that indicated in the catalog of the school?' Com-
plementary to this question was the one which asked, "What is this philos-
ophy, or where may a copy be obtained?"” These were questions four and
five.

The answers to these questions were almost wholly in the negative,
yet in five of the six schools, one or more teachers were aware of an ef-
fort toward the establishment of a philosophy of general education. This
difference in response was almost directly related to teacher participa-
tion on faculty study groups which had the program of general education
as a major concern. As might have been expected, deans and presidents
were more generally aware of individual and group efforts toward the study
and establishment of a philosophy which would guide in development of the

program than were teachers. This is not to say that teachers were less
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aware of the need for guiding principles, but they were not in position
to know as much as the administrators about what other teachers and other
groups were doing.

One of the colleges, through a study committee, had written a re-
port covering general education. Philosophy and guiding principles were
included as a part of this report, the whole having been approved and
adopted by the faculty. For their philosophy they had borrowed from the
definition of general education in the report of the Harvard Committee
relative to the education of the student as a "responsible human being
and cit:izen,"22 and further, from the report of the President®s Comis-
sion on Higher Education, which says, "Colleges must find the right re-
lationship between specialized training on the one hand, aiming at a
thousand different careers, and the transmission of a common cultural
heritage toward a common citizenship on the other.”23

Committee reports were received from two other colleges. One of
these had a fairly lengthy discussion of current philosophies, which led
to no specific local opinion. The third of these reports also accepted
the definition given by the Harvard Committee and followed it with five
notes preliminary to their stated objectives. These points seemed to
rep;:esent the combined philosophy of the group, and one or more of them
were referred to by the interviewees of this institution when asked con-

zzﬂarvard Committee, General Education in a Free Society: Report
of the Harvard Committee (Cambridge: Harvard University Press, 1945;,

p. 49,

23president's Commission on Higher Education, %r Education
for American Democracy, Vol. I: Establishing the Goals (New York: Harper
and Brothers, 1943), p. 49.
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cerning their philosophy of general education. In their five notes an at-

tempt was made to make concession to all prevailing philosophical trends
as advocated by the supporters of various general education programs.

A probable reason for this non-selectiveness came from the re~
sponse of one who said, “After a study of about twenty programs of general
education throughout the United States, we adopted the general philosophy
which is given in our progress report of 1949." This school had a new
committee charged with the restudy of the program.

All other institutions had had active for one or more years a
faculty study group concerned with general education, but copies of re-
ports from these were not available. A number of interviewees referred
to the catalog of their school rather than stating a philosophy of their
owm. Almost without exception the philosophy was obtainable from the

catalogs only by interpretation of stated definitions and objectives.

Stability of the Philosophy

The last questions directly related to philosophy concerned
change or contemplated change within the school. In this commection the
sixth question was, "Is this [philosophy of the schooll considered a fixed
guide, or is it emergent and conditioned by the practical aspects of es-
tablishing a curriculum? The seventh question was, "If such a change in
stated philosophy developed, how did it come about?"

The answers to the question concerning whether or not the estab-
lished philosophy was fixed or emergent, if considered in the 1light of the
number of responses, were not conclusive, over half declining to answer or

having no answer. On the other hand, those who did reply to this question
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were largely from the administrative group and appeared to be adequately

informed. The answers fell into three classifications; namely, the
schools have (1) a fixed philosophy, (2) a fixed basic philosophy, or
(3) an emergent, or flexible, philosophy.

A dean said, "Our philosophy of general education is flexible. A
realization has developed among the faculty members that our general edu-
cation program ought to be reviewed in accordance with recent experience
of the faculty and to more nearly conform with the concept of general edu-
cation as it is emerging in the literature of the area.® Two other deans
referred to their study groups. One spoke of a continuing committee which
gives attention to this problem and presents suggestions for modifications.
The other said theirs was a more or less fixed guide, but that an insti-
tutional studies committee did keep the matter under advisement. A presi-
dent said their philosophy was subject to change with approval of the
faculty. Nothing is to be gained by giving all of the statements, so the
responses are grouped under the classifications noted. Eleven classed it
as a changing, emerging, dewveloping, progressive or e\iolutionary philos-
ophy, while five saw their philosophy as more or less fixed with respect
to basic concepts but subject to modifications. Four considered the phi-
losophy of the program at their school to be fixed, or as one said, "pri-

marily fixed since there is no design for continuous change or evaluation.”

Change in Stated Philosophy
A point which has not been made and which probably indicates
where some additional study might be profitable is the frequent reference

to the catalog of the school by all groups interviewed. In response to
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[the question on whether or not a change in stated philosophy was antici-
pated and others of this group on philosophy, the statements that a new
catalog would soon be published were made. One person avoided answers tg
the first seven questions with the statement, "Let the dean answer that."
If we knew with certainty who writes the definitions, objectives, and
philosophy for the various catalogs, we might have more information con-
cerning the origin of change in stated philosophy and objectives, and
whether or not they are, as implied, handed down from one source. Infor-<
mation concerning study groups seemed to refute this.
Only twelve responded to this question in such a manner as to add
to the responses given previously. A dean reported that there were di-
vergent philosophies and purposes among the faculty and staff members
which led to a faculty-initiated study group which, in turn, carried its
report to the faculty. A departmental chairman from another school
lstated, "We found the philosophy confused.” He noted that even the ex-
perts cannot measure objectives unless there is a philosophy on which to
restablish evaluative instruments.

Eight of the twelve responding to this question concerning change

in philosophy referred to the work of voluntary or appointed faculty stud

groups. Two of these study groups were continuing committees capable of
lanning and analyzing through the years. A teacher referred to one of
he practica_l aspects which had forced a great change upon the program.
t was that of increased enrollment without proportionate increase in
itaff end facilities. The basic philosophy may not have changed, but

ethods of instruction not compatible with that philosophy were forced

Y

on the teachers because of heavy enrollment.
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Conclusion
The philosophy of general education at the Oklahoma State Colleges
is in a developmental stage, evolving as experience shows the way. Lack
of maturity was evident and to some degree was to be expected. A program
such as this cannot develop overnight, nor is it possible to take the
program of another institution or group and make it fit local conditions.

In spite of the frequent references to faculty study groups, a

need is seen for more staff study within the school. Not enough teachers
are familiar with the program, and few have formulated a clear statement
of philosophy. In some cases the general education study groups included
members who were not teachers in the general education programe. Too many
of the general education staff had never served on such a committee. It
is suggested in this comnection that a state-wide study would also be
profitable.

A few of those interviewed had carefully thought through the pro-

gran and arrived at basic beliefs to guide them. Two examples are:

General education, as 1 see Ait, should be cultural education. It
should consist of facts, principles, understandings, and appreciations
which a persor will need to use, and be able to use, as various prob-
lems come up. Further, it should leave the student with a philosophy
of his own, and a natural tendency to use rational methods. It should
add to the maturity of the student.

The educated man should be able to live a life full of apprecia-
tion for the world into which he has come, to meet with intelligent,
critical analysis the everyday routine and events of life involved,
and to conduct himself in a praiseworthy manner in normal times or
in times of crisis. General education is the principal device for
leading each man toward this goal.

Another very brief statement which, upon anzlysis, leads to ex-

tensive thought is, "We believe that general education is a step toward

intellectual and spiritual freedom."
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A comparison of the responses and attitude of the presidents of

the institutions, compared with those of the teachers, is revealing, in
that the attitudes of the teachers seemed to be greatly influenced by
those of the presidents. There were fewer concrete answers from a school
in which the president exhibited something less than enthusiasm. However,
the president .and the dean, regardless of their enthusiasm, cannot or-
ganize a successful program without the staff's working in cooperation.

Even as a person matures in philosophy, just so must the program
mature; and, although it camnot be said that any one school at the time
of the study was united behind certain beliefs, they had all come a long
way in this direction. The general theme of the analysis is that, con-
sidered in terms of individuals, the philosophy behind the general edu-
cation movement at the Oklahoma State Colleges left much to be deésired,
but a few have established sound guides.

Given a nucleus of people in each college who believe in the pro-
gram of general education and who have come to a sound philosophy, their
influence should grow. This impetus for growth appears the brightest
prospect for the movement in the Oklahoma State Colleges if more effec-
tive means of acceleration and strengthening are devised.

This growth has been too slow for a program whi;:h is moving as
rapidly as that of general education. The teachers of general edﬁcation
science must have a strong personal philosophy which is at least compatible
with that of general education. This philosophy must come from the teach-
exr's own study and efforts to understand the program. A review of the
stated philosophy and objectives as they appear in the institutional cata-

log is not enough. Those who have no basic philosophy of general education
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and are not willing to develop in this respect constitute the greatest

single threat to the program.



CHAPTER VI

THE ROLE AND MAJOR OBJECTIVES OF SCIENCE IN GENERAL EDUCATION

Science in our Modern World

The student of education is aware that our American educat ional
program is in a period of change, or transition, bringing with it uncer-
tainty and concern. Is the education which we are giving our young people
the best for our time? Where does the greatest emphasis lie? We are con-
fident that the rapid growth and development of science and technology
have had, and are having, a great influence in the determination of the
kind of schooling needed for modern man in contemporary society; however,
we cannot stop with the present. We must endeavor to educate for life in
a changing world, a world of changes which we cannot clearly foresee.

Science has developed farther and has revealed more in the twen-
tieth century than it did during all of recorded history to that time.
What place does this give to science? It has attained a position of power,
appearing infallible to some people. It may even be that there are those
who have given it a godlike place. There are others who fear science; on
the other hand, to many it is but an unfathomable mystery not to be ap-
proached by the ordinary man or the uninitiated. However, most scientists
desire that the layman shall recognize science as a friend and benefactor

of mankind in order that their work may be carried on without being handi-
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capped by the vast display of ignorance and prejudice which has often
greeted them in the paste.

No person in our social and economic order can escape the effects
and influences of science and the associated developments with it. Knowle
edge of science and of the way of science has come to be a responsibility
of citizenship, not only for the individual's better regulation of his
own life but for his more intelligent participation as a voter for those
who represent him in the formation of govermmental policy relating to con-
trol of scientific development.

Johnson expressed all of this very well and extends the discussion
to show some of the impact on education:

In very recent years, as we compare events in time, science has

"risen to a great power. In fact it has come to be worshipped for its
power as much as for its revelations. The direct application of sci-
ence to society, presumably in the objective interests of mankind and
his prosperity, the manifest advances in our control over nature have
given to science and technology a position in the sociology of knowl-
edge that on the surface, at least, would seem to challenge disturb-
ingly the ancient virtues of the humanities.l

Science as a Part of General Education

The marked changes that have occurred in the sc.2nce classes for
non-science students in American colleges during about three decades came
about as a result of dissatisfaction with study which required memorizing
details and learning the techniques needed by science majors. Many at-
tempts were made in the transition, including "novel methods of presenting

lectures and conducting laboratories, survey courses covering several sci-

ences, watered-down versions of the orthodox science courses, and, a little

ICharles S. Johnson, "Knowledge and Human Responsibility," The
Educational Forum, XX (May, 1956), 389.
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kreatment .2

In view of the upsurge of general education programs in the col-

that some form of science is being taught in nearly every general educa-
tion program in the country?
Question fourteen of the series of questions asked of the inter-

viewees consists of three closely related queries concerning the role of

ence in general education to be?” *Is it more important than other sub-

ject matter areas?" ™Because of our technological age, does it have

reater significance than other branches of learning?" Question fifteen
sks, "What do you consider the most significant objective of general sc

nce education?” The presidents were not asked to respond to these. Be-

eral idea, the discussion will cover all of these points as developed

from the writers of textbooks; the teachers'! answers, and the literature

most important by the Oklahoma respondents.

f broad view of the role of science in the general education program, fol

lowed by the aims and objectives by which this role should be £illed.

2Kom:ad B; Krauskopf, "Science in General Education at Mid-

Rlater, courses which selected a few blocks of subject matter for rigorouj

fleges of today and the increasing emphasis on science and technology as q

part of the everyday life of ordinary Americans, is it surprising to find

lscience in general education. It asks, "What do you see the role of sci-

hn the field, culminating with an analysis of the one objective considered

The logical approach to a study of this magnitude would begin with

However, because in the minds of many of the teachers and writers role anLd

cause these questions represent different approaches toward the same gen+ -

Century," Journal of Higher Education, XXII (February, 1951), 59.
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objectives have become synonymous, it is often impoxsible to separate the

two. Some will begin with a statement directed toward the role, ending
with the objectives. Others will reverse the procedure. In fact, one of
the most enlightening aspects of this part of the study is the fact that
so many attempted to explain where they are going by describing the means
by which they will get there.

It should also be pointed out here that much of the philosophy of
the entire general education program will pertain to the role of science.
The purpose of this section becomes, then, an attempt to define the rela-

tionship of the general sciences to the whole movement.

The Role of Science as Defined by Textbook Authors

Becausé textbooks continue to play an important part in science as
it is presented to the student of general education, we should begin with
an analytical study of the role and objectives of science as indicated by
the authors of current texts in the physical and biological sciences. A
survey will show that no common agreement exists. The authors range from
antipathy to enthusiasm, with some expressing no concept of general edu-
cation. Others ignore any definition and purpose beyond the facts of
science.

One 'author, aware or not of general education objectives, did not
mention them or give any suggestion of his rhilosophy and objectives. His
text was written as a survey course with only an indication of a broader

concept in the statement, "The text . . . endeavors to maintain a close

liaison between subject matter and everyday experience and luwwledge."3

3Dwight E. Gray, Man and His Physical Universe (New York: D. Van
Nostrand Company, Inc., 1942), p. viii,
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A unique view is that of Conant,4 who recognizes the need for gen-
eral education but proposes a completely different approach toward the at-
taimment of goals. He would introduce and teach science through close
study of a few relatively simple case histories. He feels that it is not
necessarily more knowledge about science which is needed, but more \mder-
standing of science.

In a college-level biology text by Weisz, the "cosmos is the set-
ting," and the principles and concepts are the "beacons of disc:ussitm,"5
indicating that he is aware of the scope of subject matter involved and
the guideposts which lead to a comprehensive, wofthwhile discussion. He
feels that a book in general biology should be extensive enough in each
part to promote an appreciation of the whole, and should reflect something
of the "inner dynamism®-~the constant change within the cell of living
substance. Also, rather than stressing facts as an objective, Weisz would
develop an awareness of the possibilities of organization among the com-
ponents of the subject, of the manifold relationships, in order to ap-
proach our end. He says, "For facts substitute relationships and cone
cepts; for memory substitute v.mde'z.'st:a.x'td.’m.g."6

The physical science text written by Jean, Harrah, and others ex-
hibits a wholesome attitude by expressing the role of science as the means

for developing scientific knowledge and developing the ever increasing

4James B. Conant, On Understanding Science: An Historical Approach

(New Haven: Yale University Press, 1947), pp. 1-18.
SPaul B. Weisz, Biology (New York: McGraw-Hill Book Company, Inc.,
1954)’ Pe ix.

6Ibid., p. xii.
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social concepts. In cutting across many sciences, they propose to help
the student "locate himself in the universe; that will free him from su-
perstition and prejudices. « ."7 The generalization made calls for the
developing of an understanding of science in such a way as to influence
the beliefs, philosophy, behavior, and attitudes of future citizens of a
democracye.

A biology textbook which, according to ﬁe authors, has an organi-
zational approach through evolution not used by any other writer, sets up
three guideposts that aim to develop scientific methods and critical
thinking:

Whenever possible, the genesis of a fact or idea should be given
rather than the mere fact or idea alone. The student should be en-
couraged to peer behind the scenes, to see for himself how facts are
obtained, so that he may judge their validity, thus sharpening his
own initial sense, and at the same time gain the feeling that he is.
participating in the genesis of the idea he is studying.8

The second guidepost is "the attracting and stimulating of the
student while taking a middle course between the too easy popularization
and the undue stress on sources of facts."9 The third and last guidepost
probably is deeply rooted in this author's philosophy. He speaks for all
biologists in saying, "Biologists unanimously agree that the one unifying
principle which underlies the whole field is that of evolution."10 This

principle becomes the theme and the pattern of organization for his text.

-~ By far the best general approach to biology as stated in preface

7Frank C. Jean et al., Man and His Physical Universe (Boston: Gimmn

and Company, 1949), p. iii.

8Wol£gang F. Pauli, The World of Life, A General Biology (Boston:
Houghton-Miffiin Co., 1949), p. vi.

bid. 101bid., p. viie
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and foreword is that of Gerard. The purpose of science is "to bring to

the intelligent layman some appreciation of the nature and status of bi-
ology, especially its analytic rather than descriptive aspects."n This
is to be done so that scientists can "help recruit men in other walks of
life to the use of the method and attitude of science in dealing with
problems of state and society." 12 |
"We have been guided by a desire to furnish adequate foundations
for continuing studies and to present the ‘most significant data of that
science,"13 is a typical statement of those whose primary aim is teaching
the facts of biology. The same authors continue to show their lack of re-
sponse to the demands of general education when they say their writing is
*influenced by personal tastes and . . . predilections." 14 The culminat-
ing blew comes to the general education enthusiast when these same authors
say, "Much has been written recently about an emphasis upon man and about
teaching biology as one of the humanities. In this book man figures as
the chief, but not the only illustrative organism."ls For their defini-
tion of humanities they have taken that of human beings collectively,
which is not the proper use when speaking in general education terms.

The last of these authors whom we shall quote also has the ap-

proach of the pure scientist when he states the purpose underlying his

n‘R W. Gerard, Unresting Cells (New York' Harper and Brothers,
1940)’ Pe xi.

lzlbid. Ibid., p. xii.

13Thomas S. Hall and Florence Moog, Life Science (New York: Harper
and Brothers, 1940), p. v.

la1psq. 151bid.
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[text is "to state simply and clearly the main facts and principles on

ich a sound and teachable course in biology can be based."16 This au-
ithor goes some further than others by placing emphasis on the scientific
method as the mode of presentation and stressing logical thinking as a

desired outcome of this method.

Science as It Contributes to Personal Needs

Following a study of the role and objectives of science in generdl

ducation as set forth by the authors of textbooks, we look to the view-
oint of the teacher who is the direct link between these.publications ede
he student. Again, as we compare statements from the teachers in the
klahoma State Colleges with the writers in the field, we find not so much
isagreement, but differences in the depth of thought given to the mattex
t hand and in the placing of emphasis. Because their study has no doubt
been extensive, the writers give greater breadth and depth to the discuss
lsion of science in the general education program than do those interviewdd.
They are also more specific concerning the goals we should attain. As
might be expected, we find some overlapping ;nd much deviation. Emphasiz-
ing many of the ideas advanced in the interviews, Krauskopf gzives a con-
cise listing of the purposes of the general sciences. These also appear
in many of the writings on the subject. For the student who questions
the importance of science to his general education, he points out:

e « o throughout his life he will be hearing about new inventions and
new theories; that as a voter and taxpayer he will help to decide such

currently important questions as whether research should be govern-
ment supported and whether some kinds of reseaxrch should be shrouded

165ames Watt Mavor, General Biology (4th ed.; New York: The Mac-
twillan Company, 1952), p. vii.
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in secrecy; that as a business man or public official he may be called
upon to allocate funds for research, to recommend for or against hiring
a scientist, or to discuss problems with a scientist; that he will find
his thinking in economics, politics, philosophy, and religion subtly
but powerfully influenced by science; and that he will hear much about
possible applications of the scientific method to economic and social
questions. Because science will influence his life in so many diverse
ways, he needs to know something of its methods, its goals, its capa-
bilities, and its limitations. In brief he should have an intelligent
appreciation of science, much as he needs an appreciation of nature or
art or statesmanship."1?

The teachers interviewed are also aware that science is important
to everyone. One made a characteristic statement when he said, "The cul-
tural development of civilization is dominated by science; therefore,
everyone should be aware of his scientific enviromment in order to better
appreciate his culture." A dean pointed out that a part of the role of
science in general education is to show the importance and the significance
of science in modern society. These are typical of the respounses which
will be correlated with thg opinions of professional writers into two broad

areas——personal development and training for citizenship.

Facts and Vocabulary
Characteristically, the writers rarely mention facts and vocabu-

lary in defining the broader role of science in general education. When:
they do, it is qualified to mean an understanding or an appreciation rather
than specific facts alone. Some go so far as to point out the fallacy of
teaching facts in the expectation that they will be transferred to every-
day life. One says:

It is not important that the average citizen should be able to name

the bones of the inner ear or locate the pineal gland, but it is highly
important that he understand the psychological forces which play upon

17Krauskopf, op. cit., p. 62.
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and shape human personality, that produce a normal, mentally healthy
hunan being capable of living a full and rich life, or which create a
mentally sick, frustrated, neurotic, and ineffective personality who
is a burden to himself and a problem to his associates.l8
Other writers who point out the necessity of facts and vocabulary
ugually are looking toward the broader goal of communication. However,
they often consider commumications inherent in their deeper aims of under-
standing, appreciation, and the ability to use scientific knowledge in
everyday living. As one states it:
We want to learn the names of as many things as possible, so we may
recognize them and call them by name as we would an old friend. But
the naming is not too necessary . . « it is the awakening that we are
after, the awareness of what is there to be had . . .19
Of the interviewees, nine included acquisition of facts or vocabu-
lary in their answer, possibly due to the activity in which they are im-
mediately engaged. All but one, however, enlarged their statements to in-
clude the use of these toward broader goals. %"To develop a set of tools
for young people . « . so they can read intelligently” was the statement
of one. Others carried the idea further to include communication and
understanding of scientific material.
Implied also in these answers was the transfer of factual learning
to real life situations where an individual would use this knowledge to
keep up with advances in the scientific worlid. Typical statements bearing

this out are those which say that "the individual should be able to talk

about and have some understanding of what is going on in the world of

1853::1 Jo McGrath et al., Toward General Education (New York: The

193. Lamar Johnson, General Education in Action (Washington, D.C.:
American Council on Education, 1952), p. 2ll.
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science,” that he should "be able to read and understand new material . . .

and things that are to come," and "be able to acquire that vocabulary

which will enable him to read scientific matter.”

Physical and Mental Development

As a part of the education for a more satisfactory personal life,
the basic fundamentals of the physiological processes should be included
in order that theymight, as one source states it, ", « o serve to con-
vince a person that there are better solutions for physical and mental
ills than the highly publicized nostrums of the quacks.”20 This is not
to suggest that the layman, through a general education course, will be
able to diagnose and treat his own ills. It is, rather, pointed toward
the development of a better understanding of the functions of the body
that the student may be able to practice.preventive hygiene and effectively
evaluate the benefits of professional treatment. He who knows his body
and its functions is less likely to be a hypochondriac.

One teacher expands this to include an understanding of man's be-
haviore He would develop "an understanding of man himself so he may re-
alize on his own why he behaves as he does « . « and to appreciate other
people and why they behave as they do." Another might have had this same
thing in mind when he proposed to teach the student to "cooperate with the
laws of nature." Possibly because the study of health and psychology is
usually found in fields other than the sciences, writers and respondents
alike made little mention of these factors in relation to the role of

science.

2%ccrath et al., op., cit., pP. 91.
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Scientific Methods

One of the objectives for the sciences that we most often hem: is
training in the scientific or analytical method, yet it is the most contx"o-
versial. Because values, judgzents, and critical thinking are all a part
of the aims of general education, it seems the sciences should be able to
shoulder their part of the load. Ideally the student would have an oppor-
tunity, through practice, to form habits of evaluating data or information
on the basis of an impartial analysis of facts. Conant states:

What is necessary is the thorough knowledge of some small group of
facts, the recognition of their relationship to each other, and of the
formulae or laws which express scientifically their sequences. It is
in. this manner that the mind becomes imbued with the scientific method
and freed from individual bias in the formation of its judgment. . . .21
On the other hand, some people would disagree about the effectiveness of
such a program. One writer, saying that habit comes only with practice,
questions "whether students themselves have an opportunity to practice
such thinking as a part of instruction," or "whether the instructors are
doing the thinking and the reasoning for them.”"22 One questions that even
a scientist, conditioned in the analytical processes of problem solving,
will be able to transfer this method to his outside world. ™"In his own
field the scientist is no doubt rigidly objective: . . . but, outside his

subject and where his emotions are involved, he is no more objective or

less liable to prejudice than the rest of us."23

21Conant, op. cit., p. 6.

22Louis M. Heil, "General Education: Natural Sciences," Current
Issues in Higher Education, 1956: Resources for Higher Education, ed. G.
Kerry Smith EWashington, D.C.: Association for Higher Education, 1956),
Pe 213,

233ir Richard William Livingstone, Education and the SLrit of the
Age (Oxford: Oxford University Press, 1952), pp. 7374,
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Another writer maintains that, in submerging the student into the
"group” as is done in general education programs, any instruction for crit-
ical thinking is next to impossible. He states that textbook writers and
teachers alike seem to presuppose that a student will have this ability: |
The assumption seems to be that, if .the student is reasonably fortu-
nate, he is from the start endowed with adequate critical powers. It
is not a question of developing his powers to think critically, but
merely of challenging him to use those powers. It is mot an uncommon
belief among educators at all levels that students either "have it"
or "don't have it."24
More of the respondents gave the development of the scientific
method as the role of science than any other single objective, many re-
peating it as an answer to what they considered the most important objec-
tive. They would develop in the student the "habit of careful, rational
thought before attempting to answer a question,” "the ability to do some
critical thinking," "the analytical approach,” and the ability to "think
logically from a set of data to a conclusion."
. Others say much the same thing concerning scientific thinking.
They use such phrases as: "to enable people to look at things in a more
scientific way,” "to use objective thought . . . in any problem they come
across," and "to test before making conclusions.”
Such replies to the stated questions would make it appear that
Oklahoma teachers believe their courses will instill the scientific ap-
proach in their students. However, in informal conversation following the

interviews, almost every educator questioned the possibility of reaching

this goal. Many felt that the best they could hope for from the general

2l"l-h;:wey M. Gelder, "Instructional Practices Which Promote Criti-
cal Thinking," Effective Practices in a Program of General Education, ed.
Lucy Kangley (Dubuque: Wm. C. Brown Co., 1954), pp. 18-19.
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courses is an understanding of the "scientific way," or the way of sci-
ence. Others agreed with the findings in publications to which reference
has been made. They say that some students are able to grasp the logical
inethod of thinking, but that probably they were able to do this before

entering the general education program.

Knowledge and Understanding of Science

A study of the responses from the interviewees yields enough con-
cerning the development of knowledge as the role of science to merit a
discussion of that area alone. However, a closer look at the answer of
each respondent, along with his replies to other parts of the question,
shows that they use the word knowledge in its broader implications to in-
clude principles and concepts leading to understanding with the acquisi-
tion of knowledge implied as a prerequisite.

One author feels that it is the responsibility of general science
courses to teacn the understanding that is necessary to "increase the com-
forts and conveniences of life." He also adds that, in our modern age
where the individual is surrounded by the products of science, "« o o if
he is to derive maximun benefit from them he must have some understanding
65 their basic principles."25

Using the development of knowledge and an understanding of science
as basic functions leading to integration with the entire gemeral educa- .
tion program, The University of Chicago would present the materials of
science while taking "cognizance of work which is going on serially or

simultaneously upon related matters in the course of history, in the course

stcGrat:h et al., op. cit., p. 92.
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‘in the interrelations of the fields of knowledge, and in the programs of

‘the humanities and social sciences."26 In this particular part of their.
vprogram it would seem that the role of science is the dissemination of
knowledge.

B. Lamar Johnson would coanect understanding of science with daily
living, saying that ignorance has made "tens of millions of men and women
victims of unscrupulous charlatans who appear to operate under the name
of science."2’ He points to the tremendous sale of patent medicine, the
gullibility of the public toward quack medical practices, and the in-
security, uncertainty, and fear that result from this lack of knowledge
concerning the workings of science.

Krauskopf would teach a knowledge of science to dispel the mis-
taken ideas of the public toward the powers and limitations of science.
In summing up his views regarding the matter, he says, "To regard science
as a manifestation of evil; to regard it as an oracle to which all ques-
tions, both objective and subjective, may be appealed for an answer; to
regard it as a near-deity or a criterion for moral law: these are the
dangerous results of too little knowledge." 28

Turning to the statements of the interviewees who would point to
knowledge and understanding as the role of science in general education,

one finds many of these same ideas, even though they may not be as clearly

26 '
Joseph J. Schwab, "The Natural Sciences," The Idea and Practice
of General Education, ed. F. Champion Ward (Chicago: The University of
Chicago Press, 1950), p. 149.

27

B. Lamar Johnson, op. cit., p. 2ll.

28Krauskopf, op. cit., p. 59.
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defined. One teacher covered a broad area when he said, "The role of the

sciences is to provide the student a view of the general principles with
respect to their fundamentals, to be used as a bagkground for other kinds
of learning."

Another would prescribe knowledge of science as a means for the
student to "force back the clouds of ignorance and « « « look at things
in a more scientific way." Applying the use of knowledge to dispel fears
resulting from scientific advances, one respondent would educate the stu-
dent to "be able to evaluate such headlines as those which tend to incite
a germ warfare scare."” Still another made the broad statement that the
role of general science is "rounding out a body of useful information for
the nontechnical studert."

Parallel to some of the ideas of Krauskopf, one teacher would use
scientific knowledge to dispel the wrong impression many people have ia
thinking "scientists are superhuman."” He believes that *the more any stu-
dent learns about science, the more he will become aware that anyone can
comprehend the things of science if he will spend time with them." An-
other would have science lead to better social adjustment. He says, "Sci-
ence is not the answer to all problems. If we just learn to live with
each other, using knowledge of science to this end . . « the courses will

have been worthwhile."

Aesthetic Appreciation

In this overwhelming age of nuclear energy and man-made satellites,
science as a means to aesthetic appreciation may be lost in the smoke of

progress. Some writers completely omit the aesthetic values in science,
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leaving a widening gap between science and the humanities. Killian, look-
ing at it from scientist's point of view, states that "poets, historians
and men of affairs are proud that they do not learn anything about science.
. ."29 He feels also that for far too long the liberal arts have been
given complete credit for carrying "the true gospel of man."
On the other hand, there are those who believe that only through
a deep understanding of science can the freedom from fear and superstition
that comes with truth be reached. One writer cites a quotation from Emer-
son, who believed that the objectives of science should be "an extension
of man, on all sides, into nature, till his hands should touch the stars,
his eyes see through the earth, his ears understand the language of beast
and bird, and the sense of the wind; and, through his sympathy, heaven
and earth should talk to him.,"30
The respondents, too, gave little emphasis to the possibility of
developing an aesthetic appreciation as an objective in the role of sci-
ence. Only two made replies that could be construed as tending toward
the development of this area. One included this in a list of things that
would require scientific knowledge for an individual to be an intelligent
consumer. He felt that science was important because "we are going to be
consumers, aesthetically, socially, and every other way." The other only
implied aesthetic values in science when he said, "The role of the generai
sciences for the student is to see that everything has a purpose and a

regular system behind it—-a proof of God."

29J:mes Re Killian, "Science Understanding,"” Science News letter,
LXIX (January, 1956), 18.

30McGrath et 810, OPe cite, Pe 93.
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Unclassified Answers

A few of the answers were so vague or general as to defy classifi-
cation; others pointed to specific areas not included by writers or other
intervie‘wees. One would educate "practical scientists™ to operate the
many gadgets of modern life; another felt science was just "one of the
facets of education."” FPossibly implying many things without making a con-
crete statement, one thought the role of science was to "study things that
affect daily life." Although some included more than one factor in their
statement on the role of science, ten gave no answer, one of these saying
he had not thought about it,

Although this lack of answers from so many respondents would point
a finger of accusation at their purpose in teaching the sciences, this did
not prove true. Their replies to other questions and informal conversa-
tion indicate an understanding of the broader outline of the role of sci-
ence, althougﬁ they seemed reluctant to express it as such. It requires
some time to sift ideas concerning role, definition, objectives, and phi-
losophy. Some had not yet, in their thinking, made a distinction between

these.

The Development of Citizenship as a Role of Science

In looking over the material collected for this section we find a
great discrepancy between those interviewed and the writers on general edu-
cation. The authors, in general, give the 1earn5.ng of subject matter more
emphasis. Many concur in the belief that the general education program
of colleges may provide the only background of science for "that body of

educated men whose judgment must largely temper the public attitude toward
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science.”3l None would question the growing need for a citizenry better

informed on the implications of science in our complex technological soci-
ety. Conant expresses this same thought, "We need a widespread under-
standing of science in this country, for only thus can science be assimi-
lated unto our secular cultural pattern."32

As was pointed out earlier in the chapter, many of the decisions
that will affect the future of science in America must come from the lay-
man. The voter who has a part in govermmental policies, the businessmen
who may or may not sponsor scientific research, the men of the armed forces
whose decision may affect the lives of thousands, must all at one time or

another look to scientific knowledge as a basis for decision.

Communications
Using the term éitizenshig in its broadest sense—to include man's
relationship to govermment and the social order of which he is a part,
whether it be local, national, or international, we find communication men-
tioned again and again as one of the big objectives leading to better qual-
ified citizens in our technological society. To refer again to Krauskopf:
If science is to be used to best advantage for the welfare of our
country and of mankind, it is essential that general science courses
teach future army officers, business men, politicians, journalists,
and housewives enough about the subject so that they can talk intel-
ligently with scientists and have some idea of their capabilities.33

Another author would stress scientific communication in order to

give the student "some ability to distinguish between truth and supersti-

31
Julius A. Strattonm, "Science and the Educated Man," The Wylie
Bulletin, XXIX (Spring, 1956), p. 7.

32Conant, op. cit., p. 3. 33Krauskopf, op. cit., p. 65.
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tion; some basis for judgment with respect to radiation effects, and other
scientific problems an average citizen must consider."34

Carrying commnications further to mean understanding that which
we hear and read, another writer feels that science is important in order
that we may get a “clear picture of our political, social, and economic
enviromment."” He adds that "unless we as citizens understand the possi-
bilities as well as the iimitations in science we shall find ourselves in
constant danger of misinterpreting our total environment."33

One source emphasized the ability to read science articles so
strongly as to devote an entire section to the matter, pointing out that
for many students their only exposure to science is through general edu-
cation courses. These writers would prepare the student to keep informed
on scientific developments by reading news articles and popular writing
throughout his life. The individual who acquires enough knowledge and
interest to countinue his reading is Mable to function more intelligently
as a citizen in the ever-expanding sphere of interaction of science and
other disciplines."36

Some writers are found who in various ways deplore the inability

of the public to understand the workings of the scientist. One of these

34Hope Hibbard, "Natural Sciences," Current Issues in Higher Edu-
cation, 1956: Resources for Higher Education, ed. G. Kerry Smith (Washing-
ton, D.C.: Association for Higher Education, 1956), p. 223.

