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PREFACE

This is a study of a college, Raymond College of the University of the
Pacific. Raymond is different from most schools in that it is .a " cluster"
innovations in higher education. The school has attempted to give a full and
fair trial to some of the newest ideas for improving liberal arts undergraduate
education. Thus, in addition to being a small college on the campus of a larger
university, it offers a different calendar, a Bachelor of Arts degree after
three years, a common " core'curriculum, independent study for all students,
an alternative to letter grades, primarily the seminar method of instruction,
and a campus-wide "living and learning" milieu. Because it has forged these
modern structures in an attempt to realize the classical values of a liberal
educatian, Raymond is the scene of a significant experiment in which the
consequences of these contemporary ideas may be observed. In using this
single school as a case study, I attempt to achieve three main purposes:
first, to describe the cluster college concept which originated from this
university and 1t_§ place in American higher education; second, to describe the

Raymond program with its explicit criticisms of the traditional philosophies

and practices of undergraduate education and with its creative alternatives to

hem; and third, and most importantly, to analyze the consequences of both

he Raymond program and the cluster college development at this university.
Because a person cannot write even a single interpretation of hunan

chavior without betraying his most basic assunptions and values, I will

ttempt to make some of my biases explicit so that the reader may at least

¢ aware of the position [rom which I speak. I joined the Raymond faculty

n the fall of 1964, the college's third year of operation, participated actively

-iy -
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in the life of the school for three years, and recently resigned to accept

a position at the Center for Research and Development in Higher Education

at the University of California, Berkeley. I was attracted to Raymond
becausc I thought it would afford me an opportunity to be closer to students,
to know them and for them to know me more intimately, z.md to have a greater
impact on their thought processes and personal development than might be the
case in other setlings. My expectations were more than fulfilled. During my
stay at Raymond I was able to know several students in depth, to listen to
their joys and sorrows, to help them cope with their problems, and to
observe those young persons grow toward maturity. To my surprise these
experiences caused me to grow intellectually and personally also.

During the past few years I have tried to develop an educational philosophy.
While that philosophy is far from being exhaustive and absolute, I have come
to belicve that a liberal education should free a student from the narrow
beliefs a late adolescent inevitably brings with him to college, that it should
liberate his mind by introducing him to knowledge aﬁout the nature of the
social and physical world surrounding him, that this knowledge should enhance
and illuminate his private inner world, that his encounter with this knowledge
should lcad to a personal transformation in the student from an immature self
with old attitudes, beliefs, and actions into a newer, more mature self, one
more consonant with his greater understanding. Such an education involves
both destroying the old and creating the new style of life; it often means causing
an intellectual, value, and even emotional crisis in the lives of students and
helping those delicate youngsters resolve their crises in ways which are more
personally satisfying and socially useful than their earlier patterns. I would
like to think that by cultivating the minds and personalities of their students,

institutions of higher learning might act as a catalyst to constanily rcnew their
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socicty. These faith statements provide at least a glimpse of the value
position from which I will speak.

In 1965, as I was involved in the Raymond experiment, I applied for a
grant from the United States Office of Education to conduct a study of the
program. The application was approved, and this monograph represents
the final report of the research to that organization. This is an unconventional
final report. It is not intended only as a technical report to fellow researchers
( though it does contain the relevant technical details); it is rather a report
which can be read and understood by the layman unfamiliar with the terminology
of social science or the complexities of statistics. I believe the Raymond
experiment is too valuable to be relegated simply to professional journals or
the data bank; I intend for this study to be informative to the administration,
faculty, and student body of the University of the Pacific so that they may
betler understand their own institution and use this knowledge to create the
best possible university.

Since this report is quite lengthy, it may be helpful to the reader to have
an overview of ils organization and the major findings so that he may discern
the sections which are most relevant to him. Chapter I attempts to place the
cluster college in the context of contemporary higher education, and Chapter II
contains a description of the Raymond program. The primary evaluation of
Raymond is largely statistical and comprises Chapter III. This bulky section
is divided into several parts including a discussion of the method, instruments,
samples, and results. The results obtained from each of four instruments‘are
presented separately and in succession; for each test the results for. Raymond
and the rest of the university arc discussed separately. A summary interpretation
scction is included for each school on each test, and the hurried reader may want

to read only those summaries to discover the core findings.




The major findings indicate that the innovations of Raymond haw placed it
among the ranks of the leading liberal arts colleges in the United States, that
Raymond has created an educational climate which is radically different from
that found in the rest of the university, and that the two different programms have
dramatically different consequences for their students. A more impressionistic
assessment of the various features of the Raymond program including their
weaknesses as well as their strengths is presented in Chapter IV. That section
also contains a discussion of the utopian mentality with which the school was
established and an analysis of the crucial but often ignored post-utopian stage
of development into which it is currently moving. The final chapter presents
an impressionistic view of the impact of Raymond on the rest of the university,
suggesting how the cluster college may be an active agent for the renewal of
that larger institution. .

A project of this magnitude must be a cooperative effort. Jobn Leland
provided assistance with the data tabulation and ordering; Kathy Mumm and
Betsy Siegelkoff ty;)cd large sections of the developing manuscript; Gene
Wise graciously consented to read the manuscript and made several valuable
suggestions for improving it; and Sally Gaff provided immecasurable help from
the time the proposal was prepared until the final copy was typed. To all of
these persons 1 extend my deepest appreciation.

Jerry G. Gaff
August 31, 1967




1. THE CLUSTER COLLEGE IN CONTEMPORARY HIGHER EDUCATION

Knowledge has certainly never in history been so central to the
conduct of an entire society. What the railroads did for the
second half of the last century and the automobile for the first
half of this century may be done for the second half of this
century by the knowledge industry: that is, to serve as the focal
point for national growth.

This conjecture by Clark Kerr ( 1963, p. 88 ) reflects the radically changed
attitude toward knowledge in contemporary America. No longer is knowledge
regarded as a useless luxury for the elite few; rather, it is increasingly
viewed as indispensable for the smooth and efficient operation of the
technologically complex American society, as the precondition for solving
pressing social problems ranging from national defense to disease, from
poverty to pollution.

The university, the only social institution which specializes in the
creation, transmission, and application of knowledge, has responded to the
nation's nced. There has been in recent years a virtual "knowledge explosion,"
which, according to the sociologist Daniel Bell ( 1966,p. 74 ), has four
different dimensions: "the 'exponential growth' of knowledge, the 'branching’
of new fields of knowledge, the rise of a new intellectual technology, and
the rapid expansion of research and development as an organized activity
of government. " This increased knowledge has been diffused more widely
than ever before in the country's history as institutions of higher learning
now enrollover six million students and annually award upwards of a |
half million Bachelor degrees, over 100, 000 Master's degrees, and 15,000
doctorates ( Simoen & Grant, 1964) . The university, to use Kerr's
(1963, p. 87 ) phrascology, " has become a prime instrument of national purpose. o

The university has had to make severe changes in order to yield to the
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national calling, and perhaps they have becn best summarized by Bell

(1966, p. 88).

In less than seventy-five years, the modern university, with the
graduate school at the center rather than the college (despite

its overwhelmingly larger number of students) , has come to dominate
American higher education. The graduate school arose in responsc to
several needs: the increase in knowledge, the emphasis on scholarship
as against teaching, the corollary emphasis on rescarch as a cocqual
function of the university professor, and the need to train teachers

for the burgconing number of colleges in the country. These needs
remain, and, in fact, are multiplied by the proliferation of new ficlds
of knowledge and the extraordinary increase in college attendance in
the country.

What is new today, and constitutes the further transformation of the
American universities, is the predominant concern with research,

the creation of new research institutes, centers, and laboratories,

as the major organizational feature of the university, and the role of
the federal government in underwriting the costs of this development.
The universiiy today, whether private or state, has come to be a ¢uasi-
public institution in which the needs of public service, as defined by the
role of the resecarch endeavor ( whether initiated by the government or
by the faculties ), becomes paramount in the activities of the university.

To Bell's general description of the modern university may be added

Kerr's 1963 ( pp. 7-8 ) statement of the size and influence of one specific
university.

The University of California last year had operating expenditures from
all sources of nearly half a billion dollars, with almost another 100
million for constiruction; a total employment of over 40, 000 people,
more than IBM and in a far greater variety of endeavors; operations

in over a hundred lecations, counting campuses, experiment stations,
agricultural and urban extension centers, and projects abroad involving
more than fifty countries; nearly 10, 000 courses in its catalogues; some
form of contoct with nearly every industry, ncarly every level of
government, nearly every person in its region. Vast amounts of
expensive cquipment were serviced and maintained. Over 4,000 babies
were born in its hospitals. It is the world's largest purveyor of white
mice. It will soon have the world's largest primate colony. It will

soon alzo have 100,000 students -- 30,000 of them at the graduate

level; yet much less than one thivd of its expenditures are directly
related to teaching.

In both the general and specific statements by these two students of
American higher education one can see that the great gains in knowledge

production, gradaate training, and service to the society have been







rom Berkeley in 1964 stated the essence of the student position.

We get a four-year-long series of sharp ataccatos: cight semesters, V/
forty courses, one hundred twenly or more 'units, ' ten to fifteen
impersonal lectures per week, one to three oversized discussion
meetings per week led by poorly paid graduate student 'teachers.'

Over a period of four years the student cog receives close to

forty bibliographies; evaluation amounts to little more than pushing

the test bution, which results in over one hundred regurgitations in

four years; and the writing of twenty to thirty-five 'papers' in four
years, in this context means that they are of necessity technically

and substantially poor due to a lack of time for thought. The course-
grade-unit system structure, resting on the foundation of departmentali-
zation, produces knowledge for the student-cog which has been exploded
into thousands of bits and is force-fed, by the coercion of grades.

are indeed is the university in which a sizeable percentage of the student
body does not sympathize with the truth they recognize in this lament, and

it is the cxceptional school that has not had its own " Little Berkeley. 2
Though the problcm of providing a vital undergraduate liberal education
is serious, it is a limited one considering the total functioning of the
university. The cuestion is this. How is it possible to have a university

which is dedicated to serving society by creating new knowledge, by diffusing
that knowledge widely, by applying that knowledge to the solution of social
problems, and\ still provide an effective liberal education for more under-
graduates than ever before in the nation's history?

It is interesting that at a time when weaknesses in undergraduate
programs are being increasingly documented ( Sanford, 1962; Summerskill,
1962; Clark & Trow, 1966; Goldson, et. al., 1950; Jacob, 1957 ) , and
student eriticisms merit front-page publicity, unprecedented numbers of
would-be fl.-cshmcn still enter the colleges. But it is ironic that this numerical
crisis, which threatens {further to undermine the quality of college education,
may itself germinate the seeds of educational innovations which will help solve
the problem of size and improve the (nality of instruction. As one cducator

expressed it,




The flood of students we must expect in American education...is not

a misfortune, but aboon, and it may well be that under the pressure

of necessity we shall correct some long-recognized weakness in our

educational system. Under the pressure of necessity we may do

some things we should long ago have done but would not be likely to

do even now, except under the spur of necessity.

This 1957 statement by Clarence Faust ( in Baskin, 1965, p. vi ) has proven
to be prophetic, for the subsequent decade of higher education has responded
to these chalienges in many novel ways. p

Perhaps the most significant structural innovation devised to cope with the
growing demands of more quality for larger numbers of undergraduates is the
"cluster college."' The idea of a cluster college is quite simple. It is merely
a small college on the campus of a larger and usually established institulion.
Such a college is not {o be confused with a deparitment or school within a
university in that the cluster college has its own institutional identity within
the university as symbolized by its own name, and as signified in its
distinctive curriculum, its separate residence halls, and its special social
regulations. Further, it is administratively separate from the established
university hicrarchy replete with Deans, departmental chairmen and fncultyA
committecs; instead it is directly responsible only to a few higher ranking
administrators, an arrangement which frees it to attempt substantial
innovations and which protects those innovations from the usual academic
power structure and its vested conventional interests. -

The cluster college has several distinct advantages over an independent
school. It is by definition small which makes for the possibilities of a close
community involving close student-faculty relations and personalized
instruction. Second, because it is freed from some of the traditional academic
and social restrictions, the cluster college is able to experiment with new
philosophics or methods of instruction. This experimentation can be performed

on a limited =cule which can be afforded by most universities. A thicrd







3 M
within the whole of that university is new; this concept was introduced into !

into American education by Robert E. Burns, President of the University
of the Pacific. Since President Burns and the Pacific Board of Regents
officially decided in 1960 to adopt the cluster college concept as-that
university's policy of long term growth, dozens of universities throughou
the country have seized upon this type of structure as away to alleviate
their "undergraduate problem." Because this structure is so new, however,
universities can only adopt it without full awareness of the possible
consequences. Since the University of the Pacific has been a pioneer in
conceiving and implementing the cluster college concept, it is fitting that
knowledge of the advantages and disadvantages of the cluster college as it
has encountered them be communicated to others in educational circles.
This is one of the major purposes of this monograph.

It may appear surprising that an answer to a problem of undergraduate
education in the era of the multiversity should come from a school like Pacific.
It is a small, private, church-related college in an age of the large, public,
secular university; as such, it is supposed to be out of the mainstream of
American higher education. And yet the type of school that Pacific represents
has long been a guardian of undergraduate liberal education in this cowutry.

It is entircly understandable that from such a school should come not just
criticisms of the impersonal multiversity but also creative solutions to its
problem.

In addition, the College of the Pacific (as it was called prior to 1960) had
been feeling some of the same tensions of the large university. While it has
historically had a core liberal arts college and schools of music and education,
it ;.td\lc(l schools of pharrnacy in 1955 and of engineering in 1957. ;\ltllough the
College of the Pacific enrolled only a total of 1655 full-time undergraduates in

the full of 1959, this represented a growth rate of 1747 since 1931, Furtherimore,
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the statistics pointed to a student avalanche in the near future. Thus, while
Pacific was a small college, in terms of its own recent history and projected
future, it was suffering the same growing pains both in terms of institutional
complexity and numerical size, as the large university. But these pains were
perhaps felt more acutely because of its traditional commitment to a
friendly, religious, and familial campus catering primarily to undergraduates.
In reflecting upon the role of the small private college in the context of
California's expanding public education, President Burns recognized that his
school could not compete in the areas of university strength, i.e., research,
graduate training, or professional consulting. But perhaps, he thought, the
small size and limited resources of Pacific could be used to advantage. It
could specialize in providing community, close student-faculty relations, and
the personal touch in education which tends to be foreign to the multiversity.
One way Pacific might respond to its own past growth and expected future '
demand for its services would be to develop a series of cluster colleges
around the periphery of the existing campus; by folllowiug the Oxford-
Cambridge model it could " grow larger by growing smaller. "In an original
burst of enthusiasm, th.c president envisioned the creation of 15 different
schools in a like number of years. That plan proved too ambitious and was
soon tempered by experience; still by fall 1967 Pacific will have three cluster

colleges in operation.


















associated requirement that a student stay in contact with professors for four
years before he became liberally educated may have been justified when it
was assumed that there was a finite amount of knowledge, that the professor
was the repository of knowledge, and that the goal of education was to transmit
intact part of this body of knowledge to the students. But these practices

are curious vestigial academic organs in an age when all indications point to
continuous expansion of knowledge, when modern technology has reduced the
professor to only onc of several sources of knowledge, and when a student's
factual store of knowledge is doomed to short term obsolescence after leaving
the halls of learning. In the modern spirit there is greater need to teach the
student to be an active inquirer of truths rather than a passive recipient of
truth, an organizer and interpreter of his world rather than a repository of
out-moded facts. Though there may indeed be sound reasons for retaining

the semester calendar and the unit system which in combination require a
student to spend four years to become liberally educated, the old rationale
for them is antiquated and evidence for their effectiveness has nowhere been
presented.

Recently colleges have recognized both the educational liabilities of the
semester plan which contains two "lame duck "sections in the first semester
( between Thanksgiving and Christmas, and between Christmas and thE end of
term ), and the economic waste resulting from idled facilities during the
lengthy summer vacation. In the wake of such criticism the quarter system
and the even newer "trimester " program are being more widely adopted.
Both of these calendars provide for a student to accelerate his college education
and to obtain a degree in less than 4 years. Raymond has devised a three-term,
tlfrcu-yu;n* plan in response to the same problem. Students take three courses

during cach of three 12-13 weck terms for three 10-month academic years, after
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which they receive a Bachelor of Arts degree. The thrce-term, threec-year
plan is a deliberate attempt to circumvent the pitfalls of the shortness of the
quarters and the unpopularity of the summer tri-mester. At Raymond the
fall term begins late in August and runs without break until the Thanksgiving
recess; thc winter term starts one week later and lasts until mid-March with
only the Christmas interruption; after about a 10-day break, the spring term
begins and runs until mid-June. This arrangement allows for two of the three
terms to be uninterrupted by the major holidays, thus permitting greater
concentration throughout each term; it allows for a 7-10 day rest period
between terms; and it provides a nine-week summer vacation which should ’“)
be enough to recharge faculty and student psychic batteries in preparation for |
the subsequent year.

Originally there was some apprehensibn about adopting a program only 3/4

as long as the conventional one, and in order to justify this innovation within }

even the archaic "contact time' terms, some ingenious figuring was done

( Martin, 1963, p.5 ). !
: o Ak /J}'t"“;,
Each term is twelve to thirteen weeks in length, and each term % 3 -;,‘.,;f 4

provides 62 or 63 sixty-minute class meetings. With five mecting T o
Pcriods of sixty minutes each week the Raymond student has morve oy .gt?"“
'contact time ' with the professor and the class than the student  F+ fi0

who follows the conventional semester schedule where there are A S
70 - 75 class days per semester ( with examination days and other Lar?
special events often included in this total ) and only fifty minutes )

for each class meeting. Each term at Raymond, therefore, has the
weight of a semester. The total program includes nine such terms
rather than eight semesters.
Although the Raymond community does not regard contact time as a reliable
index of a student's education, this arithmetic does serve to justify its
departure from tradition in terms of the rationale underlying th very
tradition.
There is no a priori reason to assume that a student will be any more or

less liberally educated after three than after the usual four years, but there

258"



is some reason to think that the goals Raymond has taken for its own may be
realized in its specially designed program within three years. It must be
clear that while Raymond offers a Bachelor of Arts degrec after three years ,

it is not an accclerated program . Unlike the quarter and trimester programs

which allow acceleration through the very same program, Raymond does not
attempt to cram into three years what other schools do in four. It is an entirely

different program_in that it is totally dedicated to a general cducation. While it

can offer some specialization in the academic disciplines, it is content to leave
to the graduate schools, professional schools, and corporations the task of
providing disciplinary specialization and vocational training. In this age the
multiversity has superior facilitics, larger and more specialized faculties,
which allows it to provide the best possible disciplinary specialization; the
professional schools and businesses can train their apprentices better than could
a small liberal arts college. Raymond is content tb specialize in general education.
If students can make progress in acquiring a broad general education, developing
critical intellectual tools, and appreciating methods by which knowledge is
produced; if they can become increasingly sensitive to themselves and others
and progressively develop personally satisfying and socially useful identities,
then Raymond will have accomplished its goals. And most students can make
a major start in realizing these purposes, it is felt, in three years.

In place of the " unit" system Raymond has adopted a course plan. There is
no necessary reason for assuming that a student will be any better educated
by taking a number of courses than by taking a number of units, but neither is
there any reason for assuming the reverse. The course system does have the
advantaye of allowing a student to concentrate his intellectual efforts in fewer
arcas thun is generally true under the unit system. The particular couse

system used at Raymond is different from most others in that students take only
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three courses each term rather than the usﬁal four or five, a practice which,
it is thought, will allow students to probe more deeply into each, thereby
making each course a deeper and more rewarding intellectual experience.
Each course can be assigned a value of 5 "units " if needed for transfer,
graduate school, or other external purposes. .

The Curriculum Criticisms of the conventional curriculum are widespread

and detailed. The academic disciplines, usually assumed to be the building
blocks of the curriculum, are simply unable to contain all the accumulating
knowledge. Too often they serve as Procrustean beds into which knowledge
is thrust so that its dangling limbs which could make contact with other areas
are lopped off; when this happens the disciplines fragment apd compartmentalize
the student's view rather than expanding and liberating it.

The classic liberal arts goal of broadening a student's mind by oft‘ering
him significant introductions into diverse intellectual areas has been compromised
frequently by substituting bland and superficial surveys of disintegrated disciplines,
surveys which may serve the disciplines more than they serve the students. Under
the pressure of faculty specialists more and narrower courscs have been pro-
liferated, courscs which are perhaps more relevant to the research interests of
the professor than they are to the educational necds of the student. The decision
to allow students to chart their own educational course through this rapidly
growing academic jungle under the elective principle has made a mockery of
the intention behind a liberal education.

The Raymond response to these challenges has been to devise a modern
general education program which rivals in design those earlier models at

Chicago, Columbia, and Harvard. Raymond is one of the very few colleges in

the United States to be totally dedicated to zereral education.

Though the curriculum emphasizes the traditional divisions of the

-17 -




humanitics, the social sciences, and the natural sciences, and though it contains
such prosaic disciplinary course titles as Chemisiry, Philosophy, and Economics,
it is unique in the following ways.

1. The curriculum is composcd of two sections. The largest scction is
the " core curriculum, ""a group of twenty three courses which must be
completied by every student. This core curriculum, undoubtedly the smallest
number of courses offered by any college in the country, has eliminated the
frills and retained only the traditional academic disciplines. This core prescribes
for every student a balance among the conventional divisions of knowledge,
natural science, éocial science, and humanities. The core courses are these:

Written and Oral English - (Primarily writing instruction, taken in the first
term of the first year)

Introduction to the Modern World - ( A unicue offering, usually team -taught,
inter-disciplinary, and focused on some themes
of the contemporary world, taken in the first term
of the first year )

Language - (French, German, and Spanish are offercd, three terms, first year )

Readings in World Civilization - (A history of Western civilization, two terms,
taken in the first or second year )

Readings in World Literature - (Largely European and American literature, two
terms, taken in the first or second year )

Mathematics - ( Through calculus, two terms, taken in the first year )

Physics

Chemistry

Biology )

Readings in Non-Western Civilization

United States History

Political Science

American Civilization

Philosophy

Religion

Fine Arts

Economics

Sociology

Psychology

The formulation of this core curriculum is not based on any "every educated
man must have knowledye of this area . philosophy. Nor is the rationale to present
‘to the student an overview of all the knowledge of each discipline or to present even

all of the useful disciplines; the knowledge expansion hos converted these arguments
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into mere cliches. The rationale is simply to expand the mental horizons of the
student by introducing him to some --not all -- major issues, facts, theories,
values, views, methods and assumptions which have emerged within the context
of several relevant academic disciplines.

At a time when course offerings in most schools are:growing in a desperate
atternpt to keep pace with the new knowledge, Raymond has cut the curriculum
to the bare minimum; at a time when the elective principle reigns supreme and
when most current innovations give students more freedom to choose what they
want to study, Raymond has opted for a heavily prescribed curriculum.

The core curriculum is unique in a second way. Though the core is composed
of what appears to be a series of introductions to academic disciplines, it would
be misleading to assume that these are mere surveys. Most introductory courses
attempt to achieve two often mutually contradictory purposes; they try to provide
a general introduction to satisfy the breadth requirements of those who will not
pursue advanced work in that discipline ( usually the majority ), and they try to
lay the foundations for any student who wants to take any further upper level
work in that discipline. These competing purposes are usuuliy resolved by

providing a survey of most sub-divisions of the discipline; since time is limited,

superficiality is often the result. At Raymond no "majors'or "minors" are
required; each course is thereby freed from its disciplinary straight jacket.
In such a situation there is no need to make the introductory first course a
preparation for advanced study; the entire effort of the teacher can be directed
toward the non-major student; and there is no need to attempt a futile survey
of an entire discipline. In short, each teacher is free to serve the intellectual
needs of his students rather than the supposed demands of his discipline.

Even though each course is removed from the limiting context of the 'major, "

it is still possible that faculty might teach the familiar broad and superficial
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survey, and it is possible that a three-year diet o such surveys might produce
dilettantes rather than well educated young men and women. But there are some
institutional safeguards against this happening. While the structure of the
curriculum is disciplinary, the Raymond ethos and image are interdisciplinary.
The rhetoric emphasizes that intellectual interests can‘not be confined within
disciplinary boundaries, that all areas of each discipline need not be "covered "
in each cowse, and that faculty and students should attempt to relate the
knowledge gained in one course to that of other courses. In the Raymond philosophy
each course, like the school itself, should attempt only a few things but should
do them well; thus most courses feature a block and gap method and often utilize
a theme approach. In abandoning the supposed obligation of the teacher to
"cover "all areas of his discipline in the introductory course, the courses are
transformed from a bland survey to a deptil study of a few representative major
issues. By cutting through the disciplinary categories, the general education
found at Raymond is far from the low level or superficial one often suggested by
that term; students can gain intellectual depth within cach cowrse, and they can
pursue their same interests from the different vantage points of several related
courses. Students can gain intellectual depth in ways other than by taking a
disciplinary "major. " This is why when the introductory surveys have been
criticized widely Raymond dares to biild an entire required curriculum around
"Introductory "courses, and why it can believe suwh an approach will provide
both intellectual breadth and depth.

Two other structural innovations further the attempt to build intellectual
depth into each course. Since the student enrolls in only three coursces at once
and studics only those three areas during uninterrupted terms, he may be more
‘likely tothink in the terms of each discipline as filtered through the professor,

to play-act various intcllectual roles, thus, fixing the logic and language of his
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study into his very thought processes. Also, the fact that a core curriculum
exists in such a small school assures that approximately a third of the
student body at any given time is involved in similar study, and this
concentration is likely to stimulate dialogue oulside of class and create a
community of scholars. The predominantly seminar method of instruction
and the deliberately created "living and learning "climate which will be
mentioned later tend further to protect the core courses from degenerating
into conventional surveys of the disciplines.

It should not be supposed that because most courses are prescribed,
students have no academic choice or that a core curriculum in a small school
precludes intellectual diversity. In the Raymond philosophy courses are
sufficiently open-ended that students may pursue their own unique intellectual
interests. Thus, while the choice of courses is removed from the student, he is
given freedom to think about the issues, ample opportunity in the seminar
situation to develop and defend his own personal stance, and considerable
latitude to follow his own special interests within most courses. Additional
intellectual diversity resuts from the rather frequent changing of course content,
the multiplicity of faculty philosophies, and the different course pattern adopted
by different students, ;11 of which allows each student to develop intellectual in a
unique way. But perhaps the greatest spur to diversity is the second half of the
curriculum, independent study.

2. The second segment of the Raymond curriculum is called specialization.
In addition to taking the entire core, each student must take four specialization
courses. This provision is intended to give students the opportunity to develop
additional strength and depth in some arca (s) of their intellectual interests.
Specialization does not mean developing a traditional academic disciplinary

n . " . . ™ . 3 4
major  cross disciplinary and integrative study is encouraged. If a student
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" major "for graduate school or other purposes, he can

feels that he desires a
take all of his specialization in the same discipline thereby earning 20 "units, "
which combined with his core course or courses would normally give him

" at most schools.

25 - 30 "units, " enough for a "major

Specialization study may take many forms. The most common form is
tutorial or independent study with an individual faculty member, the content of
which can be any intellectually defensible and mutually agreeable topic. A
student may participate in special seminars offered on an irreguar basis by the
faculty. These courses often are interdisciplinary and may involve two or more
teachers; a comparative literature seminar offered by two language and one
literature teachers, a seminar on American national character taught by an
American civilization and a psychology professor, and a course on the impact
of science and technology on contemporary society conducted by a chemist are
examples of these irregular offerings. Or, he may enroll in a regular academic
course elsewhere within the University of the Pacific. This program of
independent study differs in two ways from most which are in operation throughout
the country. First, it is an established segment of the curriculum ( four of 27
courses ) and not a mere appendage to the rest of the program. Second, it is an
integral part of the curriculum for all students, not just the ones who have
"proven themselves " by excelling in the more faculty structured courses.

A final word should be said about the nature of the instructional prdc.ess.
Raymond sssumes that when given the opportunity students will participate
actively in their own education by engaging in substantial dialogue with their
peers and professors over relevant intellectual matters. It is felt that only by
such student involvement can the ideals of a liberal education be realized. To
this end the curriculum is structured so that cach of the core or special seminar

courses are small, generally 12 - 15 with more smaller rather than larger.



Thus, the entire curriculum is oriented to seminars, tutorials, and independent

study; class and individual discussions are the basic instructional device;
regular lectures are the exception rather than the rule. The entire curriculum
is purposecfully designed to encourage serious discussion about major issues
in several areas of knowledge by interested people, discussion which should
excite the minds of students and stimulate their growth toward intellectual and
- personal maturity.

