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The problem of this study was to describe a conceptual 

design for general education with interdisciplinary qualities 

leading to student self-understanding and continuous self-

development. The term "general education" is to be understood 

in the following as general education of this kind. 

The purposes were (l) to search for historical and 

theoretical premises for general education; (2) to examine 

the assumption that interdisciplinary qualities are essential 

to general education} (3) "to investigate the Arnspiger Value-

Oriented Rationale and related value system as a conceptual 

design for undergraduate education; and (^) to state implications 

for future programming. The purposes were the organizational 

base for Chapters II through V, 

Relative to the first three purposes, it was found that 

there are historical and theoretical premises warranting con-

tinuing concern for and development of general education; that, 

in light of research from various disciplines and authorities, 

an interdisciplinary approach is essential; and that the 

Arnspiger Rationale and related value system are consistent 



with historical and theoretical premises of general education. 

Relative to implications for future programming (fourth 

purpose) and preceding purposes, therefore, the following are 

asserteds (l) higher education in a constantly changing social 

milieu requires provision for continuous self-renewal and 

revitalization, and the fact of social change does not destroy 

but may require general education. 

A rationale and a framework by means of which renewal and 

revitalization may occur are essential. The Arnspiger Rationale 

and the Social Process Framework are in combination the in-

strument for such renewal. 

Implications of the study and recommendations for further 

study are 

1. Inevitable personal-social change requires flexible 

educational, planning; the Arnspiger Rationale is a conceptual 

design for flexibility for educational planning.by individuals 

and by institutions of higher education. Empirical research 

should be designed to test its utility and effectiveness in 

such educational planning. 

2. The Social Process Framework (Man, Values, Institutions, 

Resources) and the basic disciplines provide the core for 

development of specifics of programming, and allow student 

involvement in decision-making and formulation of objectives. 

Examination of the basic disciplines within all categories of 

the Framework should be attempted in order to assure appropriate 

learning experiences in decision-making and in formulation of 

objectives. 



3. General education requires reciprocal, institution-

wide sanction to provide broad intellectual bases needed by 

students for social involvement and development of self-

assurance. Faculty development is crucial in this, and in-

stitutional sanction must be present at all levels if alternatives 

for personalized programming are to evolve. Procedures and 

opportunities for continuous staff discussions of general edu-

cation should be developed. 

Earlier programs did not appropriately balance philo-

sophical disciplines with psychological, social, and scientific 

disciplines. Philosophical dimensions are consonant with needs 

of contemporary undergraduates; balance of philosophy with 

other areas is now essential. The philosophic assumptions of 

existing institutions and their functions and programs should 

be examined; the kinds of student questions that are philo-

sophic in nature need to be specified. 

Universities "built of men" cognizant of value consequences 

will assure continuously meaningful learning experiences through 

student self-study and social evaluation within basic disci-

plines. A conceptualization for general education is proposed, 

based on the Arnspiger Value-Oriented Rationale, which embraces 

all components of the social processes and recognizes inter-

dependence between continuous self-development and continuous 

social progress. 
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CHAPTER I 

INTRODUCTION 

Two elements in contemporary American society are causes 

for recurring social concern. One refers to a particular 

function of higher education, and the other to a special set 

of problems involving youth "between the ages of seventeen and 

twenty-two. These are not new areas of concern, according to 

social philosophers and historians of higher education. Their 

frequent recurrence, however, suggests the need for continuous 

exploratory studies designed to examine the objectives and 

functions of higher education as they relate to the problems 

of those seventeen to twenty-two years old. The most productive 

studies, and the most valuable research, would be designed 

also to investigate the probability of relationships between 

the functions of hieher education and the special needs of 

youth, on the one hand, and periods of "cultural lag" (3» pp. 

50-51)» or disproportionate degrees of social progress, on the 

other (6, pp. 35^-355). 

When institutions of higher education and the students 

who attend the institutions are strong and opposing factors in 

a period of social disorganization, the disruptive effects 

are magnified by paradox and irony. With regard to such 

disruptive internal conditions of colleges and universities, 



society adopts an attitude of skepticism, if not one of dis-

trust. Institutions of higher learning are expected to have 

the intellectual resources and the will to avoid or to resolve 

quickly their own internal problems by a systematic problem-

solving approach rather than on a basis of unwarranted appease-

ment, and their governance is expected to function with vision 

and with responsibility to both the students and society at 

large. Due to increasing social demands upon and expectations 

of institutions of higher learning, they can ill afford the 

continued loss of time and resources during cycles of decline 

and reorganization. 

This study emerged out of the need to gain some insight 

into the causes of decline and/or abandonment of general 

education programs during periods of social disorganization, 

and to determine whether a relationship.exists between mounting 

social problems and the more intense kinds of problems ex-

perienced by college-age youth during these periods. In order 

to formulate a base for the purposes of this study, the 

attempt at first was to explore some of the social implications 

of these problems and conditions, and to develop an exploratory 

account of 

1. the common and recurring cognitive, affective, and/or 

maturational problems of youth between the ages of seventeen 

and twenty-twos 



2. the need to create a kind of learning-experiental 

environment for the student in order to provide intellectual 

tools and personalized guidelines for acquiring the self-

understanding necessary to cope with the problems of the more 

complex adult world} and 

3. the need for a kind of general education program 

with a built-in factor for institutional renewal "flexible • 

enough to absorb constant modification" (l^, p. 31), and 

designed to sustain the program during epochs of stress and 

social disorganization, (A program so constructed would be 

operative at a level of educational awareness congruent with 

the social needs of the day,) 

Such an exploratory study should serve as impetus for 

institutions of higher learning to establish a tentative and 

accumulative base of data relevant to these areas of concern. 

The accumulative base, when reinforced with continuous search 

for new and pertinent data, should be subject to frequent and 

systematic review. The results of such continuous review 

would be manifolds new participants would be oriented to the 

goals and directions of the institution; other principal 

participants would be informed and responsibly involved; 

institutional renewal would be assured. Moreover, the. revision 

of policy and practices would be accomplished in less stressful 

and more rational periods of deliberation. 

To identify the principal participants and to determine 

what essential components would be considered, the policy and 



program designers for higher education would pose the following 

analytical questions: (l) Who is to be taught (learner)? 

(2) What is to be taught (content, curriculum)? and (3) Who 

is to teach (teacher) and how? The lower colleges in the 

American scheme of higher education embrace all of these 

participants and components} they are already designed to 

respond to the changing answers to these questions. Because 

of the tradition-bound nature of institutions of higher 

learning:, however, they have not recognized the inevitability 

of social change, nor have they devised ways to modify structure 

and function as changing answers to the analytical questions 

evolve. 

Higher education in America initially responded to the 

questions posed by placing general education or liberal-

arts programs in the lower colleges. In periods of social 

stress and disorganization, however, many institutions allowed 

the programs to become obscure or fragmented in such a way as 

to leave them without intellectual base or discernible philosophy. 

In many other institutions, the programs were abandoned all 

together. Gutek's Historical Introduction to American 

Education, "written with the point of view that many current 

educational issues are rooted in the past," described ;the fore-

going conditions, and proceeded to trace the epochs of edu-

cational myopia that led to abandonment of basic education 

programs during times of social change and social disorganization 

(1*0. 



Because the needs of present-day American youth derive» 

in part, from problems of personal and social adjustment, 

and because of the disruptive impact of social disorganization 

upon many facets of society, higher education has no alternative 

except to turn its focus to the lower colleges, and in turn 

to the students "being admitted. 

Between the ages of seventeen and twenty-two, the youth 

is usually cut away from a restrictive but supportive environ-

ment, and thrust into one that demands "continuous adjustment, 

or adaptation to an environing field" (21, p. 13). George 

Herbert Mead gave special recognition to the problems of 

transition and adjustments 

At the distinctively human level. , . there is 
a hesitancy, an inhibition of overt conduct, which 
is not involved in the selective attention of animal 
behavior. . . . the unsocialized organism lacks con-
sciousness of meaning. This being the case, the 
organism has no means for the abstract analysis of 
its field when new situations are met, and hence 
no means for reorganization of' action-tendencies 
in the light of that analysis (21, p. 14). 

If a young person has had no opportunity to develop the 

self-understanding necessary to cope with such problems, his 

behavior is often misinterpreted, and may result in a serious 

deprivation both for him and for society. 

Bennett called for the kind of education aimed at self-

realization for the student, and designed to enable him to 

deal with the problems of social adjustments 



Many of these problems are the ones which 
inevitably occur as you develop from late adolescence 
to early adulthood. . . . College students are not 
unique in having problems. . . life is not so much 
a matter of the adjustment to problems as it is the 
adjustment to having problems. Learning self-
direction involves learning to face problems and 
deal with them as effectively as possible, . . , 
Many of the old guideposts and controls are gone 
, . . [one] must develop many of the controls 
within"himself, and to do this calls for training 
as rigorous as the most exacting science or art 
(^, p. 19, p. 2*0. 

From Bennett's premise, it may follow that society considers 

the social behavior of the uninitiated or unsocialized youth 

to be precocious if not brash, apathetic, or otherwise un-

acceptable. As a result, the youth may react to real or 

imagined social rejection in ways that are damaging to his 

own self-image, and thereby prevent the development of other 

capacities. 

We are social beings, and can neither exist nor 
grow in our early years nor be effective in our later 
years outside a social milieu. Without the ability 
to live a mutually shared social existence we can 
soon wreck our personalities. On the other hand, 
there is the danger in our industrialized civili-
zation of becoming mere cogs in the machinery 
and of losing the opportunity to develop our talents 
and to be ourselves in the best sense of the word 

( ^ , P. 2 5 ) . 

Society can expect a compounding of social problems, involving 

an increasing number of youth, if these kinds of socially 

deprivational events continue to inhibit a satisfactory 

transition into the adult world. 

Kelley, suggesting that persistent frustration does 

indeed inhibit the adaptive processes for the young person, 
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claims that society makes unrealistic demands upon those seven-

teen to twenty-two-years old. The expressed need of the youth 

to find his place in society presupposes the need for appro-

priate learning experiences throughout the period. Kelley 

further implies that when society at large, and education in 

particular, overlook the social development of this age-group, 

it amounts to a form of adult aggression. "Youth are. . . 

less understood, and more subject to adult aggression, less 

heir to the benefits of love and the milk of human kindness 

than are babies and young children" (l5» P. 2). 

William G. Perry insists that "inquiry into the transition 

from youth to maturity has only recently begun" (22, p. 6). 

Plausible attempts, therefore, to meet some of the diverse 

needs and social expectations of the young persons not yet 

admitted to the adult world have yet to be formulated; most 

noticeably, such programs have not developed within the lower 

college curriculum. In consideration of these developments, 

it is conceivable that the general education concept should 

be redesigned to include a time-learning-experiential dimension 

at the lower college level. 

A great deal of empirical evidence points to the damaged 

self-esteem of youth between the ages of seventeen and twenty-

two, which could be both the cause and result of misguided 

educational planning during periods of social disorganization. 

Yet seldom is a consistent and stable academic program 

developed around the idea of educating for a favorable 
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self-concept and social responsibility, or for the purpose of 

restoring a damaged self-concept through student self-

understanding and continuous self-development, 

Statement of the Problem 

The problem of this study was the description of a con-

ceptual design for general education with interdisciplinary 

qualities that will lead to student self-understanding and 

continuous self-development, 

Purposes of the Study 

The purposes of the study were 

1. To search for historical and theoretical evidence 

that will lend warrantability to undergraduate general edu-

cation leading to student self-understanding and continuous 

self-development; 

2. To search for evidence, in contemporary perspective, 

that an interdisciplinary approach to general education should 

be a significant part of the total concept of general education 

for self-understanding and continuous self-development; 

3. To examine the Arnspiger Value-Oriented Rationale, 

and the accompanying set of intellectual tools designed to 

implement the rationale, as an integrative factor for a 

general education program and as an approach to 

a. a technique for self-study designed to 

assist the learner in acquiring the self-understanding 



necessary to cope with an extended, increasingly 

complex environment, and 

b. the maturational problem of transition and 

adjustment to the adult world. 

k. To draw from the sources examined implications for 

designing general education programs for self-understanding 

and continuous self-development, and for developing plans for 

continuous institutional renewal. 

Questions of the Study 

In order to solve the problem of this study and to fulfill 

its purposes, answers to the following questions were soughti 

1. Is there a need for the kind of general education 

that will lead to self-understanding and continuous self-

development? Is there evidence that such a need is an enduring 

and common one? 

In order to answer the first questions, the literature on 

higher education was researched, and data from various disci-

plines and authoritative figures in the respective fields were 

consulted for information of the following kindss 

a. The past trends (historical purposes, procedures) 

and accomplishments of general education in America; 

b. The present trends (purposes, procedures) which 

specify the emerging social demands on and expectations 

for an enlightened person; 

c. The projected role of general education based 

on the development of learning experiences "which encourage 
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search, analysis and integration " (22, p. 212) ,and 

based on an awareness of the changing and diverse 

needs of students, their changing life-space, and 

the accompanying expectations of a free and democratic 

society. 

2. Is an interdisciplinary-integrative approach essential 

to general education for self-understanding and for continuous 

self-development? 

In order to answer the second question of the study, 

literature pertaining to self-understanding and continuous 

self-development was examined with special reference to 

a, the kinds of knowledge needed by the individual 

to retain and to reform a favorable self-concept, and 

b. the effect upon the self concept when insight 

occurs regarding the integration of basic knowledge, 

3. What is the design of a possible general education 

experience consonant with the findings gained in answering 

the foregoing questions? 

In order to answer the third question of the study, an 

existing conceptual design for a course in a general education 

program has been described in terms of its suitability 

for complying with the general education specifications 

described in the answers to the foregoing questions. 
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Background and Significance of the Study 

The pages of history are replete with evidence of the 

social nature of man. Most societies of the world have 

practiced cultural exchange with other societies for reasons 

other than purely economic ones. However, the priorities placed 

upon economic and other pragmatic aspects of cultural exchange 

have precluded the development of educational practices that 

would lead to student self-understanding and continuous self-

development , 

Lawrence S, Kubie both challenged and rebuked education 

for its complacency about self-knowledge by pointing to the 

"devastating commentary of culture," and he entitled his 

commentary, "The Forgotten Man of Education." 

Self-knowledge is the Forgotten Man of our entire 
educational system and indeed of human culture in 
general. Without self-knowledge it is possible to 
be erudite, but never wise. My challenge to all of 
us is to have the humility to face this failure, and 
the determination to do something effective about it 
before it is too late. . . . I want to repeat that 
self-knowledge in depth is not all there is to wisdom, 
but that it makes maturity and wisdom possible; and 
what is even more important, it frees us from the 
tyranny of those rigid compulsive mechanisms which 
have made impossible our psychological evolution. . . . 
Without self-knowledge in depth. . . we have no 
adults, but only aging children armed with words, 
paints, clay, and atomic weapons, none of which 
they understand (17, pp. 61-71). 

Paradoxically, the national philosophy of America is 

based upon rugged individualism, but the social philosophy 

manifests considerable intolerance for an individual's 
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self-concern. Techniques or learning experiences that will 

contribute to self-knowledge are viewed with skepticism. The 

implication has been that people should forget about them-

selves and avoid over-concentration upon the ego. Overstreet, 

like Kubie, pointed to the consequences of education's con-

tinued neglect of student self-esteemi 

The trouble with this advice is that we humans 
cannot forget ourselves until we have first found 
some right and confident way of thinking about our-
selves,. The kind of self-understanding that is 
sound enough to be a preface to self-forgetting 
is. , .to build an image of the self that can 
fittingly be a maker and a member of a human 
fellowship larger than the self (21, pp. ix-x). 

Charles Horton Cooley's challenge to education has new 

meaning for American education in the 1970's. He saw a real 

need for learning experiences in the form of 

. . . knowledge apparently developed for the sake 
of its function in giving us adjustment to, and 
power over, the conditions under which we live. . . . 
Every response we make is a step in our education, 
teaching us to act, to think, and to feel a little 
more humanly (8, p. 68, p. 71). 

A favorable self-image is the product of learned be-

havior which contributes to self-understanding and continuous 

self-development. Moreover, a truly satisfactory self-image 

depends upon supportive social interaction that is "value-

enhancing" while not over-indulgent. In such a social climate, 

the learner can be helped to see the full range of value 

consequences for the major participants in any given human 

event, himself included, if he has acquired the appropriate 

intellectual tools for value-analysis. These kinds of 
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interlocking conditions, tools of learning, and accompanying 

social skills promote satisfactory progress through the 

learning, as well as the maturational processes (5» P» !•)• 

On the other hand, a damaged or damaging self-image may 

result from the absence of learning, and is usually accompanied 

by a series of "value-depriving" experiences. Hence, if the 

learner has not gained skills.in the use of intellectual 

tools for assessing the consequences of human events, the 

result is further damage to the human personality. These kinds 

of circuituous conditions tend to delay progress through the 

important transitional-developmental stages if the young 

person is abruptly or abortively ejected from a familiar or 

tolerable environment, or if he is thrust into the adult world 

without direction and orientation. 

Even an amoeba must have some continuity in 
time in its activity and some adaptation to its 
environment in space. . . . The true "stuff" of 
experience is recognized to be adaptive courses of 
action, habits, active functions, connections of 
do ins- and undergoing (9> pp. 90-92). 

It cannot be said that higher education has been unaware 

of the problems and conditions of youth between the ages of 

seventeen and twenty-two. General catalogues of American colleges 

which offer some form of general or basic education usually 

describe the institutional concerns with social adjustment of 

beginning students. Institutional policies and procedures 

likewise reflect the demands and expectations of the larger 

society regarding the problems of youth and "life adjustment" 
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(9» p. 338). In fact the goals of education expressed in the 

Progressive Education Movement from the time immediately 

following the Civil War until its collapse after World War II, 

serve as one example of an era that was educationally aware, 

and one in which valid educational goals were nothing short 

of "conventional wisdom" (9, p. 328). However, both the 

Movement and the term "life adjustment" took on distasteful 

connotations during the 1950"s while the Progressive Movement 

was being attacked and was moving into a moribund state. 

Meanwhile the critical needs of youth in the "formative 

years" remain the. special province of higher education, and 

the curriculum designed for student self-understanding and 

continuous self-development remains obscure and undefined 

(7, p. 10). Only as the combined educational and social 

implications converge in the social mind can innovative 

programs be created, refined, and implemented. Such a focus 

has been difficult to achieve due to the priorities placed 

on the crises of the moment (13* p. 32; 9» PP. 3^7-351). Just 

as the goals have been valid ones and educational awareness 

has been manifested at a high level, the institutional policies 

have not been questioned so much as have the incongruities 

between the "squeeze" placed on curriculum offerings at the 

lower college level and the changing needs of students (2, 

pp. 10?,-103). The negative effects of anonymity on this 
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youth group may stand as characterization of a highly mobile, 

urbanized, scientifically-oriented, technological and commer-

cialized society. These effects may be neutralized or counter-

acted, however, by a personalized educational approach made 

available at the critical period of social adjustment. 

There are trends which indicate "that educators are be-

coming more concerned with what happens to their students* 

personalities as well as their mental faculties" (18, p. 111). 

But educational institutions as a whole have failed to develop 

programs for dealing with problems of "identity realization" 

as a primary and valid student concern (16, pp. 65-67). 

While the foregoing implications for education seem to 

converge around problems of student self-understanding and 

individual self-knowledge, and therefore to suggest the 

questions for this study, the search for answers to the 

questions has specified an immediate need for innovative 

programs to deal with the rapidly changing life-space of 

students and the social demands that young adults must be 

educated for continuous adaptation. 

Behavioral and social scientists, as well as educators, 

may be among the first to realize that self-knowledge and 

self-identification are essential to the development of 

creative and productive human beings who are to assume the 

rights and responsibilities of citizenship (12, pp. 22-23). 

Educators, behavioral and social scientists alike, then, may 

find it necessary to combine their concerns in order to develop 
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joint approaches for creating the interdisciplinary programs 

that will lead to individual self-understanding, continuous 

self-development, and the ever-widening realization of human 

worth and dignity as the basic components of a favorable self-

esteem. 

William Ewald recommended a strategy for dealing with 

social change and for implementing realistic changes,while 

insisting that we must "educate to anticipate rather than 

tolerate—build a prejudice for the future" by providing a 

rational basis for the multidisciplinarv competence the epoch 

demands: "Numerous crises are listed, and it is noted that 

we tend as individuals to take up the cause of one crisis at 

a time. Yet we persist in carrying on business as usual" 

(13» PP. 32-33)• The demands for personal adjustment in 

periods of stressful social change suggest a need for ways to 

integrate accumulating knowledge as a contributing factor to 

a favorable self-concept. 

These conditions and developments suggest a return of 

focus upon interdisciplinary undergraduate education based 

on a way for validating personal and institutional value 

goals, and aimed more specifically at student self-understanding 

and the development of skills for deriving self-direction 

from one's own value priorities» 

In an age increasingly reliant upon specialists 
it is altogether too easy to leap to the conclusion 
that. . .the core of a speciality is all there is to 
the matter. . . . The central problem is rather 
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relevant "breadth versus a limited and dangerously 
irresponsible acceptance. Such personal competence 
may be equivalent to social incompetence; it may 
either ignore the moral and political consequences 
of what the specialist does or may permit him to 
make decisions on behalf of the society for which 
he is in fact unequipped (2, p. ix), 

To overlook the problems of self-understanding and 

competent self-direction during threatening age-span is to 

contribute to the intensification of the world's social prob-

lems, When social problems of complex origin are compounded 

in an increasingly pluralistic environment, it would seem im-

perative that a sound educational base be available to all 

participants of the society, and that educational experiences 

contribute to enhancement of the self-concept. That aspect 

of general education which is being proposed for continuous 

self-development implies that education of this kind should be 

meaningful to adults with years of specialized training and 

experiences as well as to college age youth. 

Definition of Terms 

For the purposes of this study the following definitions 

have been formulated? 

Emerging self means that "the individual is continuously 

rebuilding the self through interaction with the surrounding 

culture. . . , what the individual accepts out of each ex-

perience is built into the self, and in turn affects the 

emerging culture" (ll, p. ^93)• George H. Mead's implications 
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of selfhood suggest that the self and the mind (mental 

activity) are twin emergents in the social process (20, p. 13). 

Interdisciplinary approach is a term which refers to a 

"method of study by which experts, or the best research workers 

from many different fields of learning, are brought together 

in the examination of a particular problem to which all their 

fields are relevant" (ll, p. 196). The learner has opportunities 

to search for interrelationships between accumulated knowledge 

and newly acquired knowledge; he has opportunities to assimilate 

basic principles from varied disciplines by crossing discipline 

lines at points that are relevant to the learning experience. 

Social values. Human values. Values. and Value goals are 

interchangeable terms which refer to the social, non-

transcendental or non-spiritual goals sought by men every-

where—the things people need and want and upon which they. 

place high premium—more specifically, to the eight value 

categories in the "Social Process Framework." 

Value-status, Value-enhancement. Value-deprivations. and 

Value-consequences. as used in the context of the "Social 

Process Framework" and in this study, are related terms which 

refer to the degree to which an individual or a social in-

stitution has achieved, is achieving, or has been denied 

fulfillment of specific needs, objectives, or goals. They are 

also terms which refer indirectly to the order of individual 
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value preferences within the eight value categories, and to 

the degree of preference within a given value goal (l, p. 25). 

Value-analysis refers to the several such uses of the 

value categories as (l) to determine whether an individual 

and/or a social institution have validated their respective 

value goals in terms of the realization of human worth and 

dignity for the principal participants within a given event, 

which according to Lasswell et al, is the "Overriding Ob-

jective" of societies that aspire toward freedom; (2) to 

determine whether a certain value is being distributed on the 

basis of merit, or whether in the course of human interaction, 

it has been unnecessarily withheld on some grounds other than 

merit, and if the validation process has not been effective? 

and (3) in a technique developed by Arnspiger to aid the in-

dividual in assessing his own status in the various categories, 

thereby determining the ways in which these amendable value-

statuses affect his own self-image (l). Many other analytical 

tasks can be performed, and innumerable variations of the 

above uses emerge when the other categories of analysis within 

the "Social Process Framework" are applied. 

Self-study is a technique which is prefaced by the Over-

riding Objective of a free society, and a willingness on the 

part of the student to clarify and verbalize the meaning of 

the Overriding Objective for himself. Then, in the value 

framework context, self-study refers to a three-phase technique 

by which the individual employs the five basic steps of 
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systematic thought and the eight value categories to pro-

vide a framework for coding any series of events recalled from 

his own experiences. The results reflect the individual's 

value profile relative to that particular set of events, and 

in terms of value consequences for himself, with regard for 

the value effects for the principal participants or "signifi-

cant others" (20, p. 21) who may be involved in the events 

with him (l, p. 227). 

Dignity is defined as that state in which the individual 

is neither seriously denied, nor over-indulged in any of the 

social values (l, p. 3^)« 

General education: That program of education instruction 

which all students are expected to take at any given in-

stitution. A more specific definition will emerge through 

the study. 

Limitations 

This study is limited to historical and experimental data 

and to theories relevant to the problems of developing a con-

tinuously renewing general education program. In addition, it 

will describe a specific social-values rationale as a technique 

for personalizing general education for self-understanding and 

for enhancing the student self-concept. 

This study will not describe in detail any other courses 

of the student's general education program, and any course 

other than that of the conceptual design to be described will 
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be discussed only as it bears upon the fulfillment of the 

purposes of the general education program being proposed. The 

context within which the purposes of this study are set is 

primarily that of four-year institutions. However, such a 

program as is described need not be limited to four-year in-

stitutions, but should be examined for its appropriateness to 

junior, vocational-technical, and community colleges, as well 

as for emerging programs being proposed by the Center for 

Study of Liberal Education for Adults. 

Basic Assumptions 

To the degree that the "emerging self" refers to the 

student's self-concept .which constantly undergoes modification, 

the general education experience can be so designed as to have 

a positive influence upon the self-concept. General education 

cannot significantly contribute to the enhancement of the 

student's self-concept, however, without recognizing other 

operating conditions in his life-space. The curriculum 

content of such a program can be flexibly designed and made 

subject to continuous modification and renewal without periodic 

abandonment. 

Data to establish a base for, and to develop direction 

for, a general education program such as is proposed do exist. 

Design and Organization of the Study 

The following excerpts from Selltiz, Jahoda, et_ al, have 

been helpful in determining the design of this study; it is 

principally an exploratory study: 
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. . . the scarcity of social science research 
makes it inevitable that much of this research, for 
a time to come, will be of a pioneering character. 
Few well trodden paths exist for investigators of 
social relations to follow; theory is often either 
too general or too specific to provide clear guides 
for empirical research. In these circumstances, 
exploring research is necessary to obtain the 
experiences that will be helpful in formulating 
relevant hypotheses for more definitive in-
vestigation. . . . frequently, however, ex-
ploratory study is concerned with an area in 
which hypotheses have not been yet formulated; 
the task then is to review the available material 
with sensitivity to the hypotheses that may be 
derived from it. . . (23, pp. 51-53)• 

The method of study may be the examination 
of existing records; . . . of seeking rather than 
of testing. . . to draw together many diverse bits 
of information into a unified interpretation (23, 
p. 60). 

. . . An exploratory study must always be 
regarded as simply a first step; more carefully 
controlled studies are needed to test whether the 
hypotheses that emerge have general applicability 

(23, p. 65). 

The organization of the study is designed to carry out 

the "Purposes of the Study." In Chapters II, III, and IV, 

an attempt is made to answer the "Questions of the Study" 

which emerged from the "Purposes" and to assimilate the 

findings derived from the process of developing these chapters, 

More specifically, the topics and particular tasks of each of 

the chapters are as follows s 

Chapter l i s Historical and Theoretical Premises of 

The Proposal for Undergraduate General 

Education for Student Self-Understanding 

and Continuous Self-Development 
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In order to discern the historical and theoretical 

warrantability of general education, the literature on higher 

education was investigated for its stated purposes and pro-

cedures in terms of (l) the needs of students, (2) the 

curriculum and institutional practices designed to meet stu-

dent needs, and (3) faculty and staffing policies designed 

to implement curriculum and institutional practices. The 

special task of Chapter II was to search for instances where 

education has siven consideration to student self-image. 

Chapter Illi The Interdisciplinary Approach to 

Student Self-Understanding and 

Continuous Self-Development 

A brief assessment was made of both the contemporary and 

projected social demands for the kind of education that will 

provide an even broader intellectual base than ever before 

required. Moreover, special investigation was aimed at 

determining whether there is need to expand the intellectual 

base by providing the student with learning experiences in 

which he can discern relationships between the basic fields of 

human knowledge and in which he can explore uncharted or new " 

relationships as they emerge through the interaction of stu-

dents with diverse backgrounds. A search, of the literature was 

made for any conceptual designs that would encourage the student 

to cut across discipline lines in an effort to discern relation-

ships and/or interdependences of fundamental principles within 

and between the disciplines. 
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Whereas Chapter II focuses on exemplary cases where 

education has and has not manifested concern for the student's 

self-image, Chapter III attempts to point out instances where 

student self-understanding and continuous self-development 

depend upon acquired knowledge and where learning-experiences 

contribute to a favorable self-concept. 

Chapter IVs The Arnspiger Value-Oriented Rationalet A 

Conceptual Design and Interdisciplinary 

Approach to General Education 

The Arnspiger Value-Oriented Rationale, and the accompa-

nying set of intellectual tools are described and proposed 

as a conceptual design that will enable the student (l) to 

integrate the basic principles and theories derived from the 

various fields of knowledge, and (2) to discern the meaning-

fulness of the interdisciplinary experiences gained throughout 

the general education program as they relate to his self-

needs and the self-knowledge gained. Particular reference is 

made to the techniques for 

(a) the student's study of the value consequences of 

continuously integrating newly acquired knowledge, 

and the effects of such a learning process upon 

the self concept; 

(b) student self-study as a process for estimating 

and clarifying one's personal value ffoals and 

expectations as such goals impinge upon his self-

understanding and continuous self-development 5 
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(c) the student's study of value-consequences, in 

terms of social involvement (responsibility or 

recognition of significant others) as he gains the 

self-understanding "that is sound enough to be a 

preface to self-forgetting" (21, pp. ix-x). 

The Arnspiger Value-Oriented Rationale thus placed in the 

general education context suggests the implementation of a • 

program through a personalized, student-centered program with 

flexible but stable guidelines that allow for the emergence 

of self-understanding and continuous self-development according 

to the individual student's own motivational processes. 
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CHAPTER II 

HISTORICAL AND THEORETICAL PREMISES OP THE PROPOSAL 

FOR UNDERGRADUATE GENERAL EDUCATION FOR STUDENT 

SELF-UNDERSTANDING AND CONTINUOUS 

SELF-DEVELOPMENT 

Introduction 

Studies designed to examine historical objectives and 

programs of education usually proceed from the assumption that 

"Education is already the biggest single item (after defence, 

sic.) in national "budgets, and is in any case relied on. as the 

principal means of shaping the future so as to produce a better 

world and more constructive prospect for mankind". (20, p. 2; 

5, p. 109), Moreover, similar expectations have been ascribed 

to education by diverse socio-cultural groups forming the basis 

for its justifications. Obviously, then, "studies in relation 

to education are not new; they have been undertaken for at 

least two thousand years" (20, p. 2). Nevertheless, any enter-

prise composed of such complex characteristics as education 

warrants continuous examination from varied perspectives. 