35
Sidney French and Mexrill P. Rassweiler, "The Physical Sciences,"
General Education in Transition—A Look Ahead, ed. H, T. Morse (Minneap-
olis: The University of Minnesota Press, 1951), pe 174,

36Pau1 L. Dressel and Lewis B. Mayhew, Directors, General Educa-
tion: Explorations in Evaluations (Washington, D.C.: American Council on
Education, 1954), pp. 104-105.
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Tecognizes that "the mixture of awe, suspicion, and even fear with which
the layman looks on our work is equally a clear indication of our failurg
to interpret science to him effectively."37

Looking now to the interviewees for an indication of the importance
of communication in the role of science, we find this area was considered
by most to benefit personal needs rather than to develop citizenship.

These statements were included earlier in the chapter in the section on
facts and vocabulary.

Several replies, however, might imply concern with communications
as a means toward civic responsibility. One said the role of the general
sciences is "to prepare lay people to talk with those in science." Others
used such phrases as, '"to acquaint people with the atomic era,” "to train
the student to be able to read and understand things that are to come,” and
"to enable them to read and understand what is going on in the world of
science."” Another enthusiastically says, "Science has a wonderful role to

play because there is so much written today that people will be reading."

Management of Scientific Problems
Recognizing that the responsibility for promotion or control of
scientific discoveries will fall more and more on the shoulders of Mr.
Average American Citizen, one can see thaf. general education is faced with
the problem of providing the background for intelligent decisions by the
layman. This is pointed out by Fuller, who states:

The healthy development of our body politic depends upon the preseat

37Edward G. Fuller, "Education for Citizenship in a Technical
Civilization,” General Education in Science, eds. I. Bermard Cohen and
Fletcher G. Watson (Cambridge: Harvard University Press, 1952), p. 154.
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thought and action of some hundred million of our fellow adults and
the future wisdom of thirty million youngsters now at various stages
in their schooling, not to mention the twenty million of preschool
age. The less than one per cent of us who are scientists have a heavyy
responsibility to see to it that the millions know enough about us
and our work to maximize its benefits and minimize its misuse.38

Generally accepted by writers is the fact that only through a bet-
ter understanding of science can come intelligent handling of the civic
problems rising out of the scientific discoveries. One writer says, "It
is the task of the social sciences to train the student to meet these so-
cial and political problems, but it is the business of the physical sci-
ences to provide the background. . o o"3%

Others would educate the layman in matters of science in order tﬁlat
scientists of the future shall not be required to "fight through thicket4
of erroneous observations, misleading generalizations, inadequate formu-
lations, and unconscious prejudice . . « as did so many in the past."40
Adding to this, another would "prepare the citizen . . « to be ready for
change, to adapt himself to a new, and let us hope, a better world."4l
One writer has suggested that students should prepare for citizen-
Iship by becoming informed "on where and how research goes on in wniver-
sity, industrial, and govefnmental centers; the role of foundations in
supporting research; the Unesco programs; our government's Point Four -

program; and so on."42

381bid., p. 155. 39McGrath et al., ops Cite, p. 92.

40conant, op. cit., p. 15.

4lRene J. Dubos, "Science and the Layman," General Education in
Science, eds. I. Bernard Cohen and Fletcher G. Watson (Cambridge: Harvard
PUniversity Press, 1952), p. 15.

42Robert H. Carleton, "Science Teaching and Educational Aims
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The interviewees, as we found in other instances, are aware of the
need for educating the citizen for intelligent choices on matters concern=-
ing science, but again they speak in general terms. Even these are often
buried in broader statements. Some of the phrases are, "to bring students
to see the meaning and usefulness of science . « « to their country,” "to
prepare the student for participation in different aspects of community
living that entails knowledge of scientific principles,” and "to aid him
in his role of good citizenship."

Possibly because the responsibility of citizens in shaping public
policies on the control of scientific development is so recent, none of
those interviewed specifically mentioned this as the role of the sciences
in general education. Another reason for this omission could be the fact
that such momentous decisions are so far removed from general education
courses that any attempt toward this end in the general sciences would
seem formidable. However, in the mind of this writer, the development of
informed, responsible citizens who at a future date will vote on many of
the crucial issues must not be omitted from the role of science. Add to
this the'probability that many of the political leaders of the future will
receive their total formal learning of science through general education

courses, and it becomes a matter of critical importance.

Science Compared with other General Education Courses

Administrators and teachers alike were almost unanimous in the be-
lief that more science should be taught in the present age than has been
taught in the past because of the technological advances which make it

more important in everyday life. All believed it had a definite place in

~
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the general education program for the non-science student.

It was interesting to note, however, that the teachers of the gen-
eral sciences interviewed were almost evenly divided on the question of
the importance of the sciences campared to other subjects. In every case,
the answer was qualified to point out the importance of science along with
the other courses, usually the social sciences or the humanities being
mentioned. One felt that "science without the arts and humanities is
worthless."

Seemingly, those who answered "yes" and those who answered *"no"
on whether science is more important than other subjects, would be at op-
posite poles. Such is not the case, however, as further study of their
qualifications will show. One who thought science the most important
would give it prominence because science is a "study of things that affect
daily life.” Another gave it first place because "so much of our philos-
ophy in this age is interpreted in terms of scientific technology." Others
-said, "We are in dire need of scientists,"” and "science is more important
than humanities." Further discussion brought out other qualifications in
statements, such as, "Actually all areas are important," "cultural values
are important too," and "science is not the whole answer."

The general feeling of those who thought science is not the most
important was that no one area could top the list in educating the student.
Science, to them, was only a part of "rounding out a body of useful infor-
mation.” Many added thaf more should be taught than has been in the past'
because of our expanding technology. One expressed a strong belief that
it should not be given a disproportionate place because of these advances.

Another felt that it is dangerous to place too much émphasis on science
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because "we have already created things that we have not learned to live
with."

As one might expect, none would suggest omitting science from the
general education program. An analysis of their statements shows that
they believe each field has its place; none could stand alone. By way of
emphasis one notes that in other sections it is brought out that almost
none of those questioned felt that the amount of science now required is

adequatee.

The Most Significant Objective of the General Sciences

Hoping to get a concise, clear-cut answer on the single most sig-
nificant objective of science in the general education program in the opin-
ion of each teacher interviewed, the writer included a question to elicit
-this information. Because these answers grew out of the discussion con-
cerning the role and objectives of the sciences, this is actually a sum-

mation of those views.

Scientific Method

Holding the number-one position in the minds of more teachers than
any other objective, is that of attempting to train the student to think
scientifically. As was pointed out earlier in this chapter, many agreed
as to the difficulty of such training. Nevertheless, some of these same
teachers continued to hold scientific thinking as the most significant aim
in their teaching. The phrases they used are the same as those givén
previously, Typical of these are "critical thinking," "scientific method,”

and "scientific approach.” .
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Knowledge, Understanding, and Appreciation

Again we find that the respondents tend to think first of knowledge
(or facts of science, then often broaden this objective by adding how this
knowledge will be used. Some, however, let the statement stand alone, as
the teacher who said the objective he considered most significant was the
acquisition "of knowledge of genetics and science." Another said much the
same, merely adding a designation of the person whom he would teach. He
would "acquaint the average layman in the field of science." Again using
knowledge as a goal, one commentor felt the most important objective is
to give the student "a little knowledge about all phases of science."

Giving the student an understanding of his enviromment was the
objective of several, though they phrased it in various ways. Covering
a wide field, one would "familiarize the layman with the living things and
let him understand general theories and laws comnected with life." An-
other would educate the student to "live more effectively in his environ-
ment." Six others specified the same general objective, that of teaching

the student an understanding of the physical world about him.

Other Objectives
Three of those interviewed felt that the most important single
objective of the general sciences is to teach a scientific vocabulary that
would enable the student to communicate o;x matters concerning science.
This is one step toward equipping the individual for future learning in
scientific areas.
Three persons gave single objectives not mentioned by anyone else.

The first supposedly would teach for "terminal type experience," the second
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seeks to present "the basis of evolution," and the third would include
science in the general education program to provide a "well integrated

curriculum.”

Summary

All of the material covered in this chapter, both from the profes-
sional writers and from Oklahoma teachers, indicates that the general sci-
ences wear many aspects in the minds of those most concerned. No two seem
to be in complete agreement on the role or objectives of the sciences, no
single objective stands clear and free as the most significant. The simple
learning of facts and vocabulary was held to be the most important aim of
ten interviewees. One encouraging insight, however, is the fact that each
seems aware of the growing need for citizens that are better informed in
matters of science, a science that can bring forth benefits to mankind of
which he has never dared dream, or a science that can bring destruction
to the whole human race.

Almost as many gave as the principal goal that intangible, the
development of scientific thinking. If there is an underlying unity to
be found in these many and varied answers, it involves the desired change
within the student from these courses. Looking at outcomes in terms of
the student, one finds a coasciousness concerning the worthiness of turn-
ing out an individual who understands and is better prépared to control
his personal life and face his civic responsibility as a citizen in our
technological, democratic society. This, then, might be considered the

role of the general sciences in the general education program.



CHAFTER VII

PROBLEMS ENCOUNTERED IN CARRYING ON, ADMINISTERING,

AND SUPERVISING THE PROGRAM

Introduction

The study moves from an analysis of the role and objectives of
science in general education to the consideration of the problems that ac-
company the program. The next logical step is to survey the workability
of such courses as they now exist, and to look for problems that may be
hindering the meeting of objectives. After a discussion of the problems,
‘there follows in natural sequence an explanation of attempts to alleviate
the situation and to determine the success wit§ which these attempts are
being met. Questions were formulated to bring these things to the surface
for analysis and evaluation. This chapter will point out the major prob-
lems facing teachers and administrators of general education. These as-
pects, then, will be developed further in later chapters, a2 separate chap-
ter being devoted to each major area. Continuing the same pattern used
in previous chapters, the opinions of professional writers in the field
will be used for comparison and clarification.

Several questions were used to lead the people being interviewed
into a spontaneous discussion that would begin with the problems, continue

with their approach to a solution, and end with an appraisal. Question

139
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ight is, "What, in your opinion, is the greatest problem in carrying onle
a progrsm of general education in science?™ The next four questions, ni
through twelve are complementary to this. They are: "Have steps been
taken to resolve or alleviate this problem?™ "“What, specifically, are
those steps? "Has the problem heen solved successfully?™ "If not, do
you feel that it is something which lends itself to a solution?" Ques-
tion thirteen asks, "If other than the problem abecve, what is the most
crucial issue of general education in science?"

These questions were asked of all the persons interviewed in order
that a broader view might be obtained. As would be expected, the answefs
varied with the position of each individual. There was, however, enough
concurrence between the writers and those interviewed concerning the prob-
lems encountered, to group them into a few areas. The discussion of the
grouped problems was then expanded. The most troublesome areas, seemingly,

related to the attitudes of teachers and students toward the sciences in

general education, the confusion brought about by the vast array of sub-
|

1

pect matter with so little time in which to present it, the methods of
i:resenting this material, the difficulty in acquiring and keeping quali- i
fied teachers, the unpreparedness of the student for science courses, and;

the lack of specific objectives.

Problems and Crucial Issues of General Education in Science

i
‘ Attitudes

In this modern age when life is geared to jet speed in search for

fthe shortest route to the pot of gold at the end of the rainbow, many stI
gent:s are resentful of any course outside their major field th
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down the acquisition of the coveted sheepskin. Their feelings may vary

”rom one of resignation to ocutright rebellion at the required general sci

portance of some knowledge of science to the layman.
Pointing out several reasons why students fail to see the impor-
tance of science, one writer states, "This instruction may fail to make
commection with things important to them, . . . Immediate application
to their needs and problems is sometimes not explained, and very often
the vocabulary employed and examples chosen in the instruction are
unfamiliar.l
Other writers have sensed a student resentment of the sciences.
Rogers, including all science instruction in his criticism, has written:
Yet a few years of science classes « . « Wwill deaden the enthusi-
asm of almost any student. A few emexge still determined to be sci-
entists--but even they have a strange picture of science as a sort of
stamp collection of facts, or else a game "of getting the right an-
swer,"” For the majority, well-meant teaching has built a wall around
science, a stupidly antagonistic wall of ignorance and prejudice.2

B. Lamar Johnson quotes one junior college administrator who poin

1

out one of the basic flaws in many general science courses; namely, that

nce courses. Clearly, this indicates a lack of understanding of the im<

ts

of failing to relate it to life's problems. He says:

During my first year in college I took a course in Zoology, not
because I wanted to but because the college required a course in sci
ence. This course to me appeared to be the lesser of evils. ¢« o«
closest that this course came to applying science to my life as a la
man came at the moment that the instructor explained that the digest

|
I
l‘ »
L liouis M. Heil, "General Education: tural Sciences,” Current 14-

ues in Highexr Education, 1956: Resources for Higher Education, ed. G.
gerry Smith (Washington, D.C.: Association for Higher Education, 1956),
. 220,
I

2Eric M. Rogers, "Science Courses in General Education," Science
n General Education, ed. Earl J. McGrath (Dubuque: “m. C. Brown To.,
1
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system of the frog is quite similar to that of a human being. . « R

Another Qriter describes the method of teaching science by saying
it requires students to memorize formulas and definitions and "generally
overload his mind with dogmatic assertions.” He adds, "It is no wonder
that so thany of our students, their minds offended by rote learning, comﬂ
to us with an open hostility for, and even a hatred of sciences."%
Oklahoma educators, too, were aware that required science courses
in general education are seldom looked on with enthusiasm bf the student.
There is a noticeable difference, however, in their opinions obncerning
the reasons for this feeling. The writers blame the method of presenta-

‘tion, whereas the interviewees agreed that it was the result of our em-

hurriedly,"” implying impatience with a course not in their major field.

koo early and show little interest in any general education courses.”

§
§t111 another stated merely that his students "lacked the desire to pursue

fscience."

More of those interviewed p.laced the cause for student apathy to-!
v%vard the general sciences more on the demand for specialists than on any |
(i:ther single factor. A teacher said that "the demand from industry and
:the business w;orld that the graduates come out as specialists™ was the

|
greatest problem he faced in carrying out his part of the general educati
| .

phasis on specialization. One said that "students try to get a degree tdo

Another, saying much the same thing, felt that "students want to specialiize

’ 33. Lamar Johnson, General Education in Action (Washington, D.C.:
ican Council on Education, 1952), pp. 203-4.

41. Bernard Cohen, "The History of Science and the Teaching of
Science," General Education in Science, eds. L. Bernard Cohen and Fletche

¢. Watson (Cambridge: Harvard University Press, 1952), p. 73,
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program. A chairman, taking another view nearer that of the student who

opposes the general science courses, said that the greatest problem for
the college is “to arrange the general education program in such a way as
not to interfere with students trying to prepare for a profession.,” Fr
his answer we surmise that he was aware of the resentment of the student
and would like to attempt a solution. Further discussion showed he was
concerned lest the student be required to take so many hours of general
education courses that he would not be able to obtain the necessary re-

quirements in particular fields to qualify him for positions under civil

service or to meet the standards set up by the American Chemical SocietyT
| |

! This section on teacher attitudes has been included because three

,edministrators and one teacher expressed concern that teachers in the gen-
|
leral sciences, who had been in many cases recruited from specialized

fields, were not able to accept the philosophy of the general education

program. The writers, on the other hand, had little to say on the matt

of teacher attitude, stressing, rather, the difficulty in training and ac-

quiring teachers. This phase will be discussed at greater length in

bhapter VIII,

i
At least two references can be used to point out this problem of

!
(
I

1att:itude, however. The first of these writers is chairman of a natural |

:science department. He says of research scientists:
|
! e « o many of them take the attitude that general courses in science
are not in their province. Such courses are consequently delegated tio
philosophers of science, science educators, historians of science,
science Ph.D.'s who did not quite make the grade in research, able
young men who will move out of the general course as soon as they can,
reputable scientists in their dotage, and a few queer souls who are
unaccountably so occupied for possible psychiatric reasons or through
misguided idealism,5

t
1
i
|
i
i
!
|
i

[
L__iensmL_GinsbmzkﬁA:ﬂcnlaMﬁ_GﬂmLﬁdncanm_Cm




144

Granted that this statement may be extreme, if such an attitude
revails among specialists at all, is it any wonder teachers resent givir
ltime to the general science courses?
Other writers feel that the reason the philosophy of the general
jeducation program has not infiltrated into the thinking of the specialist
is that he has not, like the administ:rétor, had the opportunity to attend
meetings or to read the literature in order to become f&niliar with the

issues. One reference states, "The average faculty member is trained as

journals and books consume any money he may reasonably be expected to as-

lsign to his professional advancement."® From this statement it appears

rhich deny him participation in the planning phases of the movement.
A comparatively stronger emphasis came from the Oklahoma science

teachers on the fact that specialists are either not able or not willing

to adapt their teaching to the general education leve.. A dean said, "Ore

!

2 specialist and his affiliation with his own professional society, « « «

that he does not place the blame on the teacher, but on the circumstances

g

!

of the greatest problems facing us now is finding a trained staff willing

to recognize the concept of the general education program.” A chairman
|

:expressed the same feeling when he said the greatest problem is "convert-i

lng the specialists tc accept the philosophy of general education.” An-

other administrator spoke of “the difficulty in obtaining a qualified

| .
faeulty for the general science courses."” A teacher who used this approeL:b

|

{

P

sity Bulletin, IX (February, 1957), 4.
6

with Advanced Science Courses: University of Chicago,” College and Univer

Paul L. Dressel and Lewis B. Mayhew, Directors, General Educatign

Explorations in Evaluations (Washington, D.C.: American Council on Educa-r
tion, 19545, p. 255.
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termed it a problem in "getting well-rounded persomnel,” implying someo?
other than a specialist.

A possil?le reason that this aspect loomed so large in the minds
of Oklahoma educators is the fact that in the colleges surveyed each spe-
cialist in the science department was required to carry his share of the
load of the general education science courses. While most of these people
}paid lip service to the general education program, many of them found it
difficult, if not impossible, to change their entire teaching approach and
philosophy when the bell rang, taking them from a technical course to onﬁ
of general science.

The administrators were aware of this difficulty as, indeed, were

fthe teachers themselves. One chairman pointed out the great effort his
|}school made to "indoctrinate™ new faculty members with the aims of the gen-
eral education program. He says, "We preach it regularly,” and further
fdded that it was no longer a problem in his school; however, the fact
tthat administrators continued to "preach™ on the subject indicates that
i

Fhe idea of general education had not yet been entirely accepted.

| |
Y

Course Content
The curriculum of the general education program and the content aof

i:he science courses are important enough to merit a complete chapter. How-

$

ever, the question of selecting the course content from the vast array of

i owledge available to the modern teacher with so little time in which to

{:rese.nt it has been stated as the greatest problem by'seven teachers. Forr

{:his reason, this phase of the matter ﬁill be discussed here, but only to

the extent that it was mentioned by those interviewed.
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Almost every writer who attempts to analyze the program of general

education gives a great deal of attention to the matter of course content,
lespecially those who write concerning the sciences in general education.
However, two references will serve as a comparison with the statements
from the interviewees. Heil, in writing on the status of science instruc-
tion in general education, deals with the appropriateness of certain con-
cepts and ideas pertaining to modern science, both physical and biologi-
icale On this he says:

The present scope of both these fields is so great and so full of
significance as an aspect of general education that instructors of
science for general education must find themselves more and more per=
plexed regarding the basis for making a selection of concepts and
generalizations from these areas of knowledge.’

Looking toward a solution to this, Heil also recognizes that all
#tudents should acquire some principles’ and concepts as a background for
understanding scientific matters, but the content of the course should be

based on the individual school situation. He states that "students with

different backgrounds and in schools where different experiences are pos-

sible will profit best from the selection of topics and principles most
!

fclosely related to their experiences."® Thus the problem continues to

i'est upon the shoulders of the administrators and teachers in the individ

ual colleges.
i

That it is met with concern by Oklahoma teachers is evident from

plies of seven teachers who classified content as the greatest problem.

|

"Heil, op. cit., p. 222.

e g
(1]

8l.oui.s M, Heil,"The National Sciences in General Education,” The
Fifty-first Yearbook of the National Society for the Study of Education,
Part I: General Education, ed. Nelson B. Henry (Chicago: The University df

Chicago Press, 1952), p. 63.
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A statement typifying the problem of selecting subject matter was, "In
science we have about the same reaction to the presentation of materisl
las Fibber McGee has when he opens the closet door and the whole thing falls
jout " /Expressing the same t:hiné, one replied informally that “it seems
‘al.most impossible to get across enough ideas of general education in the|
general physical science to do much more than just muddle a fellow up."
He questioned the ability of many students to comprehend the material in
ithe limited hours allotted to the course.

‘Others, too, complained of too little time to present so much ma-
teriale One said, simply, "There is too much to learn and not enougi
time." Another felt that not enough hours in the general education pro-
gram were given to the general sciences. Two more stressed the limits of
time and were concerned with " just what should be included® and "selectidn
pf material.” Llooking at it in terms of the‘ student, a teacher showed his
perplexity in the evaluafion of the contents of his course. He said, "I

wonder if we really have selected the things in a curriculum that are

actually the ones we need; if we are able, out of all the masses of ac-
i t

%:unulated knowledge, to select those particular units that will best serv!ve
ti:he needs of our students.” I
l Although these expressions of uncertainty might point to the in-
%dequacies of the teachers questfioned, it is entirely possible that tho
‘!bho show awareness of the present shortcomings of our teaching program

’:he very ones who will become leaders in any improvement in the future.
.!?t least there was an absence of complacency as to the effectiveness of

l.he general science courses in meeting student needs. If there are weak-
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point out these problems that a better curriculum can be effected.

Objectives as a Problem

This section might bear the title "lack of objectives" since this

seemed to be uppermost in the minds of the few teachers who mentioned it
as a problem. This is an area given much more prominence by the writers
It:hal't by those interviewed, possibly because the teachers are so close to

the actual attempts to reach these objectives that their immediate prob-

lems would necessarily be given first place in their minds. As the ear-

lier chapter on the role and objectives of science pointed out, the goals

were many and varied, depending on the position of the individual. Some
!

‘ writers, however, question any awareness on the part of the teacher in

!

relation to objectives.
After setting forth the place of science in general education, ac-

cording to the Report of the President®s Commission on Higher Education,

as "to undexrstand the common phenomena of one's physical environment, to

apply habits of scientific thought to both personal and civic problems,
'and to appreciate the implications of scientific discoveries for human
welfare,” one writer says:

Much as one would be inclined to subscribe to these most worthy
objectives, one is immediately confronted with doubt about both their
real meaning and the means of accomplishing them through the sort of
educative process which springs from any past teaching of science.
In fact, the Macademic™ question is immediately raised as to whether
any of these objectives can be attained through any type of course
in science.

1

Another source takes a more optimistic view of the probability oa

95idney French and Merrill P. Rassweiler, "The Physical Sciences,
General Education in Transition—A Look Ahead, ed. H. T. Morse (Minneapo-
lis: The University of Minnesota Press, 1951), pp. 258=69. —_
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eaching the goals of the general sciences and recognizes the importance

f teaching that is aimed toward specific goals. Quoting, A clear undex-
tanding of these goals and their importance is imperative if we are to
ashion a worth-while science curriculum in the general education pro-
ram.,"10

Another writer points out the fallacy in assuming that stated ob+
jectives will be used as a guide in teaching. He feels if they are not

being followed "there is little point in stating them."ll He adds, it ap

pears from the words of administrators and the results of questionnaires
that "getting faculty co-operation and support is one of their major cond
cerns in establishing and maintaining programs of general education."12
From the criticism by the writers, attention is turned to the
respondents for substantiation or denial of these charges. Each of the
six colleges surveyed had on record the stated objectives of each field
pf study. These objectives were required as a part of the certification
program and were drawn up through the joint efforts of administrators and
teachers as a result of study groups. However, as presented in Chapter
VI, devoted to the role and objectives of science, it is apparent most
teachers rely on their own judgment concerning the expected outcome of

the courses.

10gar1 J. McGrath et al., Toward General Education (New York: Thel
Macmillan Company, 1948), p. 90.

11Harold B. Kunkel, "Problems of Instruction,"” The Fifty-first
Yearbook of the National Society for the Study of Education, Part I:

General Education, ed. Nelson B. Henry (Chicago: The University of Chicago
Press, 19525, pp. 196-7.

121pid.
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In answer to this particular question regarding the greatest pro

1

lem in carrying out a program of general education in science, only one
interviewee, a teacher, stated that "identifying the goals" was a prob-
lem. However, many others were aware of the problem as was pointed out
in the previous chapter. Some of these voiced the opinion that, in spite
of their attempts to reach stated goals, they had serious doubts that

these were being reached.

Student Abilities
It was surprising to note that as many as ten of those interviewed
gave as all or part of the greatest problem in the general science pro-
gram the lack of background in science of the students or their inability
to comprehend the course content. However, realizing that the general
Iscience courses are a part of the general education program required of
lalmost every student in these colleges, it is only to be expected that
there will be wide divergence in student capability.

The writers also recognize this problem of divergent abilities.
bne says: "Certainly thexe is nothing reassuring about the heterogeneous
lcrowd of freshmen which appears on the typical American college campus
the opening day of school."13 A more optimistic view is taken by another
writer interested in teaching the general sciences. He states, "Whatevern
the student's background, to some degree he or she is curious about the

forld in which we live."14

13}1cGrath et al., op. cit., p. 54.

M'James B. Conant, Education in a Divided World (Cambridge: Har-
vard University Press, 1948), p. 126.
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It is probable that the whole matter in the minds of the writers

reverts to the question, discussed in Chapter IV on objectives as to
lwhether education will be for the benefit of all or tie gifted few. One

writer, feeling it a mistake to attempt an equal education for the masses,

states:

In this country we tend to perpetuate in the university the attil
tudes and character of the secondary school. In a large measure I
believe this is the consequence of our national inclination to average
down the standards of higher education in order to accommodate all
those who aspire to a college degree . . . we weaken or destroy intel-
lectual initiative; we forget that the development of intellectual
self reliance is more vital than the accumulation of factual knowl-
edge; we fail to keep pace with the maturing mind of the student.l5

Some of the teachers interviewed felt that the greatest problem
in teaching the general sciences was getting the ideas across to st:udentl
who were unable to read with comprehension. One went so far as to say

that some of his students "can't read with the understanding of a sixth

igrader.” Another said that "students do not read widely enough, being

content with the text alone." Probably referring to a weakness in ability

ﬁto read, along with other things, one teacher stated that "some of the

students are just not of college caliber."

Lack of background in science was another problem recognized by

ithe teachers. One said the students' "technical background is inadequate
éEor college science classes." Another felt the same way. He said, nIf
‘f;hey had had a background of science in high school they would be more

!rlnclined to pursue it here." Stating that "getting students to realize

L:he importance of education in science™ was his greatest problem, one

, -
| 1

: 5Jul:‘ms A. Stratton, "Science and the Educated Man," The Wiley
Bu Bulletin, XXIX (Spring, 1956), S.
————
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teacher took a dim view of reaching objectives until attitudes and habit*
lare changed.
Five teachers attributed their problems to the number of students
enrolled in their classes. Not only did this give them a load too heavy

to allow for ample preparation, but it interfered with efficient instruce

ition. These problems, however, will be discussed at greater length in the
!
Echapter on teachers.

Methods of Presentation
Because part of a later chapter is devoted to the methods and ma<
|
;terials of the general science courses, this matter will only receive the

l'iattention here that is required to develop the problems mentioned by the

teachers concerning the relation of the sciences to the general education

rogram. Here, again, the specialist is discovered attempting to adapt

o

his established methods to the general courses. He finds that, while the

expected outcomes for the specialized courses are relatively fixed, the

;objectives for the general sciences are more intangible and more difficult

to evaluate. Also, more integration is needed if science is to contribute
. |

i

to broader goals of the general education program. i
A study of the writings on this subject yields several suggestions

ias to the methods best adapted to teaching the sciences in general educa-
i

‘tion. The "Block and Gap" method seems to be a stock phrase. Many would
!

l{t:eac:h from the point of view of the history of science. Others advocate

laboratory or lecture methods. These and any others that are prevalent
|

:will be considered in a later chapter. The purpose here is to establish

'rhe thought that methods of presentation are merely devices designed to
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reach the goals of general education. Wynne says:

- o o the ends of general education place the emphasis on qualities
of experience rather than on subject matter. Therefore, if college
teachers are to realize the ends of general education that are de-
sirable, they must select their procedures not primarily with a view
to promoting the learning of subject matter, but with a view to
fostering certain qualities of experience rather than others.16

|

|

may vary from teacher to teacher or institution to institution, states: |
| :

i

Although great diversity remains in the teaching methods . « » of
general science courses, nevertheless the significant questions on
which disagreement persists are mostly of secondary importance. « « «
It is perhaps a sign of maturity in the development of general scien
courses that most arguments now are about this kind of question; but
it is likewise a sign of continuing vigor that discussions of these
questions are still frequent and heated.l7

The administrators in the six Oklahoma colleges were most con-
cerned with training the teachers to think in terms of general education
objectives rather than mere subject matter. A dean pointed this out in

i

his statement, "Our greatest problem is getting a trained staff willing

to recognize that the general education program concepts differ from the

{ .
!straight academic concept of subject matter.” In further discussion he

stressed the need for "cutting across departmental lines” to meet the |

:was *to lead the teachers to dewvelop an acceptable philosophy and set of!
| |

bbjectives.
KL The teachers, too, recognized the problem. One said, "We must
ealize it is our duty to teach courses with the idea in mind that we ared

16j0hn P. Wynne, General Education in Theory and Practice (New
ork: Bookman Associates, 1952), pe 105.

|
|
Y
] 17
¢

Konrad B. Krauskopf, "Science in General Education at the Mid-
entury,” The Journal of Higher Education, XXII (February, 1951), 60.

Another writer, recognizing the fact that methods are devices th*t

od =3

common goals. A chairman from a different school said his biggest problén
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i

llevel with general education if they are to contribute to the over-all

broadening their education and giving them some background in our particp-
lar field." Another referred to the promotion of analytical thinking as
one of the broad goals of general educafion when he said, "Anybody can

spoon feed another person, but to make him think is something different.
Four more teachers included meeting the general education goals as a part
of their answer to the querv for their greatest problem.. One said, "The

courses must be integrated to some extent to contribute to the common

ends." Three expressed the thought that the sciences must be kept on a

goals of the program.
It is encouraging to find that so many are aware of a need for the
integration of the sciences with the goals of the general education pro-

gram. In almost every school there was one person who believed so

'strongly in the philosophy of general education that he almost served as

%a champion spreading his beliefs to those around him.
i
1

Teachers of Science in General Education

Many of the problems relating to teacher attitudes toward the

‘.general education program have appeared in previous sections. Enough }
special problems relating to teachers were mentioned, however, to warranfi:
ia separate discussion. The matter of getting and keeping trained person-
5!nel willing to accept the philosophy of the general education program was

uppermost in the minds of many of the Oklahoma educators as well as the

writers. B. Lamar Johnson deals with this specifically:

: The problem of training teachers in any field is difficult. The
i problem is particularly difficult in the field of general education.
| « o « Those who effectively contribute to the goals of general educa<+
_tion must possess wide-ranging vision, a sense of interrelationships!
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among materials commonly divided and widely separated in standard
academic patterns.l8

Later in the same chapter he expresses the fear that it will be
many years before enough capable people are recruited and trained to meef

the growing demand for general education teachers. Another writer adds

a comment to this that was repeatedly brought out by the Oklahoma educa-

| 1

itors. He says, "One of the most fundamental hindrances to the develop-

|

%ment of « « « general education is the lack of instructors who believe in

i

;the program and who are trained to teach it 19 ;

? |

Another problem besetting the teachers of science in general edu}
1

Ecation is a lack of time to devote to studying the objectives of the pro;
%gram. As one writer puts it:

Many science teachers may at once object that they are already
g badly pressed for time. There is so much ground to cover, and so much
: is added day by day, that the teacher is engaged in a continuous
| struggle to encompass the subject matter.20

| Closely related to the shortage of time for teachers of general i

%education is the problem of handling the increasing enrollment and crowded

‘class rooms, An article states:

In the face of the postwar rush, some staff members figuratively
threw up their hands in despair and tried to get through the difficult
period by cutting corners in the sense of reducing a course to text-
books, lectures, and final examinat;ons.21 ;

i
18Johnson, op. cit., p. 38l.

19Eleanor F. Dolan, "General Education: Definition and Aims,"

Current Problems in Higher Education, 1947, ed. Ralph W. McDonald (Wash-
anton, D.C.: Department of Higher Education, 1947), p. 87.

|
1
Harvard University Press, 1945), p. 155.
|

2oJames B. Conant, General Education in a Free Society (Cambridg%:
|
|

| 21H. T. Morse and Russell M. Cooper, "Problems of Implementing 1
Programs of General Education,” General Education in Transition= k
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Probably the most discussed aspect of getting and keeping quali-

fied teachers concerns salaries. One states:

Most of us will agree, I suspect, that compensation levels in the
teaching profession are too low. . « . Because of this, teaching no
longer attracts its share of the nation's creative young talent. o «|«
The "psychic income™ of teaching for those who really belong in teach-
ing is very real. But this "psychic income" is now threatened by t
inadequate salaries that prevail in the profession today.22

In answering question eight concerning the greatest problem in

icarrying on a program of general education in science, at least fourteen

|
of the interviewees mentioned the difficulty in getting qualified teachers

ior in training the present personnel in the philosophy of general educa-
!

tion. The administrators, especially, were cognizant of the problem. A}
dean said his greatest problem was in the "preparation of faculty members

to accept the responsibilities of leadership in teaching general educati?n

courses.” From another college came almost the same answer, the preside+t

!
icalling it "training personnel"™ and the dean saying the problem was to

f"train the faculty in terms of general education."” A president and a de-
bumnta} chairman from different schools were both attempting to “con-
1

vert the specialists™ to the objectives of general education.

|
Nor did the teachers, themselves, lack insight. One said, "The ’

i
i

problem is to find professors who are convinced of the worth of general
education.” Others mentioned such things as, "finding qualified teach-

g
brs," "getting the proper personnel,” and “getting the teachers to see
|

Lhead, ed. He T. Morse (Minneapolis: The University of Minnesota Press,

: §l9515 s Pe 296,

22p0nald H. Morrison, "The Faculty as a Source of Strength,”
Current Issues in Higher Education, 1956: Resources for Higher Education,
ed. G. Kerry Smith (Washington, D.C.: Association for Higher Education,
1956), Pe 120.
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the value of integrating the branches of general education.” Another
showed a definite opinion in discussing teachers whgn he said, "Quality,
quality, quality!"™ |

Teachers, like the writers, found the time element a problem in
facilitating the general education program. Three thought the heavy clags
loads and the demands on them for "other things" were a definite hindrance

to their teaching programs. Two mentioned the fact that there was not

enough time for conferences, either in the departments or between the de:
partments, to plan a program or to evaluate existing ones. The other
repognized the need for more preparation time for his large classes.
Very surprising, in this day of emphasis on the monetary success
of the individual, is the fact that only one person mentioned salaries as
being a factor in acquiring qualified teachers. He expressed concern that

the best students do not go into teaching. He said, "They laugh at us if

we suggest teaching as a profession. It's that dollar mark!"™

Attempts at Solutions

Following the &iséussion with the respondents on the problems ami!

rucial issues in carrying on a program of general education in science,

n————-

uestions were asked to discover what steps are being taken to alleviate

gy

these problems. This led to the matter of the success with which these
pttempts were being met, or, in the opinion of the interviewee, if these
problems actually could be solved.