Evaluation The evaluation in use at most educational institutions are,
like the unit system and curriculum, based on an archaic philosophy of education.
- It ultimately rests on the assumption that the expert teacher can reliably measure
the relative amount of knowledge which was acquired by a student simply by
observing his performance in specially contrived testing sessions. The student's
performance relative to some absolute standard or to the achievement of his
peers can, it is further assumed, be summed up and expressed in aletter grade.
By combining the amount of time spent in the presence of the teacher each week
( unit valuc ) with his relative performance on the tests ( achievement value ), a
student can discover the educational value of any course. By averaging this
quantity obtained from all of his courses, a student can calculate his grade
point average. It is that n.umber which is assumed to summarize the amount of
learning he has received during the whole of his college career. That such a
confused and questionable set of assumptions and calculations has been so
widely adopted by almost every college in the United States and perpetuated
through the 1960's is strange indeed.

Though the rationale behind this conventional grading system is entirely
out of touch with what is known about human learning and educational
psychology, it is especially harmful in two ways. The tests from which student

achievement is inferred may be unrelated to the thinking processes of the



student or to the growth he experienced from the course. When students realize
their grade is crucial to their future life chances but otherwise irrelevant,

they may become cynical and competitive and regard the entire academic process
as a game to be played. In this way the grading system not only defeats its own
purposes of accurately measuring a student's knowledge,” but actually subverts
the very ends of the educational enterprise. Also, the cryptic letter grade, no
maiter how naively precise, simply fails to provide a meaningful report of a
studentd actual learning in a course or a career.

Raymond has tried to re-évaluate evaluation procedures and to devise a
system which aids rather than hinders the process of edL‘tcating young men and
women. Because of the seminar arrangement students have an opportunity to
engage in dialogue throughout the term. There is little need in most courses to
contrive artificial testing situations in which students " perform ", they are
in effect tested daily in a number of different "real life "intellectual activities,
and they may receive continuous and instant feedback from the teacher. Because
of the close contact between teacher and student, the formal assignments are
more likely to be geared to the needs of the students, and students are better
able to understand - even challenge -- the teacher's rationale behind such
assignments. These conditions provide checks on both groups --teachers and
students -- and improve the chances that evaluation procedures are closely
related to what is meaningful to the students.

Further, the letter grading system has been abandoned; a student's
performance in acourse is either " Satisfactory "or "Unsatisfactory ." To
supplement these simple designations, cach student receives a "term letter "
from cach of his teachers at the conclusion of each term. This letter might
range in length from a single sentence to scveral pages, and it contains comments

concerning the teacher's evaluation of the student's total performance in his



course. It is thought that a term letter provides more relevant feedback to the

student than a letter grade; this device usually outlines a student's strengths

and weaknesses in a course as well as points the way to his future growth.
Since the classes are designed to be much more free of conventional

evaluation procedures, it was thought that there should be.an occasional

testing period to provide a check on students who might misuse their freedom.

Accordingly, all students at the end of their freshman year are required to

take a set of comprehensive examinations, the passing of which is a precondition

to returning for the intermediate year.

Living and Learning Climate Too often there is a sharp dichotomy between

the academic functions and the social functions of the college campus. Classes
meet in academic buildings and frequently proceed without reference to the
personal-social lives of students which are s;)ent in the faculty-less dormitories
or fraternitics. Where the academic matters are separated from the rest of
student life, young people cannot be personally transformed by aliberal arts
education; where faculty have no more contact with students than their formally
structured class meetings, they cannot be expected to have much impact on their
lives.

At Raymond there has been a deliberate attempt to expand the classroom
to the entire campus and to bring the campus into the classroom. Several
decisions have been made with this goal in mind. First, the school is entirely
residential. While the university has several fraternities and sororities, no
Raymond stpdcnts may join; all must live in the Raymond dormitories. All
facilities .including four dormitories, the Provost's Lodge ( the administrative
center ), the Common Room ( an informal student gathering place ) ., and the
dining hall are lucuted in a compact corner of the university. This arrangement

drives home to the student the various connections betwoeen dl aspects of his



life on the campus and makes for a more integrated cducational experience .
There have becen no separate classroom or faculty office buildings which
would serve to emphasize the division of function; rather classrooms and
faculty offices have been located in student dormitories.

Student-faculty contact is further enhanced by providing teachers with
five free mecals per week in the student dining hall, thereby encouraging
them to eat lunch with students and additionally accenting the intimate
connections between living and learning. In addition, there is an all-college
night once a week at which time there is a formal dinner, and approximately
every two weeks a speaker or cultural performer, usually of national stature,
provides an evening program. Finally, in such an environment there will be
many informal social contacts between faculty and students. In all of these
ways the intellectual life and the academic life is intimately connected with
the personal and social lives of students in an attempt to engage them in the
learning process.

Faculty Just as the curriculum in most colleges is constructed from the
basic unit of the discipline, so are faculty organized according to a departmental
structure. Separated as they are from their colleagues and students in other
fields and from administrators by these high rise departments, faculty may
tend to lose perspective of the whole educational endeavor. Because they are
rewarded by the quantity and quality of research they perform, as judged by
the similar specialists in their guild, they often turn from their teaching
dutics, especially of low level gencral education courses, and serve their
personal interests better by concentrating their professional attention on
graduate or upper divisional teaching and rescarch. Rather than form an
allcziance to the institution, they often adopt a primary loyalty to their guild.

In ull of these ways the facully may sabotage the liberal education of their
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undergraduate students.

Raymond has attempted to enhance the impact of faculty by inventing new
structures and by appealing to different satisfactions. The departmental
structure is abandoned, since there is usually only one teacher responsible for
each disciplinary course, since there are no academic "majors, "and since
the faculty is small enough that it can conduct most of its business by meeting
as a committee of the whole. These procedures allow -- indeed, force --
faculty to interact closely with subject matter specialists they would otherwise
seldom mecet. Hopefully such interaction fosters a humility in each concerning
the relative value of his competence, a respect for the knowledge contained in
other disciplines. And perhaps it might free the faculty from slavish conformity
to their disciplines and free the way for them to develop a primary allegiance
to the college and the education of its students.

Further, the faculty was granted freedom to participate actively and
democratically in the crucial policy decisions which determined the stance
of the college. It was hoped that this wide ranging responsibility for the
total lifc of the new college would be taken seriously by the faculty and that
they might become more sensitive to the complex issues involved in forging
and managing a new school. By enlisting their help in thinking through the
administrative issues, faculty would hopefully become more sympathctic to the
plight of their two administrators, the Provost and the Dean of Sudent Life, and
the administrators would hopefully not forget the matters of importance to the
teaching faculty.

Raymond has attempted to remedy the practice of rewarding classroom
professors with salary increases, promotions, and tenure on the basis of
criteria extrancous ( though perhaps not unrelated ) to teaching. While it has

in no way solved the ever present riddle of exactly how to evaluate good teaching,




the compactness and intimacy of the environment makes it possible to detect
a professor's contribution to the community and to reward him accordingly.

Other experimental programs have failed because of their weak financial
base; the faculty in effect subsidized the college by toiling for low salaries.
Although the University of the Pacific had been moderately low on the
American Association of University Professors pay scale, Raymond faculty
are paid somewhat more than their colleagues in the university by virtue
of the fact that the three-term academic year requires them to work at least
five weeks longer. It was hoped that this adequate but modest salary combined
with the psychic rewards available from teaching in this novel and stimulating
college would be sufficient inducement to attract and retain a compcetent faculty
of teacher-scholars who will thrive in this environment.

In addition to these structural features and their philosophical bases, a
word should be said abc;ut the general characteristics of the faculty actually
employed. Most are young ( the oldest was 44 when hired ), male, and holders
of the doctorate. Over half either have received substantial graduate training
in more than one discipline or have worked in rare interdepartmental
graduate programs. Since many came to Raymond soon after graduate school,
their prior teaching experience had been limited or non-existent. Surprisingly
and in contrast to many teaching oriented schools, almost all the R:nym.ond
faculty are actively engaged in creative scholarly research. It is interesting
to note that most of this research bears the stamp of the Raymond environment,
for it has a distinct interdisciplinary quality. The study of existentialist |
literaturec, .Gcrm:m socialism, marine ecology, the relationship between
relativity theory and the metaphysics of Whitehead, a sociological study of
William Jenninzs Bryan and the Populist movement, and an ironic interpreta-

tion of history are examples of some varicties of the current research being




conducted which have an interdisciplinary thrust.

In all of these ways Raymond College has attempted to attack the problem
of an academic lag in the philosophy and structure of undergraduate liberal
arts education. There is no a priori evidence that these innovations either
singly or in combination will in fact provide any better education than the
conventional practices. But in the context of mounting evidence that
conventional programs so frequently fail to achieve their purposes, it seems
not only defensible but prudent to experiment with contemporary alternatives
such as these. .

The radically innovative Raymond program stands in contrast to the more
caventional practices of the older and more established division of the
university. The liberal arts college, the professional schools of education,
engineering, music, and pharmacy and the graduate school all follow two
16-week semesters and utilize the unit system. While each school sets some of
its own degree requirements, all students receiving a baccalaureate degree
must complete a minimum of 124 units. Normally a student takes 15-17 units,
or four to six different courses, per semester.

The curriculum is organized according to academic disciplines, and there
are afew curricular requirements for all students at COP. Regardless of

’ which school in which they are enrolled, alli must complete six units of

freshman composition, three units of speech, six units of Western civilization,
four units of religion, and two units of physical education.

In addition to these general requirements, the liberal arts college, requires
several other courses for students who wish to earn a Bachelor of Arts degree.
They must complete either a six unit mathematics sequence if a non-science
mijor or a 10 unit sequence if a science major, or achieve a second years

level of Cu!!\pu?tcncy in one of ch'ox'al l.'m_'_;uagcs. including French, Spanish,




German, Latin, or Greek; and they must take a course in personal hygiene.
Students are required to complete an academic major by completing 24
units in some one department or an interdepartmental major by compiling
40-60 units in two or more departments. Finally they are required : a) to
take six units in the humanities in two of the following three areas: 1)
music or art, 2) literature, and 3) philosophy or religion; b) to take six
units in social science in two of these areas: 1) economics or business
administration, 2) history or political science, 3) psychology, 4) sociology
or home and family living, 5) geography; and c) to take eight units in a
natural science, including biological sciences, chemistry, physical
geography, geology, and physics. -

Evaluation at COP is by means of the familiar letter grading system.

To qualify for graduation a student must accumulate a grade point average
of at least 2.00 ( C ).

Predominantly a residential school, COP requires all undergraduate
women and all underclass men to live on campus unless living at home or
with close relatives. Approximately 2/3 of the students live in dormitorics,
while the rcn{ainder live in five social fraternities and five sororitics.
Numerous extracurricular activities are available to the students including
a non-required weekly religious chapel, various religious organizations,

a campus YMCA-YWCA, student government, several inter-collegiate

athletics, intramural sports for both men and women, dramatics, forensics,

a campus radio station, musical groups including an orchestra, band, and
choir, acampus newspaper, honor societies, student professional associaticns,
and special interest clubs. Despite its rapid growth, the school is still
sufficiently small that most students know a significant proportion of the
student body. The students and the faculty combine to create a friendly small

\
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" II. AN EVALUATION OF THE RAYMOND PROGRAM

The Raymond program, no matter how creatively conceived, no matter
how well designed, no matter how energetically enacted, and no mater how
glowingly portrayed, must at some point be put to rigorous empirical test.
Its promises as described in Chapter II, must be compared with its
products, and both must be compared with other colleges.

Certainly, a college merely because it is preceded by a new word,
"cluster ," is not necessarily any better or worse than any other college;
both may be effective or ineffective, and each must be evaluated according
to its own merits. A three-term, three-year calendar may have as many
drawbacks as the other calendars; the core curriculum may be experienced
as too confining by the students; the core courses may be as bland and
superficial, as disciplinary and sterile as even the most usecless introductory
survey; specialization may degenerate into disciplinism, or it may offer more
freedom for independent study than students can profitably use; seminars can
be merely another setting for faculty to lecture, albeit to a smaller group of
listeners, or they may degenerate into rambling "bull sessions " devoid of
intellectual content; without the constant threat of grades, students who have
been raised on the grading system for 12 years may lack the motivation to
discipline their study; the close student-faculty relationship may undermine
the students' respect for the expericnce and knowledge of the professors;
the "living and learning "balance might be tipped either way resulting in
"living without learning " or "learning without living. " In shart, Raymond
College conceivably could be just as disastrous a failure as it could be
a magnificent success. There is no a priori basis on which such an undertaking

can be eviluated. Knowledge of the conserjuences of these practices, not
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-knowledge of the purposes or rationale behind them, must form the basis
of that evaluation. To provide such an evaluation of the consequences of
Raymond within the context of the University of the Pacific is the third
and most fundamental purpose of this report.

Rationale and Method One of the insurmountable difficultfes of studying

the conscquences of the innovations at a college like Raymond is that since it
is a holistic creation, there is no way to isolate the effects of the separate
practices from one another. One can only study the school as a whole, that is,
study the consequences of the sum total of all the different features of this
particular program as it is uniquely constituted rather than examine the
effects of each feature independently of the rest.

The decision was made to conduct a comparative, statistical survey of
students at Raymond and the other divisions of the University of the ?acific ’
employing questionnaires and a cross-sectional design as the primary evaluation
of the school. Perhaps each of these Separate methodological decisions should
be explained more fully by considering the available alternatives. The following
questions were asked:

1) Should the study involve only Raymond or should it include other schools?
While the definite focus was Raymond, it is difficult, if not impossible, to
understand one institution by examining it alone; an institution is best
understood by comparing it with others. Since Raymond is a‘ cluster college,
the most reasonable comparison would be with other parts of the same
university. Not only would such a Comparison determine whether the cluster
college was significantly different from the other divisions, acondition
necessary to justify its continued separate existence, but it contained the seeds
of an intriguing natural experiment. Sace Raymond admits students through the

same central admissions office serving the entire university, there was the
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likelihood that the students attracted to COP, especially to its liberal arts
college, and to Raymond might be similar; if they were in fact similar, and if
the two environments were in fact different, then any differences in student
outcomes could be explained in terms of the differential impact of the two
educational programs.

But it would be helpful for both Raymond and COP to be compared to a
wider variety of colleges. Rather than to resort to a costly and time-consuming
study of many different schools, the problem was resolved by adopting
questionnaires which have multi-college normative data available. In this way
it would be possible to obtain widely comparative data and still concentrate
the study on the campus of the University of the Pacific.

2) Should the primary data come from students, faculty or administrators?
Ideally it would be desireable to obtain data about the institution fram all of
these sources, but the press of time and energy precluded such comprehensive-
ness. If a choice had to be made, it was thought that data from the students
was of higher priority than the other groups. Much of what is known about
colleges comes from public relations pamphlets or from the necessarily
limited ideologies of faculty and administrators. While these sources are
valuable, they must be supplemented with the views of students, the people
for whom the entire system exists. -

It can be argued that students may m'ispcrccivc their environment, distort
the intentions of teachers and administrators, and undervalue immediately
unpleasant demands which may bring beneficial long-térm results. These
possibili’tio;:s must be granted. But no reasonable person would claim that
professors or administrators are immune from the same errors. Furthermore,
what students believe to be the case is usually more important in influencing

their behavior than what others believe or what is " objectively "true. This
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study will be concerned with obtaining the students!' views, right or wrong,
about their educational experience, for their views are by definition true
for them and fundamental to anyone interested in understanding higher
education.

3) Should the method of gathering evidence concernir.lg the students be
that of a participant-observer assuming the stance of an anthropological field
worker ( as was done in the description of the Raymond program ), or should
it be a student survey which would provide evidence directly from the under-
graduates themselves and yield data more easily treated statistically. The
anthropological method has the virtue of allowing the investigator to probe
deeply any area he desires, and such a method may yield insightful configurations
of variables. Because the author has lived for three years in the Raymond culture,
has participated actively in the life of the college, and has had close contact with
a number of students, he has in effect obtained valuable information by the
anthropological method. Thus, at times in this monograph he will draw from
this experience and speak as an anthropologist. .

But the method of participant-observation has two major limitations. Because
of the selectivity of his.informants, the anthropologist is in a poor position to
talk about the distributions of traits he may discover in a population. If one is
interested in the distribution of characteristics, he must employ a more
representative sample and use a more statistically oriented methodology. Second,
the method of participant-observation is susceptible to distortion by the biases,
values, and beliefs of the investigator.

Because the author is interested not only in the configurations of traits
but also in their distribution amonyg students, and because his association
with Raymaond may have given him not only a deeper appreciation of that culture

but also some of the caltural biases, it was felt that the primary evaluation



should utilize a statistically grounded student survey. Of course numbers and
statistics never stand alone -- they must be interpreted. The interpretations
contained herein are made on the basis of the author's formal training in
social psychology, his knowledge of higher education, and his experience with
the Raymond experiment, and his contact with the entire- univérsity. If
prejudices still seep through in the interpretation, they will at least be
checked by the student reported facts. Further, enough of the raw data will
be included so that readers may make interpretations on the basis of their
training and experience.

4) Should the stﬁdy design be longitudinal or cross-sectional?

Perhaps the ultimate design would be a longitudinal study of the same students
as they progress through the entire program, testing stude;lts before and
after, as well as periodically throughout their college years. The advantages
of such a design are obviéus, but the difficulties are that it would be at least
one full college generation before the results of this extraordinarily expensive
and time-consuming study would be known. By then the school and character
of the entering students perhaps will have changed enough to make some of the
conclusions of limited practical value, although to be sure, the intellectual
value would still remain.

The cross-sectional method involving a represcntative sample of all
classes and segments of the school at any given point in tirﬁe can provide
relatively quickly, efficiently, and inexpensively a description of the
environment ind students. Because it has these practical advantages, the
cross-scctional design was chosen.

5) Should the study rely on student reports of their own experiences or on
their perceptions of the experiences of others? Presumably both scts of

factors, cextracted as they are from the same persons, would be positively
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related, but either could serve as a valid focus. The decision was made to
take advantage of a set of theoretically grounded questionnaires which
measure both personalities of students and their perceptions of their
educational environment.

6) What specific measuring devices should be employed?
Observation of student behavior, depth interviews, and an examination of
materials in students' files could give valuable insights, but by their very
nature such findings would be difficult to manipulate statistically, impossible
to make reliable inter-school comparisons, and possibly contaminated by
observer bias, to say nothing of being expensive and time consuming. On
the other hand, questionnaires ( which are in effect highly structureinterviews ) X
do lend themselves to numerical treatment, comparisons between groups, and
prejudice control; also they are more easily and simply administered.

Just because questioimaires are so tightly structured, there is a
possibility that by imposing a priori categories upon students' experiences,
individuals may distort their self-reports by forcing them into the inappropriate
molds of the questions. One way to minimize this problem is to ask many
different qucétions from which answers one may more fully sense the full
meaning of the responses. -

Descriptions of the Instruments  The major instruments used in the

statistical portion of this research are the following questionnaires: tk;e
College Characteristics Index ( CCI ) developed by George G. Stern and
C. Robert Pace, College and Univcfsity Environment Scales ( CUES)
devised by Pace, the Activities Index ( Al) constructed by Stern, and the
-Gat‘l' Questionnaire ( G ) designed by the author. Since each of the first
three Bave been discussed in detail elsewhere ( Stern, 1963a; 1963b;

Pace, 1863 ), they will be desceribed only briefly here.




The CCI contains 300 items which describe activities, policies,
procedures, and attitudes which might be found in various undergraduate
colleges, and each student is asked to report whether the statement is a
true or false description of his school. The items are ordered so that they
can provide an index of 30 different types of environmental pressures which
impinge on the respondent, such as demands for order, achievement, and
affiliation; each of the 30 scales is measured by 10 different items.

CUES is composed of 150 of the same items as on the CCI, but it has
a different psychometric structure. CUES is constructed so that 30 different
items provide a measure of five dimensions of a college; practicality,
community, awareness, propriety, and scholarship. Its different statistical
structure and normative sample allows it to provide additional information
even though the items are identical to some on the CCI.

Whereas the first two instruments ask a student to report his perceptions
of characteristics in his educational environment, the Al is a personality
test which asks him to report his personal preferences; the first two provide
information about the environment of a student, while the Al provides data
concerning his individual nceds. The Al contains 300 items referring to
activitics which a person might perform, such as " engaging in mental
activity;" the student is asked to say whether he likes or dislikes each
activitiy. The construction of the Al parallels that of the CCI in thaf._fhe
same 30 scales are measured by 10 items each. By using these two tests
in combination, one can discover both how a student perceives the demand
structure of his college and what he reports to be his own need structure.

In addition to these three widely used instruments, a fourth one
_constructed by the author was used. The GQ is an omnibus 286-item

questionnaire designed to measure some variables not covered by the other
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three, variables which may be of considerable import to the educational
process. Specifically it provides a basic classification of a student in terms
of class, sex, and academic specialization, and mecasurecs some of his

family characteristics, high school activities, college academic and
extra-curricular activities, educational philosophy, major sources of life
satisfactions, future career and educational plans, openness to classroom
communication, perceived characteristics of teachers in different academic
disciplines, educational goals and degree of attainment, attitudes, and sources

of anxiety.

The Samples  Data were obtained from three separate samples of

students. First, questionnaires were distributed to the entire population of
Raymond College on Wednesday, May 11, 1966, and 139 or 91% returned
completed questionnaires by the end of that week.

Second, it was hoped that a large and representative sample of all full-time
undergraduates enrolled at UOP, excluding cluster colleges, could be obtained.
A random sample of 264 students was selected by choosing every seventh name
in a student directory. Since some had withdrawn after the directory was
prepared and éince some had changed campus residences, a number of
students ( about 20 ) could not be contacted. A mimcographed letter was sent
to each person describing the nature and purpose of the study and asking him

to mect at onc of the college dining halls on Monday, May 9, 1966, a week
/
hence; forty students attended and eventually completed questionnaires.
Subscquent attempts to obtain cooperation from the remainder of the

original sample produced 50 more sets of completed questionnaires. Finally,

-
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seven additional students, not a part of the original 264 and all upperclassmen,  -2=¢
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were recruited from the first summer session, giving the non-cluster sample .~
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a total of 97. Since 90 of this number represents a return rate of only 347 from '
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the original sample and since the scven students from summer school were l)
added to the earlier number, this group must not be regarded as a random '.i
sample of all the students in the non-cluster population. These 97 will be |
labeled hereafter in this report the College of the Pacific ( COP ) sample.

It was originally thought that while the total COP sample would provide
an interesting comparison with Raymond, the liberal arts college in particular
would be the best possible comparison in this natural experiment. However, a
tabulation of the responses from the total COP sample and from only that
portion ( 70% ) enrolled in the liberal arts school was made for all items

on the GQ, and there was virtually no difference on any item. Because the

liberal arts students make up the majority of the COP sample and because

the data fail to show any significant difference between that part and the o £ Qi a2

whole, only the data for the whole of COP will be presented. Apparently the
COP liberal arts college would not be an appreciably better comparison for
Raymond than the whole of COP.

A third population was later studied, the freshmen students who entered ,
Raymond during the fall of 1966. Questionnaires were distributed to a random
sample of 52 of the 92 entering freshmen during a class on Thursday,
September 8, 1966, the first week of school. Forty-two or 81% returned the
completed guestionnaires within the next four days. Although not a true
"before "mecasure was obtained — the freshmen had experienced an
orientation session and had spent nearly a weck on campus -- their responses
do provide a measure of students very early in their Raymond carcer.

Data coricerning the representativeness and the comparability of the
samples will be found in Tables 1-5. The Raymond sample, consisting of
ne?rly the entire population, is evidently rcprcscntativc. of the college.

Unfortunately the 97 students in the COP sample are neither a large
5 i gc percentage






A final comparison between the samples will be in terms of academic rank

in class as estimated by the students themselves. Since the students are never - e
provided with this information, their answers must be quite impressionistic, ’ :
but nonetheless relevant. In Table 5 it can be seen that students in all three e .» /
groups rank themselves in about the same distributions. - . rv}';;f 7~
There were no significant differences between the Raymond and COP = | rp
groups. A 7:: t
To summarize these data concerning the samples, it appears that the | t)j:”',:f’f
COP sample, while non-random, may be representative of full-time »0".::, y ~ ;}
undergraduates enrolled in its various schools and of those enrolled in the .M {;f 4

several classes. It is somewhat heavily weighted with women. Though the
evidence is not uniform, the COP sample does appear to be relatively
representative of the students in its population on these dimensions. The
Raymond sample does represent its entire student body.

Regarding the question of the comparability of samples, the Raymond
sample and the COP sample do not differ in a statistically significant way
in terms of the sex ratio or reported academic rank, Concerning academic
specialization, more of the Raymond group prefer Humanities and fewer
Professional Training. While not amenable to statistical testing, there
appear to be more freshmen and fewer seniors in the Raymond sample than
in the COP one. On these several dimensions the Raymond sample appears
to be only partially similar to the COP sample.

Results The results will be discussed separately for each questionnaire
and for cach section of the university. After a preliminary analysis of general
student characteristics drawn from the Gaff Questionnaire, the data from the
College Characteristics Index, College :End University Environment Scales,

Activities Index, and additional information from the Gaff Questionnaire will






subjective measurc was a question pertaining to the degree of parental
interest in "artistic, dramatic, musical or other cultural events." Reporting
that their parents were either "interested "or "very interested "were 70% of

the Raymond students and 75% of the COP students. On the question concerning

. Jan

intellectual sophistication of their parents, 54% of the Raymond and 65% of the ~ e © 1o
I gty 'f.

$ .4 { ¢ Dafganin

COP samples said their parents were either "very" or "fairly" sophisticated g, /-

in intellectual matters. On each of these measures there were no statistically " ( ff
significant differences between Raymond and COP. These sketchy data indicate " ijf ‘5
that the general cultural and intellectual level of the families of students in / o
the Raymond and COP samples are similar. J
A third background factor studied was the students' high school experiences.
Most students in both samples describe themselves as'fairly active" or "very
- active "in high school extracurricular activities, 75% of the Raymond, and
84% of the COP groups choosing those words to characterize themselves. While
about a guarter of each sample held no elective office, 61% of the Raymond and
57% of the COP students reported that they held two or more. Further, 59% of
the Raymond and 48% of the COP samples said that they either 'Yairly" or
"very" frequently attended "artistic, dramatic, musical, or other cultural
events" while they were in high school. On all of these questions there was no
significant difference between Raymond and COP. —=
However, high school intellectual differences do show up between groups.
An inspection of Table 7 shows that a larger proportion of Raymond st.udcnts
graduated in the top 107 of their high school class than did the COP sample.
In addition, it appears that the Raymond students had higher College Entrance
Examination Board aptitude test scorves. A check of the records reveals that
the first three classes had average Vecrbal Aptitude scores of 585, 581, and 590,

and average Mathematics Aptitude scores of 564, 547, and 589. Similar data are



unavailable for the COP students. But the samples were asked to report their * ~ A el
results. While these reports may be somewhat unreliable because they were y
made from memory, they do show a significant difference which tends to - ;z, ' b ot e
confirm this relative pre-college intellectual superiority of the Raymond e s
students over those from COP.

In reviewing the socio-economic level, the family background and the
high school experiences of students, it appears that the students at Raymond
College and the College of the Pacific ( including the professional schools )
are more alike than different. The Raymond sample is very much like the
students in the rest of the university, suggesting that it, like the other schools
of the university, attracts students from a similar socio-cultural pool. Most
students appear to have been well-rounded high school students who came from

" 2 .
vy

2/ 80

well educated and culturally aware families of a relatively high socio-economic . ..--

stratum. That the Raymond students are admitted through the all-university
admissions office perhaps helps to account for their relative similarity to

those from COP. These data suggest that the creation of a cluster college, even
a radically innovative one, does not automatically create a new market for its
services, as might, for ex;'lmple, a new independent college established in a
different geographical area.

Though there is much similarity between students at COP and Raymond,
there is one notable difference. The Raymond sample had higher intellectual . Lopt.
aptitude and achievement prior to their entrance than their COP counterparts. ‘
This suggests that there is an important filtering process through which
students who come to the university must pass. A somewhat larger proportion
of the brighter entrants apparently gravitate to Raymond. Whether this
selection is made by the students on hearing of the opportunities at Raymond or

!
|
:
|

by the admissions staff cannot be answered by these data. But since 2 number of/



personality attributes have been associated with intellectuality, the data
suggest there is a differential sorting of students from the same social pool
into Raymond and COP according to psychological criteria. Exactly how and
on what basis this sorting occurs is unknown, perhaps even to the heavily
burdencd admission officers.