Still other observations evolve from a cursory examination 

of historical periods of educational development. One particu-

larly consistent theme refers to the social attitudes toward 

traditional education. In most historical eras, it becomes 
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generation to generation with regard to the kind of education 

deemed most desirable for all levels, particularly with re-

gard to colleges and universities. For example, during the 

period from 1776 to 1862 in America, society demanded that 

college training ""be more useful and practical." The established 

institutions failed to respond quickly, and a whole new trend 

began. "The second distinct structure of American higher 

education came into existence--the separately organized 

professional school" (2, p. 21). 

Replication of objectives from institution to institution 

and the common resistance to change has been the basis for 

considerable social discontent toward higher education which 

can be traced over a long period of time, Mario D. Fantini, 

a former Ford Foundation official and now Dean of Education at 

the New Paltz Campus' of the State University of New York, is 

concerned about the "Drive for Quality Education," ranging 

through all levels from elementary to higher education. 

Compensatory-education programs assumed that 
the problem of our schools lay with the learner. 
After five or six years, we find they're not helping 
too much because the diagnosis is wrong. The problem 
is with 'the institution—the school itself. 

It is against that background of argument over 
traditional education that 'progressive' concepts 
advanced a half century ago by followers of the 
philosophy of John Dewey—and reaffirmed in more 
recent studies by Switzerland's child-development 
authority, Jean Pia^et—are getting a new lease on 
life. 

Today's 'progressives,' like those of an 
earlier time, stress variances in children's 
learning, an active rather than a passive role 
for the child, a well-endowed 'learning environ-
ment' in the classroom, and interaction of adults 
and children in that environment. 



30 

The main thing is to try to restore the 
human dimension in education (39» p. 6l), 

The human dimension can be restored most effectively to 

higher education by creating undergraduate general education 

programs for student self-understanding and continuous develop-

ment. In almost all eras of educational development in America, 

society has raised questions about how youth should be initi-

ated into adulthood and what would be an appropriate learning 

environment for youth between the ages of seventeen and twenty-

two, Self-knowledge has been implied, if not explicit in some 

of the answers to these questions which derive from a study of 

the origins and evolving designs of American higher education. 

Origin and Design of American 
Higher Education 

In the beginning, general education or the liberal-arts 

concept in America was so fundamental that it was all of 

higher education; it has been an integral part of higher 

education since its founding in the New World, Moreover, 

certain inherited characteristics can be traced to the earliest 

universities in spite of obscure beginnings for the very oldest 

ones. 

The origin of universities, like cathedrals and parlia-

ments, is a product of the Middle Ages and an expression of the 

renaissance of the twelfth century. 

The Greeks and the Romans, strange as it may 
seem, had no universities in the sense in which 
the word has been used for the past seven or eight 



31 

centuries. . . . Only in the twelfth and thirteenth 
centuries do there emerge in the world these features 
of organized education with which we are most familiar. 

. . . Throughout the period of its origins the 
medieval university had no libraries, laboratories, 
or museum, no endowment or buildings of its own; 
. . . The medieval university was. . ."built of men." 

The occasion for the rise of the universities was 
a great revival of learning, not that revival of the 
fourteenth and fifteenth centuries, but an earlier 
revival. . . which historians now call the renaissance 
of the twelfth century (17» pp. 1-M. 

What is the American inheritance from the oldest of 

universities? The heritage of American universities cannot be 

traced to any period earlier than the twelfth century renaissance, 

Few traditional elements can be found in existing or re-

constructed remains of buildings or types of architecture that 

were designed especially for universities prior to the Middle 

Ages. Origins of academic form and ceremony, and of curriculum 

ner se are rooted in the early stages of the twelfth century 

renaissance. 

Two facets of the earliest universities provided some 

historical and theoretical continuity for the modern uni-

versities! the organizational structure of higher education 

and the age-old student tendencies to register strong dis-

content when student needs appear to have been neglected by the 

institution. 

It is, then, in institutions that the university 
tradition is most direct: First, the very name uni-
versity as an association of masters and scholars 
leading the common life of learning. . . . Next the 
notion of a curriculum of study, . . . leading to a 
degree, as well as many of the degrees themselves--
bachelor, as a stage toward the mastership, master, 
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doctor, . . . . Then the faculties, four or more, with 
their deans, and the higher officers such as chancellors 
and rectors, not to mention the college. . . . The 
essentials of the university organization are clear 
and unmistakable, and they have been handed down in 
unbroken continuity. They have lasted more than 
seven-hundred years—what form of government has 
lasted so long? (l?, pp. 2^-25). 

Although the institutional form was transplanted to America, 

higher education as a process emerged in the New World both 

gradually and sporadically. The first four American in-

stitutions were founded over a period of 110 years. During" 

the next twenty-three years, six new colleges were founded. 

The following table lists the nine colonial colleges and the 

dates of their charters: 

Harvard College 175^ 
William and Mary College 1693 
Yale College (Yale University) 1701 
College of New Jersey (Princeton University) 17^6 
King's College (Columbia University) 175^ 
College of Philadelphia (University of 

Pennsylvania) 1755 
College of Rhode Island (Brown University) 17&4 
Queen's College (Rutgers) 1766 
Dartmouth College 1769 

(2 , p . 20) 

As the American higher education movement took form, it 

became evident that it was an outgrowth of both imported 

European concepts and the native American environment. 

. . . the liberal arts college was derived from 
the English system and was primarily concerned with 
undergraduate instruction. It granted a bachelor's 
degree which marked the recipient as a generally 
educated non-specialist. 

The modern American university has resulted from 
the imposition of the German graduate school upon the 
four-year undergraduate college. The nineteenth-
century German universities, which emphasized. . . 
freedom to teach and freedom to learn, had a great 
influence on American higher education. 
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The American university took shape and reached 
its present state of definition in the late nine-
teenth century. The focal point of the university 
was the undergraduate college of liberal arts and 
sciences, which eventually came to be surrounded by 
the graduate college and the professional schools 
(16, pp. 108-109). 

Inasmuch as the graduate schools emerged during the 

later developmental periods, distinction between graduate and 

undergraduate institutional policies and programs has not 

always been clear, particularly when both levels have been 

situated within one organizational structure. Uncertainty 

about objectives and practices has resulted also, in part, 

from the interchange of faculties who teach at both levels. 

Often faculties serving both the graduate and undergraduate 

schools tend to divert attention away from the lower college. 

This results in weakened programs for the undergraduate. 

Nevertheless, there was little question in any of the 

periods of evolvement about the importance of general education 

until the second half of the nineteenth century, when two major 

movements took precedence. "The first was the establishment 

of the land-grant colleges; the second was the emergence of 

the university, public or private, as the dominant and most 

influential structure of higher education" (2, p. 22). Any 

weakness in planning,and resulting inequitable distribution 

of institutional resources between the two levels, therefore, 

is a manifestation of priorities having been assigned to the 

graduate level during periods of rapid and competitive growth. 
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Higher education has been in a period of perpetual expansion 

since prior to World War II, 

In speaking of the effects of World War II upon education, 

Mark Van Doren addressed himself to the question whether literal 

education would survive its suspension during a time when every-

thing else thought to be a luxury had been suspended. 

And yet that was not quite my question either, 
for I knew that liberal education would return. It 
was rather this! how good would it be, and at the 
very best how good could it be, when it came back? 
My interest was in the timeless thing that never 
changes its essential form, the thing that cannot 
be thought about well in moods of panic or desparate 
haste. The need. , . was for a definition of liberal 
education whenever and however it manages to exist. 
(40, p. i). 

Both the impelling force toward institutional growth and 

the personal aspirations of teaching faculties, then, have 

contributed to the neglect of undergraduate education. 

Faculties, for the most part, have a built-in resistance to 

liberal education because of the inclination to feel more 

comfortable in a specialized discipline. Actually, there has 

been little incentive for the professional educator to prepare 

himself for the arduous role of interdisciplinarian. 

• • * increasingly, one's ability to be promoted 
quickly, to move to some more favored school, or to 
command research funds, depends on one's standing 
in the discipline rather than on service to the school. 

All of this—the ascendance of research over 
teaching and the paramount position of the graduate 
school within the university—points up the plight 
of the independent liberal arts college and of the 
undergraduate college within the universities (5, 
pp. 98-99). 
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The Berkeley incident marked "the beginning of a series 

of crises that have shaken the Berkeley campus since 1964," 

(31, p. 64) and was the fountainhead for Experiment at 

Berkeley (3?) as described in Joseph Tussman's publication in 

1969; the Columbia incident set the impetus for Daniel Bell's 

publication, The Reforming of General Education (5) in 1966. 

Both incidents are related examples of institutions of higher 

learning which turned their focus to graduate school programs. 

According to Daniel Bell, the Columbia event was characterized 

by the institution's failure to formulate criteria for con-

tinuous renewal of the general education program. He explained 

his use of the gerund, "reforming," in the title of his publi-

cation to illustrate the need for continuous renewal. 

In 1964 the American Council of Education undertook a 

study of the evolution of higher education in the United States. 

The purpose of the ACE study was to assess the various roles 

and educational objectives through the successive developmental 

stages. Appearing on this pap:e and the following two pages there 

are two ACE accounts of the origins and categories of higher 

education as they evolved in America. These extended citations 

serve two purposes in this study, i. e., to provide a documented 

base for general education, and to demonstrate the enduring 

nature of general education. 

A stranger to the higher education scene in the 
United States today might well be confounded by its 
complexity and diversity. In form and organizational' 
structure, higher education encompasses institutions 
ran^in? from comparatively simple two-year colleges 
to the most complex universities with many branch 
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campuses; . . . growth might be divided into four 
major periods! 1636-1776, the founding of the 
colleges; 1776-1862, experiment and diversity; 
1862~1900, the rise of the university; 1900 to 
the present, the period of expansion. 

During each of these periods one of the 
distinctive structural components of the present 
emerged. In the first period, the colonial colleges, 
the prototype of today's liberal arts college were 
founded; separately organized professional schools 
in a variety of fields were begun in the second 
period; in the third, most of the major universities 
of today emerged; and during the fourth, the junior 
colleges were established (2, p. 19). 

Growth in the numbers and types of four-year institutions 

of higher learning has been phenomenal, with the greatest in-

crease in numbers and rate of growth occurring during the two 

four-year periods since 1964. Every four years since 1928 

(with the exception of 1944), the American Council on Education 

has published a directory entitled American Universities and 

Colleges, the first edition of which included 401 institutions 

described in exhibits covering 524 pages. The ninth edition, 

published in 1964,included 1,173 institutions described in 

1,193 pages. (Two-year junior colleges are listed and de-

scribed in the Council's separate publication entitled American 

Junior Colleges), 

The list of nearly 1,200 four-year institutions 
offers the student, his family, and the school 
counselor a broad view of American education, , , , 

^Some of the important differences among American 
institutions of higher education may be attributed to 
their organization structure, their complexity, and 
the level of the education programs they offer. 
Briefly stated, there are four major classifications, 
presented as follows from simplest to most complext 

1• Junior colleges. Organizationally the least 
complex, these exist only in this country. Course 
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offerings are often divided into two programs, one 
leading to transfer to a four-year college at the 
end of two years, the other intended to be terminal 
. . . aimed at providing specialized knowledge. 

2. Colleges of liberal arts. , , , typically 
offer four years of work beyond the secondary school 
level, terminating with the Bachelor of Arts or 
Bachelor of Science degree. Its programs are aimed 
at providing a broad educational base in the philos-
ophy, science, and culture of man. Course work is 
often organized to permit sampling from many different 
areas of knowledge, with some specialization or con-
centration in one particular field during the third 
and fourth years of the program. Liberal arts degrees 
are usually required as prerequisites for graduate 
study in the various academic fields, or for graduate 
professional education in medicine, law, or business, 
A student in a liberal arts program usually is 
given two years beyond the secondary school level 
before he must make up his mind about an area of 
concentration; the course work during the first two 
years provides a broad base to draw upon in making 
the decision, 

3. Specialized institutions. Traditionally, 
institutes of technology, teachers colleges, schools 
of art or music, and other specialized institutions 
have emphasized intensive concentration in a 
specialty, as contrasted with the broad range of 
the liberal arts colleges. . . . 

Universities. A university, having the most 
complex organization of American institutions of 
higher education, consists of a number of degree 
granting schools and colleges at both the under-
graduate and graduate levels, grouped together in 
one administrative system. At the undergraduate 
level, universities may have several divisions— 
for example, a college of liberal arts, a school 
of engineering or applied sciences, a school of 
design. Programs available to undergraduates tend 
to combine what is available in a liberal arts 
college with what is available in an institute of 
technology or a specialized professional institution 
(2, pp. 7-8), 

Any study of past or future educational programming converges 

upon the need to restore the human dimension to education. 

While the lower colleges are presently in a period of transition, 
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specify two interrelated prerequisites: (l) a lower college 

general education experience designed to be. "flexible enough 

to absorb constant modifications," and stable enough to pro-

vide the continuity necessary for (2) a program leading to 

student self-understanding and continuous self-development. 

The Lower Colleges in Transition 

Pragmatically, budgets, operational policies, and 

generalized objectives aiming at a "better world and more 

constructive prospect for mankind" (20, p. 2) must continue 

to be a basic part of educational planning. It is a basic 

assumption that the operational factors must receive pref-

erential handling, if a plan for continuous institutional 

renewal is to be implemented. Another basic assumption is 

that the interdependence between all operational factors and 

functions of an institution must be recognized, and all must 

be included in long-range planning for the future. Richard I. 

Miller cited the works of Herbert Spencer to emphasize the 

interdependence of institutional functions, along with the 

study by Dun and Bradstreet to point up the importance of 

institutional planning. 

In the latter part of the nineteenth century, 
Herbert Spencer developed his concept of the in-
dividual as a cell and of society as an organism. 
As cells in the higher biological organisms co-
ordinated through a central nervous system are more 
differentiated and interdependent than cells in 
lower organisms, so individuals in the more advanced 
societies are more differentiated through division 
of^labor than those in less advanced societies, and 
this differentiation requires greater interdependence. 
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Dun and Bradstreet, Inc. surveyed presidents of 
the nations's 170 biggest corporations and found the 
largest single group of them said the best-managed 
companies are those that are strong on long-range 
planning, where the chief executives have put their 
main efforts into charting the future. 

Educators need to face squarely the issue of 
planning. It is a fact that more planning will be 
part of education's future (26, p. 16). 

A brief look at origins and designs of higher education 

in America shows the tendency, in each period of national and 

educational crisis, to abandon the processes of long-range 

planning. More specifically, the lower college-level curric-

ulum and relevant learning experiences for the beginning student 

tend to become fragmented, if not sacrificed altogether, during 

critical periods of disorganization. Teacher-student relation-

ships become depersonalized if guidelines have not been 

established previously. Depersonalization is a terrifying 

process, according to Albert D. Ullman in Socio-cultural 

Foundations of Personality (38, p. 169), and one that need not 

reach traumatic proportions if administrative and academic 

planning includes continuous anticipation of students' changing 

needs. 

In the past, the notion of "individualized instruction" 

was viewed as panacea, or as an efficient means for correcting 

a distorted course. Enormously increased student enrollment, 

however, has forced this theoretical concept into a broader 

scheme. The frequency with which the term, "individualized 

instruction," appears in educational literature can be 

assessed only as academic idealization, rather than a possible 
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realization or application of theory. The existing disparity 

between theory and practice implies that "individualized in-

sturction" is not achievable. On the other hand, a more 

comprehensive scheme, such as a personalized program of learning, 

may be possible. 

Edmund J. King clearly demonstrated the broad scope of 

social concern for relevancy and personalization of education 

when he published Comparative Studies and Educational Decision 

in 1968. 

Yet, without waiting for this theoretical 
justification, we can see all around us a growing 
concern for effectiveness (indeed, relevance) in 
education. . . . These qualities are public and 
privately assessed by judgments or studies com-
paratively made by governments, commercial houses, 
industries, and anxious parents, no less than by 
the academic community itself (20, p. 2), 

The theoretical justification of which King is speaking refers 

to programs of the lower colleges which have been suspended 

when students need them most. The lower colleges, like the 

students themselves, are in a critical period of transition. 

Such evidence forms the basis for consideration of programs for 

personalized -learning. 

Trends Toward P e r s o nal i z e d -1rrt e gr a t e d 
Learning ProTrams 

A general consensus among educators from various parts 

of the world suggests a basis for personalized programs of 

learning. Kinr--, writing from London, reflects an international 

•point of view, while Gutek of Loyola University in Chica-eo, 
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writes about American education. Both King and Gutek have 

traced the historical background of higher education, and 

both have made note of the individualized nature of education. 

Gutek refers to the personal functiont 

Although it is a socializing process, education 
remains fundamentally a unique, individualized, and 
personal matter. When education is considered as a 
process of induction into society, it is clear that 
individualization and socialization need to be 
properly balanced. 

As the immature member of the group of society 
masters the cultural tools of reading and writing 
he attains the freedom to participate and make 
decisions within the social framework. As he re-
quires more sophisticated skills-and knowledge, he 
continually increases both his framework of 
decision-making and the freedom to exercise it. . . . 
Thus the process of participation is one of a 
reciprocal relationship between an individual and 
society. 

However, it denies individual personality to 
insist upon the kind and degree of socialization 
from everyone. Each man is different, a unique in-
dividual. Education should be a personal instrument 
by which he fulfills his own possibilities. At the 
same time, it should aid him to estimate and achieve 
self-determination and self-realization (l6, pp. 7-8). 

King assumed feasibility of personalized programs of learning 

and partially supported his thesis by referring to the works 

of Alfred North Whitehead, who laid down the philosophical 

base for such concepts. 

In 1955 the Association of Higher Education, a department 

of the National Education Association, recognized the trend being 

projected. As a result, the National Committee on General 

Education was commissioned to recommend a counter—approach 

to the lack of experimentation and concern for classroom 

instruction in general education. The committee prepared a 
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carefully selected and annotated bibliography of significant 

research, and found that only within the four or five preceding 

years had there been any genuine appreciation of the importance 

of general education (10, p. l). 

Despite warrant for general education, and subsequent to 

the 1955 study, insitutions of higher learning continued to 

give high priority to graduate schools. Graduate schools, in 

turn, began to question the quality of educational programs in 

the lower colleges. University faculties looked with dismay 

upon the tasks of re-teaching candidates whose undergraduate 

foundation had been inadequate. 

The warnings of Thorstein Veblen in The Higher Learning 

ill America (4-1), published in 1918, were more timely than ever 

at mid-twentieth century. In Veblen*s opinion, the role and 

scope of the university should be well defined} the university 

should be isolated from the colleges and vocational schools. 

It was not his purpose to diminish the status of either, but 

rather to specify the fields of endeavor for each. 

The goals and work of a university faculty are 
not centered solely around teaching. Generally 
faculty members of a university, more than those in 
any of the preceding categories, are expected to 
contribute to the advancement of knowledge in their 
fields through research and writing as well as 
through teaching (2, p. 8). 

By 1958, forty years after Veblen had predicted the edu-

cational problems that have occurred and are occurring, the 

Center for the Study of Liberal Education for Adults strongly 

critized the failures of education to prepare "broad—gauged" 



^3 

persons for industry, and suggested that a program of general 

education for adults was essential to compensate for the mis-

carriage of educational goals. Major industries and complex 

corporations began to assume responsibilities for the edu-

cation of their employees outside the formal environs of Academe. 

No matter what the program—be it the ex-
perimental series developed by the Bell System of 
A.T. & T., the Pomona College summer program, the 
Vassar Institute for Women in Business, the Clark 
University Institute of Liberal Studies for 
Executives, . . . or the policy level discussions 
of the Humanities Center for the Liberal Arts in 
an Industrial Society—they are all rooted in 
common principles, (i.e.), First, . . . merely 
technically trained personnel are not adequate 
to meet industry's changing needs. . . . Third, 
liberal education can, for many people, more 
profitably come after specialized training and 
years of experience. , , . Fifth, look upon 
liberal education as the way to achieve a much-
needed base for personal growth. 

These programs indicate that business, in-
dustry, and academia have committed themselves 
to a third phase of in-service education for the 
new era, . . , then the third phase is the develop-
ment of the liberal arts programs we see mushrooming 
all over the country (32, pp. 1-2). 

John Markle II, vice-president of the Bell Telephone 

Company of Pennsylvania, summed up the problem by referring 

to "the tendency for overspecialization created both by the 

manner in which colleges and universities train our young men 

and in the way that industry forces men into a position where 

they must become specialists on the job in order to perform 

their tasks well and get ahead" (32, p. 9). 



In much the same way, Alvin Toffler, in Future Shock (36)» 

and others are presently calling for recognition of the im-

portance of projective thinking, of planning for the future. 

Many authoritative figures at the beginning of the sixties 

also foresaw the urgency of developing the skills of students 

in management of interpersonal relationships. Retrospect now 

confirms the validity of these kinds of aims for education. 

Imperativeness of the present is compounded many times, how-

ever, by the fact that unresolved past problems have increased 

because the emerging ones, as defined by Ong (28), Toffler (36), 

and Ewald (12) depend upon solutions to the problems of the 

past. 

No more appropriate response to the socio-educational 

needs of students between the ages of seventeen and twenty-two 

can be formulated than a general education program for student 

self-understanding and continuous self-development. No other 

program can stand as effectively between the secondary school 

experience and the university as a general education program 

which would remain unique to the preceding and the following 

learning experiences. Continuous studies should be made of 

what is going on in the secondary schools as well as what is 

going on in the graduate schools in order to assure the 

uniqueness of the academic phases of general education, to 

guard against replication in education planning, and to provide 

proper emphasis for the "how of knowing" and some understanding 

of the "nature of conceptualization" (5, p. xxvi). A favorable 
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self-concept with a built-in sense of social responsibility 

and feeling of self-competence for as many students as possible 

is the basis of mature personalities, and is an important 

educational objective for the general education program just 

described. That the self-concept is amendable is another 

challenge for general education for self-understanding and 

continuous self-development. 

Self-Understanding and Continuous Self-Development: 
Essential Factors of a Favorable Self-Concept 

The problems of self-identity in a pluralistic society 

have not gone unnoticed in the programs of higher education. 

Awareness of these problems is evidenced in the transitional 

state of many lower colleges and in the trends toward more 

personalized or individualized programs of learning, whether 

such programs are designed for the undergraduate between the 

ages of seventeen and twenty-two or for employees of corporations 

who have been in the work-world long enough to recognize the 

importance of a "broad-gauged" educational experience. The 

challenge to educators has been well defined by the historical 

and theoretical premises which have been forming since the 

founding of the earliest institutions in America. If the 

challenge remains unmet, the necessity for continuous in-

stitutional renewal is as clear as is the necessity for 

student self-understanding and continuous self-development. 

Meanwhile, the needs of the undergraduate student cannot 

be circumvented; the age-old student tendency to register 
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discontent usually redirects institutional policy with regard 

to those student needs which have been most neglected. In fact, 

examination of most historical data pertaining to educational 

processes, and an examination of many actual court dockets, 

indicate that student unrest is one of the two continuous 

trends in the development of the modern university concept. 

A thread of continuity referring to student dissidence dates 

at least from records of 1158 A. D. Throughout the history 

of early American institutions and down to the present day, 

student discontent has been both institutionally repressed 

and publicly ignored. Nevertheless, valid and justifiable 

innovations have often resulted from the overt manifestations 

of dissenting attitudes among students. 

In 1158 A. D., "a student class. . . sufficiently 

important in Italy to receive a formal grant of rights and 

privileges from Emperor Frederick Barbarossa," set the pre-

cedent for hundreds of students in Bologna who were far from 

home and undefended (17» pp. 24-25). They united themselves 

for mutual protection. 

. . . first as a means of protection against 
the townspeople, for the price of rooms and 
necessaries rose rapidly with the crowd of new 
tenants and consumers, and the individual student 
was helpless against profiteering. United, the 
students could bring the town to terms by the 
threat of departure as a body, secession, for 
the university, having no buildings was free to 
move, and there are many historic examples of 
such migrations. . . . 

Victorious over the townsmen, the students 
turned on 'their other enemies, the professors,' 
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Here the threat was a collective boycott, and as 
the masters lived at first wholly from the fees^ 
of their pupils, this threat was equally effective. 
The professor was put under bond to live up to a 
minute set of regulations which guaranteed his 
students the worth of the money paid by each 
(17, pp. 8-9). 

To span the whole course of related and succeeding 

student manifestations» 

The events at the University of California 
at Berkeley in 196^-19^5* and the nascent radi-
calism of a small but articulate group at Columbia, 
have made us all aware of the dissatisfactions and 
disorientations of the students about the character 
of their education experience (5i P» H)• 

In response to the movement toward more sensitive awareness 

of student needs, and as a part of that movement, the works 

of several contemporary and authoritative figures have been 

assembled in Educational Implications of Self-Concept Theory 

to lend foundation to the axiomatic thesis that the self-image 

is a matter of educational concern. 

Important for teachers is the fact that self-
concepts are not unalterably fixed, but rather are 
modified by every life experience through at least 
the maturity years. Inherent in the thought that 
self-concept is learned as a function of experience 
is the fact that it can be taught. Interpersonal 
theory, then, holds that self-concept is built or 
achieved through accumulated social experiences and 
contacts (21, p. 17). 

Faust and Feingold, editors of Approaches to Education 

for Character: Strategies for Change in Higher Education 

specify implications for education under the subject, 

"Damaged Characters The Correction of Low Self-Esteem." The 

Arnspiger theory and procedure are prescribed as an educative 
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The work of V. Clyde Arnspiger with college 
students aids us here in moving toward some re-
fined contextual ideas. . . . Arnspiger has 
developed a theory of self-esteem and a pro-
cedure of testing for and correcting disorders 
of self-esteem. 

. . . The possibilities of 'success* are 
greatly enhanced. . . . As the full context 
emerges, the power of the person. . . to deprive 
and to indulge others emerges—not merely their 
powers to. indulge and deprive him. He begins to 
sense he is a value-producer and not merely on 
the target side of value indulgence and de-
privation. 

The sense of being rich in values is en-
hanced? the sense of others being in need of 
values is heightened. Along with this shift, 
the ideals for the self are likely to re-
emerge from where they were buried under a 
damaged self-image and the student wants to 
commit his life to something, more than he 
wants to protect himself from being damaged 
further. , . . What stands in the way of 
actualizing an ideal creates character con-
flict, if there has been no preparation for 
lack of indulgence or for meeting deprivation 
without 'giving up* (13» PP. 258-261;. 

By the later part of the 1960's and early 1970*s, certain 

concerns for modern education emerged as another part of, or 

an extension of, the trends relating to student dissidence. 

Collectively, these trends magnified the needs for (l) a 

high degree of professional and institutional maturity and 

poise to deal with problems of student unrest, and (2) 

personalized programs of learning for students. It was 

evident that appalling numbers of students had been denied 

fulfillment of "identity needs" as well as appropriate 

learning experiences for coping with problems of personal -

goal clarification. Erikson pointed to the urgency for 
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fulfilling these needs, and he assessed the consequences of 

non-fulfillment in Identity; Youth and Crises (ll). The need 

for institutional reforms—a program for continuous renewal— 

was equally clear. 

Inasmuch as many of the identity problems of students 

can be identified and effectively dealt with within the school 

environment, education has a definite responsibility for 

creating programs for dealing with the problems of self-

understanding and continuous self-development. In this context, 

Blaine and McArthur, along with twelve contributing authors, 

treat the "acute postadolescent identity crisis" that reaches 

a turmoil state and, therefore, warrants comparative studies 

with schizophrenic episodes? their study is a description of 

how troubles of college students are good illustrations of 

modern psychodynamic theory. This extension of psychodynamic 

thinking to the special phenomena seen in the twenty-year-old 

has only recently taken place (6, pp. xi-xii). 

For several decades prior to the unrest of the sixties, 

forecasts of the phenomenon appeared in the works of Veblen (^1), 

Mead (25), Case (?), Letter (23). Bernard I. Bell (4), and 

many others. The timeliness of their predictions culminates 

in the Arnspiger definition of maturity. The observations of 

Bernard I. Bell and Clarence M. Case especially lend validation 

to the definitions "Maturity refers to activities of the 

individual that are self-directed toward valid personal 
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and social goals. . . . A valid goal is one that is com-

patible with the realization of human worth and dignity" 

(3, p. 219). 

Bernard I. Bell's forecast of crises in American edu-

cation parallels the contemporary observation of Fantini in 

the "Drive for Quality Education." Bell described the trends 

away from the individual student in 19^9. 

Many shrewd observers of the American scene, 
both abroad and here at home, are saying. . . that 
it is our educational system, defective in its 
understanding of man, which is largely responsible. . . 
this necessary job cannot be done by our character-
molding institutions—the home, the Church, the 
school—unless these rediscover somehow that demo-
cratic education must be not only democratic but 
also education. . . . It is not for what they do 
that one must blame them but for what they leave 
undone, . . . their desire for growth in quantity 
rather than quality has been so great, . . . there 
could be little analysis of the individual students 
or guidance of them into the particular pursuits 
in which they are competent to function (4, pp. 1-4). 

Other significant factors have occurred simultaneously 

to create many insolvable problems for institutions of higher 

learning. Some of the factors have been indirectly involved. 

One example is the beginnings of space exploration, which 

called for more studies in the pure sciences and resulted 

in (l) expanding scientific and technological knowledge, and 

(2) creating an imbalance in discipline exposure for the 

student. The demands for "more useful and practical" college 

training echoed the social demands of the 1776-1862 period, 

when "the second distinct structure of American higher edu-

cation came into existence—the separately organized professional 
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school" (2, p. 21). The following factors, however, pressed 

the multi-faceted educational problems onto the attention of 

all of society in a very direct and immediate fashiont 

1. Firmly subsidized mass education for unprecedented 

numbers of returning veterans and disadvantaged and minority 

groups without guidelines for social transition into new group 

memberships, and without regard for effects upon the self-image 

during a period of role conversion? 

2. Tendencies of faculties to move toward discipline-

specialization, As a result, the undergraduate has been de-

prived of learning experiences which enable him to see the 

interrelatedness of all knowledge. 

3. Unprecedented population growth among the young and 

the older segments of society, resulting in an expanded labor 

market already overwhelmed with increased numbers of women who 

had entered the market during war years and remained, resulted 

in other efforts to keep the young young longer and make the 

older ones older soonerj 

4. Complex demands upon service agencies of government, 

making it impossible to initiate institutional renewal in 

spite of technological potential and resources for innovation; 

5. Forced rapid change in the functions of all basic 

social institutions, even in the most basic—the family. 