Because each statement in this area will necessarily pertain fo

Lndividual institutions or classes, no attempt will be made to include

he solutions suggested by the writers. As the separate problem areas
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are developed in later chapters, the references will be used along with

ideas from the interviewees to point toward any changes that may be needed.

Study Groups

Indicative of the attention being given to the problems of meet-
ing the objectives of general eduéation is the fact that each of the six
Oklahoma State Colleges at the time of this study had, or did have, a
study committee appointed for this purpose within the past few years.
These faculty study groups had been leaders in bringing about major
changes and are looked to with optimism by many of the administrators con-
cerned with establishing and reaching the goals of general education.

There seemed to be a consensus that the study groups will prove
the vehicle for solving most of the problems of interpreting the goals oq
’general education and will point the way toward better cooperation withirn
the institutions. None said that the problems were completely solved;
but, as a dean said, "It is in the process." A president believed the
committees were "gradually" helping to alleviate the difficulties with
the cooperation of each department. Another said, "We are doing a bettex
r;'|ob each semester.”
Though many of the teachers interviewed were aware of the work
being done and some had served on committees, few mentioned it to any ex-
tent. One showed a lack of enthusiasm when he said he "presumed it had

helped some." DMost, however, related their answer to the previous one in

which they had stated more individual problems.

Individual Attempts

The teachers who had difficulties in teaching the sciences becau4e
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of the inadequate background of students saw little hope for alleviating

their problem. One said the only solution was to require entrance examir
nations; two would place the burden on the high schools to prepare stu-

dents for college work. Each, however, had doubts that this would be

possible. One said, "It goes into social, economic, and political impli:
cations beyond oui: control.” He expressed the belief that the entire
philosophy of education throughout the nation would have to change before
improvement in the situation could occur.

Working directly toward improving student attitudes on general
‘education, one pointed to the freshman orientation classes as an attempt
to promote understanding. Another felt that better guidance was the so-
lution, expressing the opinion that many advisers were not capable of ace
complishing their aims because they lacked contact with industry. One
teacher said it was "merely a matter of time and educating the public to

the idea of general education.”

! As was mentioned earlier, most teachers of sciences in the general
%education program in these Oklahoma Colleges were specialists. Realizing
%that the goals are different, some teachers were making attempts to changge
Ethe.ir own method of presentation to meet the broader objectives in the ;
ilgeneral couwrses. One teacher expressed this belief and said he was "takl‘
l1ng steps, personally, to alleviate the problem, but it has not been solved
completely.” Another showed less insight when he stated he had done read-
ing on the areas of gemeral education, but believed "it is largely a prob-
lem for administration.” Still another stated, "It is an individual prob-

lem, but the study groups have benefited some."

Those who had mentioned lack of :imw_uxmmmmm:i
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dents saw little hope for alleviating their problem, However, one said,

"We are trying. I think it can be solved." Two did not agree, saying
that "there is just not enough time and no immediate solution is apparent.”

A unique suggestion came from one science teacher who believed

that the only way to reach the objectives of general education is throug}

more qualified teachers. As a means to recruiting and keeping these peo

Ple, he would have industry subsidize the salaries of science teachers.

P S

S

;E-le probably reasoned that they could afford to do this because the schoo

would produce more and better scientists.
i

; Administrative Steps

Besides organizing and encouraging faculty study groups on the
Eeneral education program, the administrators seemed to be well aware of
the problems of the teachers. A dean mentioned attempts to “convert the

‘l'specialist." Another talked of "in-service training in integration be-

tween courses.”™ However, almost without exception, the presidents stated

that they were keeping the general education needs in mind when they hire,d

| !
new staff members. One said he always asks each applicant for an opinion
on general education before hiring him. The others said much the same l
, |
i:hing. A note of optimism comes from a chairman who said, "We just keep .

ﬁ:ointing the way, and so far so good."

J Conclusion
!
; In this chapter the problems and attempted solutions are stated

‘clearly enough that no summary is required as a distinct unit. However,

c
Lurther consideration does need to be given to some of these problems. A

ew _of these ‘themselves to an immediate solus
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tion, yet they may be found on the agenda of those who look to long-range
improvement. They concern obtaining qualified teachers, limiting the
course content to fit the time available for instruction, and the abili-
ties and backgrounds of students who enter college.

A problem which can be improved in the immediate future, however,
is that of orienting present teachers in the objectives and philosophy of
science in general education., Though all of the schools have at one tiu;e
or another attempted institutional self-study, often the only teachers
benefiting from this program are those who volunteer because they are al-
ready sympathetic with general education. Ironically, it is those teach-
ers who most need enlightenment from study committees that fail to par-
ticipate. Evidently some plan is needed whereby all teachers engaged in

general education can be induced to work on this self-evaluation.




CHAPTER VIII

APPRAISAL OF THE TEACHER IN GENERAL EDUCATION AND STEPS

TOWARD IMPROVEMENT OF THE PROGRAM

As evidenced by findings thus far, it is obvious that the problems
facing the general education program in science relate either directly or
indirectly to the teacher. Some are concerned with the student and reach
toward the teacher; others start with administration and reach toward thﬁ
teacher. The teacher's position is that of mediator for administrators,
selector cf bocks, and coorxrdinator of curriculum; on the other hand his

knowledge and understanding must be adequate to comprehend the student

!an.d his needs. In the words of Dunkel:
!

! Buildings, curriculums, administrative organizations, books, labo-
' ratories, and gadgets may constitute sources of much potential educa-
tional power, but the transmission belt which brings this power to
bear on the raw material and turns out the finished product is the
man with chalk-dust on his sleeves.l

|
!
Because the teacher is indispensably fundamental to the success oif
iany educational program, this chapter will be an appraisal from the view-
|
jpoim: of the teacher, as well as from the viewpoint of the administrator,

l

lk:m’xcer:nirxg the instructional role in the implementation of the general

|
i
' LHa:rold E. Dunkel, "Problems in Instruction,” The Fifty-first
earbook of the National Society for the Study of Education, Part I:

General Education, ed. Nelson B. Henry (Chicago: The University of Chicago

Press, 1952), p. 190.

l
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quca:ion program in science. A total of 38 questions were designed to

bring about a comprehensive discussion in this area. Many of these ques
tions were directed to the presidents and duﬁs only. Others were de-
signed to elicit teacher opinions.

Discussions evolving out of these questions concerning the ap-
praisal of the teacher in general education and the steps toward improve+
ment of the program may be broken into five broad areas. The first is
concerned with the acquisition of teachers who will participate in gen-
leral education and the plans for reorientation of the existing staff of
specialists who must teach general courses. These questions were directid
to the presidents, deans, and chairmen upon whose shoulders, in the final
uanalysis,. the responsibility falls. The second major consideration is tg
determine from administrator and teacher the currently prevalent attitudeés
toward general education. Most of these questions were asked of all tho
on the interview list.

The third and fourth areas seek to discover what is being done td
develop a more effective program of general education in science through
teachers, and the success with which these efforts are being met. The
fifth division, then, is to analyze the position of the teacher with re-
gard to his teaching load and the time he may have available to improve
his instruction in the general education program.

Because of the large number of questions required to obtain cover

pge of the information needed for this chapter, the form in which they

[.re presented will deviate from that of previous chapters. This will
hi

ow itself largely in a tendency to group several questions to be treated

as a unit.
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The Teacher of General Education

Available Teachers
The problem of the staff in general education courses, especially
in the sciences, seems to be a crucial issue with the writers and Oklahoaa

interviewees alike.

: In order to discover the status and qualification of the general
feducation staff, the presidents and deans were asked question 95, "Has it
Il:een necessary in the main to enlist the general education staff from the
‘?lepartmental groups, or have you been able to seek teachers who have been
;l:rained as teachers of general education classes?" Question 98 added to
ér:he information by asking, "At the beginning of the program, what kind of]
‘Feacher with respect to preparation and philosophy was available?™ The
East of the questions, number 99, which related to teacher availability,
was, "In your experience, have teachers qualified both in subject matter

|
and attitude favorable to general education been available? Question 97

\ivas asked of the presidents, deans, and teachers. It was, "What kind of

teacher is desired as a teacher of science in general education with re- i

SPect to subject matter preparation? With respect to attitude or philos-%
ophy of general education?” !
' There has been much controversy on the relative value of teaching
|

by the pure scientist versus the individual with special training as a
l:eacher in general education. It has reached such proportions that the

¢ollg§e and University Bulletin devoted the entire March, 1957, issue to

lbe matter. Among those who advocated a change to the generally prepared

|

teacher was one who would do so in order that the teacher would not be
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Flimited to the narrow framework of an academic discipline.”Z This same
Prriter makes a direct attack on the feasibility of using the specialist
in general courses. He states:

It is my contention that the traditional Ph.D. program nullifies
the likelihood that the teacher will become flexible and imaginative
about using the content of his specialized knowledge in many differegt
ways. The flexibility and imagination will most likely be trained oyt
of him by the program of academic specialism.3

Those who take the opposite view base their arguments on the con-

tention that the specialist will be more "scholarly" and more able to

bridge the gap between general and professional education. Pooley says,

rme subject-trained candidate will have the benefit of the foundations
f scholarship in a specific field in order to live, work, and think as
scholar."4 Another writer in this same series fears that the non-

ecialist will fail to gain the respect of the more intelligent students,

[hat they will have "a tendency to resist his teaching because he is not

Fh.D. training may be, or may feel that he is, a kind of *second class

|
Fitizen,' and may find himself cut off to some degree from his faculty

as an expert."s He also points out that "the man without the usual

icolleagues." 6

‘ 2harold Taylor, "Graduate Preparation of Teachers of General Edu-
cation—A Controversy, I. For Change," College and University Bulletin,
IX (March, 1957}, 3.

31bid., pe e

|

!

| 420bert C. Pooley, "Graduate Preparation of Teachers of General
Education—A Controversy, VI. Against Change,"” College and University
Bulletin, IX (March, 1957), 3-4.

SKenmneth B. Murdock, "Graduate Preparation of Teachers of General

Education—A Controversy, V. Against Change,” College and University
Bulletin, IX (March, 1957), 3.

61hid.
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Others take the middle road and say that some specialists are able
to adapt to general education courses while others are not. One writer
points out that:

An instructor who is so preoccupied with his academic specialty
that he regards it as a vested and inviolable interest will not per-
form well in a general education situation. Instructors are needed,
on the other hand, who see the possibilities in interdisciplinary ap
proaches to the solution of common problems of the day, and who recog-
nize opportunities for integration of wvarious kinds of knowledge in
public service, business and industry, the professions, and vocation
outside education can be advantageous to the imaginative teacher of
general education.”

The answer to the question concerning the source of teachers for
general education was almost predetermined by circumstances. The admin-
istrators of the six Oklahoma colleges had no choice but to recruit thein
general education staff for the sciences from the regular faculty of spe-

cialists. As one president put it, "We had to do the best we could with

what we had." All, however, had made some effort toward training their
‘eachers in terms of general education. One said, "We try to orient then

o general education in small group meetings."” Another, using a strongex

|
term, stated, "They had to be taken from specialized areas and indoctri-
{

i
1:1ated for general education.” A dean remarked, "It was necessary for us

;to work toward and gradually evolve a different attitude on the part of
é:he faculty." An optimistic view was taken by a president who said, "It
l

took some time for the teachers to realize the purpose behind the prograd

ve

but, now that they realize it, they are making a good contribution."

In discussing the qualifications they would seek in employing

|
I 7Leighton E. Johnson, Fostering General Education in the Communit
¢ollese, Professional Series Bulletin lo. 14 (East Lansing: Michigan State
U[niversity’ 1956)’ Pe 6.
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additional staff members, there seemed to be two schools of thought; all,
however, aimed toward the same thing—a broad background. Two of those
interviewed would prefer teachers with experience in public schools. One
jsaid, "We like to employ teachers who have taught in the elementary or
high school but they are not always available." The other replied in mucgh
the same way but added, ""We want competency first of all."

Those who looked for a2 broad background in formal schooling also
looked for other elements. One said, "We want him to have a deep~seated
interest in teaching." Another, looking toward integration of courses,

would employ the person "who is not too narrow, who is tolerant, and who |
]

I

1

is familiar with other areas of learning.” & dean felt that some of their

est pecple in specialized courses were also the best general education
eachers. He said, "If he has the time and patience and will try, the

specialist will be a successful teacher of general courses.”

|
|
|

|
bf specialization compared to general education training did not appear in

The controversy which prevails among writers comcerning the meritls

i:he conversations of the Oklahoma college administrators. The principal |

i 1
#eason for this omission was, of course, the fact that only those teachers

with education in special areas were available at the time of the study.

Their major problem, then, was to select those having attitudes most favor-
lﬁble to the philosophy and aims of general education and to continue theil
efforts to develop in those who were teaching a more favorable attitude

toward the movement.

|
ll Teacher Remuneration
|

l Question 96 concerns salaries of teachers of general education.
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Beginning with an explanation of why it has been included as one of those
used in the interview, it reads, "Review of data on rating and salary of
faculty members indicates an inequality between those teaching at the
lower college level where general education predominates and the upper
college level. By contrast, literature relating to the éeneral educatio?
staff agrees that the person should have a broad preparation and unusual
teaching ability. Is the general education staff member in your school
recognized for his preparation even though it may not conform to the
standard pattern of specialization and degree?

| As has been pointed out, the teachers of general education in the
Oklahoma State Colleges were drawn from the regular faculty; therefore,
there would be no differences in salaries because of assignments to gen-
L-,ral education courses. However, the writers do deal with this matter

because, on a nationwide scale, there exists a possibility that the gen-

leral education person with no academic home will fail to receive salary

increases commensurate with his contemporaries. Or, as one writer points

l
}a teacher without portfolio, and one fears, soon without wallet."8

out, ¥e « o if the program wilts he is in an unenviable position. He is|
|

Wynne, on the other hand, thinks of the general education progran?

;as a permanent part of the college curriculum., He expresses the opinion
i!:hat: faculty members should be encouraged to specialize in general educa-
tion by giving them both recognition and compensation. In this connectian

he points out that "administrators can do two things. . . . they can pay

better salaries to capable instructors who are willing to devote their

.

8Pcaoley, o Citey Pe 4o
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efforts primarily ﬁo general education." And, "The best teachers . « «
should be assigned to the lowerclassmen, especially in courses designed
to provide general educat ion."9

In further discussion he bases this contention on the fact that
students in their first two years of college are more difficult to teach]
more so because they are not in their specialized fields. |
Another writer points out the unfairness of basing salary increases
on research and writing, with rewards for teaching ability being slighted.
IObserving that some institutions have already made progress in righting
this situation, he says, "In these institutions teach_e.fs can rise to the
top brackets of rank and salary as a reward for the excellénc;e of their
teaching in the general education progra_m_." 10

Among these writers there is no dissension c_odceming the propris
Lty.of paying an equal, if not more than equal, salary to the general edu-
cation- staff. They recognize, rather, that the monetary compensation will

be proportional to the academic status accorxrded them.

9

Relative Merits of Teacher Traits ‘

|
i
i
| i
i |
| i
i

In ordex to pinpoint the desirable qualities a general education
teacher sould have to be successful, question 10l was directed to all

1
&hose on the list to be interviewed. It asks, "Which plays the greater

|

bart in successful teaching of general education subjects: knowledge of
!
\ 9John P. Wynne, General Education in Theory and Fractice (New
f{ork: Bookman Associates, 1952), p. 217.

16y, Hugh Stickler, "Sumnary and Persistent Problems,” General

Education: A University Program in Action, eds. W. Hugh Stickler, James
Paul Stoakes, and Louis Shores (Dubuque: Wm. C. Brown Co., 1950), p. 430.
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ubject matter, methods of teaching used, or enthusiasm and beiief in thT
rinciples of general education? Teachexs and administrators were both
sked so that a broader view on the two levels could be acquired for com<
parison. Many divergent viewpoints were discovered among the ;nt:erviewees
ra.s well as among writers in the field.
) One writer would dispel the old belief that a good scholar will
necessarily become a good teacher even though he has had no preparation
or training as a teacher. He says, ™. « o it is certainly time for the
prospective college teacher to learn his job today is far more than that
of being a scholar."ll Also, pointing out the need for a better command
of methods, he adds, ". . . knowledge of subject matter, how-ever erudite,
is insufficient."12 For the student who does not see the purpose of gen-
reral education, who may even be hostile to it, something more is needed.
Hawley says:
Hexre the techniques of teaching becomes as important as the con-

tent of the curriculum. Here the personality and the training and

enthusiasm and all of the other attributes of a truly good teacher
must come to the fore.l3

Another study places equal emphasis on the values of methods and}
|

ontents in teaching general education courses, while still another wrxter

e ¢ B

lwoulcl select general education teachers from those who have an understan&

ing of the aims and objectives of the program. An inclusive statement hl

nSid.ney J. French (ed.), Accent on Teaching—Experiments in Gens
eral Education (New York: Harper and Brothers, 1954}, p. 4.

121434,

13c1aude E. Hawley, Curriculum Problems in General Education, A
speech to The Conference on Higher Education, The University of Oklahoma,
Norman, Oklahoma, March 27, 1950, p. 7 (mimeographed,personal copy).
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ﬁlukes on this is, "One of the most important requirements is that the
teacher should be sensitive to the needs of students as human beings."u‘
Most of the administrators of the six Oklahoma State Colleges
stressed attitudes toward the general education program more than knowl-
edge of subject matter. A dean clarified this when he said, "We assume
that completion of his graduate work is proof of his background in sub- |
ject matter, what we look for in a general education teacher, then, is
enthusiasm and belief in the program." A dean from another college

agreed, placing "enthusiasm as number one” and adding, "of course, the

rnethod and subject matter are important too.” Still another dean con-
sidered subject matter, methods, and enthusiasm all important, but said
that "belief in the principle of general education is the most important.
Two presidents merely stated that all of these things are impc;r-
tant,’meaning subject matter, methods, and enthusiasm and a clear concept
of the aims of the program were all important, Another, however, took a

‘definite view that differs from the others. He said, "Knowledge of sub-

ject matter is the most important,” elaborating on this by adding, "I

Edon't believe one can teach anything if he doesn't know it." It is very,
iprobable that he was thinking in terms of degree requirements while the i
IL)t:hers had assumed that all applicants for teaching positions would be
qualified in terms of majors and minors before being selected for

teacherse.

- Of the science teachers in Oklahoma colleges, fourteen of those

~

l 144, T. Morse and Russell M. Cooper, "Problems of Implementing
rograms of General Education,” General Education in Transition—A Look
Ahead, ed. H. T. Morse (Minneapolis: The University of Minnesota Press,
1951), p. 297.
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interviewed thought subject matter is more important than methods or en-

thusiasm and belief in the general education program. Each one, however,
expressed the belief that the other two qualities support a good back-
ground in the subject. One made a typical statement vhen he said, "One

could be the most enthusiastic person in the world, but if he did not

|
know what to teach, he would not be able to teach.” Such a statement asi

this is based upon the assumption that teachers are placed in their posi-{
tion without regard to subject matter qualifications--a situation which
does not exist in our colleges.

'i On the other hand, nine teachers thought enthusiasm was the first
prerequisite for a good general education teacher. One made a:statanent
lalmost completely antithetic to the onme who put subject matter first. He
Faid, "Though we had all the knowledge in the world, if we do not have

the ability to get it across we are just failures.” Another gave his

personal philosophy, saying, "1If one is enthusiastic he can at least keep

the students' interest and maybe they would correct him if he said some-

f,thing wrong.® One person first listed "methods" as the most important,

; |
then added that belief in the program was necessary before methods could !

be effective. i
‘ Though almost every teacher said subject matter, methods, and en-
ithusiasm are all necessary, five refused to make any attempt to select

|&:he order of importance. As one teacher stated, "It is just like asking

1llvhich link in a chain is most important."

Efforts toward Improvement of Instruction

Question 100, "What is being done to improve the teaching staff

L
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as teachers of science in general education?” was asked of the adminis-
trative group and so does not consider the problem as seen by the entire
staff or by the individual teacher. These aspects are covered in some
detail later in this éhapter.

Six made no reply to this question, with another saying nothing
was being done to improve the general education staff in science, or as
lanother remarked, "Nothing definite.” Five others said their science
staff members were encouraged to attend school. In one instance the use
lof sabbatical leaves for advanced study was mentioned, and another said
ithat they were encouraged to take a variety of related <ourses when at-
tending school. Two took the attitude that their staff members for the
rxost part held doctor's degrees and therefore needed no improvement.
Six also mentioned that their teachers of science in general edu-

cation were encouraged to attend conferences, workshops, and professional

meetings as an aid to self-improvement as instructors. In one college

the science teachers were asked to rewrite their course of study each year

in order that "they might keep the subject matter taught up-to-date."

Attitudes toward General Education

i
i
Opinions of the Teachers (

; :
! Though this part of the paper is devoted to analyzing the attitude

!

roward the general education program in the Oklahoma State Colleges, the |

| _

position of instructors will become clearer if we first look to the writers
| )

in the field for opinions of teachers in other places. One writer begi

|

1
{
t;:ith a rather pessimistic view of the situation: I

| Negative atritudes
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faculty members will not understand; others will have closed minds.
There will be unenlightened self-interest, prejudice, dogmatism, and
a preference for the routine. Teachers of specialized subjects will

ties will have to be faced.l5
Departmentalization and specialization are repeatedly pointed to

%y writers who fear that these concepts will take priority over student

A possibility exists that the department will be so concerned with its
kum growth or survival that the education of the student will pale in

comparison. As one writer says of such a department, “Its interests are

in strength by adding more specialized subject matter calling for more

specialists." 16

These cycles, always leading back to the emphasis on specializa-~

éteacher of general education courses. Although no such statement was

éiwn by any of the science teachers in the Oklahoma colleges who are as-
$igned to teach in the general education program, there is a strong pos~

sibility that this philosophy was behind some of their objections to teach-

}ing the general courses.

Rather than a direct question concerning antagonism toward the

.o___h__.;_‘

have vested interests and there will be efforts at "empire building."
There will be demands for "recruiting” courses, production of suitable
teaching materials in general education will lag, and other difficule

needs as set forth in the objectives and philosophy of general education.

centered on subject matter, not on the needs of the students, and it grous

tion, in all probability form one of the underlying reasons for the seem-

ingly greater prestige being accorded the specialist as compared with the

rogram, the teachers of science in general education were asked question

l

I

ISStickler, OPe. Cito, Pe 423,

t 16Frenctl, OE. Cito’ PPe 6-7.
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sixteen, "Would you, given a choice, elect as all or a part of your teach-
ing load to teach general education subjects? In this manner it was
hoped they would feel more freedom to express their views without com-
mitting themselves to an admission of either antagonism or indifference.
Of those interviewed, thirteen said they would not elect to teach a gen-
eral education course, seven answered in the affirmative, while twelve
others gave qualified statements, showing they would be willing to do
their share.

Eight of those who would rather not teach a general course gave
an unqualified, "No.," One showed some indifference when he said, "It
does not mattcr too much, but I would rather specialize.* Three others
based their opposition on the lack of background in all of the fields of
science covered in a general education course. Only one gave as a reasom
the belief that it was easier to teach in only his special field. He
said it is easier because "there is no jumping back and forth from a high

level to a low level as there is when you try to teach both kinds of

!
courses.” From the pedagogical viewpoint it requires a higher level of

%instruction to accomplish the goals of general education in science thanli

gis necessary to teach methods of problem solving as found in many high '
élevel courses. |
Those taking the opposite view and stating they preferred to teach
Fome general education courses, for the most part, merely said they "en-

joyed" teaching the general education students. One added that it gave

lhim an opportunity to associate with a larger part of the student body.
ﬁ[\nother expressed the personal opinion that it was a challenge to cover

ko many fields of science.
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Of the twelve who answered that they were willing to teach some

general education courses, most took the position of willing cooperativer
ness in accepting the requirement of the school system that specialists
do some teaching in the general courses, Each of these teachers added

the qualification that, though they were willing to do their share, they

would not be willing to teach only the general courses.

The Administrative View of the Staff

|
|
i
' A rather surprising discovery was the fact that the administratixe
éyersom\el of these schools apparently did not have a clear picture of the!
ina.tt:it:udes of their teachers concerning the general education program if
those interviewed in science are any indication of the total faculty.

Questions 20, 21, 23, 24, 25, and 26 seek opinions from administrators
concerning support of the program by the staff: "Do you feel that you have

the support of your faculty (or staff) for your program of general educa-

tion?" *To what degree would you estimate your faculty supports the pro-

gram?" "What percent, if any, of the staff are antagonistic to the pro-
i .

éram?" "What percent, if any, are indifferent? "Do you consider this

i
fsignificant opposition? “Is there any opposition to the general educati%on
f:ourses from teachers of science?" |
It seems likely that those who stated they specifically would not
Llect to teach a general education course if they had a choice must feel
Lome degree of indifference if not outright antagonism. Even those who

vere willing to do their share in the program were only showing a tendency

toward cooperation that is far from enthusiasm for their assigmment. In

one college, for instance, both the dean and the president stated there
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was "no antagonism and little indifference.” The dean was more specific
when he said, "About ninety percent of our teachers are in sympathy with
the program and less than five percent are indifferent.” Yet in that sat?e
school, three teachers, out of the five interviewed, said they would
rathér not teach general education courses, while another merely said,
"We all cooperate.”

Other Oklahoma colleges showed much the same pattern. One, how-

ever, differed in that even the dean admitted that approximately half the

ifac:ult:y was antagonistic and the other half indifferent. A chairman at
gthat school said, "I believe the science teachers, especially, are opposed
ito the general education courses." The percentages given by the dezn were
}carried out in the science department, at least, where three said they
}would not elect the general courses and three were willing to teach a part
iof them.

{
'
i

The Role of the Departmental Chairman

To get a broader view of all those concerned with the general ed
!
cation program in the Oklahoma colleges, a question was directed to the

deans and presidents that would indicate the position of the department

S -

i

;heads in the over-all program. Question 27 asks, "Are the departmental |
iheads, or chairmen, lagging or leading the faculty in the conduct of the
|'general education program?" Because this is an individual matter and per-
tains only to the Oklahoma institutions, no attempt at comparison with the
iwriters will be made here.
! It needs to be emphasized that this question was not limited to

the science departments. Since the emphasis of the interview was on
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ilscience, there may be some tendency to think of chairmen of science de-
jpartments only in making reply to the question; other than that, it does
mot indicate any condition existing in the supervision of science in geni
eral education alone.

The deans of three schools stated that the departmental chairmen
were leaders in the general education program. There were, however, vary
ing degrees of emphasis. One said his chairmen were "definitely leading,
another said they were "attempting to lead."™ Pointing out the diversity
of attitudes, another said, "Most of them are leading; however, some of
them are leading the lagging!™

The other three deans interviewed all said that the departmental
chairmen were lagging. One explained that it was a natural reaction be-
cause the chairman was normally a specialist of the highest ordexr. The

cther two offered no reasons but stated that many of the faculty members

igeneral education.

; The presidents of the schools were less specific in segregating

the chairmen who lead from those less strong. Two said they thought they

were leading; another said, "Some are more aggressive than others"; and

fyet another, "1 have certainly not heard about any of them not being re~

were far ahead of the chairmen in developing a favorable philosophy towax

r-

d

4

k:eptive to the program.” One gave a more concrete view, stating that tjy
|

i .

;were leading because each had served as chairman of the general educati
omnittee, an indication within itself of interest and leadership. From
heir meetings, then, ideas were handed down to the teachers, making the

1

¢

i

k

|

‘depart:ment heads actual leaders.
|

L
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Outstanding Teachers in the Program

In order to discover those teachers who were doing outstanding

Ltork in planning, organizing, and conducting programs in general educa-
tion, questions numbered 28, 29, and 30 were directed to the administra-
tors. They ask, "How many individual teachers do you estimate are doing
outstanding work in the planning, organization, and conduct of the pro-
hram?" *In what departments will these persons be found?" ®In what way
is their work outstanding? Many references have been used in previous
sections relating to the necessary qualities of general education teach-
ers. But, as others say, ". . . recurring observations . . . suggest that
the quality of instruction in general education must receive attention."17
The purpose here was to pinpoint only the few who are doing out-
Etanding work as teachers of general education, yet many of those inter-
viewed avoided the issue by treating the word "outstanding™ in a much

broader sense than the interviewer had in mind. A dean listed all of

those teaching general education courses. Two others said "about half"

were outstanding, and still another would select the entire faculty, "eve;n
|

ihhose not teaching general education."” A chairman designated all of the
iscience department staff as outstanding in general education work. Such
Eall-inclusive statements are a reflection of loyalty to staff rathexr than
considered answer to the question.

On the other hand, a president and a chairman at different schools

g

£ id that relatively few were outstanding. Two other administrators, a

17Pau1 L. Dressel and Lewis B. Mayhew, Directors, General Educa-

ion: Explorations in Evaluation (Washington, D.C.: American Council on
lEclncat:lon, 1954), p. 256,
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dean and a chairman, said "None.” One of these explained that there ml
too little time for planning. A dean from another school said, "A major-
ity of the teachers are offering the general education courses as if t l
were prerequisites for advanced study in a particular field." By thish‘T
these teachers showed a lack of sympathy for the objectives of general
education. It follows, then, that the instruction, viewed in the light
of general education goals, could not be meeting the aims. |
At least three administrators, however, had given more thought td
the matter, designating from three to fifteen teachers as actually out-
standing in the work. One said of these, "They are really proponents of
'general education, cven to the extent of trying to win converts to the
program.” A president was more specific when he said the three or four

in his school who were doing outstanding work in general education were

offering practical application and teaching appreciation of the arts.

other president named those who "spend more time with the students, tane
Egreater interest in the activities of all departments, and take part 17
lcoulmmity affairs." !
I If any one area received greater recognition by the presidents a:|td
deans than another for doing superior work, it was the humanities. Each
fbf the administrators who named specific teachers included some one from
;p:his area. There is a possibility that this occurred because the humani-

ies courses, by nature, lend themselves to the development of the student

long the lines established by the goals of general education. In fact,

for some, the mere mention of general education suggests the humanities.

! It was the intention that some analysis of why teachers were out-
|

Etanding could be made from these replies and that a comparison of aress |
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having outstanding teachers might develop. Information was insufficient

however, for making any strong conclusions on this point.

General Education versus Liberal Education
Because the general education courses in science in the zix Okla
homa colleges are an outgrowth of the older liberal arts program, the
|t:eaclmers were asked for an opinion on the relative value of the two.
}Question seventeen asks, MAs a teacher of your specialty, do you feel

that standard liberal arts prerequisite and beginning courses would have

Econtributed as much to general education as the general science courses
!

iwhich take their place?" Many of the writers have also given thought to
|
|the matter, most of them being definitely in favor of the general educa-

ltion courses. One group points out one of the major reasons for the l\ewTr

{concept:

f Liberal arts colleges have been so preoccupied with the training
’ of psychologists, chemrists, and musicians, that they have neglected
| the education of the free man. They have not realized, as Montaigne
! did, "that the object of education is to make not a scholar, but a

' man.” It is with the latter that general education is concerned.

i For this reason the substitution of the word general for liberal is

justified if it focuses the attention of educators on the urgent neeci
t

for a restoration of those human values which have been gradually lo

sight of in the planning of the past half century, when specializatic'm

has been the order of the day.l®

C Another reason for the transition from the liberal to the general

ieducation, according to Wynne, was the trend toward "the collection of a
t:tchwork of credits”l? as a result of the free elective system. He poir

t, however, that even though this system was modified somewhat, it stil
|

Its

18l-:arl Je McGrath et al., Toward General Education (New York:
Macmillan Company, 1948), p. 1l.

I IMQ op' cito, p. 19.
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Teft only specialized courses. He says, "Few, if any, courses were avail-

ble in any subject that met the needs of non-specialists.”20 This brings

back, again, the question of a few special courses or the general cours

objectives of general education. One writer says:

All of us know some great teachers who are vigorous defenders of
the use of a single science discipline as the most suitable means of
achieving General Education objectives in the sciences.

At best such courses approach the problem backward--the modification
of a discipline to make it more palatable to the nontechnically
minded. It is too often a watered-down course which can be quickly
shed by our typically well-waterproofed students.2l

It can be stated neither too often nor too forcefully that a prop
Leneral education course should not be of lower standards than any other.

The science teachers in the Oklahoma colleges were not in agreement on

;f one keeps in mind the number who would not elect to teach a general
1

feducation subject, that many prefer the older method of requiring begin-
]

hing courses in specialized areas to the general courses. A tabulation
| [

bf the responses shows that eleven would rate general courses first, nine
! |

i !

blace more value on the liberal program, and six are unsure. |

Most of the teachers who favored general education did not elabo-

rate on their answers, merely saying that general education was better.

Those who did, however, based their answers on two basic points. First,

Bringing up another facet to the problem are those specialists in

science who would promote a modified course in their own area to meet theg

the relative worth of liberal and general education. It is not surprisirTg,

L]

exr

201bid., pe 20.

21Sidney J. French, "General Education and Special Education in

he Sciences," General Education in Science, eds. I. Bernard Cohen and
glg;ghg: G. Watson (Cambridge: Harvard Uniwversity Press, 1952), pp. 20-21

|
|
l
|
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they recognized that more areas could be covered in less time by the gens
leral courses; and second, they felt the nontechnical student was better
served in this mamner.

Of the nine who thought the liberal method was better, only threJ
rave reasons for this belief. One said, "A' small amount of information
well mastered is far superior to a large amount not well mastered.” An-
bther answered much the same, saying, "The survey courses give the student
A very limited knowledge about anything." His answer immediately shows 4

lack of understanding of the principles of the program. since the aims of

eneral education have excluded the survey courses. The third based his
Enswer on the fact that the prerequisite courses were more valuable be-
cause of the laboratory work involved, a point on which most biology
teachers strongly concur. The group of six who made no distinction be-
tween the contribution of liberal and general education apparently failed
to realize the difference. Of these one made a typical statement when he

said, "It is the same thing with a new name."

Programs Leading to Improvement |

Because most of the teaching personnel of the general educatioh

t

1:;rogram are drawn from departments of specialization, the college must

I
often provide the necessary transition by in-service training of faculty

Tembers. A uwriter points out possible methods of accomplishing this:

|
"TEvery college would profit from close cooperation with neighboring insti
tutions, from organizations of intercollege committees to work on common

programs, from the exchange of personnel records, course syllabi, and
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printed forms.,”<4Z

Another cites the importance of current literature on general
education. He says, "The growing volume of theoretical and practical
4‘ literature . . . must be made readily available, and the staff stimulated
to read, discuss, adapt, and =2pply relevant ideas and processes."23 Here,
again, is an attempt to adapt the specialist to the general program.