2. The College Characteristics Index (Raymond College Results)

One of the ways the CCI may be analyzed is to look at the percentage of
students who agree or disagree that each of the three hundred items accurately
describes their school. However, to analyze every one of the three hundred
items would be a formidable task. Accordingly most item analyses include
a consideration of only those items on which there is a considerable degree
of agreement or disagreement among most students. In the Raymond sample
there was a high degree of consensus in the students' perceptions of their
environment; a fact which suggests that Raymond may be quite a homogeneous
community. Ninety-four questions were answered in the sane way by ninety
per cent or more of the students, forty-three of which were answered with
over ninety-five per cent agreement. To keep this part of the analysis down
to managcable size, only those ninety-four questions on which there was
almost unfmimous agrc::ment will be presented. In order to provide intellectual
baskets in which to hold this many separate items, they will be grouped into
three categories; first, faculty and administration characteristics, second ,
facilities and practices of the institution, and third, student characteristics.
Following cach item will be the percentage of Raymond students who believe
that it is :a;x accurate description of their school; and for comparative purposcs,
the percentage of the COP sample answering in the same way will be included.

Items pertaining to the faculty and administration include descriptions of

both formua! and informal practices, characteristics of teachers in and ot of



class, and student-faculty relationship. These various items have been

grouped by the author on the basis of a subjective inspection of the data

into four different headings representing different student-perceived

values of the institution. The first value could be described as free and

open intellectual dialogue between all members of the community. The

following specific items indicate this thrust.

The values most stressed here are open-
mindedness and objectivity

There is a high degree of respect of non-
conformity and intellectual freedom

The school has an excellent reputation for
academic frecdom

Students are encouraged to criticize administrative
policies and teaching practices

A well-reasoned report can rate an A grade here
even though its viewpoint is opposed to the
professors

In class discussions, papers, and exams, the main
emphasis is on breadth of understanding, perspec-
tive, and critical judgment

Most of the professors are very thorough teachers
and really probe into the fundamentals of their
subjects

Most courses are a real intellectual challenge

Faculty members bring lots of energy and
enthusiasm into their teaching

Most of the professors are dedicated scholars in
their ficlds

Learning what is in the text book is enough to pass
most courses
e .

In many courses the broad social and historical
setting of the material is not discussed

Raymond

90

96

99

97

94

95

91

91

99

96

Percent Agreeing

(o10)

34
23
23

29

74

73

58

24
58
75
62

45



The second general value appears to be a casual, flexible and informal

style of life. This quality can be inferred from the following items.

Percent Agreecing

Raymond COP

On nice days many classes meet outdoors on ‘
the lawn < 92 26
Courses, examinations, and readings are
frequently revised 96 61
In talking with students faculty members often
refer to their colleagues by their first name 91 33
There are a good many colorful and controver-
sial figures on the faculty 90 54
In many classes students have an assigned seat 1 55
Students almost always wait to be called on before

8 66

speaking in class -

Classes meet only at their regularly schedued time

and place 9 86
Everyone knows the snap courses to take and the

tough ones to avoid 6 82
Frequent tests are given in most courses 8 59

A third quality is an emphasis upon independence and individualism which

can be secen in the following items.

Students here are encouraged to be independent and
individualistic 96 32

There is considerable interest in the analysis of

value systems and the relativity of societies and .
ethics 95 43

Student organizations are closely supervised to
guard against mistakes 4 46

Students must have a written excuse for absence
from class 1 45

Students who are not properly groomed are likely
to have this called to their attention 9 54

The schoo! administration his little wolerance for
student complaints and protests 4 62

- KRV



Percent Agreeing

Rz{ymond COP

The faculty tend to be suspicious of students'
motives and often make the worst interpretations
of even trivial incidents 6 18

Students don't argue with a professor; they just admit
they are wrong 1 16

A fourth orientation is a personal and equalitarian concern of the faculty

for their students.
The professors go out of their way to help you 92 64

The professors really talk with the students, not ,
just at them 96 58

Most faculty members are liberal in interpreting
regulations and treat violations with understanding

and tolerance 93 75

Channels for expressing students' complaints are
readily accessible 90 36

Most of the professors are not interested in
students' personal problems 6 33

If a student wants help, he usually has to answer
a lot of embarassing questions 6 24

The professors seem to have little time for
conversation with students 3 18

Students almost never see the professors except

in class 1 28
Open display of emotion would embarrass most -
professors 7 56

Faculty members are impatient with students who
interrupt their work 4 32

Faculty members and administrators sce students
only during scheduled office howrs or by appointment 7 . 43

Students address faculty members as "professor or
" doctor" 7 82

Faculty members rarely or never call students by
their first names 1 " 28



Two items which defy classification in the above categories are:

Percent Agreeing

Raymond cor

Students and faculty are proud of their tough
mindedness and their resistance to pleaders for

special causes 9’ 30

" Alma Mater "seems to be more important than
" subject matter "at this school 2 35

This second group of items refers to facilities of Raymond which may
shed light on its character. Few students agreed that:

The library is exceptionally well equipped with 7 31
journals, periodicals, and books in the natural sciences

Laboratory facilities in the natural sciences are
excellent 8 8

Students formed a strong consensus concerning these practices.

All undergraduates must live in university approved

housing 98 65
There are definite times each week when dining is

made a gracious social event 94 82
Many famous pcople are brought tothe campus for

lectures, concerts, student discussions, etc, 91 61
There are no fraternities or sororities 96 0
In many courses grade lists are publicly posted 0 35

Fire drills are held in student dormitories and
residences 1 56

There is a lot of fanfare and pageantry in many of
the college events 5 41

The college offers many really practical courses
such as typing, report writing, etc. 2 12

By looking at a third grouping of items which resulted in 90% or more
agreement, it is possible to infer major value orientations inherent in the
Ragmond student climate. The first major cluster of student values could be

labeled anti-collegiate and are inferred from the following items.

-57 =



Percent Agreeing

Raymond COP

Student pep rallies, parades, dances, carnivals,

or demonstrations occur very rarely 91 38
Receptions, teas, or formal dances are seldom

given here 95 21
Students really get excited at an athletic contest 9 65
It's important socially here to be in the right club

or group 6 56
Initiations and class rivalries sometimes get a

little rough 0 62
Students take a great deal of pride in their personal ¢
appearance 4 82
Students are expected to play bridge, golf, bowl

together, etc. regardless of individuals! skill 1 20
There are lots of dances and parties, social-activities 1 60
Many students drive sports cars 0 57
For a period of time freshmen have to take orders

from upper classmen 1 35
Proper social forms and manners are important

here 2 64
This college's reputation for marriages ias as good

as its rcputation for education 5 38
The student leaders here have lots of special

privileges 7 34

A sccond major quality in the student culture is an emphasis upon
intellectuality.

A controversial speaker dways stirs up a lot of
student discussion 96 49

A lecture by an outstanding literary critic would be
poorly itended 6 60

Few studients are planaing post-graduate work in the
social scicnces 8 45

Many students have special good luck charms and
practices 5 17
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Percent Agreecing

Raymond COP
There is very little studying here over the weekends 6 62

Students are more interested in specialization than
in a general liberal education 1 50

Very few students here prefer to talk about poetry,
philosophy, or mathematics as compared with motion
pictures, politics, or inventions 9 77

Most students are interested in careers in business,
engincering, management, and other practical affairs 5 60

A third aspect of the student culture is an interest in art and in aesthetic

experience.

Student rooms are more likely to be decorated with
pennants and pin ups than with paintings, carvings,
mobiles, fabrics, etc. 8 67

Students are sometimes noisy and inattentive at
concerts or lectures 8 38

To most students here art is something to be studied
rather than felt 8 55

A fourth value complex could perhaps be labeled spontancous expressive-

ness, or in negative terms, opposition to rationalized and socialized control.

The way people feel around here is always pretty

evident 92 58
Many informal student activities are unplanned and

spontancous 93 48
A lot of students here will do something even when A
they know they will be criticized for it 90 35
Students frequently do things on the spur of the

moment 98 83
When students do not like an administrative

decision, they really work to get it changed 90 - 34
Students commonly share their problems 94 86

There is a great deal of borrowing and sharing
amon;* the students 96 89



Percent Agreeing

Raymond CcorP

Activities in most student organizations are
carefully and clearly planned 8 46

Dormitory raids, water fights, and other student
pranks would be unthinkable here 3 1

Students who are concerned with developing their
own personal and private system of values are
likely to be regarded as odd 1 25

Religious worship here stresses service to God
and obedience to His laws 4 58

A final cluster of items indicates that students are changeable, active and

energetic.

Students here can be wildly happy one minute and
hopelessly depressed the next 97 62

Few students here would work or play to the point

of exhaustion 8 48
Students who work hard for high grades are likely _
to be regarded as odd 6 20

Although it is difficult to classify in any of thé above categories; few students
agreed that:
There are many foreign students on the campus 4 78

Since the 300 items were designed to measure 30 different variables, the
CCI may be analyzed a second way by examining the scores of the 30 scales.
The full definition of each scale may be found in Appendix »\ An individual's
score for any scale may be dbtained by simply counting the number of the 10
items which are answered in the direction of the variable. Group scores may be
calculated by uveraging the individual scores. In order to facilitate comparisons
with groups not dircctly studied here, normative data for each scale are

1
available. In this presentation all the data will be reported in such a way as
1
The colleges and universities constituting the normative group for the CCI and the
Al are listed i Appenaix B,

+ 080"



to afford a comparison with the entire normative distribution. The particular

comparative device used will be the standard score which here, as with the Al
has a mean of 0 and a standard deviation of 2. Because many readers may be
unfamiliar with this device, Table 8 contains the percentile equivalents of
selected standard scores; by consulting this table, a person can translate

any standard score into the more familiar percentile rank.

The scale data for the whole of the three samples are contained in Table 9.
These data are ordered from the highest to the lowest standard scores for the
Raymond sample so that one may immediately observe that school's most
extreme and probably most typical features. In reading the scale scores it is
important to note that on bi-polar scales such as Counteraction-Inferiority
Avoidance, a positive score indicates a tendency toward the first pole, i.e.,
Counteraction; a negative score on a bi-polar variable indicates a tendency
toward the second pole. The larger the number, the more uncommon the trait
is in the normative group. Thus, the 5.42 score of the Raymond sample on the
measure of Counteraction-Inferiority Avoidance indicates a very high degree of
Counteraction, while the -5. 11 on the Deference-Restiveness scale shows a
minimum amount of Deference. An interpretation and discussion of these
data will follow the preséntation of additional data.

In addition to examining the data contained in the individual items and the
theory-based scales, the CCI lends itselfto a third kind of interpretation.

The 30 scales were subjected to a principal components-equamax analysis

by David Saunders (unpublished, undated report, cited in Stern, 1963a, p-11),
and eleven first order factors ( groupings of scales whose scores vary
together ) were discovered. A refactoring of these first order factors yielded
two second order fuctors ( groupings of first order factors whose scores vary

together). These two second order factors called the Intellectual Climate and
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Jable 9, College Characteristics Index_Scale Standard Score Means
According to the Raymond Data
Raymond
Entering
Raymond cop Freshmen
Scale N=139 N=96 N=42
15. Fantasied Achievement 5.42 -1, 54%*% 4, 58%
. Counteraction-
Inferiority Avoidance 9,32 -2,53%% 6.20%
5. Aggression-Blame
. Avoidance 4,91 2,01%* JATHE
12, Emotionality-Placidity 4,38 -2,07%%* 4,67
13. Energy-Passivity 4,15 -3.54%% 4,99%
18. Impulsiveness-
Deliberation 3.93 . 75%% 4,22
30. Understanding £el? -2,83%* 2.76
2], Objectivity-Frojectivity 2,36 -2,61%% 3.49%%
11, Ego Achievement 2.24 -1,35%* 3.48%*
27. Sensuvality-Puritanism 2.11 -1,48%%* 2eol
25. Reflectiveness 1.67 ~2,11%% 3.43%%*
17. Humanities,
Social Science 1.54 -1,98%% 2, 52%%
2. Achievement 3,31 -2,29%% 2,68%%
6. Change-Sameness .18 -2.41%% 1,73%*%
4, Affiliation .38 - .12 1.64%%
20. Nurturance-Rejection .85 A 1,33%*
16. Harm Avoidance-
Risktaking - .87 -2.70%% -1.10
29. Supplication-Autonomy -1.44 . 897 « 38%*
26, Science -1.55 -3, 06%%* . 97%%
28. Sexuvality-Prudishness -1.91 1.03%%* = o88%*
14, Exhibitionism--
Inferiority Avoidance -2.08 -2,82%* 2.96%*
3. Adaptability-Defen-
sivencss -2.29 - J45%% -2.86
10. Dominance-Tolerance -2.54 1,67%%* -3.11
19. Narcissism -3.40 1.80%% - 89%*
1. Abascment-Assurance =332 2,82%* -4,60%*
24, Practicalness-
Impracticalness -3.65 - .06%% -2, 55%*
7. Conjunctivicy-
Disjunctivity -3.81 -2.30%% -1.33%*%
23. Play-Work -3.89 1,87%% - B6%*
22, Order-Disorder -5.01 .97 %% -2,.81%%*
9. Defercuce-hestiveness -5.11 1.20%% -4,86

lThis standard score scale has a mean of 0 and

2.

* Statistically siznificant differ

a standard deviation of

“The nor=s are basced vpon results of 1,993 juniors and seniors
in 32 colleres.,

and .0> level of conridence,

*%Statisticalls si-nificans ditfecence from Ra

and ,Cl level of Cog):.i..!‘.“:c.

=63 =

¢nce from Raymond sample using t-test

ymond sample using t-test



the Non-Intellectual Climate represent the best summary of the CCI data.

Subscquent research has shown these two second order factors to be of
considerable importance..

The Intellectual Climate factor measure has been found ( Stern, 1963b )
to be positively correlated with other measures of academic achievement
such as the following: Knapp-Greenbaum Index of Scholars per 1000
graduates ( r = . 80 ); rate of graduates receiving a Ph.D. from 1936-1956
(r - .76 ); per cent of National Merit Scholar entrants in 1956 (r =.49);
number of Merit Scholars per 1000 students in 1960 (r - .59 ); National Mc‘rit
Scholarship Qualifying Test means ( r - .71 ); College Board (SAT) mean
Verbal scores ( r = _ 83 ); and College Board mean Mathematical scores
(r=.34). :

In a major report of research with the CCI Stern (1963b) indicated that
of the schools he studied, no school more than one standard deviation below
the mean on the Intellectual Climate factor was known for its academic
excellence, while the top 11 schools on this measure were the widely
respected Antioch, Bennington, Bryn Mawr, Goddard, Oberlin, Reed,

Sarah Lawre‘ncc. Shimer, Swarthmore, Vassar, and Wesleyan. The

evidence indicates that‘ the Intellectual Climate factor measures aspects

of college environments which are positively associated with various other
measures of undergraduate academic achievement. By obtaining a schoal's
measure on the Intellectual Climate factor and the first order factors which
compose it, it should be possible to gain an insight into its academic

strength. Since there are normative data available, it is possible to see how
any particular school compares with its institutional peers on these measures.

The factors which compose the intellectual climate are defined by Stern

( 19634, pp. 18-21) in tie following way.

oy



Factor 10.

Factoi' s 48

Factor 1.

Factor 2.

Factor 3.

Factor 4.

Factor 5.

Factor 6.

Work-Play. It reflects an absence of activities associated with
dating, athletics, and other forms of collegiate amusement.
(From scales of Prudishness, Harm Avoidance, Work,
Deliberation)

Non- Vocational Climate. The items reflect opportunities to

engage in theoretical, artistic, and other "impractical "activities.
Other items imply an sbsence of expectation, coercion, or demands
for student conformity to conventional values. ( From scales of
Impracticalness, Sensuality, Restiveness, Disorder, Defensiveness)

Aspiration Level. A high score on this factor indicates that the
college encourages students to set high standards for themselves

in a variety of ways. These include opportunities for students to
participate in decision-making processes involving the administra-
tion of the school, and administrative receptivity to change and
innovation, thus implying that a student's efforts to make some
impact on his environment have some probability of being successful.
But a high level of aspiration is also encouraged by introducing
students to individuals and ideas likely to serve as models of intel -
lectual and professional achievement. ( From scales of Counteraction,
Change, Fantasied Achievement, Understanding )

Intellectual Climate. These items reflect the qualities of staff and
plant specifically devoted to scholarly activities in the humanities,
arts, and social sciences. (From scales of Reflectiveness, Humani-
ties- Social Sciences, Sensuality, Understanding, Fantasied Achieve-

ment)

Student Dignity. This factor is associated with institutional attempts
to preserve student freedom and maximize personal responsibility.
Schools high on this factor tend to regulate student conduct by means
other than legislative codes or administrative fiat. There is a
minimum of coercion and students are generally treated with the
same level of respect accorded a mature adult. ( From scales of
Objectivity, Assurance, Tolerance )

Academic Climate. This factor stresses academic cxcellence in
staff and facilities in the conventional areas of the natural sciences,
social sciences, and the humanities. ( From scales of Humanities-
Social Sciences, Science )

Academic Achievement. Schools high in this factor set high
standards of achievement for their students. Course work,
examinations, honors, and similar devices are employed for this
purpose. ( From scales of Achievement, Energy, Understanding,
‘Counteraction, Conjunctivity )

Self Expression. This factor is concerned with opportuwnitics
offered to the student for the development of leadership potential
and solf assurance. Among the activities serving this purpose are
public discussions, debates, projects, student drama and musical
activities, and other forms of participation in highly visible
activitivs. ( From scales of Ego Achievement, Emotionality,
Exhibiticnism, Enerygy)
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The Non-Intellectual climate factor shares the Self-Expression factor

but the most important measures here are three factors reflecting a high

level of organization of student affairs, both academic and social. The

remaining two factors are associated with student play and an emphasis

on technical and vocational activities. The specific factors and their

definitions are the following.

Factor 6.

Factor 7.

Factor 8.

Factor 9.

Factor 10.

Factor 11.

-

Self Expression. See above

Group Life. The items here reflect various forms of mutwnlly
supportive group activities among the student body. Thesec
activities are of a warm, friendly character, more or less
typifying adolescent togetherness, but they also reflect a more
serious side to this culture as represented in activities devoted
to the welfare of fellow students and less fortunate members of
the community. ( From scales of Affiliation, Supplication,
Nurturance, Adaptability )

Academic Organization. The various components of this factor
may be regarded as the environmental counterparts of the needs
for orderliness and submissiveness in the individual. High scores
on this factor are achieved by institutions which stress a high
degree of organization and structure in the academic environment.
( From scales of Blame Avoiddnce, Order, Conjunctivity,
Deliberation, Deference, Narcissism )

Social Form. In some respects this factor represents the formal
institutionalization of those activities represented in Factor 7

( Group Life) . There is in fact considerable overlap between
these two factors, but Factor 9 minimizes the friendly aspects of
Factor 7 while stressing its welfare components. Schools
characterized by this factor also offer opportunities for the
development of social skills of a formal nature and in some
respects suggest the finishing school counterpart of the vocational
climate represented in Factor 11 below. ( From scales of
Narcissism, Nurturance, Adaptability, Dominance, Play )

Play-Work. Schools high in this factor offer opportunities for
participation in a form of collegiate life reminescent of the
popular culture of the 1920's. These are the institutions
sometimes referred to as the fountains of knowledge where .
students gather to drink. ( From scales of Sexuality, Risk-taking,

Play Impulsivenss )

Vocational Climate. These items emphasize practical, E\Pl’li‘-'d
activitics, the rejection of aesthetic experience, and a high level

of orderliness and conformity in the student's l'Cl:‘“‘.ms to t_hc
faculty, his peers, and his studies. ( From scales of Practicalness,
Puritinism, Deference, Order, :\daptivenCSS)
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The facterial data for the whole of the three samples along with
some normative comparisons are contained in Table 10. A graphic
comparison of factor scores obtained from juniors and seniors at four
of the elite liberal arts colleges identified by Sern ( Bryn Mawr, Oberlin,
Shimer, and Vassar ) and factor scores from Raymond is found in Figure 1.
According to student perceptions Raymond College is radically different

from the College of the Pacific. Indeed, two more different segments of the

same university, both claiming the same goals, probably cannot be fomnd

anywhere in the United States.

In addition to establishing a distinctive sub-culture within the university
via the structure of a cluster college, a second major finding is that Raymond
seems to have created the very kind of academic atmosphere it desired. On
the basis of these data it appears that only four years after its founding, Raymond

ranks among the leading liberal arts colleges in the country as judged by a number

of criteria of academic productivity.

More specifically the evidence indicates that to an extreme degree Raymond
stimulates high aspirations of personal achievement, especially in a broad
array of intellectual and aesthetic activities; it urges students to expend
great effort to realize those ambitions; it accords students personal dignity
and invites their participation in both the academic and social life of the college;
it encourages the free expression of ideas and fosters the awareness aﬁd
behavioral expression of cven anti-social impulses. At the same time it has
personalized and intellectualized undergraduate education, it has overcome
the academic regimentation, the peer group accent on campus fun and games,
and the vocational orientation so predominant at most colleges. Such are the
perceptions of the Raymond students when compared with the views of their

counterparts at other schools.




Table 10, College Characteristics Index Factor Standard Score Means
Raymond
Entering
Raymond cop Freshmen
Factor N=139 N=96 N=42
1 Intellectual
Climate 3.01 -2,70%% 3,55
-10. Work-Play .86 -2,23%* - J78%*
=11, Non-Vocational L
Climate 4,03 - JT4%% 3.50
1. Aspiration Level 3.46 -2,96%* 4.07
2. Intellectual
Climate g ¥ =2,17%% 3.26
3. Student Dignity 3,11 -2,66%%* 4,15%*%
4, Academic Climate e 5! -2,89%% 2.10%*
5. Academic :
Achievement 2.42 -3.32%% - 3.71%%
6. Self-Expression K -3, 59%% 5.76%%
II, Non-Intellectual
Climate -3.72 . 50%* -1.31%*
6. Self-Expression 3.58 -3.59%* 5. 76%*
7. Group Life -1.50 - J29%%  14%%
8. Academic
Organization -5.51 o 07%% -2.96%*
9. Social Form -3.23 1.06%% -1,22%*
10. Play-Work - .86 2,23%% . 18%%
11. Vocational
Climate -4,03 o 14%%

l‘I‘his standard score scale has a mean of 0 and a standard
The norms are based upon results of 1,993 juniors

of 2.

in 32

colleges.

deviation
and seniors

*%*Statistically significant difference from Raymond sample using

t-test and ,01 level of confidence.
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Figure 1. CCI Scores for Raymond, COP, and Four Elite Colleges

GROUP FACTOR SCORE PROFILE—COLLEGE ENVIRONMENT (ccl)
NORMS BASED UPON 1993 JUNIORS AND SENIORS ENROLLED IN 32 COLLEGES.

STANDARD SCORES (X =0, o°=2)
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It might be swnmarily stated that Raymond has created the community
of scholars it cnvisioned. But that phrase is most ambiguous. 'Scholars"
may be thought to be characterized by discipline, order, and attention to
detail, to be devoted to the exhaustive, detached, value-free study of
obscure, abstract, and persomlly meaningless academic 'matters. This
sense of the term is probably more of a caricature of a social type than an
actual description of living and working intellectuals; but if this definition
is used, Raymond is simply not conducive to their development. The personal
vivacity as shown by the high scale scores of Cowmteraction, Aggression,
Emotionality, Energy, Impulsiveness, and Sexuality as well as the high scores
on Restiveness, Disorder, and Disjunctivity are dissonant with this image of the
scholarly type. But if that term is understood as implying the cultivation of
the intellect within the personal development of a late adolescent and young
adult who, like Narcissus, tends to see his reflection in the books he reads,
the papers he writes, the teachers he meets, the friends he makes, and all
that he encounters; if it means the use of one's mind -to understand the parts
of the physical and social world which touch him and thereby to heighten the
awareness of himself, th.en Raymond does appear to have an environment which
will rourish young scholars.

The word "community" is also ambiguous. If by that term one means
warm, personable, friendly affiliation, an absence of aggression and egoism,
and willing mutual cooperation, then Raymond cannot be characterized as a
"community "of scholars. To the extent that this notion of a close college
community is more than a romantic wish, to the extent that it exists at
all, previous rescarch with the CCI indicates that it is found in the less
intellectually productive schiools. Certainly Raymond's high scores on

Aggression, Emaotionality, Enceygy, Impulsiveness, and Restiveness all point









































































the student responses as ways they individually structuce their college

environment. Pace prefers to think of their answers as institutional

characteristics; he focuses on institutions while Stern focuses on individuals.

In line with Pace's interests, CUES is scored only for the college as a whole;

no individual scores are calculated. The most common way to measure a

variable is to give the school a point for each item answered in the direction

of the variable by 66% or more of the student body. The assumption is that

if 2/3 of the students agree on an item, it can legitimately be called an

institutional characteristic. An institution's total score for any variable

is determined by the number of the 30 items answered in the direction of the

variable. In order to compare one college with others, a normative sample

of 50 institutions representative of actual enrollment in the United States

( not representative of all colleges since there are far more small colleges

than large but only a small proportion of students are enrolled in them. )2

By relating a school's score on a variable to this normative distribution, it

can be compared with a nationally representative group of its peers.

The five variables have been defined by Pace (1963, pp.24-25), and

it would be appropriate to quote from him.

Scale 1. Practicality.” .  This combination of items suggests a practical,
instrumental emphasis in the college environment. Procedures,
personal status, and practical benefits are important. Status is gained
by knowing the right people, being in the right groups, and doing what
is expected. Order and supervision are characteristic of the
administration and of the classwork. Good fun, school spirit, and
student leadership in campus social activities are evident.

The atmosphere described by this scale appears to have an interesting
mixture of entreprencurial and bureaucratic features. Organization,
system, procedures, and supervision are characteristic of many large
enterprises, both public and private, industrial, military, and govern-
mental, but they are not limited to large agencies. Such hierarchies

as exist, however, may be interpersonal as well as organizational, so that
it is not only useful to understiand and operate within the system but also
to attain status within it by means of personal associations, and political

or entreprencurial activities.,

There are, of course, many practical lessons to be learned from living

2Thc colleres and universities consituting the normative group for CUES are
listed in Apjendix D. e d



in an environment that has these characteristies and opportunities.

Certainly such characteristics are encomtcred widely in the larger
society.

Scale 2. Community. The combination of items in this scale describes a
friendly, cohesive, group-oriented campus. The environment is
supportive and sympathetic. There is a fecling of group welfare and
group loyalty which encompasses the college as a whole. The campus
is a community. It has a congenial atmosphere.

The small college in a small town immediately comes to mind as a
prototype--with friendly and helping relationships among the students
and between the students and faculty. Some large universities, however,
manage to have a strong sense of community; and some small colleges
have an atmosphere that is better characterized by privacy, personal
autonomy, and cool detachment than by a strong sense of togetherness.
On the whole, however, bigness tends to beget diffusiveness rather than
cohesion; it also tends to beget impersonality but not necessarily
unfriendliness.

If the organizational counterpart of " practicality" was the bureaucracy,
perhaps the counterpart to ""community "is the family.

Scale 3. Awareness. The items in this scale seem to reflect a concern and
emphasis upon three sorts of meaning -- personal, poectic, and political.
An emphasis upon self-understanding, reflectiveness, and identity
suggest the search for personal meaning. A wide range of opportunities
for creative and appreciative relationships to painting, music, drama,
poetry, sculpture, architecture, etc., suggest the scarch for poetic
meaning. A concern about events around the world, the welfare of
mankind, and the present and future condition of man suggest the
search for political meaning and idealistic commitment. What seems
to be evident in this sort of environment is a stress on awareness, an
awareness of self, of society, and of esthetic stimuli.

Perhaps in another sense, these features of a college atmosphere can
be seen as a push toward expansion and enrichment -- of personality,
of societal horizons, and of expressiveness.

Scale 4. Propriety. The items in this scale suggest an environment that is .
polite and considerate. Caution and thoughtfulness are evident. Group
standards of decorum are important. On the negative side, one can
describe propriety as the absence of demonstrative, assertive, rebellious,
risk-taking, inconsidcrate, convention-flouting behavior.

Coaventionality, in the sense of generally accepting and abiding by group
standards, is in some respects a good term for the items in this scale,
althou:h so-called rebellious groups, beatniks for example, have strong
conventions to distinguish them from what they think is conventional in
others. Perhaps, then, propricty is abetter term than conventionality.

In any cvent, the atmosphere on some campuses is more mannerly,
considerate, and proper than it is on others.