(Most family functions have been assumed by other institutions, 

except companionship and the procreation and rearing of 
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children, "the latter two of which are likely to "be institu-

tionalized, according to many family specialists). 

Schools—all institutions of learning ,and particularly 

the institutions of higher learning—also are experiencing 

the change in functions. As a result, James S, Coleman de-

clares that "the children are outgrowing the schools." 

. . , The environment outside the school is now 
capable of taking over many of the school's classical 
functions, while educational functions traditionally 
carried on outside the school are now largely missing. 

In the past, one of the child's roles, . . . was 
that of student in a school setting directed toward 
his self-improvement. His task was to learn, and a 
teacher had authority to make him learn. This stu-
dent role has always been a curious one because it 
has no goal directed toward the environment. . . . 
The child also had other important roles involving 
productive activity» Helping care for younger 
brothers and sisters; . . . These were roles in which 
he was not a student but a young person with respon-
sibilities affecting other people's welfare. . . . 

These activities, however, have largely dis-
appeared as the child's world has become information 
rich and action poor. The external environment can 
now take over many of the classical functions of 
the school, but there is nothing to take over the 
classical functions of the nonschool environment. 

. , .The new goal must be to integrate the 
young into functional community roles that move 
them into adulthood. , . . The school must be 
integrated with service organizations, such as 
those providing medical services, so that the 
young can help in them, . . . the school must be 
integrated with these other organizations of 
society and not insulated from them (8, p. 75). 

For all of these reasons and many more that emerged during 

periods of critical social change, society has "dumped" in-

numerable social problems in the lap of education and has 

sought refuge and escape from them. In turn, society has 
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generated and condoned the charges of "miscarriage of edu-

cational objectives." Neither society nor education has 

created the intellectual tools necessary for institutional 

analysis and renewal. Change in institutional functions, like 

change in personal roles, requires a great deal of individual 

and social adjustment—"change in behavior"—which is a major 

educational objective. 

Personal role conversion may have either positive or 

negative effects upon the personality, depending upon the 

preparation and potential of the individual for change; like-

wise, significant changes in the functions of basic human 

institutions may have a gross impact upon the social order. 

Both phenomena, however, contribute to the complexities of 

social problems, and especially to the often very serious, 

but sometime unnecessary, problem of cultural lag. In any 

period of social disorganization, it is exceedingly benefical 

to have the majority of the population composed of mature and 

responsible personalities, rather than being confronted with 

large and unusual numbers of damaged personalities with in-

effective self-images. 

Essential Aspects of Maturity; Individual 
and Social Self-Evaluation 

Many social philosophers view intellectual development, 

both for the individual and for society, as an essential factor 

for social progress. Clarence M. Case has illustrated con-

tinuous development in social progress! 
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Perhaps human societies are only now be-
coming capable of the possibilities of progress, 
because of the fact that such deliberate and 
purposeful self-realization is not the attribute 
of infancy, either individual or social. A 
society, like an individual, has to 'grow up' 
before it ceases to live from hand to mouth and 
for the interest of the passing moment, and 
learns to be the captain of his fate. 

This is a mental feat which requires first 
of all some means of storing up the experience of 
the past and transmitting it to succeeding gen-
erations by traditions either oral or written. . 
. . This would be a clear case of social self-
direction, fulfilling perfectly every condition 
of such a rational procedure, via,, social 
memory, social self-consciousness, social 
evaluation, all in unmistakable form (7» pp. 

86-87). 

Along this line of reasoning, Case consistently drew 

analogies between the social-self and the individual-self. 

He asserted that social progress depends upon a plausible 

system of education that is in harmony with the maturing 

processes of individuals. He observed that maturity for the 

individual is derived from a "rational procedure" of the same 

order as that prescribed for the society; that implementation 

of the "rational procedure" is a function of education. 

Components of the "rational procedure" are inherent in 

the recognition that effective self-direction is composed of 

(l) memory—stored and retrievable social history, and stored 

and accessible personal experiences of individuals; (2.) self-

consciousness—a positive social and individual self-image; 

and (3) skills and techniques for self-evaluation. 

G. E, Myers pointed out that education has no alternative 

except to assure the acquisition of self-knowledge and to 
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eliminate and/or prevent self-ignorance for students.. His 

inferences become generalizations pertinent to educational 

programs, whether the programs are designed by business, 

industry, private or public corporations, or by Academe, 

We all have met people possessing keen in-
sight into themselves but who are powerless to 
employ such insight for their own benefit. . . it 
would clearly be a mistake not to see these as 
exceptional cases and not to appreciate Plato's 
statement of what knowledge can do. Everything 
being equal, self-knowledge can only be applauded. 
In obvious ways it is indispensable for pre-
paredness, self-security, and self-control. You 
would only recommend in abnormal cases that people 
ought to live in ignorance of themselves (27, p. 

tVS). 

Self-analysis and self-evaluation are essential factors 

of responsible social involvement. When considered in the 

perspective of the Arnspiger Value-Oriented Rationale along 

with Bernard I. Bell's description of educational crises, and 

the collective works of other masters of social thought, in-

cluding the premises of Clarence M. Case, the development of 

skills for self-evaluation become an important part of the 

educative process. It follows that the primary purpose of 

self-evaluation is to provide the kind of self-understanding 

that will lead to continuous self-development—that self-

understanding which results from one's own self-evaluation is 

the kind of learning experience which insures continuous 

personal growth. Appropriate learning experiences for the 

individual, then, would be personalized and timed in a manner 
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congruent with the maturing processes. The maturing process, 

in turn, leads directly to social involvement. 

Only as individual members of social groups have them-

selves acquired skills of self-evaluation, and have mastered 

the techniques of self-evaluation, can they conduct social 

appraisal and effect institutional renewal. This complex 

process begins with the intricacies of clarifying and vali-

dating social objectives. In short, the evaluation process 

conducted by social groups refers to the analysis of their 

institutions. The purpose of institutional analysis is (l) 

to determine whether a given institution is effectively dis-

tributing the social values it has been designed to distribute, 

and (2) to initiate institutional renewal when necessary. 

Social goals, like personal goals, are valid when they con-

tribute to the realization of human worth and dignity for at 

least the principal participants. 

Can institutions of higher learning in America partici-

pate in the tasks related to wide-range institutional analysis 

and innovation without becoming subservient to the related 

social problems and thereby losing sight of their own ob-

jectives? When applying the appropriate intellectual tools for 

the evaluative process, including goal clarification and 

validation, and when periodically assessing the consequences of 

value distribution, higher education can, even in the most 

minimal role, serve as a prototype for institutional renewal, 

and can in maximum proportions be responsibly involved without 

becoming subservient. 
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Educational-Cultural Lagt New Technology 
and Old Objectives 

If placed within a general education framework, the con-

cept of personalized programs of learning will enhance the 

qualities of education for the undergraduate, and at the same 

time will tend to refine and assimilate the valences of the 

"rational procedure" proposed "by Case, which include memory, 

self-consciousness, and self-evaluation. 

A certain relationship appears between one example of 

self-evaluation and B. F. Skinner's recent observation} i. e., 

self-evaluation brings into focus the consequences of one's 

own behavior. Skinner proposes that freedom does not mean 

absence of control, but that "it has to do with bringing people 

to the control of more and more of the consequences of their 

behavior" (33. P. 1^4). Skinner further suggests that the 

trend is away from punitive and aversive controls toward 

the development of more realistic controls as they emerge 

from an understanding of the consequences of one's own be-

havior. 

Until recently teaching was almost entirely 
aversive; the student studied to escape the con-
sequences of not studying, but nonaversive 
techniques are gradually being discovered and 
used. The skillful parent learns to reward a 
child for good behavior rather than punish him 
for bad ( 3 3 , p. 3 3 ) . 

Authoritative figures from several disciplines are 

formulating a consensus in their recommendations that edu-

cational objectives of the future include the factors set out 
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in Case's "rational procedure," the techniques for dealing 

with the storage and retrieval of information proposed by 

Ong, and opportunities for understanding the consequences of 

behavior by means of Skinner's approach. 

A space of thirty-seven years intervened between the works 

of Clarence M, Case (1931) and Walter J. Ong (1968), The 

former predicted some of the present-day educational frus-

trations, as did Bernard I, Bell in 19^9 both of whom have 

been cited, The latter addressed himself to the conditions of 

the 196o^s and predicted future problems,while charting the 

whole course of human development through six consecutive 

stages, including preparation for "the thrust into the future" 

(28, p. 8), Arnspiger created a set of intellectual tools for 

personal and social evaluation, each with a category for pro-

jective (future) thought. 

If the future course of human growth and development can 

be reliably charted, and if the tools have been created for 

assessing progress toward achievement of human goals (insti-

tutionally and individually), there is little reason for 

hesitancy to 'engage in personal and social renewal, and con-

tinuous personal and social development—all of which are 

significant parts of the educative process, 

. . . men of the unnumbered yesterdays were 
all educators. . . . It has often been said that 
our western civilization is a vast confluent 
tradition into which have been poured the streams 
of four great historic cultures. . . . This has 
been augmented with certain more recent contributory 
streams peculiar to modern western life such as the 
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growth of individual liberty, science, human-
itarianism, and the critical movement. The 
social processes by which this is accomplished 
are nothing more or less than education (7» 
p. 221), 

The most characteristic and traditional function of 

education deals with acquiring, assimilating, and organizing 

information according to specified goals of inquiry into 

various streams of knowledge, 

The major objective of the prehistoric societies was to 

retain knowledges modern education hesitates to relinquish 

that objective, and hence is slow to exchange the techniques 

of memorization for more relevant objectives and procedures. 

Without writing, mere retention of the know-
ledge that had accumulated. . . proved so formidable 
a task that even apart from the risk of loss if set 
patterns were varied, the subsistence economies of 
early mankind could afford neither the time nor the 
energy for planned knowledge expansion. This state 
of affairs persisted to a greater or lesser degree 
for centuries after the invention of writing and 
even beyond the invention of print until the im-
plications of print for storing and shaping know-
ledge were digested into the social consciousness 
and individual psychological structures (28, pp. k-5), 

As late as the seventeenth century, it was imperative 

that knowledge be held in patterns that served ready recall. 

Memorization was the style of life, and "learning was mem-

orizing" (28, p, 6), Only recently has knowledge-storage 

been accomplished outside the human mind, "first by writing, 

then by print, finally by electronic circuitry" (28, p, 5). 

During these long and arduous developmental processes, most 

events were of external origin insofar as the minds of human 
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beings were concerned. Knowledge was not, and could not be 

created nor widely diffused. Ong shows how certain develop-

mental stages in the history of man, and particularly in the 

mind of man, preface the stages in the development of know-

ledge. He suggests, six sequential categorizations for all 

of these areas of development, viz: 

(l) growth in knowledge of the physical'universe; 
(2) growth in knowledge of man and his life-world, 
including his sense of history; (3) increased ex-
teriorization of knowledge (connected with the develop-
ment of "objective" science); (*0 interiorization of 
knowledge; (5) thrust into the future and growth of 
responsibility; (6) the permanent limitations of 
growth (28, p. 8). 

By tracing the development of knowledge, the problems of re-

taining knowledge, and the parallel stages of human history, 

it becomes clear that "only after being on earth some 500,000 

years. . . did man move from his original oral culture, in 

which written words were unknown and unthought of, to literacy" 

(28, p. 7). Subsequently script, the alphabet, the letterpress, 

telegraph,and the wireless were devised in the comparatively 

short period of approximately nine thousand years. About 

thirty-five more years brought television, 

A few decades later we had the whole panoply 
of spacecraft, Telstar, electronic computers in 
vast quantity, and countless related devices. Each 
advance exploited antecedently existing knowledge 
more efficiently than had the advances that went 
before, for new knowledge does not simply layer 
itself onto existing knowledge but interacts with 
it. It is not an additive but a multiplier (28, 
P. 7 ) . 



61 

According to Walter J. Ong in Knowledge and the Future of 

Man (28), man has reached the fourth developmental stage—the 

"interiorization of knowledge." Ong characterized the earlier 

periods with descriptions of events to show the lack of respect 

for human life, the rigidity of social institutions and showed 

ways in which punitive mutilation was common over a long 

period of time and attributable to fear and the absence of 

knowledge, Even the more human enterprise of philosophy was 

as depersonalized as many others, but tended to set the stage 

for increased awareness of human needs within each of the 

developmental stages. The acceleration of movement from one 

stage to another, and the shortening of the time within each 

stage, prescribes a mandate for careful educational planning 

for the fifth and rapidly approaching stage—the "thrust into 

the future and growth of responsibility." 

Only in the nineteenth century (that is, 
during the industrial revolution) did philosophy 
become highly anthropologized, centering itself 
more explicitly on man as man. . . . Personalist 
philosophy (and complementary reverse personalism, 
such as Sartre's) are just as typical of twentieth-
century civilization as technology is. . .person-
alizing potential has been progressively intensi-
fied. 

. . , Pierre Teilhard de Chardin, has gone 
further in interpreting personal, interior con-
sciousness as the focus of the entire evolutionary 
process, cosmic organic, and historical. . . . 
Teilhard attends to the way the physical universe 
evolves toward 'inwardness' and consciousness and 
to the way consciousness itself evolves as man 
fills and organizes earth (28, pp. 19-22), 

Inasmuch as contemporary problems and the resources for 

retrieval of knowledge are significantly different from those 
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of early man, and unique in terms of all other stages of human 

development, it is imperative that innovative educational ob-

jectives and procedures for achieving those objectives be made 

operative. 

A1 Altwegg, business editor for the Dallas Morning News 

reported on May 6, 1972 that "some aspects of education can 

be fascinating," simply by the management of objectives. 

Altwegg had attended a conference held at the University of 

Dallas for students and businessmen. Peter Drucker's con-

cepts regarding the management of objectives were explored, 

. . . Peter Drucker, another well-known business 
philosopher, . . . supposedly found it at General 
Motors, where he was doing a study of what they were 
doing right and came out with this comment, 'I never 
met a man in the whole organization who did not 
know what his objective was,' . . . the danger he 
finds is that businesses let their 'activities' 
become so important that they lose sight of their 
objectives—they forget what they're in business 
for (1, 19A), 

The conference culminated with a student-employee of 

General Telephone arranging a telephonic interview with 

Frederick Herzberg of Case Western Reserve University whose 

work on the .two-factor theory of job satisfaction relates 

to the management of objectives. 

The technique made it possible not only for 
the professor. . . to hear the report on his 
work, . . . but also permitted any of the students 
to quiz him. 

Such then, is the sort of thing that tech-
nology is making possible for students these 
days. . . there's no limit to what kind of ex-
citing learning could take place on campuses 
now—no limit but the limits of the imagination 
of the people using the technology (l, p. 19A), 
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Willis Rudy describes conditions in education which could 

generate the kind of enthusiasm manifested by Altwegg about 

education. In The Evolving Liberal Arts Curriculum» A 

Historical Review of Basic Themes. Rudy described the un-

limited potentials of students which could be released through 

education as he recounted the hopes of John Dewey that 

"technical subjects, now socially necessary," would acquire . 

a humane direction (30, p. 131). 

In the history of the General Education Board over a 

period of sixty years (1902-1962), Raymond B, Fosdick pointed 

out basic themes very similar to those discussed by Willis 

Rudy, Fosdick told of the vanishing effects of old landmarks 

and educational objectives while new conditions were developing 

for which the schools were unprepared (15» p. 239)* 

The relationship between technological potential and 

educational objectives is clearly drawn in a survey of each. 

The needs to remove the disparity between human potentials 

(intellectual and technological) and the good management of 

educational objectives are summarized in Higher Education 

Dimensions and Directions (29}. This volume includes an article 

entitled "Liberal Education in the Mid-Twentieth Century," by 

Algo D. Henderson who suggests that higher education in the 

twentieth century depends upon a "continuous general edu-

cation curriculum" that will be intertwined vertically with 

all of education (l8). 
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Selected Factors in the Design.of American 
Higher Education .for the Future 

If historical and theoretical premises that have pre-

vailed in the evolvement of American educational aims are 

congruent with the proposal for undergraduate general edu-

cation for self-understanding and continuous self-development, 

then such premises are also compatible with the Arnspiger 

Value-Oriented Rationale that is described in Chapter IV. 

Certain trends are emerging, however, that have not-

been fully implemented, which are also congruent with both 

the premises and the tenets of the Value-Oriented Rationale. 

Some of the trends pertain to (l) movements toward person-

alizing higher education., (2) a social approach to education 

that includes experiential-learning built around an apprentice-

ship similar to that suggested by James S. Coleman, (3) 

emphasis upon faculty preparation for the interdisciplinary 

approach, and (4) student involvement in institutional analysis 

and decision-making processes. 

Personalizing Higher Education 

"Personalizing Higher Education in Texas" was the theme 

for an exchange of innovative ideas by Texas educators in 

Austin in August of 1970. 

The conference grew out of concern of the Hogg 
Foundation and the Coordinating Board for the quality 
of the educational environment on Texas campuses. 
Commissioner Bevington Reed requested the presidents 
of all Texas institutions to report efforts on their 
campuses to personalize higher education. . . . Dr. 
M. Bruce Thomas, Dean of Trinity University told his 
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audience that there are many conditions basic to 
an atmosphere of learning—change and the con-
stant striving to make the whole process personal 
and intensely human, . .. .Dr. Thomas. . . 
suggested that both the student and the uni-
versity are "the victims of rapid change." He 
feared the 'core curriculum* approach was re-
sulting in 'standardization of processes and 
programs' and urged administrators to plan 
programs flexible enough to meet individual 
needs (35). 

A realistic and personalized educational program can be 

designed for the youth between the ages of seventeen to twenty-

two. Such a program can be implemented by using the highly 

developed technological hardware of education that is available, 

and by applying the Arnspiger Rationale that is designed 

especially to personalize programs of learning and to integrate 

the products of knowledge acquired, Texas educators were 

calling for such a program in the August, 1970 conference in 

Austin, Texas. 

Jacques Maritain was referring to a process of personal-

ization when he asserted that college education should be 

made available to all in a social order that is fitted to the 

common dignity of man, but he feared the consequences of in-

troducing specialization at an inappropriate time, and on any 

basis other than individual needs. "To introduce special-

ization in this sphere is to do violence to the world of youth" 

(24, p. 64). 

George B. Leonard seemed to suggest a conflicting pro-

posal to that of Maritain when he referred to the works of 

historian Toynbee and traced the disintegration of both the 
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Chinese and Roman Empires. Leonard explained that one cause 

for disintegration of the Empires was the offering of formal 

education to the masses. Toynbee's and Leonard's mutual 

positions were designed, however, to point up the tragedy of 

fragmentation in education, along with the dangers of divorcing 

"the self" from reality. 

No need for obscure psychological explanations 
for modern man's fragmentations that is what his 
schools teach. . . . the privileged minority's 
traditional system of education was impoverished 
in the process of being disseminated. . . formal 
book learning divorced from a spontaneous appren-
ticeship for life (22, p. 11). 

The personalization of higher education, sensitive re-

gard for the individual student's choice of an area of 

specialization, a full and rewarding program providing ex-

periences in decision-making and social involvement, as well 

as an appropriate "apprenticeship in the arts of living" demand 

a general education program consonant with such objectives. 

A general education based on these kinds of objectives must 

be flexible but stable enough to absorb modification, yet 

manifest a social consciousness free of any tendency to appease 

extreme elements in periods of stressful social change. It 

must also be free and secure enough to retain that which is 

essential in order to provide the continuity and nucleus for 

continuous renewal. 
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Social Approach to Education* No Time for Youth? 

General education should be a continuous journey, not a 

destination. General education should represent in some way 

a part of being there, and not emphasize so much the process 

of getting there or somewhere—it should provide a part of 

the wonderful feeling of learning,and growing toward still 

more learning. 

. . . Since liberal education is the sort that 
enables each man to think as well as his native 
powers permit, it is by definition appropriate to 
all men, . . . A free society that limits it to 
a small fraction of its citizens, does so at the 
peril of its existence, . . . But it is a full-
time job and cannot be carried on adequately by 
institutions that attempt simultaneously to give 
occupational training and what they may call 
'practical* knowledge. That kind of knowledge 
can be speedily acquired, whether on the job or 
in a post-graduate professional school, by the 
man who has learned to think. It can be acquired 
only with difficulty and inadequately by the man 
who has not. The penalty which contemporary 
society has paid for omitting this basic sort of 
education is the multiplication of highly trained 
specialists, who are, fundamentally, uneducated 
men and who are, inadequate to the varied respon-
sibilities of life (24, p. ?4). 

In 1968 the Jossey-Bass Series in Higher Education focused 

research efforts on the plight of the undergraduate student. 

One of several volumes documented student needs and the in-

flexibility and impersonality of the university and bore 

the title, No Time for Youth: Growth and Constraint in 

College Students. 

For many students, the academic-intellectual 
offerings of the college do not connect adequately 
with their own motivations. There is a consequent 
loss of adequate learning and of personal involvement 
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in the process of intellectual inquiry. Moreover, 
many students do not learn how to utilize their 
reasoning capacities in the service of the problems 
they face in their own development. . , . The 
development of more autonomous identity, of the 
capacity for intimate communication with other 
people, and of taking responsibility for others 
is not brought to the fruition that most students 
implicitly desire but cannot realize without 
further educational help (19. p. *0. 

These kinds of developments demand that the conept of 

education be emphasized in plans for "democratic education," 

Moreover, it is suggested that educational institutions need 

not be responsible for designing the institutional innovations 

for all of society. Neither should higher education be ex-

pected to appease or to entertain the student in an effort to 

hold him off the labor market and to exclude him from involve-

ment in decision-making processes, 

Robert Paulsen, as editor of Higher Education Dimensions 

and Directions, and Algo D. Henderson suggest that education 

is a life-long process. Both Paulsen and Henderson believe 

that educational experiences should be interlaced with the 

work-world experiences to develop a compatible balance between 

educational processes and work processes. 

Necessity for Faculty Preparation 
and Involvement 

Selection of courses and learning experiences for the 

student deserves the commitment of both faculty and student. 

Leaving the choice to the student has worked 
very badly, and would probably have been dis-
carded long ago but for two reasons making for 
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"bankruptcy of the faculty resulting in 'passing 
the buck* to the student? second, the cult of 
individual differences, . , which forced us to 
forget that more importantly they resemble each 
other. 

In order to resolve the dilemma of recognizing 
the uniqueness of the individual, while appropri-
ately paying attention to the common or universal 
qualities of the individual, the curriculum must 
be based on the parallel purposes, i. e., special-
ization areas to fulfill the uniqueness need and 
an integrative factor that will pay attention to 
the problem of placing the individual in social 
context with a sufficiently broad intellectual 
base to sustain the individual in the broader 
relationships. This aspect of the education ex-
perience calls for the interdisciplinary approach 
at a time when 'the liberal student should be 
above the subject, , , not immersed in it or 
smothered beneath it' (l4, p. 68). 

In recognition of man's zeal for unlimited freedoms, edu-

cation has neglected to develop the appropriate guidelines for 

student involvement in decision-making. Faculties with the 

skill and moral courage to overcome this kind of educational 

neglect are essential. Skinner warned against making a fetish 

out of individual freedom, although individual freedom is an 

essential part of the individual-societal approach proposed 

by sociologist and psychologist alike. "Freedom played a 

vital role in man's successful effort to overthrow the tyrants 

who oppressed him, . . . . But the same ideal. . . now threatens 

20th century man's continued existence" (3̂ 1 p. ̂ 7). 

One of the most serious impediments to an effective general 

education program is the unmet need for strong and innovative 

institutional measures for recruitment and development of a 

faculty and staff who can make such a program operative and 
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subject to continuous renewal. Compensating measures need to 

be devised that will encourage the faculty to cross discipline 

lines in cooperative ways and secure the benefits for both 

the student and the instructor at the undergraduate level. 

Often the light is brighter and vision is 
clearer in the laboratory; yet, the remarkable 
things that people do as participants in labor-
atory experiments, to be seen in perspective, 
must be viewed from the outside. Knowledge must 
be sought even where the obstacles are considerable 
and the light is dim (9. pp. 25-26). 

An undergraduate program designed to render student 

self-understanding and continuous self-development depends 

upon faculty and staff development according to specific 

objectives. The training of such a faculty will encourage 

the on-going evolvement of conceptualizations about programming 

according to similar guidelines devised by Clarence M. Case 

in his "rational procedure." Such a program, in turn, will 

involve students in the processes of decision-making and 

institutional analysis. The personalization of general edu-

cation, the creation of experiential-learning opportunities 

based on a social approach, and careful faculty recruitment 

and development will lead to programs which involve the 

student in decision-making and institutional analysis. 

Student Involvement in Decision-Making 
and Institutional Analysis 

The dual processes of decision-making and institutional 

analysis provide unlimited opportunities for student to be 
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involved in meaningful and relevant processes which should 

characterize the learning experiences for youth between the 

ages of seventeen and twenty-two. The interdependence of theory 

and practice may become quite clear for some learners in no 

other way. They may recognize the significance of relation-

ships between various disciplines, between basic principles 

within a given discipline, and they may recognize the inter-

dependence of all knowledge when responsibly involved in the 

two processes. Interdependence, inter-relationships are facets 

of learning that are just as often overlooked as being essential 

to the solution of immediate problems as they are omitted from 

experiential-learning opportunities for students. 

Summary 

Historical and theoretical premises of the proposal for 

undergraduate general education for student self-understanding 

and continuous self-development are summarized as followsi 

Education is a highly complex enterprise which deserves 

and warrants continuous examination. Historically, European 

concepts of education have had a significant impact upon the 

evolvement of American education. The native and primitive 

environment as well as the liberalizing ideals of democracy 

also have been instrumental in forming a unique and dynamic 

process. 

Throughout the frequent periods of stressful social change, 

the lower colleges have suffered from lack of integrative 
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force to provide continuity and nucleus for renewal, partic-

ularly since the emergence of the universities. One unique 

aspect of American education—individual freedom—is so related 

to the ideals of democracy and individualism that it forms the 

"basis for personalized learning programs. Unprecedented numbers 

of students attending colleges and universities create problems 

of personal identity for youth, and make it difficult to 

develop the skills of social involvement. 

In order to avoid the use of aversive measures in edu-

cation, it is necessary to develop educational objectives that 

will contribute to a favorable student self-concept. Author-

itative figures lend assurance that the self-concept is. 

amendable. An effective self-image derives from mature and 

realistic attitudes toward self and society; maturity is a 

product of self-study and realistic social and self-evaluation. 

The technique for self-evaluation is an educative pro-

cess that provides self-understanding and formulates the 

criteria for continuous self-development. 

Educational-cultural lag has occurred in spite of the 

fact that technological processes for storing knowledge and 

for retrieving it in varied forms specify the re-ordering of 

educational objectives. The derived premises and implications 

suggest no conflicts with a value-oriented rationale, while 

on the contrary, they suggest the possibility of nearer 

approaches to the realization of human worth and dignity 

for all participants in the scheme of higher education. 
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There is a mutual recognition of need for institutional 

innovation, but educational objectives remain unchanged ex-

cept in unusual and often isolated educational environments, 

Business and industry are assuming responsibilities for 

educating their own personnel, but express the need for a 

broad educational and moral base, 

Just as 'compensatory-education programs' are rendered 

ineffective largely because the problem is with the in-

stitutional programming rather than the learner, it is 

suggested that core-curriculum programming tends to stand-

ardize; a "core-student" approach, on the other hand, could 

foster the development of self-understanding and continuous 

self-development. The student must find himself in an environ-

ment that will encourage the use of self-evaluation skills 

for determining his goals and potentials.,thus enabling him 

to formulate criteria for continuously assimilating new know-

ledge while assessing the effects of new knowledge upon the 

self-image. 

The social approach, when appropriately balanced with 

the personalized approach, will provide opportunities for 

experiential apprenticeship in social involvement and public 

decision-making. 

One of the most serious inhibiting factors in this kind 

of programming is the difficulty of recruiting and training 

faculty and staff members. Inherent in this difficulty is 
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the absence of institutional policy for according realistic 

recognition to the tasks of the interdisciplinarian. 

A value-oriented rationale which specifies the conditions 

that are necessary to the kind of programming implied in the 

premises just examined will be discussed in Chapter IV. The 

interdisciplinary approach is introduced in the following 

Chapter III as an essential component of the general education 

concept. A major effort of Chapter III is to demonstrate 

that when the student value-analyzes his goals and his 

potentials, a dynamic integrative effect is achieved with 

regard to the input of knowledge. 



CHAPTER BIBLIOGRAPHY 

1. Altwegg, Al, "One Man's Opinion," The Dallas Morning 
News, May o, 1972, p, 19A. 

2. American Council on Education, American Universities and 
Colleges, edited "by Allan M. Cartter, Washington, D. 

im: 
3. Arnspiger, V. Clyde, W, Ray Rucker, and Mary E. Preas, 

Personality in Social ProcessValues and Strategies 
of Individuals in a Free Society, Dubuque, Iowa, William 
C. Brown Co., 19&9* 

Bell, Bernard I,, Crisis in Education: A Challenge to 
American Complacency, New York, McGraw-Hill Book Company, 
Inc., 19^9. 

5. Bell, Daniel, The Reforming of General Education! The 
Columbia College Experience in Its National Setting, 
New York, Columbia University Press, 1966. 

6. Blaine, Graham B., Jr., Charles C. McArthur and others, 
Emotional Problems of the Student, Garden City, New York, 
Doubleday and Company, Inc., 1966. 

7. Case, Clarence M..Social Process and Human Progress, 
New York, Harcourt, Brace and Company, 1931• 

8. Coleman, James S., "The Children Have Outgrown the 
Schools," Psychology Today. V (February, 1972), 72-75« 

9. Deutsch, Morton and Robert M. Krauss, Theories in Social 
Psychology, New York, Basic Books, Inc., 1965. 

10. Dressel, Paul L., Research in General Education In-
struction; A Selected and Annotated Bibliography of 
Research Articles Having Implications for General 
Education Instruction. Washington, D. C., Association 
for Higher Education, National Education Association, 
1955. 

11. Erikson, Erik H., Identity: Youth and Crisis. New York, 
W. W, Norton, 1968. 

12. Ewald, 'William, "A Third Force to Deal "With Change," 
The Center Magazine, III (Nov.-Dec., 1970), 32-33* 

75 



76 

13. Faust, Clarence H. and Jessica Feingold, editors, 
Approaches to Education for Character 8 Strategies 
for Change in Higher Education. New York, Columbia 
University Press, 19&9-

14. Forester, Norman, The Future of the Liberal College, 
New York, Arno Press and The New York Times'! I969• 

15. Fosdick, Raymond 3., Adventure in Giving: The Story of 
the General Education Boards A Foundation Established 

John D. Rockefeller. New York, Harper and Row, 1962. 