The same author also recognizes the value of intervisitation and
conferences when he states that opportunities should be provided for the
instructor in general education "to visit other institutions and attend
local, state, and national conferences in ordér to see general education
in action."24

Wyhne takes the attitude that a committee for improvement of the
general education program cannot announce its findings and plans toward
" |improvement with any expectation that the individual instructor will ac-

icept and adopt the change. These studies can serve, however, to direct

ithe attention of the faculty on the particular practice that needs im-

l
provement. He says:

When every department and every individual is free to attack the
problem in his own way, and when intercommunication between individ-
uals and groups is established, eventually some general unifying
undertaking will emerge in which the whole staff will become inter-
ested and participate effectively.2>

|
1
! 22Ralph W. Tyler, Director, Cooperation in General Education: A

Final Report of the Executive Committee of the Cooperative Study in Gen- |.
eral Education zWashington, D.C.: American Council on Education, 19475,
p. 220,

|

! 233, Lamar Johnson, General Education in Action (Washington, D.C.
American Council on Education, 1952), p. 383.

‘ 24

Ibid. * 25ynne, op. cit., p. 168.
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Instruction of the Staff

Several questions were directed to the adninistrators and faculty
of the institutions concerning attempts to dbetter acquaint the teachers
with the aims and philosophy of general education. Question 57 asks, "I3
there any program in the school to acquaint the faculty as a whole with
the general education program? Discussion at faculty meetings? Group
studies? Suggested readings? Others?" Following this, number 58 ques-
tions, "Has there been any such program in the past?"

If such programs were in existence, further questioning sought to
Yiscover what types were effective and what their contributions had been.
RQuestions numbered 59 through 63 were directed to the deans and chairmen
for this. In order, they ask, "Is -any program under way which may lead

to the improvement of instruction in general education such as: Study

groups? Coamittees? Individual Studies? "What are the groups so en-
aged?” "What has been their comtribution?” "Is there a record of their
work?" ®Is this record available?

: Number 64 questioned the presidents, deans, and chairmen concern-

:mg individual studies. It asks, "Have any teachers as a part of their |
i)ersonal development pursued individual studies to better equip them as
;Eeachers of genéral education?" The presidents and deans were next asked
|

i;uestion 66, "Other than means indicated in answer to previous questions,
is there any organized system for inculcating the attitude of mind neces+
sary for teaching general education subjects to those departmental teach-

ers (specialists) assigned to general education classes?"

The administrators all stated that there wers committees or study

groups for the entire school curriculum with general education being |
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included. These groups then report their findings to the faculty. None

gave a specific program for the study of general education. A chairman
said their college "used to have study groups for general education years
ago before it became the popular thing.” A dean of that same school said,
"We discussed it at a few faculty meetings when it was new, but now we
just take it for granted."

A president pointed out one means by which some of the teachers
became better acquainted with general education. He said, "The advisers
have to know a4 great deal about it; they cannot advise the students un-
iless they understand general education.” A dean of another college said
much the same thing and added that "the heads of the departments have to
know something about it, too." |

The question concerning the contribution of any program leading

to the improvement of instruction brought forth only two concrete answers.

A chairman said they had "a few reports™ on general education from the

curriculum committee. A dean said the work of the curriculum committee

had resulted in "plenty of cooperation from the teachers and better inte=-

igration between subjects.” There were, however, duplicated committee rei-

ports from most of the schools which, if read by the individual faculty |
imembers, should have had instructional value with respect to the aims of |
;the program, and two, perhaps three, of these were well enough prepared
to have inspirational value.

In addition to this, each institution in preparing for inspection
|

leading to approval of their teacher training program were required to re-

view the general education phase of teacher certification rathexr thoroughly

and objectively.
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Meetings between Departments

Interdepartmental meetings of general education teachers are oftgn
cited by those who have studied the program as a means to insure that the
broad goals of general education are being reached. For this reason, thr
administrators of the six Oklahoma colleges were asked in question 65,
™Are there interdepartmental meetings of general education teachers?

Most of those answering said, "No." One, a dean, reluctantly said, "I'm

afraid not.” A president said he had encouraged it, but knew of no formal

) [meetings for this purpose. A dean from another school said that any suc

meeting was "only incidental."

Personal Attempts for Improvement
Each teacher interviewed was asked in question 67, "Have you as
la part of your personal development pursued any individual studies to
better equip yourself as a teacher of general education? Please outline
the kind and extent of work." Because several writers were quoted pre-

viously showing how the individual could achieve a better understanding

Fhrough self-study, no repetition of those references will be made here. i
‘ Twenty-one of the Oklahoma teachers listed their efforts in read-]
;ting. The sources from which they read varied from books on general edu-
Eation, to the newspapers, to periodicals in their specislized field.

] ther reading matter listed was the National Education Association Jour-
_Et_n_al, the packets sent out by the North Central Association, and cm&rent
#:agazines. | One showed a lack of enthusiasm when he said, "1've read some
|

il>ooks, but they have not done me much good.” Another reported reading

!
many articles in current publication, saying, "We have not been asleep at
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the switch.* Two teachers showed greater efforts. One had "read twenty

or twenty-five books, compiled a bibliography, and integrated this mate-
rial into the class work." Another had studied the progfam thoroughly
and had written papers on general education. One sounded a discouraging
note for the aims of the program when he stated, "I just read technical
journals. I am not too concerned with classroom techniques and pro-
cedures.”

Another means by which the teachers prepared themselves for teach-
ing general education was the study in courses outside their major field.
Although all of these teachers were specialists in some area of science,
one had taken psychology and vocational guidance courses for personal
imro@nt. Three had taken extra courses in various areas of science
to aid their handling of the general courses. Another had taken an audio-
visual course. Two had taken graduate w;:ark in general education courses
pwhile one planned to study in this field during the summer.

Two believed that their experience in high school teaching had

Ideve].c:ped a better understanding of general education. Another had stud=
i
ied methods in his preparation for teaching. One spent his summers worke

ing at the Biological Station at Lake Texhoma, gaining practical informa-[

i

;tion for use in the classroom. Another showed good intentions when he

said, "I just work hard and do the best I can."

|
; Improvement through Intervisitation and Observation
E Several writers have stressed the need for cooperation in develop-
|

,hng the general education program. Questions were therefore designed to

Qscertain the degree of intervisitation within the department, between
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epartments, and with other colleges. A writer points out a definite
need when he states, "Colleges must learn the possibility and desirability
of collaborating with each other to improve American collegiate educa-
tion."26 A Junior college encourages its teachers to visit other schools:

At times administrators arrange for instructors to visit other

colleges when particular investigations are being made or are in pros-
pect. « . o Under this plan individual instructors or groups of them
may arrange for intervisitation on the basis of their particular in-
terests and concernse2’/

Relating the benefits from cooperative action within the science
department, another writer states, "If adequate communication and rapport
kxists between the staffs of general education and departmental science
courses, a very useful effect may be observed at the faculty level.”28
He recognizes the benefit of this interaction both to general education
and to the specialized courses in science.

A writer who proposes cooperative effort as a means toward bettex

leducation says, "Administrators, supervisors, teachers of different sub-

jects, and lsymen, too, will with increasing frequency get together to

;ywork out solutions to educational problems."29
1

? The questions used here were 68 and 69: "Has any provision been !
: l
made for teacher growth through intervisitation and observation of in- i

1
Struction? Within the department? Within the college? With other col-

26’Iy1er, Op. cit.y, Pe 5Sl.

27

|
|
l B. Lamar Johnson, op. cit., p. 312,
|
l

28gerald Holton, "Harvard University," College and University

|
L
Bulletin, IX (February - March, 1957), 2.

29Roliert: H. Carleton, "Science Teaching and Education Aims Today,"

The Phi Delta Kappan,XXXIII (October, 1951), 100.
L
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leges?" "From the standpoint of the administration (or teacher) would a
program of intervisitation be desirable?”

In the six Oklahoma colleges surveyed for this study, none had a
planned program for 1ntervi;«sitation either within the school or between
schs. There was a sharp division between those who thought such a
program would be advisable and those who would object. A tabulation of
presidents, deans, and teachers who discussed the desirability of an
intervisitation program shows that sixteen were in favor of it, eleven
were opposed, and six gave a qualified "maybe." Those who favored the
proposal varied from an emphatic, "Yes!"™ to those who thought it "might"
be a good thing. Three administrators answered favorably but expressed
the fear that instructors would not cooperate. Two cited instances when
the teachers had visited high school science classes as the reason for
favoring intervisitation. One said, "Our eyes were really opened."
There was no further comment on this, so we do not know the kind of eye-
opening experience they had.

Those who opposed intervisitation gave various reasons for this
opinion., One said, "It is out of date; I just do not beliewve in it."” -
other said, "It would smack of Gestapo tactics, and some would feel abu:Id
by it." A chairman based his objection on the feeling that "Some teachers
can be brutally critical, and others are somewhat sensitive." He feared
dissension among faculty members. A teacher epitomized the feeling of
several when he said, "I surely do not want someone watching me teachi"

The presidents and deans were asked in question 70, "Do you see

any insurmountable problems in establishing or developing a program of

teachexr growth through intervisitation within the schaol? With other |
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fastitutions such as other state colleges?™ Question 71 was extended to
the teachers, asking, "Would the benefits probably justify such a pro-
gram?" Most of them gave “lack of time"™ as the main obstacle. One saidj
"We have just about reached the saturation point in things that take us
out of class." Another explained, "Our people have tco much to do al-
ready." The matter of expense was also mentioned, a president saying
that it was not included in the budget.

Attitudes of teachers were also given as an obstacle to promoting
the intervisitation program. A dean said, "We would first have to sell
|the faculty on the idea so one teacher would not feel the other was snoop-
ing around." Another dean mentioned "lethargy and lack of stimulation."
A chairman summed up thre feeling of several when he said, "We are just
too busy!"' At another point the observation was made that the administra-
tion might not have knowr_l the attitudes of their teachers and what was

taking place in the classroom. However, their replies in this particular

ection indicated that they may have been quite astute while they, for the
most part, presented their institution and staff in the best light pos-

’:sible. They are to be commended for this type of loyalty.
l

: Departmental Planning for the Program

|

5 The stage is set for this discussion by a quotation from Wynne,

Lho says:

General education is not only a function of the college as a whol
it is also a function of all divisions, all departments, and all in-
structors. Whether the primary emphasis of a department is general
education, speclalized education, or professional education, it does
as a matter of fact, influence general education. The administrator
of such divisions and departments are under obligation consciously E%

t

and deliberately to provide conditions that are most conducive to
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fealization of tl;e ends of desirable general education,.30

Another writer, pointing ocut the need for closer cooperation be-
tween general education teachers and the other members of the department
says, "A policy of close liason with the departments tends to give these
departments and, indeed, the faculty as a whole, a certain stake in the
general education enterprise.®3l
Becausé of the emphasis by these and other writers on the need
for departmental and interdepartmental planning in facili-tating a general

education program, a question was formulated to discern the amount of time

iven to such activity in the Oklahoma State Colleges. Question 72 asks,
fWh.at: part of the time of the teaching staff is given to departmental
interdepartmental planning?" The deans, chairmen, and teachers were asked
for this information.
In one school, the dean hesitated to give an estimate of the time
spent in planning, but said that it was "enough." A different view came
from the chairman of the science division in that same school who felt

that not enough time was given to planning. Teachers in that college all

isaid there were no formal meetings, just informal discussions. In the

i,second school there was agreement between the dean and cbairman, ‘both es-l'
{
It:imating about five percent of each teacher®s time was spent in conferences

ior planning. Teachers in the same school declined to give exact time,

Laying, "We plan during our coffee break."

3OWynne, op. cit., pp. 215-18.

31David Owen, "General Education at Harvard University,"” Organi-
zation and Administration of General Education, ed. W. Hugh Stickler
Dubuque: Wm. C. Brown Co., 1951), p. 2%.




193
Another college surveyed yielded four answers which said that "n#t

enough time is spent in departmental planning.” Three in that school,
however, considered their personal preparation for class work as depart-
Lnental planning. One said, "I spend all ny time in departmental plan-
ming.” The other two said that it was "a continuous thing of informal
discussion and consultation to prepare for the general education courses."
Fomai departmental meetings were held for one hour each week, ac¢-
icording to the chairman of the science division in another school. These
meetings covered any area of the science f;eld, including the general
courses. Examinations were also planned at these meetings. The other two
icolleges had no formal meetings, either in the department or between de-
A partments. All answered that no time at all was given to planning or that

it was incidental "over coffee."

Coordinator for General Education

Any endeavor that justifies the use of the term "progran™ must

have some organization, svme link between the parts before it can become

ia whole. Left to their own devices, many faculty members are likely to
lﬁ\.'evert to teaching general education courses as an introduction to spe-
Ecialized areas with little concern for meeting the objectives of general
| ducation. As was previously shown by the number of Oklahoma teachers
[ho preferred not to teach the general courses, many, if not encouraged
ty organization and study, would fail to understand the philosophy of gen-
ral education and soon escape its influence entirely. The questions re-

ating to this were eighteen and nineteen, vhich ask, "Is there in our

tate colleges a need for a dean or other administrative head of . the
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general education program?” and "Do you feel that our state colleges are
large enough to justify such a person?”

A writer points out the need for an individual with the enthusi-
Lasm and authority to conduct such a program:

It is important that thexre be such a coordinator; the existence
must be commonality of interest among these people who are involved
in offering general education courses. They must have some commonald
ity of thinking about general education and they must be aware of and
concerned about what is being done in all general education courses.
e« o« « The program coordinator must have sufficient power to say who
is going to teach and who is not going to teach, and to reward ap-
propriately those who do an outstanding job.32

Another writer recognized the need for delegated responsibility
to facilitate organization. He says, "When responsibilities are not as-
signed, courses may be outlined as specialized instructiom, instructors
pay teach as they were taught in their university specialties. . . ,33
He also expresses the belief that, once the assignments for responsibilit
ra:e made, the administration should hold "accoumtable those to whom re-
Tsponsibility has been assigned."34
Another writer, realizing the great difference between the spe-
cialized department, general education needs, and the tendency for depart
rnents to focus attention on their specialized area, points out the need

for a general education division. He says, "The committee believes that

g division of general studies or a general college or some other form of

32paul L. Dressel, "Practices that Indicate a Functioning Progr
of General Education,” Effective Practices in a Program of General Educa-
tion, ed. Lucy Kangley (Dubuque: Wm. C. Brown Co., 1954), pp. 92-93.

33Leighton H. Johnson, op. cit., p. 7.

3“Ibid.

of separate, independent courses does not constitute a program. Thex

Y
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separéte organization should be provided for general education.n30
In complete opposition to the writers who would make speciai pro-s
'vision for the administration of the general education program are the
presidents and deans of the Oklahoma colleges. Without exception, the
twelve top administrators of the six Oklahoma colleges voiced an opinion
against a coordinator or dean for the state colleges. Eleven of those
based answers on the belief that the colleges concerned are not large
enough to justify such a person. Only one said there was possibly a need
for some organizing body, but that "one person would not be sufficient,”
His point was that a committee of from three to five people from the
various departments to act as coordinators for a short period would be
more effective because ™it would prevent one field from getting more em-
phasis than any other."
At the present time, the dean of instruction is in charge of the

entire curriculum in these colleges. And, since the questions designed

to elicit an opinion on the possibility of a need for a coordinator were

fasked only of the dean and president of each college, there is a possi-
ipility that the position of these administrators could have been reflecteid
‘ |
E:ln their answers. The presidents may have hesitated to suggest a clumge,i
iu“:'eeling that such an answer would imply that their dean was not able to
i:tandle his present duties. The deans were in an awkward position to an-
F.rer because each probably felt he was doing an acceptable job.

These are merely speculations. However, from the interviews with

w———

eachers, there is plainly a need for more understanding, coordinatiom,

35Ty1er, op. cit., pp. 216-17.

-
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and integration of the programs in the six Oklahoma State Colleges if r.E%

aims of general education are to be attained. This leaves two conjec-
tures: either the administrators are not aware that these needs exist or
they are not willing to admit that the program of genéral education is
important enough to merit the planning and organization required to reach
its goals. An inconsistency presents itself when these answers are com-
pared to those concerning intervisitation, a specific means of improving
instruction and understanding. Nearly all were in favor of such a pro-
gram, but were in turn opposed to the coordinator who could be an effec-
tive instrument through which a program of in-service study and improve-

ment might function.

Position of the Teacher in Relation to the Program

Previous sections of this chapter have considered the problem of

|
finding teachers with a broad training, and having a philosophy acceptable

to general education or the re-training of those drawn from areas of spe-

icialization. Suggeétions were given whereby the teacher could improve
!
his instruction, but the problem of time and facilities for further de- |
{

iwrelopment is yet to be considered. In view of the increasing enrollment
! 1

of today, it is important to know how much the teacher is already doing |

|
before he can be asked to accomplish more.

Teaching Load
Johnson points out the need for planning and study toward improve-

ment of the program in general education, but he also recognizes the limj-

tations placed upon the teachers'! time:
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materials require a good deal of time and energy. Teachers already%‘

heavily loaded find it difficult, if not impossible, to take the ti
necessary for developing new courses or for making extensive revisi
in present ones.3

Students enrolled in general courses are likely to resent the
over-crowded classrooms. In onme survey, "Students indicated that their
general education classes were usually larger than other classes and felt
that this was a source of many of the weaknesses."37

All of those on the interview list were asked question 102 which

reads, "Is the teaching load of the general science teacher (in college
hours) in line with that of other staff members?" These people, it should
be remembered, also teach courses in special areas. With but a single'
exception they felt the loads were comparable to those of other areas.
Four commented that the laboratory hours took a little morxe time. One
of these, however, stated that "laboratory hours take up a lot of time,
but other teachers have papers to grade, sc it about evens up." Though

no wide deviation in teacher load was aspparent, one teacher of the gen-

eral courses said, "My load is two and one half times as much as the load

|

of the average faculty member." Further questioning left the interviewex;'

|
;with the opinion that the extra time was self-imposed. This teacher was’
Ea sincere person and undoubtedly doing a splendid job for general educa-
tion. But, to point out how much work he was putting into one course, he
aid, "If I had the energy, I would like for once in my life to teach just

bne four-hour course and teach it right."

36, Lamar Johnson, op. cit., p. 394.

37paul L. Dressel, "Educators Confer on General Education," Col-

iege and University Bulletin, VI (May, 1954), 3-4.
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In response to questiom 105, %Are class sizes, for the teacher o}'

al education subjects, in line with accepted standards?”, wost of
teachers indicated that their class sizes were lcrzcr than the 25 or

30 students generally accepted as the optimum size for such courses. Ong

Vuu:hc said he had taught as many as 75 students in one class, another

often had 60 or more. One person said his classes were "twice too large

or best results.” A chairman said, "These large classes are a handicap
[to general educstion.” Others were more moderate in their comments; one
stated that "they are a little heavy,” and snother said, "Some are too
large for an ideal situatiop." All either said or implied that they

could be more successful in teaching general education courses if they

had smaller classes.

Available Time for Planning and Evaluating

Again and again the vwriters point out the necessity of planning,
trying out new ideas, and frequent evaluation to improve the general edu-
cation program, The question arises, then, in our present situation of
increased enrollment, do these teachers actually have the amount of time
required for adequate planning and evaluation? All interviewees were
asked, "Is the load of the teacher such that he can give some time to
planning, to improvement of instrxuction, evaluation and pioneering?”

This is question 103,

A reference which points out the difficulties in a program of

evaluation says:

e o« o attitude toward evaluation found among teachers recognizes the
need for it, but feels that the exigencies of teaching make it im-
possible to do much about results. The size of classes, the teachi
load, and the amount of material to be covered are cited as factorsrﬁ
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which force the teacher into the use of formal and traditional in-
structional procedures which they may admit, probably are not particu-
larly conducive to student development other than in factual knowl-
edge.38

Thirteen of the individuals interviewed stated that they had
lenough time for attempts toward improvement, as indicated in the ques-
tion. Some of these statements were modified, however. A dean said,
"They have enough time if they make teaching an eight-hour-a-day job, but
some teachers do not think it should be." 7Two teachers gave much the sane
lanswer, one saying, "There is adequate time if he puts in a full day."
Another said that he had "to stay a while after school."” One teacher
said, "We have enough time, we just do not do it." A different view was
taken by the teacher who said, "I just take time.”
Twenty-five contrary s;atements were made by those individuals
who felt they did not have sufficient time for planning, improving their
courses, pioneering, or evaluating. Some made less positive remarks,
Fsuch as "more time would be desirable." Others found no time for "re-
search or pioneering" or extensive planninge A chairman says some of his
teachers "are tun ragged."” A teéacher said, "There are times when we are
Fo rushed we can't think about anything." .
The follow-up question, number 104, asked, "If not, is it antici-
pated that there will be more consideration of these problems in the fu-
ture?™ Only one person, a chairman, expressed a definité opinion that
loads would eventually be lightened, giving the teacher more time for ime

proving his courses. About half of those interviewed used the word "hope!"

38Pau1 L. Dressel and lLewis B. Mayhew, Directors, General Educa-
tion: Explorations in Evaluation (Washington, D.C.: American Council on
Education, 1954), p. 26,
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fthen speaking of the future. A chairman made an inclusive statement whef

he said, "We hope in the future wore funds will be available to hire more
teachers; it is the hope of all educators." Five persons were less opti-
mistic. One stated he "could see no change." Six others believed the
situation would "get worse." |

The general science courses in the Oklahoma colleges were non-
laboratory classes; therefore, those who answered question number 106,
"Are physical facilities adequate? were concerned with other problems.
Four gave a plain "no" answer to the question; fourteen said, "Yes." The
others ft;rmed a con‘tinuun between the two extremes. One said, "Our fa-
cilities are absolutely inadequate!"™

Of those who pointed out special problems, two mentioned lack of
space. Another saw the need for more film strips to use in general in-
struction. Still another said, "We have too many students at a time for
the demonstration facilities to be adequate.' A unique complaint was made
by a teacher who said, "The acoustics in the building are not the best
in the world." This will not seem trivial to those who have attempted tg
teach day after day in a room in which every sound reverberates until all

words must be spoken against a continuous roar.

Summary

The teachers available for the general education courses in scie

sition to general education. The numbers were about evenly divided be-

Fnd those who would not, with an equal number being undecided. Adminis-

‘are the specialists in the areas, some of whom have easily made the trand

tween the teachers who would choose to teach some general education courges

e
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trative personnel seem not to be wholly aware of the adverse attitudes

phich do prevail. There has been some effort to acquaint the teachers
ith the ideas and practice of general education through study groups

[hich are quite effective for those who participate. Departmental meet-

ings have been ineffective in this respect. Effort has been made on the

part of some teachers to better acquaint themselves with the needs of tj

movement., i
§

All of these point to the need for closer administration and or= |

ganization with greater exchange of ideas between the institutions them-
elves. This should be done in spite of an indicated overload of the |

teacher.




: CHAPTER IX
CURRICULIM, TEACHING AIDS, AND INTEGRATION ,

Curriculum
Webster defines curriculum as "The whole body of courses offered
‘in an educational institution or by a department thereof." To offset any

lengthy discussion of the various uses of the term, curriculum in this

|

paper will mean, simply, a course of study covering the science required

in the general education program as a part of the total curriculum.

Teacher Planning

i
l
1
i
I
I

Wynne is of the opinion that all teachers in a general education

program should stress the same things. He says, "They should somehow get

together. The ideal would be for them to emphasize the same qualities."]"

Another writer, speaking of the general education instructor, would agreé
that specific areas should be emphasized, but adds that "the effective E
fteacher selects pertinent methods and materials, combining them into a
pattern particularly suited to his own talents and objectives."2

These two writers serve to point out the need for cooperative

liohn P. Wynne, General Education in Theory and Practice (New
gYork: Bookman Associates, 1952), pp. 100-101.

|
|
!
'
1
}
;
;
|

K
i

| ZRuth E. Eckert, "The Teacher and Teaching Methods in General
Education,” Current Issues in Higher Education, 1952, ed. Francis H. Hoi\r

|(Washington, D.C.: Association for Higher Education, 1952), p. 128,

202
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planning in order that the objectives of general education may be met, ﬁt
allow for the individuality of the teacher. To determine just what pro-
cedure was used for curriculum planning in the Oklahoma colleges, the

chairmen and teachers on the list of those to be interviewed were asked

question 38: "Do teachers of science in general education hold conferences -
t

with each other to plan a curriculum?” In the following question, n

39, they were asked, "How is the material to be covered in a given cours;e
i
determined? By means of or according to: a syllabus? the teacher's optiotiz?

1
the Dean of the College? the text book? the departmental chairman? a come

I

i‘mittee? shades and gradations of these?” |

!
E Eight persons on the list answered affirmatively on the questioni
%concernin.g conferences of the teachers of science. One of these added, |
["We constantly hold conferences in our office on mutual problems and
%possible solutions.” Another said, "There is a good bit of that in the
iscience department.” Five others, all from biology departments, held

|
conferences for this purpose. One of these added, "We have weekly confex-

;ences in the biology department, but not with the physical science people."
; |

:Another discusses the purpose of such conferences. He said, "The three ;
bf us in biology get together with the text to decide what to cover and ,
:Iwhat extra material to use, such as slides, demonstrations, and films."” |
bnly one person mentioned conferences among the physical science people
in general education. He said, "We get together at least twice a year."
Informal meetings or discussions were listed by six persons as

.the means by which planning for the courses was undertaken. Some chose

to explain further. One said, "We decide things in a cooperative manner

here instead of the dictatorial way, but we hold few formal conferences.®
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ther said, "We do our planning in the coffee shop or when we meet jus¢

Pmiu across the campus."
Ten persons said they did not hold conferences with each other to

plan curriculum. One said, "The teachers do not, but the departmental

heads do." Another remarked, "There have been no such meetings in the

'two years I have been here." Two others seemed doubtful of the purpose ¢!)f

%conferences and answered that they knew nothing of that sort of thing.

S o

Another says, "Most of that is done by the heads of the department, and
lhave very little to do with it."
In answers to the question regarding the means by which the course

?material was determined, it was discovered that each school was using

itexts that had been chosen by the teachers. Many teachers added other

1

kouments relative to the selection and organization of subject matter ma-
Eterial. Twenty-three persons mentioned some degree of teacher option in

%this decision. "The teacher can decide what ordexr of presentation to use

and choose the method that seems the most logical," was the comment of
one, while anothexr said, "We stay rather close to the text, but we bring?
in different sections in which we are more specialized, setting up demon-

strations for the other sections in these areas." Three teachers men~ |
i

, z

tioned their opportunity to stress certain areas more than others; another

fisaid he was free to "draw upon his own experiences."
In one school a syllabus was being used by all members of the bi-
ology depariment. One said, "The syllabus is approved by the dean and is
considered more important than the text."” Another mentioned use of the

<syllabus, but gdded, "It is not rigid." In this same group, a teacher

said, "The text is used when it will fit the syllabus."
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All of these answers led to ths conclusion that Tormal planning

for a course of study in the general sciences did not exist. There was
some exchange of ideas from normal day-by-day contacts, but ths actual
development of the course was most often the responsibility of the

teacher.

Sectioning and Course Arrangement

Following the discussion of the means by which course materials !
' |

iland methods were selected in the Oklahoma schools, an attempt was made t?

discover how the courses were arranged, how the studenis were placed in :
lasses, and the prevailing opinions regarding how these srrangements

e |
I.should be made. Question 44 asks, "Should general science courses be orof

anized to accoumodate different ability levels of students? Number 45
Eollows with the question, "In your school, is the same course offered to

11 ability levels of the students?™

L B

The time at which these courses were given was also considered.

buestion 46 asks the teachers, "Are the general science courses being of-
fered at the proper time or sequence in the school program of the studenf.?"
i
To carry this a step further, question 47 asked, "If no, what do you feel
the proper time to be? Question 48 is, "Should there be any specified ‘

sequence between general physical science and general biology?"

Sectioning

The matter of sectioning classes according to the ability levels

?f the students is a problem that has received widespread attention in
!

recent years. In the writings on general education in science there seem
|

E be no definite conclusions which are based on studies of such experi-
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Fnu'. In other areas, however, sectioning is being dons, especially in
|
jcormmmications. Pooley says:

The forming of sections for various levels of abilicy is a prac-
tice common to the communications programs dealing with large numbers.
, A number of programs provide for three or four levels of ability by
i this means.]

Other writers skirt the actual sectioning idea, yet stress the {

i

need for special attemtion, both to the gifted student and to those in !
|

need of remedial instruction. One says: |
| ' |
Should there be differential treatment of the gifted? Should !

they be sectioned separately? For less qualified students, there is,

almost unanimous affirmative agreement. But for the gifted there is.

not the same unanimity.4 1

He goes on to suggest several solutions to this dilemma, the first of

these being separate sectioning.

!
| When this possibility of handling students of different abilitieII
wvas suggested to the Oklahoma teachers, many of those interviewed though

|
‘immediately of the convenience to the instructor of sectioned classes. ;

Others saw the advantages for the students; but, almost without exceptim[i,
they pointed out the difficulties involved. A few were definitely agains?t
the idea. In none of the schools where the teachers were interviewed was
there such a practice in effect. :

One of those who saw an advantage for the teacher stated, "It I
s

Mld be easier and a lot more efficient if we could put them in secti

1 3Robert C. Pooley, "™Communication Courses,” Accent on Teaching—
Experiments in General Education, ed. Sidney J. French (New York: Harper
and Brotms. 1954 s Po 1180

| “The Reverend Charles E. Sheedy, C.S.C., "The Gifted Student,”

Current Issues in Higher Education, 1956: Resources for Higher Education,
ed. G Kerry Smith ZHashington, D.C+: Association for Higher Education,
1956), p. 70.
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but we don't seem to be able to do that so we just take them as they come

and do the best we can with what we get."” Seven more looked favorably
toward this change, but mentioned problems. They used such statements
as, "You can't do it in a small college," "A scheduling problem would

arise,” and "It would be nice, but too difficult to achieve." "Lack of
man power” was a reason given by one, and another mentioned that it "gets

too close to individual tutoring and is too expensive.” He added, how-

ever, "If you can afford it, then go ahead."
| Seven others liked the suggestion of sectioning students and made
;no remarks concerning the difficulties involved. One said, "There should
%either be different levels or at least more flexibility in the course." |
L\nother said, emphatically, "Any course needs sections for students of
different ability levels." Yet another stated, "It would be more con-
fvenient as far as teaching is concerned, and I suppose it would even be
;more desirable for the student.”

i
| Taking the opposite view, six persons saw no need for sectioning
!

fstudents according to levels of ability. Some chose to explain their |
i |
reasons. One replied, "If the course is doing what we want it to, it i

'should do for almost any level of ability." Another talked at length oni

the necessity of requiring a certain standard for all students. He said,

#1 am not sure it is desirable for us to attempt to teach morons how to
|
Fass college courses.” Much the same thought was expressed by another

;who feared that sectioning would lead to "watered-down courses." He con-

t

|
cluded, "It is already watered down to the point where anyone not able to
|

ipass it should be excluded from college." Another argument from this s

i
berson was based on the belief that "they all live in the same world, and
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Af you soften it up for one, it would deter the average and above averagd."
Bringing in a different thought, one teacher was concerned with
the psychological effect of sectioning on the students. le feared that
the students with less ability would feel they were in the "dumb class.”
Another view taken by a teacher was that "anybody can benefit from the

igeneral education courses." He felt that any special sectioning for abii-
ity levels should come after the general education was finished. A hint
of disgust with the background of his students was shown by one instructox

when he remarked, "If we have to teach all the materials in college that

'should have been covered in high school or even down in the grades, we
|

fprobably have as good a scheme as we can devise." Upholding the status
équo, another teacher said, "We handle each class according to the general
!ability of the students in it, and the better they are the faster we can

%o oM

1
t
|
!
]

Time and Sequence

Concerning the optimum time at which the general ‘science courses

should be offered, the respondents were almost unanimous in their a.gree-;

[

izxent that the freshman and sophomore years were best suited for these

§lasses. Three thought that it made little difference which year the j
: i
A |
courses were taken; only one expressed the opinion that the sophomore ,yea'r
I

;was preferred because "the students are more mature." All of the others

|
considered the present system of encouraging the students to complete

I

wr—

their general education courses in the first two years to be the proper

ne. All schools did, however, allow upperclassmen to enroll if their

chedules made it necessary.

SN DU » R
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Only three teachers, those of a bilology department in one of the

institutions visited, thought that it made some difference as to which

area of gensral science was taken first by the student. They felt that

igeneral physical science should come first becauss the information lunqd

l
ithere, especially with respect to chemistry, provided a needed b.cksround’
|
: !
'for the study of biology. i
: Relationship of Available Time to Course Content '
- |

In considering the role of science in the general education pro-i
t !

'gram, one comes face to face with the formidable task of meeting the ob-|

?jectives of general education in tht hours made available to this area. |
|
A writer mentions this same problem. He says, "The task of meeting these
! :
!
|

|
I;by the science surveys seemed to be an impossible assignment."> Actuallq,

!
additional objectives without exceeding the eight semester hours occupieq

;:nany schools require more than the eight hours of science to fulfill the;
%,general education requirements. However, since this was the existing 1
1system in the six Oklahoma colleges at the time of the study, the teachexlf's
fwere asked question 51, "Is it possible to teach a significant portion oé
i
the scientific phenomena in a four-hour course? Also in this same 11::2?
bf thinking, question 50 asked of the teachers, "Are the courses att:empt-i-
dng to cover too many units?” Still concerned with the mattexr of time
iallotted to the coverage of the sciences, question 52 was directed to all

those on the interview list. It reads, "Without reference to the entire

general education curriculum, how many hours do you think the student
|

SClement L. Henshaw, "Physical Science: A Way of Thinking,"
Frenc%h

Accent on Teaching—Experiments in General Education, ed. Sidney J.
KNew York: Harper and Brothers, 1954), p. 135,
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‘should have in biology?! la gemeral physical sclence!™ *l

A writer poiats to this lack of sufficient tims to cover the nece
uury material. He says, "Clearly the problem of doing justice to the !
growing body of subject matter in the field and simultanecusly supplying
?:h. desired breadth of background, offers a real challenge to the oduca-'
tor."6 However, he sdds, "Rather than concern for the limited mumber of
hours available to present the subject, better if we are concerned with
the maximum utilization of each hour availadble in moving toward the stated
8“1-"7
Of the 27 persons who gave an opinion concerning the attempt of
the existing courses in scicnce in general education to cover too many ,
units, thirteen answered in the affirmative, fourteen gave a negative |
fr&ply, and one said, "Yes and no." A few chose to expand these sut;aaent;s.
M those who thought too many units were being covered was one who |
'said, "That is my greatest objection to the general physical science
courses. They become nothing but survey courses as far as I can see." i
Another replied, "Yes, we are covering too many units, but to give a uni-
fied presentation we can't do anything else."” Looking at it from the ‘
viewpoint of the student, one said, "The reaction of the student is that%
we are too generous in owr aims.” Another pointed out, "We never quite E
cover all the areas we would like to."
‘ Taking the other view that too many units are not being attempted,

a biology teacher said, "We have cut down the number of owr units and we

Spuncan E. MacDonald, "On the Education of the Scientist,” College
and University Bulletin, VI (May, 1954), 3-4.

| 71bid.