Scale 5. Scholarship. The items in this scale describe an academic
scholarly environment. The emphasis is on competitively high
academic achievement and a serious interest in scholarship.

The pursuit of knowledge and theories, scientific or philosophical,
is carried on rigorously and vigorously. Intellectwnl speculation,

an interest in ideas as ideas, knowledge for its own sake, and intel-
lectual discipline — all these are characteristics of the environment.

The percentile rank of Raymond and COP on the normative distribution is
found in Table 14.

It can be seen that Raymond ranks near the top of the distribution on both
Scholarship and Awareness, moderately high on the measuwe of Community,
and very low on the variables of Propriety and Practicality. In essence, these
data tend to reinforce the conclustions drawn from the CCI. Raymond is a
college in which students are academically oriented and punmeled by
pressures toward personal, esthetic, and socio-political meaning. The
moderately high score on Community shows that it is a close community, one
in which personal relations are valued but one which lacks in consideration
for others, formal or organized activities, friendliness, group spirit, proper
social forms, and manners. The relative absence of structure, academically
and socially, the concern for individualism, and the impatience with the usual
forms of collegiate extra-curricular life, indicated in the low scores of
Propriety and Practicality, corroborate the earlier data.

The data also support the earlier finding that Raymond freshmen have
high and perhaps unrealistic expectations of the school. They do recognize
the major value configurations in Raymond, indicating that they have relatively
differentiated views of what to expect, but in every instance they expect more
than the étl;dcn! body says is actually found.

The COP data again reveal relatively little distinctiveness except by its

fairly uniform low scores on all five variables. Since this scoring of CUES relies

on a sharp cut-off point at 667 agreement on each item, any unreliébility
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Despite having an independent spirit, most confessed that:

Percentage Liking

Men Women

They like having others offer their opinions when
they have to make a decision 92 88

As expected of any educated population, Raymond students are generally
as inferred from the following percentages, persons who like:
Going ahcad with something important even though
they have just accidentally walked under a ladder,
broken a mirror, etc. 95 91
Taking special precautions on Friday the 13th 3 8
Waiting for a falling star, white horse, or some
other sign of success before they make an important
decision 3 4

Being especially careful the rest of the day if a
black cat should cross their path 2 1

Carrying a good luck charm like a rabbit's foot
or a four-leaf clover 0 14

Finding out which days are lucky for them, so
they can hold off important things to do until then 0 4

Going to a fortune-teller, palm reader, or
astrologer for advice on something important 3 12

Most are energetic, active, and adventuresome as they like:

i N Exerting themselves to the utmost for something .
unusually important or enjoyable 93 99 -
Living a life which is adventurous and dramatic 88 87

Giving all of their energy to whatever they happen
to be doing 88 91

Seventh, a few items reflect a rejection of romantic love as portrayed
by Hollywood. Few enjoy:

Daydreaming abait being in love with a particular
movie star or entertainer 8 14

Pretending they are a famous movie star 13 11
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Learning more about the work of different painters
and sculpters

Studying the development of English or American
literature

Reading editorials or feature articles on major
social issues

Acting impulsively just to blow off steam
Finding the meaning of unusual or rarely used words

Rearranging the furniture in the place where they
live

Letting loose and having a good cry sametimes
Going toa party or dance with a lively crowd

Doing things according to their mood, without
following any plan

Being romantic with someone they love

Concentrating so hard on a work of art, or music,
that they don't know what's going on around them

Seeing someonc make fun of a person who deserves
Toughening themselves going without an overcoat,
seeing how long they can go without food, sleep, etc.

Thinking about how to become the richest and
cleverest financial genius in the world

Being generally consistent and unchanging in their
behavior

Staying in the same circle of friends all the time
Avoiding excitement or emotional tension

Being with people who seem always to be calm,
unstirred, or placid

Avoiding things that might bring bad luck

Limiting their pleasures so that they can spend all
of their times usefully
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Percentage Liking

Men
70
ki

75
70
75

65
38
70

73
72

68
42
27
27

30
22
22

33
22

23

Women
91
86

86
87
82

84
87
83

89
80

86
20
18‘
16

20
12

16
14

17







Table 15. Activities Index Scale Standard Score Means for Men!

Affiliation-Rejection

Raymond
. Entering
Raymond corp Freshmen
Scale =60 N=35 N=16
6. Change-Sameness 5.47 1.02%% 5.79
12, Emotionality-Placidity 5.26 4, 24% 8.96%*
18. Impulsiveness-Deliberation 3.85 1.82%% 2, 56%
5. Aggression-Blame Avoidance 3.19 2.50 4, 00%
17, Humanities, Social Science 2.82 =1,4]%% - J16%%
27, Sensuality-Puritanism 2,65 1, 14%%* 1,07%%
21, Objectivity-Projectivity .83 - . 32%% - J66%%
25, Reflectiveness ol 1.24 1.04
11, Ego Achievement .40 - .63% 2,23%*
13. Energy-Passivity .39 -3,15%% 1,94%%
2, Achievement .05 -1.30%%* -1.94%*
30. Understanding - .12 - o719 .69
15, Fantasied Achievement - .17 3. 14%% 2,26%*
20, Nurturance-Rejection - 23 -1.60%%* -1.19
14, Exhibitionism-
Inferiority Avoidance - .24 . 92%% 2,11%*
23, Play-Work - .38 1.86%* 2,77%%
3. Adaptability-Defensiveness - .98 1,67%%* - .43
19. Narcissism - .74 1,97%* 2,69%%*
29, Supplication-Autonomy -1.00 . 99%* -3.96%%*
10. Dominance-Tolerance -1.14 . 06%% 1,10%*
26. Science -1.23 - ,22% -2,07
1. Abasement-Assurance -1.52 . 91%% -4, 58%*
8. Counteraction-
Inferiority Avoidance -2.40 - J59%% -3,01
28, Sexuality-Prudishuness -2.98 4,64%*% 2,30
1. Conjunctivity-Disjunctivity -3.40 -1,74%% 2,72
16, Harm Avoidance-Risktaking -3.60 -1,67%% -3.89
22, Order-Disorder -3.69 - 55%% -3.04
4, Practicalness-Impracticalness -3.79 -1,9]1%* -1.56%*
Deference-Restiveness -4.03 L 17%% -3.20
-4.84 - B4

-2. 94**

l‘l'hi.s standard score scale has a mean of 0 and a standard deviation

of 2,

in 21 collezes.

* Statistically sicnificant differcence from Raywond Sam
t-test and .03 level of confidence.

Statistically si~nificant di{ference from Rayro
t-test and .Ul level of contfidence. :

Norms are based upon results of 558 junior and senior men
ple using

nd Sample using




Table 16. Activities Index Scale Standard Score Means for Women!

Raymond
Entering
--27."Rdymond  COP Freshmen

Scale N=76 N=60 N-26
6. Change-Sameness 4.77 .35%% 2.62%*
27. Sensuality-Puritanism 4,54 . 19%% 4,52
5. Aggression-Blame Avoidance 4,09 1.92%% 2, 14%%
12, Emotionality-Placidity 3.70 1,28%% 1.16%%
25. Reflectiveness 2,78 o 52%% 3.31
18. Impulsiveness-Deliberation 2.65 - .26%% o 12%%
26. Science Y P - .06%% 3.02%%
17. Humanities, Social Science Y 55 e - JJ0%% 2,06
15. Fantasied Achievement 1.85 .89%* 2.14
30. Understanding 1.64 -1.30%* 2533
3. Adaptability-Defensiveness 1.19 - .66%%* - J39%*%
11, Ego Achievement .88 .28 .06
8. Counteraction-

Inferiority Avoidance .07 - .83* 2.15
20. Nurturance-Rejection - .20 .62% .66
2. Achievement - dd - .03 .64
23. Play-work i 28 1. 28** - 070
13. Energy-Passivity CAs Ji | - .97 1.06
14, Exhibitionism-

Inferiority Avoidance - .54 - .02 1,24%%*
10. Dominance-Tolerance -1.04 . 26%% -2,21%
29. Supplication-Autonomy -1.41 o 87%% - . 03%%
1. Abasement-Assurance -1.51 -1.17 1.41%%
21. Objectivity-Projectivity -1.55 -2.45% -4, 45%%
28, Sexuality-Prudishness 22.40 1.07%* - .90%*
19. Narcissism ’ -2.42 o 22%% 1.35%%
24, Practicalness-Impracticalness -3.14 - 83%* 2,27%%
16. Harm Avoidance-Risktaking -3.41 . 15%% - J53%%
&, Affiliation-Rejection -3.90 - 67%*% 1.46%%
7. Conjunctivity-Disjunctivity -3.91 . 14%% -2,03%%
9. Deference-Restiveness -4,28 - .62%% -1.73%%*
22, Order-Disorder -4.76 . 25%% -1.64%%*

l‘l'his standard score scale has a mean of 0 and a standard deviation
of 2, Norms are based upon results of 518 junior and senior women

in 21 colleges.

* Statistically siznificant difference from Raymond sample using t-test
and .05 level of confidence.

**Statistically significant difference from Raymond sample using t-test
and .01 level of confidence.
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are concerned with the maintenance of a high level of intellectual and social
aggressiveness, suggesting that intellectuality is partially a function of ego
strength. The last of these five factors is based primarily on items reflecting
an interest in the development of useful, applied skills.

Factor 1. Self-Assertion. This factor reflects a need to achieve personal
power and socio-political recognition. It is based on items which
emphasize political action, directing or contrdling other people, and
the acceptance of roles involving considerable group attention (From
scales of Ego Achievement, Dominance, Exhibtionism, Fantasied
Achievement).

Factor 2. Audacity-Timidity. The second factor is more personally than
socially oriented, The emphasis here is on aggressiveness in both
physical activities and in interpersonal relationships. It is of interest
that this personal aggressiveness should also be associated with a
high level of interest in science (From scales of Risktaking, Fantasied
Achievement, Aggression, Science).

Factor 3. Intellcctual Interests. The factors with the highest loadings
in this dimension are based on items involving various forms of
intellectual activities. These include interests in the arts as well
as the sciences, both abstract and empirical (From scales of
Reflectiveness, Humanities-Social Sciences, Understanding, Science).

Factor 4. Motivation. This factor, like 1 and 2 above, represents another
form in which need achievement may be expressed. Here, however,
are the more conventional forms of striving most recognizable among
students, involving elements of competitiveness and perseverance as
well as of intellectual aspiration (From scales of Achievement,
Counteraction, Understanding, and Energy).

Factor 5. Applied Interests. A high score on this factor suggests an
interest in achieving success in concrete, tangible, socially acceptable

activities. The items involve orderly and conventional applications in
business and science (From scales of Practicalness, Science, Order).

II. Dependency Needs

This dimension is based on seven factors. It starts with the orderly aspects
of Applicd Interests, carries these to a more explicitly compulsive level of
personal organization, and then shades off into Submissiveness. This in turn,
when shorn of its more self-abrasive qualities, becomes reconstituted in the
last factor of this dimcension as emotional closeness. A high score Suggests

a generally high level of dependent, submissive, socially-controlled behavior,
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A low score represents the inverse of this: autonomy, ascendance, and
non-conformity.
Factor 5. Applied Interests. See Factor above.

Factor 11. Constraint-Expressiveness. This is the inverse of Factor 11 in
Factor III below. Moderately high scores suggest guardedness and
emotional constriction. Extreme scores are likely to be associated
with high levels of inhibition, defensiveness, and rigidity (From
scales of Deliberation, Inferiority Avoidance, Placidity, Prudishness).

Factor 12. Diffidence-Egoism. Reversed scores on Factor 12 (see Factor III
below) reflect a lack of preoccupation with the self as a source of
gratification. This implies good contact and reality testing, although
very high scores may perhaps be associated with a tenuous, under-
developed ego structure and a vague or obscurely defined self-concept
(From scales of Narcissism, Fantasied Achievement, Objectivity).

Factor 6. Orderliness. People with high scores on this factor have indicated
a marked interest in activities stressing personal organization and
deliberativeness. Although some of the items are concerned with long
range planning and relatively high level time perspective, the major
emphasis here is on the maintenance of ritwal and routine and the
avoidance of impulsive behavior (From scales of Conjunctivity,
Sameness, Order and Deliberation).

Factor 7. Submissiveness. The preceding factor suggests a strong defensive
system, based on rigid internal controls, for guarding against the
expression of impulses. The Submissiveness factor also implies a high
level of control, but one which is based on social conformity and other-
directedness. The items emphasize humility, deference, getting along
with others, keeping one's place, etc. It is of interest that the Nurtur-
ance scale items should appear in this context, suggesting that the
submissive individual's interest in supportive activities is based to a
considerable extent on his own unexpressed need for such help (From
scales of Adaptability, Abasement, Nurturance, Deference).

Factor 2. Timidity-Audacity. This is the inverse of Factor 2 described
previously under Intellectual Orientation. In its reversed form it
suggests a concern with any risk of danger to the self, whether
physical, psychological, or social. These people avoid sports, social
activities, and even fantasies which might conceivably incur harm to
blame (From scales of Harm Avoidance, Fantasied Achievement,

Aggression, Science).

Factor 8. Closeness. This factor is closely related to Factor 7, with which
it shares both the Nurturance and Deference scales. However, the
abrasive and self-denying gualities implicit in Factor 7 are absent
here. In their place is an acceptance of items which recognize one's
needs for warmth and emotional supportiveness (From scaes of
Supplication, Sexuality, Nurturance, Deference).
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Table 17. Activities Index Factor Standard Score Means for Men!

Raymond
Entering
Raymond cop Freshmen
Factor N=60 . N=35 N=16
I. Intellectual Orientation - .94 - .06%* - o%
1. Self-Assertion ‘ Sl 1.26%* 3, 30%*
2. Audacity-Timidity 1.51 2, 49% 2,12
3. Intellectual InterestsX .45 - J47* - .61
4, Motivation® - .78 -1.64% -1.12
5. Applied Interests® -3.64 -1.02%%* -3.04
4 Dependenéy Needs -5.76 -2,.81%* -6.94
5. Applied Interests -3.64 . -1,02%% -3.04
-11, Constraint-Expressiveness -3.29 -5,66%%* -7.92%%
-12, Diffidence-Egoism .74 -2,59%*% -2,67%%
6. Orderliness¥® - -4,56 -1.36%%* -3.93
7. 7. Submissiveness -2.21 . 07%% -3.00
-2. Timidity-Audacity -1.51 -2,49%% -2.12
8. Closeness = -2.73 67%% -2.45
III, Emotional Expression -3.18 5.57%% 4,61%*
8. Closeness -2.73 67%% -2.45
9. Sensuousness - .14 “3.48%* w.2496%%
10. Friendliness -3.96 . 26%% - 93%*
11. Expressiveness-Constraint 529 5.66%%* 1.92%*
12, Egoism-Diffidence - .74 2, S9** 2,67%*
1. Self-Assertion - W47 1.26%* 3.30%*
IV, Educability? -3.86  -1.51%% 4,15

IThis standard score scale has a mean of 0 and a standard deviation
of 2. Norms are based upon results of 558 junior and senior men

in 21 colleges.

2The fourth sccond-order factor of Educability combines the first-
order factors marked with "x",

* Statistically significant difference from Raymond sample using
t-test and .05 level of confidence.

**Statistically significant difference from Raymond sample using
t-test and .01 level of confidence.
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.rable 18. Activities Index Factor Standard Score Means for Womenl
Raymond
Entering
RaKmond -COP Freshmen
Factor =76 N=60 N=26
I. Intellectual Orientation 1.74 - 27%% 2.90%%*
1. Self-Assertion .16 oy .23
2, Audacity-Timidity 3.80 . 68%% 2.60%*
3. Intellectual InterestsX 2.44 - 57%% 2.95
4, MotivationX .59 - . 96%% 1.87%*
5. Applied InterestsX -3.08 -, 2]1%% 1.85%%*
| II, Dependency Needs -4,58 - J43%% <1, 77%%
5. Applied Interests -3.08 - J21%% 1.85%%
-11. Constraint-Expressiveness - .80 - .70 - .36%*
-12, Diffidence-Egoism . 28 -1.34%% =3, 44%%
6. Orderliness¥ -4,56 . 09 -1.81%%*
. 7. SubmissivenessX -1.65 - J45%% - . 08%*
-2, Timidity-Audacity -3.80 - ,68%* -2.60%*
8. Closeness -2.50 . 67%% - J61%*
111, Emotional Expression -1.59 1.01%* « S0%%
8. Closeness -2.50 6 7%% - .61%%*
9. Sensuousness - .91 o 71%% 1,38%%*
10, Friendliness -2.50 o 11%% -1,18%*
11, Expressiveness-Constraint .80 .70 .36
12, Egoism-Diffidence - .28 1. 34%% 3, 44%%
1. Self-Assertion .16 ey, +23
"N. Educability? -1.69 - 66%* 1. 40%%

1k

“This standard score scale has a mean of 0 and a standard gleviacion
of 2, Norms are based upon results of 518 junior and senior women

in 21 colleges.

zlbe fourth second-order factor of Educability combines the first-
Order factors marked with "x",

Statistically significant difference from Raymond sample using
t-test and .05 level of confidence,

*“statistically sicnificant difference from Raymond sample using
t-test and .01 level of confidence,
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scores on Change, Disorder, and Disjunctivity document this trait. Finally,
students have a strong need for independence and an aversion to external
control by persons in any position of authority, as can be seen in the high
scores of Aggression and Restiveness. This same heigh.tencd sensitivity

to control and confinement probably leads them to reject Affiliation and

to renounce close, friendly, intimate relationships with others.

The factor data in Tables 17 and 18 confirm these inferences. Both men
and women score fairly high on Audacity and Expressiveness, but very low
on Orderliness, Submissiveness, Closeness, and Friendliness. They score
low on the third ma;jor factor of Emotional Expression because it includes
common forms of adolescent expression, close and friendly activities,
which are strongly rejected by these students.

These four interrelated thrusts of emotional experience, emotional
expression, change and independence point to a marked preference for a
personalized and privatized existence.

These students show a very distinct intellectual style. Part of that style
is a preference for intellectuality of a very personal sort, used presumably to
heighten awareness of the self. Among the men this personalized investigation
is associated with a disregard for, even a rejection of, abstract, impersonal
intellection; compared with the normative sample of men, they score low on
Science (where the emphasis is upon not only impersonal knowledge but
where knowledge rests on the authority of external criteria of truth),
moderate on Understanding (where several items reflect more abstract
mental activities) and Reflectiveness (including some mystical but
personally irrelevant activities), and high on Humanities-Social Science
(where many items reflect an interest in the deeper recesses of the hunan

spirit). The women likewise show an interest in personalized inquiry, but
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unlike the men, they do not reject the more purely intellectual and abstract
activitics. Compared with the other women in the normative group they
have more and broader intellectual interests, including high scores in
Science, and in general a more intellectual orientation.

Not only is the intellectual style of these students pe.rsonalized , it is
also independcnt and aggressive. Looking at the Educability factor, it can
be seen that both men and women score very low. The men score moderately
on the Intellectual Interest and Motivation components, and very low on the
Applied Interests, Orderliness, and Submissiveness dimensions of that
factor, suggesting that their range of interests is restricted to what is
personally meaningful and that they pursue those interests with an
independence and assertiveness which makes it difficult for them to learn
from others, especially from teachers who ;night be perceived to be in
positions of authority. The women also score low on Educability, but their
broader interests and greater social acquiescense as seen in Submissiveness
makes themm somewhat more docile and teachable.

Concerning achievement motivation, both men and women rank in the
middle ranges of those scales, but again the women score somewhat higher
on their distributions than do the men on theirs. In any case the mcasures
of Achievement and Ego Achievement are close to the mean for both groups,
and on Fantasied Achievement men score‘ in the same area while the women
are about a standard deviation above. Examining the items on these scales,
one sees three reasons for an apparently low aspiration level. Most students
reject co'n\:cntional criteria of success; they renounce ambitions to become
wealthy, to attain social status, and to achieve in practical or bisiness
affairs. Second, most have little interest in becoming leaders in formal

organizations, probably because they prefer to escape the personal limita-
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‘tions associated with the responsibility to organize, plan, and execute
pecessary business. Also, probably because they are jealous of their

own freedom, they dislike a leader's structuring the lives of other people.
And third, they reject interpersonal competition with others as a valid
goal. However, both sexes do seem to have very high aspirations of an
individualized sort. They enjoy setting high personal goals for themselves

and strive energetically to achieve them. Though they do not like to impose

- their values on others, they do show a desire to play the role of an advisor

to others.

In addition, the Raymond students show a high level of self-consciousness,
which has two different components. Their aversion to social groups, found in
the Dominance and Exhibition scales, seems to be more than merely a
preference for person-to-person contacts; it seems also to suggest a shyness,
an uncertainty, a felt so.cia;l disability when in the presence of a large or
formal group. Perhaps this reflects they simply have not learned how to
behave in such a situation. Second, especially in the male data, there is a
suggestion of inferiority feelings and a preference to escape the pain of
social inferiority or personal failures by avoiding situations rather than
by overcoming their limitations, as may be inferred from the low
Counteraction and Dominance scores. A

These four previous emphases suggest a mass quest for a stable
self-identity. Referring to the adolescent identity crisis Erik Erikson
(1858, p. 14) has said,

...it occurs in that period of the life cycle when each youth must forge

for himself some central perspective and dircction, some working

unity, out of the effective remnants of his childhood and the hopes of
his anticipated adulthood; he must detect some meaningful resemblance
between what he has come to see in himself and what his sharpened
awareness tells him others judge and expect him to be.

The intensity of the almost agonizing introspection which appears throughout
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the data suggests that students are experiencing the identity crisis and
suggests that most are on the necessarily private search for who they are
and where they are heading. Unfortunately these data can not reveal the
extent to which the search has been successful.

Finally, this personality information reveals a very sensitive and

" which is ecarcely visible

tender inner core of "the Raymond student
through his hard exterior shell of independence, defiance, and rejection.

The brash, aggressive, anti-authoritarian crust apparently serves both

to gain the freedom for self-exploration and protect that fragile self during
the search. Individuals who have little contact with this type of student may
regard him as hard and offensive, but if they would get to know him better,

his soft psychological interior will soon be evident.

It is now necessary to inquire into the relaion between these personality
dispositions and the perceived characteristics of the environment as measured
by the CCI. The environment was characterized by three main press,
intellectuality, emotionality, and high aspirations. The Al data shows
preferences for emotionality, personalized and independent intellectuality,
high but individualized aspirations, ihtense selfconsciousness, and a
search for identity. There is a striking consistency between environmental
demands and personal inclinations, both of which are quite consistenf
with the philosophy and structure of the college. Of course, it is impossible
to know whether students with these personality configurations are attracted
to Raymond with its similar demands, whether those with dissonant
personality traits drop-out, whether Raymond actually changes and shapes
the personalities of the students it admits to this insitutional mold, or whether
and to what extent all three might be true.

Despite the general consistency, there are several specific discontinuities
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between personality needs of individuals and the demands of the Raymond
environment. First, the environment puts strong emphasis on rationality,
but the students appear to be more captivated by their emotions; apparently

they prefer to know by experiencing rather than to know about by thinking.

Second, the environment, especially in the form of the heavy academic
demands of the core curriculum, emphasizes knowledge about the external
world, but the students want primarily to know their inner world and
frequently are unconcerned about those parts of the world which donot
touch them. Especially for the men it is as though their interest in the
world is circumscribed by their own being, a miniscule focus with which
to view all of knowledge.

Third, the small community depends on a spirit of interdependence for
its very existence, but the students are very independent. While most have
overcome an excessive dependence on others, many seem not to have
realized that true autonomy occurs within the context of others. Concerning
interdependence, a report of a Goddard College study (Beecher, et. al.,
1965, p. 71) states,

For college students recognition of interdependence comes with the
realization that one cannot dispense with one's parents without
continuing pain on both sides; that one cannot comfortably receive
continuing support without working for it; that one cannot receive the
benefits of a social structure without making some contribution to it;
that loving and being loved are necessarily complimentary.
For many Raymond students, this recognition seems not to have occurred,
despite (or perhaps because of?) the small and personal nature of the
school.
If the ideals of a liberal education include an awareness of one's self,
a freedom to experience and experiment, an independence from the tradition

of the past or the conventions of the present, and a development toward
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' autonomy, then it appears that the Raymond étudcnts are being liberally
educated . And yet this very emotional freedom might weaken the academic
catent of the liberal arts curriculum if students focus only on their own
selves; it might easily reduce the community to an egoistic anarchy, to
an academic state of nature if they fail to recognize their social obligations
which alone preserve the freedom of all. A delicate balance between the
opposite poles of rationality and emotionality, external and internal
cancerns, community and private interests is so vital to preserve the
human values of each pole, and these data suggest that the scales may be
tipping toward emotionality, internality, and privatism.

Finally, the climate of freedom which allows and even encourages
students to dwell upon their existential selves also serves to protect them
from a direct confrontation with the more intransigent "real " world. It may
come as a great shock to students to leave such a protective and indulgent
environment; they may find that the college has not prepared them adequately
to cope with the demands of the external reality. But that is another question
which cannot be answered here.

Although valid at a general level of analysis, the above discussion of
the personality data from the entire Raymond student body may have masked
many important differences. In order to examine possible personality:'
variation within that larger group, several sub-analyses of the Al data
were performed between students in different classes, with different academic
specializations, and with different levels of achicvement; these will be
discussed next. :

Perhaps the most relevant (uestion to ask of any college is what it does
with the students it admits. In order to conclusively answer that question

it would be necessary to test a group of students when they enter and retest
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. the same group of individuals when they leave the school. With a cross
sectional design such as is here employed, one can see whether the sample of
entering freshmen differs in any appreciable way from the three classes on
campus; and when there are differences it is tempting to attribute those
differences to changes produced by the school. However, it is entirely
possible that the current entering freshman class is not similar in
personality to the other classes when they entered. It is also possible that
students different from thc;se in the school dropped out, leaving only a select
sample of upperclassmen; any difference between the existing student body
and the entering fr'eshmen students may reflect a differential retention
rather than a personality change. Even with these methoddogical limitations
in mind it is possible to obtain some tentative ideas of the impact of the |
institution on those students it admits by looking at a cross section of
each class.

The factorial data for the various classes are contained in Table 19.
Although there are a few sex differences, they reveal that the entering
freshmen students differ in a number of ways from those in the student
body. The students, especially the men, enter with low needs for Orderliness,
Submissiveness, Closeness, and Friendliness; but in each instance the needs
of the older students on these variables are lower still. Freshmen enter with
high needs of Egoism, and Sensuousness, which are related to peer group
expressions and involve an element of narcissistic attention to social
impression; and these traits are lower among the older Raymond students.
The high male scores on Expressiveness and Self-Assertion reflect an
interest in group related activities which is much lower among the
upperclassmen. And the higher scores among the entering freshmen females

on measures of Motivation, Applied Interests, and Educability indicates that
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Table 19. Activities Index Factor Standard Score Means for Raymond Students in Different Classes

Factor

MEN WOMEN
Entering Inter, - Entering Inter, -
Freshmen Freshmen Senior Freshmen Freshmen Senior
N=16 N=28 N=24 N=26 N=37 N=38
y Intellectual Orientation - .31 -1.29 - 339 2.90 1.77% 1,89%%
1. Self-Assertion 330 -1,66%% . 66%% e 23 .19 .80
2, Auvdacity-Timidity 2,12 1.42 1.51 2.60 3.62% 4, 30%%
3. Intellectual Interests? - ,6] F 20 J71% 2.95 1,82% 2.83
4, Motivationd -1.12 -1.32 . TLE% 1.87 1.51 - .14
5. Applied Interests@ -3.04 -3.19 -4,12 1.85 -2,72%% -3.67
II, Dependency Needs -6.94 =4,63%  .3.33%% | -1,77 =4, 64%% L5 7k
5. Applied Interests -3.04 -3.19 -4,12, 1.85 =2, 72%% -3,67%"
-11, Constraint-Expressiveness -7.92 =4, 7 7%% -1.408% - .36 -1.27 - J31x
-12, Diffidence-Egoism -2,67 1,65%% 1,15%% -3.44 - . 02%% - o 50
6. Orderliness@ -3.93 -4,02 -5,20x -1.81 =4, 10%% =4, 94%%
7. Submissiveness@ -3.00 -1,10%% -2,56x - .08 =2, 08%% =2,13%% |
-2, Timidity-Audacity 2,12 -1.42 uH.mH* -2.60 =3,62% =4, 30%%
8. Closeness -2,45 -1,48 -4, 11%x - .61 -2, 7 5% =3,02%% &
III, Emotional Expression 4,61 -2,02%% -5.91%¥ .50 =1, 34%% =2, 02%% 1
8. Closeness -2,45 -1.48 =4, 11%x - .61 =2, 7 5%% -3, 02
9. Sensuousness 2,96 o 35%% -1,83%% 1.38 = o 39k -1, 798X
10, Friendliness - .93 -2,65% -6.00%¥ -1.18 -2,46% -2,46%
11, Expressiveness-Constraint 7,92 4, 77%% 1,40%%¢ .36 .27 31
12, Egoism-Diffidence - 2,67 =1,65%% =1, 15%% 3.44 o 02%% o 0%
1. Self-Assertion 3.30 -1,66%% . 66%% o 23 .19 .80
-4,15 -3.38 -3,91 1.40 =1, 54 -2, 1 5%¥%

IV, Educabilityl

Irhe fourth second-order factor of Educability combines the first-order factors marked with "o,
* Significant difference from Entering Freshmen using t-test and ,05 level of confidence,
**Significant difference from Entering Freshmen using t-test and ,0l level of confidence.
X Significant difference from Freshmen using t-test and ,05 level of confidence,
xxSignificant difference from Freshmen using t-test and .01 level of confidence.




they are more conventionally motivated and docile than the women of the
student body. Whether these several differences are due to seleclive
retention or personality change, the Raymond student body certainly
contains individuals with considerably different personalities than those
who enter.