16. Gutek, Gerald Lee, An Historical Introduction to American 
Education. New York, Thomas Y. Crowell Company, 1970, 

17. Haskins, Charles H., The Rise of the Universities, New 
York, Cornell University Press, 1923. 

18. Henderson, Algo D., "Liberal Education in the Mid-
Twentieth Century," Higher Education Dimensions and 
Directions. edited by F. Robert Paulsen, Tucson, The 
University of Arizona Press, 1970, 

19. Katz, Joseph and others, No Time for Youtht Growth and 
Constraint in College Students. San Francisco, Jossey-
Bass, Inc., 19^8^ 

20. King, Edmund J., Comparative Studies and Educational 
Decision, New York, The Bobbs-Merrill Co., Inc., 1968. 

21. LaBenne, Wallace D. and Bert I. Greene, Educational Im-
plications of Self-Concept Theory. Pacific Palisades, 
California, Goodyear Publishing Company, Inc. 1969. 

22. Leonard, George B., Education and Ecstasy. New York, 
Dell Publishing Company,.1968. 

23 . Letter, Sidney S., editor, The Time Has Come Today. New 
York, Teachers College Press, Columbia University, 1970, 

24. Maritain, Jacques, Education at the Crossroads. New Haven, 
Yale University Press, Inc., 19^3. 

25. Mead, George H., Mind. Self, and Society. Chicago, 
University of Chicago Press, 1934. 

26. Miller, Richard I., editor, Perspectives on Educational 
Change, New York, Appleton-Century-Crofts, 1967. 

27. Myers, Gerald E., Self: An Introduction to Philosophical 
Psychology. New York, Western Publishing Company, Inc. 
1968. 



7 7 

28. Ong, Walter J., Knowledge and the Future of Man, New 
York, Simon and Schuster, 1968. 

29. Paulsen, F. Robert, editor, Higher Education Dimensions 
and Directions, Tucson, The University of Arizonia Press, 
1970. 

30. Rudy, Willis, The Evolving Liberal Arts Curriculum A 
Historical Review of Basic Themes, New York, Teachers 
College Press, Columbia University, i960. 

31. Saturday Review, "Schools Make News." LI (Februarv 17. 
1968), 64-65. 

32. Siegle, Peter E., New Directions in Liberal Education 
for Executives. Chicago, The Center for the Study of 
Liberal Education for Adults, 1958. 

33. Skinner, B. F., Beyond Freedom and Dignity. New York, 
Alfred A. Knopf, Inc., 1972. 

3^. TACT Bulletin. "Higher Education Conference," XXIII 
(September, 1970), 2. 

35. Time. "Skinner's Utopia! Panacea, or Path to Hell?" 
XCVIII (September 20, 1978), 47-53. 

36. Toffler, Alvin, Future Shock. New York, Random House, 
1970. 

37. Tussman, Joseph, Experiment at Berkeley. New York, 
Oxford University Press, 19&9. 

38. Ullman, Albert D., Socio-Cultural Foundations of Person-
ality. Boston, Houghton Mifflin Co., 1965. 

39. U. S. News and World Report. "The Drive for Quality 
Education," LXXII (May 8, 1 9 7 2 ) , 5 8 - 6 2 . 

40. Van Doren, Mark, Liberal Education. Boston, Beacon Press, 
1959 . 

41. Veblen, Thorstein, The Higher Learning in America1. New 
York, B. W. Huebsch, 1918. 



CHAPTER III 

THE INTERDISCIPLINARY APPROACH TO STUDENT 

SELF-UNDERSTANDING AND CONTINUOUS 

SELF-DEVELOPMENT 

Introduction 

The historical and theoretical premises which emerged in 

the preceding chapter point to some educational problems of 

the undergraduate students. The appropriateness of general edu-

cation for student self-understanding and continuous self-

development was examined. Assuming the appropriateness of 

this kind of general education and granting the validity of 

premises which emerged, the question remains regarding what 

specific educational program should be provided in order for 

the suggested purposes to be accomplished. 

Historically, a long and continuous line of efforts have 

been made to determine the discipline or combination of disci-

plines which should be offered at the undergraduate level. The 

multidisciplinary approach emerged as the most usual policy 

for programming general education, and in turn this policy 

created the perennial problems of "distribution"—the re-

quirement of a certain number of academic hours within a 

specified spread of subject areas. 

Theoretically, it became quite clear that neither any 

one discipline nor any combination of disciplines could pro -

vide student self-understanding or create personalized 
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guidelines for continuous self-development, The psychological 

and biological sciences, the social sciences, the humanities, 

and other disciplines which have been included in the multi-

disciplinary approach remain as potential contributors to 

student self-understanding and continuous self-development. 

Furthermore, the significance of these two elements (student 

self-understanding and continuous self-development) is im- • 

plicit throughout the historical and theoretical trends,while 

the need for more personalized programs in higher education 

clearly emerges. 

If student self-understanding and continuous self-develop-

ment should be placed in the focal position of a scheme for 

personalizing general education, the several disciplines would 

take on immediate meaning for each student, and at the same 

time the student would be able to impose a meaningful organ-

ization. The undergraduate educational experience would thus 

become inter-disciplinary rather than fragmented and multi-

disciplinary. 

As self-understanding is facilitated, the disciplines 

will project meaningful inter-relationships in accordance 

with the conditioning factors that have gone into formation 

of the personality of the individual student, and in terms of 

his perspectives that are operative in the particular moment 

of educational experience. At this point in the student's 

learning experience, the problem of creating guidelines for 
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continuous self-development will also take on purpose and 

relevancy. 

A number of "foundation disciplines" should "be con-

sidered in the development of general education programs. 

Moreover, if student self-understanding and continuous self-

development do assume the focal position in the educational 

scheme for the undergraduate student, a rationale would be 

useful for determining the line of relationships and inter-

relationships between the self-knowledge needs and the 

curriculum-experiential offerings for each student. The 

interrelatedness of all human knowledge adds still another 

dimension to the processes of creating opportunities for 

student insights to occur. 

Foundational Factors Basic to the Interdisciplinary 
Approach to General Education 

The Association for Supervision and Curriculum Develop-

ment based the Association's 1962 annual theme on the 

assumption that educational programming should never be a 

finished task. Foundational factors for education were 

stated in the preface to the annual conference, 

. . . continuous consideration of the basic 
foundations of the educational program is in-
escapable. Regardless of what technological 
devices are adopted, what organizational patterns 
prevail, what curricular content emerges, the 
three basic foundations of education--social, 
psychological and philosophical—are central 
in the making of the educational program 
(8, p. iii). 
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In several different ways these areas were implied in the 

preceding chapter; however, more specific and direct attention 

needs to be given to them. They may be taken in any order, 

but the following is preferred* (l) psychological, (2) 

sociological, (3) philosophical. These foundational elements, 

when represented in various discipline areas, may be viewed 

as points of perspective from which all components of a 

general education program could be designed and examined, 

and the balance between them determined. 

In formulating a curriculum for general education based 

upon these foundational perspectives, general education for 

self-understanding will become the initial interest and 

focus. The focus will be upon the individual's coming to 

know himself, to understand himself better or more fully 

through the functioning of the several disciplines as these 

disciplines contribute to his self-understanding, and as the 

derived knowledge becomes an integrative part of his total 

emergent self. As Whitehead might have said, the individual 

would come to see the woods (himself) by means of the trees 

(the disciplines) rather than being left to find himself in 

spite of them. An important objective and expected outcome 

of a learning experience directed toward self-understanding 

would be for the individual to continue this process through-

out his life. He would continuously bring into contemporary 

perspective new data and facets of seIf-understanding#through 

interest and need. In this way, he would be in continuous 
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charge of his own existence and would be responsible for the 

personal appropriation of knowledge as it is acquired. 

It is a major premise of the Arnspiger Rationale (to be 

examined in Chapter IV) that undergraduate students cannot 

by tour de force simply lift from the "distribution require-

ments" what is or might be valuable for understanding them-

selves, nor can they devise the techniques for making personal 

appropriation of the knowledge acquired. Instead, they must 

be assisted in selecting the appropriate curriculum content 

and in determining the time-sequence organization of the 

curriculum selected, 

A personalized organization of curriculum, according to 

student need, interest,and potential, will suggest appropriate 

teaching methods and techniques, all of which will be de-

signed to facilitate the integration and internalization of 

new knowledge by the student in terms of his own psycho-

logical, sociological,and philosophical orientation. These 

are the premises and conditions which could lead to student 

self-understanding, and in turn would engage the student in 

the processes of self-study in ways that would lead to con-

tinuous self-development. 

The outlined premises and conditions clearly suggest 

the appropriateness of purposes; the development and im--

plementation of a general education program consonant with 

the purposes is far less simple to achieve. What will 

facilitate this kind of immediate and long-range educational 
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experience for the student is the major subject of this study, 

therefore. Certain psychological, sociological, and philo-

sophical foundations are presented, along with a program of 

human or social values, in the remainder of the study. 

The curriculum design will be specified according to 

the psychological and social factors which are inherent in 

the needs of the learner(s). The philosophical factors, as 

discussed by Hook from a variety of philosophical positions, 

illustrate philosophy "as knowledge of being," and likewise 

is inherent in the needs of the learner—his quest for knowl-

edge. In this context, John Dewey's philosophical orien-

tation, as particularly described by Hook is significant to 

the growth and development of the student, and hence, to the 

concepts of general education being proposed. These philo-

sophical factors are in turn consonant with the Arnspiger 

Value-Oriented Rationale. 

. . , Philosophy is the quest for knowledge 
of the first or ultimate principles of things. It 
differs from the knowledge won by the other sciences 
in that it is more certain, more universal, and 
. . . more general or universal in that it is con-
cerned with everything that is, not with the 
specificities which constitute the subject matter 
of the special sciences. [Hook's definition of 
philosophy as knowledge of being, pp. 5-6] 

There are several other answers to the question 
"What is philosophy?" . . . the answer given by a 
school of thought which some historians of ideas 
regard as the sole distinctive philosophy America 
has produced, pragmatism. Chief among them are 
Charles Feirce (1839-1914), William James (18^9-
1910), John Dewey (1859-1952), and George Mead 
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(1863-1931 )• "these John Dewey has exercised 
the profoundest influence, especially on American 
culture.... 

Dewey's conception of philosophy is . . . 
'Philosophy is a quest for wisdom.' Wisdom 
differs from knowledge hut is not opposed to it. 
It is a species of knowledge. It consists in 
insights into the nature and validity of the 
moral ideals by which men govern themselves and 
their societies. It is knowledge of what is of 
most worth in our experience, of the ends which 
we can justifiably pursue, of the good or the 
better in those concrete situations in which, 
confronted by alternatives of policy or action, 
we asks 'What shall we do?' The philosopher's 
distinctive function is the critical evaluation 
of moral ideals and of basic value judgments 

(16, p. 31). 

Both Dewey's "quest for wisdom" and Einstein's "holy 

curiosity of inquiry" (22, p. 232) underscore the importance 

of appropriate learning experiences for the college-age youth. 

Learning experiences for the seventeen-to-twenty-two year 

old student should be personalized in such a way that he will 

be able to draw generalizations and to assimilate newly 

acquired knowledge and experiences with his foundational knowl-

edge. 

In addition to pointing out the congruence between 

personal developmental needs and evolving learning potentials 

of the college-age youth, certain other trends have emerged 

from the historical and theoretical data. The trend most 

pertinent here shows that although general education is 

warrantable as an institutionalized policy of higher education, 

in America it usually declines to a static condition, or is 

abandoned completely during periods of social disorganization. 
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All of this is antithetical to the properly dynamic character 

of American education. It is even more antithetical to the 

objectives of a general education program designed to provide 

criteria and techniques for assimilation of acquired knowledge. 

Knowledge-Assimilation* Student Self-Understanding 
and Continuous Self-Development 

Whether the ideals of Education and Ecstasy (22) are 

fantasy or near reality, the need for liberal education 

stands out more prominently than ever in a period of flux, 

rapid change, accelerated expansion of human potentials, and 

particularly does so when the problems of personal identity are 

paramount. The course-content learned by the specialist 

often becomes obsolete before the ink is dry on his speci-

alized degree. However, if he is in possession of a store 

of fundamental knowledge that can be transmitted from one 

vocation to another, and if it is the kind of knowledge that 

will assist him in making estimates and projections into the 

future while he stands on the shoulders of giants from out 

of the past, then he will have acquired the best education 

available to him at the time. Conversely, if there have 

been no learning contacts with enduring intellectual giants, 

and if the learner has had no opportunities to make the 

distinctions between wisdom and knowledge, or to build a 

personally integrated base of knowledge supported by relevant 
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personalized experiences, then he has been denied both the 

"ecstasy of education" and the opportunity of intellectual 

growth. 

, . . Ecstasy is education's most powerful 
ally. It is reinforcer for and substance of the 
moment of learning. Knowing this,'the master 
teacher pursues delight. . . . We learn how 
Archimedes leaped, crying, 'Eureka!from his 
bathtub; how Handel, on finishing the 'Hallelujah 
Chorus,' told his servant, 'I did think I did 
see all Heaven before me, and the great God him-
self;' how Nietzsche wrote Thus Spake Zarathustra 

• • • 

What we fail to acknowledge is that every 
child starts out as an Archimedes, a Handel, a 
Nietzsche. . . . We quell the ecstasy and the 
learning. . . . Explaining why he was unable 
to think about scientific problems for a year 
after his final exams, Albert Einstein saidi 
'It is in fact nothing short of a miracle that 
the modern methods of instruction have not yet 
entirely strangled the holy curiosity of in-
quiry. . . . It is a very grave mistake to 
think that the enjoyment of seeing and searching 
can be promoted by means of coercion and a sense 
of duty (22, 232-233). 

The kind of ecstasy described by Leonard in still other 

illustrations refers to the pleasures and endurance of 

learning that flows from "connections" made between ideas 

and bodies of thought, 

Is an interdisciplinary-integrative approach essential 

to general education for self-understanding and for con-

tinuous self-development? If some positive results can be 

attributed to the assimilation of knowledge, and in turn 

if the integrative process does contribute to the enhancement 

of the self-concept,.then the objectives will become clear 

for the kind of general education being proposed. 
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If placed on a graphic chart, a positive incline would 

reflect the increasing needs of young adults for knowledge that 

can serve as an intellectual anchorage during growth and 

development within the cognitive domain. It is knowledge 

which can serve as catalyst or as leavening agent that 

lightens and enlivens the whole of his knowledge content, 

extending and exhilarating it in the "holy curiosity of inquiry," 

Specialization can lead to a narrowing of 
vision and overconcern with vocation, but if that 
specialized knowledge is acquired in a context of 
inquiry, rich in philosophical and methodological 
presuppositions, and if a student learns not 
'received doctrine' tout the modes of conceptual 
innovation, then special learning can be as 
liberalizing (i. e,, in inducing a critical 
spirit and an independent temper) as the study 
of the humanities. 

. . . between the secondary and graduate 
schools, . . . it is in a tone of resignation 
[educational default"] that denies the students' 
need for a period of unforced maturation and 
overlooks the distinct function many of the 
better colleges perform, of making their stu-
dents self-conscious about the grounds of 
their knowledge and of their values [self-
understanding | (k, p. 279) t 

Do the college years and the college environment (a 

time-space factor) combine to form at least one sanctuary 

where appropriate learning experiences can promote intellectual 

growth and enhance the understanding of one's self as well as 

one's role in society? Appropriate learning environment and 

related learning experiences could generate a coalition of 

mutual concerns for the "emergent self" as well as for the 

broader dynamics of the individual and social personality. 
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Melvyn N. Freed asserts that learning one's unique 

potentials while also learning one's social responsibilities 

is a major part of knowledge which promotes the continuous 

pursuit of knowledge, and frequently demonstrates the inter-

relatedness of all knowledge. In an address entitled "The 

Responsibilities of Being Educated" (13* p. 33)» Freed issued 

a challenge for more efficient use of acquired knowledge. 

Two of the five important responsibilities listed, "self 

respect" and "moral commitment in the exercise of the edu-

cated life," depend specifically upon a personalized academic 

learning experience—one that would lead to a liberalization 

of the emergent self. 

Combs and others have shown the immediacy of recognizing 

education's function in shaping "adequate personalities" 

through meaningful learning experiences, and the inter-

relationships between the two, 

Adequacvi A Function of Being Informedt 
. . . the fully functioning personality is well in-
formed about himself, . . . includes understandings 
of relationships of size, space and quantity; it 
encompasses the knowledge of principles related to 
matter and energy; the perceptual field also in-
cludes knowledge of means of getting more in-
formation and ways of synthesizing and relating 
bits of information to formulate answers to 
problems. 

Interaction of Adequacy and Learningt 
Adequate persons are well informed, and rich 

information contributes to greater adequacy. . . . 
When we recognize that the self concept is learned, 
the role of the school in this learning becomes 
increasingly significant. . . . As the educational ' 
process reduces threat and helps the individual 
develop a positive view of self, it makes possible 
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More extensive personal meanings which become 
the basis for more intelligent behavior. . . . 
It is both the product of adequacy and a key 
to greater adequacy, . . . that result in 
intellectual exploration, not concepts of 
self that continuously intrude and get in the 
way. 

More positive 
view of self 

/ * \ 
More likely More acceptance of 
to achieve and openness to 

goals experience t 
More realistic 

goals V More accurate 
assessment of 

self 

(8, pp. 184-186). 

Still another point of view which describes the positive 

effects of continuously assimilating the products of knowl-

edge input is described by Bigge and other followers of the 

Cognitive-Field Theory. 

The key word of Gestalt-field psychologists 
in describing learning is insight. They regard 
learning as a process of developing new insights 
or modifying old ones. Insights occur when an 
individual, in pursuing his purposes sees new 
ways of utilizing elements of his environment, 
including his own bodily structure, , , . 

Insights, then, are to be considered, not 
literal descriptions of objective physical-
social situations, but as interpretations of 
one's self and one's perceived environment on 
the basis of which subsequent action may be 
designed. , . . 

. . . Before generalizations become 
reliable; that is, before they become under-
standings, it is usually necessary that they 
rest on a number of specific insights, all 
suggesting the same conclusion. In short, 
dependable generalizations, i. e., under-
standings, usually are products of considerable 
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experience. Furthermore, they are prone to 
change in the direction of greater usefulness 
as tools of thought. . . . It is one's under-
standings that enables one to behave intelli-
gently, that is, with foresight of consequences 
(5, pp. 99-10**). 

To point up the concerns for the liberal education of 

man in places other than the United States, Bratchell and 

Heald concluded their world-wide study in 1966 and published 

the work in Great Britain under the title, The Aims and Organi-

zation of Liberal Studies. Research was done in most of the 

major areas of the world: the far east, Russia, Europe, Great 

Britain, and the United States. Full accounts of policy, pro-

cedures, and comparisons are a part of the report. A general 

consensus emerged regarding the reasons for rises and de-

clines of interest in the liberal education. 

It is scarcely likely that the old definition 
of a liberal education. . . will be an acceptable 
criterion in this age of the common man. . . . a 
liberal education is not easily acquired; by defi-
nition it is an ideal to be aimed at, one made 
more difficult to attain in a world of increasing 
materialism. . . . 

. . . At its best the debate about a liberal 
education has provoked constructive thought and 
a rethinking of educational ends and meansi at 
its worst it has merely caused bewilderment and 
a tendency to dismiss the whole concept as ideal-
istic, ineffective and reactionary because as a 
concept it cannot always be neatly parceled up 
in an immediately applicable formula (6, pp. 2-3). 

Bratchell and Heald gave special attention to the im-

portance of relevancy and integrative processes of liberal 

education, while laying strong emphasis upon the importance 

of liberal education as a process for developing and refining 

the individuality of students. 
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. . . different kinds of knowledge are 
needed on the road to maturity. And we know that 
these intellectual, moral, and emotional experiences 
often become telling for the pupils only when the 
teacher's personal concern for and interest in 
them is obvious. . . . Believing there is an 
underlying unity of all knowledge, we think a 
major task. . . will be to enable the pupils to 
realize the complementary nature of their studies 
and to help them to see that, far from contradicting 
each other, the different approaches and demands 
made by different subjects are related to each 
other. They must be made aware of the inter-
relationship of the varied experiences which 
help to develop the whole personality. It may 
be that much more research has to be done in-
to the question of subject relationships (6, 
P. 99). 

The importance of knowledge-assimilation to student self-

understanding is explicit in the conditions and purposes 

described by Bratchell and Heald; the effect of thwarted knowl-

edge-assimilation is implied in the anxieties of youth who are 

entitled to these kinds of experiences at the crucial stage of 

their intellectual development. 

Need for a Rationale in the General Education 
Design That Will Assure Constancy 

for the Emergent Self 

The additional research recommended by Bratchell and 

Heald reflects the need for knowledge we have not yet acquired. 

This must be the kind of knowledge that would provide neces-

sary educational concern for all stages of mental and physical 

growth and development. Genuine personal and social awareness 

of, and regard for, these growth factors would allow for the 

constancy in the total undergraduate educational process 

that is necessary for student self-understanding and continuous 
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self development. The emergence of effective personalities 

who would assume the rights and responsibilities of citizen-

ship could be achieved in this way with greater degrees of 

reliability. 

In William G, Perry's'volume entitled Forms of Intellectual 

and Ethical Development in the College Years. Robert W, White 

refers to the importance of continuous self-development for 

the student. White raises a crucial question for college 

teachers and developmental psychologists alike» "Does anything 

happen in the mind between the ages of seventeen and twenty-two 

beyond a large intake of information, and enrichment of con-

tent?" (26, p. v). White regrets that the college years have 

not been studied as a stage of intellectual growth, and he 

hands an indictment to education because "there is little 

substance to the claim that a liberal education means learning 

how to think" (26, p. v). He considers it deplorable that the 

work of Piaget regarding stages of intellectual growth in child-

hood and the work of Bruner and associates have not been ex-

tended to the study of intellectual evolvement during the 

college years. 

Perry's work shows that there is a basic progression in 

the evolvement of forms of thought, during the college age, 

which can be designated as a period of inner personal growth, 

as a time when the maturing stages within the cognitive domain 

occur. (Perry graphically illustrates this concept in his 

"Chart of Development"). The implication is that curriculum 
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should be designed to recognize these verities pertaining to 

the selfhood of the learner. 

Perry traces the path from adolescence into adulthood 

by specifying nine "forms of development" which are signs 

and sequences of the maturing personality. The first of the 

nine is manifested in the individual's concepts of simple 

dualisms (right vs. wrongj we vs. others; good vs.. bad? etc.). 

If personality emergence is arrested or thwarted during the 

first or early forms, the result is "embeddedness" of the 

personality. The last and highest of the "forms" leads to 

"developing commitments," while the final personality product 

is "actualization." Continuous movement is "away from naive 

egocentrism to a differentiated awareness of the environment" 

(26, p. 20̂ -). The naive egocentrism, in essence, is the 

absence of self-knowledge combined with "embeddedness" of 

personality. Perry's counsel against "embeddedness" calls 

for educational experiences that will contribute to continuous 

self-development. 

Continuous evolvement and actualization of the mind of 

man and the development of skills for systematic thought are 

all parts of the cognitive domain. The cognitive domain, in 

turn, is related to the affective domain and ultimately to the 

total maturational processes, 

John Dewey profoundly emphasized the whole concept of 

continuous evolvement, even subtly the idea of continuous 
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self-development. In his "Criteria for Experience" he also 

emphasized the importance of an "experiential continuum" 

in the over-all education complex. 

. . . It covers the formation of attitudes, 
attitudes that are emotional and intellectual, 
it covers our basic sensitivities and ways of 
meeting and responding to all the conditions which 
we meet in living. From this point of view, the 
principle of continuity of experience means that 
every experience both takes up something from those 
which have gone before and modifies in some way 
the quality of those which come after, . . . that 
the educative process can be identified with 
growth when that is understood in terms of the 
active principle, growing. 

. . . Hence it is argued that "growth" is 
not enough; we must also specify the direction in 
which growth takes place, the end towards which 
it tends. . . . The question is whether growth 
in this direction promotes or retards growth in 
general. Does this form of growth create con-
ditions for further growth, or does it set up 
conditions that shut off the person who has 
grown in this particular direction from the 
occasions, stimuli, and opportunities for con-
tinuing growth in new directions? 

. . . There is no paradox in the fact that 
the principle of the continuity of experience may 
operate so as to leave a person arrested on a low 
plane of development, in a way which limits later 
capacity for growth (10, pp. 35-38). 

General education for student self-understanding and 

continuous self-development suggests the educational structure 

which has been needed to "specify the direction," to imple-

ment the principles of the "experiential continuum," and is 

the structure which would enable the student to select the 

appropriate experiences and curriculum. It suggests the 

educational structure for initiating the youth into the decision-

making processes and also into timely institutional analysis. 
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Personal and social awareness of these verities would 

also take into account the importance of knowing about the 

relationship of responsible learning to the processes of 

maturation. 

Maturation or learning, or a combination of 
the two, is the means by which lasting changes in 
persons occur. Maturation is a developmental pro-
cess within which a person from time to time 
manifests different traits, the 'blueprints' for 
which have been carried in his cells from the 
time of his conception. 

Learning in contrast with maturation, is an 
enduring change in a living individual that is 
not heralded by his genetic inheritance. . . . In 
short, it influences our lives at every turn, 
accounting in part for the best and worst of 
human beings and for the best and worst in each of 
us (5. p. l). 

Institutions of learning, parents, and parent-surrogates 

alike, all of whom are special kinds of teachers, must assume 

some of the responsibilities for "embeddedness" and "naive 

egocentrism." Stymied development in either the mental or 

physical growth seriously affects all other growth processes, 

particularly the "direction of growth and choices made by the 

learner" (10). Because of the interdependence of the mental 

and physical processes, scarcely any participant in the whole 

scheme of life can escape the imperative to know about the 

"forms of development" and to acquire skills necessary to 

prevent "embeddedness." Distribution of the value enl'ight-

ment into the "whole scheme of life" seems to fall within 

the mandates to general education. This special mandate ex-

tends to the earliest stages and forms of life, since certain 
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irreparable damage to the physical and/or mental development 

may occur during the prenatal period if the mother is un-

enlightened about needs that are critical to a particular 

stage in the life of the embryo or fetus (25, p. 1^0). 

Perry's "forms of development" and Dewey's "criteria 

for experience" are representative modes of thought that make 

it possible to lift out of the information-mass those kinds of 

knowledge needed for understanding human behavior and for 

preventing naive egocentrism. Utilizing these "forms" and 

modes and the derived products of inquiry would facilitate 

the general education approach, if the approach could be 

based upon a plausible rationale formulated to promote a 

moral and social conscience and to foster the "autonomy of 

inquiry." 

Need for a rationale to promote the development of self-

understanding and continuous self-development is emphasized 

when through perspectives such as Perry's, Bell's, or 

Overstreet's, it is recognized that the individual personality 

must finally be endowed with a favorable self-image before 

a social conscience can evolve. Need for a special kind of 

educational experience is explicit, and innovative forms of 

educational experiences emerge from premises in the works of 

these social thinkers. The rationale called for would provide 

a dynamic leavening factor for continuous intellectual growth 

and maturation within the whole emergent self. 
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Presently, the curriculum for general education must be 

the focal point of concern because of need for its revitali-

zation. The basis for continuous renewal of general education 

is to be found in those factors that lead to student self-

knowledge, self-understandingtand continuous self-development. 

Perry's work sets the stage for the necessary empirical re-

search in this area and suggests the forms for inquiry. The 

rationale and accompanying intellectual tools described in 

Chapter IV are designed to implement a program for student 

self-understanding and, once in operation,should merit 

innumerable research studies. 

The needs for an innovative rationale and program are 

further expressed in the social concerns of college-age 

students themselves. They are expressing anxieties about 

social problems; they often seek solutions without direction 

or guidelines, independently of the educational processes 

usually fostered by educators, social,and behavioral 

scientists, This pulling away of the learner from the edu-

cational processes can be explained in part by the frag-

mentation of educational efforts on the part of all principal 

participants.. 

In 19^8, the "Four-School Study Committee" conducted an 

inquiry into the problems of liberal education for an age 

group between the years of sixteen to twenty. The study 

was supported by the Carnegie Corporation of New York and 

administered by the College Entrance Examination Board, New 



98 

York. Before publication,and throughout the year 1969. -the 

committee checked their findings against relevant events(for 

validity and reliability. "By setting our observations and 

propositions against the test of time, . . . we have asked 

ourselves whether, as recent history unfolded, our diagnoses 

still seemed reasonably sound" (12, p. vii). Findings, pub-

lished in 1970, reflect the urgency of needs for revision 

in curriculum, and the need for programs for faculty pre-

paration. Innovation in admission policies to the institutions 

of higher learning was also specified. 

. . . our recommendations have been matched by 
congruent development in recent months. 

1. In the latter years of secondary school and 
the early ones of college, the traditional, dis-
cipline-oriented department is being complemented by 
problem-oriented task forces as modes of instruction 
and of faculty organization. . . .the liberal, life-
enhancing education of late adolescents has come to 
be seen as something different. . . . 

2. . . . the liberal education of late adoles-
cents requires a reorganization of faculty and 
curriculum into task-oriented'—which is to say 
student-oriented—units, . , . extend this student-
oriented synthesis into and throughout, . . .indeed 
the deliberate confusion of places for 'living' and 
for 'learning* all can help provide an integrated 
environment, which in turn can best be expected to 
conduce to integrated personalities. 

3. . . . noncommitting apprenticeships, tem-
porary working internships through which they can 
test themselves against the real world. At its 
worst, this often unconscious desire to belong to 
an active group and through it, to manipulate the 
social environment can result in a violent pious 
Sturm und Drang. At its best, it can be the 
occasion of social contribution and personal growth. 
Convinced that the late adolescent's sense of con-
tribution and his growth are tightly interrelated, 
we vigorously recommend the expansion of our sense 
of curriculum and community to include the active 
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organization and execution of such experiences as 
a regular part of the students' formal education 
(12, pp. vii-viii). 

The committee summarized their propositions by suggesting 

that four-year, newly«created institutional policy should en-

compass grades "11 through 1^ and be organized to meet the 

special educational needs of late adolescents." 

When Daniel Bell diagnosed the education predicament at 

Columbia as being a prototype of broader scenes of educational 

dilemma, he spoke of the dangers inherent in placing greater 

emphasis upon the role of the departments in the college than 

upon the whole educative process. In answer to the identity 

crisis, the need for an open line of communication becomes 

quite clear, particularly in the general education programming , 

because student needs should be examined with students them-

selves involved in the decision-making processes. Bell dis-

cussed the difficulties of programming such a general edu-

cation experience. 