211
[arc doing a better job." Another took the position that "worki:{s accords
!

'ing to the ability of the students eliminates this problem.” Three teacl-

|
}on of general physical science were emphatic when they pointed out that
|

Etho units being covered were at an absolute minimun. Explaining the me‘T-d

|
used in one department, a teacher said, "We try to cover adequately the

' |
portion we have selected and, if we are running short of time, we elimi-

nate some of the less important units.” Yet another used this same pracs
tice, but in each case it is to be observed that practice seems to deny |
their statements concerning the teaching of too many units.

Growing out of this discussion on the number of units being taught
was the question of whether or mot a significant portion of the scientific
phenomena could be taught in the four college hours per course. There
:were not as many complete answers to this question, probably because sev-
Ieral considered that they had answered it as a part of the previous dis-~

cussion of the number of units that could be covered. A tabulation of

those who did answer, however, shows that twelve teachers gave "yes" as

an answer; five said "no"; while two were evasive.

Of the affirmative view, one said, "We may not cover all of the
material in the biology text, but we do teach the most significant parts
for the general education program.” Another, speaidng of his part in t:hqi
course as a teacher of chemistry, said, "We can't give much idea of chem-|
;istry in so short a period, but we can teach him enough for his everyday
?.ife." Speaking philosophically, another teacher said, "I guess it is
?ossible to teach a significant portion, but we are all idzalists and want

them to get more out of it than they actually do." One gives as proof the

t
fact that "the majors we pull into the advanced couxses all indicate thatl
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they have had a good background in the biology area of general educationd"
P‘ different thought was expressed by one who said, "If the fields are
carefully chosen, we can do it.”

Some strong opinions were found among the five who believed it
Wwas not possible to teach a significant portion of science in the four-
hour courses. One statement was, "Obviously not! You can just make an
introduction to it.” Another said, "Perhaps a portion of it could be

taught if we would concentrate on one area, such as physics, and give the'm

a thorough knowledge and the analytical approach." Judging from his an-!
'swer it would seem that he leans toward the philosophy of liberal educa-
: !tion rather than the general. A simple answer by one was, "We just don't
offer enough science in the general courses."

It was hoped that a clear-cut answer to the desired number of

hours for the general courses in science could be gained by asking the

teachers to consider the matter without reference to the whole program.

_However in two cases, teachers insisted on basing their discussion with

an eye toward the total curriculum. One said, "If it were mot for the |
iother general education courses, I would probably give the student a lit-%
i:le more than four hours, but as it is four‘hours in each area should }
iSatisfy the requirements." The other replied, "Four hours is enough in
i
! iew of the total program.” Five others were satisfied with the existing
umber of hours and made no qualifying statements. Another said, "The
re a student has, the better, but he needs at least four hours.” Five
i)ersons favored a change to five hours each in‘general biology and general

Lhysical science, four would require six houwrs in each course, with eight

Lw_u:_s_i_u_ga:h_mmmed.by_nine_persms-
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Course Materials

Teacher Problems of Selection

Speaking of science in the general education program, one source

says:

time available it is impossible to cover an entire field exhaustively
Concern over what is included in the course will produce more rcsulté
than worry over what has been omitted.8

{
|

The choice Of materials for the general courses in science by the

'individual teacher has been pin-ruinted for this section by two question#

Number 53 asks, "In what divisions of the biological or physical st:iem:ei

|

is the selection of materials for instruction the least problem for you? |

Why 2 |
i
i |

Asking for the opposite reaction, question number 54 is, "Where

do you experience the greatest difficulty in selecting that which shall

[be included in the course of study? Why?" The answers from the Oklahoma !

|

|
|
lteachers almost defy categorical classification. However, several did s'
follow a pattern, such as being better able to select material for in- '

struction from their specialized area. A chemistry teacher said, "I havé

the least trouble selecting the material for the chemistry part because I

; |
am more familiar with it." A physicist used much the same explanation for

k:he physics units, adding, "I have plenty of material for demonstration
!r:m hand for the physics area." Another physics teacher answered tle same

but added astronomy as an area that was the least difficult to handle.

|

That he lacked confidence in the other sections was shown by his statemen
|

Materials for the course must be highly selective. In the lhit&l

]

Cy

8Ear1 J. McGrath et al., Toward General Education (New York: The

Macmillan Company, 1948), p. 98.
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"1 fesl I am not qualified to go into chemistry.” Amother chemistry
teacher said, "1 am prejudiced toward my own figld, and it is the easiest
from vhich to select materials.”

Other types of ansvars were given also. Ons listed physics and
chemistry as both being relatively easy in the selection of material; an-
other named astronomy, because the text does an adequate job in this area.
One teacher enjoyed selecting all of his materials because much of it was
taken from current magazines and journals. He stated that he was trying
to impress his students with the importance of reading that sort of thing.
Five thought it was neither more nor less difficult to select instruc-
tional materials from one area than from another. Several teachers said
that the poor background in science of mnny of their students made the
selection of course of study content more difficult.

Six of those interviewed recognized their own inadequacies in se-
lecting materials outside their field. Geology was one of the most fre-
quently mentioned trouble spots, one saying, "I am no geologist!"™ There
wvere five who answered the question by saying that they encountered vir-
tually no problems in the selection of materials for the general courses.
One explained this by commenting, "I have a broad background." A biologist
said, "I teach only the general course in biology and have never had any
problems."” Another teacher followed the text and so had no difficulty in
:selectian. He stated, "The students are pretty well wedded to the text ,
:anyway, 80 we just go as faraswecananddoasmhaswecanwithit."i
; Two answers having a different approach came from teachers. A |

lhysic!st discussed a problem that logically might have appeared more of-;
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fhot to teach physics in the traditional manner from the mathematical vied
point as I have been doing in the physics courses for years.” He went
on to say, "1 probably do a better job for the general courses in chem-
istry because I do not know it quite so well.” The other answer, from a
Piology teacher, also exhibited a great deal of self-analysis on the part
of an educator. He commented, "My biggest problem is to present what is

jactually known about human biology without shading off into propaganda

rn:d speculation.”

The Historical Approach to General Education in Science

The next question, number 56, was used in an attempt to find the
freaction to the many recent writings concerning the presentation of the
Eeneral courses in science as a history of science. It asks, "Could the
objectives of general science be met through a course in the history of
jence? One of the strongest statements for the historical approach tq

cience in general education is that of the Harvard Report which states:

The claim of general education is that the history of science is
part of science. So are its philosophy, its great literature, and
its social and intellectual context. The contribution of science
instruction to the life of the university and to socizty should in-
clude these elements, since science includes them, A science course
so constructed as to encompass these elements makes an important con-
tribution to general education. It need not by that token make a
poorer contribution to an education in science. One can defend the
view ghat it is all the better science foxr being good general educa-
tion.

Another source indicates two approaches to science, one of which

is the historical approach explained by the Harvard committee. This

9Harvard Committee, General Education in a Free Society: Report
of the Harvard Committee (Cambridge: Harvard University Press, 1945),
p. 222.

=
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Teference points out that such a course would be valuable in 'fffi{sﬁtii"tih“‘g
}thc strategy and tactics of science, but recognizes a weakness in the ap-
j)roach. It states, "In this approach the problem is studied in recrospet?:t
and thus tends to lose the value of *discovery'. « . «"10 Krauskopf also
gmnuons the historical approach and would include it as a part of the :
general course. He writes:

To present science as a unified, meaningful branch of knowledge 1
requires, I believe, these two things: first, that the dewvelopment of
science be placed in its proper historical context; and second, that:
some conception be given of the whole broad scope of science.ll

An overwhelming majority of the Oklahoma teachers of science in

general education were either definitely against the teaching of science
from the historical approach or had grave doubts as to its value. 'l‘wenty-
two persons took a stand against the idea; seven gave qualified answers
#:hat: were only partially in favor of such a program. One of these said,é
f"I believe the historical approach could be used if we had an eight-houré
scouse." Another, showing little enthusiasm, said, "I suppose it could '
ibe of value, but I am not too familiar with it." Another said, "I wouldE
;enjoy teaching such a course." Two others thought the historical approac%h
could be made to meet the objgctives of general education if it were |
handled correctly.

Five of those who felt the historical approach alone would not ,

| !
;serve the purpose expressed the opinion that a knowledge of science should

!

' 105sdney French and Merrill P. Rassweiler, "The Physical Sci-
nces,” General Education in Transition=-A Look Ahead, ed. H. T. Morse
Minneapolis: The University of Minnesota Press, 1951), p. 173.

llkonrad B. Krauskopf, "Science in General Education at the -Mid-
?em:ury," The Journal of Higher Education, XXII (February, 1951), 63.
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’be a prerequisite to such a course. As one says, "The history of science
fwould be interesting to one who has studied science.”  Another view is,
;"You can't look back with understanding until you know some science.” |
‘ Other reasons for opposing a course in the history of science
were given. A biologist said, "We could not present the important bio-
gilogical principles that the students need.® A chemist remarked, "1 don'it
think the students would get much chemistry out of it.” Keeping in mind
the objective of general education that would teach scientific thinking;
one said, "If we are trving to teach the students to think and we find
'whu'e someone in history had used false principles and succeeded, there
ggo o> effezts.” Another teacher was afraid the historical approach
éwould develop to mere factual learning of names and dates. He added,
é"'rhat would be the static approach to science rat:hex; than the dynamic.”
;A strong stand against the course was taken by one who said, "Emphaticaljly
gnot! I want my course to be in science, not about it!"™ The others merel;
istated that they felt a course in the history of science would not meet |
,the objectives of general education, and declined to elaborate further.
INone of these seemed to understand fully the approach to the teaching

iscience through its historical development.

Suggested Changes

Out of a discussion on the problems encountered in planning the
curriculum one might expect to encounter opinions on changes that could
jlalleviate some of these difficulties; therefore, question 55 was included

here. Directed to the deans, chairmen, and teachers, it asks, "What new

course or major variations in that which we have would you suggest, if




218

rcl\y‘l" Because each school across the nationm will have a slightly dif-
;fcrent curriculum, thus different changes to suggest, this section will
fd?viate from the regular pattern and be written entirely on the statanent;’.s
$y the interviewees. :
i Adeanandachairmfremonesehoolbrm:ghtout:hesnesug-?
i3¢az;t:ev:l change, leading us to surmise that some previous discussion of the
matter had taken place. They would like to offer a course in science de-
signed specifically to train eiementary and secondary teachers in all
#reas. The dean added, however, "I don't know where we would find a
teacher for such a course.” A teacher proposed to rearrange the general
%physical science course, "starting it with the atomic structure and basing
311 I could on that one fundamental law." A chemist felt that chemistry
should be dropped fram the general courses, because "students get the
rwrons attitude toward chemistry in that length of time, and it is practi-
3cally worthless." ' !

A different suggestion was made by a teacher who.would add a "cap-
§tone course at the junior or senior level." Here he would integrate r.hé
;sciem:es with other areas. Another idea was given by a teacher who woulcil
pffer a "nontechnical discussion course™ for the general education stu-
flent. A biologist suggested that all students be required to take the
;general courses. He believed that even those who go on to major in the
field would save time this way. A course in nature study was another's
expressed desire. He would have the students study "the e:ist:encé of
things as they see them together in the woods or fields." |

The need for more time or smallex class loads was suggested by

three teachers. Six persons would make no changes at the present, one of
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‘these saying, "I would like to continue on the same basis for three or '
Efour more years before we make any drastic changes.” ' |
| Seeing a need for laboratory work, five teachers suggested this
»addition. Two of these pointed out that smaller classes would be nec:es-‘L
sary for such work, one adding, "We would like a laboratory, but with the
mmber of students we have, we approach it with fear and trembling.” 'rhe

existing situation of laboratories for the general courses will be dis-

‘cussed at greater length in the section immediately following.

Laboratory and Auxiliary Facilities

Even though there are many questions included in this section,
‘they lend themselves to being grouped together under this one generxal
heading because of the dearth of answers. In previous sections of this

jistudy the teachers of science in general education have expressed the de-E-

i

Esire for laboratory work. A thorough study of the six Oklahoma collegesé
i:revealed that no institution offered a laboratory course, as such, in the
;general education science courses. One school attempted to use one class
period a week for laboratory work in biology for a few years, but in-
creased enrollment caused them to discontinue the practice.

One writer recognizes the necessity and the difficulty in conduct-

{

The question of laboratory work is a difficult one. Cerxrtainly i
the: laboratory offers the opportunity of participation by the student,
and if properly conducted, it can stimulate interest and appreciation.
Since the strength of modern science lies in checking theory against
experiment, it is desirable that the student should experience this
process. However, laboratory work is also time consuming, and time is
limited. It has been shown during the war that good demonstration ex-
periments can accomplish most, if not all, of the ends of laboratory|
work in an elementary course. We recommend that in lieu of laboratory

;ing a laboratory, and suggests a substitution. He states:

1
)
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work an adequate number of good demonstration experiments be given |
with the course.l2

3
{

Questions 75 through 80 have proved unnecessary except for enpha:—

!

ésizing that now laboratory experience is provided in the general courses.

;They ask, "Is there a laboratory associated with any of the general sci-f

!

?ence courses? Which? "How extensive is this laboratory? "Has it prov«fad
fsuccessful?“ "What are its strongest points?* %"What are its weakest
points?" "What has been done to strengthen these weaknesses

Question number 81, which asks, "Are any additional laboratory
units being considered?" brought little more response. No actual plans

;Vere underway for laboratories, although one said, "We keep thinking aboixt

it." These thoughts lead one teacher in the direction of an untried proL

'gram. He proposed to give the student an optional fifth hour of credit |

ifor laboratory. This would not be organized on a formal basis but wouldf

iinclude home experiments as well as those carried on in the school labo-é
;ratory. The emphasis in all cases would be upon individual learning ex-

fyerience, with originality as the key criterion.
|
ditional laboratory units being considered they ask, "In what areal"

Questions 82, 83, 84, and 85 are also invalid. Referring to ad-

f'Why is this change being considered? "Are there plans for dropping any
Flaboratory?" "Why?" '
The next two questions brought about a discussion of actual prac-}

l
tices again. Number 86 asks, "To what extent is the demonstration used?

and number 87, "Do students follow the demonstration as closely as they

rould their own experiments?™ Every person interviewed used demonstration

L leﬁrath et al, o Cit. 0_2_61
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lat some time. No answer was specific as to how they were used; ‘however,
;they varied from very extensive use to very little. Three used them to
a very limited extent. Another said, "Some." Two others said, "Not as
huch as we should.,” Three more said a demonstration was given in almost
ievery class period. There were six others who responded with various ex
3pressions designating quite extensive use.

Eleven teachers stated that the students followed the demonstra-
tion as closely as they would their own experiments. Fifteen said they
would not. Most of the reasons given for not finding the demonstrations
satisfactory as a substitute for laboratory ycrrk concerned lack of in-
;te.rest on the part of students. The only one who elabor:'ated on his pref
erence for the demonstration said he felt it gave him a better chance to
?xplain what he_ was doinge.

‘ Making the next discussion more inclusive, question 88 asks,
:"Could a system of audio-visual aids and demonstrations be an adequate
;substitute for the laboratory? The same teachers who refused to accept
a substitute for a laboratory in the demonstrations also failed to chang
;1:heir statements when the program included visual-aids. One said, "It
Tiis still somebody else doing it." Another said, "Nothing could replace
- actual experience."
Pursuing the use of visual-aids still further, question number 8
;hsks, "To what extent are movies, strip films, and similar visual aids
iused?" Following that question, 90 reads, "How do you rate their effec-
iveness?" Each teacher interviewed used such aids some; most said to a

considerable extent. Only one said he would not use films, stating that

is_students go to sleep. As to the effectiveness of visual aids, many _
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merely stated they were “quite effe’ctiv.e."“ ‘Two said they were better than
lectures but not as good as a laboratory. Two others mentioned the need
! ;
for briefing students on f£ilms before they were used; another said their
use vas only as effective as the quality of the £ilm. One added that
ffilms lose their value if used too often. Two others used films as a re-
view or summary after a unit has been completed. One preferred to do
‘free-hand drawings for illustrations; another said, "Visual aids are good,
but not sufficient to replace laboratory work."

It seems that the full potential of audio-visual aids in its dif-
ferent forms has not been explored. There are many ways in which a

teacher wishing to develop this aid to instruction might extend and en-

Tich the learning experience of the students.

Intﬁation

Integration might be studied from three different points of view;
?In comnon use today is social integration that refers to a well organizeé,
éfunctioning social unit. Another term, psychological integration, is
;used to designate a well-balanced individual. The one to which the witér
fwill more closely adhere is that of a unified learning experience which |
has meaning for the student, both in relation to his course of study and;

to his everyday life.

Existing Practices in Integration

Host current writers sooner or later hinge the value of general

|

!

|

i

|

|
education on integration. Cunningham says, "Integration is a quality that

pll education should have. If it is not integrated . . o it is simply
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not good . . « general education."13 . ' R

Along this same line of thought, Eurich says, "Every program of 5

general education designed to date stresses the need for 1ntggation."14‘
He would credit this growing emphasis on integration to "a quest for some
sort of uznity now lacking in educational matters.”l3

Questions 33 through 36 on the list for this study were designed‘
to discover the existing situation in the Oklahoma State Colleges in re-
gard to integration. Number 33 asks of the deans, chairmen, and teachers,
"Has anything been done toward integrating the science courses with other
subject matter areas, e.g., philosophy as presented in the humanities or’
geography in the social studies? Going further, these same educators
were next asked in question 34, "Is there any cooperative effort between
departments such as the science teacher directing the technical reading -
;for an essay in English?® The deans were then asked concerning future .
}plans. Question 35 asks, "Do you know of any present activity or t:houghit
on your campus relative to increased integration of courses or cooperative
efforts either from groups or by individuals? And finally, seeking the.
methods by which efforts toward greater integration might be made, ques-
%tion number 36 asked of the deans and teachers, "1Is there any organized

mEthod by which teachers of different subjects may become familiar with

t( 13William F. Cunningham, General Education and the Liberal College

Ste. louis: B. Herder Book Co., 1953, p. 12. i

14A1vin C. Eurich, "A Renewed Emphasis upon General Education,"

|
The Thirty-eighth Yearbook of the National Society for the Study of Edu-

ation; Part II3 General Education in the American Coliege, ed. Guy Mont-
ose Whipple (Bloomington: Public School Publishing Company, 1939), p. 7.
15

Ibid.
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‘the phases of their work which are also covered by other teachers?

: Answers to the questions regarding practices of integration be- !
'tween courses were preponderantly negative. Thirty-seven persons gave |
‘answers varying from "very little” to "nothing." Sewveral did, however, i
imention personal efforts to teach for unified learning. A biology teacher
éattanpted to relate his course to "health problems, heredity, and other -
‘things that affect society as a whole.” Five teachers referred to the
'relationship of geography and the general physical science course; three‘
pointed out the overlapping of biology and philosophye.

Two persons gave a clear cut "yes" to the question concerning the
jpractice of integration between courses. One of these, a deparunental
jchairman, said, "In biology we bring in the implications in the fields of
i;social science, economics, and other aspects of society." The other, a |
;r.eacher, placed his eifortj.s toward integration on %stressing the impor-
itanc:e of being able to read and use good English.” He said, "I am more ?
éconcemed with a student's ability to read and think clearly than I am
iabout any courses he may have had."

' When question number 34 was asked concerning a cooperative effort
ﬁetween the Engls.sh and science departments, thirteen interviewees related
%ane instances of having helped students select reading material for re-;

-.isearch papers for an English course. Though the suggestion in most cases
kcame from the English department rathexr than from the science teachers,

st interviewees seemed glad to assist in such projects. A chairman

ve the only dissenting view when he discussed the style of writing re-i[

uired by the English department. He said, "There is always some diffi-‘

ulty in that because the _gggl_iﬁsb,gepp_l_e_wan;_gu_t.heir_\mnm_m_hg_.l
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poetic and up in the clouds wvhile we want short, specific statements of '
éfacts that lead logically to a conclusion." i
‘ Fourteen teachers of science in general education had never at-
;tempted to cooperate in any way with the English department. One of t:hea
isaid, *I have never heard any talk of integration®; anot:her'suted, *We ,
jus£ carry on our own particular phase of general education.” |

Very few concrete answers were given on cooperative efforts by
groups or individuals to increase integration. Omne, admitting a need fo%
it, said, "Each teacher has his own way and resents anybody's trying to |
i:change us." Another said, "If I try to work integration i_ni:o my course,i
;I am accused of getting off the subject." Mentioning that he had heard |

some talk of integration, another teacher felt it was "not of major in-
terest” in his school. A chairman would ask his physics students to ".gei::
;nore mathematics®™ in an effort toward increased integration. Such a
istatement from a chairman showed little understanding of the philosophy ’
of general education. A further check also showed he was the one person.
whe resented working with the English students on texm papers. .
Looking toward integration as one result of an organized method
whereby teachers mighf become famil‘iar with the phases of their work whxc
iare also covered by other teachers, question 36 sought further discussim;
;ivith deans and teachers. Only four could point to formal efforts in this’
]!direction, many of these adding that there should be integration. Two i
zPe::sons from the same institution named American Association of Univezsii‘
|Pr:ofesso:n:s as contributing to a better understanding and cooperation be--i

departments. One mentioned that general education had been dis-

ussed in a recent meeting; adding that about half the facul
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'to the organization.

A dean in one school told of a series of faculty meetings that
®"cut across departments of related activities," What he termed "bull ui-
'sions" where teachers aired their problems was not mentioned by any |
.teu:hm: in that school as contributing to integration. Two conclusions |
;night be drawvn. Either the sessions were too new for the faculty to havg
realized their purpose, or they failed to make the association between a
knowledge of other courses and integration. A fourth person said, "From
‘time to time we have discussions and explain to teachexs in the other

fields what we are trying to do." Many who said they knew of no formal

efforts toward increased integration added that something should be done.

Need for Integration
Throughout the study of the aims and goals of general education
t;t:he::e is repeated allusion to unity in thought or attempts to bring all |
areas of learning into a meaningful whole for the individual, Indeed, to
Esome, integration has become synonymous with general education. Looking.;
?jat all aspects of a student's life, Bigelow and Maclean say:

General education attempts to bring them together in all the pat-
terns necessary to feed the growth of individual students towards ma-
turity, towards the building in him and for him of a personally sat-:
isfying and socially useful philosophy of life regarding himself and
the worlde . « o Such evidence as is at present available gives prom-
ise that general education can immediately move fast and far in help-

‘[ ing st]-:gdents toward more effective personal orientation and mtegra-‘
ion.
- |

{

. {
L 16garl W. Bigelow and Malcolm S. Maclean, "Dominant Trends in Gen-
bral Education,” The Thirty-eighth Yearbook of the National Society for |
the Study of Education, Part 11: General Education in the American Cousgg,
id. Guy Montrose Whipple (Bloomington: Public School Publishing Company,
l939), PP. 366-67.
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Although this writer speaks of personal integration, it is evident

that only through unity in learning can this feat be accomplished. An-
other writer relates how this has succeeded in a school where integration
is emphasized. He states, "The conscious attempt to integrate the mate=-
rials seems to have increased student ability to think, to organize ma-
terials, and to draw conclusions.*17

One straightforwvard question was directed to the deans and teach-
ers of the Oklahoma colleges to get an opinion on the desirability of fur-
ther integration. It is number 37, which asks, "Do you feel further in-
tegration to be needed or desired?”

Twenty persons answered in the affirmative with varying degrees |
of enthusiasm. About half were emphatically in favor of further integra-
tion. A dean said, "That is the greatest weakness of our pfogram." Those
showing less feeling made such statements as, "It's worth trying," or :
"Possibly it could be worked out better.” |

Taking the other side, five teachers could see no reason for fur-
ther integration. Each chose to defend his view. One said, "I just don't
see how we could improve things." Another said, "If we have any problems
we get together and discuss them. That is all that is necessary.” A ‘
third feared further integration would make "hash™ of his courses, while:
the fourth answered "no" because he thought any college graduate should «

be expected to be well educated in a general sense according to present |
|

;s::andards. i

}
|
! 175, Lamar Johnson (ed.), What About Survey Courses? (New York:
Tlenry Holt and Co., 1937), p. 344.

L
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Integration with the Sciences

Turning from the discussion of integration between courses, many
writers look toward a synthesis of knowledge into a unified whole within
the area of science. Pointing out this need, one says, A student taught
one or two facts about one or two trees cannot be expected thereby to be
at home in the forest. Some attempt at integration of learning must be
made 18

Another writer demonstrates how the concept of integration has
changed through the years in one school to encompass the entire science
offering in general education:

Holism at first crept into the course in that section dealing with
the whole animal and the whole plant. « « « As its significance grew
on us we made it the concept that supported the whole course. Even-
tually, we even broke our way into the course by stating that our pri-
mary purpose was to discover biological wholes. . Today this has become
the guiding principle for all four integrated courses; each course in
turn building toward a larger whole.l9

The teachers of science in general education in the Oklahoma Stafe
Colleges were asked question 49, "Have the science courses in biology and
general physical science been successful in synthesizing their areas of .
science into a wnified whole?"

A significant number failed to answer this question on the grounds
that they had no way of knowing. Others gave such answers as "not sure,"
?"I think so,”" and “we try." Eight believed the students were probably mt
being taught as a unified whole. One of these said, "Students feel they%

1

Pre walking out of one world in biology into an entirely different one in

{
!

!
i
18%cGrath et al., Op. cit., pp. 94-95. K

19Lucy Kangley (ed.), Effective Practices in a Prggam of General
Education (Dubuque: Wm. C. Brown Co., 1954), p. 69.
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physical science.” Another says there are "very definite lines that !
;st.and out between the departments.”

Four teachers were fairly certain of their success in teaching
:science as a unified whole. Two of these mentioned overlapping units
within a course. The other two credited any success in this respect to
having taught both physical and biological science. |

The administration of the general education program is ccusidered
at another place in this report, but from the preceding discussion it be-
comes apparent that further integration is desirable and needed; yet this
is not being accomplished under the present organization. A person in
charge of the program of general education is needed to promote greatexr

unity. The first need for this is in the integration of subject matter.

Conclusions

For effective curriculum planning the general education program
requires extensive and organized effort. This condition exists only at
a minimm in the schools considered. Conferences for this purpose are
largely chance meetings or coffee break conversations. Only sporadic im-
provement can come from this conference-over-coffee type of effort.
| There is no provision in any of the Oklahoma State Colleges for
the sectioning of students accoxding to their varying abilities or the
iextent of previously acquired knowledge.
i The selection of content material for the general education :
courses is by its very nature a major problem. There is so much materiali.
which might be profitably included and so little time for its presentatiéin

l
that the teacher must constantly guard against reversion to survey coursﬁs.
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The teachers are aware of this and the need for more time in which to

broperly meet the ends of general education in science.

Not so many suggestions for changes in the existing courses wexe
given as one might anticipate. The knowledge that there is little likeli-
bood of being able to effect a change in the present organization of the
program may account for this. The suggestions for change which were given
fall into the usual pattern of discussion such as courses designed spe-
cifically for certain groups, need of smaller classes, and the laboratory
experience as a part of the course.

The next major step in the improvement of the program of science
will come through greater unity of course material and objectives both
horizontally and vertically. The very essence of  general educatiom is
that it shall tie knowledge together into a unified whole to be used by ‘
m in making critical judgments. In this respect the program is very
yeak, there being no organized effort in that direction and only the most
tenuous of informal arrangements. These improvements cannot come about
until someone in each school has been given the direct responsibility and

time for organizational and instructional leadershipe.




. CHAPTER X
EVALUATION OF THE PROGRAM

That there is a need for an evaluation of any program before it
can justly be called successful is a fact that few will question. How-
ever, a query concerning the means by which such an sppraisal can be made
in the field of general education will bring as many variastions in answers
as were found when dealing with objectives for the general courses. Many
have doubts that an accurate measure has been devigsed. A writer says,
“In the last analysis, teaching, like prayer, is an act of faith in that
an empirical test of its ultimate effects is unavailable."l This ‘same |
author, however, goes on to point out the necessity for some effort toum}d
évaluation without which "one cannot properly judge whether the whole exi
pensive educational enterprise is getting anywhere or whether it is just;
a convenient device for keeping a million teachers in pocket momay."2

The purpose of this chapter, then, is to attempt an evaluation of
the science courses in the general education program of the six'Oklahoma%
iStat:e Colleges from the viewpoint of the presidents, deans, chairmen, ancll

1 j
Ikmhm:s. They were asked to appraise the success of the courses, to give
i

t l'I!eum:y S. Dyer, "Can General Education Courses in the Sciences be
Bvduated‘l" > Gencral Bdncacion in Science, eds. I. Bernard Cohen and
Fletcher G. Watson (Cambridge: Harvard University Press, 1952), p. 187.

2

Ibid., Pe 188.
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‘the means by which evaluation of courses was made, and to state the con-;
clusions reached as a result of these evaluative procedures. In additiomn,
criticisms of the existing testing programs designed to show the degree of
development of the individual student were sought. Twenty-one questions
were used to lead the discussion toward the development of this clupter.:
Each of these will be listed and explained in the section in which they
are used. Following the pattern of the previocus chapters, references
fumnish a background for the statements by the Oklahoma educators.
Teacher Appraisal of the Science Courses
in General Education
Pointing again to the importance of science in general education:
for all students, Eric Rogers reminds us of matters on which we should
question ourselves in the teaching of these courses. He states:
Much of the welfare of civilization, and perhaps even its fate,
depend on science. Do cur science courses educate students to under-
stand this dependence? . . « Do our science courses send their stu- -
dents out delighted with that understanding of science, and ready to:
turn it in new directions? Can governors and administrators who have
taken our science courses confer intelligently with scientists on t:b
vital problems of our age?3
Each teacher on the list of those to be interviewed was asked for
an opinion on the success of the courses in meeting the needs of the stu-
dents and society. This is question number 40 and it asks, "Has the ma-.
i

:terial now utilized proved generally successful; in other words, do you '

tteel the type of program we have now is best suited for students in your‘
Febool? For society? Varying judgments concerning success were shown b;t

i
i 3Eric M. Rogers, "The Good Name of Science,” Accent .on Teaching=:.
Experiments in General Education, ed. Sidney J. French (Rew York: Harper

Ihnd Brothers, 1954), p. 165.
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these opinions. Some were enthusiastic; others showed dowbt.” =

In commenting on how well the general courses met the needs of the
a:udent and society, ten teachers merely gave a "£air” rating to their ‘
success. They used such phrases as "pretty well,” “fairly successful,” '
"to some dqru," and "doing quite a bit of good.” Most of these pcople
qualified their answers by adding that there was room for improvement. |
Two mentioned that laboratory work would better f£it the course to indi-
vidual needs. Another said, "We are doing as well as we can in the number
of hours we are allotted."

_ Seven persons considered their courses very satisfactory in meet-
ing the needs of the student and society. Two of these were quite em-

phatic in their appraisal. Though the others answered less positively, |
i:ln their opinions their work was quite successful. Five individuals -didé
Enot know how much their classes contributed and declined to give an opin-:.
fon. One said, "I wish I imew."” Another felt that he was "headed in the
jright direction” but had not studied the problem enough to know. |

Some of those interviewed preferred to give explanations as to
ithe‘exceuc of their success. One said, "Probably, my course works in the
jsame abstract way that all courses do in adding to the student's total
personality.” Another said, "At least the students seem interested.”
4:5:111 another pointed out that his courses "give the student a good view,

]
¢:->£ science.” Five teachers expressed the opinion that the general courses

’ La:e not meeting the needs of the student or of society. Three thought .

the existing science course left much to be desired. One was more specific

i

he said there were not enough instructional hours. Another made a

e serious charge when he said, "This is just an adulteration of science!
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It is about sciencs, not science.”

How Science Meets the (bjcctlm of Gensral Education

A comprehsnsive statement concerning the objectives of sclence in
general education comes from the Harvard group, which says, "It is not
‘enough that courses in science purvey precise information, use uth-.eif-
cal methods, maintain laboratories, and avoid doing violence to the hier-
archical structure of nature and of the sciences.”4 Referring to the
jmmediate problem with which we are concerned here, they add, "Many such
courses as now constituted have all these characteristics and still fail;
‘to make the full contribution to general education which is potentially 4
theirs."> The teachers in the general courses in science in the Oklahoma
lconeges were given an opportunity to comment on the matter. Question 41
:asks, "Are you satisfieéd that the content of the course you teach meets
Ivthe objectives of gemexral education?” 1

Variations were found in replies to this question concerning how
‘well individual courses meet the objectives of general education. Hany,z
howevér, felt they were meeting them. Sixteen teachers gave an unqua.li-i
‘£ied affimative. answer to this question. Two more showed some ummcé
as they replied, "I am trying,” and "I hope so." Four others showed less
écertainty and hesitated to answer. They used such phrases as "in a uy,?
;l"not sure," "probably we could do better,” and a plain "I don't know." ;

Again we find some individualistic statements. One answered "We

4farvarc Committee, Gemeral Education in.a Free Seclety: .
of the Harvard Committee (Cambridge: Harvard University Press, 19a5),
Pe 155,

S1Ibid. : |
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‘mest about half of the objectives.” Another said, "At least they get

‘things they would not learn from other courses.” One, spesking as a spe~
cialist, replied, "As far as the gensral course goes, it mests the objec-
tives. It could do more in physics and chemistry, though.” Two pointed
out that they were successful in meeting the goals as they saw them. One
added that his aims were to “give the students the basis of the funda-
mental lgws of nature.” Another was satisfied vith giving "practical
knowledge.” Four felt they were not meeting the objectives of general
education. One stated that no text book lends itself to meeting the ob-

Jectives. Another said, "We are aiming too high.”

Evaluation Methods
The dilemme of the specialist who is thrust into the position of
teaching a course in the general education program after being trained in
:a particular field is described by Dunkel as follows:

The introduction of programs of general education raised several
problems for the classroom teacher. There secemed general consensus
that he was now more directly concerned with certain skills, atti-
tudes, and beliefs than he had been before. To be sure, he had never
been unconcerned with them. Instruction in any field had usually as-
suned that knowledge of that material would lead students to acquire
certain broader, relevant skills, attitudes and points of view. But:
other outcomes were desirable by-products, thought to be more or less
inevitable consequences. But with the coming of general education,
emphagsis shifted to these other matters. The question was not whether
students knew physical science, but rather whether they were u‘itical
thinkers with proper « « « attitudes. . . .6

Remembering that the science teachers in the Oklghoma schools

fbelng studied are cpecianm, one can suppose that many of then bave been
1
1 oo !