In addition, the sharpest break occurs in the first year; there is a
greater gap between the perspnality profiles of the entering students and
the freshmen than between the freshmen and the upperclassmen. This
indicates the importance of the first year of cdlege either as a producer
of personality change or as a personality filter through which a student must
pass in order to remain in the i.nstitution.

Finally, there is some evidence that the sexes may develop differentaly at
Raymond. Elizabeth Douvan (1957) has discovered that in this culture boys
arrive at the crisis in independence or autonomy somewhat earlier than do
girls, making the m-en more aggressive and expressive during the earlier
college years when the women are likely to be more subservient. The
implication is that men will be resolving their problems of independence
and identity later in their -college years when the women are just beginning
to shed their inhibitions and concern for social impression and becoming
more independent and assertive. Though it is not entirely clear, there is some
evidence that this is what is happening at Raymond. The upperclass men score
higher than the freshmen on Constraint, socially oriented Self-Assertion, and
Motivation -- they seem to have made some peace with themselves and their
social surroundings. The upperclass women, on the other hand, show less
conventional Motivation and fewer Applied Interests than the freshmen,
Suggesting they are still in the throes of a personal rebellion they may have
been unable to bégin until they came to a protective residential college. If

this finding, based on admittedly fragmentary evidence, proves to be

- 122 -



correct, it would suggest that a three year education may be more
defensible for the emotional development of men than for women who might
need a longer moratorium from society's restrictions to develop a
personally satisfying and socially useful self.

Or the same data may reflect that the closer the women are to
graduation, the more acutely they realize most choices available to a
liberally educated college woman are not very appealing. The ideas of
settling down as a wife and mother, taking a second rate position in the
business world, accepting one of the typically "feminine vocations " such
as teaching, or ev.en entering the still predominantly masculine world of
graduate or professional school are not very promising to most of these
young women, and they may react by rejecting the world which they expect
to reject or limit them. There is some impressionistic evidence that the
senior women are especially bothered by what they perceive to be a lack
of opportunity to pursue their interests and to utilize their training in a
vocation which they regard as personally meaningful.

Despite the fact that most Raymond students are interested in a broad
general education, and despite the fact that all students must take a heavy
core curriculum, it was thought that there might be personality differences
between those who think of themsel'ves as concentrating in different academic
areas. As can be seen in Table 20, there are numerous differences among
students who specialize in the three major divisions of the curriculum.

As might be expected, the mathematics and natural science students,
though small in number, stand in considerable contrast to those in social
science or humanities. These men have a higher intellectual orientation
largely because of their greater interest in science, more conventional

motivation, and more tangible, concrete interests. They arc more inhibited,
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Table 20. Activities Index Factor Standard Score Means for Raymond Students with Different
Academic Specializations
MEN WOMEN
‘Social Natural Social Natural
..". Science Science Humanities Science Science Humanities
Factor N=14 N=12 N=24 N=27 N=6 N=39
& Intellectual Orientation -2.19 2,07xx -1.74 3.22 . 38 1, 13
1. Self-Assertion .43 -2,66xx - 49xx 3.44 =3, 34 -1.02%"
2, Avdacity-Timidity 1.92 3.87x . 02¥% 4,80 43k 4,05xx%
3. Intellectuval Interestsd .20 1.65 «0lx, 3.23 o §3%% 1.95%
4, Motivation@ -2.87 3.05xx - 59%% .80 3.65%* o 19xx
U. >vmuH.PmQ Hﬂﬂmﬁmmﬁmﬁ l@ouw Hoowxx .lboaow\mwm lWon Oﬂoao luo wwx
II. Dependency Needs -8.31 -1.20xx -6,104% -5.19 -3,48 -4,89
5. Applied Interests -6.53 1.03xx -4, 60%% -3.28 -1.60 =3.33x
-11, Constraint-Expressiveness -2.00 2,85xx -6,494% -2.05 . 09% - Jl2%%
-12, Diffidence-Egoism .76 1.61 1.87 .48 4,40 - JO¥xx
6, Orderliness@ -5,37 -2.45xx =5.47%xx -5,08 -5.16 =4.12
7. Submissiveness@ -4,03 . 48xx -1.55%% -1.51 -1.96 =2.43 v
-2, Timidity-Audacity -1.92 -3.87x - ,02 -4,80 - 43 =4,05xx =
8. Closeness -4,71 -1.01xx -2, 42%% -1.99 -4, 04% =3, 420 =
III, Emotional Expression -4,72 -4,95 -3,40x% 37 =4, 577%% -2.d9%*
8. Closeness -4,71 -1.01xx =2,42%% -1.99 =4, Q4% =3, 4204
9. Sensuousness - .28 -1.25 - .45 -1.06 -3,27% - .owm¢
10, Friendliness -4,42 =1,58xx  -6.17¥x | - .77 3,03 R E
11, Expressiveness-Constraint 2,00 -2.85xx 6.49%% 2,05 - 09% o 1299
12, Egoism-Diffidence - .76 -1,61 -1.87 - - .48 =l s HOIR .aomw
1. Self-Assertion .43 -2,66xx - ,49xx 3.44 «3, 34 -1,02%
IV, Educabilityl -6,34 88xx  ~4,52%% | -1,50 -1.52 -2,12

IThe fourch second-order factor of Educability combines the first-order factors marked with "a",

* Significant difference from Social Science using t-test and .05 level of confidence,
**Significant difference from Social Science using t-test and .01 level of confidence,

x Significant difference from Natural Science using t-test and .05 level of confidence.
xxSignificant difference from Natural Science using t-test and .01 level of confidence.




. orderly, attentive to details, submissive, friendly, and educable. This
greater self-control, acceptance of authority, and attention to social
impression marks them off dramatically from the rest of the Raymond
students. ‘

Among the few women concentrating in mathematics and science, there are
fewer intellectual interests; for some reason they seen: to have limited
interests in the other areas. But they are like the men in their relatively greater
interest in conventional motivation, applied interests, and timidity. From these
data it appears that a science student, despite the fact that he lives in the same
environment and takes the same core courses, is able to escape the very
personalized and introspective impact of Raymond better than others. Or

-perhaps he merely enters with a lesser proclivity to emotionality and intro-
spection, and remains at a lower level relative to his peers throughout his
-career. How and why this difference is found can only remain unanswered.

The differences between the social science and humanities students,
though many, seem to form no recognizable pattern; and the patterns which
seem to emerge for the men are different than those of the women. Accordingly,
any further analysis will have to be made by the reader.

A final analysis of personality differences within the Raymond sample was
made on the basis of those who ranked themselves in the top 10% of the};
class and thosc who ranked themselves in the bottom half. The factorial data

~for those two groups can be found in Table 21.

There are more differences between the two groups of women than men.

It can be scen that the higher academics had, as would be expected, higher
intellectual interest scores and higher motivation. Though there are some
sex differences, the stronger students showed more assertive, independent, and

audacious nceds and disliked being submissive, diffident, and orderly. The

-125 -



' Table 21. Activities Index Factor Standard Score Means for Raymond
High and Low Academics

MEN WOMEN
High Low High Low
Academics Academics: Academics Academics
Factor N=9 N=7 N=9 N=17
I. Intellectual Orientation 2.60 .60 6.88 - J10%%
1. Self-Assertion 2,43 2.96 8.28 -1.60%%
2, Audacity-Timidity 523 3.57% 6.51 2,62%*
3. Intellectual Interests®* 2,74 .62 4,44 1.66%%
4, Motivation®* 3.69 . 60%* 4,33 -1,30%%
5. Applied InterestsX -3.80 -2.99 - .96 -4,07%%
II. Dependency Needs -8.58 -6.49 <5.75 -3.86%
5. Applied Interests -3.80 -2.99 - .96 -4, 07%%
-11, Constraint-
Expressiveness -4.86 -1.99% -2.86 -1.04%*
-12, Diffidence-Egoism - .06 -1.28 -3.86 . 20%%
6. Orderliness® . =5,96 . 03%% -3.35 -4,31
7. SubmissivenessX -2.77 -3.43 -3.00 - J39%%
-2, Timidity-Audacity -5.73 -3.57% -6.51 -2,62%%
8. Closeness -4.10 -4,30 -2.14 -1.56 -
III, Emotional Expression -1.51 -2.84 ~2,76 -1.24
8. Closeness -4,10 -4,30 -2.14 -1.56
9. Sensuousness 1.70 -2,90%* 1.14 .20
10. Friendliness -5.13 -3.58 -2,32 -2.29
11. Expressiveness-
Constraint 4,86 1.99% 2O 1.04%
12, Egoism-Diffidence .06 1.28 3.86 - o 20%%
1. Self-Assertion 2.43 2.96 8.28 -1.60%%*
IV. Educability! -2.62 -3.30 Y82 S5 2 35k

The fourth second-order factor of Educability combines the first-
order factors marked with "x",

* Significant difference from High Academics using t-test and .05
level of confidence.

*Significant difference from High Academics using t-test and .0l
level of confidence.
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suggestion from these data is that the higher achieving students have
personality patterns which might lead them to respond better to the
relative lack of structure and freedom at Raymond. Conversely, the
poorer students seem to prefer greater structure; whether they would
learn any more under a different, more structured arrangement is
another matter of conjecture.

Activities Index (College of the Pacific Results)

Again the matter of the non-random sample of COP students must be
' raised in order to intelligibly understand its implications for the interpretation
of these data. Unlike the CCI, where each person was asked to be a reporter
of conditions on his campus, the Al requires each person t-o describe himself.

If one could put considerable trust in the common reports of a non-random

sample and generalize from the small group studied to the whole population,

it is not legitimate to assume the self-reports of a select sample of

respondents is typical of the student body as a whole. Because of this inherent
limitation of the data, no attempt will be made to identify the Al results
from the COP sample with the student population as a whole.

However, because numerous educational decisions are made on the basis
of mere assumptions and assertions of student motivation, it might be
somewhat instructive to look at this personality data derived from a e
rather large sample of that population. It is only because this information
may be much more valid than any other currently available -- not because
it is the best possible data -- that it is being presented at all. As before,
the results 'wi.ll be discussed separately for both men and women and separately
according to items, scales, and factors.

The items on which there was a liigh degree of agrecment among the COP

sample have a considerable overlap with the preferences of the Raymond
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sample. For this reason the item analysis will not be included in the text

but can be found in Appendix E.

The performance of the COP sample in relation to the normative
distribution on each of the 30 scales can be seen in Tables 22 and 23. The
scale definitions are in Appendix B. '

The factorial data for the COP as well as the other samples of this
study are contained in Tables 17 and 18 on pages 112 and 113. The factors
were previously defined on pages 105, 108-111.

The COP women included in this non-random sample are extraordinarily
typical and undistinctive as a group, whatever that may mean. On only seven
of the thirty scales did they score more than half a standard deviation on
either side of the mean; on only one were they more than one standard
deviation away from the mean. The men are more distinctive in relation
to their normative group.

Both men and women display a fair degree of emotional liveliness. The
relatively high scores on the scales of Sexuality, Emotionality, and Aggression
suggests that both men and women are aware of their impulses and that they
enjoy expressing them rather than inhibiting them and denying them,

These emotions are perhaps best expressed through peer group collegiate
activities, as judged from the high scores of both sexes on the scales of Play
and Sexuality (which includes items referring to typical college social life and
dating patterns). The men scored quite high on Emotional Expression and the
sub-factors of Scnsuousness, Expressiveness, and Egoism, all suggesting
a group centered mode of expression and containing many items emphasizing
social impression.

Both men and women have moderate to low intellectual needs, and the

pattern of these needs tends to conform to the traditional sex roles. That is
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'Table 22, Activities Index Scale Standard Score Means for l‘ﬁ":ﬂl

cop Raymond
| Scale N=35 ﬂgo

28, Sexuality-Prudishness 4,64 -2,98%*%
12, Emotionality-Placidity 4,24 5.26%
15. Fantasied Achievement 3.14 - J17%%
5. Aggression-Blame Avoidance 2.50 3.19
19, Narcissism 1.97 =  Th4¥%
23, Play-Work 1.86 - ,38%%
18. Impulsiveness-Deliberation 1.82 3, 85%%
3, Adaptability-Defensiveness 1.67 - 58%%*
25, Reflectiveness 1.24 B
27, Sensvality-Puritanism 1.14 2. 65%%
6. Change-Sameness 1.02 5.47%%
29, Supplication-Autonomy .99 -1.00%%*
14, Exhibitionism-Inferiority Avoidance e92 - W 24%%
1. Abasement-Assurance .91 -1, 52%%
9. Deference-Restiveness .17 -4, 03%*%
10, Dominance-Tolerance .06 =1, 14%%
26, Science - 22 -1.23%
21, Objectivity-Projectivity - ¢32 «83%%
22, Order-Disorder - «35 -3.69%*
8. Counteraction-Inferiority Avoidance - .59 -2,40%%
11, Ego Achievement - .63 L40%*
30, Understanding - .79 - .12
4, Affiliation-Rejection - .84 -4, 84%%
2, Achievement -1.30 . 05%%
17, Humanities, Social Science -1.41 2,82%%
20, Nurturance-Rejection -1.60 - o 23%%
16, Harm Avoidance-Risktaking -1.67 -3.60%%*
7. Conjunctivity-Disjunctivity -1.74 =3.40%*
2%, Practicalness-Impracticalness -1.91 -3, 79%*
13, Energy-Passivity -3.15 #3397

21

of 2,

colleges.

1Thi.s standard score scale has a mean of 0 and a standard deviation
Norms are based upon results of 558 junior and senior men in

* Statistically significant difference from COP sample using t-test -
and ,05 level of confidence.

**Statisti.cally significant difference from COP sample using t-test
and ,01 level of conridence.



Table 23, Activities Index Scale Standard Score Means for Women!

cop Raymond
Scale _ N=60 N276
5. Aggression-Blame Avoidance 1.92 4, 09%%*
12, Emotionality-Placidity 1.28 3. 70%*
23, Play-Work 1.28 - o 28%*
28, Sexuality-Prudishness 1.07 -2.40%%
15, Fantasied Achievement .89 1.85%%
29. Supplication-Autonomy .87 ~1,41%%
20, Nurturance-Rejection .62 - ,20%
25, Reflectiveness .52 2,78%%
6. Change-Sameness .35 4, 77%%
11, Ego Achievement .28 .88
10. Dominance-Tolerance .26 -1, 04%%
22, Order-Disorder Py v =4, 76%%
19. Narcissism A -2,42%%
27, Sensuality-Puritanism 19 4, 54%%
16, Harm Avoidance-Risktaking o g =3.4]1%%*
7, Conjunctivity-Disjunctivity .14 =3.91%*
14, Exbibitionism-Inferiority Avoidance - .02 - .54
2, Achievement - .03 s 229
26, Science - .06 2,22%%
18, Impulsiveness-Deliberation - .26 2.65%%*
9. Deference-Restiveness - .62 -4, 28%%
3. Adaptability-Defensiveness - .66 1,19%%
4, Affiliation-Rejection - .67 -3.,90%%*
17, Humanities, Social Science - .70 2,15%%
8. Counteraction-Inferiority Avoidance - .83 .07%
24, Practicalness-Impracticalness - .83 -3, 14%%
13, Energy-Passivity - 97 - .31
l. Abasement-Assurance -1.17 -1.51
30, Understanding -1.30 1, 64%%
21, Objectivity-Projectivity -2.45 -1.55%

l‘l‘his standard score scale has a mean of 0 and a standard deviation

of 2,

in 21 colleges.

Norms are based upon results of 518 junior and senior women

* Statistically significant difference from COP sample at .05 level
of confidence.

**Statistically significant difference from COP sample at ,01 level
of confidence.
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the men score low on Humanities-Social Science, average on Understanding
(involving more abstract and impersonal intellection) and moderate on
Humanities-Social Science, Science, and Reflectiveness.

It appears that the men are further along in their task of developing
autonomy and independence from the control of others than are the women.
The relatively low scores on the factors of Dependency Needs and the sub-
factors of Constraint, Diffidence, Orderliness, and Timidity suggest that
the men are well on their way toward forging their own personal style of
life.

Finally, both men and women are fairly passive, finding it hard to
become intensely excited about anything and to pursue their interests with
great intensity, perhaps because the peer culture enforces a dictum to
"play it cool, " perhaps because it is their own low pressure style of life.

How do these personal inclinations of the sample relate to the press of
COP? There is general consistency between the low environmental press of
intellectuality and the moderate to low intellectual needs. The emphasis on
emotional experience and expression channeled through collegiate playful
activities is aiso consistent with the CCI data. The fact that the emotional
development and intellectual interests of each sex is relatively consistent
with the demands of the sex roles in the society further suggests that the
‘students are personally changed very little by their education, that they
are not personally challenged by their new knowledge to become different
kinds of individuals from what is socially sanctioned. In esscnce, these data

tend to confirm that COP is more effective in the conservative arts than the

liberatin arts; the only unusual personal struggle engaging the students on

the sample appears to be that of the men for their indupendence, a socially

structured crisis of long standing in the American tradition.
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However, there is one major discontinuity between these data and the CCI
data. Whereas the school is seen to emphasize order, structure, authority, and
discipline, the students, and especially the men, emphasize a high level of
emotional needs. They dislike inhibiting and controlling their emotions; they
dislike having their lives structured for them; they dislike the authority of
teachers and administrators above them. The high scores on Aggression
indicates that they enjoy sniping at the so-called superiors who have the
audacity to impose their wills on the students. But because the students
are also attentive to social impression, and because they want to be liked and
do not enjoy being independent and assertive, there is‘ little likelihood that they
will be able to express this irritation to those in power. 'fhey dislike being
subservient, but they dislike confrontation with authorities even more.
Apparently the peer group is the safety valve which drains off this suppressed
hostility and which allows students to gain a sense of dignity and approval.

In addition to this general analysis of the COP data, two analyses were
conducted to determine whether there were significant personality differences
between students in different classes or with different levels of achievement.
Because of the small number of individuals, the freshmen and sophomores
were grouped together as were the juniors and seniors, and the analysis
was made between these two combined groups. These data appear in Table 24.

If one wants to sece what happens to students as a function of their coP
experience, the limitations on these data are severe. They are obtained from
a non-random sample; the underclassmen may not be like the upperclassmen
when they entered; and the upperclassmen may score differently either
because of personality change or selective retention. With these limitations
in mind, it can be scen that the data are quite different for the two sexes.

The upperclass men are less dependent on others for support, less submissive,
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Table 24. Activities Index Factor Standard Score Means for COP
Students in Different Classes

MEN s WOMEN
Freshman- Junior- Freshman- Junior-
i Sophomore Senior Sophomore Senior
- : N=16 N=19 N=29 N=31
I. Intellectual Orientation - ,65 - .02 - .28 .01
1. Self-Assertion 2.11 - o 25%k .28 .83
2, Audacity-Timidity 1.98 2.54 1.58 . 00%*
3. Intellectual
InterestsX -2,09 « S0%* - .34 - .56
4, Motivation¥ -2.22 - .96 -2.02 - JO7%%
5. Applied InterestsX - .58 -1.67 - .41 .27
11, Dependency Needs -2.00 -3.55% -1.36 o 45%*
5. Applied Interests - .58 -1.67 - .41 .27
-11. Constraint-
Expressiveness -8.20 -3.76%% X7 -1,48%%
-12, Diffidence-Egoism -2.76 -2.11 - .50 -2,42%%
6, Orderliness¥® =156 -1.72 -1.17 1.08%*
7. SubmissivenessX o7 - .86% -1.04 L 37%%
-2. Timidity-Audacity -1.98 -2,54 »¥:58 . 00%%
8. Closencss 1.88 - 66%* - .59 1,98%%*
111, Emotional Expression 9.27 1,77%% - .48 2, 58%*
8. Closeness 1.88 - ,66** - .99 1.98%%
9, Sensuousness - 4,70 1.74%% i3 1.42%%
10, Friendliness 2.5% -1,48%* S i b 1.39%%
11. Expressiveness- :
Constraint 8.20 3.76%* - .17 1.48%%
12, Egoism-Diffidence 2.76 2,11 R e 2.42%%
1. Seli-Assertion 2. 13 - o25%% .28 .83
IV. Educabilityl -1.66 -1.58 -1.60 . 33%%

lThe fourth second-order factor of Educability combines the first-
order factors marked with "x".

* Sionificant difference from Freshman-Sophomore group using t-test
and .05 level of confidence.

*%§icnificant Difference from Freshman-Sophomore group using t-test
and .01 level of confidence.
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less interested in close, friendly, social rélations. and less group oriented;
they are more intellectual and individualistic than the underclassmen. The
women upperclassmen are the reverse; they are more dependent, diffident,
orderly, submissive, and more motivated by close, friendly relationships.
Perhaps the women respond to the environmental pressures toward
structure, order, and sociability by becoming more docile and feminine

in the conventional sense. The men, on the otke r hand, may use that
structure and order as an object from which to push off; they may develop
more independence as a reaction against the environmental press. For this
sample of students, the data suggest that COP may provide more of a
liberating experience for the men than for the women. Why this reversal
should be found is not at all clear.

Those who ranked themselves in the top 10% and the lower 50% of their
classes were also compared. The results of this analysis are found in
Table 25. .

Although a very small number of cases were studied, these purposely
select groups may nonetheless give some insight into the motivations of
the strongest and the weakest students. A.gain there is a curious sex
difference. The women high academics are more educable, having higher
intellectual interests and motivation than the lows, but also they are more
passive, obedient, submissive, and diffident. Apparently they excel by
virtue of their dutiful, almost compulsive desire to do exactly what the
teacher wants. The high male academics, on the other hand, are more
assertii'c. audacious, and emotionally expressive than the lows; unlike the
women, they scem to have diverted their energies into classroom combat
than into classroom acquicscence. And unlike the low academics, they seem

to have channeled their struggle for independence into intellectual and academic
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Table 25. Activities Index Factor Standard Score Means for COP High
and Low Academics

MEN WOMEN
High Low X High Low
Acadgmic Academic Academic Academic
N=6 N=7 N=9 N=14
I. Intellectual Orientation 2,31 . 10% .88 -1,15%
1. Self-Assertion 3.99 3.01 -1.99 -1.45
2, Audacity-Timidity 5.80 2,07%% T, . - .18
3. Intellectual
InterestsX® 1.68 .24 <97 -1,47%%
4, Motivationx 6.18 2,98%* 3.06 =2.11%*
5. Applied Interests® .48 -1.24 1.08 2.70
II, Dependency Needs -4.93 4,13 2.47 1.41
5. Applied Interests .48 -1.24 1.08 2,70
-11, Constraint-
Expressiveness -11.77 -3,75%% 2,07 - JS51%*
-12, Diffidence-Egoism -2.13 -4,22 2.33 -1.41%*%
6., OrderlinessX -1.58 - a0 2.85 .88%
7. Submissiveness¥ - .32 -1.51 4,56 1.19%*%
-2. Timidity-Audacity -5.80 -2,07%% .33 .18
8. Closeness .09 -1.81 57 1.94
ITI, Emotional Expression 6.36 4,50 -3.52 1,94%%
8. Closeness .09 -1.81 Fo ¥ 4 1.94
9. Sensuousness y e 3 | 4,07* -2,72 2,27%%
10, Friendliness -1.83 1.17% -5.21 2,48%%
11. Expressiveness-
Constraint 11 <27 3.75%% -2,07 . S1%*
12, Egoism-Diffidence 45 4,22 -2.53 1.41%%*
1. Seli-Assertion 3.99 3.01 «1.99 _. -1.45
IV. Educability! - 1.59 BT | SRR O - LO7%%

1The fourth second-order factor of Educability combines the first-
order factors marked with "x".

* Significant difference from High Academics using t-test and .0l
level of confidence.

**Significant difference from High Academics using t-test and ,05
level of confidence.
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matters rather than into campus social life.

If these personality differences between sub-groups of students within
the COP sample are at all representative of the student body, they suggest that
different types of students respond to the very same environmental press in
radically different ways. To explore these individual diffc;rences via a better
sample could lead to fascinating future study.

5. Gaff Questionnaire

The final questionnaire used in this study was an omnibus instrument
devised by the author. Since it has been administered only to the groups at
the University of the Pacific, no normative data are available; comparisons
can only be made between these samples. Because of the COP sampling
problem, most of these findings cannot be interpreted as necessarily
reflecting true similarities or differences between the schools; but because
of their advantage over any other available data, they will be reported. A
previous multi-college study involving COP and Raymond was conducted in
1963 by Parker Palmer and the findings interpreted by the author (Gaff, 1965);
since some of the questions on the GQ were purposely borrowed from Palmer's
questionnaire, it is possible to use that independent data to supplement the
results of this limited COP sample and thereby to draw conclusions about the
whole of the student body. When appropriate, Palmer's study will be used
for this purpose. The various findings from the GQ will be presented in
sections referring to campus activities, personal characteristics, and
educational philosophies and practices.

a. C:ﬁn;-ms Activities

The Raymond and COP samples did not differ in the amount of time spent
studying material unrclated to class requirements; most of each group reported

spending 1-3 hours weekly in this fashion. .\Iqst of each sample read 1-3
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newspapers, magazines, or periodicals regularly; there was no difference
here. But there was a significant difference in the amount of time spent
studying for class-related purposes.

From Table 26 it can be seen that Raymond students report spending
considerably more time in academic study; their median is 31-35 hours
versus a median of 20-21 how's for the COP sample. Since this finding
is appraximately the same for both groups as reported in the Palmer study,
it is likely that this result represents a true difference between the two
schopls. The difference probably reflects the higher academic demands on
tl;e. Raymond students as well as their greater intellectual motivation.

Surprisingly, students in the two groups do not differ in a statistically
significant way in their reported participation in "organized extracurricular
activities;" about 80% of each group were active in some organization. More
cop students did say that they held elective offices; nearly a third of them
held two or more such positions.

In the matter of dating there was a significant difference. More Raymond
students reported having up to five dates per month, but more COP students
had over six per‘ month. There was no difference in the frequency of informal
dating (coke dates, studying together, conversing, etc.) nor in the degree of
satisfaction with the frequency of dating. Although nearly a yuarter of each
group were dissatisfied with the number of their dates (probably wanen), most
were satisfied.

It appears from thesc data that despite the strong social thrust of COP, a
fair proportion of the students from this sample are excluded from the social
whirl. And despite the intellectual preferences of the Raymond students and
their disdain for organized social life, it appears that approximately as many

Participate in those activities as do those from COP. However, judging from
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the fewer offices held and the fewer number of students dating often, the
Raymond students do not seem to spend as much time in these activities
nor get so deeply involved as do those sampled from COP.

b. Personal Characteristics

Raymond students have more liberal attitudes concerning e'conomic,
political, social, religious, and sexual matters than do the COP students.
In the economic realm they are less opposed to government planning and
spending, less concerned about reducing the federal debt, and more in
favor of providing economic aid to poorer nations. Politically Raymond
students are less concerned about an internal threat from a communist
conspiracy, more willing to allow communists to teach in col;ege, more
supportive of freedom of speech even when criticism is directed against
the government, and more likely to prefer the Democratic party.