There are few integrative mechanisms at 
Columbia for making the several departments aware 
of each other's work and needs—and it is in-
teresting that, so far as I can learn, the 
innovation of multiple tracks was made by each 
department quite independently, rather than by 
diffusion from one department to another. But 
the growing insularity of departments, each pre-
occupied with its own problems, makes it difficult 
to build into the curriculum the necessary links 
that can provide students with work in common 
subjects which are approachable through different 
disciplines. In this way, too, the college is 
subjected to centrifugal forces (4, p. 205). 
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Bell denounced the way in which Columbia, like other 

institutions concerned with interdisciplinary problems, has 

tended to "add-on" courses designed exclusively by various 

departments in an effort to achieve flexibility or simply 

to increase offerings so as to defer the demands of students 

to participate in the decision-making and designing processes. 

The CEEB Four-School Study Committee significantly in-

volved graduates of four schools in the development of its 

report, and they found consensus in their wide-spread ob-

servations . 

Instructors in the lower divisions of colleges 
and universities seem to take little interest in 
their students and their courses. In other words, 
not only the undergraduate curriculum but the 
faculty^is oriented toward the graduate specialities, 
. . . little interest in undergraduates who do not 
display an intent at least to major in the field 
(12, p. 5). 

Bratchell and Heaid noted that throughout the world "a 

liberal education is not easily acquired." They strongly 

admonished educationists not to merely inculcate a passing 

interest in curriculum through current affairs, but to be 

prepared to invest also in the innovations necessary to re-

direct the goals of the faculty, "Where controversy par-

ticularly arises, however, is in the achievement of the ends 

once they are defined; about ends there has been wide spread 

agreement, but about means there has been wide spread dis-

agreement" (6, p, 2), The first step in overcoming social 

decay is to recognize the difficulties of institutional re-

newal and vested interests. 
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Bell and the many others concerned with the past-due 

needs for innovation likewise focus upon the contemporary 

deficiencies due to the rigidity of institutions and faculty 

resistance to innovation. 

. . . loss becomes expressed in the voiced 
and unvoiced dissatisfactions of the students, as 
a protest against the impersonality of the uni-
versity, its rushed and dispersive quality, and 
the lack of 'encounter' between student and 
faculty—not just personally, but in. a moral and 
intellectual sense (4, p. 276). 

Aiken underwrites Bell and others in proposing a time-

space factor conducive to moral and intellectual growth as 

he described the real weaknesses of our system of higher edu-

cation. 

We regard knowledge of the good as the easiest 
of all educational achievements and so have consigned 
the task of normative education to the primary and 
secondary schools, and more grudgingly, to general 
education programs for under-bred freshmen and 
sophomores (2, p. 11), 

Aiken deplores the fragmentation of programming at the ex-

pense of the individual students and the resulting discredit 

to the institution when the "continuity of experiences" is not 

observed. Aiken maintains that "continuity of experiences" 

must accompany the learning of fundamental principles of 

knowledge. 

When the college resorts to the "add-on" technique, and 

to deferrment of interaction with the beginning student on a 

personalized basis, it has already succumbed to the "sounds 

of the day," and has lost the touch of the gestaltist over-

view for its objectives. 
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Moreover, when the college attempts to equitably 

"distribute the student" over an arbitrarily selected group 

of departmental activities, it is operating without the 

central energy factor that would bring order and purpose to 

the whole process, i. e., it is operating without the precise 

tool for assessing and meeting student needs. 

The return to a distribution requirement is, 
I believe, an admission of intellectual defeat. 
At worst, it serves up a mishmash of courses that 
are only superficially connected. At the very 
worst, it stimulates a modishness that caters to 
the immediate and the sensations, or that looks 
for esoteric or gnostic links because the ordinary 
canons of intellectual order are too repressive. 
Pascal once said that lav/ without power is anarchy 
(and power with law is tyranny). One may extend 
the apothegm by saying that anarchy without intel-
lectual order is perversity (and intellectual order 
without freedom is dogmatism) (^, p, 285). 

Bell continued to search for the reasons behind mounting 

disenchantment with general education practices in American 

colleges while the American public seemed to draw the blinds 

more closely upon the modern dark age of education. Bell 

attributed much of the cause to institutional default in 

recruiting teachers who possess the interdisciplinary 

orientation and preparation to teach the courses in general 

education. Teachers, in turn, fail to design courses in 

concert with the specific general education purposes. The 

implication is that innovation may not be possible within 

the present organizational structure. 

The Four-School Committee recommends new institutions; 

"Bell is recommending a new breed of faculty. 
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Some colleges simply copied (in drastically 
shortened form) the syllabi of original, courses; 
this in itself defeated the purposes of the 
courses. Other colleges took an even easier 
way out by organizing loose 'survey' courses 
that were then labeled 'general education' 

(4, p. 284). 

In such a program, when students were asked to consider com-

plicated topics—to think—even when they had had no training 

in any of the disciplines relevant or necessary for intelligent 

judgments, the teachers, themselves unqualified and untrained 

in the role of the interdisciplinarian, gave up in despair, 

charging that the minds of students had become static. 

Rutgers college stands as one of several typical in-

stitutions where the general education program has been 

submerged in a period of stress. A study of the program was 

undertaken during the spring semester of 1967-1968 by Warren 

I. Sussman, Professor of History, and a 112-page report re-

sulted. Dean Grobman of the college commented that "the 

recently released Rutgers College curriculum report is a 

highly personal document. It will antagonize many persons" 

(18). Educators committed to the ideals and concepts of 

general education may justifiably register antagonism, in-

asmuch as the study was a one-man effort; the investigator 

was a specialist (an historian), and the general conclusions 

were to abolish the general education distribution require-

ments. '//hile a policy of distribution requirements is known 

to be the "path of least resistance" and an inadequate one, 
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it at least serves as a base for revision and improvement. 

Sussman's recommendations were caste in tones of finality. 

I recommend that the college abolish the 
so-called General Education Distribution Re-
quirements with the exception on one semester 
of Freshman English Composition. . . . 

The recommendation of this report puts the 
burden of program making on the individual stu-
dent. . . . The faculty ought to provide for 
all students some guidelines for program making 
. . . they ought to offer some assurance a-
gainst too much specialization (l8, p. 13*0. 

The report of Sussman's work contained no recommendations 

for innovative alternatives. It was in the light of con-

ditions described by Bell and manifested at Rutgers that 

higher education, for at least a decade and half, gave little 

attention to innovations in curriculum for general education. 

Certainly, no innovations were designed to include those com-

ponents that would contribute to the student's emergent self. 

Apparently, it was the student who was most feared and avoided. 

During this period of unprecedented change, only few oppor-

tunities were created for the student to participate in 

higher levels of the democratic processes, while the American 

culture became even more pluralistic in nature, and the de-

mands were intensified for adaptive transition from youth to 

adulthood. Kelley referred to the American college student 

as "the whipping boy or scapegoat of the scientific age" 

(19, p. 11). 

William C. Devane, late Dean of Yale College, in 19^6 

analyzed the condition of American education, "Crisis is the 
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chronic condition of higher education in our dynamic democ-

racy, . . . drastic decisions have to be made. , . our edu-

cation establishment is in disorder and has lost, . . any 

clear sense of direction" (9, pp. 3-5). Dean Devane strongly 

advocated "what we have long considered an indispensable 

ingredient in higher education—the liberal arts tradition" 

(9, P. 32). 

Alan D. Ferguson, program officer for higher education 

and research at the Ford Foundation, responded to Devane's 

challenge by suggesting that education would necessarily 

include the broad and general as well as the specialized 

education of most of our people, for the most of their lives, 

He was pointing up the "continuity of experience," which was 

not by any means overlooked by Devane; he was placing em-

phasis in the area which seemed to him to be at the apex of 

urgency for the time. Ferguson, however, placed emphasis 

upon the integration of processes for generalization as well 

as specialization and upon integrative process within each 

process. 

. , . the ancient function of teaching, and 
passing on mankind's heritage and the relatively 
new function of fostering and conducting pure 
intellectual research will become merged into 
the broader function we now classify as the 
public service role of higher education. We 
will seek strenuously to keep and preserve the 
most useful values of the older functions, but 
I suspect that that overworked word RELEVANCE 
will be constantly used as a searching light 
and evaluator of their service to the majority 
of our population who will attend our colleges 
and universities (9, pp. 3-5). 
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Ferguson proceeded to- explain "change" in terms of personal 

and institutional renewal: (1) The classes of 1966 are the 

first groups of college graduates who spent their entire lives 

with three parents, the third being television; (2) the 

electronic computer is taking over budgetary tasks, data 

collection in all areas, and program analysis; (3) the com-

puter is providing programmed teaching—all of which will . 

spawn new types of problems while in transition (9> PP« 3-5)• 

Meanwhile, Aderhold warns against a false feeling of achieve-

ment i 

. . , Those who have worked to preserve our 
heritage and to adapt our concepts to the strange 
new demands of urbanization, communication, and 
transportation [leave^] much unfinished business 
. , . freedom and dignity of man will be pre-
served as he learns more and more to exercise 
the awesome responsibility that goes with free-
dom and dignity (l, pp. 17-19). 

During the decade and a half in which these described 

events were occurring, Columbia, Harvard, and Chicago Uni-

versities were prominently involved in efforts to revitalize 

the general education concepts. Florida University had put 

together a very impressive and innovative program, but 

initiated the program by subtly implying "wait and see." 

Many positive and innovative steps were aimed at changing 

attitudes and compensating for the slowness with which 

institutions will allow change, 

. , . This is the record of an inquiry and 
an exploration in which we have tried to ask the 
right questions and to travel in the right 
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direction. Our answers and discoveries are 
tentative, but such as they are, we hope they 
may help define the nature of the problem that 
today faces institutions of higher learning 
throughout the nation, 

t t i t i i i t i i i i i t i i i i i i i 

, , . General education is not so much 
directed at mastery of highly specialized sub-
ject matter as at bringing together facts and 
ideas that are closely related to the indi-
vidual's vital needs, problems, and interests 
as a human being. It is that part of the 
student's total education that prepares him 
to live rather than just to make a living. 

Our most productive project to date has 
been a six-week workshop in general education 
for our own staff. By careful scheduling more 
than fifty faculty members were able to parti-
cipate actively on either a full-time or part-
time basis, . , . Consultants, specialists, 
outstanding educators, state government officials, 
lay citizens, and university faculty members 
spoke; documentary films were studied, and prob-
lems pertaining to all phases of general,edu-
cation were discussed in the seminars (3i» pp. 

v-vii). 

There have been numerous other, wide-spread efforts to 

search out criteria for reconciliation between "those who 

saw liberal education as a creature of historical forces, 

and those who saw liberal education as being the same for 

all men everywhere and one always rooted in a metaphysical 

view of man and knowledge" (7, p. 305). Many criticisms have 

set out the deficiencies of the general education philosophy, 

but "there has not yet originated the much needed great 

theoretical insights into the foundations of knowledge" 

(7. p. ^0^), that could be abstracted and made a body of 

verities in compliance with the educational foundations ' 

identified by CombsJ psychological, social, and philosophical. 
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Aiken questioned the soundness of Bell's effort to 

refurbish general education by noting the difficulties of 

institutional renewal. 

Professor Daniel Bell has attempted to re-
vive the dying movement of general education. 
Yet even he confines general education to the 
colleges were his proposals adopted, the graduate 
university would remain unaffected. By his own 
confession, Professor Bell's reforms of general 
education are not based upon a new philosophy of 
the higher learning. The much discussed work 
The Academic Revolution by Jencks and Reisman is 
no exception, . . . the "revolution" is simply 
the one instituted three-quarters of a century 
ago when the better liberal arts colleges were 
converted into graduate universities. , . . 
Nowhere is there a sustained effort to re-
conceive the university and its colleges so 
that a continuous and meaningful interaction 
would take place gt all levels between pro-
fessional and liberal education. And no where 
is there an effort to break through the present 
college-graduate school bifurcation (2, p. 7). 

Aiken further justifies the actions of "radical youths 

who have made their own sad truce with social and institutional 

necessities" (2, p. 7). Moreover, Aiken is critical of the 

fallacies in education and of the failures of society to re-

quire appropriate educational programs especially for young 

adults. Education in particular, and society as a whole, are 

not learning from the youths those lessons "which they might 

teach us," according to Aiken. As a result we "treat them as 

outcasts, ungrateful •cop-outs,' or more simply, spoiled brats 

whom in meaningless alternation we harshly discipline and 

weakly placate" (2, p. 11). 
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The social thinkers who have been cited typify the in-

dividual and social demands regarding the "responsibilities 

of being educated" (13)• They, with the less articulate 

segments of society, form a consensus that would require each 

generation to search out those factors which contribute to 

education for self-understanding and continuous self-develop-

ment, as well as to the processes of education for social 

responsibility, 

Brubacher and Rudy regret that "theoretical insights into 

the foundations of knowledge have not yet originated" (7» P» 

^04), According to authoritative figures cited, there is even 

more need for a rationale that will implement the recognized 

social demands. "Demonstrations have served their purposes 

universities cannot survive under continued hostility--it is 

time now for all to set up honest goals for improvement" (17). 

Realistic educational goals must transcend departmental con-

flicts and perpetual competitiveness between lower colleges and 

the universities. 

Individual and Social Expectationst Factors for 
Identifying Responsibilities and Functions 

of General Education 

Although the expectation is usually implicit, society 

does expect its educated citizen to know something about the 

ideas and basic issues relevant to the social problems of the 

day. While he is expected to be a specialist in one field, 

he is expected to understand matters that are important in 
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such seneral knowledge sheds upon his own. At the same time 

and by various means, business, industry, and the professions 

are pressing for higher degrees of specialization. 

Students who are the products of western empiricism and 

technology manifest the belief that the educative process 

should embrace concepts and opportunities to derive rele-

vancy—that relevancy can be achieved through involvement in 

the affairs of the world. They have already, through myriad 

vicarious experiences, become first-hand witnesses of the 

whole world and in fact have witnessed unprecedented ex-

periences beyond almost all frontiers. 

The involvement seemingly sought by the youth suggests 

a need for a broad-based exposure to the basic areas of 

knowledge that will serve as a foundation for "identity 

realization" (20, p. 33^). According to Orries E. Klapp, in 

Collective Search for Identity, two real needs are expressed: 

(1) search for identity, and (2) relief from boredom. 

. . . Viktor Frankl, it seems to me, puts his 
finger exactly on the problem when he said the 
"existential vacuum" of modern man "manifests it-
self mainly in a state of boredom". . . . 

When F = EE x 3 (Frustration is the product 
of exaggerated expectations compounded by boredom) 
predominates over injustice as a social problem, 
there comes a time when politics and economics are 
seen failing as adequate responses. . . the social 
fabric (togetherness) has disintegrated (anomie) to 
a point where economic and political measures do not 
remedy it. 

. . . Exaggerated expectations and boredom 
create a new kind of problem, afflicting rich and 
poor alike. People do not know what to do about 
such a problem. . . . So the motive of the 
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incredible revolution is to find a different 
solution than remedying the inequity of the 
distribution of goods and power. . . . So 
rebellion has no place to go (20, pp. 65-67)* 

The individual and society are looking to the institutions 

of higher learning for measures to diminish the "frustration 

ratio." The problems of "identity realization" may be so 

interdependently related to the ratio of frustration that the 

problem "in need of a solution" (^7) has been isolated. 

Responding to the need for improving these 
qualities, the contributors of this volume ex-
plore a force which actively inter-relates with 
the values, standards and characteristics of a 
liberal-general education. It may be identified 
as the mass media of public communications which 
are a part of every student's life every day, 
sometimes every hour, and for all of his years 
before and after high school and college (30, 
P. 7). 

Accordingly,Stein, Ong, and others have recognized that 

learning factual knowledge or storing the products of factual 

knowledge is no longer an educational issue. The general 

purpose of education is to encourage each person to seek his 

own meanings in life and especially his own intellectual 

level within the broad stream of education, i. e., within the 

institutional practices that have been especially designed 

to distribute the human value, "Enlightenment." This is one 

of the eight value categories of the "Social Process Frame-

work" (3• p. 25) devised by Harold D. Lasswell as a com-

prehensive intellectual tool to be used in the examination of 

relationships in human behavior in any time or social space 

context. Its purpose, therefore, is to assist the principal 
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participants involved in any given event to determine the 

value consequences of that event. 

While seeking; his own status in "Enlightenment" or any 

of the other seven value categories, the individual is en-

titled to expect that his educational experiences will include 

criteria for developing a sense of direction similar to 

Dewey's "growth direction" and criteria for selection of the 

experiences he is to be involved in. This amounts to self-

enhancement of status in the value, "Enlightenment" throughout 

the process, and hence to an enhancement of the total self-

concept. Consequently, the learner in this process is pro-

vided with opportunities to generalize from the enhancement of 

his own value statuses to the consequences for the whole 

"social process." 

The kinds of circumstances just described suggest a 

social environment which is oriented toward human dignity, 

one in which values are widely shaped (produced or created) 

and shared (3, p. 32). Furthermore, the sources cited re-

flect a consensus that man is constantly in search of the 

value, "Enlightenment," and that educational institutions 

have been searching for the criteria of constancy and re-

newal in order to overcome neglect or abandonment of warrant-

able programs in times of social disorganization. The 

"Rationale" and the "Social Process Framework" described in 

Chapter IV have been tested for qualities of universal fitness 

by several generations of graduate students under the direction 
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of Harold D. Lasswell during the refinement of the "Framework." 

Consideration of the statement of the "Framework" as a postu-

late reflects reliability and universality! "Man seeks values 

through institutions using resources" (3* p. 25). 

Reliability and universal applicability are qualities 

sought by education in its efforts to develop a scheme for 

continuous renewal. The Arnspiger Value-Oriented Rationale 

implemented by the "Social Process Framework" constitutes 

a theory for institutional analysis. The assumption that 

most social problems result from cultural lag and institu-

tional decay imposes the necessity for continuous institu-

tional analysis. 

Earl J. McCirath, long a prominent figure in the education--, 

search for means to revitalize procedures sensitive to the 

needs of the seventeen-to-twenty-two year old, justifies his 

persistence-in-search by referring to the viability of social 

demands upon education. 

. . . the independent liberal arts college 
continues to exhibit an immense vitality. Con-
trary to the opinion of some members of the 
profession, these institutions are not moribund; 
nor in terms of their own proper objectives are 
they ineffective. If they continue to affirm 
their peculiar purposes of educating American 
youth^for the obligations of informed citizen-
ship in a free society and for a productive 
and responsible personal life, they will assure 
their own preservation and justify their support 
by our people. The leaders of these colleges, 
. . . are consistently seeking ways for their 
institutions to discharge these responsibilities 
more fully (23, p. ix)." 
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Contributing authors in The Improvement of College 

Teaching; (21) suggest throughout the volume that as much as 

seventy-five years may pass before a warrantable theory of 

education finds its way into practice. Due to the ratio of 

social change, the unprecedented numbers of students involved, 

and the projected destiny of the mind of man, the urgencies 

of the times do not permit this kind of time-lag in the 

future. 

A summary of this chapter suggests the need to deliberately 

intervene and to change the traditionally negative effects of 

the time-lag in institutions of higher education, and parti-

cularly in general education programming. 

Summary 

Since the multi-disciplinary approach does not take its 

objectives from the problems of "identity realization" or 

from the aims of education for social responsibility, a 

program which places the self-concept at a focal point does 

point toward an inter-disciplinary approach leading to stu-

dent self-understanding and continuous self-development, 

Certain "foundation disciplines" would further lend guide-

lines for selection and balance within such a program. 

The foundational factors of education—psychological, 

social, and philosophical serve as base points of perspective 

for assessing all components of education. 1'hey are espe-

cially helpful when assessing the abstract factors that 
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contribute to the integration of learned knowledge'and the 

consequences of the integrative processes for the self-

concept, The integration of knowledge and assimilation of 

newly acquired knowledge and the processes which lead to 

student self-understanding and continuous self-development 

have been the major emphases of this chapter. 

Knowledge-assimilation as a means to self-understanding 

and continuous self-development serves as both impetus for 

and the product of the best education available. It is the 

kind of basic education which will provide "ecstasy of edu-

cation, " if the learner is assisted in deriving "insights" 

from the interrelatedness of knowledge, and these "insights" 

are promoted as further impetus for continuous self-develop-

ment . 

The need for a rationale in general education design 

that will assure constancy for the emergent self is explicit. 

An experiential-curriculum that will enable the student to 

learn how to think suggests the conditions of the rationale. 

While the educated person is expected to be a specialist 

in one field, he is expected to understand matters that are 

important in many fields. The individual, on the other hand, 

because of compounding vicarious experiences, is insisting 

upon actual social involvement. He wishes to escape the 

denigrating effects of boredom. General education is an 

operative institution already staffed and equipped. Time 

does not allow for constant abandonment and "starting over." 
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Converse ly , cont inuous renewal and development f o r bo th t h e 

i n d i v i d u a l and f o r human i n s t i t u t i o n s p r e s c r i b e t h e impera t ive 

f o r t h e day. Moreover, g u i d e l i n e s have been dev i sed f o r 

accompl ishing the s o c i a l demands t h a t a p p e r t a i n . The A m s p i g e r 

Va lue-Or ien ted Ra t i ona l e and accompanying t o o l s of thought a r e 

d e s c r i b e d i n Chapter IV. Toge the r , the R a t i o n a l e and the t o o l s 

form a c r i t e r i o n f o r cont inuous i n d i v i d u a l and s o c i a l deve lop-

ment . 

P f i e f f e r d e c l a r e s t h a t i t i s now w i t h i n our gr^sp t o 

"ach ieve educa t ion f o r e a c h , " but to do t h i s c a l l s f o r a 

newer and h igher o r d e r of p l ann ing {27, p . v i i ) . The p lann ing 

and s y s t e m a t i z a t i o n of the p rocess can be f a c i l i t a t e d by con-

sensus i n m o t i v a t i o n and commitment t o pu rpose . 
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CHAPTER IV 

THE ARNSPIGER VALUE-ORIENTED RATIONALE« A 

CONCEPTUAL DESIGN AND INTERDISCIPLINARY 

APPROACH TO GENERAL EDUCATION 

Introduction 

In spite of its warrantability, the general education 

concept is encumbered with limitations which no longer can be 

absorbed economically or academically. In the past, emphasis 

has been upon the disciplines, resulting in fragmentation of 

curriculum. Moreover, the fragmentation has occurred in an 

atmosphere of competitiveness between the proponents of the 

disciplines, whereas an environment of intellectual exchange 

and transcendence of discipline boundaries would have been 

more conducive to learning. 

In only a few centers across the nation has 
the concept of multidisciplinariness achieved the 
implementation that it needs in order to fulfill 
the expectations that governed its origin, . . . 
When it performs in full efficiency, it is a 
phenomenon of professional beauty to be admired, 
promoted, and fostered. . . . It is the finest 
hour of interdisciplinariness when this occurs, 
but is all too rare (b, p. 188). 

In many other ways, the viability of the general edu-

cation concept is strongly manifested; leaders in the movement 

have made adequate and realistic analyses of its shortcomings 

and have proposed goals to overcome its limitations. A 

120 
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consensus has emerged to suggest that reiteration of war-

rantable goals is not enough. 

Effective programs of the future must be based on some 

factor of constancy that will prescribe means for modification 

and renewal. The foundational disciplines (psychological, 

social, and philosophical) would specify program objectives 

congruent with a criterion for considering student needs-

potentials-interests. A rationale designed to promote alter-

native programming of the disciplines would replace the 

institutional policy to "add-on" courses, or to designate a 

"body of knowledge that should be the common possession of all 

enlightened men." The policy of alternative programming would 

also promote continuous assessment of the learner's needs-

potentials-interests, and would provide guidelines for cur-

riculum building as well as institutional renewal. 

A Rationale for General' Education! An 
Overriding Objective and Specific 

Conditions for Educational 
Programming 

The Arnspiger Value-Oriented Rationale was designed to 

provide guidelines that are necessary for clarifying individual 

and institutional objectives and for achieving those objectives, 

The Rationale is particularly useful in formulating educational 

objectives for both the individual learner and the insti- . 

tutions of higher learning, When the conditions of the Value-

Oriented Rationale are observed, continuous renewal of 

institutional policies is assured through continuous examination 

of value priorities of principal participants. 
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If the Arnspiger Value-Oriented Rationale were applied 

to a general education program, alternative ways would con-

stantly emerge,enabling the student to accomplish the learning 

task that has "been most overlooked, i, e., to experience in-

sightful learning by integration and assimilation of acquired 

knowledge. Furthermore, the Value-Oriented Rationale applied 

to educational objectives takes into account the wide range 

of student competencies,rather than aiming at the mid-range 

of mediocrity, the pros and cons of which were recounted in 

The Great Debate by C. Winfield Scott and others in the edu-

cational perspectives of 1959 (13» PP. 2^-28), 

The study of historical and theoretical premises com-

bined with investigation of the interdisciplinary approach 

suggest the need for a unifying philosophy or rationale for 

the general education of the seventeen-to-twenty-two-year-

old. The appropriate learning environment for a general 

education program, as in the past, is within an institution 

situated "between the secondary school and the graduate in-

stitution, which performs a function that differs from the 

other two" (5, p. 180). 

The underlying philosophy of the Value-Oriented Rationale 

that is being proposed suggests a conceptual design that com-

prehensively provides for all of the components of the general 

education program including the needs of the learner, a flexible 

but personalized curriculum, a carefully selected and 

commited faculty, and modes for institutional renewal. 
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The Overriding: Objective of a Free Society 

In the creation of any system of thought, and particu-

larly in the development of an educational program, the initial 

step is to state and clarify a basic postulation upon which the 

system may rest, and which will finally become a part of its 

foundational structure. Often a basic assumption is made that 

is not necessarily accompanied by scientific proof. (For ex-

ample, the metric system rests upon a set of arbitrarily 

determined weights and measurements). 

The philosophical rationale being r>roposed for general 

education programming rests upon a basic postulation expressed 

in "The Overriding Objective of a Free Society." It is a 

stronT and positive value goal, a human need that is common 

to all societies and one against which no other social goal 

prevails with persistence. This overarching goal refers to 

the most fundamental of all goals with which a person or the 

persons of a free society are identified and toward which 

demands are made, expectations are held, and actions are 

directed. Participants of any social group, therefore, who 

believe in the freedom and worth of human beings, maintain the 

following objectives "We favor the ever-widening realization 

of the worth and dignity of the individual in theory and in 

fact" (l, p. 11). This statement of universal social pre-

ference cannot be scientifically verified, but the social 

conditions which it specifies, and the degree to which in-

strumental value goals are widely or narrowly shared within 
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the specified conditions can be validated in terms of their 

contributions to the achievement of the Overriding Objective. 

Although we can establish scientifically the 
numbers of freedom-loving citizens who may state 
their preferences in favor of the recognition of 
the^worth and dignity of the individual based upon 
merit, we cannot establish by scientific means that 
this is the absolute, the ultimate, value to be 
sought. However, the systematic approach (scien-
tific method) can be employed with great effect 
in determining the consequences of seeking this 
objective. The systematic use of the social 
process framework will enable us to analyze the 
values sought. The framework will enable us to 
analyze the institutional practices and in-
dividual behavior patterns that determine the 
degree to which values are shaped and shared by 
people. 

The framework is equally effective in en-
abling us to analyze and appraise the consequences 
of establishing any set of social values pre-
ferred in any type of society. Again, we should 
observe that this appraisal must be made in terms 
of an overriding objective (l, p. 33). 

The Social Process Framework (Appendix L) is an intellectual 

tool composed of four categories of analysis: Man, Values, In-

stitutions, Resources. These four broad areas take into 

account the full spectrum of human behavior. The framework 

is designed to make analytical inquiries into the social 

processes in all societies. The "Value" category provides 

eight sub-categories for classifying all human needs and 

wants. 

This very process of classification, or 
categorization, is essential to systematic 
thinking. It enables us to avoid the blundering 
use of ambiguous terms by substituting the pre-' 
cise use of specific terms. Our practice in 
using categories of analysis will contribute 
greatly to our skills of thinking. For this 
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reason, an intellectual framework that can with-
stand thorough analysis [testing for empirical 
reliability! is an important tool of thinking 
(1, p. 23)." 

The positive interdependence between the Overriding 

Objective, the Social Process Framework and the Value-Oriented 

Rationale (l, p. 32) will be demonstrated throughout the re-

mainder of this study. Employment of these three tools for 

systematic thought thus far introduced have special signifi-

cance for the programming of general education; the high degree 

of interdependence between these tools set forth implications 

for the interdisciplinariness of educational experiences. 

There also will be cited brief examples of application of 

these tools in planning and practices in general education. 

The conditions that are essential to the implementation 

of the Overriding Objective are expressed in the Arnspiger 

Value-Oriented Rationale. The Rationale refers to the dis-

tribution of the value categories in the Social Process Frame-

work. 

The Arnspiger Va1ue-Oriented Rationale 

Just as each system of thought builds its foundational 

structure around one basic postulation, so does it build its 

superstructure upon that foundational structure and around a 

comprehensive, operational philosophy which becomes its own 

rationale. The Value-Oriented Rationale is composed of five 

factors. It is particularly applicable to a general education 

program for student self-understanding and continuous 
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self-development. The first and most fundamental factor of 

the Rationale is the postulate expressed in the Overriding 

Objective, and the other four factors are simply conditions 

which must exist if personal and social movements toward human 

worth and dignity are to be continuous and without serious 

diversion. 

Factor 1.—The Overriding Objective expresses that desire 

for continuous progress toward the realization of human worth 

and dignity for all participants. (Dignity is defined as that 

state in which the individual is neither seriously deprived 

of, nor over-indulged in the human values). 

Factor 2.—A society oriented toward human dignity is 

one in which human values (needs and wants) are widely shaped 

(opportunities for fulfillment are produced and/or created) 

and shared. The creation and production of value opportunities 

are positively related to the functions of general education. 

As one example, the creation of opportunities to gain status 

in the value, "Enlightenment" or to develop status in the value, 

"Skill," are examples of learning .experiences. 

Factor 1.—A society that aspires toward increasingly 

greater degrees of freedom will be concerned with the formation 

of mature personalities whose value demands and potentials are 

compatible with the Overriding Objective. This is an important 

function of a sound general education program, the achievement 

of which is prescribed by ,and richly founded in, the psycho-

logical, social, and philosophical disciplines ,and in the 

interrelatedness of them. 
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Factor —Any society which ascribes to the Overriding 

Objective will determine a long-range goal to create more 

and more opportunities for as many human beings as possible 

to achieve their highest potentials in all value categories, 

in accordance with their innate and acquired capacities and 

motivations. This also has unlimited implications and specific 

recommendations for and obligations of general education 

programs. 

Factor 5-—The perspectives and strategies of such a 

society would be so integrated through its appropriate in-

stitutions that (a) the freedom of choice of all participant 

members of the society will be assured; (b) the value assets 

of all members of the society will be secure; and (c) each 

participant will be encouraged to maximize his own value 

assets while accepting responsibility for seeing that other 

participants have the same access to the value categories. 

Realistic institutional analysis and renewal, as well 

as self-understanding and responsibility for continuous self-

development represent tasks which are within the special 

province of general education. Explicit formulations of edu-

cational objectives can be derived and validated. 