’ Siarold B. Dunkel, "Problems of Instruction," The Fifty-first
earbook of the National Society for the S of Educatiom, Part I: Gen-
al Education, ed., Nelson B, Henry (Chicago: The University of Chicago .

288, 1952 XY ”._207-2080
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‘faced with just such a problem as that of which Dunkel spesks. No longer

able to appraise the success of their course and methods of imstructiom '
in the traditional manner, the msasure of achievement in terms of the odb=-

jectives of general education becomes a major issue for these teachers.

Course Appraisal
A writer stresses the need for discovering what changes take place
in the studeat®’s mind as a result of the general courses. He says:
.vahnthe [the science teacher in general education] finds ac-
cords with what he hopes to find, he can have some assurance that

vhen his students leave him, they are at least headed in the right

direction.
What has come to be called educational evaluation is nothing more

or less than the means by which a conscientious teacher can ascertain
vhether that kind of assurance is justifiede « o o7
It was to discovexr the specific means used by the individual.

‘teacher for sppraisal that questions numbered 42 and 43 were included in
the study. They asked, "Do you have any way of appraising the success of
your course in meeting the objectives of general education?™ and "If the
%anmer is yes, how is the appraisal made?”
| Ten teachers admitted they knew of no way to measure the outcomes
iof their courses, one of them saying, "That is one of our weskest points:‘."
Seven persons used subjective tests as the best means by which to meastn:é
éthe results of instruction of science in general education. One said, "I
E just have my own opinion to go on.” Three, using the subjective method 4
11:1 a different way, judged the effectiveness of the courses by eouversa-i
;ctcns' with the student after he had campleted the course. One of these |

louted,'Somanycomebyaf:erthecourse.isoverandunnehowmh

.___..__72”.:_‘. 20 c’.t:. 220__187-1880
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§WR after they are working and tell me they are using my materials.” Be
adds, "Teachers, Sunday School teachers, and even two or three aiaisters;
have told me that.” Another merely replied, "I just sort of have a feel-
ing I an meeting the objectives.” |
. Three science teachers partially measured their success in meet-
ing the objectives of general education by the number who decide to go oa
to advanced courses. Two used studeant questionnaires for evaluation.
One designs his examinations to test the extent of analytical thinking; .
another judges by the "rate at which his students comprehend new informa-
_tion." Anotber concluded, "The proof of the pudding is in the eating and
maybe in twenty or thirty years we can conduct a study as to the effec-

‘tiveness of the program.” :

Evaluation of Instruction
At first glance, the matter to be studied in this section may seem

to repeat the previous discussion. To some degree it does overlap, but

it should be pointed out that here the purpose was to ascertain the means
by which appraisal of methods of instruction was made, rather than the

ends of the course itself. Question number 73 was asked of the Oklahoma

fteachers of science in general education. It was, "Do you have any way
|

i
|
1
i

fof appraising the success of your methods of instruction in meeting the

lobjectives of general education?”

|

| A writer brings out the need for continued appraisal of methods
i
the selection of methods based on student needs. He states, "They

selected for trial on the basis of their probable value in contributing
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to the objectives, and they are retsined for future use if their tryout .
;dmnstutes. that students have made substantial progress toward the ob-
jectives of general education."® The impartsnce, here, is that methods
Jof instruction should be subject to change if they have not proved suc-
‘cessful. This brings us to the necessity of such an sppraisal om which
‘to base changes. |

Eighteen answered that they had no way to appraise the success of
their methods in teaching the general courses in science. Two more merely
stated that they used a subjective measure with no further explanation.
Describing the subjective means, five were more informative. One of these
‘judged his methods by the things his former students told him "after it j
will not help their grade any." Another said, "I talk to people who have
‘been out of my class a few years and they still remember certain points
I brought out.” A third used observatiom of student attitudes in class,5
while another stated, "If my students fail to grasp an idea quickly, I
Ww the.method of presentation needs to be changed.” Looking to the stu-
Edent in later years, one teacher attributed the success of a rierson in
;his chosen vocation to the general courses. He said, "If he is success-
ful, we can presume our methods have helped him to gain a better under-
istanding of people, and he will fit better into society." Three respond~
Eents attempted to appraise the success of their methods by examinations '

!

iand questionnaires. Still another based his judgment on standards set 1

!
\b-y his oun experience as an undergraduate.

L 8Ra.lph W. Tyler, Director, Cooperation in General Educatiom: A

inal Report of the Executive Committee of the C ative St in Gen-
eral Education zWashingtoa, D.C.: American Council on Education, 19475,

P. 213,
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Successful Teaching Methods

Wynne states, "In the last snalysis, the problea of general educa-
tion is a problem of method.”? The previous section concerning ths means
:by which appraisal of the wethods was made led up to a discussion of just
what methods the individual teacher had found to be successful or to fail
in teaching the general courses in science. These are the topics of con-
cern in the discussion which follows.

Many vriters agree that different methods may prove effective in
the general courses in science. leighton Jolmson explains some of these
by showing how they differ from the traditiomal courses:

There may be, for instance, more extensive use of libraries in
the commmities, more careful reading of newspapers and periodicals
may be required, and students may spend time with local professional
people and commmity officials in efforts to understand the workings.
of the commmity. . . « Instructors may make considerable use of
audio-visual aids, and radio and television facilities may be re-.
quired.l0

Question 91 asks of the teacher, "Can you idaitify any reason .
coming from your teaching methods for the degree of success enjoyed in
meeting the immediate and long range objectives of the course? Almost
Eevery teacher interviewed gave a different reason for the effectiveness
of his methods in meeting the needs of the student. One said, "Person-
ality and preparation will bring success to any class.” Another gave
Tenthusiasm and love of teaching” as the key. "Being well prepared” was

I

- _hnother answer, while still another said his success was "just in the myl
I .
I

|
r
| 93obn P. Wynne, General Education in Theory and Practice (New :
York: Bookman Associates, 1952), p. 100. : ;
l i
loLeighton.n. Johnson, Fostering General Education in the Com- |
ty Col s Professional Series Bulletin No, 14 t Lansing: l
Eichig _

State University,; 1956), p, 9.
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T pre;ent the mgterial.” o

One teacher attributed his success to "staying on the students®
level and associating the material with things they already know." An-
other attempted "to arouse the curiosity of the students.” "Departure '
£from the lecture method is a big improvement," was one opinion; .another »
said much the same thing when he pointed to the benefits of informality
"where the students feel privileged to ask questions and participate in .
the discussion at any time." Participation was used as a method by still
another teacher who predicted that ™if ome can just get them to partici-:
pate in the demonstrations, he will succeed.”

Instructional aids such as charts, films, slides, and plastic
models were given as iastructional tools by means of which two science
tteachers attempted to attain the.objectives of general education. An-
other said, "I am constantly evaluating and changing my methods in the
Elight of what I feel would be more beneficial to my students.” Still
another said to ask him again in a year because he was "still in the
process of testing some new ideas." Showing that he had given a great
édeal of thoughit to the matter, one teacher based his methods on the theory
that "nothing succeeds like success.” He said, "If you give the student
Eso:net:hins he can do adequately, it will challenge even the mediocre stu-.
,dent to enthusiasm, even though he may have had his mind set against t:l:eii
;course in the beginning.” This same teacher listed the prerequisites to}
good teaching as enthusiasm, knowledge of subject matter, patience, and !

|
| sympathetic attitude.

|
] Seven individuals would make no attempt to identify any special
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that their methods were quite successful, but could mot attribute it to
Iany single device. One said he had not given any thought to the matter,.
;vhile another took the negative view and said, "I am not a successful |
teacher and I have no tricks of the trade!" Answers like this are the
despair of one who is trying to find a pattexrn of successful methods, foi"
‘this teacher is judged by her students and contemporaries to be one oF:

the best.

Causes of Weaknerses or Failure

According to one published view, there are four weaknesses of the
hethods of instruction used in the program of general education. They
are: #too much emphasis on textbook memorization, too narrow a range of
éinst:nactional and learning procedures, the failure to provide for, and
the failure to capitalize on the student's own motivation. !
’ In answering question 92, ®Can you ascribe any clear-cut cause oxi‘
causes for the degree of failure experienced in teaching your course?",
fthe interviewees made specific reference to only oné of these causes of
;Eailure. It was that of individual differences among the students,

Student attitude was given by several as the cause for a degree -
of failure. One interviewee commented, "The majority of the students

come in here with a chip on their shoulders.® Another made the same ;
’charge when he said, "They have the idea that these courses are just sone‘-
thing they have to do before they can do what they want to do, and the
stage is set for resentment.,” A third carries out the same complaint, g

He said, "They lack interest, they won't study, and many are just here

ll1yler, ops cite, pp. 213-14.




242
because they have to be.” A similar statement was made by another, but

;he placed the reason for failure on his "inability to f£ind a method or
trick to get them interested”; whereas a contrasting view is taken by a |
teacher who blamed the student. He said, "The students refuse to apply
;chens;lveswhen I ask them to learn chemical formulas, even when I tell 5
them it is just as important as learning their multiplication tables.”
Two more mentioned student attitude as a cause of failure, one saying,
"They just take it for credit,” and the other, "Their interest is some
place else and they just can't see science."

- Three teachers spoke of lack of background of the studemts for
the science courses in general education. Two otherg gave as a reason
for failure the lack of time to cover the material. The need for a lab-
ioratory was pointed out by four more. A logical statement uas made by ‘
onue teacher when he sa;_ld,"lf I knew the cause for failure, I would do
something about it before the end of the semester.” This attitude was
typical of those teachers vho feel that failure of the students to have
1earned to the limits of their ability reflects something wrong -with their
Zteaching methods. As a part of their answers, two mentioned the large
classes as contributing in some degree to failure of the student to meet:'
r.he standard the teache‘r feels he should. Ten teachers could point out
;to causes for failure; yet none claimed complete satisfaction with the

‘results of their teaching.

i

I

|

Testing Program for the General Courses in Science |
One of the aspects of general education which many of the wz:i.:‘:r}|

in the field have referred to broadly or have ignored completely is the
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matter of testing for the desired outcomes of the courses in terms of stu-
ident development. They write at length regaxrding the evaluation of the
‘entire program, of the general education teachers, of the courses, and of
many other things; but it is almost like running into a blank wall when
an attempt is made to examine the prevailing testing programs of gcneral
;cducat‘ion or of individual classes in the area. A few, however, do make
an effort in this direction. One uwriter states:

Evaluation, like creative scientific work, is an art. Many as-
pects of student behaviour cannot be measured, and some about which
we are concerned are still difficult even to express in words. Judg-
ment by a respousible person is involved, bur this is true even when
a decision is made to include a given item in an exmmination. We
must not be afraid to make these judgments—after all, it is one of .
the things for which teachers are paid—but we should constantly at-
tempt to increase the number and variety of situations in which we
can make judgments and to improve the criteria we use,l12

This statement points up many of t:he £act:ors which will be eovered

iu this section. Theseé include the me:hods of test preparation, the types
used, the position of objectives of general education in relation to the
ftest:ing program, the problems encountered in testing, and the development

and study of a broad evaluation program.

Methods of Preparing and Admini st:e;-:ing Tests

Several guestions have been used in interviewing the Oklahoma ed#-

cators to furnish information concerning the methods used in preparing
tests, the types of tests used most frequently, and those preferred by

the individual teacher. They will be presented as they fit into the

.

1
!
i
¥
12p)etcher G. Watson, "What the Instructor Can Do about Evalua-~ i
ion: Techniques and Examples,” General Education in Science, eds. I.

rnard Coben and Fletcher G. Watson (Cembridge: Harvard University Presé
Esz). Pe 209. }
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‘sequance of the discussion.
One discussion of the need for a better mdeuuidlng of the
methods of testing in the general education program iss
While satisfactory methods for testing knowledge of the factual
content are a part of most teachers' repertoire, few teachers are .
skilled in the construction of instruments which test for understand-
ing of relatively broad concepts, principles, and generalizations for
abilities to apply principles——particularly in novel situations—and
for ability to evaluate and interpret new facts and conclusions.
Most instructors fortunately have been more successful in developing
such abilities in their students than they have in constructing valid
examinations to measure them.13
Especially pertinent is the idea that, if we keep in mind the em-
phasis on the various areas of growth purportedly aided by the courses in
general education, we can no longer rely on the simpler method of testing
for facts.
Another writer deals with the matter u;ore specifically. He says,
_f'l‘here are many difficult, technical problems in the creation of satis-
factory tests, examinations, surveys, and other appraisal instruments,
and most faculty members need help on these problems."14
The preceding statement leads us directly to the problem at hand
and the methods by which the teachers in these Oklahoma colleges prepare’
examinations. Five questions used here deal with joint preparation cf
tests, integration of examinations of various teachers, and the use of a
f':ounitt:ee or other special help to prepare examinations. Questions 113
i

|
and 114 ask, "Is there a program by which teachers come together to prepare

|
; l
i 13gar1 J. McGrath et al., Toward Gemeral Education (New York: |
l'he Macmillan Company, 19485, Pe 217, E
tLen ll’Agnes L. Adams, "Appraising Student Achievement and Develop- l

t," Current Trends in Higher Education, 1949, ed. Ralph W. McDonald |
Vuhiggtm,_pﬁmm_o
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lexaminations?® and "Is there an integration of examinations of various '
iteachers?" Question 115 is similar to the f£irst of this group, but re-
gfers to a more formal organization for preparing tests by asking, "Is a ’
f:comittee ever used for the preparation of exarninations or has there been
‘one in the past? Question 116 asks, "Is a specialist's help available ’
or used in the preparation of tests and examinations?™ Concluding the
;’discussion, question 118 asks, "Do you prepare your own examinations?”

With but two exceptions, the Oki..ahoma teachers interviewed prepa:ire
examinations by themselves with no efforts toward integratioun orxr coopera*
tive work through committees. Both exceptions were in the biology depa.rf-
ments of different schools. In one of these schools, a biology teacher
#aid, "All of us in bio]:agy work together on the examination and give the
'same ones or slight modifications to all our cl;sses." The other teachers
%verif ied the statement. In the other school the btiology teachexs co- |
fpperated to design and administer a common final examination for the gen-
1ge:o:'al education courses in biology. A teacher from another college re- ‘
%na.rked, "For two years we tried an integrated exsmination and found it
entirely unsatisfactory."

Because of the difficulties encountered in making a valid and re;
J.iable examination for the general courses, the question concerning the |
izvailabnity of a specialist®s help in the preparation of tests and examii-
inat:ions was asked of the deans and teachers. No single person on the '
:lntérviev list indicated that such help was being used; however, several
Lentioned that it was available. Most said, "I make my own tests." One |
answered, "We could get help from the education depsrtment if we wanted

" _teacher in that same school said, "We have newer asked for:
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‘help.” A dean from a college which had no testing specialist at the time
gof the interview said, "We are trying right now to employ someone in gui;:l-
‘ance, counseling, and testing who will be available to help our teachersl

on their examinations."

Standardized Tests
Question 117 asks, "Have any standard tests been used for studenﬁ
evaluation in the gg:éral sciences? This question brought negative an-
‘swers from everyone on the list. Negative consensus was also obtained on
question 120, "Is there any teacher or group of teachers in the process
of preparing standardized tests for this area?"
| Several chose to express an opini;:n on the use of standardized
?tests for their classes. A dean said, "There are some teachers who might
'fteach for the passing of a standardized test." A teacher answered, "1
W't seen a standardized test that would fit the material I use well |
?enough to justify it." The chairman of a science division expressed an
opinion against the use of such tests. He said, "Sometimes it leads
feachers to teaching tests rather than teaching students because they are
iafraid the head of the department is going to be critical of them if their

;students fall below the grade average of another group."' A teacher said,

"Our tests are 100 per cent better than the standardized ones because !

hose are mostly true-false.” Assuming that the statement refers to

tandardized tests as being méstly true-false, one questions whether thi

DR EE 5 A

ferson is familiar with standardized tests and the principles of their

i:reparation and use.
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Current Testing Practice

When the Oklshoma science teachers were asked question 123, “Of
the types of tests most cammonly given, which is most desirable? Which do
you use most frequently?," almost as many different explanations were
given for their choices as there axre persons on the interview list. Many
chose to discuss their entire testing program. Some of these would mix
the objective and subjective tests. One explained, "Each day when the
students come into class I give them a short objective test, and every
four or five weeks I give them an essay test." Another, who would mix
the types, said, "My students give a pretty good discussion, but anything
that involves mathematical ability or reasoning I would put in an objec-
tive test."

A similar reason was given by a teacher who gives both objective
ami subjective tests to his students. He said, "We give the essay tests
%in which the philosophic attitudes and principles are discussed, as well
as the objective tests for factual learning.” Another teacher gave both.
types ¥so they will all have a fair trial." The same thought was ex-
?ressed in different words by one who said, "I would rather give subjec-
ﬁ;ive tests if I had time to grade them, but I mix them up to help the stu-
?dents who do better on one or the other.” Another teacher explained vhy:
'he uses both types: "Once a week I give them a ten-or fifteen-minute essay
quiz to develop their thinking and logic; once every six weeks I give thun
thirty-five to forty objective questions, and all objective questions on‘
the final to save time." -

Eight of those who most frequently used the objective type test !

WLMEOLM&WW
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by class losds. One gave a typical answer when he said, "I have a fesling

that the subjective test is the most desirable because it will prevent the
student from minimising the things he has covered in the course; however,
because of the time involved, we tend to use the objective test.”

Mentioning class size, another remarked, "With classes of forty
or fifty students we are heid to the objective tests, although occasion-
ally I let them write a paragraph or two."

Three teachers gave the essay type examination most frequently.
Two of these wanted to give the student more opportunity to express him-
self. Another says, "I would newver use trneofal:se questions, and the es-
say type test helps the students to improve their English."

The objective test also has its followers. A teacher said, "L
give objective tests almost entirely because for many students it is the
only type they are able to handle effectively.,” Five list multiple-choice
and matching questions as being the most desirable for examinstions. Going
a bit further, one of these explained, "This takes the unrelated material
out"; another said, "This gets a lot of answers in the limited time we
have for tests.” Two more of those interviewed were certain that the ob-

jective tests are the most desirable.

Problems Encountered in the Testing Program

Because so much that has been written about the problems encoun-

o -

ered in testing in the science courses in general education concerns the

valuation of the courses in terms of objectives, the Oklshoma teachers

!
N !

vere questioned on the matter. They were asked, first, in 119, "Are the !

%tandard tests or common tests for all teachers of a subject in conformi
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with the objectives of science in education? Question 121 asks, "Have

any means been devised for trying to examine the development of the in-
dividual student along the lines set forth in the objectives of general |
education? The third question of this group, number 122, allows for any
particular problem in testing by an individual teacher that may be other‘
than testing for objectives. It asks, "As a generalization, what is the
greatest problem of testing in the general sciences?”

The question concerning the conformity of tests with objectives
proved to be of little value in interviewing because it included the use
of standard tests as well as common use of teacher-made tests. As was
pointed out earlier, none of those on the list used the staﬁdardized
examinations, and only two departments used the common tests. Taus for
most teachers, the question was not applicable and brought no answer.

The teachers in the two departments where common tests were used seemed
to agree that the problem here lies in the fact that each individual
teacher stresses some areas of the course more than others, making it
difficult to measure the effectiveness of teaching in each area.

A vriter makes a statement regarding the problem of testing for
general education objectives. He says, "Measurement of attitudes, beliefs,
values, appreciations, ‘and similar outcomes is generally regarded as far
?less pi'ecise and satisfactory than the measurement of more tangible out-:
{banes."ls Leighton Johnson in writing on this makes a similar statement,;
asserting, "The evaluation of students' progress in general education must

i
éamploy means which appraise understanding, attitudes, and abilities, as

L=
| 15Adems, op. cit 88
l ? o Ciltey Do .
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opposed to testing of memorized facts."16

No teacher in the six college science departments felt confidemt
of his ability to test for the objectives of general education as thesy
were established for his course. Five persons answered that they knew of
no mesans by which this outcome could be measured. One of these said, "It
is a problem for the administration." Three more believed that it could.
not be done. Another showed concern when he said, "I wish someone would
tell me how to do it Pointing out a growing awareness of the problem,
one said, "I know that the actual problem is under consideration, but as
far as any successful outcome, I just don't know."

A teacher in one school suggested a way other than formal exami-
nations to evaluate the outcomes in terms of general education objectives.
i!e mentioned that students were asked to comment subjectively on the value
of the program. "We constantly have conferences with the students and
ask them for criticism and evaluation.” A different method was attempted
by another teacher. He said, "The only means I have is to teach for a
semester and give them an examination to evaluate what they have accepted
in the course along the lines of the objectives I have set forth." He
made no further explanation of the type of testing used to determine the
effect of his courses.

The question concerning the problems encountered in tesﬁing ac-
;l:ually resulted in more discussion on evaluating the cutcomes in terms ofi

1l:he objectives than did the previous question. One teacher stated it

clearly: "The greatest problem develops if you do not have the objectivesE
|

t
h

16Leighton H. Johnson, Op. citey Pe 10, ;
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of the course clearly in mind.” He went on to say, "It is a problem to

know just how much of this material a student should have obtained, or
should carry around with him as a rdul: of having taken this course, or
how deep his understanding of the material should be.”

Others found this same problem but stated it differently. One
said, "The grestest prodblem is to cover genersal principles rather than
be too specific.,” He added, "It is often too easy to make out a test
that would ask for specific data.” A short statement from another pointed
out much »the same thing. He said, "The bizgest problem is to test for
things other than subject matter, that is, to test for application.” Yet
another answered, "Our greatest problem is to cover the fields of infore-
mation adequately without stressing subjcci matter alone.”

Several more were saware of the same problem. One replied, "It is
the same as testing any other subject in general education, and our prob-
lem is to devise a test that will measure all or any integrated portion
of the material added to knowledge and to find what the students have
gained from a particular course.” This teacher added, "You can pretty
well test for knowledge, but for attitudes and any change in philosophy,
testing is rather difficult.” Another was more specific. He stated,
"The greatest problem in testing is to conscientiously test for the objec-
ﬁ:ives of general education rather than for subject matter."” Meaning the

! !
same thing but stating it in wore informal terms, another said, *I am |

;I:rying this semester to make my tests conform with what I em trying to |
’fio." In an answer that covers much the same philosophy, a teacher st:atesi,
| 1
¥You know, it is easier to give tests that will actually test knowledge {
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'through, to evaluate materials, and to make opinions.”

The general ability of the students to take examinations was men-
tioned by some as their greatest problem. One said, "The reading ability
of some students is our greatest problem, causing us often to test their
reading ability instead of their knowledge of science.” He added, "We
axe trying to revise the questions and state them where we can get what
we want, rather than just find out if the students can read;" Another's
problem is getting the students to understand what he is aslkins them,

Ee said, "They seem to be weak in grammar and that sort of thing, making
jthe mechanics of the test most difficult.”™ Speaking of the scoring of
‘tests as a problem, one states, "My main problem is in their answers,
such as their spelling, which is deplorable.” Another teacher goes fur-
1ther, saying, "My greatest problem is presenting the material and making
.sure the students understand the questicns that 1 want them to answer;
but I have to assume some fault there, myself."

Other teachers listed problems that were in many ways related toé
;testing for objectives, but either went further in their discussion or
;Eell short of the concern for the total objectives. One of these said
his most difficult problem was to "test for analytical development.” An-
other was concerned with "covering all the material that has been covered
ftin the last period." Another brief statement of a problem was "the test:L
ing for comprehensive, big principles.” Again pointing to one of the ;

difficulties in determining attainment of general education objectives, a
i

teacher said, "My problem is to keep the tests general emough to discour-
]
|

memorizing a bunch of unrelated material that defeats the purpose of
wwww
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a question that does not need straight repetition of the answer and to

ask for an answer involving the various factors a student has learned is

not ecasy."

Development of an Evaluation Program
Alihough one would not wish to imply that general education is oam

trial and must be evaluated for such a reason, he cannot, as one group
states it, . . . ovexremphasize t:he importance of maintaining a running
check on the effectiveness of the program."l? They further say that only
by this appraisal and evaluation "can we know whether the individual and
the society which the educationzl program is supposed to create are actu-
ally coming into being." 18

Two questions were used in this study of the evaluation that is
being done in the six Oklahoma State Colleges. The presidents and deans
;ﬂere asked in question 109, "Would you in your administrative capacity
Wt an extended and strong program of eﬁlmtion and appraisal of out-
comes in terms of student learning and benefit?" Concentrating on a more
specific ares, tﬁe science teachers and deans were asked, "1Is there a
i:lanned program for the study of the student of science in general educa-
tion in your school? Is this a research project, a committee study, an
individual study?" This is question 128. These questions, then, would

ilead to the discovery of opinions from the administration and faculty coﬁ-
! .

{
L:erning evaluation of the individual student as well as for the entire

|
program.
|

|

’ |

Such a strong reaction against any planned program for evaluatiorit
1

|

174cGrath et al., ops cite, pe 224.  181Ibid.
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was made by a president of one of the colleges that it will be necessary
to quote his entire answer to explain his views:

i’ersomny, I think a lot of these studies are just busy work and

I can think of a lot of things that would be much more valuable to a
college than so much time spent on whether or nmot it is worthwhile
for a freshman to learn some things. I take for granted things like
physics and chemistry. There would be no need to spend much time on
evaluating the outcome of a good solid course in general education in
science, or the humanities, or the arts. I would be willing to assume
the outcome there and spend what little time we have on things that
need some attention. I think we spend too much time on a tread mill
when we ought to be devoting our time to significant things which are
not so radical.

In another school, both the president and the dean saw a need for
a program of evaluation. The presideant expressed the belief that such a
program would be possible "after years or months of experimenting.®” He
added, "If it were possible to inaugurate it, I would be for it because
there is a need for some sort of evaluation.” The dean said much the
same. "If anyone knows how or can build such a program, I am for it and.
would help administer it."

The administrators in three other schools looked favorably toward
én appraisal of general education. A president said, "I would welcome
it." A dean went a bit further, saying, "Yes, I certainly would be for 1
it if it could be set up and organized so that we would be getting the
things we want from it." The others merely stated that they would give

éupport to an evaluation program.

The question concerning the evaluation of the student in the sci-?-

1
1

'
ence courses of general education could have appeared in an earlier sec-'

tion on the .student. However, since it is complementary to the discussi&n

of a program of appraisal, it has been included here. The answers, for

Wmmmwm_&mﬂ
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‘studies being conducted for the purpose of evaluating the student. In

three schools a few teachers mentioned the comittee for the study of the
.entire program of general education which includes the student in science.
In one school a teacher pointed out that the general education
committee was at least thinking along these lines. He said, "They are
plamning to prepare some standardized tests in all subject areas to be
given over a period of a year or two in order to determine what improve-
ments the students in genexral education have made in all general educa-
tion experience.” No one else in this school meationed any such program,
leaving us to suppose that it lacked support from other members of the

science faculty.

Summary
Effective evaluation has, indeed, become one of the weakest points
‘1n our entire program of general education in the Oklahoma State Colleges.
:Not: only-is there no common means by which the program is evaluated, but
1the teachers must confess their lack of ability to judge the outcomes of § i
:their individual courses. -
This lack of appraisal comes as no surprise at this point in the
:st:udy. If there is no common understanding of the aims or objectives of
?eueral education, could we expect, then, a successful evaluation with no
istanﬁards by which to judge?
% An alleviating consideration, however, is that our primary objec-i-
tives are with ocutcomes in terms of the student rather than knowledge of%
pure subject matter. It is admittedly difficult to develop instruments

to measure what has been accomplished. Studies which have been made on

|
|
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‘the outcomes of general education point up this difficulty.

Clearly this matter of evaluation must receive greater enphasis j
in the future if the program is to improve. Simple continuation of the
program without means of measuring the progress or recession can only by

chance lead to successe.

e s o




CHAPTER XI
GENERAL EDUCATION SCIENCE IN TERMS OF STUDENT NEEDS

A commonly accepted philosophy in education today is that the
student is the hub around which our educational wheel turns. This idea
is especially =sdaptable to general education. However, the study of the
student is not a new undertaking, whether it be in general education or
otherwise. The discussion of a portion of such a study was presented in
‘Chapter X dealing with evaluation. Chapter XI will treat the student
‘largely as an individual and attempt to determine how he fits into the
program or how the program may be made to fit him;

‘ Eckert, of the University of Minnesota, has directed an extensivé
'study of the student in general education. As she points out, "We are :
conming to realize more and more that the students themselves are the tes;:
of any educational system."1 Furthermore, no full treatment of the pro-
gram of general education is complete without consideration of those for
;whan the educational endeavor has been established.

Even as the evaluation of the program represents a complete re~

;search in itself, so the study of the student in the general education

program at the Oklahoma State Colleges could represent another study.
i

lRuth E. Eckert, Outcomes of General Education—aAn Appraisal of [
General Col am nneapolis: The University of Minmesota ]
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However, this dissertation is limited to a discussion of the students in

science courses in the general education program. An attempt will be
made to cover the placement of the student according to his abilities and
educational interests, his participation in the program, and his attitudes
toward science in general education., Further consideration is given to
the extent to which the goals of science in general education have been

reached by these students.

Student Placement
It is generally accepted by many aducators that there is a high
correlation between the maximm accomplishment of the student and his
Placement in the proper courses. There are several ways by which place-
ment may be made. Students may be placed by examinations which reveal
adequate knowledge of subject matter by virtue of previous courses, by
tests showing mental abilities, or by advisement because of their le

course of study;

According to Abilities

Writers referring to science in general education, repeatedly
comnent on the difficulty encountered in teaching students of varying
:abilities and divergent l;ackgrmmds. However, a reference coming from a:
'school that has since discontinued the plan of placement according to

I;ab.ilit:ies points out the weaknesses in such a program: |
. t
! 1f the student made a good placement grade on the physical science
? entrance test, he was given the privilege of substituting the intro-|
| ductory course of his science major. The right to exercise this priv-
| ilege, although made available only to a minority, had the effect ofl
labeling the comprehensive course as preliminary and of branding it |
J
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as unnecessary except for inferior minds.2

Three questions were directed to the deans and teachers to dis-
cov& Just wvhat was being offered in the Oklahoma colleges in regard to
the testing and placement of students in science in the gemral education
program. Numbers 124 through 126 ask, "Are the results of group tests
and other placement data made available to the teachers?™ *"Are any pro-
visions made for placing students in classes according tc; test results?
According to past experiences or classes?™ 'fwbat, specifically, is the
program of placement into sections?™

-In the Oklahoma State Colleges no program of placement testing
existed for students entering th2 general education science courses. In
each college, freshman examinations included a section on scienoe; Bow-
ever, no school used the results from such testing for placement. With-
‘out exception, those interviewed had access to the test results. Few
‘commented further; -however, one said, "They axe available if we take time
to look at them, but, in general, I do not." Another teacher liked to
‘look at the test results "so I can have some idea what to expect of the
students.” Three teachers and one dean expressed the opinion that some ‘
Pplacement program would be desirable. Several pointed out the fact that:
students who scored low on the English sgction of freshman tests - were re-
Eqni:r:ecl to enroll in remedial courses; and some of the colleges sectioned

t

freshman mathematics students according to the results of these tests, ;
ishowing that a placement program was active in at least two axeas. 1
i —— i}

zL. W. Gaddun, W. W. Ehrmann, and others, "The Comprehensive
Science Courses at the University of Florida,” Science in General Educa-
ion, ed. Earl J. McGrath (Dubuque: Wm. C. Brown Co., 1948), p. 223.
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Possible Exemptions from General Education Courses

One of the most controversial issues im the ;ctcma division in-
volwves the matter of who should take the general course in science and
who should be exempt. A report from a conference on general education
brings up this same point:

Another bone of contention in the science curriculum has to do
with a student's previous training in science. DMore and more insti-
tutions permit students to skip those areas in which they demonstrate
proficiency through an examination.3

In order to deal with just such a problem, question 108 was pre-
sented to the presidents, deans and teachexrs. It states, "It is the prac-
tice in some schools to exempt from the general education courses those
who can pass advanced standing examinations. Is this a good idea? Of
the Oklahoma educators who expressed aa opinion, eleven thought such a
practice of exemption was a good idea while twenty-three would allow no
exemptions on this basis. Three admitted it might work out in some case.s,
depending on the examination and the :lndividual.
| Those who would require the general courses in science for every-
one gave various reasons for this st:and; One said, "I think a student
could take the same general biology course in each state college, and
from the different approach taken by instruction he would get something
m each time to strengthen his basic concept.¥ Another said, "I serim;ly
idonbt: if we could trust a standardized examination to justify us in per-~
#itcing someone to skip the general education experience.” This same

reacher added, "Skipping educational experience is never valid.” One

l
; i
L 3Claude E. Hawley, Curriculun Problems in General Educatiom, A |
peech to The Conference on Higher Education, The University of Oklahomai

, 1950, p
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Fo!uud out that astronomy, at least, would be lacking In the spcchuzeﬁl

courses, while another went further with the statement, saying, "Exempt-
ing a student from general education courses implies that it is designed
for those who do not know subject matter, which is not the basic functiong
of generai education.” A dean gave a similar opinion saying, "I am won-
dering if we don't stress something in general education that the studentg
will get by *'rubbing shoulders' in that class that he didn't have and
will not get just because he passed a factual examination?™ He would
exempt no student from the general courses.

Another dean said it would have to be a "very, very, rare case
in which exemption from the general courses could be justified for a stu<
dent.”" Showing concern for individual growth, a teacher said, "There is
an opportunity in the general courses for the student to grow day by day,
and just because he can pass an examination from his high school subject
he should not be exempt from general education." The others who were
mot in favor of exempting students from the general courses on the basis
of examination merely stated that they did not think it was a good idea.
Those taking the opposite view ranged from the very emphatic to

those who merely thought it might work to exempt or place students accord-

ing to test results. Perhaps the strongest statement was made by a presi
dent. He said, "Yes, sir! I think one of the great criticisms of a col-

lege education today is that we put together those who are most able and

those who camnot, and I say, if a boy can pass an examination, give him

credit in it and let him go on!"™ The dean from that same college agreed

[aying a student who could pass an advanced exsmination "should be allowed

o go on to more advanced courses."” A teacher reasoned that "the studen
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lcould prMIy take a course that is more valusble than the gensral cours

in sciemce.”

i
|
Mentioning the duplication of the material learned in high school.

mchc:uehctmldmt:hcnmvhoeouldpusthwmdoni

l

ibm "1f he already has that information, attitude, and apprccuuon,

'thcnthccvouldbenonud for repeating it here.” Another said, Im,
*uo reason for requiring one student to know more than another with less
:,or the same credit.” He favored exempting the abler studemt. Still an-?
;othtrsuted,"l’.fﬂutuu show that the student has had access in any |
:iway to similar courses, he should be exempt.” A biology teacher said,
f"Ifweh.d.goodt.est, 1 am sure we could find some students who could :
;'by-pm general biology, at least.” Another would exempt those ™who have
a good introduction from high school™ from the general courses. Two per-
‘'sons approved exemption from the general courses providing the student 1s
j:equ:lred to take beginning physics or chemistry. The othexs went no fur;

ther than an approval of the idea.