In social philosophy more of the Raymond group believe major social
institutions of the nation should be altered, and fewer agreed with these
statements: "Above all, children should be taught to respect and obey their
parents, ""The War on Poverty will fail because poor people don't want to
belp themselves," 'The courts should crack down on criminals by giving

them harsher sentences," and "The most rewarding thing a woman can do

-~

is to be a totally dedicated wife and mother. " _

In the area of religion fewer Raymond students think it is wrong to
question one's religious beliefs, and fewer think the United States needs a
national religious awakening. They are more tolerant of premarital sexual
relations b}.-t;s'ccn loving partners, and they believe society should be less

punitive toward homosexuals and prostitutes.

All of these above differences are not only statistically significant but also

similar to the findings of Palmer; thus, it is safe to conclude that Raymond
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students have more liberal attitudes in these several areas than do the COP
students. Taken as a whole these data suggest that the Raymond students are
less authoritaridan than their COP colleagues, at least as that term is defined
by the original studies of the authoritarian personality (Adorno, et.al., 1950).
Sanford (1956,1962a) has provided a theoretical analysis. which states that
during the college years students tend to become less authoritarian, and

he has both gathered and cited evidence to support his theory. If one accepts
his notion that authoritarianism is an adolescent stage of development which
can and should be overcome during the college years, and if one accepts the
previous evidence concerning the ways these types of attitudes are integrated
into the rest of the personality, it would appear that the Raymond students
have achieved a higher level of personal development than the COP students.
Of course, it is impossible to know whether the program of either school is
responsible for this condition or whether the differences exist in the students
each admits. '

An inspection of the attitudes of the entering freshmen shows that they
generally are between the extremes of the Raymond and COP samples,
suggesting that some of the differences may be due to initial differences.
However, Raymond is precisely the kind of environment which has been
shown in previous studies (Jacob, 1967, Newcomb,1966) to be effective in
changing attitudes; that is it is small, homogencous, and relativel)" isolated
from opposing norms. Thus, one could argue the differential attraction or
the personality change interpretations with equal cogency. Although the
question cannot be definitively answered, probably both interpretations
are partially correct.

An attempt was made to assess the major sources of distress to the

students. There were very few statistically significant differences between
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the Raymond and COP samples on these items. Surprisingly few students

reported "fearing the outbreak of a thermonuclear war," or "believing in® your

~

own infinitesimal significance yet believing in nothing beyond ma," and the
men were only moderately concerned about "being drafted." Either these
supposedly major concerns of the "post-modern"generai;n are not felt

on the UOP campus, or these items did not tap them. Students were likewise
unconcerned about the "typical” problems of youth, i.e., "being unappealing
to the oppositie sex, " "having no prospects for marriage," "having too little
money, "or "having quarrels and misunderstandings with your parents. "Oathe
other hand, most were quite concerned with what might be called self-
actualization. Specifically they were worried about "not learning as much as
you should and could, " " not taking full advantage of the oppox"tunities at
college for personal growth, " "not fulfilling yourself, " and "being uncertain
as to your identity and purpose in life." There were no significant differences
between the Raymond and the COP samples on any of these items. Apparently
all of these young adults are more interested in taking advantage of the

increasing opportunities of the 20th century than with the frightening

possibilities of the new epoch; and they seem less concerned about the age

old problems of youth, i.e., relations with the opposite sex and parental

conflict than about realizing their innate potentialities.

Only four items were answered in a statistically different way by the two

z . nn .
groups. More Raymond students were worried about "being lonely,” "having

few really meaningful friendships, " "finding it impossible to totally communi-

5 '
cate with another person, "and "having too much cowse work that you can't

develop decper personal relationships. " These four items suggest either that

Raymond students may be striving for deeper relations which are by definition

hard to achieve, or that the academic and psychic tensions may be taking a
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Table 27. Degree of Expected Satisfaction from Various Sources for
Raymond and COP Samples
Degree of Raymond
Expected Satisfaction COP
High Low Statis.
Source of Satisfaction 3 4 S Diff,
1. "Carecer or Occupation" $ :
Raymond QULaaZe S "~ "2 """ 2 N.S
cop REA -85 1 b 7
Raymond Entering Freshmen - v s R S
2, "Family Relationships"
Raymond SIR2Db:. 22 - 6 -5 05
cop Rt RiSweedh, G b4 i
Raymond Entering Freshmen v S T P .
3. "Religious Practices and Activities"
Raymond e dG. .15 51 01
CoP 5 20 .22 20 20 L
Raymond Entering Freshmen 23o8 .. 25 9 23
4, "Citizen Participation in Local
Community Activities"
Raymond wisr2 937 30 15 05
CoP 9 52272188719 - 6 -
Raymond Entering Freshmen FOSRI0" 3425 9
5. "Citizen Participation in Activities
Leading to National and Inter-
National Betterment"
Raymond Ba.20 29 28 .14 N.S
cop D16 33 31 13 s &
Raymond Entering Freshmen B 280 20 .27 -11
6. "Reading and Continued Intellectual
Development"
Raymond @S 56 ] 2 05
cop 941:39-+:15+120 -1 ®
Raymond Entering Freshmen i - R el
7. "Fosterine and Furthering Meaning-
ful Friendships" Vo '
Raymond L i e A S | N.S
cop L R N TR i
Raymond Entering Freshmen 6530 718" 5> 2
8. "Attendingz or Participating in
Literary, Dramatic, Musical, or
Artis:%c Activities" o e 1t é
Raymond 31
cor 20 29 32 11 8 -05
Raymond Entering Freshmen 39 30 23 7 2
9. "Creative Activity in the Intellec-
tual or Cultural Realms" '
Raywond or fam ) S N 5
cop gy 22 28 21 9 .01
Raymond Enteringz Freshmen gaEdeils 11 2

s 5, g




to be helpful to others or useful to society, avoiding a high pressure job,
living and working in the world of ideas, freedom from supervision, expected
moderate but steady progress rather than a chance of extreme success or

failure, opportunities to work with people rather than things, and opportunities

to advance an ideal or cause.' It :appcars that most respo;lded to the social
desirability of these items and failed to differentiate among them.

Palmer used the same alternatives but asked the students to choose only
the three most important characteristics. Using that approach, he found that
Raymond students were not only less concerned with income but also more
interested in living and working in the world of ideas and were more desirous
of opportunities to be original and creative. Though the differences between
these two studies may theoretically reflect a sampling bias or a change in
the occupational desires since 1963, a more likely explanation is that the
method used here masked the relative importance of these job dimensions.
Certainly the intellectual and creative pulls are more consonant with Raymond
than with COP students, judging from all the other information contained in this
study.

Raymond and COP students prefer quite different types of careers. Forty
three percent of the Raym;md students prefer an academic career involving
teaching or research; 26% expect a professional career as a lawyer, doctor,
etc.; and 15% desire to work in the creative arts. Among the COP sample
29% wanted an academic career, 27% a professional career, and 20% expect
to be a full-time wife and mother. Only four percent of the Raymond sample,
which is composed of a slightly larger proportion of men, chose the latter
alternative. It appears that for a substantial portion of the Raymond students
intellectual and academice involvement constitutes in effect on-the-job training,

for a {uture vocation. Whether they are attracted to teaching and research
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because of their experience in this intellectual environment, or whether
this is an intellectual environment partly because they are interested in an
academic career cannot be answered.

The samples differ in terms of the highest degree they expect to earn.
A total of 93% of the Raymond stxidents report that they eicpect to obtain an
advanced degree; but curiously 84% say they expect only aMasters degree.
Only six percent expect to earn a doctorate or its equivalent. Among the COP
sample 60% expect to acquire an advanced degree; 39% expect a Masters and
19% a doctorate.

With Raymond having such an academic environment stressing high

aspirations and with such a large proportion pointing toward an academic

career, the finding that only six percent plan to obtain a doctorate is surprising.
Perhaps these students, many of them thinking of themselves as present-
oriented existentialists cherishing their own freedom, do not plan more than
one academic step ahead; perhaps they imagine the jump from college to a

doctorate program will be as difficult to bridge as was the step from high

school to college; if so, they may feel discouraged or unqualified for a much [
more rigorous or strenuous program than they encountered at Raymond.
Whatever the reason, this finding is unexpected in light of other evidence !
presented here. It is even contrary to the announced intentions and eventual
actions of considerably more than six pe rcent of the graduating seniors in
each of the first threc classes; perhaps a quarter to a half of the graduates
have actually entered doctoral programs.

Cs Edl.ica.tional Philosophies and Practices

Burton Clark and Martin Trow (1966; Clark, 1962; Trow, 1962) have
described four types of student subcultures which can be found on most

college campuses. The author translated their theoretical descriptions |
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of these four subcultures into statements of educational philosophies. Each
student was asked to rank order these four positions in terms of how
accurately they describe his own view of the purposes of a college education,
and then to do the same for his closest friends. The four statements al'ong
with the label of the subculture f;'om which each was taken are found below.
Of course, the identifying label was not found on the student questionnaire.

Vocational. I am interested in education primarily because it will
prepare me for a future octupation. I am not particularly interested
in the social or purely intellectual phases of campus life, although I
don't totally ignore them. I try to obtain generally satisfactory grades,
but I study hardest and best when I can see that my efforts will have
some direct and practical application to my future job.

Academic. I am in college basically to learn, to acquire knowledge, and
to understand the world. I am seriously concerned with the academic side
of school; for example, I want to get good grades, do more than the minimal
requirements for several of my courses and learn to think. But while my
primary interest is to cultivate my intellect, I am also interested in the
social and extra-curricular activities which are indeed a meaningful part of
my college life. Extracurricular activities help me to develop social skills
which will make my intellectual achievements both more valuable to others
and more meaningful to me.

Collegiate. What I want most from my education is to become a well-
rounded individual. While I don't entirely ignore the academic requirements
or intellectual opportunities found on campus, I am really most interested in
and satisfied by social activities such as dating, parties, dances, athletics,
rewarding friendships, living group events, and other extracurricular
activities. I hope not anly to learn about the world but to acqure social skills
so that I can get along with all kinds of people.

Non-Conformist. I want to learn about life in general, but especially about
those things which are directly relevant to my life and myself. I am interested
in the world of ideas, study enthusiastically, but often pursue my own
intellectual interests to the relative neglect of my more formal course
requirements. I eagerly seek new and varied experiences and especially try
to cultivate my aesthetic sensitivities. Most organized social lifc on campus
is irrclevant or disagreeable to me, as is much of life in the wider society,
because it does not satisfy my need for meaning or purpose in life.

Since the results were almost identical for the self-reports and the reported
views of their closest friends, only the data for the students' own philosophies
will ke presented. Those results are found in Table 28.

Almost all the Raymond students prefer either the A cademic or the
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Table 28. Rank Order Preferences for Alternative Philosophies of
Education Among Raymond and COP Samples

Vocational Academic Collegiate Non-Conformist

Raymond
First Choice 7 46 4 42
Second Choice 16 41 17 27
Third Choice 42 7 34 16
Fourth Choice 36 6 AR 15
cop
First Choice 13 43 23 14
Second Choice 35 31 24 10
Third Choice 33 18 829 20
Fourth Choice 16 7 24 55
Statistical Difference D=,27 D=.13 D=.25 D=,44

Between Raymond and
mP .01 N.So 001 ___.‘0-01
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Non-Conformist statements, with the other two relegated to last place.

More of the COP sample say the Academic philosophy is their first choice,
the Vocational and Collegiate positions are moderately attractive, and the
Non-Conformity is definitely in last place. Raymond and COP students do not
differ in their liking of the Académic statement, but the Raymond group is
less enthusiastic about the Vocational and Collegiate philosophies, and is
much more attracted to the Non-Conformity view.

These data reinforce the earlier conclusions about the personalized
intellectual approach adopted by the Raymond students and their relative
disinterest in vocational training or typically collegiate amusements. They
do provide a new insight into the COP students, however. The very fact that
COP students, in this sample at least, regard the Academic position as their
first choice suggests that they have a prim;ry desire to obtain a good intellectual
education. This desire stands in stark contrast to the environmental press of a
low intellectual climate, and it suggests a reservoir of student interest in the
classroom activities even though the pull of the anti-intellectual peer group is
strong. However, these very same students have apparently not learned that a
strong academic orientation necessarily implies exposing and confronting
intellectual differences between individuals, even if they be close friends or
threatening authorities, engaging in occasional intellectual combat, suffering
disquieting personal and social disruptions, and pursuing an ambiguous quest.
Without 2 commitment to these consequences, the acceptance of an academic
phiIOSOphy is merely the first step toward academic excellence.

A séries of 10 questions were asked to determine the extent to which
students would openly express their ideas in classroom situations, especially
when their own ideas conflict with those expre.SSed by either other students or

by the teacher. The responses to those items are summarized in Table 29.
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Table 29, Answers Given by Raymond and COP Samples to Items
Measuring Openness to Classroom Communication

In a Typical Class Would You:

Raymond
Yes

No

CoP

Yes No

Signif.
Diffg

1. "Respond to a direct question
put to you by the teacher by
giving factual or interpretive
information contained in the
text or other required reading?"

2. "Respond to a direct question
put to you by the teacher by
giving your own interpretation
or evaluation of the issue
under consideration?"

3. "Volunteer for class consider-
ation factual or interpretive
information contained in the
required reading?"

4, "Volunteer for class consider-
ation your own interpretation
or evaluation of the issue
under consideration?"

5. "Ask probing questions of a
fellow student who is not a
friend and who has stated a
position with which you dis-
agree?"

6. "Explicitly criticize the views
of a fellow student who is not
a friend and who has stated a
position with which you dis-
agree?"

7. "Ask probing questions of a
fellow student who is a friend
and who has stated a position
with which you disagree?"

8. "Explicitly criticize the views
of a student who is a friend and
who has stated a position with
which you disagree?"

9. "Ask probing questions of a
teacher who has stated a posi-
tion with which you disagree?"

10."Explicitly criticize the views
of a teacher who has stated a
position with which you dis-
agree?"

74

87

68

83

87

58

88

66

94

55
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25

12

30

15

12

40

11

34

45

.

83

76

47

62

56

33

65

38

64

21

16

23

53

36

43

65

32

61

35

77

N.S.

N.S.

.05

.01

.01

.05

.01

.01

.01



It can be seen that while there are no differences in the extent to which
students say they would respond to a direct question by the teacher, a larger
percentage of Raymond students report they would volunteer information, ask
probing questions of both students and teachers with whom they disagree, and
explicitly criticize views of students and teachers with whom they disagree.
Clearly the Raymond students say they would act in a way more conducive to
the educational enhancement of both themselves and others; they appear to be
more willing to engage overtly in dialogue and to search for the truth with
the other participants in the educational enterprise.

There are severai reasons why this should be so. First, the structure of
Raymond facilitates more classroom discussion; the small class size, the
predominately seminar teaching method, the absence of a threat of grades,
and the fact that a teacher is less of a stifling authority figure because of his
frequent exposure in many different capacities all combine to encourage
student communication.

But there are a number of personality differences as well which might
contribute to this finding. The aggressive and personalized approach taken
toward intellectual matters and the relative unimportance of affiliation xf:akes
Raymond students more likely to pursue an argument to its conclusion. Also
the peer group norms at Raymond are more in line with the values of t;u;
classroom than is the case at COP. 'fhus, the academic structure, the
personality dispositions of the students and the peer group standards support
open dialogue at Raymond, while the classroom structure, student personalities,
and the peer group standards militate against openness of communication at COP.
Even so, between a thix;d and a half of the Raymond students confess the y would
noF explicitly criticize the views of a student or a teacher if they disagreed;

certainly not all of them are equally open to classroom debate or discussion.
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Students were provided with a total of 40 different statements about
teacher characteristics, and they were asked to rate how accurately cach
statement described " most teachers in the three divisions of the curriculum. "
Although the items have not been factor analyzed nor independently validated,
and although when grouped into scal;:s they have only face 'validity, it still
might be revealing to examine these results.

In general, most students at each college held quite charitable views of
most of the teachers in all three divisions. But there were some specific
differences. Perhaps the most striking difference is that thé social science
and humanities teachers at Raymond were perceived to possess relatively
more knowledge of their own disciplines, to conwey more enthusiasm for
their subjects, to discuss to a greater extent the value relevance of their
knowledge for the student and for the society, to be more sociable, and to be
less authoritarian in relation to students, These differences may be explained
in the obvious way by simply assuming they accurately portray the individuals
in these two groups. However accurate this interpretation may be, it is also
likely that the Raymond structure of the small school, small classes, seminar
instruction, and the living and learning environment may allow teachers to
better communicate these qualities to students. The implications of this
structural interpretation are that most Ra;ymond social science and humanities
teachers if placed in the COP structure might bé perceived more like the COP
faculty; conversely, most COP faculty placed in a Raymond structure might be
perceived in a better light by students.

It is curious that the natural science faculty at Raymond are perceived to be
significantly different from their colleagues at COP on many fewer items than
is the case for teachers in the other divisions. Compared with their COP

counterparts the Raymond natural science faculty are seen as more willing to
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discuss value ramifications of their knowledge for the society and as somewhat
less authoritarian in their relationship with students. Their being judged as
relatively more like those in COP may be due to the nature of the subject
matter. Natural science, unlike the other divisions, has been blessed with

a cumulative body of knowledge. If bbtaining an education in one of these
disciplines requires the mastering of much of that knowledge, then teachers

"in an innovative and personalized college may not be perceived much

differently than teachers in amore conventional one. In support of this knowledge-
centered approach of the natural sciences, more students in each college seem to
believe natural science teachers have somewhat more knowledge of their
specialties than do teachers in other divisions. Whatever the reason, it appears
that the natural science teachers are perceived to be somewhat out of the
mainstream of Raymond, and more like their counterparts at COP than is

true for teachers in the other divisions.

Finally, it is curious that there are no differences in the rating of Raymond
and COP professors in any division according to their appreciation for inter-
disciplinary knowledge. Despite Raymond's commitment to general education
and interdisciplinary study, it is interesting that its faculty are not perceived
to be significantly different from the specialists in a conventional program.
Perhaps the disciplinary rhetoric and the attempts to implement those ideals
have not filtered down into the classroom; perhaps the interdisciplinary
education found at Raymond comes primarily from taking courses in different
disciplines rather than from multi-disciplinary study within most courses; or
perhaps there is so much interdisciplinary work that the students are not exposed
to narrow disciplinarians so that they have a basis of comparison.

A list of six different goals of a college education were presented to students,

and they were asked to say how important each goal is to them and the extent
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to which they beliceve they have achieved each goal. The results are found
in Table 30.

Raymond and COP students in these samples do not profess significantly
different purposes, with the single exception that more COP students are
concerned with a vocational application of their knowledge. And there arc only
two reported differences in the reported attainment of these six goals; more
COP students predictably believe they are acquiring vocationally relevant
knowledge, and more Raymond students understandably believe they are
obtaining a broad general education.

These findings suggest that the Raymond and COP students are more
similar in general purposes than much of the earlier data would have suggested.
They also suggest that despite the great differences in philosophy, structure,
climate, and student personalities, most students at each school believe they

are attaining these goals to approximately the same extent. Apparently Raymond

and COP are functionally alternative approaches to the perceived attainment of

the very same goals. Of course, these data cannot reveal the extent to which

these purposes have been achieved in any objective fashion; but it is significant

that students think they have equally learned how to get along with others, to

develop esthetic appreciation, to acquire a personal identity, and to be an

effective citizen. I

6. Institutional Data

Two other kinds of information which are necessary to examine 1n a study

of the consequences of the Raymond program have been collected by the college.

They deal with information about retention and measures of achievement.

"
After making a review of the literature on the "drop-out problem, "John

Summerskill (1962, p.631) states,
; age, approximatel
In summary. American colleges lose, on the avcr[‘:\%ion. lSumc 407 o)t"

half their students in the four years after matricu
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innovations have attempted to create a more personalized and effective school.
One important dimension of this problem involves faculty decisions to dismiss
from school those students who perform poorly. Though the statistics for the
first class are not available, 17% of the second class and 16% of the third

class have been asked to leave the college because they have not achieved
minimal standards of academic achievement. Clearly many of these students
have relatively high SAT scores.

Another part of the answer may be that a large percentage of the Raymond
student body is composed of individuals whose personality profiles look very
much like those students identified in other studies as highly creative (Heist,
1966). And the evidence (Heist, 1966; Snyder, 1966) indicates that these kinds
of students who are highly independent, intellectual, and esthetically motivated
are poor risks to complete any college program.

But a larger part of the answer has already been provided by the evidence
of this study. The academic, social and personal pressures which bear on
Raymond students are intense. The pressures to read and think, to form
interpretations about a wide array of subjects, to apply that knowledge to one's
self, to feel d;:eply and experience life, to discover who one really is and who
he can become, to have high aspirations and to strive energetically to achieve
them, to express ideas when they will surely be exposed to sharp criticisms
if they do not measure up to the highest standards, to act authentically on
the basis of one's own commitments, to communicate intimately with other
bei"gs-; in a word, the pressures tb'bc fully human undoubtedly take their

silent toll which becomes visible in the retention rate. The very same

pressures which produce personal growth are probably the ones which are

most responsible for the low retention rate.

All Raymond seniors are required to take the Graduate Record Examlination
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, Area Tests, widely used tests designed to measure breadth of knowledge in
the three traditional divisions of the liberal arts curriculum, social science,

humanities, and natural science. The performance of the Raymond seniors

.

can be seen in Table 32.

It can be seen that compared with a normative distribution of seniors, the
mean Raymond Social Science scores were at the 84th, 88th, and 90th percentiles;
and the mean Humanities scores were at the 82nd, 92nd, and 90th percentiles;
while the average Natural Science results were at the 79th, 86th and 90th
percentiles.

To make an institutional comparison it is necessary to have a distribution
of means of colleges in which all seniors are required to take the tests. Such a
distribution from 243 schools is available, and on that distribution Raymond
ranks at the 99th percentile in both Social Sc{ence and Humanities all three
years and at the 97th, 98th, and 99th percentiles in the Natural Science section,.

In light of the exceptional showing of Raymond seniors on these achievement
tests, several cautionary comments are in order. First, the Area® Tests are
only one measure of achievement -- vast amounts and different types of learning
are not tapped by those examinations. And although the normative samples are
broad and the scales sophisticated, the normative data are not entirely
representative of all seniors or all colleges. Third, since these tests measure
breadth of knowledge, the performance of the Raymond seniors may reflect
only that they have taken a wider array of courses than most college students.

And yet, although these tests are only one measure, it is a respected and
widely usecd one; although the norms are not necessarily representative of
the entire nation, they are based on both large and broad samples. And if this
striking performance of the Raymond seniors is because of the core curriculum

then it appears to validate that aspect of the program, for a primary avowed
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Table 32, Graduate Record Examination Area Tests Means and Percen-
tile Rank for Raymond's First Three Graduating Classes

Mean Scale Percentile Ran¥ Percentile Ran

Score Among Seniors” Amongz Colleges

Social Science

First Class 596 84 99

Second Class 622 88 99

Third Class : 630 90 99
Humanities

First Class 596 82 99

Second Class 648 92 99

Third Class 632 90 7 9?
Natural Science

First Class 577 79 97

Second Class 610 86 98

Third Class 619 B & 99

1Based on norms of 3,035 seniors in 21 colleges in Table 6, the Area
Tests in Interpretine GRE Scores: Data for Basic Reference Groups,
Educational Testing Service: Princeton, new Jersey, 19606, |

2Based on distribution of institutional mean scores of entire senior

classes from 243 schools involving 31,344 students in 1962-63. Data

from Table 2, Area Tests: Seniors, Distribution of Institutional ‘
Means in Robert J, Huyser and Gerald V. Lannbolm, Graduate Record
Examinations Special Report 64-1, Educational Testing Service:

Princeton, sew Jersey, April, 1964,
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IV. RAYMOND INNOVATIONS IN RETROSPECT

The entirety of these data demonstrate the innovations launched by
Raymond College have been remarkably successful in terms of both its own
purposes and the classic ideals of a liberal education. The high scores on the
Intellectual Climate factor of the College Characteristics Index; the high
ranking on the Awareness and Scholarship scales of the College and University

| Environment Scales; the personalized and independent intellectual styles of
students and their relatively advanced stage of emotional development as
measured by the Activities Index; the liberal attitudes and, by inference, the
relatively low level of authoritarianism of the students; their preferences for
the Academic and Non-Conformist philosophies of education over the Vocational
and Collegiate; the exceptional performance of seniors on the Graduate Record
Examination Area Tests -- all of these and other findings coalesce to validate
the radically innovative philosophy and program adopted by Raymond.

In order to be perfectly clear about these results, they do not prove that
any of the institutional practices adopted at Raymond are necessarily better
than those found in more.conventional schools. This is so for several reasons.
First, Raymond is not altogether successful nor equally successful with all
students. Sccond, since all of the program forms an integrated whole, it is
impossible to know with exactitude which dimensions are most responsible
for the results obtained. Third, it is logically impossible to draw conclusions
about the effectiveness of these institutional practices from a single instance.
Any of these several practices which have worked well at Raymond may, in
a different context, prove to be ineffective; and if they had been infused with
different values or manned by different people, they may not have been

effective even at Raymond. Finally, it is quite possible that very different
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philosophies of education and the structures they dictate may reach similar
ends, and they may conceivably reach those ends more effectively or
efficiently.

What can be concluded is this: the combined innovations have been
generally effective in producing the kind of environmental conditions and the
kinds of students desired. Also, the evidence demonstrates that the traditiom 1
goals of a liberal education can be realized with very different academic
mechanisms than currently found in most colleges. And, despite the handicap
of not knowing exactly what the students were like when they entered the
program, they appear in general to be more broadly educated and more
emotionally mature that students in all but the choicest colleges in the United
States. Finally, these favorable results have been achieved in only five years
on the campus of a school never previously noted for its academic achievements;
this has been possible 6n1y because of the cluster college structure.

While these conclusions are valid, they fail to rell the whole story of the
Raymond experience. To be sure, the results have been generally favorable,

but the innovations have not been an unqualified success. A full report of the

consequences of the Raymond innovations must contain a discussion of these

features in the light of its five years of experience. This section contains some

views about the Raymond culture gathered by the method of participant-

observation; this anthropological method will provide impressions which will

supplement the data derived from the statistical survey.

One of the best ways to approach an anthropological assessment of the

Raymond program is via the spirit in which the school was established. That

spirit can best be labeled utopian. In a study of experimental colleges Goodwin

Watson (1964, p. 97) has noted,

utopian project. Its organizers

Any ncw cxperimental school is a kind of
-- they plan to introduce a ncw

seldom wish to advance a limited reform
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integrated whole. Each sets out to design the best combinations of
the many good features of schools known to the founders. The new

school is a dream come true.
So it was at Raymond College. Raymond was a vision of Martin, and it was
a vision which lured faculty and students with its cogent criticisms of the
status quo, with its contemporary and creative alternativ;as, and with its
promises of offering the best of all possible educational worlds.

In order to use the term "utopian' as an analytic tool to understand the
spirit of this new school, a typology will be created. This typology will
contain the major features of utopianism, .and although it will not accurately
describe any single group, it may be useful as an intellectual device for
understanding qualities of utopianism wherever it occurs. The concept
contains several distinct but interrelated _dimensions.
1) A utopia is based on widespread and deepl.y felt criticisms of the contemporary
scene; the current social disorders are thought to be so severe that they cannot
be overcome by piecemeal adjustments. Those evils necessitate an entirely new
and radically altered way of life.
2) The new design calls for the solution to the present evils by adopting their
logical opposites. Though the innovators have had no experience with their

proposed " society of opposition, " they assume that the antithesis will necessarily

s

be better than the present system.

3) The utopia is at its best a work of art. The various threads of the design are
woven tightly together, each strand blending with the rest and each reinforcing
the entire fabric. For this reason the new struwcture is resistant to change,

for change i.n any part may endanger the whole.

4) The utopia on paper is an abstract idea of the "perfect order." In its

ideal Platonic form the plan tends to assume perfect motivation of all

individuals. Naturally, the abstract idea may be expected to suffer some
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distortion as it is translated into reality.

5) The new creation, being in opposition to the established order. must not

risk contamination; it must be sharply set apart from the corruption arownd

it. All outsiders tend to be viewed with scorn or contempt occasionally

mixed with pity, and they are thought by the loyalists within the protective
confines of the isolated colony to be lacking their own purity of heart.

6) In direct proportion to its rejection of those without, the utopia succeeds
in uniting those within. The internal cohesiveness is gained in part from its
rejection of the out-group.

7) The high moral purposes of the new organization generate the motivation
needed to achieve them; the new faith welds its members together and directs
their common efforts toward the realization of their common goals. Vast
amounts of potential energy are released, and the utopians can achieve
results under their heightened motivation even they had not thought possible.
8) Since the purposes are widely shared, the participants tend to live in the

world of institutional ideals. These ideals condition their perceptions of the

in-group, of the out-group, and even of their individual selves. The abstract

image of outsiders as evil becomes SO overwhelming that little differentiation

is made between types and qualities of out-groups; the in-group members are
on morally good in a relatively undifferentiated fashion;

likewise by definiti

and the self is seen as a perfect embodiment of the communal ideals.