Such a philosophy or rationale demands high-level planning 

in the sense that all principal participants must be involved 

in the decision-making processes, in the sense that all facets 

of systematic thought emerge out of the Value-Oriented Rationale, 

and each may be returned or referred to the relevant conditions 
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of the Rationale for validation and tests of reliability. 

All facets of systematic thought are embraced in the Component 

Operations of Problem Solving (l, pp. M-0-^2) which have been 

designed to accompany the Overriding Objective and the Value-

Oriented Rationale as one of the intellectual tools essential 

to the implementation of the Overriding Objective. The Com-

ponent Operations of Problem Solving are a modification of the 

scientific method, and are described along with the other tools 

of thought on page 138. 

Some Educational Problems Which Merit 
Consideration in General 
Education Programming 

Aside from benefits to be derived from general education 

programs based on the value philosophy, many of the same kind 

of problems may be anticipated which are common to all phases 

of education. Some educational problems have been identified 

and some valid alternatives and/or solutions have been sug-

gested. This fact alone stands as an additional reason for 

continuous research. 

Both John Pfieffer and Paul lieist believe that the creative 

and talented student has been seriously neglected. They rec-

ognize the problems of developing valid educational objectives 

and of preventing mediocrity in programming. 

Pfieffer has emphasized the need for good planning and the 

need for individualized instruction. 
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We have It within our grasp to achieve "edu-
cation for each," but to do this will call for a 
newer and higher order of planning than we have 
so far brought to the process. 

Fortunately, there would appear to be a way 
out. . , . both military and business, . . . 
have taken a hard look at improved administration, 
, . . using methods that have come to be known 
as operations or systems analysis, . . . Rather 
than merely collecting information and statistics 
on the state of affairs as it is now, data was 
explored on a wide assortment of choices and 
alternatives to suggest better courses of action 
than current practice. The objective is imag-
inative and effective decision-making, and the 
steps are three: setting goals; seeking alter-
natives and evaluating results (11, pp. vii-
viii). 

The Creative College Student: An Unmet Challenge, a 

Jossey-Bass volume edited by Paul Keist, gives special 

attention to individual human differences which range along 

"a gross continuum from the highly able to the mentally handi-

capped." Heist believes that the highly able have been far 

more limited in scope of educational opportunities. 

Furthermore, concern for important differences 
has been far less prevalent and effective in practice 
at the level of higher education than at the ele-
mentary and secondary levels. However, the situation 
in college has changed gradually in the post-Sputnik 
years, . . . " 

Admittedly some students given to originality 
and creative expression can learn and often do 
achieve in routine college settings, but we have 
come to realize that general teaching methods and 
common curricula are sadly inadequate and fail to 
help these Individuals to realize their poten-
tialities (9, p. x). 

A dialogue between contributors to the volume on The 

Creative College Student points up some of the problems of 
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educating creative people, and suggests that "self-realization" 

may be one of the more important "products" of creativity. 

The main problem of educating creative people 
. . . is that by the time they reach college age, 
they are faced with an enormous, rigid structure 
and organization, . . . in the overall attitude of 
many of those who maintain the institution—an 
attitude which prevents creative people from 
getting to those experiences most important to 
them (9. pp. 8-9). 

The dialogue further refers to Otto Rank as one source for 

identification of two types of persons: the "adaptive type" 

— a normal, average man; and the "neurotic" or conflicted"— 

the fortunate ones will move beyond conflict to the level of 

the creative man, to Rank's "man of will,"—one who attempts 

to formulate his own goals, ideals, and moral standards. The 

participating contributers to the conference, at the same time, 

point out that "neurotic-conflicted" does not connote mental 

illness. 

But, if we can identify one feature that 
characterizes the highly creative individual, it 
is his greater capacity to tolerate conflicting 
values and dispositions v/ithin himself and effect 
some kind of integration. 

. . . A certain psychic turbulence is necessary 
to the processes of synthesis, resolution, and 
evolving potential for further development. This is 
an important component of the right kind of edu-
cation. . . . The creatives seem to be con-
tinuously self-critical although basically self-
accepting, v/hile retaining a sense of destiny, 
commitment, and involvement in what they are 
doing (9, pp. 12-1̂ 1-). 

•Kuch earlier than either the works of Pfieffer or the 

volume edited by Heist, both published in 1968, E. Bogardus 
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stressed the need for balance and synthesis between personal 

and social growth and development. 

Conscious social change in western civil-
ization is endangered on one hand by an excessive 
individualism, and on the other by a socialism 
which threatens to suppress individual initiative 
and to underemphasize the role of mental and moral 
character. Professor Ellwood urges the importance 
of an education which will socialize the in-
dividual and at the same time develop a high 
type of personal character (6, p. kkr6), 

The observations of these eminent social thinkers have 

been cited to reinforce the need for an educational rationale 

that (l) gives direction to human thought, (2) provides for 

the creation of opportunities to develop mature personalities 

and human potentials across "a gross continuum of individual 

differences," and (3) calls for a meaningful balance and 

synthesis in the distribution of personal and social value 

goals. All of these specifications are inherent in the 

Overriding Objective and the Value-Oriented Rationale. 

While the realization of human worth and dignity is an 

overarching goal, and therefore, a paramount one that is 

expressed by all men in varying degrees, there must be in-

strumental ways or goals by which one moves toward the desired 

state of worth and dignity. The Social Process Framework is 

such an intellectual tool that provides classification, of 

value aspirations and promotes the processes of value analysis 

so essential to decisions about value choices and value 

planning. 
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Universal Value Goals Instrumental to 
the Overriding Objective r Tenets 

for Educational Planning 

(1) (2) (3) W 
"MAN seeks VALUES through INSTITUTIONS using RESOURCES," 

is the description of social processes and formulates the 

categories of the "Social Process Framework" (l, p. 25). The 

Social Process Framework is a tool of analysis which under-

girds the assumption of the Overriding Objective. Implications 

of the processes of association within all human societies are 

inherent in the statement of the Social Process Framework, 

i. e., wherever man is observed, he is seeking those values 

which, at the instant, are most important to him, and which 

he, therefore, most highly prefers. (Man is a goal-seeking 

organism). By a written or concrete statement of this pro-

cess of human behavior, one has access to an otherwise ab-

stract phenomenon of human behavior; the statement furnishes 

a point of reference to the four essential areas of human 

behavior, and suggests a process for analysis of that behavior. 

To underscore the captions of the four categories within the 

statement leads one to recognize the analytical tasks to be 

performed while exploring the vastness of human needs within 

any social environment, and, moreover, to discern the ranking 

of value priorities. The eight value terms used for classi-

fication of those vast needs give one the control and vision 

over the analytical tasks which is essential to fruitful 

analysis. 
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For the purposes of this study, exploration of educational 

needs (individual and institutional) can be accomplished 

through analytical tasks performed within the social and 

psychological foundations. The conditions of the Overriding 

Objective and the Value-Oriented Rationale suggest the strat-

egies and patterns of practices to be designed for the ful-

fillment of the basic, instrumental and ultimate or overriding 

objective—the philosophical foundations. 

A brief study of the Social Process Framework illustrates 

the comprehensiveness of the capacity for analysis in each 

category within the framework. A paraphrased definition of 

pertinent terms precedes the framework* 

Basic definitions of the values: Power.—is a value con-

cerned with decision-making. Important decisions are those 

that are sanctioned by society and carry with them the ex-

pectation that they will be enforced against challengers. 

Personal strategies refer to individual decisions relating to 

personal goals, but also an important aspect of decision-

making . 

Respect.--refers to the degree to which discrimination is 

held against people, or recognition is accorded them, in their 

capacities as human beings, and in either case is based on 

merit. (Discrimination lies opposite from Recognition, and in 

the negative postion, on the Respect continuum). 

Wealth.—refers to goods and services. Most people seek 

to acquire the income or other resources in adequate amounts to 
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satisfy their needs in terms of goods needed and services 

rendered to them by others. 

Enlightenment.—refers to information about the past and 

estimates of the future essential to the making of decisions. 

It, therefore, refers +o knowledge necessary to make decisions 

and to formulate personal strategies. 

Skill.—refers to the degree to which one has developed 

his potential talents. The five types of Skill under study 

are« Motor, Thinking, Social, Communications, and Aesthetic. 

Well-being.—refers to the degree to which one has de-

veloped his mental and physical health. 

Rectitude.—refers to the degree to which one observes 

moral practices and ethical standards. This implies also the 

degree of responsibility for one's own behavior and concern 

for other people. 

Affection.--refers to the degree of love and friendship 

one holds for persons in primary and secondary groups. Primary, 

in this case, refers to person-to-person relationships, and 

secondary to more remote group relationship. One of the major 

purposes of education should be to supplant hate and fear, 

which may lead to spiritual and even physical death, by 

affection and kindly regard as a motivating value in human 

behavior (2, pp. 25-28). 

o t h § r . phrases and terms used with the value system» A 

mature person.—is one whose activities are self-directed, 

an individual whose behavior arises from internal motivations, 
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free of external controls, More specifically his behavior is 

self-directed toward valid goals. 

Valid goals.--are those that are compatible with the 

Overriding Objective. 

Some characteristics of a mature person.—therefore, ares 

(1) one who demands and expects for all other people, the 

rights and privileges he demands for himself. 

(2) one who possesses knowledge and skills necessary to 

make decisions, to implement them, and design effective per-

sonal strategies. 

(3) one who faces problems realistically and recognizes 

his personal inadequacies or incompetencies as a commonplace 

among people, and copes with them without excessive dependence 

on the mechanisms of defense. 

(4) one who assumes personal responsibility for his own 

behavior in terms of value-consequences for the principal 

participants in any event of human interaction; this includes 

insight into value-consequences for himself, self-understanding 

and continuous self-development measures. 

(5) one who assesses his own status in each value cate-

gory, realizing that "life is not so much a matter of adjustment 

to problems as it is the adjustment to having problems," (see 

Bennet, p. 6) and learning to deal with his problems. 

The role of the mature person.—when identified with the 

Overriding Objective, is fulfilled if he accepts personal 

responsibility for promoting and maintaining the institutions 
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of his society that contribute to the wider sharing of the 

values among its members. 

A free society.--is one in which men and women have 

escaped the enslavement of forces outside and within themselves. 

Mature individuals who can do the thinking necessary to main-

tain a free society are the very essence of such a society. 

Actually, then, a free society is one in which personal and 

social movements are in the direction of wider, rather than a 

more narrow, distribution of human values. If the direction 

of movement is continuous and characteristic of the society, 

such a society can be described as being a democratic one. 

Democracy.—in the context of the Overriding Objective 

and the Social Process Framework, is descriptive of the degree 

to which a given society continuously moves toward a wider 

distribution of all human values. More specifically, "A 

society may be said to be moving toward democracy to the de-

gree to which institutions are so constituted as to increase 

the probability that more of society's values are shared by 

increasingly more people on the basis of merit" (l, p. 36). 

Despotism.—refers to the opposite end of the continuum 

from democracy. A society may temporarily move away from 

democratic practices, or with regard to a particular event, 

without being characteristically despotic. If its institutions 

on a wide scale, however, require or sanction the concentration 

of control or the distribution of values in an elite group not 

responsible to the people, it is truly characterized by despotism 

<2, pp. 35-36). 
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Fear.—is the response of the individual to actual or 

threatened value deprivations. To overcome unrealistic fears 

and to achieve maturity, a person must acquire tools for 

thinking realistically about his own problems as well as 

those of society. This places a great and grave responsibility 

upon the institutions of educations. 

Realistic behavior.—is that behavior which is directed 

at the achievement of valid goals; unrealistic behavior is 

that behavior which is not aimed at achievement of an origi-

nally sought and validated goal. (In using this criterion 

for assessing one's behavior, reference is made to mechanisms 

of defense that will enable one to gain more insight into 

his own behavior and the behavior of others). 

Realistic-Unrealistic Responses to Goal Seeking 

Individual Goal Seeking 
I 

Tensions 
I 

Goal Clarification 

Success 1 Failure 

Tension 
Reduction ' 

Realistic Unrealistic 
Responses Responses 
1. Reevaluation 1. Substi-

of goal 'tution 

2. Reassessment 2. Self-
of potentials deception 
and resources 

3. Retrial 
3. Withdrawal 
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4 Problem Solving Approach 
to Value Seeking 

In any individual or social search for the things man 

needs and wants (value goals), the most fundamental of all 

human problems is achievement of that goal, preferably in 

the most efficient manner known and available to the seeker. 

It is well within the province of the educational environ-

ment, and particularly within the general education scheme, 

to provide experiential opportunities for the learner in 

matters of goal achievement or problem solving. Perry would 

suggest that to deny this use of the mind is to promote 

"embeddedness" at a most crucial stage of growth and develop-

ment. The Component Operations of Problem Solving, as 

previously stated, is a modification of the scientific method 

designed for special application to the problems of personal 

and social goal seeking. It is composed of five essential 

steps, the first and last of which are each composed of two 

inner-steps. The second, third, and fourth steps are data-

gathering processes. 

The Component Operations of Problem Solving.—(l, pp. 

40-^1). 

Step 1t Goal Thinking is composed of 

(a) Statement (clarification) of the goal 

(b) Justification of the goal in terms of the 

overriding objective 

Step 21 Trend Thinking involves the description of 

past events that are relevant to the goal being 
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sought—an appraisal which involves deter-

mination of the degree to which a given past 

event facilitates movement toward or away from 

the goal. 

Step 3s Condition Thinking is an appraisal of existing 

conditions relative to the goal which requires 

comprehensive consideration of the conditioning 

factors of the present in order to determine 

how they bear upon the achievement of the goal. 

Step Projective Thinking is the process of applying 

the trends to the existing conditions in order 

to make an estimate of future probabilities—to 

arrive at an estimate of trends that will occur 

in the future based on past and present con-

ditions. 

Step 51 Alternative Thinking involves the invention and 

creation of alternative means for achieving the 

goal and the scientific determination or 

selection of the most effective alternatives 

(a) Creation of alternative ways of achieving 

the goal 

(b) Scientific selection of the most likely 

alternative. 
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Personalized Application of the Value System* 
Self-Study for Self-Understanding and 

Continuous Self-Development 

Inasmuch as self-knowledge is one of the major charac-

teristics of the mature personality, it is important that 

the learner have sufficient opportunities to assess the con-

sequences of mature, immature, realistic and unrealistic 

behavior, in as many objective ways as will be meaningful • 

and relevant, and as will contribute to insights that lead 

to self-understanding and continuous self-development. 

A culminating learning experience is embraced in the 

self-study program of the value system which allows the 

learner to value-code a broad spectrum of events lifted from 

across his total life experiences. The coding progresses 

through three phases ,with the first and last phase simulating 

a pre-test and post-test of value attitudes. The second 

phase encourages the student to place the events in a 

realistic social context, which requires considerable thought, 

and often produces certain learning tensions. The program 

is to be completed with certain prescribed observations to 

be drawn, and with the experimental model representing a 

continuing process in the learning situation for the student. 

The "Value-Coding Chart" used in the self-study technique 

appears in Appendix F, 
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A number of experimental models may be 
developed to explore the various ways in which 
the appraisal technique operates; each thus far 
employed has produced effective results for 
various kinds of personalities in various sub-
cultures and for differing types of experiences. 
Needless to say, any one of such models may 
suggest further modifications of the technique 
itself so that a continual back-and-forth-
movement between theory and technique results. 
Through practice and modification with such a 
flexible technique, an emerging field of facts 
pertinent to each individual may be brought to 
his attention by new clarification of per-
spectives and/or further refinement of the 
procedure (l, p. 222), 

The student not only gains insight into the value effects 

of deprivational, indulgent, and over-indulgent events, but 

he is in constant contact with the whole Value-Analysis theory 

in such a wide range of experiences that he gains skills in 

working from theory to practice, and vice-versa. He feels 

the effects of relevancy to his own self-hood, and is able to 

discern with distinction those events which are not relevant 

to his clarified goals. Moreover, as events are placed in 

social context, he experiences the effects of those events, 

which he once considered to be very personal ones, as events 

which also contain value consequences for the principal partic-

ipants (significant others) involved with him in the events in 

terms of deprivations, indulgences and over-indulgences. 

Prerequisite to and as preface to the self-study problem, 

however, the investigator considers the Overriding Objective 

in the light of its implications for himself, and for all . 

others who also may be a part of the learning experience or 
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a learning experience to protect the confidence and privacy 

of all students, while keeping open the opportunities for the 

exchange of ideas about the value-coding procedure. However, 

the whole spectrum of the Value-Oriented Rationale, the Over-

riding Objective, the value-shaping-sharing techniques, and 

the problem-solving approach determine the conditions for 

such a study. 

A part of the personal preparation for the self-study 

technique may be an attempt, on the part of the learner, to 

clarify and verbalize the full meaning of the Overriding 

Objective from his own perceptual field. He may even attempt 

to verbalize a clear-cut defensible challenge to the Overriding 

Objective as a part of the preface to the self-study. 

Still another learning outcome of the value system in the 

value-coding technique emerges when the learner begins to con-

struct his own value profile from the data under examination, 

and in turn to modify the profile as data change and per-

spectives change. 

Educational Application of the Value Systemi 
Some Uses for General Education Programming 

Categories of the Social Process Framework 

Category 1,.—The first category of the Social Process 

Framework suggests the basic natures of man, which in many 

ways also denotes characteristics that are common to all men, 

while indicating the ranges of individual differences. For 
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example there is both similarity and individual differences 

in the natures of human beings, such as the physical (physio-

logical-biological), the intellectual (philosophical-psycho-

logical), the social-political, economic, the spiritual-

religious, and moral-ethical. Unlimited educational impli-

cations and experiential opportunities are inherent in this 

category. Motivational problems, and the traditionally feared 

problems of discipline or classroom management, are practically 

passe when this phase of the social process is approached in 

the attitude of stimulating the student to seek out the most 

plausible answers to his questions of "Who am I?" "Where did 

I come from?" and "Where am I going?" Moreover, the problems 

of individual differences are diminished when this phase of 

the process, along with the students* questions are explored 

in the context of their own personal orientation to them. 

This does not mean that the differences are diminished, but 

rather the problems which have been associated with differences 

are diminished. 

The super market of opportunities for exploration is 

accessible to all students at all times, and he may move 

through the offerings, within the guidelines of the value 

system, "picking and choosing" ideas (theoretical and practical 

ones) which will meet his needs until he reaches the "check-out-

point" carefully designed around a formula or rationale, and a 

mutually agreed-upon and individualized set of educational ob-

jectives, for determining his readiness to move to another 
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supply station for intellectual needs. The tasks of imple-

menting the rationale and set of objectives would "be no more 

insolvable than the process of filling a set of specifications 

or requisitions in any other enterprise disbursing commodities 

of an abstract nature. 

Category 2.—The second category, in dealing with cate-

gorization of values (human or social needs) suggests reliable 

tenets for a general education-learning environment. The common 

characteristics of human beings just cited, and the mutuality 

of goals which can be identified within the value categories 

serve to illustrate the social, psychological, and philoso-

phical foundations of education. Recognition of this mutuality 

serves as a basis for assuring the kind of reliability that 

would overcome the problems of faltering commitment to, and 

abandonment of, education programs in times of greatest need. 

The value categories and a set of "Indices of the Values" 

make it possible to perform innumerable analytical tasks that 

contribute to the learning and internalization of a systematic 

problem-solving approach, and to.related experiential learning. 

By definition, "Indices of the Values" refers to events which 

indicate the degree to which values are available and are dis-

tributed, They, therefore, are important tools to be. used in 

the appraisal of institutional practices and personal 

strategies (l, p, 22). 

Appendix A reflects a set of exemplary "indices" to each 

of the values, The examples are quite general in nature and 
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could be used best in assisting one to develop a set abstracted 

from his own experiences or observations. 

It will become discernible, through studies of indices 

to the values, that status in at least four of the value cate-

gories depends on direct social interaction for the most part, 

namely, (l) Respect, (2) Affection, (3) Power, (4) Wealth; 

value status in the remaining four may be achieved to the 

satisfaction of some persons in less direct or even in in-

direct social contact, or even through purely personal and 

isolated experiences, namely, (5) Enlightenment, (6) Skill, 

(7) Well-being, and (8) Rectitude. Rectitude may be of more 

social origin than is often realized, however. 

Appendix B reflects a set of exemplary tasks which may be 

performed by use of the value categories with an accompanying 

personalized set of "Indices to the Values," It is through 

these kinds of tasks that self-knowledge is gained in a non-

threatening setting, and considerable insight may be gained 

into one*s own self-understanding as well as means by which 

the student learns to carry out a program of continuous self-

development. 

Category J.—The analysis of institutional goals, policies, 

patterns and practices, and particularly of the degree to which 

an institution is distributing the values for which it is 

designed, are among the tasks that can be performed in the 

process of institutional analysis. 
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. . . The term institution refers to patterns 
of practice relatively specialized to the shaping 
and sharing of values, In other words, insti-
tutions are specific ways of doing things by 
which values are brought into existence and 
distributed. The institution may be constructed 
so as to increase value sharing, as does the 
19th Amendment to the Constitution, granting 
women the right to vote (1, p. 29). 

Granting the right to vote or to participate in any form of 

decision-making is to shape opportunities for the sharing of 

"Power." Many educational value goals have become institu-

tionalized, made into patterns of practices designed to 

extend the distribution of the value, "Enlightenment," 

Appendix C is an example of a framework of analysis de-

signed to systematically determine the effectiveness of institu-

tions. A brief list of institutions is also included to 

illustrate the specific values each is designed to distribute. 

No more important aim of education can be included in the 

learning experiences of students than to create opportunities 

for him to engage in the processes of institutional analysis. 

John Pfieffer, in New Look at Education (11), and Robert Freed 

Bales, in Personality and Interpersonal Behavior (3)» are two 

examples of contemporary thinkers who are stressing social 

evaluation. 

The long-range effects of this kind of learning experience 

must be inestimable, and limited only by the imagination of 

those who have not developed the skills for institutional 

analysis. Precise, empirical, institutional analysis may be 

one of the most neglected educational experiences. 
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Category 4.—The category of Resources represents an 

area of concern for both social and educational enterprises. 

The American attitude toward natural resources has tradi-

tionally disregarded the problems of efficient conservation 

and distribution of resources. A prime responsibility of 

education in the future will focus on redirecting this atti-

tude; however, human beings in this framework are cast as 

being the most important of all resources, a concept which 

adds dimension, depth, and perspective to the learning ex-

perience. 

The term resources refers to man's biological 
heritage and to the physical setting in which he 
carries on his activities. The physical setting 
comprises the organic and inorganic processes of 
the earth, the solar and stellar systems that 
surround it, Included are energy, soil, water, 
mineral, plant, animal, and human resources. The 
people of a society are its most important re-
sources, and it is well to remember that the 
greatest resources of man lie within himself 
(1, p. 30). 

The potential for interdisciplinary experiences are un-

limited with regard to the category of Resources. Studies 

designed to inventory resources or to assess the effects of 

institutional practices upon the supply of resources are ex-

amples of interdisciplinary experiences between two categories 

of the Social Process Framework—institutions, resources. 

Inasmuch as the Social Process Framework embraces all of 

the factors and functions of human existence, the needs to 

recognize the interdependence between these factors, and the 
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importance of stimulating thought about synthesis of knowledge 

involving these factors and functions, are apparent at all 

times. Moreover, the framework serves as check and balance 

in interdisciplinary planning. 

The component operations of problem solving.—The problem 

solving approach, in each of its five steps, is applied and 

applicable in all processes of value analysis, including the 

satisfaction of personal basic and instrumental value goals on 

the way to the Overriding Objective. Systematic thought is 

obviously essential to implementation of each of the conditions 

specified in the Value-Oriented Rationale, and it is partic-

ularly applicable in all of the implied ramifications for an 

educational program. Certainly, each step is essential to the 

analysis and appraisal of institutions, and in the follow-up 

proposals for changes in institutions. In "projective" and 

"alternative" types of thinking, data often emerge to indicate 

that completely new and different institutional practices should 

be created to insure the wider sharing of a given value. Such 

a systematic approach involves various ways of using the mind 

to promote and maintain a free and better way of life. It 

provides the intellectual basis necessary to formulate social 

policy and to develop personal strategy for achieving the value 

status necessary for self-understanding and continuous self-

development. Appendix D reflects one example of value-analysis 

of personal status in one value category, using the problem-

solving approach. 
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If the foundational structure of education is based on 

social, psychological, and philosophical factors (3, p. iii), 

then the tenets of the educational environment would be based 

essentially on an equitable but flexible balance between these 

factors. No factor, nor any value-need, would be admitted to 

the exclusion of any of the others, but the components of the 

formula would be designed to place emphasis upon balance and 

synthesis. Thus, the necessary kind of reliability would be 

achieved through a formula of universal and reliable factors 

or categories of analysis. 

More specifically, the patterns of practices and strate-

gies of education will be designed to carry out the special 

academic responsibilities for shaping and sharing the values, 

Enlightenment and Skill. These two values are essential to 

the modification of a damaged self-concept, and just as 

essential to promoting self-understanding and continuous self-

development (self-knowledge). For example, learning experiences 

relevant to the distribution of these values intricately in-

volve the development of skills in the use of the problem-

solving approach in all of the five steps, when applied to any 

individual or social problem. The development of skills of 

communication are likewise essential. Unless the individual 

is able to effectively transmit his ideas, beliefs, and atti-

tudes without distortion, he is unable to work through the 

processes of systematic thought, and therefore, unable to 

achieve status in the values, Enlightenment and Skill, or in 
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any of the other value categories. It is important to develop 

skills to both prepare and to receive and interpret communi-

cation within any time-space context. (Appendix E reflects 

two frameworks of analysis to be used in the study of communi-

cations). Many of the problems of world conflict and problems 

of attempting to design criteria for world peace obviously 

impinge upon skills of communication. 

To demonstrate the world-wide trends toward more common 

policies in education, a report from Education and World 

Affairs was published in 19^5 under the title, The University 

Looks Abroadt Approaches to World.Affairs in Six American 

Universities (12). William W, Marvel, President of EWA re-

ferred to a series of events which point up the replication 

of educational goals and policies. He noted the tendency 

within institutions of higher learning all over the world to 

adopt more common patterns of operations, particularly where 

the common characteristics of man are involved. " . . . the 

commitment to equality of educational opportunity becomes a 

nearly universal phenomenon, . . . the result of the strength-

ening of the international intellectual communityM (26, pp. 

xii-xiii). "Programs were launched in several key uni-

versities for the development of materials and the training of 

teachers looking toward the growth of international and non-

Western studies among undergraduates, as a part of liberal-arts 

education" (27, p. xv). 
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The 1960s were to see two kinds of develop-
ments closely related to this focus on the whole 
university. First, there emerged a new concern 
as to how universities would approach the prob-
lem of integrating and relating in a meaningful 
fashion their far-reaching international in-
terests. . . . Secondly, a strong trend devel-
oped toward new arrangements for inter-institu-
tional cooperation, the working out of various 
patterns among colleges and universities that 
would permit greater division of labor (12, p. 
xvi). 

The Overriding Objective and the Value-Oriented Rationale 

take into account the universally common goals and practices 

of societies. The Rationale, therefore, was designed to aid 

in the analysis of mutual social goals, and to provide guide-

lines for social action, and for individual behavior, as well. 

The Social Process Framework, in turn, was designed to facil-

itate inquiry into both the individual and collective aspiration^ 

of a society. It is noted that the Framework is non-normative; 

it makes no moral or ethical specifications. There are no 

"ought" or "should" mandates; there are only "is" ramifications 

—hence, the universal applicability of the value system. 

Three Types of Value Goals 

Three levels or types of goals (needs) have been recognized 

in the formulation of the total value system: (l) basic or 

fundamental objectives, (2) intermediate or instrumental ob-

jectives, and finally (3) the ultimate or overriding objective 

which also serves as an instrument for verification of the 

basic and intermediate ones. 
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!• The basic or fundamental objectives.--In consideration 

of the basic or fundamental objectives, educational planning 

will recognize the significance to the individual of his own 

personal goals or needs for "perceiving, behaving, and be-

coming" (8). The most effective educational programs are 

founded in the realization that these goals relate to the 

individual's selfhood or emergent self. More specifically, 

educational planning will be designed to create learning 

opportunities that will contribute to self-understanding and 

continuous self-development of the individual. This kind of 

planning refers to educational aims to pay attention to the 

psychological foundations in the disciplines. The serious and 

deprivational consequences of educational neglect in this area 

are witnessed in all of contemporary society. 

2. The intermediate or instrumental objectives.—In view 

of the intermediate or instrumental objectives, educational 

planning will recognize the human need for social identifi-

cation and social interaction. Beyond the limitations of the 

normative imperative, or the imperative of "what ought to be," 

fruitful educational planning will continuously strive to 

accumulate enough current observations of individual acts of 

behavior and of public and group practices to determine the 

nature of social goals and personal value preferences that 

are being sought, and hence pay special attention to the social 

foundations in the disciplines. 
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With an appropriate intellectual tool or framework, 

analysis and appraisal of acts and policies can be classified 

in such ways as to suggest the role and functions of education 

in assisting the individual and society to master the techniques 

for goal satisfaction, and to assess the consequences. Ob-

viously, flexibility, continuity, and constancy (or uni-

versality) would be inherent in such a view and intellectual 

tool. 

3. The ultimate or overriding: objective.—The Overriding 

Objective, bearing more universal qualities than the preceding 

two, is the one of more common and frequent reference, in 

spite of the fact that it takes the form of a postulation. 

Once reference to the Overriding Objective is incorporated 

into the thought processes of individuals and policies of 

institutions, it becomes increasingly effective in its appli-

cation. The realization of this objective, or any social and 

personal movement in its direction, serves two basic purposes! 

(a) it provides direction for all human thought and behavior— 

individual and social, and (b) it provides the perspective for 

validating other goals—fundamental and instrumental. These 

criteria are especially applicable in regard to problems of 

educational planning and are pertinent to the philosophical 

foundations in the disciplines. 

The mutuality of aspirations toward the realization of 

human worth and dignity is both expressed and implied in all 

of human behavior. If one simple question could be posed, with 
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equal mutuality, in an overarching position,to all acts of 

behavior, the basic validation process would be in continuous 

effect. That question is, "Does this act of personal strategy 

(or pattern of practices-institutional) contribute to the 

realization of human worth and dignity for all principal 

part ic ipant s ? " 

Any criteria for a framework for fulfilling all of these 

levels of human needs and wants (basic, instrumental, over-

riding) are based on three very fundamental concepts that 

actually form the substance of the philosophical foundations 

of educational structure. These factors are descriptive of the 

motivations that underlie most of human behavior, and they 

suggest the basis of human needs and wants, i. e., Freedom, 

Morality, and Inquiry, in some ways as follows« 

Freedom to achieve status in all value categories according 

to one's own potential. (The Social Process Framework provides 

the tool for analysis of values sought). 