Advantages of Science Courses in General Education

Seemingly, almost evexry writer who deals with science in the gen-

eral education program to any appreciable degree has a definite opinion -
on the matter of science majors in the general courses. B. Lamar Johnson

J

:ls one who beliewves that "an students need the contributions which sci- |

‘ence can make to their education."4 In a school at which this pbuoaophy

1

"B. Lamar Johnson, General Education in Action (Washington, D.C.:
ican Council on Education, 1952), p. 204,
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revails they take the view that,

e o o if the approach to an area of study designed for the general
student is valid in a general education program, it should also be
valid as an approach to the study of specific fields incorporated in
the broad area. In other words that which is good for the general
student should also be good for the specialist.d

The Harvard Committee also takes a stand on the issue., Its re-

rt says, "A general education in science needs to be provided for the
E‘tm scientist or technologist as well as for the general student, .
One could scarcely insist that all students of history or literature
Tshould learn same biology, for example, but that the prospective physi-
cist or chemist need not do so.®
An opposing view is taken by a writer who discusses the wasteful
duplication when a science teacher in a specialized area must repeat cer-
tain blocks of material because it was treated inadequately in the gener:
courses. He says this can be prevented "by excusing science concentrato
from any required science courses in general education, on the plea that
rheir specialized requirements are already a burden.”’
Two questions to the deans and teachers in the Oklahoma schools
led into a discussion of this matter, Number 132 asks, "Would there be

any benefits accruing to the student who is now excused from general sci-

5J « Paul Reynolds, M"Articulation of General Education Science
Courses with Advanced Science Courses—Florida State University,” College

and University Bulletin, IX (February-March, 1957), 3.

6Harvard Committee, General Education in a Free Society: R t
pf the Harvard Committee (Cambridge: Harvard University Press, 1945;,

Pe 221,

7Arnold Arons, MArticulation of General Education Science Courses}
%ith Advanced Science Courses—Amherst College," College and University

ulletin, IX (February-March, 1957), 1l.
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[cne.“ “courses if he should take general education science!™ MNaking the |

!
lm thought more specific question 133 asks, "Would you recommend that :
ih. take these coursest” It should be pointed out here that, although |
|puettee varied some with the school, the science major usually was uk-
;1ng the beginning courses in his field and being exempted from the mr‘l
tcourm in science. Physical education msjors were uk!ng anatomy and ‘
j?physiology instead of biology, and the home econnnics majors were taking
chemistry. The pre-professionals were all taking the begiuning courses
:m the science ares required for their field. So many students fell iato
,one of these categories that an examination of a schedule for the fall |
term of 1957 at one of the Oklahoma State Colleges showed that there were
;more sections of non-gene:ral science courses scheduled than there are for
:mal education science.
| Surprisingly, considering the wide-spread practice that allowed °
‘8o many students to omit the general courses in science, fourteen of
those interviewed favored requiring the general education courses for all
students while only eleven would uphold the status quo. The others on
the interview list either declined to comment or had not given the matter
enough thought to take a definite stand. One teacher made a statement
typical of many and showing little sympathy with the aims of general edu-
Ecation. He said, "If a person is going to teach general science in the
igrades or junior high school, I recommend he take the general courses; |
iFmt, if he is going into a profession or into industry, the course is

|
bractically worthless!” Five more, although using expressions less

|
|

trong, remarked that the science specialist, in particular, could bene-
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bcuu not change the existing practleo werely stated that they did mot |

100. any bensfits to & science major from the general education couxrses. i
g!lom mentioned the science curriculum sst wp for the homs economics and i
'‘Physical education majors. A probable reason for this is that the uth
;Cu {nterviewed held degrees in science, and their primery councern umrio
:ally rested with the science major. |

Integrated knowledge of the sciences was mentioned by three per-
sons who would recommend the genexal education courses for all st:u:iem:s.i
One stated the matter clearly, saying, "Somgtimes our msajors who do not |
‘take the general courses come out without having as much integration as |
they should hawve.” Amther. said, "1 was in graduate school before I be-
gan to look at the integration aspects of the courses.” A third would
offer the general courses after the specialized training to gi;e the stu-
Ehnt the "proper integration.” Looking at the broader aspects, another t
teacher remarked, "If we stick with our definition of general education
and if we are sure these courses are being offered as such, I would recon-
mend them for all students."

One teacher looked to the general courses in science as supple-
menting high school learning. BHe said, "Even our science majors can bene-
fit a great deal fram that re-orientation they get in our general educa-:
tion courses.” He added, "It clears up a lot of hazy coucepts from high
:school." From another school, a teacher said, "We recommend that our ‘
;lology majors take the general course first.” Another teacher said, "Iﬁ'

hhe general course is the kind it should be, then I would not excuse any-
|

Tme from taking it." A dean commented, "We let a student go shead to
kpecialization if he wants to, but I think it may \d



266
fothers did not enlarge to any degree on their expressed opinicas that thié
i
}3“‘1 education courses should be for everyons. ‘;

| ;
i Role of the Student |

| Having just studied the placement of students in the general l
| |
icourses in science in the Oklahoma State Colleges, a closer look at the .

?8tudent himself follows. Because any effective learning must be based
|
on an acceptance of the program by the student, it is desirable to know ,:

?xis attitude toward the general courses.

Attitudes toward the General Courses

Questions 129, 130, and 131 which ask of the déans and the teach-
ers: "How do students view the taking of general science courses?™ What
estimated per cent of the students accept the program with enthusiasm?
;Are passive? Antagonistic? "Is there resentment because of delay in
taking specialized courses? Information for this must, in this study,
come through the teachers. Participation by the student was also of con-
éern here, both with respect to the opportunity given him by the :lnét.ruc-
‘tor, and the extent to which he wished to cooperate in the learning ac- |
tivities.

A study that included interviews with 85 students in groups of
ihree to six persons on each of seven different campuses outside Oklaham
Ehowed a wide~spread favorable attitude toward general education. Dressql
Leparte: |

'
1

|

The value of general education as seen by students included: (1) .
general informational and cultural value, (2) opening up of new in-
terests, (3) a perspective on society. Nunmerous students indicated
a change in majors resulting from general education course experimce.
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often noted as specific values. Even vocationally oriented students
saw a contribution to the broader aspects of their chosen vocation.d

Dressel and Mayhew participated in a similar study in which "stu-
dents indicated by their responsiveness an awareness of the nature of

general education and gave some evidence that it was a topic of interest

in student *bull sessions."’9

Three principal values of general education were noted by this

group:

(1) The general informational and cultural value; (2) the practical
value in that general education courses tend to be more closely re-
lated to life problems; and (3) the orientational value including
(a) the opening up of new areas of interests (b) aid in choice of ma-
jor and vocation (c¢) provision of a perspective on society and on
one's chosen vocation.l0

A reference which reports a favorable opinion from the freshmen

pt one school says, "Apparently our students want the broad type of train
ing we try to give them through our program of general éduca:ion."n How-
fver, other studies also pointed up some weaknesses of the pfogram. Typik
cal of these are:

(1) Lack of individualization and adjustment to student backgrounds;

(2) need for more emphasis on principles and thought processes, less
on sheer coverage; (3) failure to explain adequately to freshmen, who

8Paui L. Dressel, "General Education as Viewed by Students,™ Col-
lege and University Bulletin, VI (May, 1954), 4.

9%aul L. Dressel and Lewis B. Mayhew, Directors, General Educa-
tion: Explorations in Evaluation (Washington, D.C.: American Council on
Education’ 1954)’ Pe 257.

10144,

11y, Hugh Stickler, "The Students We Teach,” General Education:
A University Program in Action, eds. W. Hugh Stickler, James Paul Stoakes),
rnd Louis Shores (Dubuque: Wm. C. Brown Co., 1950), p. 82.
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frequently resent the requirement, the nature of and need for general
education; (4) tendency to assign less able teachers to general edu-
cation courses; (5) need for more inter-relationship but less actual
duplication among courses; (6) need for exemption or credit examina-
tions for able students who are often not challenged by the courses.
Students indicated that their general education classes were usually
larger than other classes and felt that this was the source of many
of the weaknesses.l2

The previous evaluagtions were of t:he entire general education
program. The next investigation is of student views concerning the sci-
ence program in the Oklahoma State Colleges. One frequently mentioned
Pttitude was a fear of the science courses. A teacher said, "Most people
dread to get into science and it rather frightens them." He added that
it is a challenge to the teacher to overcome that fear. Another said
meh the same thing. "The students fear science, but afte;;' the first
course their attitudes change, and many go on and take more science than
they had planned.” Still another pointed to the same attitude. He said,
"Too many c¢f the students are scared to death of science, but by the end
of the term they decide it is not so bad after all." Putting it briefly,
another teacher said, "Most students dread science, fear it, and avoid
ite"

Probably the most common attitude reported was from the students
yho took the science courses in general education because they were re-

quired. Two teachers said the stpdents regard the course as a "necessary

Eil"; two more said their students felt it was "a chore.” One said, "The
jority take it because they have to." Another said, "They look on it
hs a requirement.” Two believed that if the students had a choice they

would not take the courses. One teacher was concerned with student apathy

L 12pressel, gp. cifss De b
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He said, "Many of them say, 'Well, here we are, what have you got?"™ He|
added that "some of them don't even care.®” Much the same thought was
brought out by another teacher who said, "I sometimes wonder whether the'y
should even be in there if they just take the course because they have

to."

| One person said, "Some of the students question the value of the|
. |
icourse.” Another believed, "They begin with a poor attitude, but end

- well!” A similar statement was made By a teacher who said, "They have .

| |
'some aversion to the course at first, and some keep it right up to the

;end; however, others become interested.” A dean said, "There is not too"
[&nuch enthusiasm on the part of a large number, according to the reports :
iI hear."” A teacher renu;ked on the lack of entbusiasm, while another |
%said, "They just take it in stride and go ahead.” Three used the word |
é”reluctant" to describe student attitude. |
| No single person among those interviewed mentioned that the stu-
,dents looked with anticipation toward the science courses in general edu-
cation. Some, h:vever, made milder statements than those pre\;iously |
;listed. One said, "We have practically no objections." Another said,

"They seem to enjoy a part of it." "We have very few complaints,” was

an attitude given by a dean. A teacher said, "Most of them do not take
‘it adversely. They make the best of the situation.” I
It should be pointed out here that for several reasons the sur-
veys quoted earlier in this section show a great variation from d;e atti-‘i
tudes reported by the interviewees. First, the interviewees were all E
iscience specialists and discussed only those students in the general i

mﬂnualn&mm__'
courses-in science, while the writers
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over-all program of general education. Second, there had never been a
complete study of student opinion of general education in the Oklahoma
State Colleges. Attitudes, then, were through the eyes of the teachers.
iAnd third, the surveys which the writers recorded were done by question-
naires which allowed the scudg.nt to choose among values received from
general education courses rather than being judged by their classroom

attitude.
4

To get a clearer picture of student attitude from the responients,
3t:he teachers and deans were asked to give an estimate of the percentage !
of students who accepted the progran with enthusiasm, were passive, or i
;antagonistic. Their answers, to a great extent, followed the same pattern
as their previous diagnosis. Most preferred to discuss the matter alongf

with the estimate. Many again pointed out that the students' attitudes '

%were many and varied, changing during the term, but that the largest per+
centase were passive. ’
Several of th-ose interviewed found it difficult to evaluate att:i‘;
tudes. One said, "It is pretty hard to evaluate on expressions when they
all sit here with a dead-pan look." He added, "Maybe 10 or 15 per cemt |
:appea:;r enthusiastic. The majority donft seem to care much one way or thé
:rother. Some complain about the general courses, but few are really an-
;!:agonistic." Much the same thought was expressed by another teacher who
Faid, "We would be lucky if 20 pexr cent were enthusiastic, but not many i
are really antagonistic, either.” One teacher thought no one was partictll-

arly antagonistic, about 30 per cent were passive, and the others "a t

t pretty well.” He went on to explain how he would account for the at-
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of the ones who are looking for snap courses and who resent a course in I

which they have to learn something;” He added, "We are old-fashioned an%l
|
think the students should know something when they have finished.” A
dean gave another reason for unfavorable student attitudes to the general

courses. He said, "Unfortunatcly, the inadequate high school background

of so many students influences attitudes."

! Some were more optimistic about the attitude of their students. |

One said that 80 per cent were enthusiastic, 19 per ceant were passive,

‘and only 1 per cent antagonistic. Another teacher said, "Probably 95 per

cent accept general science courses with enthusiasm and only about 5 perl

,cent are antagonistic.” Still another stated that 75 per cent of his
fgstudent:s were enthusiastic and less than 10 per cent antagonistic. A

+

.dean estimated that at least 95 per cent were enthusiastic, with none an-
_ éta.gonistic. "A very minor per cent are actually resentful,” said a ?
teacher, "but they find that science is nmot such a ."boogietnan" when they
’come to understand what it is all about." Giving the percentages as 60
per cent enthusiastic, 35 per cent passive, and 5 per cent anr.agonistic,;
ia teacher said, "Those who are @ﬁa.gonistic to the program are also an- |
‘tagonistic in any program, because some people just don't want to go to
:school, that's all." He added that many of the physics and chemistry
;l:ajors wanted to take the general courses in science.

Still another said, "The passive group is pronounced, the enthnsii.-

astic are in the minority.” One of the least optimistic said, "10 per

cent are passive and at least 70 per cent are antagonistic."” With the §

1

statement, "There is a good bit of indifference,"” one teacher places 5




272
group, and about 10 per cent as "resisting” the courses. Using the word

enjoy" rather than enthusiasm, one said, "Some are antagounistic, but the
jority enjoy the courses.” Another pointed to tae growth of enthusiasm
as the course develops. He said, "Quite a few more leave the cocurse more

enthusiastic than when they entered it; & few may be irritated, bt I

would not call them resentful.*
% Seeking a reason for any antajonism the student might have againfst
the general courses, the interviewees were asked to comment on any stu- ;

’ a
dent resentment due to a delay in taking specialized courses. Their an-|

%swers brought out the fact that the program of advisement at the time Of
ithe study allowed, and often encouraged, the students to take onme ar mor;e
fcourses in their major field during the frestman and sophomore years.
iOnly one of those interviewed could see any resentment in this plan. Heé
%said, *Many students seem to be discouraged because they cannot start on
their specialized courses when they are freshmen and sophomores. He
;fadded, "Good advisement would remedy this.” Though seemingly a charge
iagaiust the advisers in the school, all other teachers in that instituti;m
:vere aware that the specialized courses could be worked in with general
{education. This would indicate a lack of awareness on the part of this
teacher of the policy of the schools and the practice that goes on around

I

;‘him. Omitting his statement, then, it is reasonable to conclude that

!

there is no resentment from students in the Oklahoma State Colleges be-=

icause of delay in specialization; A delay, as such, does not exist,

Student Participation

i

i

|

|

%

|
There is a difference of opinion on the amcunt of student particf-
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pation possible in planning the educational program and the individual

classroom activities. An educator and writer says:

e o o Student participation in program planning is not coomon. « « «
The greater part of student participation in planning activities has
been in extra-curricular fields, with little relationship to educa-
tional outcomes. More effort should be expended in directing student
participatory action towards basic issuves of program evaluation and
modification rather than, as now, to superficial questions concerning
aspects of school discipline.l3 }
|
i
!

A study recorded by another writer on student views of general
ieducation is that "students . . . protested the lack of opportumity to
%contribute to the planning of general education."lé 1
‘ Another statement, made as the result of visits to 64 general ;
;education classes on six different campuses, is that "students are typi-i
ically given little opportunity for participation in plamming or eveﬁ in
%discussion. Teachers talk most of the time."l’ As to the matter of al-é
::lowing stz;dent interests to guide th_e program, these same writers charge}
fthat "2 common reply to a student questim was that time simply would |
jnot permit going intc that phase of the subject."16 One writer, seeing "
;the possibilities for student participation in planning the program,
nevertheless recognizes the difficulties inherent in such an endeawvor:
The rapid turnover in composition of a typical student body poses

the problem of orienting and assimilating many new participants each
- year. Delegation of responsibility lies with the president or faculty.

—

i

| 13pavid R. Dunigan, S.J., "Student Participation in Program ?lan-;'-
ning,” Current Issues in Hi Education, 1956: Resources for Higher Edu-
cation,ed. G. Kerry Smith (Washington, D.C.: Association for Higher Edu-

,bation, 1956), Pe 77,

u'Dressel, o Citey Pe 4. |

lsDressel and Ma)'hew, gEo Cito' Pe 256.

} 161114,
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‘ The student does not: have the degree of technical knowledge or m mtur-
ity which faculty have . . « for this reason the validity of the st:u-
dent's partteipation could rest on his knowledge of campus condi: tionf.
and needs.l

The writer goes on to point out what he considers the criteria
"for success:

The success of student participation will depend in great measure
on what the other members of the educational commmity expect of the.
student. If they fail to see him as amything more than a prom-happy,
study-dodging stereotype in white bucks, they will merely encourage
him in patternless irresponsibihty. If, however, the faculty and
administration expect him to assume responsibility and to act in an
adult manner, the student can be generally counted upon to respond
with maturity and eagerness, to contribute to what he recoguzes as
a problem he shares with the rest of the educational commmity.l8

The teachers in the Oklahoma colleges were asked question number

:127, "To what extent is the student permitted to assist in the selection,
:planning, and appraisal of his class activities?™ Six persons used the
ﬁphrase "very little" in answering. One added, "We use a text bock that
Eovers the field." Another explained that lack of student participation:
v.:e.s "due to large classes.” Eight teachers gave "none” in answer to the .
' i
fq'uestion. One of these could see that "things are not as they should be,"
|

another added, "We generally just hand it down to him."

More comprehensive answers were given by several. Explaining why

the student has little to do with planning, a teacher said, "I am not

pue the student knows enough about the course to do much plamning." An-

other recognized the need for student participation, but said, "Most of ;
I
[l
l

Ray Farabee, "Program .Plamning: Student Participation as Re-

Lealed in the National Student Association Survey," Current Issues in i

Education, 1956: Resources for Higher Education, ed. G. Kerry ‘

i:h (Washington, D.C.: Association for Higher Education, 1956), pp. 75-‘
6.
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them do not have any idea of what they are doing." He added, "Some have

expressed this semester the desire to go into this or that, but it would
not f£it into the sequence of things and I had to put them off.”
Lack of response to thc cpportunity to participate was given by

one teacher as the reason for so little being done. He said, "I have not

moticed any of them wanting to take a particular part."” He went on to

fsay "1 try to stimulate thinking, to raise questions, and give them all:
vt:he opportunity in the world, but college students just do not r "
th teacher pointed to this same problem. He said, "They could have
, a good deal of freedom, but I find that students are hesitant to offer
Ean.y suggestions.” He added, "I try to get them to ask questions and brmg
ouf. the things they would like to have discussed, but I get very little
response.

Discussion was thought to provide opportunity for student partici-
%pation by five teachers. One said, "We discuss various subject matter
'fields and the student, through his questions, can extend a discussion
‘into several class periods where we may have planned only one." Be added,
:"'I‘hat takes care of student interests just as well as permitting him to
plan something that he might not be familiar enough with to be able to
:mtelligently plan the work, as such.” A second said, "We do not let
them say that they would like to have this or that portion=—I don't krww
whether you could get them to do it at this level==but we do throw the ,
class open for discussions.,” A third teacher stated, "Student partic:lpai

tion is somewhat limited, although occasionally I ask for a class actitude

Lbout something.” The other two teachers said, "We have a question pe-

riod,-and Y The students-direct-the-discussion.
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Toward Reaching the Goals of Science
in Genexral Eduwesei g

In evaluating the program of science in general education in terms
of the student's needs, the focus is once more on the outcomes of some of
the most-mentioned objectives of the courses. Three questions were de-

signed to elicit this information as far as could be determined from the

iteachers of science in the Oklahoma State Colleges. Question mumber 110

‘asks "As you view your experience as a teacher of general education, do
|

élycm feel that students leaving your classes will be better able to ap-

;proach their problems with critical rea.son:lng‘t" Communication as an out;-

m:ome questioned in number 1l1ll: "Do you think the students after finishing
’the course will have made significant advance toward being able to read !

and listen intelligently in this area? The third question of this

iseries, number 112, asks, "Do you feel that the students will have de-

veloped the will and the habit of reading for pleasure and self- improve-‘

ment materials which relate to your teaching area?
i

The Acquisition of Critical Reasoning

Pointing out again the importance of analytical reasoning as an

i

outcome for which we should look, a writer gives his opinion:

| Since the beginning of the science in general education movanent;
I  considerable attention has been given to the contribution of science:
{ instruction for promoting thinking and reasoning as an outcome of ;
such instruction. Although some disagreement has occurred regarding
whether there is such a thing as scientific thinking as a definite
and explicit process, agreement does exist that several of the kinds
of thinking and methods employed by scientists are of sufficient gen-
eral application that they should be encouraged as an objective of
science instruction for general education.l9

lgnouis M. Heil, "General Education: Natural Sciences," Current

Issves in Higher Education, 1956: Resources for Highe: Ldmt.m;ed.___,
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Another writer, discussing the value of the "scientific attitude}"

questions, "Of what value to the citizen is such an attitude; however,
even if it can be acquired, it stops with scientific phenomena, with

'which he may be little concerned in his post-college 11£e720

Rogers closes his term with blessings to the students of his sci

lence courses. Le says in part:

|

| Keep an understanding of science itself. If at some future time
’ when you are a business head or mayor of a towm, or what you will,
you are faced by some problem and you weed out prejudice and hunbtg
and say, "Let's experiment,” or, "let's review reliable tests,” |
"let's fonsult a qualified expert,” the course will have been worth-l
Wh’.leo f

-
!
i
1
!
; '

In answer to the question regarding the students leaving the gen-
exal courses in science with greater ability to reason critically, elevex;
‘teachers believed they had gained in this direction; eleven others used .
the word "hope” as a less positive answer. Of those who answered in thef
foimtin, few made furthef remarks. However, one said, "Evidence of .
;critical reasoning has come up in class several times.,” Two added that .
this ability was one of their primary objectives. Another said, "If not;
then I have made a failure of my class."

From those who "hoped"” to have instilled the ability to do criti-

i:él reasoning, we find one explaining that this "depends on the student's

G. Kerry Smith (Washington, D.C.: Association for Higher Education, 1956);,
PP. 220-21, l
’ 2°Sidney French and Merrill P; Rassweiler, "The Physical Sci-
»" General Education in Transition--A Look Ahead, ed. H. T. Morse
Minneapolis: The University of Minnesota Press, 1951), p. 180,

21pric M. Rogers, "The Good Name of Science,” Accent on Teach-
——Experiments in General Education, ed. Sidney J. French (New York:
rlarper and Brothers, 1954), p. 183.
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attitude and how he meets Iife.” He

pPro

not." One said, "We hope that everyday situations will be understood a

little better by having had biology.” Another said, "They should be in |
|

condition to do critical reascaing.” Still another said, "You could ptoﬁ-

|

ably tell the difference between those who have had the course and thou;
I;who have not.," Taking a different point of view of the values of criti-g
ical reasoning, snother biology teacher remarked, "Though we do not teach,
,any symptoms of dim, two or three students after having studied the
endocrine system, recognized hyper-thyroidism and are going to have a ‘
‘check up to find out.” A physics teacher interpreted critic#l reasoning
éin terms of his own area. He said, "They will have a little better knou).-
;edge of physics, itself, and at least they will know what the term physies
- imeans." |

One teacher felt very strongly that the development of critical
greasonins "is one of the basic problems of all education.” He went on
jto say, "Somewhere along the line intellectual curiosity has been killed;
;but vhen they come to us with a 'so what' attitude we try to replace it
;with curiosity-~to teach them to actually think and evaluate various
éfacts and masses of data." Curiosity was mentioned by another teacher. |
EHe said, "After having the general courses in science, at least they are.
!going to be more curious about things around them and will perhaps have |
to reason a I;ttle bit." t

A. few persons doubted the success of the general courses in de- 1
veloping critical reasoning. .One said, "To be honest, I doubt if he get!s

the kind of training to make him really discerning in a scientific vay."!

Another expressed doubt "that the students hawve changed wvery much." "Bui
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Fc' least,” he added, "they have been exposed to the nsed for analytical

reasoning.” Using the word "doubt™ again, another teacher said, "I doud

if we have helped, maybe a little is all.," Yet another said, I am not

ito reason sny better than they read, they will not be able to do much.”

!
I
!
1
]

s0 sure. You have touched a sore spot.”" He added, "If they are-not able
|
!

Developciént in Commmnications in Science |
for Present and Future Needs

Dressel and Mayhew point out the importance of the ability to read

science articles:

The ability to read current science materials is an important ouf-
come of a general education science course. Even so, the ability in
itself is insufficient; unless the ability is used, nothing of perma-
nent valuve remains. The individual who does read and evaluate science
materials is constantly enhancing hisg edication, and he is also able
to function more intelligently as a citizen in the ever-expanding
sphere of interaction of science and other disciplines.zz

This quotation serves to express the areas relating to communica-

tion on which the interviewees were asked to coment. It combines the
ability to read with the development of habits of reading. Carrying the
idea a little further, French would tell his students, "If in later years
you occasionally read science, popular or technical, and enjoy reading it
and discussing it with scientists, if you can enjoy meeting scientists
Eye to eye, then we have indeed done well, you and 1723

‘ The teachers in the Oklahoma colleges were asked for their views
bn whether their students had learned to read and listen intelligently in

' 1
t:he science areas and if they had developed the habit of reading for |

}

| !
| 22pressel and Mayhew, ops cit., pp. 104-105. |
l 23Rogers, op. cit., p. 183. j
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pleasure and self-improvement. Considering the first condition, that of

dmloptng the ability, only one teacher thought this nsed was not being
met in his class. He said, "They do not learn that from us.,” He ex-
plained further, "We list outside readings but don't emphasize it enocugh

and few students take advantage of it.”

! Possibly most persouns answered in the affirmative because the

h
i

/question was worded to include any advance in this ability. However,

ft.here were varying degrees of thought on the matter. One said, "At leasg;
they will be able to enjoy their radio and television programs more ef-
éfectively after having this course.” Two teachers mentiomed the article:s
%tbeir students brought to class as proof of this reading ability and in-
‘terest. Ome said, "The biggest difficulty in our courses‘ is building foﬁr
jdifferent vocabularies; in doing so, the student certainly widems his
Ereading ability.” All others merely answered the questions with a "'yes'"
and "1 hope so."
; As we advanced to the next question for diswssion—;the possibility
that students will develop the habit of reading for pleasure and self-ime
?rovcnent—many more teachers doubted this outcome as a result of their .
general education courses in science. One said, "It depends upon the in-
;div:lduab however, most stuients- tend to relax when tests are over.” An—
other said, "If he didn't have the habit before, he won't have it at the
|end of the course.,” He added, "If they were students by nature we might!
ce and arouse interest.” Expressing hope that he had accomplished ‘

|
}: his feat, another teacher said, "This is questionable, but I sincerely
|

-
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in clippings, indicating intexest." Another said, "One of the msin Eﬁfﬁs

they get out of the course is that they will read an article in the nau+

i

‘paper that heretofore they would have skipped.” Citing interest again as
|

a result of the general courses, another said, "They are mot likely to

|
do extensive reading, but they will be mre interested in news releases i
or short articles on sciencc.” :
j Less positive answers were given by several teachers. "I hope
they will continue to read, but I don't know whether they will or not,"
was one opinion. Another said, "That is what I hope to accomplish.”
I-‘our more felt that some students would continue to read and some would '
ﬁot, depending on the individusl student and his native ability. Within
;the answers to the specific question, four teachers brought out the fact
;that the general courses stimulate the interest of some students to the
i:oint of deciding to major in science. One of these said, "At least two

or three students each semester change over to science."

Summery

In the Oklahoma State Colleges there is no system for sectioning

students in general education sciences according to ability, knowledge of

:subject matter, or successful completion of high.school courses. Indi- |

j;rectly a grouping according to ability and interests does take place be-.

zcause there are so many exceptions to the requirement for taking generalg
%education courses in sclence. These exceptions include such groups as

pre-professional and majors in science. .

Even though this practice of substitutions does exist, a majority

of those interviewed believe that general courses in science do hawve valv}le
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for the student regardiess of the direction he will take In his profes-

sioaal career. These advantagzges lie largely in obteining an integrated
view of science, both as the areas relate to each other and to the yroblrn
of society in general.

Students tend to reflect the attitude of the instructor concern-

'ing the value and place of science in general education. Resentment be-;
' |

cause of having to take the courses is at a minimum. This includes ad- |

‘verse attitudes toward science and the impression that their ultimate
goal is placed farther away because of the time required in these oourses.
: Students as a whole enter into the study of science with fear.
fMany believe it belongs tu the realm of mystery into which they cannot
;enter. The good instructor is able to dispel this attitude and lead the
:student to participation in a rich and rewarding learning experience. A
jidirect: result is the development of enough of the language of science to:f
fsa:isfy the ordinary needs of the citizen. Growing with the ability to |
icamnm.icate in the are=2 of science is the development of critical and

rational reasoning, which is both one of the greater needs of the student

and the coveted goal of general education.

,__




CHBAPTER XII

RECAPITULATION AND PROPOSALS

This, the last chapter, has four purposes. As a recapitulation
I‘it looks briefly to a review of the problem and a sumvarization of the |
iresults of the study. The third part covers proposals which have de-
‘veloped through the analysis of the data gethered. The last paragraphs ;
g0 beyond the analysis of information obtained to give a few impressions
‘or observations of the writer.

A systematic consideration of organization within the chapter :
seems to indicate a separation of the summary of findings and the mly-;
.8is of this information, yet throughout the dissertation these have de-
%veloped concurrently. Although they have been divided to some degree, a’
.complete separation at this point would result in a more disjointed pres§

‘entation than seems desirable.

Resume of the Problem

5 The problem of the dissertation is a study of science in 3enera1§
education in the six Oklahoma State Colleges as it had progressed in the|

five years following its official beginnitig in 1951-52., It considers |

the conditions which existed and the needs for the future. The study is;
based upon opinions expressed by administrators and teachers of science

in the institutions included.

283
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To review briefly the scope and limitations established, atten-

tion is directed to several conditions. It has not been the purpose to
evaluate the program of science in general education from measurable
changes in the students completing these courses.

The problem is further limited by the connotation of the term

general education.” It does not refer to survey courses of subject m:T
étcr, nor to iiberal education in the usual sense, although many of the ;
;goals established for these are common to general education. The most ,
gsignificant distinction is the quality of experience gained by the stu- ‘
édent. To sscertain this it is important to know how he is being taught |
as well as to know what he is learning.

The study, within its limitations, becomes a careful survey of
‘the opinions and attitudes of those directly concernmed with the program.?
The instrument used to gather information for this is in the form of ‘
questions, which were asked of the interviewees. Their oral responses
jbere recorded by means of a magnetic tape recorder. The answers were Te-
duced to the essential thoughts contained and arranged according to the
iideas Presented. These organized answers to the questions, as they co:n-
pared to those found in published articles on general ecﬁcation, became |

the material used in the study.

i
'
i

i

% . Sumary

. |

Fundamental Understanding of General Education I

f

. t
An over-all consideration of the answers given by the lnterviewedis

concerning the definition and objectives of general education yields lit-{

uemmmmm@wmmw
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had attempted to establish a statement of beliefs concerning general edu

cation against which they might evaluate their practices relative to the
lmovement, but some stated they had no philosophy or had not given the mai
ter enough thought to permit the astatement of a clear answer.

Although a critical consideration of definitions and objectives
stated by the interviewees revealed lack of understanding of the progrem
on the part of some individuals, the replies were such that a sound and
comprehensive definition and statement of aims sought could be compiled
from them. To a lesser degree the same may be said of a statement of be
liefs concerning the movement. Few had as yet established a set of con-
victions having the strength and del;th to serve as firm guides for the
conduct of the program.

The teachers of science had a clearer idea of the role of sc:leocT
in general education than they did of the whole program, yet most of the
answers concerning the role did not indicate an awareness of the distincs
tion between role and objectives. There were so many ideas concerning
the place of science in general education and so many different versions
of the means of establishing it in its place that no single purpose stood

significantly at the front.

Problems Connected with the Program
The problems found in a program of liberal education also find
Fom roots in general education in spite of the assumption that the new

program began as an attempt to overcome some of the weaknesses of liberdf

ducation. The newness of the program accentuated the prob_lem of wise

hoice of course content. A part of this was the result of the inability




286
Pf various groups and individuals to reach more than a generalized agrees

pent on the goals of the movement.

in general education and who are in agreement with the principles of the

javailable were specialists in some relatively limited area of science.

Other problems were common to all education.

Curriculum
For the most part, text books which were selected by the teachers
iguided the development of the courses. Biology departments, to sowme ex-
tent, used a syllabus to guide study. Each school required four college
[hours of credit in both general physical science and geneial biology.
They also provided for exemptions from these courses for those majoring
in science, physical education, home economics, and engineering. More
than half of those interviewed were not favorable toward these exceptions

however, the practice continues.

included a laboratory experience in connection with the general courses.
Large classes and heavy teaching loads seemed to be the principal reasons
for this omission. A few felt that visual aids, to an extent, had re-
placed the laboratory; however, most did not. They wuld prefer to use
visual aids and demonstrations as a supplement to the laboratory, not as
r replacement.

Also of concern in this area was the negd for more hours in

The obtaining of teachers who are prepared to teach science eour‘u

movement represented ths greatest single problem of carrying on a success-

ful program. It is significant that with only two exceptions the teachexs

It was also discovered that none of the selected Oklahoma colleges

»
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teim to cover adequately the rapidly increasing knowledge in the fielﬂ.

ew, however, would require more science at the expense of other areas.
They could especially see a need for humanities. A dean who showed great
jenthusiasm for general education throughout the interview would like to
see an increase in the number of hours required for a degree in order that
more general education might be offered. Taking the other view were those
who would eliminate the general courses to facilitate earliexr specializas
tion. Among these were administrative persons in two different institu-

tions who saw the prograxz as a stumbling block.

Evaluation of the Program and its Outcomes
Evaluation of the program of science in general education and of
the outcomes with respect to the student had not been handled as an or-
iganized project by any institution included in the study. Most of the
opinions were subjective and tended to reflect the attitude of the indi-
wvidual interviewee toward the program. The gereral opinion was that the
rp:l:ogram. as it is considered here, was still too new to permit a signifi-

cant evaluation, especially as it benefited the student.

Concluding Questions and Follow-up

The last eight questions were included in the interview to bring

out any additional information needed for the summary and analysis. Noth
ing new was discovered from the replies to them; however, they did serve
to confirm and strengthen previous answers. There was a consistency on
the part of the interviewees with respect to responses given to the con-

cluding questions and those of the rest of the interview.

| Tn addition to these questions a follow-up of the interviews was |
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Fnade by letter to representative spokesmen at each of the institutions

visited. This survey was made near the completion of the initial writing
in the late fall of 1957. The purpose was to discover any significant
changes that had occurred since the interview. In only one college was
there a definite change. Except for education majors, this school now
required only 36 college hours from the general education areas as com-

pared to the previous 50 hours.