" ; ht
9) Because they live in an ideal world, utopians fail to notice facts which mig

owp become
tend to disconfirm their belicfs. When those deviations within the growp

evils are attributed to weaknesses of

so gross as to command attention, the
ystem. Because the unfaithful

individuals rather than to any deficiency of the s

: treated harshly and often
represent a threat to the entire community, they are

banished from the circle of the elect.
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, 10) In a utopia individuals are not inclined to question their purposes. Nor is
there any need to obtain knowledge about the consequences of those purposes
or of the structures which they dictate. Those purposes and practices are
self-justifying -- they are matters to be accepted on faith. To question those

bases of the moral order or to insist on obtaining empirical knowledge about
them constitutes heresy.

Because the original design cannot be implemented exactly as conceived,
because even the best plan fails to account for every contingency, because
there are unanticipated consequences ( some of them antithetical to the
original purposes ), and because they are hostile to empirical knowledge,
preferring rather to solve their problems simply by re-broclaiming their
principles, the history of utopian settlements has not been a habpy one.

Deferring for a moment the application of this analytic typology to
Raymond, it must be pointed out that utopian thinking abounds in the literature
on higher education. Statements like the one by the Berkeley FSM student
previously quoted on page 4, books by outspoken critics like Paul Goodman (1964),
articles by competent researchers like Joseph Katz and Nevitt Sanford (1965),
and even government publications by thoughtful men like Winslow Hatch (1?60)
all document a growing list of evils in the present educational machinery
and make numerous proposals, practically all untried by them, to overl_iaul
the existing equipment. These national utopians tend to assume that all will
be well in higher education if only their entirely reasonable proposals
calling for a new grading system, more student freedom, more independent
study, less emphasis on collegiate fun-type activities, a greater emphasis on
the interrelatedness of knowledge, smaller educational units, more teacher-
student contact, and the like would be implemented. Because American higher

education is so often cut out of the same mold, few have had any substantial
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experience with these new proposals; since they lack detailed knowledge
about their most reasonable alternative plans, even the most rational of
men may be made into utopians. Their proposals are often advanced with
grandiose hopes and sometimes with a fervor which reveals their idealism.
In the wake of this burgeoning national discussion concerning the state of
higher education, Martin was able to draw upon many of these largely
untried proposals, blend them together, and design a whole college in
which these abstract proposals could be given a full and fair trial.

While it is possible to agree with Watson that "any new experimental
school is a kind of utopian project," its position as a cluster college allowed
Raymond to become more utopian than most. Because it was a semi-autonomous
college located on the campus of an established and conventional school, the
Raymond pioneers not.only fought against the abstract problems of the
conventional system but could concretize those problems by pointing them
out at the rest of the university. Reference was earlier made to Erikson's
concept of an identity crisis, and although he meant that term to apply only
to individuals, it offers utility to describe this institutional phenomenon.
Raymond  as a fledgling school was concerned with creating an institutional
identity. One of the ways a positive identity can be created according to
Erikson is to first form a negative identity, that is, an image of what one would
not like to be under any circumstance. Thus, Raymond could establish its
own identity by creating an image of inadequate undergraduate education, by
assuming it abounds at colleges throughout the country, and by concretizing
that sym!?oljc evil in COP. After making COP a specific negative idcntity;.
Raymond could strengthen its positive institutional identity, advancc; its own
ideals, and mobilize its members simply by criticizing its ncighbor. Whatever

influence this phenomenon had on the relations between the two schools, and
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they will be explored later, Raymond's reformism within the structure of a
cluster college on a traditional campus did contribute to its utopianism.

A brief recounting of life during Raymond's formative years will illustrate
‘this utopian mentality. The purposes of the college were expounded repeatedly
by Martin in speeches which blended they style of Prote.stant evangelism with
the contents of sound educational philosophy. These ideals, echoed by many,
were a call to arms. The faculty responded by devoting great attention to
creative structuring of their courses and to filling them with relevant
content. Their frequent aﬁd enthusiastic contact with students in a variety of
academic and non-academic situations, their involvement in independent
study projects, and their frequent, lengthy, and often intense faculty meetings
in which they conscientiously endeavored to make Raymond a Great College
were visible indices of their commitment. Indeed, their involvement did not
cease at the edge of the campus; they often met socially as well, and more
often than not, their conversations centered on the new school.

Students too responded to the clarion call. The bromise of being a better
human being and somechow better educatéd than students in other colleges A
motivated them to accept the challenge of the core curriculum, to endure
daily classes with the added burden of seminar participation, to pursue the
heavy reading and writing assignments, and to tolerate the virtually
unbroken 10-month academic year. Almost unmercifully they structured,
factured and restructured their minds and their sefves in a never ending cycle
as they encountered new knowledge and new people and as they sear'ched for its
relevance for their personal lives.

The entire community was brought together weekly by the collective ritual
of the Wednesday all-college dinner and program. In addition, there were

perivdic formal gatherings of the entire community as in the annual faculty
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. research lecture and the yearly awards banquet. Informally there were frequent
town-meetings of most of the group to thrash out common problems and an
occasional off-campus retreat in which significant portions of both faculty and
students discussed matters of concern to the school.

During the time the utopian mentality pervaded, Rayrnc;nd faculty and
students tended to see themselves, in the words of Professor Wise, "as rebels
against an imagined monolithic status quo. " Most were not cognizant o the
historic innovations of Gilman at Johns Hopkins, Eliot a Harvard, Meikeljohn
at Wisconsin, or Hutchins at Chicago; the more recent efforts at Reed, Antioch,
or Sarah Lawrence; 6r the contemporary experiments at schools like Monteith,
the New Colleges at Hofstra or Sarasota, Nasson, and many others. This
relative isolation from the historical developments, from the contemporary
reform movements, and from the life on "the other side of the campus i

produced a collegio-centric view. Raymond and Raymond alone was engaged

in a pionecring struggle against might odds to overcome the inertia of
tradition, to rejuvenate the local campus, and to renéw the increasingly
important institution of higher education throughout the land.

This utopian spirit had definite utility; to a considerable extent it functioned
as a "self-fulfilling prophesy. "Other things being equal, Raymond's initial
success as evidenced in the statistical portion of this study was directly
proportional to the degree of its utopian mentality, i.e, to its commitment
to a positive identity and to its rejection of a negative idm tity.

Despite the fact that participants of a utopian colony prefer to live in
their faith world, the real world eventually presses upon them. Inevitably
they gain experience, both good and bad, expected and uncxpected, with the
consequences of their creation. Knowledge of the effects of their venture

destroys the previous myths, and it can turn the group into a true experimental
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society, in which conditions are varied and results are seen for what they are
rather than for what they must be according to the preconceived " party line. ¢

Currently Raymond is entering the post-utopian phase of its history. This study

is itself evidence that the utopian_mentality may be giving way to an experimental
mentality, and the knowledge contained herein promises to further that trend.
From the most unusual vantage point of having attempted in practice what most
contemporary writers can only envision in theory, from its post-utopian

position, Raymond may now make a more sober and realistic appraisal of the
strengths of the conventional system and the weaknesses of its oh innovations --
unpleasant truths for every would-be reformer.

What is the truth about the Raymond innovations in retrospect, after five
years of experience with them and after having obtained the evidence contained
in this study? In general, all of the innovations are viewed with more ambiguity
now than before; while they have been generally successful and are still very
much a part of "the Raymond way, "they pose some problems as well. No
exhaustive analysis of these problems will be made, but a few observations
of student and faculty reactions to the several innovations will indicate some
of the main difficulties encountered.

The three-term calendar has produced relatively long periods of
uninterrupted study, and in that respect it has improved on both the semester
and quarter system. The evidence contained in this report indicates that the
students have a broader scope of knowledge than most college graduates and
that they are more emotionally mature than most; hence, the three-year
aspect -ilppears to be validated. The fact that 93% of the students plan to earn
an advanced degree confirms the conviction that Raymond can specialize in
providing a broad general education as a base upon which specialized training

from other schools can and will be built.
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But there have been difficulties. The 7 to 10 day breaks between terms
are all too brief for students who have spent days and nights during the last
v}eeks of the previous term writing long term papers and who are expected
to start the new term with vigor on the first day. The students have found
that though they take only three courses, none of them can be slighted as
can a few "slough' courses when one takes five or six different subjects
at once. The three-year program is needed from the student point of view,
for with all the pressures created by the academic demands, social
constriction, and self-development far more would drop out if they were
required to spend four years at Raymond.

From the faculty side the problems are similar. The between-terms breaks
are spent in correcting papers, writing term letters, and making plans for the
next term's classes; little time is available for physical or mental recupera-
tion. The summer vacation does provide for both students and faculty an
adequate rest, a chance to do some thinking, reading, and traveling, but it
scarcely gives the teacher-scholars an opportunity to do substantial rescarch
or writing. The fact that most faculty teach only two courses each term does
give them adequate preparation time and probably makes their classes more
effective. The threc-yea;' feature is favored by the faculty largely because
a four-year program would automatically require them to provide spec~i;.11iza-
tion, which means more faculty diversity in each discipline, which suggests
departmentalism, and which would doubtless undermine the Raymond ideal,
if not the program itself. Certainly a school of 250 students cannot begin
to provide comprehensive specialized education in an economically feasable
way, and at the present time there is little confidence that more than a few
students can take a profitable specialization from the departments at COP.

Accordinzly, the three-course, three-term, three-year features are, despite
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. their combined intensity, accepted as structural foundations of the college.

Apart from an occasional student's prior difficulty with a particular

subject such as language, math, or science, and with the exception of an

occasional " personality conflict, " students have not objected to the 23-

course requirement of the core curriculum. The core has helped students
gain a broad intellectual education. The introductory courses generally
have been taught in sufficient depth to make each a significant introduction
into the thought-ways of some people in each discipline, and students

apparently have taken their lessons to heart and grown personally as a

function of this experience.

However, it is also true that just as the core has liberated the minds of
students from their earlier bias and ignorance, so has it made it difficult for
them to focus their efforts on a specific and limited concern. To be sure many
do find a focus of a discipline, problem, or theme, but many find themselves
going in every direction and thus in no direction at all. For all its faults, the
disciplinary major does provide a focus for the student.

A related matter is that since no students have had previous college level
work in any of the core courses, none can have any advantage by virtue of )
previous study over any other student. Thus, the confidence which comes to a
student who, having already taken upper divisional work in his " major, ""as he
competes in the same class with the''non-majors " is absent in Raymond's
core curriculum. Without the focus and the security it provides, and with the
expectation to engage in dialogue about several new and unfamiliar areas,
most students are placed in a precarious, even threatening position which
may increase their anxiety and perhaps even reduce the amownt of learning.

It is curious that neither faculty nor students have collectively talked

much about this independent study aspect of the program. Perhaps this relative
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silence indicates that all are satisficd; perhaps it means that independent
study is not as valuable, or perhaps just not as visible as the core.

Still some things are clear. Few faculty and students are committed to
"independent" study -- most prefer "cooperative" study. The typica Raymond
student often wants or nceds guidance, and usually he wants to share his
developing ideas with the teacher. The professors tend to feel, with some
justification, that if the student is not supervised periodically throughout the
term, he may neglect his work or waste time following unproductive paths of
investigation.

Also, students choose to study with a non-random group of teachers. For
example, in the spring of 1967.eight faculty members supervised 112 student
courses, 9 supervised 25, and four had no independent study load at all.
Third, independent study, because it was not originally thought to be
" cooperative" study, has never been made a part of the formal teaching load.
No teacher receives any compensation or "release time' because of his efforts
in independent study. For these reasons this innovation has proved to be more
burdensome than originally anticipated.

The seminar teaching method widely used throughout the curriculum has
encouraged nearly all students to participate actively in their education; it has
probably motivated them to study more than they might otherwise; and ifhas

helped them to personalize the knowledge gained.

But here too the results are ambiguous. It must be stated in all candor that
while practically every course save onc has been organized arownd the serhinar =
the most influential course probably has been that single lecture cm;rse.' It was
Introduction to the Modern World, an interdisciplinary, team-taught course
given in the first term to all new freshmen, which had three or four lectures

plus a discussion section weekly. The most striking features of the course
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were its immecdiate and concerted intellectual attack on conventional socio-
political and religious beliefs, and its oulining of the basic ground rules of
intellectual investigation in particular and of college life in general. Incidentally,
team-teaching may impede this impact; it has been found that a student may
"tune in" when the teacher with his own biases appears at;d "drop out” when

one with opposing ideas speaks.

In several ways the seminar is not a mmcé. In the first place most
teachers have not been trained to conduct a group discussion, and the seminar
is a very difficult device to manage. Indeed, a seminar probably can be ruined
in more ways than nearly any other technique. When the discussion is unfocused,
it may give no one an integrated sense of what has been discussed; when it is
too tightly focused, the students may feel like they are simpl.y giving the answers
desired by the instructor. When the leader is open to student reflection, it may
easily degenerate into a "bull session'} when he is closed, it may become simply
another setting for a lecture. Raymond undoubtedly has had its share of poor
seminars as well as some excellent ones.

Student reaction to the seminar is mixed. Some withdraw from discussions
because they fear exposure, because they are unprepared, because of personal-
ity conflicts, and for numerous other reasons. Other students come to think
that merely because they are encouraged to share their ideas, they should say
something about everything and that everything they say is important. While the
teacher at one end of the log and the student at the other may be an appropriate
model for some kinds of teaching by some teachers for some students at
some times, it is not necessarily the best for all at all times.

The elimination of letter grades has led to intrinsic study motivation; it has
noé destroyed the initiative of students so long reared on grades; it has almost

entirely eliminated cheating; and students have little difficulty being accepted
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into even the best graduate schools without a grade paint average.

But educational problems have not disappeared; they have simply changed
their form. In one sense a term letter is much more personal and relevant
to the student than a letter grade as he tries to assess his performance in a
course, but it is extremely vague in another sense. He m'ay learn that he
showed superb understanding of a particular book, needs to be less critical
of authors and more appreciative of their strengtlis, needs to take some
position more seriously, and so on, but he cannot grasp either his achievements
or his evaluation with definiteness. Letter grades, for all their faults, are
naively definite. A Raymond student can have neither the security of knowing
exactly where he stands, the confidence of being better than his classmates
in some of his courses as verified by an objective grade, or 5 precise sense
of his overall evaluation by teachers who may be of great personal importance
to him.

Most interesting, however, is that the elimination of grades has not done
away with competition, as the nationally known utopians loudly proclaim will

surely happen. There is still competition among students for the respect of

their colleagues and for the favorable reaction of teachers, respect which comes

from making insightful and relevant contributions to the class; they compete

not for an extrinsic grade, but for the very real intrinsic reward of being

judged more intelligent by authorities, by their peers, and by themselves.

'
Sigmund Freud long ago observed that the demands made by onc’s own
conscience are much more severe than those imposed by others. Thus, as the
y sct their own personal

Raymond students become intrinsically motivated, the

standarads at a high level and ruthlessly drive themselves to attain them. The
competition has been removed from a superficial level of a social game, but it

has been transformed into a more vicious int;aps}-chic struggle. When this
occurs, there is no way for them to rationalize failure by saying academic
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. grading is only a game; in the psychic realm evaluation of one's self is
not a game but the essence of life.

The faculty too have had their problems with the new evaluation scheme.
The term letters, because the): are so individualized, make it virtwlly
impossible to obtain an objective comparison bet ween students. When they
must select honors candidates or members for all-University hmorary
societies, or when considering students in academic difficulty, the faculty
finds itself embroiled in lengthy discussions about the relative merits of
students. Letter grades with all their defects are at least an objective
measure of some kinds of achievement, and as such, they permit the
bureaucratic handling of students so that faculty are freed to do more teaching

or research. In addition, the term letters require a considerable investment

of time to compose, even for groups as small as say 30 students; inevitably

this work must be done during the short and treasured "vacation' periods.

The residential college and all the devices to bring the faculty and
students together have produced the homogeneous, integrated, and personalized
environment desired.

Yet these very strengths have produced some of Raymond's most pressing

problems. The school is structured to maximize social contact, but it almost

totally fails to provide for privacy, the single most important problérh at the
student level. Because they have so little opportunity to closet themselves from
the omnipresent Other, to reflect upon and recoup from one encounter and to
prepare for the next, many of these young adults accuire social masks énd play
stereotyped roles to protect themselves from each other; several .find it
difficult to relax and to be themselves even with their closest friends. Facing
enforced public exposure, many students turn inward in search not only of self

but also of an inner freedom unspoiled by others; they become introspective
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(sometimes morbidly so) and spurn social activities. In these ways the attempts
to create a community have passed the poiht of diminishing returns and
actually have destroyed the very community they were designed to foster.
Undoubtedly the oppressive closeness of the social climate is one of the
major reasons for a retention rate not as high as anticipated.

In addition, students quickly spotted the marked contrast between sub-
stantial academic freedom and integrity -- often bureaucratic — and the
restrictions on their non-academic life. The requirements that all must
live in dormitories during all three years, that they may not have alcohol
in their rooms, that they may not entertain members of the opposite sex in
their rooms ( except at a few specified times and under special conditions ),
and that girls' dormitories must be locked at a designated hour are perceived
by students to be inconsistent with the academic practices. These strongly
independent students chafe under the school's conventional social restrictions.
In this situation, the social rules, unlike the academit; rules, are accepted
only by a minority, and there are few student norms supporting them. The
fact 'that Raymond students have more social freedom than their colleagues
at COP, i.e., minimal regulations on dress, later women's hours, and a

limited inter-dormitory visitation plan, matters little to them. The existence

of these regulations are perceived to be entirely inconsistent with the frecdom

found throwghout the rest of the school, 2 confession of a basic mistrust of

them, a restriction on their treasured freedom of movement, and a further

blockade of their attempts to gain privacy.

The faculty find the constant contact with students fulfilling but often

draining. When faculty are on campus, it is difficult for them to turn away

students in favor of their own personal work; their professional advancement

is made difficult. Deing so accessible, teachers frequently find themselves
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discussing with a student his deepest problems in a quasi-psychiatric

—_—

fashion; this is a role for which none are trained and some are not interested P
in, however effectively they may perform that function. Familiarity may at

times breed dontempt, and overexposure may actually limit the impact a

teacher may have on a student. And of course, this pcrs'onal involvement

produces additional psychic and physical fatigee which seems to culminate

near the end of each term and especially at the end of the long academic year.

Because the Raymond population has learned from the crucible of experience
into which their innovations were placed, they have tempered their original
enthusiasm. The first five years produced results generally desired, but it
also led to consequences which were neither intended nor expected; and some
of these have tended to subvert its conscious purposes. Perhaps the Raymond
experiment might instruct the utopians of th.e national scene, who because of
their lack of experience with their proposals, pander them as miraculous cures
of the educational sores. To be sure new ideas are needed in higher education;
but what is needed most at Raymond and throughout the country at ‘this time is
accurate and perceptive ideas about the conseqences of a variety of educational
philosophics and practices; more knowledge is required to evaluate the
promises contained in a variety of educational programs.

Raymond has eaten of the tree of knowledge; it is entering its post-utopian
stage of development, a stage crucial to its future. It is no secret that many
experimental colleges have collapsed after their utopian adventure spent itself.
New College at Colunbia, Black Mountain, and the Experimental College at
Wisconsin all lasted about seven years; they fell during their post-utopian
period after making an excellent record in their early years. Some of the reasons
for the short life span of schools following periods of radical innovation can be

discerned by looking at the stresses created during the utopian phase, for the
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chief task of the post-utopian stage is to correct the excesses of the early
years in the light of knowledge about their consequences. Again an ideal-type
of post-utopian stage of development will serve to indicate the general nature
“of these tensions, and a few observations will show how these tensions affect
the current life at Raymond. .

1) One of the most pressing problems for the new venture is to maintain
continuity in the face of a turn-over of participants. Watson (1966, p. 5) notes,
A typical formation in the experimental college faculty is a core group
consisting of the Founding Father (or Fathers) surrounded by an inner
circle of close admirers and collaborators. Further from this core are

numerous additions and newcomers needed for institutional operation,

but to whom the original vision has not been well communicated.

This formation mentioned by Watson poses two problems of continuity -- the
replacement of the leader and the addition or replacement of faculty.

The community is placed under conside;'able stress when their prophet
takes his charisma and leaves their midst. He symbolizes the new venture,
and they have come to be dependent upon him in numerous often unrecognized
ways for psychological support; his departure leaves a void and considerable
insecurity within the group. And of course, it is always impossible to find an
entirely suitable replacement for a prophet; his successor inevitably pales
from the contrast for a period of time. One of the reasons the successor has
difficulty succeeding the leader is that he is usually a quite different kind of
person; he is a manager of an establishea enterprise and not a visionary.

The followers too pose a problem of continuity. As the college expands or
as some of the original cast are replaced, the newer additions may be less
commitfcci to the kind of school they find. The ideals may not be so well
communicated, the purposes can never have the same driving power, and

the rationale behind some of the practices is never entirely clear to the

newcomers. And the new faculty will certainly have idcas of their own which
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4) The illusions of the earlier day lead to a certain amount of dis-
illusionment. The original hopes could never have been entirely fulfilled;
the new venture could never be so radically different from all other institutions
as the founders dared to dream. Inevitably, the day of reckoning must come.
As evidence shows that the new school is only mrﬁany.successful in realizing
their hopes, and as the school is seen to be more like other colleges, and as
its innovations become institutions, the faculty members will ask, "Was it
all worth it?" The answer can only be, "partially, " for the utopian dreams
are never entirely within reach. Often this realistic assessment leads to an
element of self- pify for the personal sacrifices the utopians had made earlier
and perhaps even some resentment over their previous folly.

5) The group becomes more f_ragmentec{. The failure of the ideals to unify
the group, the increased feeling that the group is not so radically different as it
has once imagined, the retreat into greater privatism by the previously over-
involved faculty, and the modification of the original vision as a result of

knowledge gained, all tend to destroy the intense cohesiveness of the earlier

period. This very fragmentation may, if extensive and prolonged, accelerate

te a vicious circle which may
y rebelled.

a decline from the earlier society and crea

reduce the college to the very traditionalism against which it originall

6) The society may lose support from the outside. If the experiment occurs

within a larger institution, that parent institution may tend to devote both

attention and financial aid to the new program for a period of time until it can

The university administration may see evidence during the

blished itself and may attempt to reduce

e it is most needed,

stand on its own.
utopian phase that the college has esta

financial and other types of support at precisely the tim
i ice. B
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this action the university may unwittingly weaken the school at the pe
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its achievement.

Also, the more powerful elements of the university may have absorbed
all of the criticism from the upstart school they could tolerate, and those
factions may find the college in the post-utopian stage more vulnerable
internally and less staunchly defended by the administrai:ion. Hence, they
may be able to bring their power to bear to further intensify the pressures
on the small college at a critical stage in its history .

The problems of the college in the post-utopian stage of development are
largely those of correcting the excesses of the utopian phase. While the
utopian spirit fosters the successful creation of a radically innovative college,
it creates the basic problems of the succeeding historical stage. Utopianism
may help establish a college, but as other schools have learned, it may be
harmful to its longevity.

This analytic typology of a post-utopian experimental college is not intended
to be an accurate description of Raymond College as it operates today. Itisa
logically interrelated series of statements of a fairiy extreme nature which can
be used to highlight some of the tensions which are found in any post-utopian
college. _

When the typology is imposed upon the current Raymond College, it does
give the tenor of changes which have occurred in recent months. While many of
the characteristics mentioned in this typ.ology have begun to appear at Raymond,
they arc mostly recent in origin, low in intensity, and uncertain as to outcome.
Gencrally.thc spirit of Raymond at this time could be best described as a
rclaxati'on from the extremism of its utopian stage. For example, the new
provost, Berndt L. Kolker, has taken up the reins dropped by the resignation
of his predecessor. His more moderate style, his more quict and less aggres-

" sive dedication to the school, have slowed the hectic pace of life. Very few
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faculty have left Raymond, making replaccr;lcnt problems slight. The
purposes, though less vocalized and lacking their previous motivational power,
still scem relatively powe rful. While the community is less cohesive than at
first, it is still quite unified as colleges go. The illusions of the earlier days
have been largely abandoned, and in their place is not disillusionment but 2

more rational assessment of the results of the program. Although support

from the university administration seems to be diminishing, and in some

crucial areas, as it directs its resources to other cluster colleges and newer
acquisitions, it has certainly not abandoned Raymond.

In sum, the post-utopian period at Raymond can best be described as a
relaxation rather than as a decline; it has had a sobering rather than a dis-
illusioning effect; it has produced realistic appraisals of the strengths and
weaknesses instead of wholesale dissatisfaction; it has led to a readjustment
of tke faculty's institutional commitments and personal commitments rather than
a full-scale retreat into privatism; it has made the faculty more willing to modify
the program to the needs of students and made them less insistent on the
absolutenesé of the original ideology-

While post-utopianism may bring with it a fading of the earlier commitment
to the new system, this seems not to have occurred much at Raymond. Rather,
the participants secm to have shed their previous naive attitudes of éimply
thrusting off against the current educational world or searching holistically
for the apocalypse and have become more attuned to their experiment sO that
they may better apply their creative dedication.

Probably the main reasons why the post-utopian period has thus far been
mild at Raymond is because¢ the knowledge of the initial results has been so
gratifying and because Raymond still enjoys the protection and support
b 0 ,

It is interesting to note that the problems of a small school, post-utopian

discoverics, were recently discussed by Martin (196 8). the priiggry articulator
or Raymond's utopian ideals.

S







V. RAYMOND'S EFFECT ON THE UNIVERSITY OF THE PACIFIC

As the first of several cluster colleges planned for the university,
Raymond has had a significant impact upon that university. All the evidence
demonstrates that Raymond has established a college radically different
from the historical COP, and a college which from all indications has
become a leading newcomer among the ranks of the nation's highest
quality liberal arts colleges. It is difficult to imagine how Raymond could
have been more successful.

And yet, the same evidence which demonstrates the success of Raymond
as a liberal arts undergraduate institution documents the weaknesses of COP.
Here then are two radically different schools; probably two mc;re diametrically
opposed schools do not exist on the same campus and under the same administra-
tion anywhere else in the United States. According to the original idea of the
cluster college plan, each of the new units would create a different, each with
a distinctive thrust. The resulting pattern would be one of competing units,
diversity would occur, and creative tensions might develop. In the midst of
this diversity and competition, several thought the entire university would
experiénce what John Gardner calls " self-renewal." Now that it is obvious
that Raymond has established both a distinctive and a successful school, one
must ask about its effects on the rest of the university. Has the cluster
college plan with its diversity provided creative tensions ?Is it a mechanism
by which the existing institution may be renewed from its periphery? .

Natﬁrauy, the entire story of the cluster college plan ot UOP cannot be
written yet. Raymond is only the first of the cluster colleges. A second one
is Elbert Covell College, which was established in 1963. Under the direction

of Arthur J. Cullen, it offers complete instruction in the Spanish language to 2
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student body made up of about two-thirds Latin Americans and about onc-

third from the United Sates. The third one is Callison College, which

under the leadership of Larry A. Jackson will open its doors in the fall
of 1967 and will offer a four-year liberal arts education with a special

emphasis on international understanding, especially in the underdeveloped

countries. Thus, the whole cluster college development is still very much

in an early stage. And yet, a few consequences have unfolded.

In order to inquire into the effects of Raymond on COP, it is necessary

some of the relations between the two schools. It has already been

engthened its own identity by making COP into a

to review
mentioned that Raymond str
negative identity and by criticizing the kind of ed
paralleled by a similar development within COP whi

ucation offered there. This

phenomenon was ch can

be briefly chronicled. When the cluster college plan was announced,

Raymond's program was being planned and it was first enacted, most in COP

were curious and many were overtly proud of the new venture; for some it

was almost the pride a parent feels for his new born baby. Undoubtedly this
curiosity, overt pride, and good wishes covered a covert apprehension about

the status of the old COP in the context of an expansion plan that devoted so

f the limited resources to the periphery of the university. Soon the

many o
ess constructive emotions as many of the

curiosity and pride turned into 1

faculty at COP progressively came to realize what the new college was to

pride turned to fear, a fear that their own programs

of Raymond. That curiosity

mean to them. The

would be severely damaged at the expense

ide also turned into envy. Some COP faculty attempted unsuccéssfuuy

and pr
n many who did not want to make that

to join the staff of Raymond, and eve
jump longed for the smaller classes, newcr

greater attention from both local and national educators which
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Raymond and which couid have been well used at COP. Then the fear and
envy found a common denominator in hostility; the new school was often
perceived as evil. It threatened to stagnate or destroy COP; it drained

the university of its limited financial resources, and it relegated them, the
faithful of the past, to the poéition of second-class citizens on the campus.
To add insult to injury, the upstarts were seemingly not appreciative.
Instead of expressing their appreciation to those at COP who made sacrifices,
Raymond had the audacity to criticize them for operating a poor and outmoded
program.