Morality specifies (l) the conditions that establish 

criteria for value-seeking, and (2) the bases of merit for 

value-sharing. (The Overriding Objective and Value-Oriented 

Rationale provide the guidelines for assessing the moral and 

ethical qualities of choices made). 

Inquiry designed to render the data necessary for decision-

making, particularly in the form of (l) goal clarification— 

data that enables the individual to state, clarify and justify 

his goals; (2) as many alternative solutions as possible to 
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problems (goal satisfaction), techniques of thought that will 

promote the selection of the most plausible alternative, and 

projection of the consequences of each alternative; and (3) 

realistic evaluation of the value outcomes for having achieved 

the goals sought, or for having failed to achieve values sought, 

These are the three "imaginative steps" stressed by Pfieffer 

(11, pp. vii-viii). 

A conceptual design and interdisciplinary approach to 

general education has been introduced that is based on a system 

of human values and a rationale for dealing with the broad 

spectrum of human values, while relating the system to the 

foundational structures of education. 

Brief implications have been suggested for the program-

ming of general education for self-understanding and continuous 

self-development, and some of the contemporary trends in edu-

cational planning have been cited that take into account the 

problems of synthesizing the program and of creating ways for 

the student to integrate acquired knowledge. 

Bob Burns devised a scheme for demonstrating some of the 

ways of utilizing the value system in integration of subject 

matter in selected discipline areas. Burns explained the 

process of integration depicted in his "Model for Integration 

of General Education Curriculum" by describing the "dove-tail 

effect of integration which may occur between curriculum areas 

that have common lines touching any value"(7, p. 3 ) . For 



156 

example, social science and career planning both have lines 

touching the value, "Enlightenment." At various points in 

these courses, integration may occur as both deal with the 

value, "Enlightenment," in respective units. The "MIGEC" 

chart suggests that a general education program be designed 

to answer three philosophical questions through the synthesis 

of various discipline areas, namely, "Who am I?" "Where did I 

come from?" and "Where am I going?" The chart appears in 

Appendix G. 

Maritain has pointed out that there are two classes or 

categories of notions about man, the purely scientific idea 

of man, and the philosophical-religious one, and that the 

problems of education will be simplified when practices are 

designed to achieve balance between both notions. 

The educational task is both greater and more 
mysterious and, in a sense, humbler than many im-
agine. If the aim of education is the helping and 
guiding of man toward his own human achievement, 
education cannot escape the problems and entangle-
ments of philosophy, for it supposes by its very 
nature a philosophy of man, and from the outset 
it is obliged to answer the questions "What is 
man?" 

. . . According to its genuine methodological 
type, the scientific idea of man, . . . gets rid as 
far as possible of any ontological content, so that 
it may be entirely verifiable in sense-experience 
. . . to link together measurable and observable 
data taken as such, . . , 

Now it is obvious that the purely scientific 
idea of man can provide us with invaluable and 
ever growing information concerning the means and 
tools of education, but by itself It can neither 
primarily found nor primarily guide education, for 
education needs primarily to know what man is, what 
is the nature of man and the scale of values it 
essentially involves (10, pp. 4-5). 
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Such an integrative approach as the Value System would 

lead the learner through fundamental discipline areas, and 

into any time-space context. While utilizing the full range 

of the Value System, and in order to prevent overlooking many 

important learning experiences, Arnspiger imposed a list of 

"Educational Needs Which Have Been Traditionally Neglected" 

in curriculum planning (see Appendix H). By working within 

the dimensions of these questions, it has been noticed that 

"Projective Thinking" (a step of the Component Operations of 

Problem Solving) is a kind of thought which is frequently 

neglected in learning experiences. To deny its importance, 

or to "excuse away" its importance, on the basis that man 

cannot empirically foresee the future is yet another means of 

promoting "embeddedness." The student can gain experience in 

this area of thought very early in a general education program 

if he is encouraged to participate in developing his own edu-

cational objectives within guidelines of the Value System. 

A set of objectives which have been cooperatively designed 

by the learner and his sponsor, counselor or teacher provides 

the instrument to be used later in evaluation of the student's 

completion of the general education program, and for determining 

the timing of his entry into other intellectual experiences. 

A Suggested Set of Objectives 
Related to the Value System 

If the general education program is designed to provide 

self-understanding and continuous self-development, then it 
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will lead the student through the fundamental discipline areas, 

and will provide opportunities for him to integrate and assimi-

late acquired knowledge by way of a personalized set of ob-

jectives that take into account his own value needs and value 

potentials. 

The shared task of developing a personalized set of learning 

objectives would become a significant part of the overall 

learning experience with the understanding that the design of 

the objectives is based on the principles of goal clarification, 

and that one's goals finally serve as tools of evaluation in 

terms of progress through the educational program, and more 

importantly, in terms of one's marked progress toward the 

realization of worth and dignity, the kind of self-knowledge 

that compliments the self-concept. 

Out of the ramifications of the value philosophy, a set 

of suggested general educational objectives have emerged. In-

asmuch as the benefits of behavioral objectives for specific 

course units are indispensable to course planning, it is 

suggested that a set of general objectives related to the Value 

System would likewise give direction to the planning of a 

personalized general education program for self-understanding 

and continuous self-development, and in turn would aid in 

developing the individual and personal objectives for the 

student to follow as he moves through the program. 

When shared with the student at the beginning of his 

general education experience, a set of general objectives 
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would serve the purpose of encouraging the student to modify 

them into a statement of personal objectives, and ultimately 

into a restatement of the goals which would represent an in-

valuable learning experience for both student and instructor. 

The suggested set of objectives appears as Appendix I. 

Summary 

The personality theory that is suggested in the value 

system assumes that the valuing process is a useful approach 

for the study of both personal and institutional development, 

and it illustrates the interdependence of self-knowledge and 

social responsibility. Moreover, it assumes that a favorable 

self-image is essential to effective social involvement and 

that the self-image is modifiable, that the dynamics of the 

human personality require a means for constantly acquiring 

self-understanding that will promote and generate continuous 

self-development. 

For the purposes of creating a general education program 

that will lead to student self-understanding and continuous 

self-development, emphasis has been placed upon learning 

situations that will contribute to improvement and/or refine-

ment of the processes of value analysis, and of the individual's 

skills for using the value system. Emphases also have been 

placed upon the importance of using the mind in systematic ways 

for affecting changes in society without the loss of time and 

valuable resources that have been characteristic of social and 
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and educational practices of the past. It has not been the 

purpose of this chapter to specify course content beyond the 

foundational discipline areas. 

A schematic summary of the tools for thinking within 

the value system appears in Appendix J. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS AND 

RECOMMENDATIONS FOR FURTHER STUDY 

Summary of Purposes, Related Findings 
and Conclusions 

The problem of this study was the description of a con-

ceptual design for general education with interdisciplinary 

qualities that will lead to student self-understanding and 

continuous self-development. 

In the process of clarifying the problem, it became 

evident that historical and theoretical premises of previous 

general education programs should be examined. The philo-

sophical dimension of general education which refers to the 

interrelatedness of all human knowledge suggested that the 

interdisciplinary approach should also be examined with regard 

to its place as an integral part of the general education con-

cept, Finally, due to consistently emerging trends calling 

for an integrative factor in general education curriculum 

planning, the Arnspiger Value-Oriented Rationale was in-

vestigated for its relevancy to and consistency with the 

evolving premises and implications found in other general edu-

cation programs. 

Review of literature pertaining to general education 

and related fields prescribed three major purposes. Out of 
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each purpose a pertinent question emerged to suggest the 

design and organization of the study. 

Following is a statement of each purpose and question 

accompanied by respective findings and conclusions. 

Purpose Number One 

A search was made for historical and theoretical in-

formation that would lend warrantability to undergraduate 

general education leading to student self-understanding and 

continuous self-development. 

The following question was posed: Is there a contemporary 

need for the kind of general education that will lead to 

student self-understanding and continuous self-development? 

Is there evidence that such a need is a persistent and common 

one? 

To answer this question, an examination was made of liter-

ature on higher education, of research data from various 

disciplines, and the works of authoritative figures in the 

field were consulted pertaining to past trends, present con-

ditions and the projected roles for general education in terms 

of (a) the needs of the student, (b) the curriculum and in-

stitutional practices, and (c) faculty and staffing policies 

designed to meet the needs of students. 

Findings.—Sufficient data exist to reflect diverse trends 

as well as consistent themes in general education. The under-

graduate general education-liberal arts concept has been an 
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integral part of higher education since its founding in the 

New World. A few characteristics of American higher edu-

cation can be traced to the earliest universities. According 

to Haskins (2, pp. 1-4),the medieval university was "built of 

men." The qualities of human relationships, the exchange of 

ideas, and the pursuit of knowledge were paramount concerns 

from the beginning and have continued to be listed among the 

objectives of contemporary colleges and universities of 

America. Two factors have been discernible since the be-

ginning of the early Renaissance! (l) the organizational 

structure of institutions of higher learning, and (2) the 

tendency of students to register strong discontent according 

to their perceptions of institutional inequities. Student 

discontent regarding inequities in institutional policies 

has received more than usual attention from the lay society 

and the academic world during the last decade. 

Conclusions«—The historical trends and concerns for 

human relationships in areas of economic exchange and terri-

torial possessions have been no more important than the 

struggle for recognition of the worth and dignity of man, the 

exchange of ideas, the pursuit of knowledge, and the legiti-

mate place of each of these concerns in the educational 

process. The educational process of the past has been found 

to be congruent with the organizational structure of higher 

education, and few forms of government have lasted as long 

as the organizational structure of higher education. There 
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have been many programs developed around valid objectives t 

with justifiable outcomes appropriate for the times and places 

in the evolving stages of human progress. Nevertheless, the 

most persistent trend has been the decline and/or abandonment 

of general education in times of crisis, resulting in con-

siderable loss of time and resources fand all of this followed 

by final reinstatement after long periods of experimentation 

which amounted, to simple and unprofitable replications of 

effort. 

Daniel Bell's study of general education bore out some 

typical generalizations regarding efforts to find explanations 

for the inadequacies of programs at the point where they 

seemed to fall out of keeping with the times. It becomes 

clear from the studies reviewed that institutions through 

which general education is administered must be subject to 

continuous renewal. The foundational disciplines have a long 

historical and theoretical base in their continuous relevancy 

to student developmental needs and, hence, provide a frame of 

reference for curriculum building. 

It can be concluded from the historical and theoretical 

premises that there is warrant for maintenance of general 

education and the extension of a concept of it as the appro-

priate learning experience for the seventeen-to-twenty-two-

year-old between his secondary and graduate educational ex-

perience. The philosophy and the intellectual tools used 

in the development of general education must provide for 
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continuous evaluation and continuous renewal. Even if the 

individual student does not proceed to the specialization 

levels, the general education experience is still an important 

part of the development of his cognitive and affective domains 

as well as the maturational processes essential to social 

involvement. 

Purpose Number Two 

The second stated purpose of the study was to examine, in 

contemporary perspective, the assumption that a realistic 

interdisciplinary approach to general education would signifi-

cantly contribute to the total concept of general education 

for student self-understanding and continuous self-development. 

The following question was posed» Is an interdisciplinary-

integrative approach essential to general education for stu-

dent self-understanding and continuous self-development? 

To answer the question, a study'was made to identify any 

trends in social demands and expectations for the kind of edu-

cation that will provide a broad, intellectual base. A search 

was made of the literature for conceptual designs that cut 

across discipline lines in order to promote student dis-

cernment of relationships and/or interdependence of the funda-

mental principles within and between the disciplines. Liter-

ature that pertains to self-understanding and continuous 

self-development as related to the kinds of knowledge and 
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learning experiences that will contribute to a favorable self-

concept also was studied. 

Findings.—While the educated person is expected to be a 

specialist in one field, he is expected to understand matters 

that are important in many fields. Ray H, Barsch made a 

sweeping study of the problems of implementing the concept of 

multidisciplinariness and interdisciplinariness at all levels 

of education in the state of California. 

The concept. . , is philosophically remarkable 
and logically sound. It suffers only in the trans-
lation into human effort. The notion of professional 
communion is admirable; the practice of professional 
communion is often shameful, . . . It is the recog-
nition of dependency upon other bodies of knowledge, 
not individuals that initiates the concept. . . , 
The concept. . . is within the grasp of any pro-
fessional. Teachers are well-advised to strive 
to attain such identity on an individual basis, . . . 
The victim of this loss will be the failing child, who 
deserves the contributions of all bodies of knowledge 
toward his advancement (l, pp. 189-191). 

Interdisciplinary general education brings into focus the 

imperativeness of both continuous personal and institutional 

development; systematic use of the human mind as applied to 

self-evaluation and the evaluation of human institutions are 

also a part of the educational processes. Since institutions 

are simply social creations of the members of society, it is 

important that the institutions be subject to continuous 

innovation, because it is through institutions that man seeks 

and attains satisfaction of his value needs. As the frontiers 

of knowledge are continually advancing and extending human 

potentials, human needs and wants are continually changing; 
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the necessity for institutional innovation and continuous 

personal self-development is crucial to social progress. 

Because of individual differences, no one curriculum 

design suffices for any one program of general education? 

neither is there any law of sequence which would prescribe 
1 

the precise program for all individuals. A common frame of 

reference that is meaningful in various programming situations 

would supply the essential factor of constancy for the program. 

Both the institution of higher learning and the teacher have 

special responsibilities to the student. 
The special office of the teacher in the work of 

general education is to mediate the knowledge of the 
specialists in the disciplines so as to reveal the 
general human relevance of this knowledge. The 
teacher is to be a humanizer of knowledge. . . . The 
teacher's mediation is essential because the thought 
of the beginner is necessarily rudimentary in com-
parison with that of the specialist. . . . Every 
discipline is simply a pattern of investigation that 
has proved to be a fertile field for the growth of 
understanding^, p. 315). 

A number of social problems resulting from enormous 

population increase and other related causes have contributed 

to the problems of social disorganization and the loss of 

personal identity—an underlying and consistent theme mani-

fested by dissenting students, by questioning laymen, by 

employers and personnel directors in business and industry, 

and by graduate schools as graduates of lower colleges begin 

to apply for admission to the universities. 

Conclusions.—Data pertaining to the importance of an 

interdisciplinary approach is considerable. The preparation 
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of students for admission to advanced levels of scholarship 

or to the responsibilities of the adult world through gainful 

employment or other forms of social involvement suggest the 

need for the individual to make realistic self assessments of 

his preparations and potentials. Techniques for self-evaluation, 

amendment of the self-image, and assimilation of acquired know-

ledge into one's foundation of knowledge are components of the 

educational process. 

Technology of education has advanced within the last de-

cade to make the mere storage and retrieval of knowledge an 

instant process, but the acquiring of self-knowledge cannot be 

automated in any of the ways similar to factual and objective 

or empirical knowledge. The foundational disciplines and the 

trends toward development of self-hood suggest that educational 

objectives turn from "learning as memorization" to consider 

the appropriateness of educational concern for the emergent 

self. 

A comprehensive value system as a frame of reference for 

individual and social man, with a basic philosophy oriented 

toward individual and social value preferences, is consonant 

with the concepts of interdisciplinary general education for 

student self-understanding and continuous self-development. 

Some plausible blending of experiential learning with theo-

retical learning appears as an emergent factor in the general 

education concept that has been recognized in many previous 

programs, but has been overlooked for social and philosophical 

reasons. 
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A favorable self-concept is the product of both personal 

and social identity; an effective self-image derives from a 

mature attitude toward self and society, and maturity is 

achievable through realistic and continuous self-evaluation. 

The basic operations of systematic thought pertain to goal 

clarification, creation of alternative solutions to problems, 

and evaluation of results and the consequenses of the out- • 

comes. The self-image can be amended and a favorable self-

concept can be the product of effective learning processes 

and systematic thought, A favorable self-image is essential 

to effective social involvement. 

Examination of the literature pertaining to faculty and 

staffing policies designed to meet the needs of the student 

was initiated under Purpose and Question Number One. The in-

vestigation continued through both Purposes One and Two, and 

it can be safely concluded that a serious and negative deter-

rent to the kind of educational programming being proposed 

is the difficulty of recruiting faculties for a general edu-

cation program that is based on objectives leading to student 

self-understanding and continuous self-development. 

Purpose Number Three 

In view of the historical and theoretical premises,when 

combined with the study of trends regarding the importance of 

the interdisciplinary approach, the Arnspiger Value-Oriented 

Rationale was investigated, along with accompanying intellectual 
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tools, as a possible integrative conceptual design for a 

general education approach to (l) the maturational problems 

of transition and adjustment to the adult world, and (2) the 

learning problems of acquiring the necessary self-understanding 

to cope with personal goal clarification, and (3) the problems 

of an increasingly complex social environment. 

The following question was poseds What is the possible 

design for a general education experience consonant with the 

findings derived from the study of Questions One and Two, and 

more specifically when the Arnspiger Value-Oriented Rationale 

is placed in the context of such findings? 

In order to answer the question, the Arnspiger Value-

Oriented Rationale was described, along with accompanying 

intellectual tools, as a suggested conceptual design for the 

integration of basic principles and theories of knowledge, 

with special provisions for the student (l) to study the 

value-consequences for himself of the interdisciplinary 

approach—of. continuously integrating newly acquired knowledge 

—and the effects of such a spiraling learning process upon 

the problem of self-understanding and continuous self-develop-

ment; (2) to be engaged in a self-study technique for the 

purpose of goal clarification--academic and otherwise—and 

justification of both the value goals and the personal strate-

gies used to achieve these goals; (3) to study the value-

consequences of social involvement (responsibilities) in con-

sideration of significant others, and the problems of 
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institutional analysis and continuous renewal through "planned 

intervention." 

Findings.—The Value-Oriented Rationale and the Social 

Process Framework which specifies a systematic and comprehensive 

value philosophy provides the integrative factor for other 

learning-experiential areas for the student in a general edu-

cation program. In addition, the value system realistically 

provides opportunity and guidelines for student self-identifi-

cation with his total environment including the processes of 

communication analysis (preparation and reception) and the 

process of institutional analysis whether in the role of 

creating institutional practices or in the processes of 

innovation or modification. Since the systematic frameworks 

pertaining to the conceptual design are derived from the Value-

Oriented Rationale and are based on the theory of scientific 

categorization as a simplified procedure, the tasks of self-

analysis, communication, and institutional analysis are 

achievable for beginning students who have not yet accustomed 

themselves to thinking in abstract terms. 

The Social Process Framework, when undergirded with the 

Value-Oriented Rationale, represents a mode of inquiry,with, 

mental and verbal tools of thought,that enables students to 

think and act in ways that are appropriate to men and women 

who assume personal responsibility for their own behavior. 

For example, this approach enables the students to apply 

measures for determining the degree to which values are shared 
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or withheld in the appraisal of practices and policies of all 

human behavior? these are pertinent and relevant objectives 

for study in any course within a general education program. 

More specifically, the student will be able to systematically 

appraise the role of a natural scientist in the creation and 

use of new resources from the scientific laboratories such as 

the effects of creating new and varied modes of pest control. 

The value system would require a scientist to make intensive 

studies regarding projected consequences of wide-spread use 

beginning with justification in terms of the Overriding 

Objective—the contribution that new resources will make 

toward the realization of human worth and dignity. If pest 

control "up-stream" would mean the loss of food supply for a 

community "down-stream," the use would have to be considered 

in light of its effects upon all principal participants. 

Physicians have long considered the long-range psychological 

and philosophical effects of abortion for the patient rather 

than immediate and short-range effects while his purposes and 

intentions are subject to being misunderstood in the glare and 

pressures of the immediate and present conditions. 

Through communication analysis, the student can assess the 

value preferences of both the communicator and his audience? 

he can appraise the message in terms of its value appeals as 

well as the probable effects upon the audience. The reality 

and validity of propagandists measures can be determined; the 

soundness of sales promotion techniques can be measured when 
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the Overriding Objective, the data-gathering steps of the 

Component Operations of Problem Solving, and all conditioning 

factors are taken into consideration. 

In a study of the humanities, the student can gain 

realistic understandings of the major personality attributes 

of the characters portrayed in all forms of literature. He 

will be enabled to appraise the roles of characters as being 

responsible or irresponsible in their interpersonal relation-

ships in terms of the Overriding Objective, and in terms of the 

actual values shared and withheld. Moreover, he can appraise 

their responses to frustrations and anxieties, and thus gain 

practice in the development of skills of personality analysis. 

Both history and political science offer many different 

kinds of opportunities for the analysis and appraisal of in-

stitutional practices in terms of their impact upon the needs 

and wants of men. By application of specific indices, the 

student can learn to make clear-cut distinctions between in-

stitutions which support the realization of human worth and 

dignity and those which contribute to intellectual and even 

physical enslavement. 

It is not to be assumed that the student would necessarily 

increase his own self-understanding as a result of the-fore-

going kinds of analysis, but surely he would increase his own 

skills of analysis, and while increasing his own status in the 

value "Skill" and the value "Enlightenment" he would be able 

to use the "Skill" and "Enlightenment" in many different ways 
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in his own self-study—self-evaluation in a very realistic 

and systematic context. 

Within the value system, students may be encouraged to 

appraise their own behavior and that of their associates. 

Such experiences are expected to enable them to face up to 

their problems as challenges rather than as sources of frus-

tration. The academic and actual classroom goal is the 

avoidance of neurotic behavior which originates predominantly 

from unrealistic fears and anxieties. 

Conclusions.—The blocking effect of fears and anxieties 

upon the process of enlightenment is indeed one of education's 

most serious problems. 

Among the desirable outcomes of the learning experiences 

described in findings derived from description of the value 

system should be the acquired ability of students to think 

critically and to make intelligent decisions for themselves, 

to act realistically in the major aspects of human living, and 

through their study in the broad areas which may be offered in 

a general education program, to make intelligent selections of 

special fields in which they may wish to study during their 

undergraduate experience. 

The value system can be said to be basic to a general edu-

cation program in that it sets forth the intellectual frame-

works for the program, specifies tools of thinking necessary 

in the development of a program, sets up a framework for 

problem solving in which all the Component Operations of Problem 
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Solving are presented as intellectual tasks to be solved, pro-

vides for self-study through use of the value categories, and 

introduces the student to significant problems of human 

associations with people who are practicing defense mechanisms 

and otherwise behaving unrealistically or neurotically. The 

modern and responsible student should be able to deal realisti-

cally with all personalities with whom he comes in contact. 

The value system, however, should not be thought of as being 

either a course for, or having limited purposes such as, "life 

adjustment" or dealing with problems of "personality adjust-

ment" which infer the need for some therapeutic measures. 

The value philosophy sets forth the categories of values 

sought by participants in all societies, and refers to the 

institutions and personal strategies employed by the partici-

pants using the resources of their environments in their efforts 

to achieve these values. By means of the Social Process Frame-

work and the value system, the instructor of history, English, 

or any of the other courses of the general education program 

can easily point to value consequences to be derived from the 

study of the discipline in which he has specialized, and more 

importantly,show the relationships and interdependence of his 

field of specialization to other major areas of human thought. 

One concept that is fundamental to any general education 

program is the realization that all persons are citizens or 

members of their respective societies first and specialists 

afterwards. To become enlightened citizens, the student must 
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The interdependence of all knowledge suggests the inter-

disciplinary approach for a warrantable and integrative general 

education program. 

Recommendation.—It is recommended that an integrative 

conceptual design which will foster more innovation and more 

sensitive awareness of individual needs be applied to the 

programming of general education. The Value-Oriented Rationale 

in connection with the Social Process Framework and other re-

lated tools for critical thought will form the basis for 

curriculum planning and program design. 

2, A second implication is that the broad and universal 

provisions of the Overriding Objective and the conditions of 

the Value-Oriented Rationale can foreclose opportunities for 

specificity in educational planning if categories of the 

Social Process Framework (Man, Values, Institutions, and Re-

sources) are not held as constants to be dealt with in the 

planning process. For example, curriculum planning must pro-

vide learning opportunities in appropriate proportions and 

balance, according to individual needs, and with balance within 

and between each of the four categories. Learning opportunities 

at the appropriate level of sophistication must be provided 

with reference to knowledge about (l) Man, about (2) his 

Value Preferences, about (3) his Institutions, and (4) the 

Resources available and accessible to him. 
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Recommendation.—The recommendation which accompanies the 

second implication is composed of two facets. First, a set 

of carefully designed general objectives derived from the 

Overriding Objective and the Value-Oriented Rationale will be 

useful to the student and his faculty sponsor as a basis for 

the on-going development of the student's personalized edu-

cational program; processes of individual goal statement and 

clarification will become a continuous part of the learning 

process, and "goal thinking," as it includes the justification 

process, will be so interlaced with the learning processes 

in the foundational disciplines (psychological, social, and 

philosophical) that the student will be presented with oppor-

tunities to search out insightful, interrelated meanings as 

he moves according to his own needs, potentials, and interests 

toward his area of specialization with expanding awareness of 

the "social process," Again, even if no specialization is 

pursued, the general education experience is still an important 

part of the development of the individual's cognitive, affective 

domains, and the maturational processes essential to social 

involvement. 

The second facet is need for an instrument designed for 

continuous program evaluation, based on the Overriding Ob-

jective, which will require continuous student self-study and 

teacher self-study that will lead to self-understanding and 

continuous self-development for each participant. The on-going 
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evaluative process would determine the student's progress 

toward the next educational level, 

3. A third implication is that faculty staffing of the 

kind of general education program being proposed is the major 

problem of implementing the program. 

Recommendation.—It is recommended that recruitment and 

staff development policies are the keys to the success of such 

a program. The objectives and alternative measures must con-

verge in the social and institutional minds to lend force to 

implementation. Hence, the commitment to the concept of 

general education for student self-understanding and continuous 

self-development can neither be spawned nor implemented without 

continuous research regarding the value preferences of all 

participants involved, with special emphasis upon student 

needs, and recognition of the importance of educating for a 

favorable self-concept. 

k. A fourth implication refers to tendency of western 

societies and the American society in particular to permit 

an imbalance in educational programming with regard to the 

psychological, social, and philosophical foundations. The 

study of historical and theoretical premises does not reflect 

more than casual emphasis upon learning experiences drawn 

from the field of philosophy, nor have programs for the most 

part expressed a clear-cut objective for students to be en-

gaged in philosophical experiences. The concept of inter-

disciplinariness and the Value-Oriented Rationale are philo-

sophically sound and are compatible concepts. 
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Recommendation.—It Is recommended that the Rationale 

form the basis for considerably wider learning experiences 

that can be formulated from philosophical positions. 

5. The fifth and final implication of significance to 

this study refers to the need for further studies regarding 

the involvement of students in the decision-making processes 

of educational planning and the effects of sharing of the . 

value "Power" upon the development of self and social respon-

sibilities, The effects of value sharing and value deprivations 

in each of the other value categories is the basis of the 

three-phase self-study program; implications of this particular 

self-study experience extended toward and are a part of the 

integrative processes of understanding the problems of human 

communication and the analysis of social institutions. If 

modern universities and lower colleges can be "built of men" 

cognizant of the value consequences in the processes of self-

analysis, communication analysis, and institutional analysis, 

the humanizing of education may be attainable. 

Recommendation.—The recommendation that accompanies 

the implication arising out of self-study, communication 

analysis and institutional analysis is that experimental studies 

should be designed to investigate all of the foregoing im-

plications and more specifically those pertaining to the 

self-concept and its modiflability through various uses of 

"indices of the values" (see Appendix A) as instruments of 

analysis and measurement. 
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Selltiz, Jahoda and others emphasize the importance of 

exploratory studies to provide the base and to set the stage 

for subsequent descriptive and/or experimental studies. They 

maintain that each study rests on earlier ones and each pro-

vides basis for future studies. This study has stood on 

historical and theoretical data which led to the consideration 

of the interdisciplinary approach to general education for 

student self-understanding and continuous self-development. 

A conceptual design which emerged out of the Arnspiger Value-

Oriented Rationale suggests many different kinds and areas 

for experimental studies. Numerous other generalizations 

can be derived from the continued study of earlier theories 

and practices in general education. The findings of this 

study will suggest and give direction for research such as 

development of annotated bibliographies for specific areas . 

of value distribution and value deprivations, the management 

of which might be secured in the hands of an elite group not 

responsible to the society as a whole. Further studies and 

continuous studies should be made of the directions and 

trends discernible in the programming of general education, 

in order for current data to be available when time does not 

allow for detailed research but only for assessment of known 

facts already at hand. 

For these reasons, this study should not be the terminal 

exploratory study because of the many ramifications which are 

obviously outside its limits. 
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Theory stimulates research and enhances the 
meaning of its findings? empirical research, on the 
other hand, serves to test existing theories and to 
provide a basis for the development of new ones 
(4, p. 492). 

This study has introduced a new factor for general edu-

cation designed to personalize the general education process, 

to recognize the educational need to provide an environment 

for the development and continuous emergence of the cognitive 

and affective domains and the maturational processes in terms 

of student self-understanding, and continuous self-development, 

and to emphasize the importance of an interdisciplinary approach 

while, at the same time, placing emphasis upon the necessity 

for continuous institutional renewal. 
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APPENDIX A 

INDICES OF THE VALUES 

Power.— 1. The perspective of the people favor the wide 

distribution of power. 

2. People are given the opportunity to vote regularly. 

3. They do actually vote, 

4. Meetings are conducted democratically, and the 

leaders act democratically. 

5. Candidates can take an unpopular side of an issue 

without fear of violence, 

6. Criticism of officeholders is allowed without 

fear of reprisal. 

7. People can vote secretly and without fear of 

reprisal, 

8. Issues are accurately presented in the press or 

other media of communication. 

9. The perspectives of the people are favorable to 

those who win power by merit. 

10. The people disapprove of the concentration of 

power in the form of regimentation, central-

ization, and militarization, 

11. There is freedom to challenge the justice of laws 

in particular cases. 
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Respect.— 1. Individuals do receive the respect due 

human beings and also because of individual 

merit. 

2. No deprivations or penalities are imposed 

that are incompatible with the merit of the 

individual as a human being, 

3. Opportunity is provided for the development 

of individual talent. 

if-. Methods are available for helping handicapped 

people overcome their difficulties, 

5. Choice is available to all, so long as rights 

of others are not violated, 

6, Privacy of individuals is ensured. 

Rectitude.— 1, There is a demand for a sense of personal 

and collective responsibility for perfecting 

society, 

2, The society sets standards of conduct con-

sistent with human dignity, upon which there 

is a high degree of consensus, 

3, The sense of responsibility and standards of 

right conduct are applied to public offices 

and officeholders, 

4, The sense of right conduct is demanded of 

people in their private lives, 

5, The values that influence rectitude are 

available to all. 
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Affection.— 1. The general ideas and sentiments of the 

people demand congenial human relationships. 

2. Hostile attitudes are overcome by deliberate 

efforts to restore friendly relations. 

3. Efforts are made to reduce hostilities before 

they arise, to eliminate the causes of ill 

feelings. 

k, Affection is withheld for conduct inimical to 

freedom. 