Analysis
It would make for simplicity if, as a summary and analysis, it

could be said that the data are conclusive and that definite recommenda-
tions might be based on them. Such a statement could take either ol two
roads. One of these would be that the science program in general educa-
tion as developed in the Oklahoma State Colleges is of unquestionable
value and  is growing with time and experience. To such a conclusion ver{
little could be added. The other avenue is the diametric opposite; namely,
the program has no value and should be discontinued. The situation is
much more complex than either of these two positions. To consider the
full implications of the answers of the interviewees, one must keep in
mind the philosophy and objectives of the program. The purpose of this
study can only be achieved by an analysis of the existing situation as it

compares to that which has some general acceptance.

Implications of the Teachers®' Concepts of the Progra:\n
As observed by way of summary, there is within the collective

statements of definitions, objectives, and philosophies of the group the

matexials from which to build sound statements concerning these. The
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Fudent. however, does not face instructors as a group for his two coursgs

of science in general education. Instead his knowledge of subject matt
Fnd of the purposes of general courses must come from one or two teacherf.
One must, it seems, recognize that for some students their course of sci-
Lence in general education will fall far short of its goals because of theg
(shortcomings of instruction.

If it could be assumed that a lack of a philosophy concerning
general education indicates open-mindedness on the part of the instructox,
there is much hope for re-education leading to an understanding and en-
thusiasm for the program on the part of those who have not vet accepted
the premise of a need for a form of general education not.to be found in
introductory liberal arts courses. Since these teachers who are not yet
well founded in the principles of general education are also science spe-
cialists, one can only presume that their philosophy of science is being
twisted to serve the general courses. .

The bright side of the picture came from those who had developed ;
an attitude favorable to general education or were concerned because of
their lack of understanding. From this evidence it is possible to con-
clude thaf the specialist, if he is properly oriented, can maintain a
philosophy favorable to the program without forfeiﬁing any of his beliefg

in the science disciplines.

Suggestions for the Future

A study of this type is of value only as it calls attention to
needs and contributes to some workable answers, solutions, or changes in

thinking. Most of the present attempts at general education are evidently
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worthwhile. Students are learning to commmicate better with ons anéthor.

to read and listen and understand matters that concern science. Some are,
no doubt, because of the way of thinking encouraged in the general sci- -
ences, and th2 acquisiton of basic knowledge as a background, adopting a
more critical and rational attitude toward politics, foreign policy, quack
doctors, and false advertising. Others are certainly growing 1n cultural
background and appreciation of the place of science in the modern world.
All of the suggestions for the future grow from the problems observed

and have as their foundation the bringing of more meaningful experiences

into the life of the individual, especially in the area of science.

Studies within the Schools

Almost every school included in this study once had a study group
for the purpose of reviewing and 1n9rovjn,g their general education pro- |
gram. At least one of these was organized on a continuing basis. One |
would not question that much good can come from these; however, within
Es;t:hools one or two teachers of science in education may have participated
:vhile many showed no knowledge that such studies existed. Clearly, as
indicated by the greater understanding and sympathy of those who partici-
:pated, the study gx"oups are most valuable for those who are active. Groups
or camittees on general education were formed from volunteers. These
ipére probably composed of individuals already quite well informed conoer:it—
l;11:13 general education. Findings from this study would indicate the need
kot wider participation .1n_ study groups'by all of those teaching in the

general education area. There should be small divisional or departmental

an:s and a larger committee representing all of general education v»lwsel
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Fu\ctloa would be Iargely that of Integration of knowledge and effoxt

jamong the areas.

Intercollegiate Efforts
At this time there is no cooperative program among these college&
&or improving instruction in general education. Since the institutions
concerned are functioning under the same general directive there should
hn some direct means by which those concerned might exchange ideas. An
intervisitation plan would be helpful, and some means of bringing general
leducation teachers together for at least an annual conference seems a

mecessity if the program as now organized is to improve on a statewide

basise.

More Direct Administration

The strongest suggestion for the program of general education in
the institutions considered is that they establish a system of more diredt
jadministration and supervision. The exact method by which this is done
or the title of the person is not of first importance.

At present the deans of instruction have as one of their duties
the administration of the general education program. In consideration of
their many responsibilities they are doing a splendid job, but time does
not permit any one of them to accomplish the more direct supervisory
leadership needed. With not less than tw-fifthé of the student body en-
rolled in general education courses, it merits socmeone as coordinator wha

can make the promotion of the program, improvement of instruction, and

integration of efforts his major responsibility.
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Evaluation of Outcomes in Terms of the Student

The program of general education in the Oklahoma State Colleges

has not been in effect long enough to make an evaluation in terms of last

ing benefits to the student; however, such a study is needed for the fu-
ture. If the results of general education are not seen in the student

pnd recognized by him after he has assumed his place in society, the logi-

ral assumption would be that general education is not effective in attain
ling its goals. Methods of correcting this condition would then need to

be established.

Impressions and Observations of the Writer

The program of general education had an auspicious start in the

Dklahoma State Colleges, and the movement progressed to a place where it

Fppeared to have gained a firm footing. There are indications that prog-
tc-.ss was arrested for a time. This is unfortunate because, placed under
tatic conditions, a movement of this kind will almost surely retrogress.
There are some identifiable reasons for this slowing down of ef-

Eort toward improvment. Accreditation is a part of the éysten of highen
bducation which places an added burden on the teaching staff, for they
must participate in self-studies, evaluations, and the writing of reports.
This is not to discredit this practice but to point out that efforts in

hll of the institutions have at various times been concentrated upon prep

aration for the visit of an examining board which had little interest in
the general education phase of the curriculume This takes so much of the

instructors! time that other studies and major efforts toward improvement]

Tnus: be set aside for a time.
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Administration

Ic a.lao seems self-evident that ths progia= of general education
cannot reach its fullest and richest growth until somecne at each insti-
tution becomes active in promoting the best interests of the program u\dﬁ
has the authority to require msetings of the gemeral education staff. A
part of the duties would be to carry on some indoctrination of the teachd
ers of general education subjects in the policies of the school relative
to this area. Another responsibility would be to bring about a vertical

and lateral integration of planning, study, and instruction.

Status of Science in General Education

The stated and implied second-rate status given to science in
general education must be improved. The greatest factor which eontribu:ls
to this down grading lies in the fact that it cannot be accepted either
as a part of the science requirements toward certification or as a part
of the required hours on a science major.

The science area in the colleges concermed is the only ome which
in substance disowns and disavows its owne ‘Ihe English courses in gen~
eral education and the social studies courses are not so limited.

The reason for the second-rate status of the general education
courses is not too difficult to determine. They do not fit into the con-
ventional pattern of major and minor areas of concentration. The direct
argunent is that there are already too few hours required for a major;
therefore, general science courses canmot become a part of those selccced;

A second reason, which is often obvious to all except those pre-

senting the issue, lies in the competition for emrollment. This still
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1ds true even as compiaiats of heavy enrollments and understaffing are

tvoiced. Teachers of first courses in science disciplines strive to in-
crease emrollments often in disregard of needs and ability of the studens.
These see the general sciences as trespassing on their prerogatives.
This leads to another obsexvation which cannot at this time he
Ffuuy substantiated. The science areas probably get a higher percentage
of their strong majors from those who have through their general courses
found an interest and ability than from any other single source. By con-
ast the rigid discipline of pure science can eliminate immature students
» with the broadening and integrating experience of general sciences,
might not only have fén'md greater success in their begimning courses, bué
jalso have developed more of the qualities which lead to the kind of effowt

demanded by the sciences.

Laboratories in General Education
The program of science is penalized by not making possible a lab-
oratory-demonstration experience for students. This needs to be different
from the conventional laboratory and can with a little ingenuity be more
aningful and valuable to the student than t}mt which often passes as a
laboratory experience. The problems are many, but the results are surely

Forth the time, money, and effort needed to reduce them,

Conclusion
The writer is so near to the subject and so greatly concerned with

its problems that it would require many pages to state the convictions

hich have grown with this study and to outline ideas for improving the
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[thoughts concerning the movement. It is worthwhile and, because of this

it deserves every reasonable effort on the part of those working in the
[program to improve it and atrengthen its position as a part of the :ys:q

of higher education in the Oklahoma State Colleges.
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APPENDIX I
INTERVIEW GUIDE FORM

The "introdu.ctory discussion”™ to the "Interview Guide® sets foxrth
for those interviewed the purpose and method of study, the questions to
be asked, and the attitude of the questioner. The interviewee, having
had this guide available for consideration a few days before the inter-

'view, was given the opportunity to prepare for the actual conference.

Guide for Interview

Introductory discussion. The Oklahcma State Colleges are com-
leting five years of the program of Genersl Education as recommended by
he Intercollege Curriculum Committee and approved by the State Board of
egents of Oklahoma Colleges. The writer proposes to examine carefully
he program of science in general education established by the committee,

th as it has functioned and as it looks to the future.

* There is in these questions which are to be asked no intent toward
;1mpert1nent inquisitiveness relative to the conduct of your business. A]:l
answers will be held in confidence, all references being made in terms oq

characteristics of the situation, and no quotations being made without !

your permission. Feel free to refuse an answer to any question which you
may believe has no part in the understanding and analysis of the program
bf general education in Oklahoma, as it applies to science. Please, alsqg
nnderstand that only through free and open responsaz can the strength and
weaknesses of our program be revealed.

‘ These questions, which I shzll ask, may omit some of the things
Qrou think most significant. You are encouraged to make any additional
comments at any time you see fit. Such comments ‘may be of greater value
Ihan the direct answers to questions.

I

! The questions of the interview are placed in your hands to give
you preliminary insight into the infermation desired from your answers. |
The interview itseif will be electronically recorded. i
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The questions are to be directed to the Presidents and Ceans of !
the College, Science Department Chairmen, and Teachers of gencral physicel
or biological science. (The letters P, D, C, and T preceding the question
will indicate to whom it is to be directed.) |

Definitions, Philosophy, Attitudes !
!
PDCT - In your own words, how do you define general education? (‘i)

. i
PDCT - Will you state the objectives which you consider most sig-
nificant? (2) ?

PDCT - Going further than definitions, will you attempt to give I
a brief statement concerning your philosophy of zeneral education? (3) |

PDCT - Has your school or any department therein established andé
put into recoxd a philosophy of general education other than that indi- |
cated in the catalog of the school? (4) !

|

DCT - What is this philosophy, or where may a copy be obtained? (5)

(

|

PDCT - Is this considered a fixed guide, or is it emergent and |
conditioned by the practical aspects of establishing a curriculum? (6) !
!
|
|
1

PDCT - If such a change in stated philosophy developed, how did
it come about? (7) '

PDCT - What in your opinion is the greatest problem in carrying
on a program of general science education? (&)

i

PDCT - Eave steps bdeen taken to resolve or alleviate this prob-
! PDCT - What specifically are these steps? (10)

PDCT - Has the problem been solved successfully? (11)

; POCT - If no, do you feel that it is something which lends itself
‘to solution? (12)
1

PDCT - If other than the problem above, what is the most crucial
issue of general education? (13)

be? 1Is it more important than other subject matter areas? Because of
our technological age, does it have greater significance than other

|
DCT - What do you see the role of science in general education t:cl
|
!
|
branches of learning? '(14) i

|

T - What do you consider the most significant object of general_l
science education? (15)
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T - Would you, given a choice, elect as a part or all of your
teaching load, to teach general education subjects? (16)

T - As a teacher of your specialty, do you feel that standard
liberal arts prerequisites and beginning courses would have contributed
as much to general education as the general science courses which take
their place? (17)

General Problems of Administration and Supervision

PD - Is there in our state colleges a need for a dean or other
administrative hecad of the general education program? (18)

|

PD - Do you fecl that our state colleges are large enough to jus
ify such a person? (19)

PDC - Do you feel that you have the support of your faculty (or
staff) for your program of general education? (20)

|
‘ PDC - To what degree would you estimate your faculty supports zhe
|program? (21)
t PDC - What estimated percent of the staff have a philosophy of
education which is compatible with the movement of general education? (22)
;
PDC - What percent, if any, of the staff are antagonistic to the
\program? (23)

i
'

i - What percent, if any, are indifferent? (24)

PIC - Do you consider this significant opposition? (25)

‘ DC - Is there any opposition to the general education courses
'from teachers of science? (25) |

‘ PD - Are the departmental heads or chairmen lagging or leading
the faculty in the conduct of the general education program? (27)

PDC - How many individual teachers do you estimate are doing out-
standmg work in the planning, organization, and conduct of the program?
1(28)
!
|
i PD - In what departments will these persons be found? (29)
| PD' - In what way is their work outstanding? (20)
' DL - Have you found the four-hour course for one semester to be
sansfactory so far as scheduling the general science courses is con-
cerned? (31)

{
!
t
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DC - What do you think of the idea of offering a two-hour course
in both general biology and physical science for thirty-six weeks, so
scheduled that physical and biological science might be taken concur-
rently? (32)

Courses, Integrastion

bCT - Has anything been done toward integrating the science courses:
with other subject matter areas; e.g., philosophy as presented in the
ihumanities or geography in the social studies? (33)

‘ DCT - Is t‘aere any cooperstive effort between departments, such
‘as the science teacher directing the technical reading for an essay in
iEnglish? (34)

i

! OT - Do you know of any present activity or thought on your cam-
Ipt.ls relative to increased integration of courses or cooperative efforts
exther from groups or by individuals? (35)

OT - Is there any organized method by which teachers of different
subjects may become familiar with the phases of their work which are also
covered by other teachers? (36)

) .
DT - Do you feel further integration to be needed oxr desired? (1)

CT - Do teachers of science in general education hold conferenc
with each other to plan curriculum? (38)

T - How is the material to be covered in a given course deter-
‘mined? By means of or according to: (39)

{ A syllabus? The teacher's option?

The Dean of the College? The text book?

The Departmental Chairman? A committee?

Shades and gradations of these?

T - Has the material now utilized proved generally successful?l In
other words, do you feel the type of program we have now is best suited
‘fo*' students in your school? For our society? (40)

2 T - Are you satisfied that the content of the course you teach
meets the objectives of general eduzation? (&41) -

T - Do you have any way of appraising the success of your course
in meeting the objectives of general education? (42)

i : T - If the answer is yes, how is the appraisal made? (43)
T - Should general science courses be organized to accommodate
different ability lewvels of students? (44).
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T - In your school, is the same course offered to all ability
levels? (45)

T - Are the general science courses being offered at the proper
time or sequence in the school program of the student? (46)

T - If no, what do you feel the proper time to be? (47)

T - Should there be any specified sequence cetween general physiq
cal science and general biology? (4€)

T - Have the science courses in biology and general physical
science been successful in synthesizing their areas of science into a
unified whole? (49)

T - Are the courses attempting to cover too many units? (50)

| T - Is it possible to teach a significant portion of the scien-
tific phenomenon in a four-hour course? (51)

PDCT - Without reference to the entire general education curric-
ula, how many hours do you think the student should have in biology? In
general physical science? (52)

T - In what divisions of the biological or physical sciences are
the selection of materials for instruction the least problem for you?
Why? (53)

T - Where do you experience the greatest difficulty in selecting
that which shall be included in the course of study? Why? (54)

1

DCT - What new course, or major variation in tha: which we have,
would you suggest, if any? (55)

!

? T - Could the objectives of general science be met through a
icourse in the history of science? (56)

Improvement of Instruction, In Service Training,

and Intervisitation

PD - Is there any program in the school to acquaint the faculty
as a whole with the general education program? What form does this take?

Discussion at faculty meetings? Group studies?

Suggested readings? Cthers? (57

PD - Has there been any such program in the past? (58)

DC - Is any program under way which may lead to the imprcvement
of instruction in general education such_as:
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Study groups? Committees? Individual |
studies?

DC - What are the groups so engaged? (60)
DC - What has been their contribution? (61)

OC - Is there a record of their work? (62)

DC - Is this record available? (63)

PDC - Have any teachers as a part of their personal development
pursued individual studies to better equip them as teachers of general
education? (64)

{ PD - Are there interdepartmental meetings of general education
teachers? (65)

PD - Other than means indicated in answer to previous questiocns,
is there any organized system for inculcating the attitude of mind neces:
sary for teaching general education subjects to those departmental teache
ers (specialists) assigned to general education classes? (66)

T - Have you as a part of your personal development pursued any
individual studies to better equip yoursazlf as a teacher of general edu-
cation? Please outline the kind and extent of work. (67)

PDCT - Has any provision been made for teacher zrowth through
intervisitation and observation of instruction?
Within the department’ Within the col’ege’

With other colleges? Z 68)

PLCT - From the standpoint of the administration (or teacher) wouid
ia program of intervisitation be desirable? (69)

1

\

| !
PD - Do you see any insurmountable preblems in establishing or |
develop1ng a program of teacher growth through intervisitation within the

;school? With other institutions such as other state colleges? (70) |
; PDT - Would the benefits probably justify such a program? (71)

DCT - Wnat part of the time of the teaching staff is given to
departmental and interdepartmental planning? (72)

T - Do you have any way of appraising the success of your methods
of instruction in meeting the objectives of general education? (73)
|

T - If the teaching of principles is thcrough, will there be t1nn
left to attempt to direct the development of other qualities in the indil
wvidual which the principles of general education hold desirable? (74) ]

H
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T- 1s there a laboratory associated with any of the general scierce
courses? Which? (75)

T

How extensive is this laboratory? (76)

T - Has it proved successful? (77)

T - What are its strongest points? (78)

T - What are its weakest points? (79)

T - What has been done to strengthen these weaknesses? (80)
T - Are any additional laboratory units being considered? (81)
T - In what area? (82)

T - Why is this change being considered? (83)

T - Are there plans for dropping any laboratory? (84)

T - Why? (85)

T - To what extent i; the demonstration used? (86)

T - Do students follow the demonstration as closely as they would
their own experiments? (87)

T - Could a system of audio-visual aids and demonstrations bpe an
adequate substituze for the labtoratory? (388)

1 T - To what =xtent are movies, strip films, and similar visual
clds used? (39)

|
T - Eow do you rate their effectiveness? (90) i

; T - Can you identify any reasons coming from your teaching methods
for the degree of success enjoyed in meeting the immediate and long rang
objectives of the course? (91)

T - Can you ascribe any clear-cut cause or causes for the degree
f failure experienced in teaching your course? (92)

l

r

b

I

f CT - Do teachers of science in general education hold conferences
yzth each other to discuss methods of instruction? (93)
!

s

l

l

{

CT - Would such a practice contribute to the imﬁrovement of in-
truction? (94)

Teacher Availability, Recruitment, and GQualifications
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PD - Has it been necessary in the main to enlist the general edu:
cation staff from the departmental groups, or have you been able to seek.
I:eachers who have been trained as teachers of general education classes‘l
'(95)

r
'

‘ PD - Review of data on rating and salary of faculty members indi-
cates an inequality between those teaching at the lower college level
where general education predominates and the upper college lavel. By
contrast, literature relating to the general educaticm sluf{ agrees that:
the person should have a broad preparation and unusual teaching abilitye.'
.Is the general education staff member in your school recognized for his
preparation even though it may not conform to the standard pattern of
'specialization and degree? (96)

PDT - What kind of teacher is desired as a teacher of science in
general education with respect to subject matter preparation? With respact
‘to attitude or philosophy of general education? (97)

‘ PD - At the beginning of the program, what kind of teacher with
respect to preparatiocn ané philosophy was available? (98) :

‘ PD - In your experience, have teachers qualified both in subject5
watter and attitude favorabls to general education been awailable? ($9)
7. PDC - What is being doas to improve the teaching staff as teachers
of science in general education? (100) ;

|
‘ PDT - Which plays the greater part in successful teaching of gen-
eral education subjects: (101) 3
Knowledge of subject matter? Methods of teacking
used? Enthusiasm and belief in the principles of
zeneral education?

!
1
i
{
I
|

The Teacher and His load

i PDCT - Is the teaching load of the general science teacher (in
college hours) in line with that of other staff members? (102)

‘ PDCT - Is the load of the teacher such that they can give some
itime to planning, to improvement of mstmction, evaluation and pioneex-;
ing? (103)

PDT - If not, is it anticipated that there will be more considera-
tion of these problems in the future? (104)

PDT - Are class sizes, for the teacher of general education sub-
jects, in line with accepted standards? (105)

PDT - Are physical facilities adequate? (106)

L.
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| Evaluation, Appraisal of Qutcomes, Tests and Testing

PDC - How well in your estimation are the objectives and philosd
phy of general education being carried out by the individual teacher of
general science? as there been improvement in this respect since the
inception of the program? (107)

PDT - It is the practice in some schools to exempt from the gen-
eral education courses those who can pass advanced standing examinations,
Is this a good idea? (108)

PD - Would you in your administrative capacity support an extended
and strong program of evazluation and appraisal of outcomes in terms of
'student learning and btenefits? (109)

T - As you view your experience as & teacher of general educatiom,
do you feel that students leaving your classes will be better able to
approach their problems with critical reasoning? (Anzlyticel) (110)

3 T - Do you think the students after finishing the course will have
made significant advance toward being able to read and listen intelli-
gently in this area? (111)

T - Do you feel that the students will have developed the will
and the habit of reading for pleasure and self-improvement the materials
which relate to your teaching area? (112)

DI - Is there a program by which teachers come together to prepare
examinations? (113)

: DT - Is thers arn integration of the examinations of various teach-

ers’ (114) !
|

_ DT - Is a committee ever used for the preparation of examlnatxons,

‘or has there been one in the past? (115) ,

DT - Is a speciclist®s help available or used in the preparat1on;
‘of tests and examinations? (116) i

2T - Have any stancdard tests been used for student evaluation in
the general sciences? (117)

T - Do you prepare your own examinations? (118)

T - Are the standard tests or common tests for all teachers of a
'subject in conformity with the objectives of science in education? (119)

T - Is there any teacher or group in the process of preparing
'standardized tests for this area? (120)

T - Have any means been devised for txying to examine the |
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development of the individual student along the lines set forth in the
objectives of general education? (121)

T - As a generalization, what is the greatest problem of testing
in the general sciences? (122)

l T - Of the types of tests commonly given, which is most desirabl&?
Which do you use most frequently? (123)

DT - Are the results of group tests and other placement data madT
available to the teachers? (124)

DT - Are any provisions made for placing students in classes ac-
cording to test results? According to past experiences or classes? (125)

DT - What, specifically, is the program of placement into sec-
tions? (126)

Questions about the Student

T - To what extent is the student permitted tc assist in the se-
lection, planning and appraisal of his class activities? (127)

DT - Is there a planned program for the study of the student of
science in general education in your school? (128)

Is this a research project? A committee study?

An individual study?

DT - How do students view the taking of general science courses?
(129)

DT - What estimated percent of the students accept the program
wth enthusiasm? Are passive? Antagonistic? (130)

‘ OT - Is there resentment because of dezlay in teking specialized
courses? (131)

OT - Would there be any benefits accruing to the student whe is
how excused from general science courses if he should take general edu-

kat1on science? (132)
’

| DT - Would you recommend that he take these cours2s? (133)
|
|
l
iliscelleneous Questions and Summary

|
; PDCT - Do you feel that the program of general education in your
Follege has been successful? (134)

PDCT - _To what degree? (135)
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D . Considering the entire general education program, which areg
of learning has probably been most successful with its program? (136)

PDCT - What is the outstanding accomplishment of the general edu-
cation program for the last five years, if any? (137)

PDCT - Failures or weaknesses, if any? (138)

PDCT - What do you feel the future has in store for the program?
(139)

PDCT - What suggestions have you for immediate and future change
in the program? (140)
Locally? State Wide?

PDCT - How has your attitude toward the program changed, if at
2112 (141)
I




APPENDIX II
OBJECTIVES AS STATED IN OKLAHQYA STATE COLLEGE BULLETINS

The objectives of general education and liberal arts as found in
the recent Central State College Bulletin are:1

In its educational objectives, Central State College aims to wor
for the development of the desirable capacities of the whole individ
ual. This necessitates the cultivation of social, moral, intellec-
tual, vocational, and physical capacities for successful and useful
living.

College experience should develop a capacity for intermational
understanding and cooperation and for a fuller realization of democ-
racy in every phase of living. It should enable students to apply
trained intelligence to the solution of individual and social prob-
lems and to exercise leadership through adequate and acceptable com-
municationse.

General Education:

l. To promote democratic ideals in the local, national and
world communitye.

2. To aid the student to think critically in order to adopt
proper standards and solve the problems of life.

3. To develop the ability to speak and write effectively
and to listen and read with critical intelligence.

4. To prepare the student for happy and successful living
as an individual, as a member of his family, and of
societye.

Liberal Arts: i
l. To develop individual appreciation of moral standards,
spiritual values, and integrity of character.
2. To foster an appreciation of the dignity of the individ-

ual and the value of wholesome and fruitful self-
development.

lcentral State College Bulletin, 1955-57, Vol. XLIV, No. 3
(Edmond: Central State College, 1956), p. 1.
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3. To train for informed, responsible citizenship and :
leadership in a democratic society by developing initia-
tive, judgment, imagination, critical thinking, and the
basic skills of communication and cooperation for suc-
cess in social and family relationships.

4. To acquaint the student with, and help him evaluate,
man's heritage of institutions, ideas, aspirations, and
values.

The objectives of general education and liberal arts as found i
the recent Southwestern State College Bulletin are:2

1. To provide, through general education, a broad back-
ground for a fuller life and a sounder foundation for
specialized education.

2. To offer courses of study in the arts and sciences that
will provide certain students with the pre-professional
sequence they need and other students with a liberal
arts education,

3. To provide a pharmacy curriculum for individuals wishing
to make a career of pharmacy.

4. To provide a vocational or terminzl course in the field
of commercial art and secretarial work.

5. To provide an advanced professional course of study for
students who already have acquired a bachelor's degree
in education and wish to improve their proficiency and
skill as classroom teachers.

6. To serve as an aducational center and community agency
for citizems of Southwestern Oklahoma.

General Education: The purpose of General Education is to pro-
vide a group of experiences common to all educated persons that will
enable each to function more effectively as an individuval, as a par-
ent, as a worker, as a citizen in a democracy, and as a member of a
world community, More specifically, General Education at Southwestern
seeks to accomplish the following objectives:

l. To develop in students more effective communicative
skills.
2. To foster a greater appreciation of our political, so-
! cial, and cultural heritage.
i 3. To stimulate a greater appreciation for literature and
i the fine arts. :
4. To develop in students an awareness of responsible citi-
zenship.

25outhwestern State College Bulletin, 1956-58, Vol. XLII, No. 1
kWeatherford' Southwestern State College, 1956), pe 16,




331

5. To create understanding and a desirable attitude toward
matters of personal hygiene and public health.

6. To develop a deeper understanding of physical and bio-
logical phenomena, particularly as they apply te every
day living.

The objectives of general education and liberal arts as found in
the recent Northwestern State College Bulletin are:3

A. In the widest sense

1. To assist the individual in developing such perspective#
that the precepts growing out of education, religion,
and morality shall be embraced for the benefit of good
citizenship and the improvement of mankind.

2. To develop a respectful attitude toward the accumulated
traditions and heritage from the past, and to inspire
confidence in sound, orderly evolution for the future.

B. For all students, regardless of the course pursued, the col-
lege aims
l. To provide a rich background of our heritage in order

a. To develop the personality to the fullest degree of
individual growth.

b. To enable the inrdividual to approach with broader
understanding the situations that may arise for him
as a member of society.

2. To promote sound mental .and physical health, oxrderly
habits of clear, critical thinking, and sound judgments.

3. To cultivate the sense of beauty and aesthetic apprecias+
tion.

4. To prepare the student for responsible citizenship in
the community, the nation, and the world.

S To assist in formulating a guiding philosophy that will
provide right direction to life.

6. To acquaint the student with major areas of knowledge
which are the common denominator of educated persons
funct'oning as enlightened persons in a free society.

The objectives of general education and liberal arts as found in
the recent Southeastern State College Bulletin are:4

Southeastern State College aims to help each person within its

3Ncrthwestern State College Bulletin, 1956-57~(A1va: Northwestern
State College, 1956), p. 15.

4southeastern State College Bulletin, 1955-56, Vol. XLVIL, No. 1
(Durant: Southeastern State College, 1955), p. 1l4.
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the

the

influence to attain a full rich, and satisfactory individual lile,
to perform with competence a socially useful vocation, and to assume
the privileges and responnibilities of a free man and good citizen
in our American democracy. Its major objective is to train teachers
for the public schools of the state. In addition, it provides a
program of general education and liberal arts, pre=-professional trair
ing, and vocational education.

General Education and Liberal Axts: All candidates for degrees
are required to complete a prescribed plan of general education dur-
ing the first two years. Students who do not expect to teach may
pursue a program covering the major areas of knowledge and leading td
a liberal arts degree.

The objectives of general education and liberal arts as found in
recent Bulletin of East Central State College are:>

1. A program of general education designed to extend and enrich
the common basic educational experiences of all students. This pro-
gram is at the college level a continuation of the kind of education
predominant in the secondary school, being concerned principally
with fundamental learning in the areas of social science, natural

science, and the humanities, and receives chief emphasis in the first

two years of the four-year college course. The studies are essenti=-
ally nonspecialized and nonvocational, although they provide back-
ground for advanced and specialized work. General education aims
primarily at a balanced development of the individual's knowledge,
understanding, attitude, and behavior for responsible and intelli-
gent maturity, successful and satisfactory adulthood, and civic com-
petence in contemporary democratic society.

The objectives of general education and liberal arts as found in
recent Northeastern State College Bulletin are:6

As a result of continuing study the faculty at Northeastern Stat
College believes that all students should participate in certain com-
mon experiences during the first two years of college work and that
such a program of common experiences is best designated as General
Education. It is believed that a program of General Education must
make available to the student extensive experiences, which are both
rich and important, in preparation for the major aspects of living
in a democratic society; and that these experiences should provide
for the development of personal talents and abilities, and for a

No.

SBulletin of East Central State College, 1955-56, Vol. XLVII,
1 (Ada: East Central State College, 1955), p. 13.

6Northeastern State College Bulletin, 1955-56 (Tahlequzh: North-

A=

leastern State College, 1955), pp. 18-19.




333

satisfying participation in activities involving democratic proce-

dures.

With this general philosophy, the entire pattern of General Edu-
cation has these objectives:

1.

2.

3.

4,

Se

the development of skill in communication, by which is meant
the development of a degree of skill in oral or written com-
position together with the development of skill in reading
and listening;

in the realm of scientific training, the student should ac-
quire knowledge and understanding of the natural phenomena,
both physical and biological, in his enviromment, not from
the point of view of the specialist or professional, but from
the point of view of understanding the natural phenomena in
his environment in their implications for human society and
human welfare;

to train the student to do his part (on the basis of knowl-
edge and thinking) as an active and intelligent citizen in
dealing with interrelated social, economic, and political
problems;

acquaintance with a core of knowledge of history sufficient
to enable the student to see cleaxly that the present is a
product of the past—that it represents "the lengthened
shadow of the past." This core should be limited to knowl-
edge of periods and epochs in history that can be shwm to
have genuine significance in relation to the world of today.
It is the man and world of today to te understood;

to give the student knowledge of and to lead him to an appre%:

ciation of o0ld as well as new culture in western civilizatio
as these cultures find expression in philosorhy, llterature,
art and music.




APPENDIX III

RESOLUTION ESTABLISHING THE PROGRAM

OF GENERAL EDUCATION

{ Included in the resolution to the Eoard of Regents for Higher
I
Education and approved by them in broad form is this extraction from the

|
kntercollege Curriculum Committee®s resolution.l

General education requirements for curricula in Arts and Sciences

(EA and BS Degreess and in Education (BA Ed and BS Ed Degreess
Section 2. The minimum general education requiremenES for cur-

ricula in 4rts and Sciences (EA and ES Degrees) and in Education (BA

£d and =S Ed Degrees) in thez six state colleges, shall be as follows:

A. Freshman Orientation « « « o o o« o o « o« o o« o« o« o« « o o 1 hour

B. English: Grammar and composition 6 hours and elective literature
orspeech.......................Zhours
Elective not required if Humanities 223 or 203-213 completed,

! C. Science and MathematicS ¢ « ¢ ¢ ¢« ¢ ¢« ¢ ¢« o ¢« o « 7 or 8 hours
8 hours science to be required of every student, to include both
biological and physical science, except that student having had
either kind (other than general science) in high school may elect
to take all college science in the othexr field, or student having
had physical science in high school may fulfill the requirement |
by taking at least four hours science and three hours mathematics.

De S003ial StUdIi@S o o o o o o o o o o e ¢ e o o o o o o o o 2 hours!

; American history and govermmenmt .six hours, and other social sci-

' ence three nours.

; E. Health 2 hours and Physical Zducation & hours . . . . « & hours

f Requirement and exemptions in physical education: Freshmen and

‘ sophomores are required to take physical education during thece

two years, or until four hours credit has been earned, except t

the following students are exempt: (1) married women irrespect?j:

of age, (2) all students not less than twenty-five years of age

i
|
:
i
I
Il
!
I
i

1Intercollege Curriculum Committee, A Resolution Regulating the
Curricula of the Six State Colleges (Ada, Oklahoma: East Central State
College, 1952), pp. 2-3. (Lithographed).
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F.

at the beginning of the semester or term in question, (3) any
student whose physical condition makes it inadvisable or impos-
sible that he teke the work, as attested by designated authority,
Exemptions other than physical disability do not apply in any
case in waich the student has failed to take physical education
as required prior to that time. Likewise a student who reaches
junior or senior standing without having fulfilled the requirement,
is required to take sufficient physical education to complete
same, unless his physical condition will not permit.

A student entering from another college as freshman or soph
more is required to teke physical education at the rate of a oner
hour course each semester or term until he reaches junior rank,
or earns four hours credit. A student entering as junior or sens
ior is not required to take additional physical education.
Bumanities o« o o« o ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o o o o o o 5 or 5 hours
General Humanities 203-213, or 5-6 hours in two of: (a) Humani-
ties 223 Introduction to Literature, (b) Humanities 232 Art in
Life, (¢) Humanities 242 Music in Life, (d) one of: Humanities
252 Philosophy in Life, Psychology 203 General Psychoiogy, Psy-
chology 213 Mental Hygiene, Sociology 223 Social Psychology.
Five hcurs in a foreign language or in two or more of the follow-
ing: mathematics, psychology, fine arts (art, music, speech
arts), practical arts {agriculture, business, home economics,
industrial AartS) « ¢« o ¢ « o o o o o .0 o o o o o s o o o 5 hours
Additional work in areas B-G above, to make total 50 hours. In
accord with state teacher certification requirements, in the
Education curriculum ten hours work in genmeral education may
apply on the major zalso, and vice versa.