To make a long story short, Raymond did cause tensions on the campus.
But tensions themselves cannot be classified as either creative or destructive;
the way they are resolved determines whether they have had a creative or a
destructive impact. It is to the credit of President Burns that he was able to
see that creativity emerges from tensions and that he has ‘-taken extraordinary
steps to institutionalize those strains. But there have been times when the
administration has reacted to the tensions it fostered by putting out the fires
and by attempting to gloss over conflict rather than channeling those conflicts
creatively to effect change throughout the university. The ideals of the cluster
college plan are high, and occasionally they have not been realized.-

In point of fact, the cluster college provided an inter-group conflict
situation in which emotions sometimes ran too high for creativity to occur.
Stereotypes, rumors, and allegations abounded on both sides of the campus,
and conflicts often produced much heat if not much light. Perhaps the peak
of excitement occurred at a memorable all-university faculty meeting in the
spring of 1965 when the COP faculty in a fit of near-passion denounced a
sabbatical plan for Raymond as discriminatory against the rest of the
university and violently rejected it, thereby venting their mounting hostility

~
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at the entire Raymond program.

But such strong emotions cannot be sustained for long, and the intensity

of feelings has now subsided. Yet among those who experienced the quarrels

of the past, these emotions probably lie very near the surface. After five

years, each school seems to have made an uneasy peace with the other.

Thus far Raymond has caught the brunt of the criticisms of the COP

faculty toward the cluster college plan . Covell, because it is a Latin

American subculture, is far more isolated from the rest of the university and

is less directly competitive with COP than is Raymond; for those reasons it has

not received the reproaches of the COP faculty as has Raymond. With C.allison

entering the campus scene soon, the COP faculty may be less intensely anti-

Raymond that was true in the past.

While this has been a valid general picture of the relations between Raymond

and COP, it is overly simplified. Many of the faculty of COP, especially those

dissatisfied with the type of education offered there, have welcomed Raymond.

They see in it the possibility of eventually renovating and upgrading the older
parts of the university. These types have been interested, supportive, and some

closely associated with the faculty and the life of Raymond. Their numbers have

been few, but their influence not insignificant.

As of yet, however, one cannot say that the cluster college effort has

_produced any significant specific change in COP. A university wide .faculty

council has recently been created to give faculty greater representation and
power in making decisions affecting the life of the university; faculty salaries
have risen; and students have started a formal evaluation of their courses and
teachers. These developments are all traceable in part to the influence of

Raymond, but they are limited reforms on a university level, and their influcnce

has not yct been fully felt anywhere.
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The lack of apparent improvement in the education offered at COP

during the past five years may be attributable to two chief factors. First,
the dominant psychology among those at COP has been defensive; they have
preferred to protect and rationalize their own instititional arrangements
rather than to revise and enhance them. No doubt this defensiveness is
attributable in part to the entire psychology of the cluster college structure
previously described. But until leadership of amore detached-and objective
mentality can be achieved, until leaders are willing to admit some defects
in the face of overwhelming evidence, and until they are willing to work to
upgrade their programs, significant improvements within COP will be unlikely.
Second, the tendency thus far has been to allow the " natural forces of competi-
tion" to work their results. That is, the highest university administration has
preferred to concentrate their attention on the cluster colleges and to wait
for creative innovation to occur in other segments of the university. Until
they are willing to devote additional time, effort, and money to solving the
problems of COP, this central core of the wmiversity will likely continue to
struggle at its past level,

Despite the fact that significant and specific reforms have not come to COP,
the effects of the cluster college program and of Raymond in particular on
the university have been considerable. Indeed, it is inconceivable that some .
22 faculty and 200 students could have had such an impact on the existing
school in any way other than via the cluster college arrangement. The most
profound conscquence of Raymond's existence is that the university has
suffered a deep institutional identity crisis. The old COP was known by a
number of images which defined at least its identity and image, if not the
reality. It has long been associated with the Methodist church, and has

retained the image of a church-related college even though those tfes are
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weakening. Decades ago it thought of itself as a national football power

under Amos Alonzo Stagg; and while it has since de-emphasized football,

this image still lingers. Among the students up and down the west coast

Pacific has meant a playboy school where with a little bit of academic

effort a good time could be had by all. Perhaps the image with the greatest

recent appeal, especially internally, has been the family. A small, close,

friendly campus where everyone knows everyone else, where the key

decisions would be made by a paternalistic administration and where

students could be somewhat protected from the evils of the world -- this

used to be the identity of COP.
But the cluster college and Raymond have changed all that. When COP

was content with its traditionalism, conventionalism, regionalism, and
modest achievements, Raymond had the audacity to declare that the
emperor had no clothes. While COP detested disharmony within the " family, "

Raymond proceeded to raise a storm. While COP preferred pleasant social

relations, Raymond raised unpleasant questions, pointed to contradictions

between goals and achievements, and clung tenaciously to some stubborn
and unpleasant facts. The campus simply has not been pacific since
Raymond was established!

The new University of the Pacific is too large and too heterogeneous to
be saddled with any of the old images; it is now a pluralistic institutit;t'x. When a
university has a core liberal arts college, and closely associated colleges of
education, engincering, music and pharmacy, when it creates three semi-
autonomous cluster colleges, when it operates a modest graduate program, and
when it acquires off-campus law and medical schools, it simply cannot be
contained within the procrustean beds of any of those earlier images or

institutional practices. A pl_uralistic institution requires. differentiation of
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structure and specialization of function, and the images of the university
must reflect that reality or they will limit the effectivencss of the warious
parts. Diversity rather than uniformity is the hallmark of the new university.
It will take some time for the significance of these changes to be assimilated
by persons associated with the COP of old. While Raymond has not alone
caused the institutional identity crisis, it has probably more than any other
factor been responsible for making the implications of the pluralization of the
university clear to those within the university.

This identity confusion is most pronounced within the liberal arts college
of COP, which finds itself displaced from its previous position at the core of
the institution. It has increasingly had to provide services for the professional
schools, and will doubtless have to service some of the specialization needs
of the cluster colleges. The evidence indicates that COP already receives
fewer bright students than does Raymond, and it may conceivable suffer more
of a "brain drain" to Callison and subsequent schools. It is quite conceivable
that the more structured and authority-ridden education found at COP may
actually be better for weaker students than the freer system at Raymond. But
unless COP improves its program to accomodate the intellectual interests and
abilities of the more able, it may be relegated to teaching the more socially
oriented and academically weaker students of the university, and the cluster
colleges will be elevated to the informal position of "honors colleges"-\;rithin
the university. The brighter students would not only tend to prefer Raymond
and other similar schools but would actually have a better chance of obtaining
the kinds of intellectual challenges which alone will hold them at the univ-crsity.
There is a very real need to educate students with moderate ability and motivation,
and the liberal arts component within COP could certainly satisfy that need with

pride; but the point is that it will be condemned to doing just that unless it
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resolves its identity crisis and decides on exactly what its role should be
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within the context of a changing University o the Pacific.

A second major consequence of Raymond's existence on the rest of the
university is what may be called an educational one. That is, merely because
a college like Raymond with all its pretentions was formed on the campus of

p——T =

an academically undistinguished school, it found itself performing an

educational function not only to its students but also to administrators and

faculty who previously had been satisfied. There had been little long range
educational planning at the school; financial considerations often dictated
academic policy; a vision of what constitutes a great university was lacking;

. A I

administrators had in the past repressed faculty pressures for improvements,

dismissing some concerned faculty as " Young Turks. " As these and other

1
q !
practices touched on the Raymond program, they have been criticized. It , "

has been necessary to destroy these old ideas in the minds of administrators

up and down the hierarchy; an attempt was made to substitute in their place a !

vision of excellence and fresh alternatives. Though this endeavor has not

ymond has taken the lead to show the university

been entirely successful, Ra

community the path to a better system.

In all of these efforts Raymond has played the role of the loyal opposition.

5
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j
Ideally the loyal opposition criticizes not to destroy but to build; it attacks “

the present problems in order to make a better future. At its best, the loyal |

opposition offers a vision of excellence toward which the institution may

progress, and it insists that knowledge and a full discussion of its implications

.
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are better than ignorance and silence. The loyal opposition, like medicine,

needed, but it is the surest
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may be difficult to swallow at the time it is most

cure for educational sicknesses.

v

Because Ravmond has made a major breakthrough in conceiving and

e
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implementing a dramatically contemporary liberal arts college which from
all evidence has placed it among the ranks of the leading colleges in the
country, because this phenomenon occurred in a cluster college structure
on the campus of a traditional college, because this development has
produced an institutional identity crisis, and because it has played the
difficult role of the loyal opposition, Raymond has laid the foundation for
change at the new University of the Pacific. The challenge of the future is
to build on that foundation.

Already significant strides have been taken. At the very least the
University of the Pacific has provided a notable exception to the dismal
generalization made by Harold Howe II (1965, p- 77), United States

Commissioner of Education, who wrote,

The colleges which have been most active in redesigning their program. ..

and in trying to set up a system of education that is designed to carry
the student on from where the high school has left him, have been those
institutions which already had the highest standards, the greatest flex-
ibility, and the largest percentages of extremely able students. ... Less
prestigious institutions with a good deal less to protect have been much
less adventurous.

At least one university is attempting to pull itself up by its own bootstraps
via an imaginative mechanism of the cluster college. And the evidence
available at this time suggests that it is well on its way to succeeding in

this admirable effort.
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Appendix A. List of Institutions Providing Normative Data for the
College Characteristics Index and Activities Index

Antioch College (Ohio)

Bennington College (Vt.)

Buffalo, Univ. of (N.Y.) :
Cincinnati, Univ. of (Ohio)

Denison Univ. (Ohio)

Eastern Mennonite College (Va.)

Emory Univ. (Ga.)

Florida State Univ. ¥

Georgia Institute of Technology*

Heidelberg College (Ohio)*

Kentucky, Univ. of*

Marian College (Wisc.)

Miami Univ. (Ohio)*

Michigan, Univ. of

Minnesota, Univ. of

Northeastern Univ. (Mass.)

Northwest Christian College (Ore.)

Oberlin College (Ohio)

Ohio State Univ. ) i
Purdue Univ. (Ind.) .
Randolph-Macon Woman's College (Va.)

Rhode Island, Univ. of

Rice Institute (Texas)

St. Cloud Sate College (Minn.)

Sarah Lawrence College (N.Y.)

Seton Hill College (Pa.)

Shimer College (Il1.) :

State Univ. of N.Y., College of Education at Buffalo
Sweet Briar College (Va.)*

Wayne Sate Univ. (Mich.) *

Wesleyan Univ. (Conn.)*

West Virginia Wesleyan College*

* Included only in the College Characteristics Index normative group.
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' Appendix B. Definitions of Scales Contained on the College
Characteristics Index and Activities Index

These definitions are taken from an undated paper by George G. Stern,

"Development of the Activities Index. " Definitions of Assurance, Restiveness,

Tolerance, Disorder, Impracticalness, and Pwritanism are provided by the

author in absence of a definition by Stern.

1. Abasement-Assurance. Self-depreciation and devaluation as reflected
in the ready acknowledgment of inadequacy, ineptitude, or inferiority,
acceptance of humiliation, and other forms of degradation versus confident
assertion and mutuality in interpersonal relationships.

2. Achievement. Surmounting obstacles and attaining a successful conclusion
in order to prove personal worth.

3. Adaptability-Defensiveness. Accepting criticism or advice publicly versus
resistance and concealment, or justification, of failure and humiliation.

4. Affiliation-Rejection. Close friendly, reciprocal associations with others
versus disassociation from others, withholding friendship and support.

5. Aggression-Blame Avoidance. Indifference or disregard for feelings of
others as manifested in overt, covert, direct, or indirect aggression
versus the denial or inhibition, of .such’impulses. <

6. Change-Sameness. Variable or flexible behavior versus repetition and

routine.

eful, planned activity

7. Conjunctivity-Disjunctivity. Organizaed, purpos
indulgent behavior.

patterns versus uncoordinated, diffuse, or self-

8. Counteraction-Inferiority Avoidance. Persistent striving to overcome
difficult, frustrating, humiliating, or embarrassing experiences and
failures versus avoidance, withdrawal or protective measures in sitwations

which might result in such outcomes.

o the opinions and

9. Decference-Restiveness. Sycophantic submission t
ebellious thoughts

preferences of others perceived as superior versus r
and assertive behavior in response to authority figures.

y means of assertive or

10. Dominance-Tolerance. Ascendancy over others b
trol of others and the

manipulative control versus acquiescence to the con
ready acceptance of "fate. "

idealistic social action; active or

11. Ego Achievement. Self-dramatizing,
or influence.

fantasied achievement oriented in terms of dominance

~
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o 12, Emotionality-Placidity. Intense, open emotional display versus calm,
serene, Or restrained response. i

13. Energy-Passivity. Intense, sustained, vigorous effort versus sluggish

‘inertia.

14. Exhibitionism—lnferiority Avoidance. Self-display and attention-seeking
versus avoidance, withdrawal, or protective measures in situations which

might result in attention from others.

15. Fantasied Achievement. Daydreams of success in achieving extraordinary
public recognition; narcissistic aspirations for personal distinction and power.

16. Harm Avoidance-Risktaking. Avoidance, withdrawal, or protective measures
in situations which might result in physical pain, injury, illness, or death
versus indifference to danger; challenging or provocative disregard for personal

safety; thrill-seeking.

17. Humanities, Social Science. Interests in the humanities and social sciences;
the symbolic manipulation of social objects or artifacts through empirical
analysis, reflection, discussion, and criticism.

18. Impulsivcness—Deliberation. Impulsive, spontaneous or impetwus behavior
versus careful, cautious, considered reflectiveness.

19. Narcissism. Preoccupation with self; erotic feelings associated with one's
own body or personality.

20. Nurturance-Rejection. Supporting others by providing love, assistance, or
protection versus disassociation from others, withholding support and

friendship.

21. Objectivity-Projectivity. Detached, nonmagical, unprejudiced, impersonal
thinking versus superstitious, autistic, irrational, paranoid, or otherwise
egocentric perceptions and beliefs.

22. Ord.cr-Disorder. Compulsive organization of the immediate physical
environment, manifested in a preoccupation with neatness, orderliness,
arrangement, and meticulous attention to detail versus disregard for details;

carelessness; spontaneity.

23. Play-Work. Pursuit of amusement and entertainment versus persistently
pusposeful, serious, task-oriented behaviar.

24. Practicalness-Impracticalness. Useful, tangibly productive, non-theoretical
applications of skill or experience, in manual arts, social affairs, or commer-
cial activities versus not immediately useful, theoretical oricentation; little
interest in mechanical gadgets.

25. Reflectiveness. Intraceptive activities; introspective preoccupation with
private psychological, spiritual, esthetic, or metaphysical experience.
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pulation of physical objects through empirical

The symbolic mani
and criticism.

26. Science. ; :
reflection, discussion,

analysis,

21. Sensuality-Puritanism.
gratification versus 2 disintereste

esthetic experiences.

Indulgent, voluptuous sensory stimulation and
d or inhibited attitude toward sensory and

98. Sexuality- Prudishness. Erotic heterosexual interest or activity versus
the denial. or inhibition of such impulses. :

29. Supplication-Autonomy. Dependence on others for love, assistance, and
protection versus the denial or inhibition of such impulses.

30. Understanding. Detached intellectualization; problem-solving, analysis,

theorizing or abstraction as ends in themselves.



ix C. An Item Comparison Between the Raymond Entering Freshmen
~ Appendix and the Student Body on the College Characteristics Index

There were 73 CCI items on which answers given by the entering freshmen
differed by 20% or more from those given by the general §mdgnt body. These
items will be grouped into a few large categories, and the perc;entage of each
group agreeing that each item is an accurate description of their school will
be presented.

First, the following items indicate in which ways the entering freshmen

expect the school to be more intellectual than the upperclassmen report it is.

_Percentage Agreeing
Entering Student
Freshmen Body

Books dealing with psychological problems or :
personal values are widely read and discussed 90 70

It is fairly easy to pass most courses without :
working very hard 7 25

The school offers many opportunities for students

to understand and criticize important works in art, :

music and drama. : 83 58

The school is outstanding for the emphasis and

support it gives to pure scholarship and basic

research 71 48

A lecture by an outstanding scientist would be e

poorly attended 7 37

Personality, pull, and bluf get students through

many courses 5 45
31 .0 57

Few students are planning careers in science

The student newspaper rarely carries articles
intended to stimulate discussion of philosophical
19 70

or ethical matters

There are no favorites at this school — everyone

gets treated alike 79 31

-197 -




Percentage A reein
Entering Student

Freshmen Body

~ some of the professors react to questions in class
iticizing them personally 10 37

as if the students were cr
ght people in the faculty
Do 33

Anyone who Knows the ri
or administration gets 2 better break here

Humanities courses are often elected by students
majoring in other areas 62 83
The academic atmosphere is practical, emphasiz- {
ing efficiency and usefulness 62 35
Students are expected to work out details of their
own program in their own way 38 63
It is easy to take clear notes in most courses 71 41
draw bi g crowds
88 46

Concerts and art exhibits always

of students
y demanding, fewer

g the school to be more academicall

Despite believin
ration

entering students expect as much emphasis on graduate school prepa
t body reports. Only 43% agreed that "there is alot of emphasis
' as opposed to 79% of the old

s suggest the ways the freshmen

as the studen
er students.

on preparing for graduate work, ]

Second, another large grouping of item
s of the social side of Raymond.

have unrealistic view
Percentage A eein
Entering Stuéent

Freshmen Body

rades, dances, carnivais
50 91

Student pep rallies, pa
r very rarely

or demonstrations occu

Students really get excited at an athletic contest 43 9

There is a lot of group spirit 88 41

Most people here seem to be especially considerate

of others 86 29

Student elections generate a lot of intense campaign- E !
0

ing and strong feeling
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Percentage A reein
Entering Student

Freshmen Body

Students put 2 lot of energy into everything they
do — in class or out 93
Students take a great deal of pride in their personal X

appearance

The big college events draw a lot of student o5

enthusiasm and support
Student gathering places are typically active and
noisy 68

There are many opportunities for students to get

together in extra-curricular activities 57
Students have many opportunities to develop skill

in organizing and directing the work of others 60
There are lots of dances, parties and social

activities 24
Boy-girl relationships in this atmosphere tend to be
practical and uninvolved, rarely becoming intensely
emotional or romantic 45
Most students here would not like to dress up for a

fancy ball or masquerade - 43
Most students here enjoy such activities as dancing,
skating, diving, gymnastics 81
The school helps everyone get acquainted 93
There are practically no student organizations

actively involved in campus or community affairs 7
It is easy to obtain students speakers for clubs or
meetings 81
When students get together they seldom talk about

trends in art, music or the theater 21
Everyone has a lot of fun at this school 71
Many students enjoy working with their hands and are
pretty efficient about making or repairing things 76
There are several popular spots where acrowd of

boys and girls can always be found 88

0

71

12

46

37

38

19

76

35
70

41

_29

49

41




eas mgeta group to
xpjng to the movies

s frequently go av
, weekends eteoé ¥

« exert considerabl
r to live up to the e

parties are colorful
R L
think about dress
stingly for different‘
events, sports, and

iy church and social ¢
' sted in charities and o

-

" isn't much to do hera eXC

of & student body agree. Tt
bem contained in the " ete.




There is a student loan fund which is very helpful
for minor emergencies

Laboratory facilities in the natural sciences are

excellent

The library has paintings and phonograph records
which circulate widely among students

The library is exceptionally well equipped with
journals, periodicals, and books in the social

sciences

Campus buildings are clearly marked by signs
and directions

Counseling and guidance services are really
personal, patient and extensive

Another grouping of items provide

stage of psychological development.

Students are conscientious about taking good care
of school property

Many upperclassmen play an active role in helping
new students adjust to campus life

On nice days many classes meet outdoors on the
lawn

Students often help one another with their lessons

Most students show a good deal of caution and self-
control in their behavior

The person who is always trying to " help out" is
likely to be rega rded as a nuisance

The faculty :npq administration are often joked
about or criticized in student conversations

g0t -

students carry their high school expectations into colle

W&
ntering tudent

Percentage Agreeing
ntering tudent

Freshmen Body

50

38

40

63

50

24

13

12

29

67

s an insight into the ways the entering

ge and of their lower

Freshmen Body

81

93

52
71

38

60

23

60

re

92
86

27

42

83




_gg_rc_cgt_&r.s_%zf_e_ei'l&
ntering tudent

Freshmen Body

Activities in most student organizations are

carefully and clearly planned 24 8
Personal rivalries are fairly common 17 41
Many students seem to expect other people to adapt :
to them rather than trying to adapt themselves to
others E 33 73
Education here tends to make students more
practical and realistic 55 32
Students who are not properly groomed are likely
to have this called to their attention 26 9
When students dislike a faculty member they make
it evident to him 36 67
Professors seem to enjoy breaking down myths and .
illusions about famous people 55 70
There always seems to be a lot of little quarrels
going on 14 40
Students here can be wildly happy one minute and ,
hopelessly depressed the next 79 97
Students rarely get drunk and disorderly 36 12
Some of the most popular students have a knack for
making witty, subtle remarks with a slightly sexy

40 71
Students pay little attention to rules and regulations 45 75
The future goals for most students emphasize job ==
security, family happiness, and good citizenship 36 . 9
Few students bother with rubbers, hats, or other
special protection against the weather 67 86
Chapel services on or near the campus are well
attended - 50 15

Finally, some additional variety is anticipated by the new students.

The students here represent a great variety in

nationality, religion, and social status 81 31
Religious worship here stresses service to God and
obedience to His laws 3 29 &
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Appendix E. An Item Analysis of the COP Sample on the Activities Index

There was considerably less consensus among the COP sample on the

Al items than on the CCI; like most groups, their personalities are more

diverse than their perceptions of the school. Yet, there were 61 items which

were answered in the same way by 80% or more of the men and 64 items
answered in the same way by the women. Because of the overlap of these

two groups, the 40 items on which both men and women agreed will be

presented first. They will be placed into impressionistic categories to

summarize their main dimensims. Following each item will be the percentage

of men and the percen
First, students reported liking intellectual activities of a personalized sort,

often involving intense effort and concentration. Specifically they like:
Percentage Liking

Men Women

Learning about the causes of some of our social
and political problems 89 93
Understandiné themselves better 94 97
Discussing with younger people what they like to do
and how they feel about things 80 85
Listening to a successful person tell about his ~

: 86 87

experiences

Trying to figure out why the people they know behave
80 88

the way they do
83 83

Losing themselves in hard thought
91 87

Engagin(;' in mental activity
Second, they enjoy activities which are physical, active, and adventurous.

These numbers obt:iin satisfactions from:

4 Pa— ’
o “i

tage of wamen from the sample who formed the consensus.

e —



Percentage Liking
en omen ]|

Exerting themselves to the utmost for something
gnusually important or enjoyable 97

Living a life which is adventurous and dramatic 89

Doing something very difficult in order to prove .
they can do it _ 86

Yelling with excitement at a ball game, horse race,
or other public event 83

Giving all of their energy to whatever they happen
to be doing 83

Setting myself tasks to strengthen their mind, body,

and will power 83

Toughening themselves, going without an overcoat,
seeing how long they can go without food or sleep, etc. 17

They are unsuperstitious; these percentages prefer:

Going ahead with something important even though
they've just accidentally walked under a ladder,

broken a mirror, etc. 91
Taking special precautions on Friday, the 13th 6
Waiting for a falling star, whité horse, or some

other sign of success pbefore they make an important
decision 3
Being especially careful the rest of the day if a

black cat should cross their path 3
Carrying a good luck charm like a rabbit's foot or

a four leaf clover 6
Finding out which days are lucky for them, so they

can hold off important things to do until then 0
Going to a fortune-teller, palm reader or astrologer
for advice on something important 6

Fourth, most enjoy being practical,

skills. Most report they like:

Being good at typewriting, knitting, carpentry, or s

other practical skills
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87
82
80

10

92

7

efficient, and good at the manual
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Percentage Liking

' Men Women
Being efficien_t and successful in practical affairs 97 92
Organizing their work in order to use time
efficiently 83 82

The group seems to have a tendency toward self-denial and deference

to others; this tendency can be inferred from these items:

e e e

Suffering for a good cause or for someone they love 83 90
Apologizing when they've done something wrong 83 85

Knowing an older person who likes to give them
. guidance and direction 89 82

Having others offer their opinions when they have ,
to make a decision 89 88

Still few like:

Working for someone who always tells them what to
do and how to do it 14 7

behavior as inferred from their attraction to:

l

!

' _The COP sample showed a tendency toward impulsive and impetuous
I Doing something crazy occasionally, just for the fun

of it 86 93
Doing whatever they're in the mood to do 94 92
83 90

' Doing things on the spur of the moment

Most students report they like being romantic with someone they love,
. 91%, 95%, but they reject Hollywood romanticism.

' ..Daydreaming about being in love with a particuar

. movie star or entertainer 80 82

Pretending they arc a famous movie star 83 87

f “Finally, scveralitems defy categorization. The following percentages
report they enjoy:
Holding something very soft and warm against their
skin 89 96

- 207 -

=



Percentage Liking

Men Women

Listening to the rain fall on the roof, or the wind

blow through the trees 80 90
Going to a party or dance with a lively crowd 80 82
Talking someone into doing something they think . ;
ought to be done 91 85
Telling others about mistakes they have made and

the sins they have committed 20 17
Being a lone wolf, free of family and friends 20 17

In addition to these items, there are 21 more which were answered in the

same way by 80% or more of the males in the COP sample but not by the females.

Bgcause they generally elaborage the above categories, they will be listed in an

mgrbuped fashion.

Persuading a group to do something their way 80 68
Taking up a very active outdoor sport 80 78
Being in a situation that requires quick decisions

and action 80 70
Flirting 80 68
Reading articles which tell about new scientific

developments, discoveries, or inventions 86 68

Turning over the leadership of a group to someone

who is better for the job than they 80 75
Going to scientific exhibits 83 53 -
Doing something over again just to get it right 89 72
Reading scientific theories about the origin of the

earth and other planets 83 53
Doing things that are fun but require lots of physical -
exertion 86

Taking the blame for something done by someone an
they like 20

Crying at a funeral, wedding, graduation, or similar 2 59
ceremony . 1
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Percentage Liking

‘Men Women

Thinking about ways <_)f changing their names to ’
make them sound striking or different 20 23
Avoiding things that might bring bad luck 17 35
Taking examinations 20 27
Going on an emotional binge 17 28
Having people laugh at their mistakes 17 30
Letting loose and having a good cry sometimes 20 80
Quitting a project that seems too difficult for them 17 22
Shining their shoes and brushing their clothes every

(.hy 14 23

Finally, there were 24 items which attained a consensus of 80% or more

of the women but not of the men in the COP sample. These ungrouped items are:

Feeding a stray dog or cat 77 87
Working for someone who will accept nothing less

than the best that's in them 71 87
Rearranging the furniture in the place where they

live 63 85
Meeting a lot of people 77 80
Comforting someone who is feeling low 71 97
Having people come to them with their problems 69 87
Letting loose and having a good cry sometimes 20 80
Talking about music, theater or other art forms

with people who are interested in them 71 82
Secking to explain the behavior of people who are

emotionally disturbed 71 82
Dressing carefully, being sure that the colors match i s

and the various details are exactly right

Reading stories that try to show what people really o5 02

think and feel inside them selves



Talking over personal problems with someone who
is feeling unhappy

Striving for precision and clarity in their speech and
writing

Seeing someone make fun of a person who deserves
it

Being an important political figure in a time of
crises

Working until they're exhausted, to see how much
they can take

Studying wind conditions and changes in atmospheric
pressure in order to better understand and predict
the weather

Imagining themselves president of the United Sates
Chewing on pencils, rubber bands, or paper clips

Thinking about winning recognition and acclaim as
a brilliant military figure

Annoying people they don't like, just to see what
they will do

Organizing a protest meeting.

Playing rough games in which someone might get
hurt

Thinking about how to become the richest and
cleverest financial genius in the world
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‘Men Women

74 82 |
;

78 80

43 20

57 20

34 17

317 17

34 12 ‘

26 14 |

sy g |

40 17

34 13

49 12

69 12
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