Well-being.— l. The society accepts mental health as a 

scientific problem. It does not ridicule 

the mentally ill. 

2. There is adequate help for the diseased, 

injured, and handicapped. 

3. Continuing effort is made to prevent disease. 

Efforts are made to reduce the circumstances 

leading to suicide, war, and civil violence. 

5. Progress is made toward the lengthening of 

life. 

Economic Security, 

or Wealth.— 1. Continuing efforts are made to expand pro-

duction to meet the needs and wants of people 

in order to make possible a continued rise 

in the standard of living. 

2. There is a balanced distribution of wealth 

rather than a division of the community into 

extremes of rich and poor. 
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Skill,— 

Enlighten-
ment. — 

3. There is an expanding average individual 

income. 

4. The security of basic income (necessary to 

satisfy "basic needs) is guaranteed in theory 

and in fact, 

5. Opportunities are open for everyone to earn 

more than the basic income if he is able and 

willing to do so. 

6. There is mobility of labor. 

1. Efforts are made to develop latent talents 

into socially acceptable skills performed with 

a high degree of excellence. 

2. Excellence in performing these skills is 

encouraged and rewarded. 

3. Opportunities are provided for the full ex-

ercise of skills (full employment). 

k. Opportunities to develop skills are offered 

on the basis of merit, 

1. The society emphasized the importance of 

knowledge as a basis for sound judgment on 

questions of public policy. 

2, Everyone has access to the media of commu-

nication through which current developments 

are reported. 
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3. The media provide interpretations of the 

news, and this .interpretation is complete, 

covering all sides of the issue. 

All members of the community have access to 

the media through which facts and interpre-

tations are presented. 

5. The sources of the statements upon which 

policy depends are disclosed, (It is not 

essential for personal identity to be re-

vealed, The facts about interest, bias, and 

competence need to be indicated. The sepa-

ration of editorial and news statements is 

an example of how attention can be called to 

the source and nature of the statement made). 

6. There is presumption against lying. 

7. There is presumption against nonrational 

statements (the irrelevant, for example), 

8. A competent source is demanded for statements, 

(1 , pp. 3 7 - 3 9 ) . 
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SOME WAYS THE VALUE CATEGORIES MAY 
BE USED IN ANALYTICAL TASKS 

1. Assessment of personal status in certain value categories, 

or make comparison of status between certain values (see 

Appendix D). 

2. Assessment of personal value potential. 

3. With assessment of achieved status and of potential, de-

sign strategy for amending or modifying the self-concept. 

4-. Determine value sought by associates in order to 

a. establish new acquaintances or relationships 

b. mend broken or damaged interpersonal relation-

ships , 

5. Certification of goals. 

6. Determine the degree to which an institution or society 

is moving in the direction of the Overriding Objective 

and toward the ideals of democracy or away from despotism. 

7. Determine the degree of maturity achieved, 

8. Determine areas of self-knowledge lacking, 

9. Determine both the value goals and value consequences of 

past events, 

10. Assess the feasibility of strategy in terms of the degrees 

of realistic or unrealistic behavior in relationship to 

the value goals and consequences of past events. 
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11. A complete program of Self-Study in three phases utilizing 

data from any period or segment of one's experiences and 

through any range of relationships (Appendix F--Value 

Coding Chart), 

12. Guidelines and criteria for preparation of any form of 

communication, 

13. Assess the purposes and effectiveness of any form of 

communication, past or present, 

1^, Institutional analysis (Appendix C—Framework for In-

stitutional Analysis), 



APPENDIX C 

ANALYSIS AND APPRAISAL OF SOCIAL INSTITUTIONS 

Student's Goali To analyze and appraise Presidential Ex-
ecutive Order No. 9066. This will contribute 
to my learning to appraise social institutions 
and to the development of my skill to con-
tribute to the creation and support of those 
institutions that increase the sharing of 
human values. 

II III IV 

Trends 
leading to 
creation of 
institution 
being 
analyzed 

Specific 
values 
affected by 
institution 
(List indices) 

Appraisal of 
specific 
practices of 
institution 
(democratic or 
anti-democratic 
(List indices 
to support con-
clusions ) 

Probable future 
effects of in-
stitution if 
practices are 
not modified 
) (List indices 
to support 
conclusions) 

Alternative 
suggestions for 
institutional 
modifications 
designed to 
widen value 
distribution 
(List indices 
to support 
suggestions) 

(1, p. 284) 
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Institutions and personal strategies defined.—The terra in-̂  
stitution refers to patterns of practice relatively specialized 
to the shaping and sharing of values. In other words, in-
stitutions are specific ways of doing things by which values 
are brought into existence and distributed among people. The 
institution may be constructed so as to .increase value sharing, 
as does the 19th Amendment to our Constitution, granting women 
the right to vote. This widened the distribution of power.^ 
. . . the appraisal of institutions will be made on the basis 
of whether they contribute to value sharing or to value de-
privation. The former are appraised as democratic, the latter 
as antidemocratic, or despotic. This technique will thus en-
able us to make clear-cut distinctions between societies that 
aspire to freedom and those that maintain themselves by human 
exploitation and control. 

Typical institutions.—Institutions of power typically include 
governmental institutions, political parties, and pressure 
groups. These institutions are all involved in the distribution 
of power or sanctioned decision-making. For example, voting 
is an institution of power, as are all laws, the Constitution, 
and election procedures. 

Institutions of respect include those that accord or withhold 
the value respect, such as caste or class systems. . . . Social 
class practices are institutions specialized to the sharing 
or withholding of respect. All discriminatory practices against 
people are institutions designed to withhold this value from 
certain groups. 

Economic institutions typically include institutions of income, 
savings, investment, production and consumption. They effect 
the distribution of wealths the degree to which people are 
afforded opportunities to achieve economic security for them-
selves . 

Institutions of enlightenment include educational and research 
institutions,, and the mass and special media of communication. 
The communication channels by which enlightenment may be spread 
include the press, radio, television, screen, and book publishers, 

Institutions of skill include occupational, professional, and 
aesthetic institutions specialized to the development of 
potential talents in the arts, occupations, and professions. 
Institutions of skill include industrial art, secretarial, and 
similar schools, courses, or study groups. 

Institutions of we11-being are those that affect the spread 
of mental and physical health, personal comfort, and safety. 
They include laws regulating health practices and research 
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institutions involved in the control of diseases. Recreational 
institutions, hospitals, sanitariums, public health programs, 
and institutions of police protection are also included. 

Institutions of rectitude are specialized to the formulation 
of standards of responsibility and their interpretation. 
They include moral practices among people, ethical standards 
established by individuals and groups, churches, and in-
stitutions designed to prevent crime. 

Institutions of affection include courtship, marriage, the 
family, and fraternal groups. 

The term personal strategies refers to any pattern or patterns 
of human behavior designed to achieve personal status in one 
or more of the value categories (l, pp. 28-30). 



APPENDIX D 

ANALYSIS OF STATUS IN ONE VALUE CATEGORY 

Analysisj Respect Status 

I II III 

Indices 
of 

respect 

Analysis« 

Indices Indices pointing 
pointing to to modifications 
enhancement of required to reach 
my respect status respect status 
(Justify on I seek (Justify 
separate sheet) on separate sheet) 

Well-being Status 
(mental and physical health) 

II 

Indices Indices pointing 
of to enhancement 

well-being of my well-
being status 
(Justify on 
separate sheet) 

III 

Indices pointing 
to modifications 
required to 
reach well-being 
status I seek 
(Justify on 
separate sheet) 

IV 

Personal 
plans for 
improving 
my respect 
status 

(1, p. 69) 

IV 

Personal 
plans for 
improving 
my well-
being 
status 

(1. P. 75) 
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Analysis 

Effect 
desired 
upon what 
audience 
(Appraise 
in terms 
of 
democratic 
goals; 
list 
supporting 
indices) 

APPENDIX E 

(title of communication) 

II 

Character-
istics 
of 
communicator 
(List indices 
used) 

III 

Appraisal 
of channel 
used (List 
supporting 
indices) 

IV 

Message 
(Give 
purport 
and 
style) 

(l. P. 253) 

Analysis« 
(title of communication) 

I II 

Characteristics 
of author» 
1. Personal data 
2. Predispositions 
in terms of 
social value 
preferences 
(Identifications, 
demands, and 
expectations) 

Message 
(purport and 
style) 
(Indicate how 
social values 
are involved) 

III 

Characteristics 
of audience 
(Identifications, 
demands, and 
expectations) 

IV 
Appraisal of 
effect of message 
upon audience 
(List indices, in 
terms of democratic 
goalsi 1, Con-
temporary with 
original publication 
2. Typical audience 
of today 
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APPENDIX F 

VALUE CODING OF EVENTS RECORDED 
(1, P. 225) 

(Analysis and Appraisal of Recalled Memories) 

Mark "X" in the square indicating which phase of the analysis 
you are engaged in on the form belowt 

Phase 1 

Phase 2 

Phase 3 

in terms of value consequences for you, the 
person making the study, 

in terms of value consequences for others in-
volved in the events recorded. 

in terms of value consequences for you for 
having made the above analysis. 

Values DEPRIVATION 
Event Number 

INDULGENCE 
Event Number 

OVER-INDULGENCE 
Event Number 

POWER 

RESPECT 

WEALTH 

SKILL 

ENLIGHTENMENT 

WELL-BEING 
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Values DEPRIVATION INDULGENCE OVER-INDULGENCE 
Event Number Event Number Event Number 

RECTITUDE 

AFFECTION 

*Small squares are for total number of events recorded in 
each category. 
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APPENDIX H 

EDUCATIONAL NEEDS WHICH HAVE TRADITIONALLY 
BEEN NEGLECTED 

2 
V. Clyde Arnspiger 

(Consider the degree to which the school program provides for 
these needs in appraising your progress). 

1. Intellectual tools to think systematically and consistently 
in analyzing and appraising human behavior in terms of 
value consequences for ourselves and others\ 

2. Listing of human value categories, defined comprehensively 
and economically as well as mutually exclusive in specific 
reference; 

3. Provision of a specific definition of the society that 
moves toward freedom as distinguished from the society 
which is moving toward despotisms 

k. Provision of a program of systematic thinking which pre-
sents the intellectual tasks to be performed in the solution 
of human problems. (These include the component operations, 
goal thinking, trend thinking, condition thinking, pro-
jective thinking, and alternative thinking)} 

5. Provision of frameworks adequate for analysis and appraisal 
of all aspects of the social process, social institutions 
and personal strategies; 

6. Provision of a philosophy whose overriding objective is 
the realization of human worth and dignity on a grand scale 
in theory and in fact, with a clearly stated set of con-
ditions under which this philosophy can be facilitated; 

7. Provision of aid in the development of important skills, 
including as well as the motor-occupational skills, the 
skills of thinking, communication skills, social skills 
and aesthetic skills; 

8. Provision of an intellectual thread that runs through all 
the disciplines of the academic curriculum and through all 
human learning; 
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9. Provision of a method of.analyzing and appraising personal 
memories in the realistic enhancement of one's own status 
of self-esteems 

10. Provision for moral instruction based upon the wide-
spread sharing of human values on the basis of merit 
(by definition, the moral person is the one who merits 
access to human values to the degree to which he in turn 
shares these values with others), 

(2, unpublished personal 
files) 



APPENDIX I 

A SUGGESTED SET OF EDUCATIONAL OBJECTIVES 
RELATED TO THE VALUE SYSTEM 

1. To consider in depth ways of implementing the realization 

of human worth and dignity (see number five below). 

2. Formulation and/or clarification of a personal, operational 

philosophy of life which entailst 

a. Acquisition and assimilation of self-knowledge. (This 
includes identification and clarification of personal 
goals as well as realistic evaluation of one's capacity 
for achieving these goals). 

b. Acquisition of tools and development of skills for 
management of interpersonal relationships. 

3. Formulation and/or clarification of the systematic problem-

solving approach which entails» 

a. Defining one's personal responsibilities in a demo-
cratic society, 

b. Observing and appraising institutional practices. 

c. Implementing appropriate changes (through appropriate 
and effective channels) in the patterns of practice. 

4. Development and refinement of skills for value-analysis of 

human behavior. 

5. Achievement of the above objectives is instrumental to the 

realization of Human Worth and Dignity in theory and in 

fact, on a grand scale. This is the long range goal of 

all mankind—the OVERRIDING OBJECTIVE of any society that 

aspires toward freedom, and therefore, the most fundamental 

objective of this program of study. 
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APPENDIX J 

SCHEMATIC SUMMARY OF TOOLS FOR SYSTEMATIC 
THOUGHT IN THE VALUE SYSTEM 

THEORETICAL GUIDELINE. 
Overriding-Objective, 
a Postulation 

VALUE-ORIENTED RATIONALE t 
A Postulation and Accomp-
anying Basic Assumptions 

Assumption 1i 

Assumption 2» 

Assumption 3s 

Assumption k-t 

Any society (academic or other-
wise) which is oriented toward 
a free and democratic way of 
life, favors the realization 
of human worth and dignity in 
theory and in fact (l, p. 22) 

The OVERRIDING OBJECTIVE of a 
free society is continuous 
progress toward the realization 
of human worth and dignity. 

Such a society is one in which 
HUMAN VALUES are widely shaped 
(produced or created) and 
shared. 

The educational processes of 
such a society will provide 
for the development of mature 
personalities whose value de-
mands and capabilities are 
compatible with the overriding 
objective. 

Hence, the long-range goal of 
such a society will be to pro-
vide opportunities for as many 
human beings as possible to 
achieve their highest potentials. 

Such a society will, therefore, 
integrate the three foregoing 
social goals with the appropriate 
institutional practices so that 
the following results will accrue 
for all participantsj 

(a) minimum damage will be 
done to the freedom of 
choices; 
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THE SOCIAL PROCESS FRAME-
WORK! A PROCEDURAL 
FRAMEWORK FOR IMPLE-
MENTING THE OVERRIDING 
OBJECTIVE "MAN seeks 
VALUES through IN-
STITUTIONS using 
RESOURCES." 

PROBLEM-SOLVING TECH-
NIQUE ESSENTIAL FOR 
VALUE ACHIEVEMENT« 
The Component Operations 
of Problem Solving 

Step 1t 

Step 2i 

Step 3! 

Step 4» 

(b) minimum damage will 
be done to individual 
value assets; 

(c) each individual will 
seek to maximize his 
own value assets while 
seeing that others 
have full access to 
all value categories. 

(1, p. 32). 

A valuing process and an 
analytical process for con-
tinuous, open-ended renewal 
of personal and insitutional 
value goals and value status 

(1. P. 25). 

Five steps which represent the 
basic procedures of systematic 
thought and which closely 
correlate with the procedures 
of the scientific methodi 

Goal Thinking consists of 

(a) statement (clarification) 
of the value goal 

(b) justification of the 
goal in terms of the 
overriding objective 

Trend Thinking involves analysis 
of past events that are related 
to the goal being sought. 

Condition Thinking is analysis 
and appraisal of existing con-
ditions that are related to 
the goal. 

Projective Thinking is a pro-
cess wherein the products of 
Steps 2 and 3 are considered 
in order to make an estimate 
of future probabilities of 
achieving the goal in light of 
the obtained data. 
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Step 5' Alternative Thinking involves 
creation and/or invention of 
alternative ways of achieving 
the goal. (l, pp. 40-42). 

Examples of uses of the technique are illustrated in the 

Appendices referring to preparation and consumption of commu-

nication. It is further illustrated in the analysis of in-

stitutions. 



APPENDIX K 

DEFINITIONS: Use of terms 
for specific reference also 
constitute a framework for 
systematic thought and on-
going inquiry. 

A FREE SOCIETY or DEMOCRATIC 
WAY OF LIFE refers to and 
describes any society in 
which the social institutions 
are so constituted that there 
is a positive increase in the 
probability that society's 
values are shared by more and 
more people on the basis of 
merit. 

DIGNITY may be defined as that 
state in which the individual 
is neither seriously deprived 
of nor over-indulged in the 
human values. 

VALUES refer to the human or 
social goals sought by me 
everywhere—the things people 
need and want and upon which 
they place high premium, more 
specifically to the eight 
value categories in the 
"Social Process Framework" 
under which just about all 
human needs and wants can be 
classified, 

VALUE-STATUS, in this context, 
refers to the degree to which 
an individual or a social in-
stitution has achieved the 
fulfillment of expressed needs, 
objectives, or goals. It is 
a term which also refers in-
directly to the order of value 
preferences within the eight 
value categories and to the 
degree of preference within 
each value goal. 

SELF-STUDY refers to a three-
phase technique by which the 
individual (investigator) 
employs the five procedures 
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of systematic thought and 
the value system to ob-
jectively code a series of 
experienced events. The re-
sults of this coding pro-
cedure reflects the individuals 
value profile relative to the 
data (events) under examination 
in terms of value consequences 
for himself and for other 
principal participants 
(significant others) in the 
events (l). 

References to all items in the Appendices, including 
Appendis L in the following page, refer to the bibliography 
for Chapter IV, 



APPENDIX L 

The Social Process Framework (l, p. 25) 

MAN seeks 

(Interacting 
through culture 
and personality) 

VALUES through 

Power (making 
society's 
decisions) 

Respect 

Wealth 
(Economic 
security) 

Enlightenment 

INSTITUTIONS using 
and personal 

RESOURCES 

Skill 

Well-being 

Rectitude 

Affection 

strategies 

Government 
Political parties 
Pressure groups 
Techniques of 
attitude 
building 

Social class 
practices 

Caste systems 
Honors 

Production 
Distribution 
Income 
Savings 

Education 
Communication 
channels 

Discussion 
Research 

Training 
Occupations 
Art expression 
Taste standards 

Health 
Recreation 
Police protection 

Moral practices 
Ethical standards 
Crime prevention 
Churches 

Courtship 
The famiiy 
Friendship 
Group heritage 

Human t 
(Favor-
able 
Self-
Concept, 
Effective 
person-
ality 
Etc J 

Soils 

Water 

Energy 

Plants 

Animals 

20Q 



BIBLIOGRAPHY 

Books 

Aiken, Henry David, Predicament of the University, Bloomington, 
Indiana University Press, 1971. 

Arnspiger, V. Clyde, W. Ray Rucker and Mary E, Preas, Person-
ality in Social Process; Values and Strategies of In-
dividuals in a Free Society, Dubuque, Iowa, William C. 
Brown Book, Co., 1969. 

Bales, Robert Freed, Personality and Interpersonal Behavior. 
New York, Holt, Rinehart and Winston, 1970. 

Bell, Bernard I,, Crisis in Educationi A Challenge to American 
Complacency. New York, McGraw-Hill Book Company, Inc., 
19^9. 

Bell, Daniel, The Reforming of General Educationt The 
Columbia College Experience in Its National Setting. 
New York, Columbia University Press, 1966. 

Bellamy, Raymond F., A Preface to the Social Sciences, New 
York, McGraw Hill Book Company, Inc., 195^• 

Bennett, M. E., College and Life t Problems of Self-Discovery 
and Self-Direction, New York, McGraw-Hill Book Company, 
Inc., 1952. 

Bigge, Morris L., Learning Theories for Teachers. 2nd ed., 
New York, Harper and Row, 1971. 

Binder, Rudolph M,, Principles of Sociology. New York, 
Prentice-Hall, Inc., 1928. 

Blaine, Graham B., Jr., Charles C. McArthur and others, 
Emotional Problems of the Student. Garden City, N. Y,, 
Doubleday and Company, Inc., 1966. 

Bogardus, Emory S,, The Development of Social Thought. New 
York, Longmans, Green and Company, i960. 

Brachell, D. F. and Morrell Heald, editors, The Aims and 
Organization of Liberal Studies. Oxford and New York, 
Pergamon Press, 1966. 

210 



211 

Brubacher, John S. and Willis Rudy, Higher Education in 
Transitiont A History of American Colleges and Uni-
versities. 193^-1968, New York, Harper and Row, 19^8. 

Case, Clarence M,, Social Process and Human Progress. New 
York, Harcourt, Brace and Co., 1931• 

Cooley, Charles H», "The Roots of Social Knowledge," Symbolic 
Interactioni A Reader in Social Psychology, edited by 
Jerome G, Manis and Bernard N. Meltzer, Boston, Allyn 
and Bacon, 1970. 

Cremin, Lawrence A., The Transformation of the Schoolt Pro-
gressivism in American Education, 1876-1957. New York, 
Random House, 1964. 

Deutsch, Morton and Robert M. Krauss, Theories in Social 
Psychology, New York, Basic Books, Inc., 19^5• 

Dewey, John, Experience and Education, London, Collier-
Macmillan, 1970. 

.» Reconstruction in Philosophy. New York, Henry 
Holt and Company, 1932. 

Erikson, Erik H., Identity! Youth and Crisis t New York, 
W. W. Norton, 1968. 

Faust, Clarence H, and Jessica Feingold, editors, Approaches 
to Education for Character t Strategies for Change in 
Higher Education. New York, Columbia University Press, 
1969. 

Forester, Norman, The Future of the Liberal College. New 
York, Arno Press and The New York Times'̂  1969. 

Fosdick, Raymond, Adventure in Givingt The Story of the 
General Education Boards A Foundation Established by 
John D. Rockefeller, New York, Harper and Row, 1962. 

Gutek, Gerald Lee, An Historical Introduction to American 
Education. New York, Thomas Y. Crowell Company, 1970. 

Hamilton, Thomas H. and Edward Blackman, editors, The Basic 
College of Michigan State. East Lansing, The Michigan 
State College Press, 1955. 

Haskins, Charles H., The Rise of the Universities. New York, 
Cornell University Press, 1923• 



212 

Heist, Paul, editor, The Creative College Students An Unmet 
Challenge, San Francisco, Jossey-Bass, Inc., 19^8. 

Henderson, Algo D,, "Liberal Education in Mid-Twentieth 
Century," Higher Education Dimensions and Directions. 
edited by F. Robert Paulsen, Tucson, The University of 
Arizona Press, 1970. 

Hofstadter, Richard and Wilson Smith, American Higher Edu-
cation: A Documentary History. Chicago, The University 
of Chicago Press, 1961. 

Katz, Joseph and others, No Time for Youth: Growth and Con-
straint in College Students, San Francisco, Jossey-
Bass , Inc., 1968. 

Kelley, Earl C., In Defense of Youth. Englewood Cliffs, 
Prentice-Hall, Inc., 19^2. 

King, Edmund J., Comparative Studies and Educational Decision. 
New York, The Bobbs-Merrill Co., Inc., 1968, 

Klapp, Orris E,, Collective Search for Identity. New York, 
Holt, Rinehart and Winston, Inc., 1969. 

Kubie, Lawrence S,, "The Forgotten Man of Education," Con-
temporary Educational Psychology, edited by Richard M. 
Jones, New York, Harper and Row, 1966, 

LaBeene, Wallace D. and 3ert I. Greene, Educational Implications 
of Self-Concept Theory. Pacific Palisades, California, 
Goodyear Publishing Co., Inc., 19&9. 

Leonard, George B., Education and Ecstasy. New York, Dell 
Publishing Co., Inc., 1968. 

Letter, Sidney S., editor, The Time Has Come Today. New York, 
Teachers College Press, Columbia University, 1970* 

Manis, Jerome G. and Bernard N. Meltzer, editors, Symbolic 
Interaction: A Reader in Social Psychology. Boston, 
Allyn and Bacon, 1970. 

Maritain, Jacques, Education at the Cross Roads, New Haven 
and London, Yale University Press, 196^. 

Martin, William E. and Celia Burns Stendler, Child Behavior 
and Development. New York, Harcourt, Brace and Co., 
1959. 



213 

Mead, George H., Mind. Self, and Society, Chicago, University 
of Chicago Press, 193^• 

Meltzer, B, N.f "Mead's Social Psychology," Symbolic Inter-
action? A Reader in Social Psychology, edited by Jerome 
G. Manis and Bernard N. Meltzer, Boston, Allyn and Bacon, 
1970. 

Miller, Richard I., editor, Perspectives on Educational Change. 
New York, Appleton-Century-Crotts, 19^7. 

Myers, Gerald E,, Self: An Introduction to Philosophical 
Psychology, New York, Western Publishing Company, Inc., 
1968. 

Ong, Walter J., Knowledge and the Future of Man, New York, 
Simon and Schuster, 19&8. 

Overstreet, Bonaro W.( How to Think About Ourselves, New York, 
Harper and Brothers, 19^8, 

Paulsen, F. Robert, editor, Higher Education Dimensions and 
Directions, Tuscon, The University of Arizona Press, 
1970. 

Perry, William G., Forms of Intellectual and Ethical Develop-
ment in the College Years : A Scheme, New York, Holt, 
Rinehart and Winston, Inc., 1970, 

Pfieffer, John, New Look at Education: Systems Analysis in 
Our Schools and Colleges. New York, The Odyssey Press, 
1958. 

Phenix, Philip H,, Realms of Meaning: A Philosophy of the 
Curriculum for General Education. New York, McGraw-Hill 
Book Company, 196^, " 

Rudy, Willis, The Evolving Liberal Arts Curriculum. A Historical 
Review of Basic Themes. New York, Teachers College Press, 
Columbia University, i960. 

Scott, C. Winfield, Clyde M, Hill and Robert W. Burns, editors, 
The Great Debate: Our Schools in Crisis, Englewood Cliffs, 
N. J., Prentice-Hall, Inc., 1959. 

Selltiz, Claire, Marie Jahoda, Morton Deutsch and Stuart W, 
Cook, Research Methods in Social Relations. New York, 
Holt, Rinehart and Winston, 19&7. 



21k 

Skinner, B, F., Beyond Freedom and Dignity. New York, Alfred 
A. Knopf, Inc., 19?2. 

Stein, Jay W,f editor, Public Communications and Liberal-
General Education in High School and College. Danville, 
111., The Interstate Printers and Publishers, Inc., 1970, 

Stickler, W. Hugh, James Paul Stoakes and Louis Shores, editors, 
General Education8 A University Program in Action. 
Dubuque, Iowa, William'C, Brown 3ook Company, 1950. 

Toffler, Alvin, Future Shock. New York, Random House, 1970. 

Tussman, Joseph, Experiment at- Berkeley. New York, Oxford 
University Press, 1969. 

Ullman, Albert D., Socio-cultural Foundations of Personality, 
Boston, Houghton Mifflin, 1965. 

Van Doren, Mark, Liberal Education. Boston, Beacon Press, 1957, 

Veblen, Thorstein, The Higher Learning In America. New York, 
B, W. Huebsch, 1918, 

Articles 

Aderhold, Omer Clyde, "Education—Unfinished Business," Phi 
Kappa Phi Journal. (Winter, 1958), 17-19, 

Barsch, Ray H., "The Concept of Multidisciplinariness," Academic 
Therapy. VI (Winter, 1970-71), 187-191. " 

Coleman, James S., "The Children Have Outgrown the Schools," 
Psychology Today. V (February, 1970), 72-75; 82. 

Devane, William C., "In Response to Melvyn N. Freed," Phi 
Kappa Phi Journal. (Winter, 1968), 3-5. ' 

Ewald, William, "A Third Force to Deal With Change," The 
Center Magazine. Ill (November-December, 1970), 32-33, 

Freed, Melvyn N., "The Responsibilities of Being Educated," 
I M Kappa Phi Journal. (Winter, 1968), 3-5". 

Saturday^Review. "Schools Make News," LI (February, 1968), 

Bulletin, "Higher Education Conference, XXIII (September, 
I97O)# 2, 



21 5 

Time. "Skinner's Utopias Panacea, or Path to Hell?" 
XCVIII (September, 19?D, ^7-52. 

S, News and World Report, "The Drive for Quality Education," 
LXXII TM^ri972TT58-62. 

Reports 

Education and World Affairs, The University Looks Abroad» 
Approaches to World Affairs at Six American Universities, 
New York, Walker and Company, 1965. 

Intercollegiate Press Bulletin. New York, January 27, 19&9. 

Intercollegiate Press Bulletin. New York, February 3t 19&9. 

Publications of Learned Organizations 

American Council on Education, American Universities and 
Colleges, edited by Allan M. Cartter, Washington, D. C., 
1964. 

Columbia Committee on Plans, A College Program in Action, 
New York, Columbia University Press, 19̂ -6. 

Combs, Arthur W,, Perceiving, Behaving. Becomingt A New Focus 
for Education. Yearbook of ASCD, Washington, D. C., 19^2, 

Dressel, Paul L., Research in General Education Instruction 1 
A Selected and Annotated Bibliography of Research Articles 
Having Implications for General Education Instruction. 
Washington, D. C., Association for Higher Education, 
National Education Association, 1955' 

Hook, Sidney, Contemporary Philosophy: Reading For an Age of 
Change. New York, Public Affairs Committee and American 
Library Association, 1968. 

Lee, Calvin 3, T., editor, Improving College Teaching, 
Washington, D. C., American Council on Education, 19&7. 

Rothwell, C. Easton, Chairman, Committee on Undergraduate 
Teaching, The Importance of Teachingt A Memorandum to 
the New College Teacher. New Haven, The Hazen Foundation. 

Siegle, Peter E., New Directions in Liberal Education for 
Executives. Chicago, The Center for the Study of Liberal 
Education for Adults, 1958. 



216 

The Four-School Study Committee, 16-20i The Liberal Edu-
cation of An Age Group, An Inquiry Supported "by the 
Carnegie Corporation of New York and Administered by 
the College Entrance Examination Board, New York, 1970, 

Encyclopedia Articles 

Good, Cartter V., editor, Dictionary of Education. New York, 
McGraw-Hill Book Co., 1959. 

Unpublished Materials 

Arnspiger, V, Clyde, unpublished files in course planning, 
Department of Sociology, East Texas State University, 
Commerce, Texas, 19&5. 

Burns, Bob, "MIGEC—A Model for Integration of General 
Education Curriculum," unpublished essay, East Texas 
State University, Commerce, Texas, 1971. 

Newspapers 

Altwegg, Al, "One Man's Opinion," The Dallas Morning News. 
May 6, 1972, 19A. 



178 

be introduced to the appropriate intellectual equipment by 

which he can assume his rightful share of personal responsi-

bility for the promotion and maintenance of the ideals of his 

society and to take a stand against the unrelenting forces 

within his immediate environment and elsewhere that contribute 

to the enslavement of the minds of human beings and to their 

fears of the unknown. 

It is likewise essential to realize that mere membership 

in a society or group without participation or contribution 

according to one's own potentials and interests is a violation 

against the value philosophy. If one never proceeds to the 

area of any specialization or never moves beyond the processes 

of general exposure and assimilation of acquired knowledge 

thereby neglecting to develop his own potentials, he is denying 

to his society access to the most important of all resources— 

access to the use of his own mind and creativity in the 

development of an even better quality of life for himself and 

his society. 

Implications and Recommendations 

The implications and recommendations derived from this 

study follow in respective order. 

1. A first and general implication of the study refers to 

the inevitability of both individual and institutional growth 

and development. The fact of growth and change suggests the 

necessity to innovate and to maintain continuous development. 


